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[bookmark: _Toc226711915]Use of Generative AI in Assessment 



	RESEARCH 
	For this assessment, you can use Generative AI to support you in research, including searching for bibliography, using tools to summarise, compare and interrogate materials. 
	Yes  ☒
 
No   ☐

	STRUCTURE 
	For this assessment, you can use Generative AI to support you in structuring your submission, including creating a draft argument structure, identifying parts and headings, etc. 
	Yes  ☒
 
No   ☐

	PROOFREADING 
	For this assessment, you can use Generative AI to check your own text/creation for grammatical and syntactical mistakes, including rephrasing of your own work within specific standards. 
	Yes  ☒
 
No   ☐

	WRITING 
	For this assessment, you can use Generative AI to create text for submission. 
	Yes  ☐
 
No   ☒

	CREATIVE 
	For this assessment, you can use Generative AI to create creative materials, such as images. 
	Yes  ☐
 
No   ☒

	PROGRAMING 
	For this assessment, you can use Generative AI to create and check code. 
	Yes  ☐
 
No   ☒

	NONE 
	For this assessment, you are not allowed to use any type of Generative AI support. This includes research support, structure support, writing/proofreading support and creative support. 
	Yes  ☒
 
No   ☐




AI Acknowledgement  
I confirm that I have not presented any AI generated materials as my own work in this portfolio. However, I acknowledge that I have used, or may have used, the AI in the research , and proof reading of my portfolio 
The details are provided below:
I acknowledge the use of Grammarly (https://www.grammarly.com/) and Reverso (https://www.reverso.net/text-translation) on 10 April 2026 to check my work using the prompt(s) “Please check the following text for readability, grammar and syntax”. 
I confirm that I have copies of my drafts, notes, and other resources I used before, and after the use of AI tools which I may be asked to provide in evidence. 
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1. [bookmark: _Toc226711916]Intervention cycle: Balancing engagement and innovation
[bookmark: _Toc226711917]1.1 Introduction
As part of the lecturing team in Digital Health and Care at the Institute of Management and health (IMH), I teach on the online MSc in Digital Transformation for Health and Care professions. This postgraduate programme brings together professionals from a wide range of clinical, technical, and managerial backgrounds who study part-time alongside demanding professional roles [V4]. Therefore, I am always mindful of how teaching design affects engagement, workload, and learning quality in a fully online environment. Effective online course design requires careful planning of discussion activities, clear communication of expectations, and active management to balance workload and maintaining educational quality (Goldman, 2011) [K2, K4, V2, V4, A2, A4]. 
During the academic year 2024-2025, students feedback and staff reflections highlighted two significant issues: the difficulty of maintaining focus and energy during long  synchronous sessions which were previous scheduled for 4 hours [A1, A3, K2]; and the use of Artificial Intelligence (AI) in assessment and learning activities [K4, K2, A4]. In addressing these challenges, I am guided by the principle that reflective teaching is a rigorous process of “making sense of the complexity of teaching and learning” (Ashwin, 2020). According to Ashwin (2020), effective reflection in higher education requires a focus on the relationship between our teaching actions and the quality of student understanding, particularly how our decisions can either include or exclude diverse learners [V1, K1]. This perspective is vital in the context of digital transformation and online teaching, where rapid technological shifts demand that we continuously question our impact on the student experience [K4, V4]. Furthermore, as explored in Enhancing Learning and Teaching in Higher Education, engaging with the dimensions of practice requires us to look beyond simple instruction and consider the “academic literacies” our students must develop (John Lea, 2015). This means recognising that our teaching interventions, such as session redesign and AI integration, are not just logistical changes but are essential in supporting students as they learn to navigate the complex digital field of the health and care sectors [A4, A5]. 
This intervention cycle therefore focuses on two actions I introduced in October 2025 to improve the overall MSc learning experience:
1. Reducing synchronous session time from 4 hours to 2,5 hours, supported by well-structured asynchronous tasks designed to encourage active participation and reflection [A1, V2].
2. Allowing limited and ethic use of AI tools in the module assessment, following the University’s updated guidelines on responsible AI use in learning and teaching [K4, K5, A4]. 
Both changes are based on evidence and collaborative reflection [V5]. The decision to shorten synchronous sessions followed a student survey run across all MSc cohorts I conducted in February 2025, which explored the effectiveness and perceived usefulness  of the programme’s design [A3, K3]. The decision on AI allowance, instead, followed a team reflection on how to align assessment design with emerging digital practices and the university’s commitment to ethical AI literacy (UWTSD, 2025) [V5, K5]. 
In this report, I will describe, analyse and reflect on the implementation and outcomes of these two actions using the Driscoll’s “What? So What? Now What?” model as the guiding framework [V3] (Driscoll, 1994). I selected this reflective framework to guide this analysis due to its pragmatic, outcome-oriented focus on transformative practice. while other models can be overly descriptive, Driscoll’s cycle demands a deeper interrogation of the implications of teaching actions and their future applications (Jay, 1995). I believe this framework is particularly suited to the MSc intervention, as it ensures that the reflection moves beyond documenting change to critically evaluating how these actions enhance inclusivity and digital literacy for professionals in a rapidly evolving sector [V4, K3]. 
Throughout the reflection, I draw on the Professional Standards Framework (PSF2023) to ensure my practice remains scholarly, ethical and inclusive (Advanced HE, 2023). 

[bookmark: _Toc226711918]1.2 Action 1: Redesigning synchronous session length
What?
My reflection on this intervention began with a critical awareness that our established teaching practice was no longer aligning with the pedagogical needs and was not fully supporting students’ of our MSc cohort [A4, A2, V2]. Despite efforts to maintain engagement, many students appeared to lose focus and energy towards the later parts of the four-hour session [V2]. Participation dropped, and opportunities for deeper discussion were often replaced by surface-level engagement [V2] (McClaran, 2025). 
The change was implemented at the start of October 2025 term, following a period of review and planning over the summer. This was directly informed by the findings of a programme-wide student survey carried out in February 2025 [V2]. This survey explored students’ perceptions of the MSc’s effectiveness, structure, and workload balance. The results revealed that many students found the four-hour synchronous sessions too long, reporting fatigue, loss of concentration, and difficulty managing the time alongside professional duties. Research shows that extended online sessions contributed to cognitive fatigue and uneven engagement, particularly among students balancing professional and personal responsibilities. This is supported by findings from (Tuğtekin, 2023), who identified system complexity, information and communication overload, as significant predictors of learning-management-system- related fatigue. These factors can increase cognitive fatigue during prolonged online learning and disproportionately affect learners who must balance professional and personal demands [K1,V4]. These insights provided a clear evidence base to justify revising the session design. The findings were discussed during programme team meetings in April and May, where different options were considered before agreeing on the new 2,5-hours format [V5].
The new structure divided learning into two components:
1. a 2,5-hour synchronous session focused on interactive activities, such as case study discussions, breakout-room problem solving, and collaborative analysis of digital health scenarios. 
2. A synchronous learning tasks released weekly on the virtual learning environment (VLE), which included guided readings, short recorded lectures, and reflective discussion prompts to reinforce and extend live learning. 
I also integrated reflective check-ins at the end of each live session, using short pools on Teams to gather immediate feedback on clarity, relevance, and workload [V5, A4, K3]. 

