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PG Cert tHE – The use of Generative Artificial Intelligence (AI)- Declaration. 
MODULE CODE: UNHE 7010 
ASSESSMENT COMPONENT: Portfolio 

STUDENT NAME: Hannah Poole

STUDENT NUMBER: 2222940






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 proof reading of my portfolio 
The details are provided below:


I acknowledge the use of Grammarly (https://www.grammarly.com/) on 1 March 2024 to check my work using the prompt(s): 
1. Please check the following text for readability, grammar and syntax.
 A teaching strategy is a planned approach used by educators to deliver content, engage students, and help them achieve learning objectives (K2). It involves techniques tailored to different learning styles and aims to create an effective and supportive learning environment (K3). ‘First and foremost for strategic success, beyond the necessary understanding of the nature of strategy, is the recognition that strategic thought, action, and leadership will always be in play and subject to ongoing assessment, reassessment, and adjustment’ (Marcella, 2010, p.5). Teaching strategies can range from direct instruction and group discussions to hands-on activities and technology-based learning, all designed to enhance understanding and promote student achievement (A4 & A5).
I confirm that I have not presented any AI generated text as my own work. I confirm that I have copies of my drafts, notes, and other 
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Teaching Intervention Cycle: Revising the Assessment Portfolio
The purpose of this teaching intervention cycle is to revive and improve the assessment criteria within the sports coaching module (A1). At the beginning of this term, I was appointed as the lead lecturer for the Level 4 Sports Coaching module within the Sports Coaching degree (V5). The course is offered by Coleg Sir Gâr and delivered at UWTSD (V4). Upon reviewing the previous year’s assessment portfolio, it became clear that significant modifications were required to improve student understanding, engagement, and overall performance (K6 & A5). I’d observed that the assessment criteria were not suitable for their intended purpose and did not align accurately with the module handbook and course (V4). Rowntree (1977, p.11) explains that if we wish to discover the truth about an educational system, we must look into its assessment procedures. Last year’s students struggled with the assessment, highlighting confusion over the requirements and a lack of clarity in what was expected (K2). Their feedback made it evident that changes were necessary to create a more structured and relevant learning experience (A4 &K5). The original assessment had good intentions in developing coaching and planning skills, but in practice, it created unnecessary obstacles that hindered student progress (K6).
Assessments play a crucial role in higher education, serving as a link between learning objectives, student understanding, and academic progression (A3). They are designed to evaluate students’ knowledge, skills, and competencies, ensuring that they meet the required standards for their respective courses (A1). Baines et al. (2025, p.2) explains over the years, academics have employed varied assessment methods ranging from traditional examination frameworks (e.g. focusing purely on recall of information) to novel methods (e.g. take-home exams, poster presentations, debates) aimed at continuously improving a student’s learning, knowledge acquisition and overall success. Assessments are not only a means of measuring student performance but also an essential tool in reinforcing learning, guiding academic development, and preparing students for professional success (A3 & K2).
By exploring the purpose of assessments in higher education, and their role in achieving module outcomes and aims, and their importance in ensuring students’ academic progression (A5). ‘Assessment is a measure of learning at a given point which demonstrates your learner’s progress and achievement.’ (Gravells, 2021, p.3) It also examines the purpose of a degree and the significance of first-year assessments in preparing students for more advanced studies (V1). ‘We can recognise the power that assessment has either to support, or to hinder teaching and learning – for it exerts a profound influence on what is taught, what is learned and who succeeds in education. It is important to acknowledge the huge impact that assessment outcomes have on an individual’s learning career, their motivation to engage with educational processes and on their opportunities in life’ (Butt, 2010, p.121). Assessments in higher education serve multiple purposes. Primarily, they measure students’ comprehension and ability to apply knowledge in their chosen subject areas (K1). However, beyond simply evaluating academic performance, assessments are also designed to encourage problem solving, critical thinking, and the application of theoretical concepts in practical scenarios (K5 & A3).
