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Component One: Teaching Intervention Cycle: Reflective Report
Working in Higher Education (HE) involves continuous reflection to ensure development of teaching practice. To achieve this, Campbell and Sykes (2007) suggest engaging in action research, which involves questioning and challenging practices and thinking, and encourages learning from experience. It is a methodological process with rigour in design, and leads to dissemination, development of practice, and for evidencing growth. Action research, according to Norton and Campbell (2007), is an umbrella term for different approaches and methodologies. For example, analysing the strengths, weakness, opportunities, and threats (SWOT analysis) associated with a teaching strategy. However, despite the existence of varying methodologies, there are fundamental principles that are characteristic of action research – enquiry is carried out by practitioners into their own practice, and it is cyclical with the involvement of planning, action, fact-finding, and then starting again (as described by Lewin, 1946). Norton (2001) has put the stages forward through the ITDEM acronym, which involves identifying a problem, thinking of ways to tackle it, doing it, evaluating it, and then modifying future teaching. It enables staff to align the goal of improving student learning, reflect on own practices in an active manner, and meets requirements of continuing professional development (as is expected by the UK Professional Standards Framework [UKPSF] for teaching and supporting learning in HE – A5, V3).   
A key element within action research is reflection (Brockbank & McGill, 1998; Dewey, 1933, 1938; Kolb & Fry, 1975; Moon, 2004; Schön, 1983, 1987). However, some reflective theories are criticised for not including reference to emotion and how it may influence the considerations within reflection (e.g., the work Schön, Dewey, and Kolb).  Boud et al. (1985) suggest that for reflection to be used successfully, the emotions experienced that accompany an event should also be taken into consideration. Therefore, this teaching intervention cycle using action research will make use of Gibbs’ Reflective Cycle (1988). This is a prominent and successful model and runs through six stages to help make sense of an experience. It involves a cyclical framework for examining experience, and enables continued learning and planning. The cycle runs through description of the situation, exploring feelings that occurred during the experience, evaluating the situation, analysing and extracting meaning from the situation, discussing conclusions to summarise the learning, and finally action planning for the future. Although it can be used within a frequently reoccurring situation, for this specific teaching intervention, it will be used as a stand-alone procedure with discussion on how to apply conclusions in the future.
To begin with the reflective description, I had to ask how I can improve on what I am doing. At the beginning of every academic year, the team in which I work get together to discuss upcoming modules and review assessments. We now have newly validated programmes. Therefore, careful consideration is essential to ensuring specifications are followed. In doing this, it struck me that none of my modules included any formative assessments, only summative. Yorke (2003) purports the importance of formative assessment in teaching, and according to Biggs and Tang (2007, p. 97), formative assessment and feedback is “the most powerful enhancement to learning”. It is provided during learning and gives students an indication of how they are doing and what aspects they need to improve; essentially it monitors student learning. It helps students identify strengths and weaknesses, and assists lecturers to identify and support those struggling. They are considered low stakes because they do not count towards a final mark. Alternatively, summative assessment occurs after learning and informs students what they should have learned. The aim is to capture an overall evaluation of the students’ work and compare it against a standard or relevant benchmark. Summative assessments are considered high stakes because the mark gives a final classification of what the student can achieve. 
Research from learning theories in Cognitive Psychology further purport the importance of formative assessment based upon an understanding of the retention mechanisms involved during learning (Roediger & Pyc, 2012). The spacing effect suggests memory for learnt information is better if it is practiced over a spaced amount of time than massed in one session (Ebbinghaus, 1885). It is a well-established effect with many supportive replication studies (Cepeda et al., 2006; Rohrer & Pashler, 2010), and has been specifically applied in educational contexts (Carpenter et al., 2009; Gluckman et al., 2014; Kapler et al., 2015; Sobel et al., 2011). Many theories exist to explain the effect (Küpper-Tetzel, 2014). However, the most prominent is the study-phase retrieval theory (Delaney et al., 2010), which suggests gaps between learning and spaced practice increases forgetting to a greater extent than massed practice. As a consequence, more effortful retrieval is required during the next learning event, which in turn assists memory through active retrieval. 
Linked to this is the testing effect (Gates, 1917). Research suggests testing increases retention to a greater extent than re-studying; an effect that has also been specifically shown in educational and learning contexts (Karpicke & Blunt, 2011). For example, Roediger and Karpicke (2006) have found that after two days and one week, testing leads to better retention of information than study, and in their second experiment involving repeated restudying and retesting a similar pattern of findings emerged. Furthermore, testing effects have also been found using a range of educational test formats (e.g., short-answer and multiple-choice tests [Agarwal et al., 2008]), and in particular, in-class quizzes have been documented as highly effective for learning (e.g., McDaniel et al., 2011; McDermott et al., 2014). Empirical evidence has also revealed that in-class quizzes enhance exam performance when the application of knowledge is required (McDaniel et al., 2013).   
From this, I began researching methods for implementing formative assessments. I made use of the university’s teaching and learning Moodle page, which also links to the technological tools for learning and teaching supported by the Technology Enhanced learning (TEL) department where they have a ‘Teaching with Technology Planning Toolkit’. Using technology to enhance learning is now well documented and supported (Glover et al., 2016; Jenkins et al., 2011; Ruiz et al., 2006). In particular, the TEL department supports a range of electronic quiz applications, which tests student knowledge and provides instant feedback. The three key enhancements from this include: (1) Being constructivist – students learn by constructing knowledge or “filling gaps”, which can be supported by skilful assessment and feedback, (2) It provides the lecturer with ‘Learner Analytics’ – it produces rich data to enable deeper diagnostic analysis, and (3) It makes use of Gamification techniques – which make formative assessment more engaging for students. Research has also discovered beneficial effects on learning with the specific use of online quizzes (Cook & Babon, 2017; Dobson, 2008; Salas-Morera et al., 2012).
The most fitting of these tools was the H5P application, which allows users to create, share, and reuse interactive HTML5 content that can be integrated into Moodle. The quiz function offers a range of formats to assess student learning (e.g., ‘Drag-and-Drop’, Multiple-choice, Fill-in the blanks, true/false questions, etc.), and scores are made available for the lecturer to view through the Moodle Gradebook. Assessing students in a class setting could lead to worry, and Claxon (1984) notes that if people feel threatened, they are likely to stop learning. Therefore, the privacy afforded by online quizzes mitigates such concerns. Another reason for implementing an online quiz is that any students not in attendance on the day the quiz takes place, can still take part in their own time. Therefore, learning can continue despite non-attendance, which links to the second professional value of the UKPSF on equality of opportunity for learners (V2). The H5P quiz I developed links to the third area of activity in the UKPSF on assessing and giving feedback to learners (A3) as students were informed whether their responses to the quiz questions were correct or not immediately, and were given corrective feedback. The development of the quiz also links to first core knowledge component of the UKPSF on knowledge of subject material (K1), as I had to devise the questions used, and it links to the second and fourth core knowledge components on the use of appropriate methods for teaching and assessing (K2) and the use and value of appropriate learning technologies (K4). 
A key element in implementing this method links to Biggs and Tang’s (2007) discussion of surface and deep approaches to learning. Engaging students in formative assessments encourages a deeper approach to learning, and the quiz in particular may encourage problem-based learning. Making errors are key for effective learning opportunities and receiving formative feedback is important for learning from those errors. Furthermore, Biggs and Tang (2007) highlight that different types of students now attend university. While those interested in their studies and have clear learning plans will engage in further reading and self-testing strategies, those who lack academic drive may require further guidance. These students may also require interactivity in order to remain focused and engaged. This links to the first two professional values within the UKPSF regarding respecting individual learners and diverse learning communities, and promoting participation in HE and equality for learners (V1, V2). Therefore, the aim is to make the learning space a student-centred active and dynamic environment (McCabe & O'Connor, 2014). The importance of formative assessments is also noted by Jarvis (2010), who specifically outlines quizzes as a useful form of continuous formative feedback throughout a module, and as a key method for teaching adults, who generally have busy lives outside of their studies (e.g., substantial employment commitments). More recently, Hennig et al. (2019) also confirm the importance of formative assessment quizzing, not only for enhancing student learning and improving summative assessment performance, but also for enhancing student experience and satisfaction with their course. 
Before implementing the task, I undertook a session planning exercise using the ASSURE Model (Heinich, et al., 1999; Smaldino et al., 2019). This was appropriate as it is based upon using technology in the assistance of teaching; something this intervention made use of heavily. I also created SMART objectives (Doran, 1981). See Appendix A and B respectively for a discussion of these elements. I also created a lesson plan through the university’s online pedagogic profiling toolkit to provide a visual map of the planned learning activity mix to give an overall picture of the session, including the proportion of active learning. Learning outcomes are selected from lists based on Bloom's taxonomy and a brief descriptor is then added. This links to the first activity within the UKPSF on designing and planning learning activities (A1) and to the second core knowledge component on understanding appropriate methods for teaching, learning, and assessing in the subject area and at the programme level (K2). Figure one depicts a screenshot of the pedagogic profile created for the conducting of the whole session, with the current teaching intervention activity forming the final component of the session. 
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[image: ]Figure 1: Lesson Plan through the UWTSD Staff Development Pedagogic Profile toolkit (Excel) 
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Students were required to take part in the formative assessment through an electronic device; either their own (e.g., laptop, mobile phone), or for those without their own device, 15 minutes was set aside before the session to allow them to check-out a laptop from the university. Therefore, all students would have access to the necessary resources, which links to the second professional value of the UKPSF regarding the promotion of equality of opportunity for learners (V2). Examples of content from the quiz can be seen in the Figure two screenshots below. Within the quiz there was also a function that would read aloud any textual information for any students who struggle with on screen reading (again linking to the V2 component on promoting participation and equality of opportunity for learners). 
[image: ]Figure 2: Examples of content from within the H5P application quiz. 
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Moving to the next stage in the reflection, is that of the feelings and emotions experienced. I felt a sense of panic and shock that none of my modules contained formative assessments. I was disappointed, embarrassed, and bewildered that I had not realised a key and useful element was missing. This led to a sense of urgency in needing to implement something quickly to rectify the situation. However, I felt I had to control this to avoid rushing into administering something of a poor quality that would ultimately have no beneficial effect on student learning. 
After discovering the functions afforded by the H5P application, I felt relief. However, I simultaneously felt daunted to create this teaching resource from scratch, and worried about the time available to devote to it. I do not consider myself artistic and was anxious the presentation would not look “snazzy” enough to appeal to students. This was exacerbated when I saw the range of professional and masterfully styled presentation examples on the H5P website; it was quite intimidating. However, a positive I took from this was that it gave ideas and inspiration on how to set-up my own content. Once the quiz was created, I felt pleased, not only because the task was complete, but also I felt it had a nice design.    
Despite having checked the functioning of the quiz multiple times, I felt anxious in the run-up to the session. I was nervous about what students would think of it in terms of quality and design, and worried it may not have worked or there would be a problem I was incapable of solving. However, once the session began and students worked through the quiz, I felt relief. Unfortunately, this was short lived, as the quiz did not work for a handful of students. I felt confused, as it was working perfectly for other students. I felt confident there was nothing wrong with the application and after some investigative work it seemed students using an Apple iPhone were having difficulty. Specifically, the issue affected iPhone’s with the most recent software update. Although it was a shame the function did not work for these students, I felt pleased I had been able to deduce the issue and was glad I had a prepared solution (i.e., students could loan-out a university laptop). Once the session ended, I felt elevated and pleased to hear students found the quiz informative, enjoyable, and interesting. This links to the fourth area of activity within the UKPSF on developing effective learning environments and approaches to student support and guidance (A4). On reflection, I felt contented that overall it had gone well. I was also glad to see students’ scores were being correctly saved within the gradebook function on Moodle, for me to follow up with any struggling students. 
In relation to the next stage of the reflective cycle involving evaluation, one aspect that worked well came from the high levels of engagement. Students were not only willing, but also keen to get involved, with many logging-in to the quiz prior to the session commencing. Therefore, little effort was expelled on my part to promote student ‘buy-in’. This meant greater emphasis on explaining the task and assisting students could be provided, which links to the second area of activity within the UKPSF regarding teaching and supporting learning (A2). Subsequently, this afforded a much richer experience, as students were able to immerse and concentrate on the activity. It also meant they could make the most of my undivided focus to further support their learning experience (A4).            
     When discussing what students thought of the activity, some noted they had a better idea of the stage their learning had reached and felt better equipped with the knowledge of their own capabilities. They also noted feeling motivated and enthused to do further reading to improve and enhance their knowledge, which was exceptionally encouraging to hear. Others noted the activity cemented knowledge of the topic area and where they now needed to focus on further reading and revision. Ultimately, this was the whole purpose of the exercise, which links to the third core knowledge component of the UKPSF regarding how students learn (K3). Furthermore, from examining students’ scores on the quiz, it was good to see that many achieved decent marks (A3).   
Nevertheless, in thinking about evaluation, it is important to note aspects that did not work well. In this case it was the technological component. As noted previously, students using Apple iPhone’s were unable to input responses. This was frustrating and time was taken out of the session to investigate the reason. Although some of these students were being proactive with trying to resolve the situation, one student gave up very quickly and instead intermittently looked over at a classmates screen. This was not ideal, not only because the student was unable to complete the quiz themselves, but also the classmate may have preferred to have privacy to complete the quiz Claxon (1984). Again, the alternative solution to students not having their own device came into play, and I advised all students unable to get the quiz working on their phones to check-out a university laptop for the duration of the session.
        In terms of reflectively analysing the teaching intervention, I felt the session went well for a number of reasons, which can also be supported by theory and previous literature. Firstly, the particular student cohort were new Level Four students completing the session during their first semester. Therefore, they may have wanted to make a good impression in front of their lecturer and peers, and were subsequently keen to do what was asked of them. Secondly, students may have taken well to the activity because it involved an interactive and active participation element, as opposed to simply listening to information, which for those with concentration difficulties can be challenging (Biggs & Tang, 2007; Campbell & Norton, 2007)). It also involved engaging in something new and different on the module. Therefore, there was an element of novelty and excitement, which may have resulted in greater captivation in the task. 
The students may have also taken well to the activity because it made use of technology to administer the quiz. Technology is now embedded into our lives and the use of electronic devices in learning is now well established (Alvarez et al., 2011). Therefore, those using their own device and having a sense of familiarity with it during the quiz may have made the task less daunting and more enjoyable. Greater cognitive resources could then be focused on particular quiz questions as highlighted from psychological perspectives relating to cognitive load and cognitive resource theories. According to cognitive load theory (Paas et al., 2003, 2010; Sweller, 2010, 2011; Sweller et al., 1998), humans have finite cognitive resources to allocate to encoding, processing, and retrieving information. Thus, when processing demands are high and capacity is overloaded during a task, performance deteriorates. This links to the third core knowledge component of the UKPSF regarding how students learn generally (K3) and to the second core knowledge on using appropriate methods to teach (K2) and the third professional value regarding the use of evidence-informed approaches (V3) to ensure suitable tasks are administered and student learning is supported based upon this evidence and knowledge. However, there is critique of cognitive resource models. Firstly, in relation to methodological issues. For example, the criteria for resource limitation could just be consequence of demand characteristics, and there is uncertainty over how many dimensions of cognitive resources should be distinguished (e.g., Navon, 1984). Secondly, there is an architectural issue regarding the serial processing assumption of cognitive resource theories not being compatible with the parallel processing functions of the brain (Allport, 1980). 
Students may also have engaged in the session because the task would provide an indication of their abilities and knowledge of course content. As the task involved a personal element, they may have invested more into the task to get the most out of it (Angelo, 1995). Administering tests draws upon gamification techniques, which are intended to leverage on people’s desires to learn, compete, achieve, and gain mastery through the use of game design elements in non-game contexts (Deterding et al., 2011). The use of gamification has also been significantly examined of late in educational contexts (e.g., Koivisto & Hamari, 2019; Majuri et al., 2018; Seaborn & Fels, 2015). This competition element could either relate to internalised elements regarding students’ own achievements (i.e., competition within themselves against the quiz to get the best outcome), or through externalised components on the chance they may discuss with peers how well they scored (i.e., not wanting to perform poorly in comparison to others). 
An examination on whether the quiz influenced final exam performance was also conducted. A comparison was made between last year’s and this year’s average examination marks, which revealed a 6% increase in total number of students achieving a 2:1 or first class mark. However, caution should be taken here. This increase is very modest, and it is only speculative in terms of the session having an influence. Other factors (e.g., general capabilities of the cohorts or other module improvements) could have led to this increase. Nevertheless, a positive analysis point regarding why the session worked well could be due to the time, effort, care, and level of attention to detail taken in the preparation of the activity. A considerable amount of time was spent on researching quiz topic content and on design elements for constructing a visually/aesthetically appealing presentation (A1, A4, K2, K4). 
Finally, regarding the analysis of why certain aspects did not work well, this related to the inability of the quiz to function correctly on all types of devices. This was not foreseen because testing only took place on university computers and my own devices. Being unable to get electronic devices to function as intended has been postulated by some to lead to ‘computer rage’; a negative psychological response towards a computer due to heightened anger or frustration (Norman, 2004). Others have also reported people experiencing heightened physiological responses associated with feelings of frustration in response to computers not doing what they intended (Lazar et al., 2004). Although students within the current session did not display extreme computer rage behaviours, the one student who gave up attempting to complete the quiz on a phone was pressing the screen rather furiously before throwing the phone on the table and exclaiming “I give up”. From this experience, it was clear to see that individual differences plays a role in how people respond to the same situation. Other students having difficulty getting the application to work on their iPhone were relaxed and took more of an investigative and problem-solving approach to the situation. Therefore, having awareness and being able to manage different student characteristics is essential, which links to the first UKPSF professional value regarding respect for individual learners and diverse learning communities (V1).       
In conclusion to the reflection on the experience, it does not appear that anything drastic requires changing, particularly in terms of activity set-up. It achieved the goal of ensuring a formative assessment exists within my module and served additional functions of enhancing students’ IT and technology skills. Overall, it challenged students in a fun and engaging manner. However, what I have learned is that a mechanism must be implemented early to deal with non-responding devices (e.g., getting students to compete a test screen prior to the session commencing). Students could then source an alternative device immediately, which would not lead to time wasting. 
In retrospect, another aspect to consider, which relates to cognitive learning theory, is a phenomena known as retrieval-induced forgetting or RIF (Anderson et al., 1994). This suggests non-practiced information from a practiced category is forgotten to a significantly greater extent than information from a category that is not practiced at all. Therefore, although selective revision (in this case through the formative assessment quiz), can be useful to save time and resources, the success depends on the assumption that the material revised will appear in the exam. If revised material does appear, performance in an exam should be good (the retrieval practice effect - facilitation). However, if revised material is not in the exam, performance may be worse than if no revision had taken place – i.e., RIF effect. This has been found in a range of applied and experimental research studies examining the effect specifically within learning and educational contexts (e.g., Carroll et al., 2007; Macrae & MacLeod, 1999; Storm et al., 2015). Therefore, it is something that should be considered when implementing formative assessment activities within learning settings (A5, K2, V3). 
In a similar manner to the above, another factor to consider is the motivational experiences of students immediately following the outcome of the formative assessment. It was noted that some students’ scores on the quiz did not reflect their final exam mark. Some students who did well on the formative assessment task did not do well in the exam, and vice versa. It is unclear why this would have been the case. However, a recent study by Di Meo et al. (2020) has also found similar results. Despite students having positive perceptions of devices for completing online quizzes, it did not affect exam scores, and those who reported positive perceptions of mobile phone use for online quizzes attained significantly lower exam scores than their peers. Perhaps those who do well on quizzes become complacent and subsequently do not put as much effort into preparing for the exam, whereas those who do not do well feel disappointed and are subsequently motivated to put more effort into preparing for the exam (a possible method for dealing with this will be discussed in the action plan section below).
Finally, the last stage of Gibbs’ reflective cycle involves action planning, which for this teaching intervention will firstly involve asking students to check the functionality of any activities immediately and resolve any issues accordingly. Secondly, the aim would be to develop weekly quizzes to test student knowledge on all module topic areas. The benefit of this would be two-fold. Firstly, it would circumvent potential detrimental effects of RIF, and secondly students would gain broader knowledge not only on content due to appear in an exam, but for general learning to prepare to move on to more complex content. For example, Connor-Green (2000) introduced daily quizzes based on Bloom’s (1956) Taxonomy of Educational Objectives to develop recall of knowledge, comprehension, application, analysis, synthesis, and evaluation. Students would also be informed that doing well on a formative assessments does not guarantee final summative assessment achievement. 
In relation to this, a future action point would be to implement a formative assessment task as homework rather than it taking up timetabled sessions. Once students started the quiz, there was nothing much for me to do (except answer any queries). Engagement in the quiz as a homework task could still be checked through the gradebook function. If students encountered any issues, they could email or seek clarification during one of my office hours. Thus, timetabled sessions could be devoted to other learning activities that are not possible for students to do at home (K2). The university’s pedagogic profile toolkit includes sections to cover collaboration, practice, and production elements. Therefore, it would be valuable to have spare time capacity during sessions to enable such learning activities to take place, thus leading to a more comprehensive learning experience for students, which relates to implications of quality assurance and enhancement of the UKPSF (K6). In fact, empirical research has found that administering formative assessments through the use of online quizzes that students complete unsupervised in their own time can lead to enhanced summative assessment exam performance (DeSouza et al., 2003; Kibble, 2007; McDaniel et al., 2012).       
Finally, making use of electronic technology to conduct teaching activities has highlighted that I should attend IT training, to ensure my knowledge of applications is up-to-date and for me to be confident in dealing with IT/electronic device related issues. This will be essential going forward as there is a major drive not only within the HE sector overall, but specifically within the institution in which I work given our relocation to a purpose built interactive teaching building, to implement and engage with more technological methods in our teaching. The embedding of electronic tools is also now an expectation from students themselves, who now more than ever are expecting ‘value for money’ from their degree experience given the rise in course fees (The Independent, 2018), which links to the fourth professional value of the UKPSF regarding the acknowledgement the wider context HE operates and recognising the implications for professional practice (V4).     
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Level five Psychology students were invited to form a working group at the end of a module seminar session.
Twenty questions relating to thoughts/perceptions on assessment feedback were developed by myself, based on existing literature (See Appendix C for specific questions).  
The working group session                                                         took place with 13 Psychology                                            and Counselling students on a                                                single table, lasting one hour.
Ethical considerations were followed by allowing students to voluntarily opt-in, names were not recorded, and any points raised would not be traced back to individuals. Working group members were also informed to respect the privacy and confidentiality of peers within the group (A5, K5, K6, V1, V3,). 