So what?
Prolonged screen time and reduced social interaction has been linked to mental health concerns such as fatigue and emotional distress among students and teachers; these factors can negatively affect academic performance and concentration during extended teaching sessions (Rajendran, 2022) [A1, A2, V2, K4]. The relationship between long teaching sessions and cognitive fatigue in students can be understood through the lens of behavioural engagement and mental fatigue observed in online and sustained cognitive tasks. Prolonged engagement in such learning environments challenges students’ motivation, attention, and leads to cognitive fatigue, affecting their personal involvement and behavioural engagement in the learning process [V2, K2]. This suggests that extended teaching sessions, especially in remote and online formats, may contribute to increased cognitive fatigue (Baca, 2021). 
I revisited the cognitive load theory (Sweller, 1988), which helped me understand that extended sessions could overload working memory and reduce knowledge retention [V3]. Similarly, constructivist theories reminded me that learners benefit from processing information independently rather than continuously receiving it in long sessions (Biggs and Tang, 2011).  The implementation reveals that the reduction in sync session time appeared to have a positive impact on student engagement and well-being [V2, A4]. Informal feedback suggested that shorter live sessions made participation more manageable and reduced the sense of cognitive fatigue that had been reported previously [V5, A3]. According to cognitive load theory, excessive mental effort can hinder learning and retention, and this theory helped me interpret the improved participation I observed in discussions and activities (Sweller, 1988; Refat, Kassim and Rahman, 2020; Toh and Tasir, 2024) [V3]. 
The combination of synchronous and asynchronous elements also supported self-regulated learning (Zimmerman, 2002) [V3]. By providing structured flexibility, students could revisit materials at their own pace and reflect on complex concepts between sessions [K2]. This seemed particularly helpful for those balancing study with full-time work, as it enabled them to engage meaningfully without the pressure of maintaining attention for four continuous hours [V4, V1, V2]. Attendance rates were consistent with previous terms, but participation during discussions increased, and students appeared more confident in contributing [V2]. 
This action also raised questions about how much learning time is “enough”. While the new format benefited students, it introduced new challenges for staff [V4, V5]. Reducing live contact hours did not equate to less preparation time [A1]. The change affected timetable coordination across the MSc programme [A1]. As each module had previously been built around four-hour sessions, reducing these required a complex rebalancing of teaching allocations and session overlap [A1, K4, K2]. Planning meaningful asynchronous activities, ones that were not perceived as “extra work” but as integral to learning, took more time and careful sequencing [A1, K2, V3]. Some colleagues expressed concern about how to fit deep discussion, complex case studies, and team works into the shorter format, especially for modules that traditionally relied on extended collaborative activities. 

Now what?
Reflecting on this, I realised that curriculum restructuring often involves a collective cognitive load for the teaching team as it requires navigating complex knowledge while balancing both quantity and density of work (Longmuir and McKay, 2024) [A1, V5, K2]. While the pedagogical rationale was clear, implementing it required flexibility, shared planning, and institutional support. 
Furthermore, to address student concerns about interaction, I made sure that asynchronous discussion boards and office hours were available each week, allowing follow-up questions and one-to-one engagement (Lin and Sun, 2024) [A4, A2, V2, K2]. I also decided to organise a 1h Drop-in session after each synchronous session for the first year students, to answer any question related to the assignment, and provide any further support that first year student might need at the beginning of their journey [A4, K2]. This adjustment highlighted that shorter does not necessarily mean less interactive, but that the structure must intentionally provide continuity between synchronous and asynchronous spaces [V3, K2, A4]. This experience highlighted that innovation in teaching practice must also consider staff capacity and well-being [V3, V4], emphasising mutual respect, collaboration and sustainable professional practice [V5]. 
Although no formal post-intervention survey has yet been conducted, I collected informal feedback through the end-session polls and discussion boards [V5, A5]. Early observations suggested that the shorter live sessions helped students remain more alert and engaged [V2, K1, K3]. Several students reported finding it easier to concentrate during concise, focused meeting and appreciated having more time between sessions to process content at their own pace [V1]. This shift also appeared to reduce the cognitive overload typically associated with longer online classes, aligning with research by Tuğtekin, (2023) [V3]. By restructuring the live components into shorter, more intentional segments, the learning environment became more manageable for students, resulting in more consistent participation and more thoughtful contributions in asynchronous discussions [A1, K3]. 
On the other hand, lecturers found this transition more challenging [K3, V5]. Shortening live sessions required substantial reorganisation of lecture material, including rethinking pacing, breaking down content into smaller thematic units, and shifting some instructional elements to asynchronous formats [a1, k3]. This redesign effort demanded additional planning time and a reconsideration of how to maintain coherence across sessions while ensuring that key learning outcomes were still met [A1, K2, K3]. For some of us, adapting our teaching strategies to suit shorter synchronous segments, while also managing increased preparation for discussion-based or independent activities, introduced a temporary increase in workload before the benefits became apparent [V5, A1, K3]. Despite these challenges, the shift encouraged more intentional instructional design and ultimately supported a more sustainable teaching model [A1, K5]. 

[bookmark: _Toc226711919]1.3 Action 2: implementing ethical AI integration

What?
Until recently, AI was not permitted at Level 7, as university policy focused on preventing academic misconduct and preserving originality [K4, K5]. However, through departmental discussions and engagement with the updated AI guidance released by UWTSD in May 2025, it became clear that completely prohibiting AI was neither practical now educationally beneficial [V5, A5] (UWTSD, 2025). As part of the teaching team, I reflected on how this change aligned with our MSc programme’s focus on digital transformation and professional practice [K3, K5]. It became clear that integrating AI use responsibly was consistent with both institutional direction and the digital competencies expected of health and care professionals [K4, K5, A5]. The growing need for new skills in data literacy and technology use reflects broader shift in educational priorities toward digital health and AI training, ensuring that graduates are equipped to navigate emerging technologies in practice (Shuaib, 2024; El-Banna et al., 2025; Mendes, 2025). 
Introducing an AI allowance for the module assessment: this action reflected the university’s new guidance on responsible AI use in education and our collective decision to support students in developing digital literacy and critical evaluation skills rather than prohibiting AI tools altogether [K4, K5, V4, A4].
The AI allowance was introduced shortly after the university released its updated AI guidelines in mid-2025 [V5]. The new guidance encouraged staff to take a balanced approach, acknowledging that AI tools were already part of students’ digital environments and professional practice, but that their use should be transparent, critical and accountable [K5, V4]. Our team agreed to pilot this approach in one MSc module during the October term [V5, K3, K5]. 
For the AI allowance, we first revised the assessment brief to clearly outline what was permitted [V5, V4, K5]. Students were allowed to use AI tools (such ChatGPT or Copilot) to assist with idea generation, structure development, visuals generations, or search for literature using for example the AI tool available on the UWTSD Library website [K4, K5]. What remains prohibited is the use of AI to generate full answers or critical analysis. Students are required to declare any AI use in a short statement included with their submission, describing how it contributed to their work [K5]. 
To support this change, I delivered a 15 mins tutorial during the Residential weekend demonstrating examples of responsible AI use and explained the potential risks of over-reliance [A2, A4]. During the first synchronous session, I also facilitated a group discussion on academic integrity and AI, encouraging students to share their professional experiences with similar technologies in their workplaces [V4, K2, A2, A4, V2]. 

So what?
The introduction of the AI allowance raised equally meaningful reflections, particularly around inclusion and accessibility. While some students initially hesitated to engage with AI tools, others reported that these technologies helped them organise their ideas, clarify structure, and improve focus [A4, K3]. In fact, researches show that AI tools like ChatGPT and Grammarly assist with idea generation and outline preparation, which supports the organisation of their thoughts and the overall structure of their academic writing tasks (Ozfidan, El-Dakhs and Alsalim, 2024) [K3, K4]. This also aligns with findings from Moussa & Belhiah, (2024), where AI assistance was linked to improvements in creativity and organisational skills, suggesting that AI tools help students manage the coherence and flow of their writing more effectively. I noticed this was especially relevant for neurodivergent students, who often benefit from additional scaffolding in processing information or managing executive function demands [K4, V1, V2]. In this sense, the controlled use of AI acted as a supportive assistive technology, providing a bridge between creative thought and structured academic output (Urzúa et al., 2025; Pum, 2026) [A4, K4]. In fact, these technologies play a role in supporting cognition and daily functioning, potentially facilitating the organisation and structuring of academic or daily tasks, thus serving as a bridge between creative ideas and their practical execution (Jamieson et al., 2014; Giansanti and Pirrera, 2025) [A4, V1, V2, K2]. For example, tools like ChatGPT can help neurodivergent learners outline key points, rephrase sentences for clarity, or explore alternative ways of expressing complex ideas, all within a guided ethical framework [V1, V2, A4, K4]. This aligns closely with inclusive teaching principles and the insights from a CPD event I attended on neurodivergence and neurotypical learners, which emphasised that equity in education is not about uniformity but about flexibility and responsive support (Deed et al., 2019) [V1, V2] (CPD 1: Neurobox neurodiversity awareness training). 
This experience reinforced my understanding of Universal Design for Learning (UDL) principles, particularly providing multiple means of engagement and expression (CAST Universal Design for Learning Guidelines, no date) [V2]. By allowing AI within clear ethical boundaries, we were not lowering academic standards but widening access to the means of achieving them [K5]. This approach also opened up opportunities for all students, not only neurodivergent learners, to reflect critically on how digital tools shape their thinking and communication [K3, V4]. 
Nevertheless, integrating AI responsibly required careful guidance. Some students expressed uncertainty about what constituted acceptable use, and this highlighted the need for continuous dialogue and examples [A4]. From a reflective perspective, I recognised that AI literacy should be taught progressively rather than introduced suddenly at assessment stage, and that the staff team also needs continued professional development in this area to ensure consistency in marking and guidance [A5, V5, K3]. 