One of the primary reasons we assess students is to provide feedback on their learning process (K5). Formative assessments, such as coursework, quizzes, and presentations, offer students an opportunity to understand their strengths and areas for improvement (K3). Hertiage (2010, p.7) explains that formative assessment, in particular, is something teachers do with and for students. Teachers involve students with them in the assessment, thus students and teachers are partners, both sharing responsibility for learning. Summative assessments, including final exams and major projects, measure their overall achievement in a module (K3). Through this combination of assessment types, students receive continuous guidance on their academic development (V2 & A4).
Assessments also play a fundamental role in maintaining academic standards and ensuring consistency in educational outcomes (A3 & K5). ‘The difficulty for the lecturer is to obtain a balance, allowing for sufficient flexibility for the support of the individual learning but also maintaining a structure where a whole group of students can be kept on track and allowed to learn and develop through a course, module or entire program.’ (Nicholls, 2002, p.39) Universities must ensure that students graduate with the necessary skills and knowledge to succeed in their careers (V4). Assessments provide a structured way of validating that students have met the learning objectives set out in their modules and degree programs (A3). ‘Higher education provides condition and resources for the self-formation of students and leaves a lifelong mark on graduates. The knowledge in which students become immersed shape not only skills but also value sensibilities.’ (Marginson et al, 2020). Another key purpose of assessments is to encourage independent learning (V2). Higher education is designed to promote self-directed learning, requiring students to take ownership of their progress (V4). Assessments challenge students to engage with course materials, conduct research, and develop original arguments or solutions, thereby fostering a deeper understanding of their subject (V4 & K6). These key aspects were absent from the original assessment, which prompted me to reconsider and revise the assessment format (K6). By reviewing the reassessment, I hope to achieve better alignment with the module objectives and improve clarity for students (A5 & K5). 
The purpose of this degree is to develop high-performance coaches in football and rugby (K1). My module, Sports Coaching Level 4, equips aspiring coaches with the fundamental knowledge and essential skills needed to build a strong foundation for their future careers in coaching (K1 & K3). A degree is more than just a qualification; it represents the culmination of academic development, professional skills, and critical thinking abilities (V4). It serves as evidence that an individual has met a certain standard of knowledge and expertise in a specific field (K1 & V1).
The primary purpose of a degree is to prepare students for employment or further academic study (K6). Employers seek graduates who possess not only subject-specific knowledge but also transferable skills such as problem-solving, communication, and analytical thinking (V2 & V4). A well-structured degree program ensures that students develop these competencies through a combination of theoretical and practical learning (A5). ‘The growth of sports coaching as an academic field has been useful in stimulating debate about the multidisciplinary and/or interdisciplinary nature of coaching and complexities of coaches’ work.’ (Purdy, 2018, p.18). The primary goal of this degree is to develop high-performance sports coaches by providing students with high-quality teaching and equipping them with the knowledge and understanding necessary to excel in coaching elite-level sports (V2 & A5).
A degree is more than just an academic qualification; it prepares students for their careers and personal development by equipping them with essential skills and knowledge (V2). The first year of a degree program is particularly important, as it lays the foundation for future success (K2). Assessments in the first-year help students transition into university-level learning and build the necessary skills for more advanced coursework (A4). Assessments need to be practical to ensure that students can effectively continue their studies while gaining the necessary skills for future modules (K2). ‘We need to think clearly about the purpose of assessment and ensure that it has the effects that it needs to have within the context of the course. That is, to provide students with useful information about their progress and what they can do to be more effective in their learning, and/or it needs to generate credible and defensive information for purpose of certification.’ (Ashwin, 2020, p.283). By aligning assessments with real-word applications, students can develop a deeper understanding of their subject matter and build the competencies required for their academic and professional growth (K5). Practical assessments not only reinforce learning but also help students apply theoretical concepts in meaningful ways, ultimately preparing them for the challenges of their future studies and careers (A3 & K5). 