A teaching Intervention Cycle on Student Perceptions of Feedback: A working group approach to improving content of feedback messages 
Introduction and Background
Research highlights contentious issues regarding effective feedback methods, particularly in relation to content (e.g., Chase & Houmanfer, 2009; Paulson Gjerde, et al., 2017).
Questions have arisen as to whether too much feedback has any bearing on subsequent assessment quality (e.g., Ackerman & Gross, 2010; Ackerman et al., 2017). 
In some cases, there are detrimental effects on student performance and willingness to engage with feedback; particularly when it is critical. This can provoke negative affective reactions and threats to identity (Jarvis, 2010; To, 2016), and can lead to students exhibiting defensive and avoidance responses (Robinson et al., 2013) [A3, K6, V3].
This is concerning, particularly as the University Student Mental Health Survey (Insight Network & Digin box, 2018) found that 9/10 students struggle with feelings of anxiety (A4, V1, V4). 
Other variables thought to influence engagement with feedback include:
(1) Gender, as females tend to internalise failure more than males (Evans & Waring, 2011). 
(2) Being from a non-traditional academic background, as there may be less pre-existing knowledge on how to utilise feedback (Zepke & Leach, 2010). 
Both of which are typical characteristics of Psychology students at UWTSD (K3, V1, V3).
Method
Findings
The full transcript of the discussion from the working group can be found in Appendix D. However, below are some examples of the comments provided by students.  