Now what?
The AI allowance represented an important shift in understanding digital integrity and learning autonomy [K5, V1]. It encourages students to think critically about how such tools support, but do not replace, academic thinking. However, AI literacy remains uneven among staff and students [K3]. As next step, I plan to collaborate with colleagues to develop a short guidance document and workshop on AI-literacy, co-created with student input, to ensure transparency and consistency across the programme [V5, K5]. I will also review assessment criteria to ensure they explicitly value the critical human reflection that AI cannot replicate, thus safeguarding academic rigor while embracing innovation [K3, K4, K5, A1]. 

[bookmark: _Toc226711920]1.4 Final Evaluation

Evaluating the interconnected benefits
Reflecting on the outcomes of this dual-actions intervention cycle, I can identify several key areas of impact, both positive and challenging, which have contributed to my professional growth and informed future teaching practice [A5, K3]. Evaluating these actions through the Driscoll’s reflective model has also deepened my understanding of the practical complexities involved in balancing pedagogical innovation, inclusivity, and institutional coherence [K5]. The synergy between reducing synchronous sessions length and implementing an ethical AI allowance has created a more resilient learning ecosystem for the MSc in Digital Transformation for the health and care professions [V3]. 

The impact of structural reform
The change to shorter synchronous sessions have proven largely successful in improving student engagement, concentration, and flexibility [V1, V2]. Informal feedback and real-time polls suggested that students found the sessions more manageable and that discussions were livelier and better sustained throughout [K3, A4]. The integration of asynchronous tasks allowed for spaced learning and reflection, which appeared to enhance understanding of complex digital transformation concepts [V2]. 
From a pedagogical perspective, this confirmed the value of cognitive load management promoted by Sweller, (1988) and constructivist design (Biggs and Tang, 2011), reinforcing that learning depth is not necessarily determined by session length but by the quality and rhythm of engagement [V2, A1, K2]. However, the evaluation also surfaced some practical challenges. Reducing synchronous hours placed greater emphasis on self-directed study, which not all students managed equally well [K3, V1, K1]. This is supported by Zare et al., (2022), who showed evidence that synchronous learning improved academic performance more that asynchronous learning in a controlled setting, which may reflect the benefits of structured, real-time interaction over self-directed study [V3, K2, A1, K3]. Some required additional guidance on how to navigate the asynchronous components effectively [V1, A4]. From the teaching perspective, I found that the process of condensing content and redesigning activities demanded more preparation time and collaboration within the team [K3, A1]. This highlighted that pedagogical improvement can temporarily increase staff workload before it becomes sustainable [V3, V4]. 

The impact of digital innovation
The introduction of the AI allowance represented an important shift in how both, staff and students, understand digital integrity and learning autonomy [K5, K4]. Allowing AI use under transparent, reflective conditions, encouraged students to think critically about how such tools can support, but not replace, academic thinking [K4, K2]. For some, especially those unfamiliar with AI, the reflective statement prompted meaningful self-assessment of their own learning strategies [V1]. 
What stood out most was the positive impact on neurodivergent learners [V1]. Several students mentioned in informal feedback, that AI tools helped them to structure their thoughts, summarise reading material, and manage the often overwhelming task of beginning academic writing (Ozfidan, El-Dakhs and Alsalim, 2024) [K3]. This aligned with insights from the CPD event I attended on neurodivergence, where we discussed the value of technological scaffolds for supporting executive function and focus [K4, A5] (CPD 1: Neurobox neurodiversity awareness training). The experience reaffirmed that accessibility is not only about accommodations but also about embedding universal design principles, that allow all learners to personalise their approach (CAST Universal Design for Learning Guidelines, no date) [V1, A4].

Strategic next steps for the MSc programme
Both interventions reinforced the principle that inclusivity and innovation are interconnected rather than competing priorities. The new teaching format created space for more accessible participation, especially for part-time and international students who face scheduling challenges [K3]. The AI allowance, meanwhile, offered a bridge for neurodivergent learners to express ideas with greater autonomy [A4, V1]. At the same time, I recognised that AI literacy among students and staff remains uneven. Some learners were unsure about what constituted acceptable use, and some colleagues expressed concern about how to assess AI-assisted work fairly. This underlined the need for continued dialogue and professional learning within the teaching team [V5].
Therefore, the final “Now What?” for this intervention cycle involved three strategic actions:
1. Institutional coordination: I intend to discuss time allocation and design-sharing practice more formally within the team to ensure that the collective effort required for blended delivery is recognised and supported [V4, V5, K5]. 
2. Co-created guidance: I plan to collaborate with colleagues to develop a short guidance document and workshop on AI literacy, to ensure transparency and consistency across the programme [V5, K4, K5].
3. Continuous evidence-based monitoring: analysing these interventions has taught me that reflection is a cyclical process. I plan to collect further data at the end of the semester to evaluate how the new structure and AI integration are shaping the learning experience, particularly for neurodivergent students. This analysis will inform not only the next cycle of intervention but also my contribution to wider institutional discussions on inclusive digital pedagogy [K3, A3]. 

[bookmark: _Toc226711921]1.5 Conclusion
This evaluation has encouraged me to reflect critically on my role in shaping a learning environment that is both equitable and forward-looking. As the boundaries between teaching, and professional practice continue to blur, it becomes increasingly important to help students navigate complexity rather that protect them from it. Allowing AI use responsibly, therefore, becomes part of preparing graduates for ethical and reflective professional practice in digital health settings. My awareness of these interconnections has deepened my commitment to teaching as an evidenced-based, ethically informed and inclusive practice [V3, V4, V5, K3].
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2. [bookmark: _Toc226711922]Poster: An intervention to improve belonging and engagement in a fully online MSc
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3. [bookmark: _Toc226711923]Reflection of teaching observation by Corey L. Edwards

This teaching observation was an invaluable opportunity to reflect on my practice as module leader for the MSc Digital Transformation for the Health and Care Professions. The session observed on 2nd October 2025, was delivered online to a diverse cohort of postgraduate professionals, combining lecture input, breakout-room discussion, and an extended Q&A session. The feedback confirmed that my session design, interaction style, and responsiveness to student needs align well with the Professional Standards Framework (Advanced HE, 2023), while also highlighting areas for further growth in digital pedagogy and contingency planning [A1, A2, K2, K5]. 
I was pleased that Corey recognised my advance preparation, logical sequencing of content, and use of analogies to simplify complex concepts [A1]. The session structure reflected my belief that clarity and pacing are essential for adult learners returning to study. I will, however, act on the suggestion to integrate additional digital tools, such as interactive polls or collaborative whiteboards, to diversify engagement and formative feedback opportunities [K1, K4, V1, V2]. I was also encouraged that my warm and humour helped to create psychological safety in an online space [K2, K4, A2]. Building rapport remotely can be challenging, yet maintaining an inclusive, conversational atmosphere allowed students to feel comfortable contributing [V2, V5] (Glazier, 2021). I also recognise the importance of developing clearer signposting between live and asynchronous elements so that independent study is more purposefully connected to session outcomes [A1, A2, A4]. Corey’s observation highlighted effective use of questioning and group discussion to check understanding [A3, K2]. I intentionally used informal discussions and short activities as low-pressure opportunities for formative assessment, giving students opportunities to check their understanding in a relaxed way. In future sessions, I plan to build on this by introducing brief online quizzes to offer instant feedback and encourage greater self-evaluation [A3, A4, K1, K3]. Creating an effective learning environment was another strength identified [A4, V1, V2]. The feedback reassured me that I handled diverse learner needs sensitively, particularly students anxious about returning to education [A4, V1, V2]. I ensured that everyone’s questions were valued and that reassurance was balanced with clear academic expectations. This experience reinforced the importance of empathy, patience, and active listening as essential components of inclusive practice [K1, K2] (Hardin, 2025).
This observation also prompted me to reflect on my continuing professional development [A5]. Discussing the session with my peer observer and reading his feedback, encouraged me to think critically about contingency planning and the use of technology [K4, A1]. A technical disruption during that specific session reminded me that resilience and flexibility are crucial aspects of professionalism [V4]. I have since explored alternatives and thought at backup plan to ensure continuity in future sessions [K4, V5]. 
Overall, this observation strengthened my confidence in my teaching approach and reaffirmed my commitment to evidence-informed, student-centred design [A1, A2, V3] (Rayens and Ellis, 2018). It also provided a constructive challenge to broaden my use of digital tools and to refine strategies for formative feedback. Moving forward, I plan to collaborate with colleagues to pilot interactive polling software [K4, V5] and to evaluate its impact on engagement.