Additionally, a degree contributes to personal growth and intellectual development (V1). Flannery & Cullinan (2014, p.2593) explains that where school leavers choose to go for higher education, what level of degree they pursue and what field of study they enrol in matter, particularly, for subsequent labour market outcomes. University education exposes students to new ideas, perspectives, and experiences that help shape their critical thinking and decision-making abilities (V2). Degrees also foster a sense of discipline, perseverance, and adaptability—qualities that are valuable in both professional and personal life (V4).
For some students, a degree serves as a stepping stone for further education, such as postgraduate studies or professional qualifications (A5). Regardless of the chosen path, higher education aims to equip students with the knowledge and skills necessary to succeed in their respective fields (V1). Drawing from my own personal experience, I have utilised my BA (Hons) degree in various ways, including employment, coaching and sports development (V4). My degree has provided me with opportunities to gain experience across multiple sporting activities, both in practical coaching settings and within the classroom through teaching (V3). It has also played a crucial role in expanding my educational knowledge, advancing my professional career and ultimately enabling me to pursue my aspirations including the commencement of this course (A5). 
The first year of a degree program is critical in laying the foundation for future academic success (K6). Forsyth (2023, p.4) explains that teachers assessing in the higher education context are likely to be setting the assessments for their own students. This means that they are less constrained in relation to the content and style of assessment and can theoretically begin with a blank sheet for each assignment task they design. Assessments in the first-year help students transition from secondary education to university-level learning, where they are expected to engage more critically with content and develop independent learning strategies (K5).
First-year assessments are typically designed to introduce students to key concepts, theories, and academic skills that they will build upon in later years (K2). Gravells (2021, p.9) explains that your main role will be to plan and deliver assessments according to the qualification requirement, or the content of any other documents or criteria which you will be assessing. These assessments help students develop essential competencies such as research skills, academic writing, and critical analysis (K2). Without a solid foundation in these areas, students may struggle with the increasing complexity of second-year coursework (A1).
One of the key roles of first-year assessments is to identify areas where students need additional support. Many universities use these assessments to gauge students’ abilities and provide targeted feedback that helps them improve before progressing to more advanced topics. ‘The first years in academic work are a time when tensions between different calls on our energies and on our range of identities resolve into a pattern that can suffuse a career.’ (Knight, 2002, p.37). In some cases, formative assessments in the first year do not contribute heavily to the final degree classification, allowing students to develop their skills in a lower-pressure environment before facing higher-stakes assessments in later years (A3 & K5).
Furthermore, first-year assessments help students develop time management and study skills that are essential for academic success (K5). University coursework requires a greater degree of self-discipline compared to previous levels of education (V2). ‘While all assessments involve questions about validity, reliability, usefulness and cost, different assessment intentions lead to such different answers that there is a strong case for regarding feedout and feedback assessment as different system.’ (Knight, 2002). By completing assessments in their first year, students learn how to balance workloads, meet deadlines, and refine their approach to studying skills that will benefit them throughout their academic journey (K1 & V4).
Assessments are directly linked to module aims and objectives, ensuring that students achieve the intended learning outcomes (K5 & A3). Each module is designed with specific aims in mind, such as introducing fundamental theories, developing practical skills, or enhancing critical thinking abilities (K2). ‘Assessment frames learning creates learning activity and orients all aspects of learning behaviour. In many courses it has more impact on learning than does teaching.’ (Bryan & Clegg, 2006, p.23) Assessments are then tailored to measure students' progress in achieving these goals (A4). 
For example, in a coaching module, the assessment required students to design a 4-week session plan for a summer camp and demonstrate their ability to apply coaching principles in practice (K1) This ensured that students not only understand theoretical concepts but also can implement them in real-world scenarios (V4). Similarly, in a research-focused module, assessments may include literature reviews or research projects that develop students' analytical and investigative skills (A4). However, coaches rarely need to organise full camps, their primary focus is on planning and delivering individual sessions (A2). This distinction contributed to some of the confusion surrounding last year’s coursework, as the assessment format did not fully align with the practical responsibilities that coaches typically undertake (K2). It was decided to remove aspects that felt like it has no concept within the module description such as finance page, full day camp schedules and organising the running of summer camps (K2 & A1). 