Reflection and future direction
What lecturing staff consider has helpful in feedback may not be how students perceive it (A4, A5, K2, K3, K5, V1).
Conducting feedback workshops on how to use feedback would be useful to improve ‘Assessment literacy’ (Price et al., 2012) – a social-constructivist and learning-centred response to the complexities of assessment, which is key to learning at all levels (Hughes & Hargreaves, 2015). 
Need to be aware of potential disparity between feedback comments being overly positive when marks are very low.  

Purpose and Aims
The purpose of this teaching intervention was to engage in and reflect on a quality assurance exercise (K6). 
A working group was set-up to discuss the type/amount of feedback received on assessments (A5, K5, V3). 
From this, the aim would be to amend the format and messaging on future assessment feedback (A3, A4, K2, K6)  

Conclusion and Improvements
Findings suggest students do not know how to make the most of feedback, and those who are sensitive avoid reading feedback due to fearing personal critique.
This concurs with Pitt & Norton (2017), who consider unwanted “Emotional backwash” when attempting to encourage students to act on feedback (A2, A5, K6, V1). 
This was taken into consideration on subsequent marking. Below are before and after comparison examples (A3, A4) 


I don’t read feedback because I’m put off and upset by reading critique. But this is due to me being sensitive and taking comments personally as opposed to the work being the target of critique.























I would rather receive critique because I see where I’ve gone wrong and would not take comments as a personal attack but see it as constructive in relation to the work. 

I wasn’t aware of all the different feedback provided.



Component Three: Teaching Observation One Report
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	PGCert tHE STAFF OBSERVATION FORM

Name of Staff member: Dr Kate Williams

	

Date: 6th November 2019

	Name of Observer: Catherine Slade

	Number in class: 10

	Student level: 4

	Location: Room 304, IQ Swansea.