4. [bookmark: _Toc226711924]Reflection on teaching observation by Katie Gardner

On 02 February 2026, I was observed by Katie Gardner during a lecture for Level 4 students on the module “Problem solving in Health and Social Care”. This observation felt particularly significant because this specific group of students is incredibly diverse and faces a variety of challenges, including language barriers and various learning difficulties [V1, K1, K2]. Having taught them in Semester 1, I found the experience quite challenging and often felt like I was struggling to connect [A2, A4, K3]. I really needed this observation to act as a reality check, to help me question whether my teaching approach was actually appropriate for the level of study and the student’s specific capabilities [A5, V1, K1, V5]. The feedback I received was incredibly encouraging and helped me see where I am succeeding in building a supportive environment to help these students reach their potential [A2, A4].
I really appreciated the positive feedback for my “glossary of terms” and clear lecture structure [K2, K4, V3, A1]. Because I am so conscious of the language barriers in the room, I have put a lot of work into these [V1, K1, K2]. It was a huge relief to hear that they actually help. This connects back to Maslow’s Hierarchy of Needs I learnt during a CPD event (Section 7), by removing the “fear of the unknown” and simplifying the terminology, I am helping to build the psychological safety these students need to even begin to focus on the content [V3, K3, K2, K1, V1] (Maslow, 1943). Knowing my efforts to be clear are actually making them feel safer was a major turning point for my confidence [A5, K3].
However, the observation also highlighted where I need to bridge the gap for these students. Katie suggested releasing PowerPoint slides before the session and using larger font [K3, K4]. I have felt conflicted about this in the past; I previously tried releasing materials early, but it resulted in a noticeable drop in attendance, as student felt they didn’t need to come to class if they already had the notes [K3]. Despite that experience, Katie’s feedback made me look at it from a different perspective, one centred on neurodiversity and inclusion [V1, K1]. I realised that for student with learning disabilities or those who need extra time to translate text, having the slides early isn’t a luxury, but a vital support tool [A2, A4]. I understand now that by withholding materials to force attendance, I was accidentally creating a massive barrier for the very students I was most worried about reaching [V2, K1, K2, K4]. Moving forward, I am committing to posting materials in advance to act as a “digital anchor”, focusing more on the quality to support than the fear of empty seats [K4, K5]. 
This observation provided that despite the challenges of Semester 1, I am on the right track; I just need to focus more on aspects like accessibility and inclusivity [V1, K1, A4]. 


5. [bookmark: _Toc226711925]Reflection on teaching observation by Professor Philip Scott

On 11 December 2025, I was observed by my colleague Philip Scott in one of my online lectures for level 7 students of the MSc in Digital Transformation for the Health and Care Professions. Philip’s comments reassured me that using good practical examples to illustrate theories is exactly what’s needed to help students bridge the gap between academic research and real-world applications [K1, K2, V3, V4]. 
Philip noted that I effectively used questioning to ask for “examples or counter-examples” of concepts like simple versus complex system. This was a deliberate attempt at co-production, something I’ve being trying to integrate more in my teaching practice [K2]. By asking students to provide their won examples, I am acknowledging that  at MSc level, they often bring a wealth of professional experience into the room [V2, V5]. It shifts the dynamic from me being the sole “expert” to a team work where we are co-constructing knowledge [V2, V5, A2]. 
However, this observation also gave me a clear action point for improvement: increasing the frequency of question and try to call each student into the discussion [V2]. I realised that even at Level 7, some students can be quite hesitant to speak up, especially in an online environment [V1, V2, K4]. I have been so focused on ensuring the logic of my delivery is coherent that I sometimes miss opportunities to engage with all students including the quieter in the room [V2, K2]. This is an aspect that aligns with what I learnt from the CPD event about “Widening participation” specifically with Vygotsky’s “Zone of Proximal Development” theory (Moll, 1990). I need to provide more frequent scaffolds through direct prompts to ensure students is actively processing the material and not just listening [V1, V2, K1, K2, A1, A2, A4] (Moll, 1990). 
As a direct result of this feedback, I am shifting my focus from content delivery to active facilitation [A1, A2, V2]. I am going to implement targeted polling tools to create a more engaging environment allowing also the quitter students to feel comfortable to actively participate in the session [V2, K4]. I will also start using breakout rooms more often, where specific students are tasked with bringing a summary back to the main group, forcing me to step back and let them lead the narrative [V2, K2, K4]. 
I am learning that at level 7, my contribution as education is not just delivering content, but it is how effectively I can provoke thought and manage a high-level professional dialogue [V2, K2, V4]. 


6. [bookmark: _CPD_1:_Neurobox][bookmark: _Toc226711926]CPD 1: Neurobox neurodiversity awareness training

On 4th September 2025, I attended a CPD session on MS Teams focused on neurodiversity awareness and inclusion delivered by Liz Mulhall [A5]. This training was a real eye-opener that forces me to look at my teaching practice particularly regarding how I support students and colleagues with ADHD and dyslexia [A4, V1]. While I have always been aware of “reasonable adjustments” as a requirement by the University policy, the training challenged me to move beyond a checklist-style approach [A1, V1, V2]. I realised that true neuro-inclusion isn’t about “fixing” a student’s experience to fit a rigid system, but it is about fixing my own teaching habits to remove unnecessary barriers before students even encounter them [A4, K2, K3]. 
The session’s focus on the strengths associated with neurodivergence, like hyper-focus, high energy, pattern recognition, divergent thinking, which felt very relevant considering my students demographics [V1, K1]. It made me reflect on how often Higher Education structures penalise these traits in favour of neurotypical standards of organisation or “classroom etiquette” [A2, V1]. By understanding the legal and business case for neuro-inclusion, I now see that creating an environment where students and colleagues feel safe to disclose their neurodivergence is essential [A4, V5]. 
In terms of my specific teaching methods, the training highlighted barriers that I see mirrored in the lecture room [A1]. One was the importance of positive language and clarity [A3,A4]. I realised that I have often given verbal instructions for complex tasks at the end of a lecture, which can be a significant barrier for neurodivergent students [A3, A4]. To address this, I am committing to ensure that there’s always a written version of what I explain, such as a clear bulleted list on a slide, a follow-up announcement on Moodle, a Glossary for explaining keywords [K4, A1,K2]. In fact, as described in the reflection on the observation by Katie Gardner, I already started implementing the Glossary of terms as additional tool on Moodle [K4, A4, A5]. Furthermore, the session on unconscious bias made me reconsider how I evaluate engagement [V2]. I realised, I often favoured students who make eye contact and engage in rapid verbal debate [V1,V2]. To be more inclusive, I am expanding my definition of “participation” incorporating silent brainstorming tools like Mentimeter or Whiteboards [K4]. This allows neurodivergent students who prefer written processing to contribute their insights without the sensory overwhelm of a verbal discussion [V1,K1]. 
I am also reconsidering my approach to assessment and feedback [A3]. The discussion on reasonable adjustments prompted me to look at my feedback loop [A3,A4]. For a student with dyslexia or dyspraxia, a dense wall of written text can be demoralising and difficult to process (Cornoldi et al., 2022; Mazur and Quignard, 2025). I intend to experiment with offering audio-recorded feedback alongside written comments, providing a multi-modal approach allowing students to hear my tone and really understand the “why” behind my feedback [A3, A4, K4]. 
Ultimately, this CPD event has reinforced that neuro-inclusion is a fundamental aspect of modern education [V1]. I want my students to see neurodiversity not as a barrier to academia, but as a different way of knowing. My goal is ensuring my lectures are accessible and relevant, and that innovation and creativity inherent in neuro-diversity are fully realised in out learning environment [A2, V1,K1,A5]. 