By aligning assessments with module objectives, universities ensure that students engage with the most relevant and important aspects of their subject (K1 & A1). This approach also helps standardise academic achievement, ensuring that all students who pass a module have demonstrated competence in the key areas outlined in the curriculum (K6).
Assessments also serve as a way for educators to evaluate the effectiveness of their teaching methods (K2). ‘Assessment is not an endpoint or terminal activity, something tacked onto the end of the unit, or done after teaching and learning have taken place. Instead, assessment comes to the fore when planning. The quality of assessment tasks that students are to complete becomes a feature of quality teaching, vital in establishing what evidence the teacher wants to collect, when and why this particular evidence.’ (Klenowski & Wyatt-Smith, 2014, p.51). If a number of students perform poorly on a module assessment, it may indicate that certain concepts were not covered or that alternative teaching strategies are needed (V3). In this way, assessments contribute to the continuous improvement of course content and delivery (A3).
Assessments are a fundamental component of higher education, playing a vital role in student learning, academic progression, and the achievement of module aims and objectives (K5). They serve multiple purposes, including evaluating student understanding, encouraging independent learning, and maintaining academic standards (K6). ‘The two types of assessment are formative and summative. Often the same techniques can be used for both, but it is the purpose of assessment which is different’ (Woolhouse et al, 2004, p.105). Formative and summative assessment will be used throughout the module e.g. coursework, quiz, question and feedback (A3).
Ultimately, well-designed assessments ensure that students not only learn knowledge but also develop the critical thinking, problem-solving, and practical skills required for their future careers (A3). Woolhouse et al. (2004, p.118) explains that assessment is an important aspect of work of all teachers and by understanding its complex nature you will be better able to assess your learners fairly, reliably and competently and thus enhance their learning in your subject area.  By aligning assessments with module objectives, we can create a structured and meaningful learning experience that prepares students for academic and professional success (V4 & A4).
The previous assessment tasked students with designing a four-week summer camp program, including session plans and a comprehensive scheme of work (K1). While this assignment held academic value, it proved overly complex, with many students struggling to grasp its purpose (K6). They found it difficult concept, a full summer camp, especially at an early stage in their academic journey (A4). Several students expressed frustration with the broad nature of the task, as they were unsure of where to begin or how to structure their coursework effectively (V1). Their feedback indicated that more guidance was needed, and that the assignment did not adequately prepare them for the demands of the second-year module (V2). Many students became overwhelmed by the scale of the task and spent more time trying to understand the logistics of running a summer camp than developing their coaching skills (K1 & K3).
One of the biggest challenges was the requirement to include a finance page, which was unrelated to the module’s core learning objectives (K1 & A1). Many students questioned its relevance and struggled to complete this section, as it required financial planning skills that were not covered within the module (K2). This element added unnecessary complexity, diverting focus away from the core purpose of the assessment—coaching and session planning (A4 & K6). Student feedback suggested that they did not find value in this aspect of the coursework, reinforcing the need for a revision (K3 & V1). Some students even expressed frustration, as they felt they were being assessed on business-related content rather than coaching, which was not the intended focus of the module (K1).