	Topic/s: Psychology/Consciousness
	Start Time: 11:00am
Finish Time: 12:00pm

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

The preparation of the seminar was clearly in evidence. You had selected an appropriate video to share with the students for this session, which was cued and ready to play when required.
When the students entered the room, they were placed into three groups, again in preparation for a later activity. The session ran smoothly, with a good pace. You were clear and fluent throughout and explained the activities well. The content was appropriate for the level of the student and was a seminar follow-on to a previous lecture. Students were able to pick up from the lecture and continue with their learning on the subject of consciousness. The seminar was clearly broken into sections, which enabled an interesting and diverse seminar. Activities included group discussion points, group activities and an individual activity. After each element you encouraged a group discussion to bring the ideas of the class together. 

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


	The presentation of this seminar was clear and fluent throughout. It was a follow-on from the earlier lecture and you made links to this throughout the seminar. You also highlighted previous knowledge that the students had to make to link to theory. Your presentation was clear. You shared the activities clearly with the students. Went over thoroughly what was required of them and checked if there were any questions.
The session had a fluency to it, which was engaging and dynamic. You were clearly knowledgeable and understood the topic area well. You were able to share the theory with the students in a clear manner, despite it perhaps being a complex and profound subject area.


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

You had a number of different resources prepared for this session. You made good use of video and this was set up and prepared prior to the session. You had also prepared an activity and handed out slips to students in preparation for the practical activity. You encouraged the students to answer questions, but they were clearly a quiet and reluctant class, with some students more confident than others. I would encourage you to invite volunteers to answer questions and give enough time for a volunteer, rather than rushing in to choose someone or choose a particular group. You walked between the groups and involved yourself in their discussions, which invited further discussion within each group. As there were only three students that seemed able or confident enough to answer at this point one task that I can suggest that might encourage further discussion is the “think, pair, share” technique:
Encourage the students to think individually about a task, leave this for a few minutes before then asking them to share with a partner or small group. After a suitable amount of time perhaps then ask them to share with the whole group. This may encourage the more reluctant students to participate verbally in whole class discussions. The questions asked however were challenging and encouraged critical awareness. 
Instructions for the activities were given in a clear manner and students understood the task.


	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 has been noted this was a very quiet class, however they all seemed to be engaged in the topic area. They were attentive throughout and showed interest. The practical activity prompted further engagement and was placed at an appropriate time during the seminar. All students engaged with this and responded well. You worked and engaged well with all students, engaging in eye contact and responding warmly to their comments. No significant learning problems identified. As this is a quieter class, you may need to do smaller group activities to enable the confidence of the students to build. 


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

There was a good rapport evidenced. Students engaged and you encouraged and challenged in a safe and boundaried manner. You clearly understood the topic area and were able to define the subjective and objective themes well. The relationship with the students was clearly developing and this was evidenced in mutual laughter. The aims and outcomes of the session were achieved. The session was well-paced and had a clear ending. At the end of the session you invited the students to ask any questions and stayed at the end if any students wanted to ask further questions quietly.
Your learning methods were appropriate for the level and you progressed through them with a smooth fluency.

	
Examples of good practice:
You maintain a professional manner throughout, yet demonstrate a very approachable manner which will enable students to talk with you if necessary.

The mix of activities throughout the seminar enabled the continued engagement of students, particularly for a subject theme that could be quite tricky to grasp.

Use of video also engaged the students and gave them food for thought which they will take away from the class to consider further.

	Action points:
Consider further how you might engage the quieter members of the class. Further small group activities might be more appropriate as they build their confidence on the course and with each other.

Observer: Catherine Slade                                          Date: 6th November 2019
Observee:  Kate Williams                                            Date: 6th November 2019 

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



Component Three: Teaching Observation One Reflection

For this observation, I asked a colleague from the Counselling team to attend, which at first may seem unusual given the differences in focus between the disciplines. However, my teaching structure has predominantly followed a traditional lecture format, whereas going forward I aim to introduce more interactive and seminar type teaching across my modules (Borchardt & Bozer, 2017; Chilwant, 2012; Smith et al., 2017) (A1, A2, A4, K2, K3, V3). Therefore, it seemed practical to have a member of the Counselling team to observe as their teaching is typically more interactive and seminar based given the nature of the discipline (British Association for Counselling and Psychotherapy [BACP]), and their knowledge of techniques to teach students in this format would enable them to critically assess my seminar activities. 
	Devising and conducting a session utilising an interactive seminar to encourage higher-level cognitive thinking (Biggs & Tang, 2007) was rather daunting, and I was aware that the content being covered (Consciousness, Mental states, and Representations in the mind) was quite challenging, particularly for Level four students. Therefore, I aimed to base all activities around the focal topic area (consciousness and mental representations), in order for students to think about the same aspect from a range of different perspectives and through a range of different formats, including different sensory modalities that are effective for learning (Biggs & Tang, 2007)(V3). The aim was to ensure that those potentially struggling with content material would be afforded the opportunity to grasp at least a basic understanding from one of the session activities (V1), which included group work questions, watching a video, and engaging in an interactive mental imagery and memory task (See Appendix E for coverage of seminar activities) (A1, A2, A4, K2, K3, K4). 
	Following feedback from a previous teaching observation report, I ensured to implement the ‘jigsaw classroom technique’ (Aronson & Patnoe, 1997) for the group work activity. The purpose was to encourage all groups to participate within the session and to discourage `social loafing` (Voyles et al., 2015). I also ensured to walk around and get involved and assist with the discussions and provide brief formative feedback to ensure discussions were going along the right lines and to increase confidence in preparation for sharing thoughts with the whole class. 
I was exceptionally pleased with the report from the observer, as they clearly felt I had prepared the session very well with a mix of activities, had selected appropriate materials to convey the session content, was professional yet approachable, and provided clear and fluent explanations (A1, A2, A4, K2, K4, V1). However, it was interesting to see they felt that the jigsaw technique was not the best to employ, particularly with this group of students who were very quiet and reluctant to speak in front of others. Instead they suggested using the ‘think, pair, share’ technique, which is a cooperative learning technique shown to have many benefits for learners (Cortright et al., 2005; Goodwin, 1999; Lujan & DiCarlo, 2006). On reflection, this technique would have been more appropriate as Level four students during semester one at university are still likely to be very nervous and yet to make strong bonds/friendships with others and may feel embarrassed or shy. The use of the ‘think, pair, share’ technique increases the time after students are posed a question (McTighe & Lyman, 1988), thereby allowing more time to think, which is more likely to lead to them getting involved in discussions (Rowe, 1972, 2003). It also acts as a valuable form of formative assessment (Cooper & Robinson, 2002). Going forward I will ensure to think about the most appropriate techniques to employ for class discussion sharing activities and implement the best suited technique based upon the students’ level of study (Gibbs, 1988). 

Component Three: Teaching Observation Two Report
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	PGCert tHE STAFF OBSERVATION FORM
Name of Staff member: Dr Kate Williams
	
Date: 13th November 2019

	Name of Observer: Dr Judith Marshall
	Number in class: 32

	Student level: 4
	Location: Room 312, IQ Swansea

	Topic/s: Introduction to Emotion
	Start Time: 9.00am
Finish Time: 10.00am

	Teaching Characteristics: Preparation, selection and organisation of content. Choice of teaching/learning methods.
· Effective use of PowerPoint 
· Appropriate content, explaining the historical foundations of theorising emotion.
· Clear and logical lecture structure

	
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.

	· Introduced new series of lectures on Emotion clearly. Explained the current lecture content well using PowerPoint.
· Initially invited students to offer possible definitions of ‘emotion’ to highlight the complex nature of emotion before the beginning the lecture.
· Voice: effective pitch, pace and volume.
· Good use of diagrams to illustrate different processes argued to underpin the experiencing of emotions.


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

· Non-directed questions employed to allow/encourage student engagement.
· Included students by asking questions that each could contribute to – encouraged students to join and develop a ‘conversation’.
· Positive responses to students’ contributions.
· Appropriate use of PowerPoint to introduce content gradually to the students.

	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.
· Friendly class atmosphere, while still maintaining a clear control of the class and lecture delivery.
· The lecture held student attention throughout the observation period and the students were quiet during the observation period.

	General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods
· Throughout the lecture, communication was clear and some complex content was explained in terms level four students could make sense of,
· Excellent rapport between lecturer and students.  
· Based upon student responses, the aims relevant to this part of the lecture were achieved.


	Examples of good practice:
· The lecture was paced well, with regular checks regarding students’ understanding of the content.
· Students were allowed the space to contribute to the discussion, but it was clear throughout the lecture that respect for the lecturer and other students was important.
· Not being afraid of silence – allowing time for students to consider their answers to questions before expecting them to speak.