7. [bookmark: _Toc226711927]CPD 2: Widening Participation in Post-Compulsory education

On Wednesday 26th November 2025, I attended an CPD session on “Widening Participation in Post-Compulsory Education” delivered by Jonathan Wyatt at UWTSD [A5]. This session was a much-needed reality check; our students are not just names on a register but individuals juggling English as a second language, mental health challenges, and long-term health conditions [A4, V1, V4]. It made me realise that my role  is not just to deliver a curriculum, but to build a bridge for those who feel that Higher Education was not “built” for them [A4, V1,V4].
A key takeaway was the application of Maslow’ Hierarchy of Needs (Maslow, 1943) [K2, V3]. It was a powerful reminder that psychological safety and a sense of belonging, students cannot reach “self-actualisation” [V1, V4]. I realised I need to spend more time on the “human” side of teaching, using constructive feedback to build up their self-esteem, rather than just marking their work [A4]. Following the CPD session, with my own searches, I found researches indicating that the type and timing of praise is crucial; general, non-targeted praise is commonly used but tends to be ineffective because it is not linked to specific behaviours or task completion. Instead, targeted praise focusing on either ability or effort is more beneficial, with students responding better to feedback (Burnett and Mandel, 2010) [A3, V3, V4, K2]. 
What really caught my attention was the idea of “co-production” [V2]. Reflecting on my teaching approach, this is something I have never actually practiced in my teaching before and in fact, it was pointed out in one of my observation made by Philip Scott [A5]. I have always fallen into the traditional trap of being the “expert” at the front of the room. However, this session made me realise that I am missing out the opportunity to learn from the knowledge my students already bring with them [V2, V5]. Instead of just following a script, I want to start bringing in my students’ skills and life experiences, whether that is from their jobs, cultures, or personal lives [V4]. I am planning to look for ways to let them help shape the learning process, turning the classroom into a genuine partnership [V5]. It feels like a win-win; it takes the pressure off me to have every single answer, and it makes the lessons more human and relevant for the students [V3]. Moving forward, I want to treat my lectures as a space where we are all building knowledge together [A1, V2, K2]. 
Finally, I found interesting the suggestion to use humour and more relatable language during teaching [K2]. This was something Jonathan actually practiced throughout the session  [V3, A5]. I am trying to integrate humour, I want to create a space where my students feel comfortable to share their own ideas without fear of being wrong [V1, V2, A4].
8. [bookmark: _Toc226711928]CPD 3: Interaction and Collaboration tools

On 11th February 2026, I attended a CPD session delivered by Helen Steel focused on using and adapting digital tools to enhance student engagement and collaborative learning [A5]. Similar to my earlier training on neurodiversity, this session was a significant encouragement for reflecting on my teaching habits [A5]. It challenged me to consider not just what I teach, but how I design digital environments that empower students as active contributors rather than passive recipients [A1, A2, K4]. 
A central theme of the session was the use of Vevox to facilitate inclusive participation [K4]. I have often observed that in traditional classroom discussions, for both undergraduate face-to-face lectures and postgraduate online sessions, a few dominant individuals can inadvertently steer the conversation, leading to groupthink phenomenon, where the desire for harmony or the pressure of vocal peers results in a narrow range of expressed opinions (Janis I.L., 1972) [V1, V2, V3, K1, K3]. This training highlighted that Vevox’s anonymity is not just a nice-to-have feature, but it is a vital pedagogical tool for promoting equity of opportunity [V2]. By allowing students to contribute anonymously to polls or Q&A without the "fear of judgment," I can bypass the social hierarchies that often silence quieter or less assertive learners [K4, V2, K1]. This approach ensures that the collective intelligence of the room is truly represented, rather than just the loudest voices [V2]. This aspect is supported by researches like Yep et al., (2023) indicating that anonymity or partial anonymity in classroom interactions reduces anxiety related to peer evaluation, which is a common barrier to participation [V3, K3]. I have personally experienced the weight of these barriers in my Level 4 classrooms, where many students are challenged by language barriers and various learning disabilities [K3]. For these learners, the social pressure of speaking up can be paralyzing. By using Vevox’s anonymous polling and Q&A features, I can bypass the social hierarchies that often silence these students [K1, K4,A1,A2].
I also recognised that these principles of avoiding groupthink and balancing dominant voices apply equally to my work within teams of colleagues [V5, K5]. When collaborating on curriculum design, departmental initiatives, or simpler team meetings, we often fall into similar patterns where seniority or personality types can suppress the full expression of diverse ideas [V5, K3, K5]. Using tools like Microsoft Whiteboard or Vevox during staff meetings can provide a level playing field [K4]. Synchronous digital whiteboards allow for brain-dumping ideas anonymously before they are verbally critiqued, which I now see as an essential strategy for ensuring an inclusive professional community [V5, K3, K4, K5].
Furthermore, the introduction to H5P during the CPD event, demonstrated how asynchronous interactive content can cater to diverse learning needs [K4, A1]. By allowing students to engage with material at their own pace, I can reduce the pressure of real-time performance, which often disadvantages neurodivergent students or those for whom English is an additional language [V1, V2, K1, K2, A4].
Moving forward, this training will change my teaching style to be more data-driven [K3]. I intend to use Vevox analytics to identify misconceptions in real-time and adjust my delivery accordingly [A3, A4, K2, K4]. This commitment to using professional learning to improve my practice [V3] and responding to the wider digital context of Higher Education [V4] ensures that I am not just delivering content, but strategically designing an environment where every voice has the space to be heard [V2, A5].


9. [bookmark: _Toc226711929]Final assessment professional development 
My development over the past two years has been characterized by a move toward evidence-informed digital pedagogy [V3]. A key milestone in my professional growth was the structural redesign of the MSc in Digital Transformation modules. By applying Cognitive Load Theory (Sweller, 1988) to reduce synchronous sessions from four hours to 2.5, I demonstrated a critical understanding of "online learning fatigue" [K2] and a commitment to student well-being [V2]. This shift required me to master the design of asynchronous "scaffolding" tasks, ensuring that learning continues outside the live environment [A1, K4]. 
Furthermore, my development has been heavily influenced by my work with Level 4 Health and Social Care students. This experience has matured my approach to inclusive practice [V1]. I have transitioned from simply providing "reasonable adjustments" to proactively designing for diversity. My recent CPD on interaction tools has enabled me to use Vevox to mitigate "groupthink" and language barriers, ensuring that the "collective intelligence" of the classroom is captured regardless of a student's confidence or linguistic background [K1, V2].
Finally, I have developed a leadership role in AI Literacy. By moving beyond a prohibitive approach to AI, I have pioneered the use of AI as a supportive tool for neurodivergent learners, demonstrating a commitment to the wider context of Higher Education and the evolving digital landscape [V4]. Crucially, this learning is no longer experimental but has become embedded in my everyday approach to teaching, assessment design, and student support [A1, A2, A3, A4]. Looking ahead, I intend to continue developing and modelling responsible AI use, supporting colleagues and students to engage critically and confidently with these technologies as a sustained and integral part of my professional practice [K4, V5, A4].
Despite these achievements, my portfolio and recent peer observations  have highlighted three key areas for my future growth:
1. Real-Time Formative Assessment [A3, K3]. While I am comfortable with summative feedback, I need to further develop my skills in dynamic formative assessment. My future need is to move beyond basic polling and integrate more complex, real-time data-driven tools (like H5P branching scenarios) to identify and address misconceptions during the session. This will ensure my teaching remains responsive and adaptive rather than just planned.
2. Collaborative Leadership and Mentoring [V5]. As my expertise in AI and digital tools grows, a critical future need is to transition from individual practitioner to collaborative leader. I aim to lead cross-departmental workshops to share my findings on AI in assessment. This will involve developing my mentoring skills to support colleagues who may be less confident with digital transformation, thereby enhancing the professional community [V5].
3. Universal Design for Learning (UDL) Integration [A1, V1]. My work with Level 4 cohorts has shown me that accessibility must be embedded at the design stage. My future development goal is to formalise my use of UDL principles, specifically ensuring all materials are multi-modal (audio/visual/text) as a standard practice, not an exception.
Through the completion of the two modules (UNHE7007 and UNHE7010), I have strengthened and consolidated my identity as a reflective, evidence‑informed, and inclusive educator, embedding critical reflection, digital literacy, and ethical professional judgement into my day‑to‑day teaching and assessment practice [K3]. Looking ahead, I am committed to continuing this reflective approach as a sustained and evolving way of working within the changing landscape of Higher Education [K3, A5]. 
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Post Graduate Certificate in Teaching in Higher Education (PG Cert tHE)  Evidence of teaching hours log