Additionally, the previous assessment lacked clear progression into the second-year curriculum (A5). It did not provide students with the necessary skills and knowledge to transition effectively into more advanced coaching concepts (A5). As a result, there was a disconnect between the learning outcomes of the first and second years, leaving students underprepared for future coursework (K3). ‘Implementing constructive alignment across whole department, faculty or institution is obviously more complex than an individual teacher implementing one or more courses.’ (Biggs and Tang, 2011, p.256) The lack of continuity in their learning experience was a major issue that needed to be addressed (K4). Groom et al (2004, p.59) explains that scaling back or changing methodologies may be necessary, possibly meaning that the results of the research will have less of an impact on the field, and may not be publishable, but we believe the primary focus of undergraduate research should be to help students gain exposure to the research process and develop research skills. For students to develop as coaches, they needed to engage with structured session planning, progressions, and an understanding of coaching styles, rather than focusing on logistical and administrative tasks unrelated to their long-term development (A1 & V1).
Given these challenges, I made the decision to redesign the assessment portfolio with a more structured and relevant focus (K6). The goal was to simplify the coursework while ensuring that it remained rigorous and beneficial to student learning (A1). Instead of creating a full summer camp program, students were now required to develop a four-week progressive session plan centred around a specific skill or drill within their chosen sport (K1). This revision provided a more realistic and manageable task, allowing students to engage with session planning in a meaningful way (A2). The change allowed students to focus on their coaching methods and the applying different coaching styles, rather than confusion and frustration in unnecessary details (A4 & A2).
Key aspects of the original scheme of work that were directly related to coaching were retained (K1). These included elements such as coaching philosophy, SMART goals, and learning styles (K1 & A1). The inclusion of fail-safes was particularly important, as it encouraged students to anticipate potential coaching challenges and develop strategies to overcome them (K1 & A2). Knight (2002) explains that students in higher education might be expected to understand material of importance in a subject area; to develop a subject specific and general skills; to become more confident that, with perseverance, they usually can have some success; and to be disposed of reflect and think strategically. This structured approach aligned more closely with the second-year module, ensuring that students were building relevant skills that would benefit their academic progression (A4). By streamlining the assessment, students could concentrate on the critical elements of effective coaching, including planning for progression, refining their coaching philosophy, and adapting to different learning styles (A3). These elements of the module were retained as they are highly relevant to both the module and the overall course (K1). They play a crucial role in helping students develop a foundational understanding of coaching principles and methods while equipping them with the fundamental skills necessary to begin their journey as a coach (K4). ‘The term ‘method’ is commonly used when referring to the strategies that coaches use in structuring and designing their sessions. This often confused or used synonymously with ‘style’; however, methods should be viewed as principles in action whereas style is a manner of self-expression’ (Cassidy et al, 2009, p.36). By keeping these components in place, students are given the opportunity to build essential knowledge and practical experience, ensuring they are well-prepared for future learning development in the field of sports coaching (K1 & A1).
To further enhance student understanding, I introduced instructional strategies aimed at increasing clarity and engagement (A2 & A4). One of the most significant changes was the provision of clear assessment criteria and examples of previous successful work (A3). ‘Making a more creative choice may enable you to match the task more closely to your intended learning outcomes or consider outcomes that are more focused on professional or thematic work.’ (Forsyth, 2023, p.62) A major issue highlighted by last year’s students was the lack of guidance on how to structure their coursework (A2). By offering concrete examples and breaking down assessment expectations, I was able to provide students with a clearer pathway (A2). This transparency was well received and helped students feel more confident in completing the assessment (V1). Several students mentioned that seeing an example of a structured session plan helped them grasp the process more effectively than written instructions alone (K1 & V1).
During the initial lessons, students were introduced to the concept of progressive practice and the importance of structured session planning (A1 & A2). They were encouraged to select a skill or drill within their sport and critically analyse how to develop it over four sessions (A1 & K1). Group discussions and brainstorming exercises allowed students to share ideas, ask questions, and refine their planning approach (A2). ‘We may be able to help the group to emerge from the collection of individual learners who have joined the class by encouraging the members to coalesce. Frequent face-to-face exchanges, together with some emotional involvement will help with this.’ (Rogers and Horrocks, 2010, p.180). These discussions fostered collaboration and ensured that students could learn from each other, gaining insights from different sports and perspectives (K3 & K4).