	Action points:
· To consider the introduction of video for illustration purposes, and student/lecturer comments.  This can keep students focused and stimulate increased involvement. This topic can lend itself to these methods very well. Prank videos can be effective, as people have a wide range of responses to being pranked, including opposite emotions.
· To consider re-arranging the information on some of the slides, as these contained a lot of text with no spaces between points. 
[image: ] 
Observer:                                                                Date: 13.11.2019
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Observee:                                                               Date: 13.11.2019 
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences.











Component Three: Teaching Observation Two Reflection

The session for this observation involved topic content new to me. In previous years, I shared this module with another staff member who was an expert in the area. However, this year I was required to take over the whole module. I was very nervous and felt a great deal of self-doubt in my ability to comprehensively and expertly teach this session. Nevertheless, I felt it was pertinent to have this session peer observed to ensure that any weaknesses could be highlighted and subsequently dealt with in a swift and effective manner (Audia & Locke, 2003; Bell, 2001; Shortland, 2010), especially as I am due to continue teaching this session in the future (A4, K1, K6).      
	Despite my reservations and worries, I was very relieved to read the observers report. I was commended on many elements of my teaching, including having a clear and logical lecture structure, a friendly class atmosphere, effective pitch, pace and volume, and clear explanation of complex content, etc. (A2, A4, K2, V1). This was excellent to read as I was concerned that my inexperience and non-expertise with the topic content would be evident during the session. It was also reassuring to see that the observer noted my ability to give students time to consider their answers before expecting them to speak (Biggs & Tang, 2007). This was an action point noted from the first teaching observation above. Taking on board feedback from the previous observation and implementing it into future sessions clearly demonstrates development and improvement in teaching ability and understanding the needs and ways in which students learn (K3). It also highlights the usefulness of engaging in peer observation in general as a method to ensure continued professional development and maintenance of standards (A5, K6).  
	One of the action points raised by the observer was the suggestion to include videos for illustrative purposes (A1, K2). On reflection, I feel this is a fair comment. It is likely that due to my inexperience with the topic area, I did not consider adding in any alternative teaching methods or formats to convey information, and instead simply focused on getting through the lecture. The other action point raised by the observer was to reduce the amount of text on the slides. Again, given my lack of expertise in the subject area and unfamiliarity with the content, I did not feel confident enough to just speak from memory and thus felt that I needed to include more writing on the slides in order to ensure I did not miss or forgetting anything important when delivering the session. Now that I have delivered the session, and from continuing to read up and become familiar with the area, I can work on developing the session and implement the suggestions from the action points, as hopefully I will feel more comfortable and confident in my ability to cover the session (K1, K2, K4, K6). 



















Component Three: Teaching Observation Three Report
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	PGCert tHE STAFF OBSERVATION FORM
Name of Staff member: Dr Kate Williams 
	
Date: 4th December 2019

	Name of Observer: Ms Caroline Lewis
	Number in class: 38

	Student level: 4
	Location: Room 310, IQ Swansea 

	Topic/s: Cognition and Emotion 
	Start Time: 10:00am
Finish Time: 11:00am

	Teaching Characteristics: Preparation, selection and organisation of content.  Choice of teaching/learning methods.
Lecture based session, mainly teacher-led with questions posed to the students throughout the session. Large group therefore the choice of methods was appropriate. Content was suitable and pitched at the appropriate level for the learning group. 


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

	The class observed was the second part of a lecture therefore the beginning constituted of a brief recap of the previous hour of the session prior to the break, which is good practice to check on the level of understanding in the room at that point. Clear links were made throughout the session with previous learning and relevant sessions. 
Pace of lesson was sound, Kate has a clear and calm delivery style and explained the subject matter well to the cohort. Positive reinforcement given for student responses and all students were encouraged to participate throughout the session observed. 

	Technique and Aids:  General apparatus – board, data projector, use of handouts.  Question and answer technique.  Other evaluation procedures, class management, instructions to students.
Session was delivered mainly through PowerPoint slides via two screens at the front of the class and students able to access the slides directly in real time through the Sony Vision Exchange System. Varied opportunities for students to engage with questions based on current as well as previous content and Kate’s questioning style meant that students were able to see clear links between various topics and sessions which is excellent. 


	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.
No learning problems evident within the room. Students appeared engaged and interested and responded well to the learning. The lesson did start slightly later than stated so I would recommend ensuring that timings are monitored to try and help ensure students return from break on time. Good positive attitude shown by all throughout.   

	General: Was effective communication achieved?  Was there good student – teacher rapport?  Were the aims/outcomes achieved?  Appropriateness of teaching/learning methods
The key ideas and information was effectively communicated and there was a recap of the main learning points at the end of the session although not explicit reference to the learning objectives which may be a consideration for future sessions to help ensure they have been met. Delivery was appropriate and the students responded well to the content and to Kate as a teaching professional. A very enjoyable and engaging session, delivered in a highly professional manner. 


	Examples of good practice:
· Students were given clear direction as to how the content of the material fed through to future sessions and plans for next week
· Excellent encouragement and support given to all learners in relation to in-class participation which was managed very well for a large teaching group.
· Good links made to previous learning relating to the module as well as elsewhere within the programme which is excellent. 

Action points:
· Although you recap on some of the teaching from the earlier part of the session following the break, consider introducing questioning instead to test the student learning 
· When you are practically demonstrating at the board then some parts of the room can’t see what you are referring to. Is there a way of amending the slides to reflect this or to do this a different way so that all students can see what you’re doing?
· Consider including a reference list/further reading to your slides for students to refer to following your session. 

	
[image: ]Observer:                                    Date: 04/12/2019
Observee:                                                                    Date: 04/12/2019 
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences.








Component Three: Teaching Observation Three Reflection

Given the nature of the task at hand (observing my teaching to improve student learning), I asked a colleague from the Education studies programme to observe this session. Their knowledge of current teaching methods (British Education Studies Association), would enable an excellent opportunity to receive feedback on key techniques for delivering my teaching (A5, K2, K5). However, I was nervous about what they would think about my teaching and whether I was using the best approaches. This was particularly the case following the previous observation, where the action points seemed obvious and basic to how we should be teaching (e.g., not overloading slides with text, making use of additional resources, etc.). During this observation I was less concerned with the observer commenting on aspects relating to the content itself (K1), as I knew this had been covered in other observations. Instead the focus was on the teaching processes. 
I felt the observation went well. The students had been engaged and attentive, not only during the first part, but also throughout other sessions on the module (A4). Evidence of this could be seen by the observer through the students’ ability to accurately respond to the questions I posed throughout the session (K2, K3). Therefore, I was exceptionally thrilled to read the positive and complimentary report, which highlighted many examples of good practice (K6). In particular, I was pleased to read that the method of teaching, given the large group of students, was appropriate (K2). It was also reassuring to read that the pace of the lesson was sound, and I have a clear and calm delivery style (A4); as I am aware that sometimes I do talk quickly and rush through points when I have a lot of information to cover. However, evidence from empirical research has noted that a clear and slower rate of speaking is necessary for intelligible communication (e.g., Kraus & Braida, 2002).    
With regards to the action points, the suggestion that the recap of earlier parts is conducted through a questioning format, instead of me providing the recap (A4, K2, K3), in order to further test student learning is useful and I will endeavour to implement this in future teaching (A5, K5, V2). With regards to the second action point highlighting the issue with some students being unable to see what I was referring to when practically demonstrating on the board, this is an unfortunate consequence of both the poor design of the teaching room (very wide but not deep – therefore students sitting on either side have no clear view of the board) and the type of projector screen, which does not allow for a laser pointer pen to be displayed. The first design issue was dealt with through the use of the university’s Sony Vision exchange system (A4, K2, K4), which was highlighted in the report. However, the second design issue results in the lecturer having to physically go to the board to point to areas they wish to highlight. For those sitting on the sides and depending on where the lecturer places themselves, this often precludes the ability to see what is being pointed towards. A solution to this could be to make use of the other functions within the Sony Vision Exchange System, particularly the annotate function, which enables drawing directly on the slides through a digital pen (A4, K2, K4). This then appears in the slides on the students’ devices, which they can then save. With regards to the final action point, suggesting the inclusion of a reference list/further reading slide, this is something that is made available to students, except it is done on a single document uploaded to the module Moodle page. The observer did not have access to the module Moodle page (as they are not within the same discipline). Therefore, they were unaware this existed. However, consideration will be given as to whether it is more appropriate to include this at the end of sessions or whether the information together in one document is easier for students to locate (A2, A4, A5, K2, K6).          
      