	Candidate: L. Simona Ferraraccio
	Campus: Swansea SA1 Waterfront Campus 



Table 1: Teaching hours for the L7 MSc Digital Transformation for Health and Care professions
	Date
	Session Details 
	No of Hours
	Practice Advisor’s Signature

	18.09.2025
	MSc course – Module BMDS7008
Online teaching: Introduction to the module and assignment walk through
	2.5
	Miss KM Thomas

	02.10.2025
	MSc course – Module BMDS7008
Online teaching: Watcher review; Digital maturity and Digital excellence + group work and discussion
	2.5
	Miss KM Thomas

	18.10.2025
	MSc course – Module BMDS7008
Online teaching: Assignment drafts and Q&A
	1
	Miss KM Thomas

	30.10.2025
	MSc course – Module 7008
Online teaching: Information theory, groupwork and discussion
	1

	Miss KM Thomas

	13.11.2025
	MSc course – Module BMDS7008
Online teaching: students presentations, Introduction to the FITT framework; group discussion
	3.5
	Miss KM Thomas

	27.11.2025
	MSc course – Module BMDS7009
Online teaching: Introduction to new module and assignment overview; FITT framework and COM-B model; Introduction to project, programme, and service management 
	3.5
	Miss KM Thomas

	04.11.2025
	MSc course – Module BMDS7003
Online teaching: PRISMA and Grey literature
	1
	Miss KM Thomas

	11.12.2025
	MSc course – Module BMDS7009
On line teaching: Transformation in complex environments; group work and discussion
	2.5

	Miss KM Thomas

	05.02.2026
	MSc course – Module BMDS7009
Online teaching: Introduction to behaviour change methods; Stakeholder engagement: group work and discussion
	3.5
	Miss KM Thomas

	12.02.2026
	MSc course – Module BMDS7003
Online teaching: Overview of Mobilising computable biomedical knowledge (MCBK); taxonomy and ontology.
	1
	Miss KM Thomas

	19.02.2026
	MSc course – Module BMDS7007
Online teaching: Students presentations; overview of assignment specifications for new module
	1.5
	Miss KM Thomas

	05.03.2026
	MSc course – Module BMDS7007
Online teaching: developing and evaluating strategy for digital transformation; Overview of the NHS providers “Building a digital strategy”; group work and discussion
	3.5
	Miss KM Thomas

	12.03.2026
	MSc course – Module BMDS7010
Online teaching: overview new module assignment; research paradigms and mixed-methods approach for data collection; SPSS overview; Dissertation guidance discussion
	3.5
	Miss KM Thomas

	19.03.2026
	MSc course – Module BMDS7007
Online teaching: digital strategy in complex systems; peer reviewed tools for critical evaluation; group work and discussion
	3.5
	Miss KM Thomas

	Hours =34
	Hours Carried Over= 0
	Total Hours = 34
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Table 2: Teaching hours for undergraduate levels in Digital Health and Care
	Date
	Session Details 
	No of Hours
	Practice Advisor’s Signature

	29.09.2025
	L4 course – Module BMHP4026
In person teaching: Introduction to the module, assignment overview; what means employability; employability skills and self-awareness
	4h
	Miss KM Thomas

	30.09.2026
	L6 course – Module BMHP6026
In person teaching: Introduction to the module; assignment overview; Introduction to digital transformation in health and social care
	4h
	Miss KM Thomas

	01.10.2025
	L5 course – Module BMHP5021
In person teaching: (Covering for colleague). Introduction to the module; assignment overview; practical activity and discussion
	4h
	Miss KM Thomas

	06.10.2025
	L4 course – Module BMHP4026
In person teaching: professionalism in health and social care; professional behaviours in practice; professionalism and employability. Practical activity and discussion
	4h
	Miss KM Thomas

	07.10.2025
	L6 course – Module BMHP6026
In person teaching: key milestones in digital transformation; Industry 4.0; Health 4.0 and e-health
	4h
	Miss KM Thomas

	13.11.2025
	L4 course – Module BMHP4026
In person teaching: employability skills, transferable and durable skills; analysis of the 8 Core skills from the Confederation of British Industry
	4h
	Miss KM Thomas

	14.11.2025
	L6 course – Module BMHP6026
In person teaching: the role of data in modern healthcare; overview of healthcare data regulations; healthcare data management; data security and risk management in healthcare
	4h
	Miss KM Thomas

	20.11.2025
	L4 course – Module BMHP4026
In person teaching: professional CV; practical activity and discussion; guest speaker from Careers
	4h
	Miss KM Thomas

	21.11.2025
	L6 course – Module BMHP6026
In person teaching: Digital strategy; introduction to digital healthcare innovation; key technologies driving digital healthcare transformation; challenges and barriers to digital innovation in the healthcare
	4h
	Miss KM Thomas

	03.11.2025
	L4 course – Module BMHP4026
In person teaching: job applications; understand how to interpret a job advert; learn how to write a strong supporting statement and personal specifications; build confidence in presenting yourself effectively on application forms 
	4h
	Miss KM Thomas

	04.11.2025
	L6 course – Module BMHP6026
In person teaching: impact of digital of communities; digital inclusion; understanding digital literacy and its impact; health and well-being in the digital era
	4h
	Miss KM Thomas

	10.11.2025
	L4 course – Module BMHP4026
In person teaching: Interviews and reflective models; the purpose of interviews; how to prepare for interviews; what is reflection; reflection models 
	4h
	Miss KM Thomas

	11.11.2025
	L6 course – Module BMHP6026
In person teaching: Impact of digital innovations on service users and service providers
	4h
	Miss KM Thomas

	17.11.2025
	L4 course – Module BMHP4026
In person teaching: Workshop; preparing for interviews; assignment draft; mock interviews
	4h
	Miss KM Thomas

	18.11.2025
	L6 course – Module BMHP6026
In person teaching: developing critical analysis of the digital innovations; critical evaluation approaches; practical exercise and discussion
	4h
	Miss KM Thomas

	24.11.2025
	L4 course – Module BMHP4026
In person teaching: Interviews workshop; guest speaker from Careers; draft session and mock interviews
	4h
	Miss KM Thomas

	25.11.2025
	L6 course – Module BMHP6026
In person teaching: workshop and preparation for the assignments submissions.
	4h
	Miss KM Thomas

	01.12.2025
	L4 course – Module BMHP4026
In person teaching: Interviews assessment day
	4h
	Miss KM Thomas

	02.12.2025
	L6 course – Module BMHP6026
In person teaching: draft and Q&A for the VIVA-VOCE presentations; workshop
	4h
	Miss KM Thomas

	08.12.2025
	L4 course – Module BMHP4026
In person teaching: preparation for assignment submission and workshop
	4h
	Miss KM Thomas

	09.12.2025
	L6 course – Module BMHP6026
In person teaching: VIVA-VOCE presentation day
	8h
	Miss KM Thomas

	26.01.2026
	L4 course – Module BMHP4029
In person teaching: introduction to the module, assignment overview; what is problem solving; the IDEAL approach; understanding the NHS structure and its complexity 
	4h
	Miss KM Thomas

	02.02.2026
	L4 course – Module BMHP4029
In person teaching: 5W1H framework; analysis of the issue: the role of digital services in health and social care
	4h
	Miss KM Thomas