To support their work, I provided session planning templates and guidance on setting SMART goals (A2 & A4). Students were also encouraged to reflect on their coaching philosophy and explore different coaching styles (K4). This approach ensured that they were not just creating session plans but also understanding the theoretical foundations of effective coaching (K3). ‘When we talk about a student understanding something, what we are really saying is that he or she is capable of relating to a concept or topic in the way that an expert in that subject does.’ (Ramsden, 2003, p.41) Understanding when to adopt an autocratic, democratic, or laissez-faire coaching style was a crucial part of their learning experience, as it directly influenced how they structured and delivered their sessions (K1).
Regular progress check-ins were implemented to monitor student development and provide feedback (A4). These sessions allowed me to address any confusion early on and ensure that students remained on track (K3). Additionally, peer review activities were introduced, allowing students to evaluate each other’s work and gain valuable insights (A4). The collaborative nature of this process enhanced their understanding and helped reinforce key coaching principles (V1). Through these discussions, students became more confident in critiquing and improving their own work (A4).
The outcomes of these changes were overwhelmingly positive (A3). ‘Whether we think of ourselves as lecturers, teachers or facilitators of learning, the most important thing we do for our students is to ass their work.’ (Race, 2020, p.41). Every student successfully passed the coursework module, which accounts for 50% of their overall mark (K6). Students demonstrated a significantly stronger understanding of how to plan progressive sessions and develop athletes' skills (A1). The revised assessment not only improved their ability to structure a coaching session but also strengthened their grasp of coaching philosophy, goal setting, and learning styles (K2). Students showed a clearer understanding of progression, moving from basic drills to more advanced practices over the four-week period (K3).
At the conclusion of the module, after students had received their results, I distributed a survey to gather feedback on the module and the changes made to the assessment format (A5 & K5). The goal of this survey was to evaluate the effectiveness of the modifications and assess their impact on student learning, engagement and overall experience (K2). Rogers and Horrock (2010, p.257) explains’ this as the teachers also evaluate their work but they will have different questions to ask. They are concerned about with whether they are being effective as teachers; whether the objectives they have set are the right ones and at the right level, as well as whether they are being met.  The responses indicated that the changed were overwhelmingly well received, with students expressing a significant improvement in their understanding and confidence in completing the coursework (K6), results in Appendix 1.
The revised assessment format and it’s intended outcomes were positively embraced by the students (K3). An outstanding 100% of respondents either agreed or strongly agreed that they were provided with clear, detailed and sufficient information regarding the module coursework (A2 & A3). They acknowledged that all key aspects of the coursework had been thoroughly covered within lectures, which helped them feel well-prepared for their assignments (K1 & K5). Additionally, all students reported that they felt supported throughout their studies, with access to guidance whenever possible (V1) (Appendix 1).
A particularly notable result from the feedback was that every student believed that the coursework was well aligned with the overall course objectives (V4). They emphasised that the assessment was directly related to their learning and provided them with valuable insights that would inform their future coaching practices (K2). Many students commented that the coursework had helped them develop a deeper understanding of structured coaching, progression, and session planning which they could confidently apply in their careers (V4). One student commented, “The new coursework made so much more sense. I finally understood how to structure a session and why it’s important to plan. The examples were helpful in getting started.” Others highlighted that they felt more confident in their ability to coach effectively and saw clear connections between their coursework and real-world coaching applications (V4 & V1). Importantly, all students also stated that they felt comfortable and well-prepared to transition into their second year of study, with a strong foundation for the next stage of their academic and practical development (V4). 