Component Four: Reflection of CPD event One

In September 2019, I attended and presented research at the British Psychological Society’s (BPS) annual Psychology of Education section conference, held at the University of Manchester. Given that I am currently doing my PG Cert in teaching in Higher Education, I felt this was an excellent conference to attend as part of my Continuing Professional Development (A5) and for acknowledging the wider context in which HE operates with recognition of professional practice (V4). The main purpose of attending was to learn more about the current themes and discussions within the Psychology of Education. 
	Attending the conference enabled me to develop a number of elements in relation to the UKPSF. Sitting through a range of oral presentations and reading a variety of posters at the conference in relation to topics on the appropriate methods for teaching, learning and assessing students, the Psychology of how students learn, and the use of various learning technologies helped improve my subject knowledge and enables me to keep up-to-date with current practices and research findings (A5, K1, K2, K3, K4). The aim is to use this knowledge and incorporate these contemporary lines of research in to my own teaching (K1, K2, K4). 
	A particular presentation at the conference that captured my attention, not only due to the exquisite presenting style of the speaker, but also due to its highly pertinent topic in relation to my current academic role, was on the impact of statistics anxiety in undergraduate Psychology students. As part of my lecturing duties within the Psychology department, I am required to teach statistics to undergraduate students and supervise final year dissertation students on conducting and interpreting statistical analyses for their research. The conference presentation provided information on the possible reasons why Psychology students experience statistics anxiety, the detrimental cycle of anxiety leading to avoidance then avoidance leading to anxiety, and the methods/techniques to help deal with/alleviate these concerns. For example, simply making students aware of what statistics anxiety does to the brain in relation to their cognitive functioning can be useful in breaking the cycle of detrimental consequences. At the end of the presentation the speaker provided a link to the presentation on the Higher Education Academy’s website and a link to a maths/statistics anxiety support/resources webpage: (https://maths.shu.ac.uk/mathshelp/Stats%20support%20resources/Maths%20anxiety/Understanding&addressing_Statistics_Anxiety.pdf). I hope to use this to inform my own teaching (A1) and help support students experiencing statistics anxiety (A2, A4, K2, K4, V1, V2, V3). I also ensured the link to the resource page was disseminated to colleagues (See Figure 3 below).
Figure 3: Email to Psychology colleagues with the conference presentation maths/statistics anxiety resource page link.
[image: ]	 Finally, I also presented my own research at the conference (A5, V3, V4), on a project involving the evaluation of the University’s Life Design initiative. I received excellent feedback from the audience and was even approached at the end of my talk by an academic at another university who wanted to thank me for bringing to their attention the importance of the timings of employability initiatives for students during the academic year.   

Component Four: Reflection of CPD event Two

As part of my academic role, I am expected going forward to eventually supervise students on research degrees. The aim of this is to enable me to promote participation in HE, as set out in the second professional value of the UKPSF (V2). As I am relatively new to teaching in the HE sector, thus far I have only supervised taught undergraduate dissertation research students. Therefore, to prepare in taking on this new supervision role and as part of my continued professional development, I have voluntarily attended the University’s Staff Development session on supervising research degrees for new supervisors (A5). The session was very informative and discussed a range of aspects I was previously unaware in relation to such supervision. For example, the specific requirements needed depending on what role within a supervisory team one was taking, and the range of supervisory teams that could exist. Therefore, I am now able to acknowledge the wider context in which HE operates and the implications of this for professional practice, as set out in the fourth professional values component of the UKPSF (V4). 
The manner in which the session was conducted was also not as I expected. I thought we were simply going to be told what supervising research degrees involved. Instead it was interactive and engaging, and interestingly one of the tasks was to think back to our own experiences of being supervised. As a group we then shared these experiences, which highlighted similarities, but also differences in the way we had received supervision. This made me appreciate that although set regulations must be met, which relate to implications of quality assurance and enhancement, as noted by the UKPSF (K6), there is no ‘standard way’ of supervising. Thinking forward, this would make the task of supervision even more challenging and will require continual reflection on what works, and to think about how a different approach based on evidence and literature (V3) may be required depending on different students’ personalities and characteristics (V1).  
The session was also interesting because we had to specifically think about what was bad about the supervision we received. Again, I was not expecting this. However, on reflection I could see how it would be useful to think about these aspects to avoid potential pitfalls and learn from the mistakes of others. A key element that also came out of this training was the importance of keeping good notes and records of all meetings with students, which should include the date, names of those present, the outcome of actions from the last meeting, any agreed actions from the meeting, and the date of the next meeting, which again relate to quality assurance and quality enhancement implications set by the UKPSF (K6). I can see why this would be important as it ensures all parties are aware of what has been discussed and the plans moving forward. It also ensures the supervisor is able to effectively monitor the students’ progress (A2, A3 A4). It was also good to see that other factors could be recorded by the supervisor, such as any developments affecting progress, the current state of the students’ research training requirements, deliverables initiated by the student, and what to do in cases of concern. Although at times it feels daunting to think about supervising a student over such a long period of time and to such a high academic level, it is a role I also look forward to having the opportunity to do in the future.         

















Component Four: Reflection of CPD event Three

At the beginning of every academic year, the university holds a number of staff development sessions to prepare academics for the upcoming year. These sessions are typically geared towards quality enhancement matters, and in particular run through updates to the Academic Quality Handbook (AQH) regulations. Furthermore, throughout the academic year, the university (and specifically the faculty to which I belong) hold a number of staff development and webinar sessions, again geared towards a range of quality enhancement matters. It has been key this year in particular for me to attend as many of these sessions as possible, not only as part of my continued professional development (A5), but also because at the start of the 2019 academic year I joined the faculty’s Academic Quality Enhancement Committee (QEC) as a representative member of my department. Therefore, it is essential as part of my new role that I attend sessions specifically linked to quality enhancement matters, to ensure my knowledge is up-to-date in order to appropriately represent my department and discuss any matters arising at the monthly QEC meetings. This is key in relation to the sixth core knowledge component of the UKPSF regarding implications of quality assurance and enhancement (K6), and particularly important now that I am on the QEC, as it is my job to ensure such matters are accurately and compressively relayed to others members of the academic team.     
The sessions I have attended thus far include those relating to academic misconduct, taught degree regulations, student cases, and updates to this year’s AQH. Furthermore, as part of my role within my department as the assessment officer, I also ensure to attend any events specifically focused on discussing updates to assessments, exam boards, and award regulations (A5). From attending these sessions I have now been able to compose a discipline specific assessment protocol for all members of my department to follow when we are designing, implementing, marking, and reviewing student assessments (K6). Having a good understanding of these key regulations is paramount for my role as the assessment officer to ensure other members of the team are aware and adhere to procedures, but also that students are aware of assessment related procedures (A2, A3, A4, K2), and that I am prepared to deal with queries and procedures within mid-sessional and end-of-year examination boards. This ensures that there is standardisation and equity across different modules, programmes, disciplines, faculties, and comparison to other courses at other institutions (V4). 
The webinar sessions this year have been particularly useful as they have enabled us to log-in online from whichever campus we are based. Also, the recording of sessions and dissemination of PowerPoint slides has been particularly useful because various elements of HE processes occur throughout the academic year. Therefore, updates can be efficiently accessed. The particular quality assurance and quality enhancement aspects focused upon this year have included ensuring parity across the faculty when identifying cases of academic misconduct, monitoring student attendance, designing out plagiarism, enhancing student placement and employability, working on methods to enhance student progression and attainment, and reducing the number of student withdrawals (K6). 


















Component Five: Assessment of professional development with analysis of future development needs

Throughout the programme I have learnt new information and skills relating to effective ways of planning teaching and supporting student learning (A1, A2), and have learnt about the use of appropriate learning technologies (e.g., H5P quiz [K4]). This has been achieved not only from my own reading and through action research (A5, V3), but also from colleagues providing insightful suggestions through the peer review process (K5). In particular, I have learnt about reflection, something I struggled to conceptualise but ultimately realised the value and importance (A5, V3). Dewey (as cited in Norton & Campbell, 2007) notes that reflective thinking is hard and uncomfortable, caused by difficulty, uncertainty or doubt, but should incorporate testing of ideas derived from that reflective thinking. When implementing a new strategy, the priority was on ensuring it positively influenced assessment marks (K5). I now realise this is not the only aspect to reveal whether strategies are successful. Instead, there is more to consider (e.g., overall student development in a holistic manner based on their individual needs [A4, K3, V1]). Furthermore, it has taught me to look at an issue from different angles. For example, my teaching interventions (although separate) have in some way focused on feedback because it is a major component in student learning and trying to understand why students do not make appropriate use of feedback is essential (A3, K2).    
	My future development needs now aim on becoming a supervisor for Postgraduate Masters students, and following this to become a director of studies to supervise PhDs (A5). In preparation for this, I have attended a research degree session for new supervisors (as discussed in the second CPD component), and have been shadowing senior members within my department on our Professional Research Skills Master’s module. I have also now been approached by a Master’s student interested in conducting research on attention and memory to positive and critical feedback. This fits nicely with what I have learnt on the PG cert and to my area of research expertise. I now feel better equipped to supervise such a project, not only in terms of the skills I have learnt in fostering a professional relationship and understanding student needs (A2, V1), but also from what it has taught me about the topic area (issues relating to assessment feedback [A5, K1]), and for introducing me to the plethora of literature that exists in this area. 
The second area of focus for my future development needs is working towards obtaining chartered Psychologist status with the British Psychological Society (BPS). This is a necessary requirement for anyone wishing to become a Programme Director on their accredited programmes. I am keen to pursue this to develop a greater understanding not only to teach Psychology, but also to learn how to work in partnership with an external accrediting body on the running and managing of programmes to ensure students are supported in achieving learning outcomes set by the society (A1, A4, A5, K2, K3, K6, V4). In preparation for this, I have recently been successful in becoming a fellow of the BPS, which now enables me to complete the Charter application through the teaching and research route.           