	23.02.2026
	L4 course – Module BMHP4029
In person teaching: SWOT analysis, staff shortage and bed blocking
	4h
	Miss KM Thomas

	02.02.2026
	L4 course – Module BMHP4029
In person teaching: SBAR document and wicked problems + practical activity (Escape room)
	4h
	Miss KM Thomas

	02.02.2026
	L4 course – Module BMHP4027
In person teaching: research questions and the FINERMAP method: search strategy: keywords, Boolean Operators; database search
	4h
	Miss KM Thomas

	09.03.2026
	L4 course – Module BMHP4029
In person teaching: Wicked problems and the concurrent issues; practical recommendations
	4h
	Miss KM Thomas

	09.03.2026
	L4 course – Module BMHP4027
In person teaching: types of sources and the CRAAP test: primary and secondary studies; practical activity and discussion
	4h
	Miss KM Thomas

	16.03.2026
	L4 course – Module BMHP4029
In person teaching: Policy/legislations and frameworks
	4h
	Miss KM Thomas

	16.03.2026
	L4 course – Module BMHP4027
In person teaching: types of literature, peer-reviewed and grey literature; effective searching; evaluation of the literature
	4h
	Miss KM Thomas

	23.03.2026
	L4 course – Module BMHP4029
In person teaching: impact of the issues of the service providers and service users; workshop
	4h
	Miss KM Thomas

	23.03.2026
	L4 course – Module BMHP4027
In person teaching: draft overview for assignment 1, discussion and workshop; preparing to submit assignment 1
	4h
	Miss KM Thomas

	20.04.2026
	L4 course – Module BMHP4029
In person teaching: module recap and draft session; workshop
	4h
	Miss KM Thomas

	20.04.2026
	L4 course – Module BMHP4029
In person teaching: Evidence-based practice; how the search strategy can support evidence based practice
	4h
	Miss KM Thomas

	27.04.2026
	L4 course – Module BMHP 4029
In person teaching: drafts and workshop
	4h
	Miss KM Thomas

	27.04.2026
	L4 course – Module BMHP4027
In person teaching: drafts and workshop
	4h
	Miss KM Thomas

	Hours = 148
	Hours Carried Over= 60
	Total Hours = 148
	


Participant’s signature[image: A close up of a logo

AI-generated content may be incorrect.]

Practice Advisor’s signature ……………….



[bookmark: _Toc226711932]Appendix B: Observation form by Corey Edwards
PGCert tHE OBSERVATION FORM -PSF 2023
 
[image: ]
	Details of the Observation 
	

	Observee

	Dr L Simona Ferraraccio

	Practice Advisor / Expert peer observer

	Corey Edwards

	Date of the Observation 

	02/10/2025

	Campus / Location 

	Swansea SA1 Campus – remote delivery

	Date, Time, Duration

	02/10/2025, 2pm-3pm and 4pm-5pm, two hours

	Subject Speciality 

	Digital Transformation for the Health and Care Professions

	Type of activity 

	Lecture, Discussions and Q&A

	[bookmark: _Hlk100153154]This observation will contribute to the participant’s portfolio of evidence to satisfy the assessment of the PGCert tHE and should be undertaken by an experienced academic colleague or professional colleague. Observation by a fellow participant on the programme is not permissible as a means of authenticating practice.



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


	 Comments 

Simona had clearly prepared well in advance for this session and her resources were clear, well communicated and allowed for students to follow along the lecture session easily. She had a logical flow across all areas of content and utilised insightful analogies in order to convey the complexities of the topic to students. Simona chose to give a nice pleasant introduction to the class before diving into the material and this helped these new students to feel comfortable and to not feel overwhelmed by the nature of the content. The lecture was steadily paced and developed in complexity and depth throughout. The group breakout rooms allowed the students to develop their learning in smaller groups whilst Simona could then reflect on the interaction and the understanding of the group and she discussed this with me during these breakouts. Overall, this was a very effective teaching session, followed by a one hour Q&A about the course, the module, the referencing systems and the expectations for the students. As these students are primarily professionals who have not been in education for some time, they were very nervous and Simona managed to alleviate their concerns with ease. 


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

	  Comments 
The class began with warm welcomes and general conversation to settle the students in, which can be challenging on a remotely delivered session. The lecture was well paced and Simona allocated ample time for questions, discussions, activities and ran the lecture with an insightful level of knowledge and a jovial approach to the lecture which the students met with enthusiasm. Questions were asked to develop the students’ understanding and critical thinking beyond the lecture content, a vital skill for an MSc course. As this was remotely delivered, the use of breakout rooms was great to see, giving students chance to discuss and report back to the lecturer. The students were reciprocal in their discussions with one another and with Simona, who pushed them to develop further throughout this session. Aims and objectives of the session were well achieved and the students were able to demonstrate their achievement of these by the end of the session.


	 Effective Learning Environments [A4:  support and guide learners /V1 Respect individual learners/diverse groups of learners]
i.e General class atmosphere, level of participation, attention, and interest.  Student attitude and ability to carry out classwork. Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students.

	Comments 
The atmosphere of this session was positive, with Simona facilitating in a positive manner, using good humour and engaging well with each student. This is challenging to achieve in online spaces, but this was done well by Simona. During the Q&A session, Simona fielded questions from the class regarding the lecture and general worries/concerns around study. This was done exceptionally well, referring to documentation that was available to support students and the various services within the university, as well as offering on the spot guidance and support for specific questions around referencing, word counts, assignment expectations and individual needs. One student had six questions in the space of the hour and Simona did not seem phased by this, she did not shut down the student as they seemed quite anxious. Instead, she welcomed the questions with a warm manner and supported each student very well.

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

	Comments 
Formative assessment took place in this session through group work and Q&A, ensuring that each student understood the expectations of the assignment and engaged with the content throughout the session. Simona’s use of Q&A was peppered throughout the session to measure student knowledge and understanding, without overwhelming them in a back and forth. She gave clear instructions before group work and followed this up with feedback based on their answers after each activity. Her use of positive and constructive feedback is well balanced, giving students compliments and areas for future development. The class were very positive throughout, so minimal classroom management needed with this cohort. 

	Core Knowledge  
· K1 How learners learn, generally and within specific subjects 
· K2 approaches to teaching and or/supporting learning appropriate for subjects and levels of study.
· K3 Critical evaluation as a basis for effective practice.
· K4 Appropriate use of digital technologies / resources.
· K5 requirements for quality assurance, enhancement and  implications for practice 


	
Comments 
Simona meets these core knowledge points well throughout her work, with a keen understanding of the needs of the class, adapting well to evolving needs. The material in this session was difficult by the end of the session but she took time to ensure full understanding and built up to this from the initial areas of the session. Discussion with Simona revealed her plans for future sessions with these students, which builds upon this session even further, and her understanding of the needs of her learners is clear. Simona has met K1 and K2 through this session and has ensured student understanding and clarity of expectations throughout the planning and undertaking of this session. K3 has been met through her own discussion of how the session went and what she would do differently or adapt for her next time running an online session. She understands what works and does not work in practice and is not afraid to take a positive risk in order to implement something new and broaden her own horizons. By the very design of this session K4 has been met, it would be beneficial to introduce some different digital tools for learning here where students could be polled, tested or engaged with in another form to demonstrate learning. Simona meets K5 by the discussions had around developing this session further and she is fully committed to developing herself and her practices along the way. 


	Professional values
· V1 Respect for individual learners /diverse groups of learners
· V2 Promote engagement and learning and equity of opportunity for all to reach their potential.
· V3  Use scholarship, research or professional learning, or other evidence informed approaches as the basis of effective practise.
· V4 respond to the wider context in which higher education operates, recognising implications for practice.
· V5 Collaborate with others to enhance practice.

	 Comments 
As this group of learners is very diverse in their experiences of employment and education, Simona has had to engage with them in a manner that is appropriate to each of their levels of understanding and she has done this exceptionally, utilising their specific expertise to support the session (V1). All students were encouraged to, and did, engage fully in the session and demonstrate their learning. All students met their expected outcomes and exceeded them in many areas too (V2). The lecture content itself was designed around the Wachter review and the implications this had for the NHS in the future, and so relied on evidence-based content. Simona has also clearly implemented evidence-based practice in her teaching, balancing teacher and student focused areas of activity, in addition to balancing the needs of the PSF (V3). Simona understands the wider context of HE, with great knowledge of the implementation of action research in the workplace to fulfil HE qualifications. She understands how HE learning translates into work-based practices (V4). She and I had a very fruitful discussion around the content and her students needs and she took on suggestions of mine to try out new digital tools and have a potential backup if Teams were to completely shut down. This, in addition to her use of the students as experts in their field demonstrates her collaborative strengths (V5). 