In terms of academic performance, the impact of these changes was clear (A5). Compared to the previous year, where not all students successfully passed the coursework component of the sports coaching module, this year saw a 100% pass rate (K6). This dramatic improvement demonstrated the effectiveness of the revised assessment format, which provided clearer expectations, relevant content and practical application opportunities for students (K5). ‘The knowledge that students bring to a course will necessarily affect how they deal with the new knowledge being taught, and because this relationship has always been understood, the progress through an academic career has typically been governed by a student’s acquisition of prerequisite knowledge; each new course builds on an assumption about what the student has already mastered.’ (Laurillard, 1993, p.30). The results suggest that by refining the structure of the coursework with previous coaching experiences, students were better engaged with the material demonstrate their learning and achieve success (K3).
Beyond student feedback, I also received positive responses from colleagues and the course leader regarding the improvements made to the module (A5). They acknowledged that the changes had created a more effective learning experience and noted the increased level of student satisfaction and performance (V1). Additionally, students provided highly positive feedback about my teaching and support throughout the module, recognising the efforts made to ensure their success (V4). The success of this module redesign highlights the importance of continuously evaluating and adapting assessments to meet student needs, align with course objectives and enhance overall learning outcomes (A5 & K6). 
Despite the improvements, there are still areas that can be refined further (V3). While students demonstrated significant progress in session planning, continued emphasis on this skill will be necessary to reinforce their learning (K3). To further support this, integrating more peer review sessions could provide additional opportunities for students to refine their session plans based on constructive feedback (A1 & A4). Rotsaert et al (2018, p.76) clarifies that peer reviews is an assessment method in which students are actively involved in the assessment process. In peer assessment activities, students are required to reflect on the quality of peers’ work and discuss how well it corresponds with the explicitly stated goals or criteria of the work. By extending these review opportunities, students could gain more experience in assessing their own coaching effectiveness (K2 & K3). 
Another recommendation is the integration of technology to enhance the learning experience (A4). Digital tools and platforms for session planning could offer students a more interactive and efficient way to develop and submit their coursework (A3). ‘Digital devices now give us easy access to nearly unlimited amounts of information.’ (Donohue, 2015, p.125). Additionally, scaffolding more advanced coaching concepts could better prepare students for the second-year module (A4). Introducing case studies and more complex coaching scenarios would challenge students to think critically and apply knowledge in more dynamic contexts (K3). 
By refining the assessment, students now receive a clearer, more structured, and practical learning experience, equipping them with essential coaching skills that directly contribute to their professional development (K4 & A4). These improvements not only foster student confidence and competence but also enhance their ability to succeed in future coaching environments (V2). ‘Once both learning objectives and student needs are articulated, by whatever means, it becomes easier to think in terms of what the student must therefore do in order to attain the desired learning outcome’ (Laurillard, 1993, p.194) Moving forward, continuous reflection and adaptation will ensure that the coursework remains relevant, effective, and aligned with the evolving demands of the sports coaching profession (A5 & K6).
As a result of this teaching cycle review, assessment is not an final activity, something tacked onto the endpoint of the unit, or done finally after teaching and learning have taken place (A3). ‘Assessment of student learning is a fundamental function of higher education. It is the means by which we assure and express academic standards and has a vital impact on students behaviour, staff time, university reputations, league tables and, most of all students’ future lives. The national Student Survey (in the UK), despite its limitations has made more visible what researchers in the field have known for many years: assessment in our universities is far from perfect.’ (HEA, 2012, P.7). Instead, assessment comes to the forefront when planning (K6 & K5). ’The quality of assessment tasks that students are to complete becomes a feature of quality teaching, vital in establishing what evidence the teacher wants to collect, when and why this particular evidence.’ (Klenowski & Wyatt-Smith, 2014, p.51). I will continue to monitor my module and track students progress while ensuring they are developing a strong understanding of the course content (A2 & K6) If I identify a more effective method or assessment approach, I will adapt to enhance the learning experiences and support my students’ success ( V3 & V5).
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	Details of the Observation 
	