Component Six: Testament of teaching hours
[image: ]
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Appendices

Appendix A – Component One Teaching Intervention Report ASSURE Model plan:
According to Crawley (2005), this model makes use of Gagne’s (1985) concepts of the conditions of learning, which is argued to be influenced by internal (e.g., experiences, attitudes, capabilities) and external (e.g., manner teaching is organised, materials used, and location) conditions. It involves six steps to assist in managing the conditions and enable learning to develop effectively in a student-centred style. The first stage is to Analyse the students and be aware of their needs and characteristics. The particular student group utilised included male and female students, aged 18 to 62 years, mostly British Caucasian, with a range of background qualifications (although some did not have formal qualifications). A small number have either a physical disability, a mental health concern, or a learning difficulty. Therefore, it seemed fitting that such a diverse group would benefit from the formative assessment task. Also, it might highlight to some that they need to approach the lecturer for additional support. 
The next stage includes Stating Objectives. For the current work, the main objective was for students to undergo a formative assessment and receive immediate formative feedback within a seminar session by completing an online interactive H5P quiz. The objective was to assess knowledge of the Appraisal theory within their Cognition and Emotion module, which would have been discussed during the preceding lecture session and to which they would have been directed to read-up on in their core texts prior to the session. They should be able to show their understanding of the topic area by correctly answering the quiz questions. 
The third stage involves selecting the teaching methods and learning resources. As already highlighted, the teaching method was the formative assessment implemented via the online H5P application uploaded to the Moodle platform. As discussed above, this seemed to be the most fitting method for a range of reasons, such as ensuring all students can take part even if they miss the session, and any concerns regarding embarrassment of performance are mitigated by students being able to take part on a device whereby only they receive their score/outcome from the quiz. 
The fourth stage consists of utilising methods and resources. To do this, I sourced suitable questions from the core text for the module and from my lecture slides to develop the H5P quiz through Moodle (this also involved thinking of incorrect answers to some of the multiple choice questions). Before the session itself took place, I took part in the quiz myself on multiple occasions to test out what would happen not only when students got an answers correct, but also what would happen if they chose an incorrect answer. For example, I had to ensure that if an incorrect answer was chosen, that the programme would recognise that it was an incorrect answer, inform the student of this, and inform them of the correct answer in order for them to learn. As suggested in the ASSURE Model, I also had a plan B, which involved conducting the quiz through a traditional pen and paper format, with correct answers verbalised by myself to the class at the end. Again, this would not have been ideal given the reasons highlighted previously with format type. However, I felt it better to have something as a back-up rather than nothing and for the session to not go ahead.
The next stage in the model is the required student participation. The model suggests that people learn best when they are actively involved in their learning. Therefore, this active participation was perfect for enabling this stage to come to fruition. The sixth and final stage of the model is composed of the evaluation and revision stage. Although the session went well, it took much longer than expected to set-up all students on the quiz and I had clearly underestimated the lack of preparation students had engaged in prior to the session. 

Appendix B – Component One Teaching Intervention Report SMART objectives: 
The specific objective was that students should have completed the formative assessment quiz and have received formative feedback to ascertain their level of knowledge and understanding regrading a core topic area within one of their modules. The measurable objective would come from whether students completed all questions on the quiz within the session, and if not then how far through the quiz were they able to reach. The measurable achievement of the objective would also come from how well they scored on the quiz. The achievable or attainable element would come from students firstly having access through their university student accounts to the quiz through the Moodle platform, but also prior to that having attended and payed attention in the lecture covering the topic material and from doing the accompanying reading from the core text, which was available in the university library as physical hard copies and as e-books through the online system. The relevance element would come from students requiring a base to know how their knowledge and understanding of a topic area has developed thus far and how/where they need to focus on in the future and what areas they need to further develop. The relevance would also link to them being likely to require a goal and motivation to learn the topic material through active and interactive participatory methods, particularly as the topic area in question is one that would form the focus of a future summative assessment task. Finally, the time bounded element of the objective was communicated as being by the end of the seminar session. This would have allowed the opportunity to further discuss or ask me any questions after completing the quiz. However, students were informed that they should continue in their own time at home if they did not finish the quiz during the session to ensure all elements had been covered.



Appendix C - Feedback on assessments Working Group questions:
1. Do you know where to find feedback on your work and how to access it?
2. Do you read the feedback on your work?
· If so, how much of it do you read? All of it or just some?
· What are your reasons for this?
3. Are you aware of the marking rubrics attached to your Turnitin submissions when you receive feedback?
4. What are your thoughts on the rubrics?
· Do you understand how they work?
· Do you find them useful in guiding where you need to focus improvement?
5. What are your thoughts on the current amount of feedback you receive?
6. What are your thoughts on having the rubrics, in-text comments on your work, and text comments in the “feedback summary box”?
7. If you read your feedback, do you do anything with that information, and if so, what?
· What are your reasons for not doing anything with that information? 
8. Before submitting your next piece of work, do you look back to check the feedback you received on previous work?
· If not, what are your reasons for not doing this?
9. Do you look back at feedback from previous years?
· If not, what are your reasons for not doing this?
10. How well do you understand the feedback you receive?
11. What do you do if you do not understand something written in your feedback?
12. How well do you find feedback transfers over and is relevant to different assessments?
13. How do you think lecturers expect you to use the feedback?
14. What are your thoughts on the tone of the wording on the rubrics?
15. What are your thoughts on the tone of the wording in the text comments?
16. What are your thoughts on receiving feedback that only focuses on constructive criticism?
· Would you prefer feedback that focuses only on how to improve, or critical feedback on where you went wrong and then how to improve? 
17. What emotions do you experience when you read your feedback?
18. How useful do you find feedback focusing on the specific topic/elements of a particular assessment?
· E.g., if your work contained incorrect factual information about a particular theory, is feedback explaining how/why the information is incorrect and then what the correct information is of any use? Or is it sufficient to just highlight that there was incorrect information and so to improve in future you should ensure your discussion of theories is documented correctly?
19. What are your thoughts on receiving verbally recorded oral feedback instead of textual written feedback? 
20. Do you have any other further you wish to discuss in relation to the feedback you receive that has not been covered by these working group questions?
**End of questions**

Appendix D - Student Working Group comments on feedback
Below is a summary of the comments discussed during the session:
· Some do not read feedback comments because they are put off and become upset by reading critique. However, they noted this was due to them being sensitive and taking comments too personally as opposed to the work itself being the target of the critique. 
· Others would rather receive critique on their work because it enables them to see where they have gone wrong and they would not take the comments as a personal attack but see it as a constructive issue in relation to the work itself. 
· The group as a whole felt it would be better to have positive comments and details regarding what elements were good, so that they can use this as a base to know what to do again in the future, as well as information on where they went wrong. 
· Some felt they would like clarity on why something in their work is an issue as opposed to it simply being stated.
· Very few were aware of the marking rubric on TurnItIn, but after being guided to these during the session, they thought they were really good and liked that it broke down each section in relation to the assessment criteria so they could see which areas were lacking and what they needed to improve on. 
· They felt that the rubric on its own would not be sufficient and they liked that there were in-text comments on their work so they can see exactly where they have gone wrong and have specific elements to improve on explained. They also liked having the summary of comments so they get an overall picture/idea of the quality of their work. 
· None of them felt that the amount of feedback was too much, overall they felt the amount was good but some did note they would like more. 
· The group agreed that they definitely would not want verbally recorded comments.
· If they didn’t understand a comment on their work some would just ignore it but some would seek further clarification and ask the marker. However, they noted this is more difficult now that staff do not have offices in the IQ, so they cannot just drop-in to ask.
· Some would only look at the feedback as soon as it was released but some do look back at feedback when constructing their next assessment, but only if the previous feedback was constructive, relevant, and helpful to informing the next piece of work. 
· Some also look back at feedback from previous years, but some noted difficulty accessing moodle from previous years.
· Finally, they noted that it would be helpful if feedback was split into general feedback (i.e., positive & constructive criticisms on essay work in general) and feedback specific to the particular elements of the assessment (e.g., if they have written incorrect information about a particular theory).    