	Examples of good practice: 
· When Teams did not work during the session, Simona kept calm and collected and rectified the issue. Students were initially confused by the technical issue but were resettled and the session continued. 
· Students were very nervous about the assignment but Simona’s dedicated time for Q&A alleviated these concerns. 
 
 
Action points: 
· Consider using a new digital tool to maximise student engagement and get them using new technologies. 
· When Teams does not work, consider having a backup plan. 

	For Observee

Write a short statement to address Area of activity [A5] .Describe how this observation will enhance your practice.

	

Observer C.L.Edwards                                                  Date : 06/10/2025

Observee  L. Simona Ferraraccio                             Date : 06/10/2025 
 
PGCert PARTICIPANTS
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences for inclusion in your portfolio along with the observation sheets.
 





[bookmark: _Toc226711933]Appendix C: Observation form by Katie Gardner
PGCert tHE OBSERVATION FORM 
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Description automatically generated]
	Details of the Observation 
	

	Observee

	Simona 

	Practice Advisor / Expert peer observer

	Katie Gardner

	Date of the Observation 

	02.02.2026

	Campus / Location 

	IM

	Date, Time, Duration

	1 hour 10am - 11am

	Subject Speciality 

	Health and Social Care

	Type of activity 

	Lecture

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



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


	 Comments 
Students were taken through Moodle and shown where to access the materials and how to access materials.
Your glossary of terms is excellent – your exploration of this with students was excellent too.
Summary of previous week was very good with a summary slide which was clear and concise.
Clear structure to the lecture which was followed throughout – students were aware of what to expect for the lecture. The organisation of your lecture content is clear and makes sense to the flow.
It is good that you reminded students of the timeframe of lectures reminding students what they are doing when in relation to taught sessions and when the assignment is due in.



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

	  Comments 
You made sure that students had access to materials in a number of formats as requested by students which demonstrates excellent support for learning.
Your ppt slides are clear – there is not too much information on each slide. The writing on some is small at times, consider using a larger font.
You made the materials available to students when in class as they requested this – it might be good to have this available for students before the session due to the needs of this group.
Clear explanation of the aims of the session, when asking students to feedback the previous weeks session you were able to ask in a number of ways to make sure students were able to understand what you were asking setting them up for success.
Your use of formative assessment questioning is good – you give students the opportunity to answer your question and when they do you not only thank the students but also expand on their answers.
Your pace is good and consistent throughout.



	 Effective Learning Environments [A4:Develop effective learning environments and approaches to student support and guidance.] 
i.e General class atmosphere, level of participation, attention, and interest.  Student attitude and ability to carry out classwork. Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students.

	Comments 
The session feels relaxed and inclusive of all, your approach is clear but when you see that students are struggling to understand a concept or, are not able to answer a question you are able to change your explanation so that they did understand.
Students obviously feel comfortable in the classroom as they ask questions throughout. They also let you know if they di not understand a word – this shows they have confidence with you and your knowledge.
You ask students direct questions when you know they know the answers – this shows you both know your students but also are able to increase the confidence of those students too.
You ask check in questions so that students are able to ask for clarity if they are unsure.
You encourage students throughout the lecture giving them the confidence to ask questions but also get things wrong without fear.


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

	Comments 
Formative assessment was measured throughout the session including discussions on assignments.
Your recap of last weeks session was good, you outlined how everything links to the assignment.
Some students are able to demonstrate their learning – the same few students engage with you throughout, it might be good to consider how you can get the whole class to engage in feedback.

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


	Comments 
Excellent subject knowledge with clear explanations of terms and concepts demonstrated throughout.
Your choice of teaching method was appropriate for this class, students were able to engage and demonstrate their learning as a result of your teaching method decisions. 
You have used some digital tools within your ppt (video) which support your teaching which is very good – although you did not show this to students you made them aware of this for future.
Your plenary to this section was very good – students commented that they were clear on what you had taught and had no questions.
Your teaching is clearly effective through student feedback, questions and their engagement.

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

	 Comments 
You demonstrate the professional values of the PSF throughout your lecture.
Respect for learners – this is demonstrated throughout the lecture, through your approach, teaching, questioning and answering of questions.
Promote participation – this is demonstrated throughout through your questioning and assessment of learning throughout.
Evidence informed approaches – through exploration of frameworks that support students learning, their assignment and have concrete examples too.
Wider context of HE – You demonstrate this through the wider exploration of the issues (immigration and nursing) in relation to health and social care. You link to industry throughout.


	Examples of good practice: 
Clear guidance and advice given to students throughout the lecture linking to their assignment.
Clear and concise exploration of the concept and framework you are outlining.
You use concrete examples throughout the lecture which means that students can see what you are discussing in practice.
Excellent subject knowledge demonstrated.
 Action points: 
Consider releasing the ppt for the session prior to the lecture to support the learners in your classroom.
Consider using a larger font on your slides when it is possible.

	
Observer .....Katie Gardner..........................                                                  Date  02.02.2026
 
 
Observee  L. Simona Ferraraccio                                                                           Date  02.02.2026
 
PGCert PARTICIPANTS
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences for inclusion in your portfolio along with the observation sheets.
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	Details of the Observation 
	

	Observee

	Simona Ferraraccio

	Practice Advisor / Expert peer observer

	Philip Scott

	Date of the Observation 

	11/12/25

	Campus / Location 

	Online

	Date, Time, Duration

	Lecture 11/12/25 – 1pm – 3:30 (2,5 hours)

	Subject Speciality 

	Digital transformation

	Type of activity 

	Lecture and group work

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



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


	 Comments 
Very clear and logical explanation, with good practical examples to illustrate difficult concepts. Appropriate level of presentation before Q&A and group activity.


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

	  Comments 
Well introduced with good flow from simple to more complicated concepts. Online teaching session which is recorded for non-attenders and for future revision.

	 Effective Learning Environments [A4:  support and guide learners /V1 Respect individual learners/diverse groups of learners]
i.e General class atmosphere, level of participation, attention, and interest.  Student attitude and ability to carry out classwork. Were learning problems identified and overcome?  Awareness of individual needs.  Attitude to students.

	Comments 
Good interaction with students.

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

	Comments 
Plentiful opportunity for questions and discussion, students prompted for examples or exceptions.

	Core Knowledge  
· K1 How learners learn, generally and within specific subjects 
· K2 approaches to teaching and or/supporting learning appropriate for subjects and levels of study.
· K3 Critical evaluation as a basis for effective practice.
· K4 Appropriate use of digital technologies / resources.
· K5 requirements for quality assurance, enhancement and  implications for practice 


	Comments 
Evidence of all core knowledge components in teaching, learning support, critical thinking, technology and assurance.

	Professional values
· V1 Respect for individual learners /diverse groups of learners
· V2 Promote engagement and learning and equity of opportunity for all to reach their potential.
· V3  Use scholarship, research or professional learning, or other evidence informed approaches as the basis of effective practise.
· V4 respond to the wider context in which higher education operates, recognising implications for practice.
· V5 Collaborate with others to enhance practice.

	 Comments 
Each professional value shown in planning, delivery, use of evidence, impact of real world context and need for collaboration.

	Examples of good practice: 
 Asking students for examples or counter-examples of the concept under discussion (e.g. simple versus complex systems).  
Action points: 
Possibly more frequent questions to students or calling each student into the discussion if the group is small enough.

	For Observee

Write a short statement to address Area of activity [A5] . Decribe how this observation will enhance your practice.

	

Observer ......Philip Scott................................................ Date   05/02/2026
 
 
Observee  L. Simona Ferraraccio                                                   Date  05/02/2026
 
PGCert PARTICIPANTS
On completion of the peer observation reports for each module, compose a short reflective paragraph on your observation experiences for inclusion in your portfolio along with the observation sheets.
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