Appendix E:
COGNITION AND EMOTION – SEMINAR
CONSCIOUISNESS – MENTAL STATES AND REPRESENTATION

First half of session: Ask students to consider the following question:

What is consciousness?
· Moment-to moment awareness of ourselves and our environment.
· It’s subjective and private – nobody else will directly know what reality is for you and you will never know how someone else experiences things.
· It’s dynamic – we drift in and out of different states throughout the day and the stimuli we encounter also changes.
· It’s a continuous flowing stream of mental activity.
· It’s self-reflective and central to our sense of self – our mind is aware of its own consciousness.
· In-between the stimulus and the response is us – our conscious thought and awareness.
· So, we can still act on things and behave based on what happens internal to us.

This is where the Cognitive ideas of Mental States and representations come in – we think of things in our mind so there needs to be some sort of a model or theory to explain consciousness and the way in which we represent the information we think of.
By defining mental representations, we can infer from the observable behaviour itself back to the internal mental processing that underpinned that behaviour.
Ask students about machines (robots/computers) – can they be conscious?
· If so, can we even test for consciousness?
· If we agree consciousness is subjective, then the only one who can know whether a machine is conscious is the machine itself.

Show students the following Video on machine consciousness: https://www.youtube.com/watch?v=jx6kg0ZfhAI

Second half of session – Ask students to engage in a Visual Imagery task:
If someone was to ask you – what did the children in your primary school or secondary look like? Everyone think about that for a second. 
So, what did you do? How did you go about answering that question?
· You had visualise so see a picture in your head of people’s faces, you had to use your memory to think about all the different people, and you had to have an awareness of what you were thinking about.




Ask students to engage in a Visual Imagery and Memory task:
Hopefully from that exercise you can see there is more going on than just seeing a picture.
We are now going to do an interactive task to look at the link between imagery and memory.
**Put them into 3 different groups and give each group 1 of the 3 instruction sheets. 

Instructions for Imaging Task (1)
Your instructor is going to be reading a list of words to you. These words will be in pairs. Your task is to remember which word is associated with which other word on that list. The first word in each pair should be viewed as the stimulus and the second word as the response. Your instructor will read the pairs of words twice. Then your instructor will read just the stimulus word, and you should write the response word on the handout.
------------------------------------------------------------------------------------------------------------
Instructions for Imaging Task (2) 
Your instructor is going to be reading a list of words to you. These words will be in pairs. Your task is to remember which word is associated with which other word on that list. Try to remember the pairings by imagining an image of each word side by side with an image of the word it is paired with. Your instructor will read the pairs of words twice. Then your instructor will read just the first word, and you should use the imaging technique to write the word with which it is paired on the handout.
------------------------------------------------------------------------------------------------------------
Instructions for Imaging Task (3)
Your instructor is going to be reading a list of words to you. These words will be in pairs. Your task is to remember which word is associated with which other word on that list. Try to remember the pairings by imaging an image of the two items interacting in some way. For example, if the pair was turtle-motorcycle, you might imagine a turtle riding a motorcycle. Your instructor will read the pairs of words twice. Then your instructor will read just the first word, and you should use the imaging technique to write the word with which it is paired on the handout.

**Once everyone has read the instructions read out the following words TWICE:
puppy-sock		flower-sink		bird-grass		pillow-scooter
tree-package		snake-clouds		dress-horse		telephone-bed
apple-fence		camera-bottle		house-glasses		whale-car
nose-banana		pencil-computer	book-foot		kitten-bicycle  

**Then give each person the answer sheet and ask them to write down the associated words.
** Read the correct answers and ask them to add up how many items they got correct and write that number in the space provided. 
**Compare results across groups. If the imagery facilitated memory performance, the students in Group 3 should have done the best, and the students in Group 2 should have done better than those in Group 1. 
**If you have some high-scoring students in Group 1, you can ask them to describe their strategies for completing the task, to determine whether they used any form of imagery.
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Lesson Plan
Overview
Course BSc Psychology and BSc Psychology and Counselling
Subject ECPS4005 Cognition and Emotion
Topic Appraisal Theory
Session Type Lecture and Seminar
Author Dr Kate Williams [Date  [13 November 2019
Description

Following on from the lecture discussing theories of cognition and emotion (in particular the
Appraisal theories) and from having completed the designated reading from the module's core
text, students should log on to the module Moodle page and open the interactive H5P
application under the Week Six toggle. Students should then use the session to work their way
through the quiz questions and take note of any areas they feel require further focus/revision.

Aims

To complete an interactive online H5P formative assessment quiz and receive formative
feedback on knoweldge and understanding of appraisal theories.

Learning outcomes

Description

Knowledge

Students should be able to show knowledge of a range of aspects relating
to appraisal theory by recalling information from the lecture and from
their own reading in order to complete the formative assessment by
completing the H5P quiz questions.

Comprehension

Students should be able to show comprehension of appraisal theories
and the associated literature by identifying correct responses on the
formative assessment.

Application Students should show application by transferring what they have learnt in
lectures and from reading in order to complete the formative assessment
and by selecting correct responses to the quiz questions.

Total learning time (min) ‘ 180 ‘Total students 52

introduction | Lesson Plan | Pedagogic Profile | @
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‘ Learning Activities

Leaming Activity L Lecture

Learning time (min) Group size Focus
Presentation 60 52 Teacher led

Summary:

/A PowerPoint lecture will be given by the lecturer in order introduce students to and cover the basics of the
appraisal theories in cognition and emotion

Leaning Activity2 _|Reading

Learning time (min) Group size Focus
Investigation 30 52 Student led

Summary:

Students are to read from the core text and from relevant journal articles placed on Moodle by the lecture on
information relating to appraisal theory.

Learning Activity3 _[Discussion

Learning time (min) Group size Focus
Discussion 30 52 Student led

Summary:

Students are to discuss what they have read regarding appraisal theory from the core text and from journal
articles provided on Moodle with the person sitting next to them or as a small group.

LearningActivity4  [Formative assessment: Interactive online H5P quiz

Learning time (min) Group size Focus
Assessment 60 52 Student led

Summary:

Students are to log on to Moodle and click on the Interactive H5P quiz under the week six toggle on the module
page and work their way through the formative assessment questions.
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Subject ECPS4005 Cognition and Emotion

Topic Appraisal Theory

Session Type Lecture and Seminar

Author Dr Kate Williams ‘Date 13 November 2019
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Cognition and Emotion: Week Six

Lecture Six slides: Introduction to Emotion and Theories

Key Journal Paper: Smith and Lazarus (1993) - Appraisal Theory
@D Key Journal Paper: Phillips et al. (2003) - Neurobiology of Emotion
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A patient with damage to the amygdala will have
difficulties in an emotion recognition task. They will
perform particularly poorly at identifying:

O suprise

O Fear

O oisgust

O Happiness

O sadness

Example depicting how
students would receive
formative feedback on their
response choice by clicking
on the ‘Check’ button at the
bottom of the screen for each
of the questions on the quiz.





image12.PNG
aisal Theory Seminar Interactive Presentation

(2008 whichIolves changing the meaning ofthe context n which a
Stimuls s presented, i titled

Reinterpretation is an appraisal strategy that involves changing the meaning of|
information

Example depicting the
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McFarland et al. (2007) found that reflective individuals
tend to deal with negative mood states by engaging in:

Moodrepair strategies.

Self-destructive behaviours

Example depicting the
information students would
see if their response choice
was incorrect. Textual
information regarding the
correct answer would also
appear next to their option.

A ‘Show solution’ button
would also appear at the
bottom of the page for
students to see the correct
answer.
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Example depicting the end
screen of the quiz, which
provides students with a
breakdown of how many
questions they correctly
answered in each section,
along with an overall score.

Options were also available
for students to see the
solutions to the questions
again and to retry to quiz.
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‘Within the Gradebook function, accessible only to lecturing staff on Moodle, each students’
overall score on the quiz could be viewed. Although not used to form their summative grade, it
was useful for highlighting particular students requiring additional support. They could then
be advised as relevant on how to improve/develop.

Note: student names have been removed from this screen shot for data protection purposes.
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Kate Williams
Link to statistics anxiety webpage
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Hi All,

At the BPS Education section conference last week I sat through a presentation on statistics anxiety in Psychology
students.

It was an interesting talk that discussed the possible contributing factors, and at the end they provided a link to a maths
and statistics anxiety support/resources webpage that the authors have developed.

They encouraged the audience to make use of the page, so, just wanted to share it with you, as you may find it useful for
helping some of our students who struggle with stats anxiety:

https://maths.shu.ac.uk/mathshelp/Anxious.html
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