	Observee

	H. Poole

	Practice Advisor / Expert peer observer

	L. Tregoning (Sports coaching course leader)

	Date of the Observation 

	23.10.2024

	Campus / Location 

	Carmarthen

	Date, Time, Duration

	23.10.2024, 1:30pm – 2:30pm

	Subject Speciality 

	Coaching styles

	Type of activity 

	Interactive lesson plan

	[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]
i.e. Preparation, selection and organisation of content.  Choice of teaching/learning methods. 


	 Comments 
Effective preparation, careful selection of resources, and organisation of content were key in delivering the lesson on coaching styles (A1). A variety of teaching and learning methods were employed to engage students, including interactive discussions and practical applications (K2). Encouraging student interaction allowed them to explore different coaching styles first hand, fostering a deeper understanding of their application in real-world scenarios (A4 & V4). The structured approach ensured that the content was relevant, well-paced, and accessible, promoting active participation and meaningful learning experiences (A4 & K3). The session aimed to actively engage students in their learning experience, moving away from a traditional PowerPoint-based approach (K3).


	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. 

	At the beginning of the class, students’ prior knowledge were assessed by asking them to research coaching styles before the session (K1). They were provided with sufficient time to conduct their research, fostering a hands-on attitude towards the subject matter (A2 & A4). Throughout the session, appropriate reinforcement techniques were used to keep students on track and encourage them to answer the necessary questions (A2). Various teaching aids, including a board, flip-chart paper and pens and handouts were provided to support student engagement (K2). A student-led learning approach was successfully implemented, promoting teamwork and active participation (A4). There was a positive student-teacher rapport, with questions being raised and addressed or redirected appropriately (V1). The aims and objectives of the session were achieved through the introduction of a new teaching approach, which proved to be effective in enhancing student involvement (A4). 


	 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 learning environment fostered inclusivity, with all students actively participating in group work (A4). Student engagement was notably high throughout the lesson, as they collaborated and contributed to discussions (K3 & V1). However, with 15 minutes remaining and one more coaching style left to research, the ‘breaking news headlines’ of sports news caused a distraction, leading to a noticeable drop in focus. Efforts were made to regain students' attention and bring them back on task, highlighting the importance of maintaining a structured and focused approach until the end of the session (V1 & K4).

	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 
Flip chart paper was hung up in the classroom to facilitate assessment and discussion at the end of the session (K5). This visual aid allowed students to consolidate their understanding by reviewing key points and engaging in reflective discussions (A3 & K5). By the conclusion of the session, all students demonstrated a clear understanding of the three coaching styles, successfully differentiating between them and applying their knowledge to various scenarios (A3 & A4). This approach reinforced their learning and provided a practical way to link theory with real-world applications (V4).

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


	Students came into the session with minimal prior knowledge on the subject, which allowed for a more dynamic and participatory lesson (K1). To build on this foundation, the decision was made to engage students actively in their learning rather than relying solely on traditional teaching methods (A1). They were tasked with researching the three coaching styles and presenting their findings to the class (K3 & V1). This approach fostered student-led learning, critical thinking, and collaborative engagement (K4). By the end of the session, the aims and objectives were successfully met, as all students demonstrated the ability to identify and differentiate the three coaching styles confidently (A3 & K5).

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

	 Comments 
The lesson successfully promoted active participation among students, creating a collaborative and inclusive learning environment (A2). Respect for learners was evident through the encouragement of diverse opinions and individual contributions during discussions and presentations (V1). By involving students in researching and sharing their findings, the session also engaged them in a broader context of learning, helping them connect theoretical concepts to practical applications within coaching styles (K5 & V4).

	Examples of good practice: 
The lesson provided students with a valuable opportunity for active learning, fostering engagement by allowing them to take ownership of their education (K2).
Action points: 
Maintaining focus and keeping the group on task was a key aspect of the lesson. Effective strategies such as prompts and reminders were used to refocus the group and maintain a productive learning environment (K6).

	
Observer: L. Tregoning                                             Date: 23.10.2024
 
Observee: H. Poole                                                   Date: 23.10.2024
 
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.
The coaching styles lesson provided a valuable opportunity for student-led learning, fostering active engagement and deeper understanding of the topic (K1). The session was structured to allow students to conduct independent research on the three main coaching styles: autocratic, democratic and laissez-faire (K2 & V1). ‘Democratic behaviour involves the coach providing greater opportunities for the athletes to participate in a group decision-making process, such as practice schedule, game strategies and team rosters. Autocratic behaviour refers to a top-down management style, with the leaders making all the decisions and members being expected to follow those decisions’ (Lee et al, 2017). They were encouraged to explore different points and present their findings creatively on flip chart paper (A1). The Welsh Government (WG, 2020, p.3) explains that it’s imperative that students see the planning process as something which is done with them rather than to them. This approach helped them engage more meaningfully with the materials and enhanced teamwork and communication skills (A4).
During the research phase, students demonstrated enthusiasm and curiosity in exploring various coaching methods (K3). However, a significant challenge arose when sporting news distracted some students. Hall (2020, p.135) describes digital technology, in universities this can take a worrying turn when students or our colleagues are here in the seminar room and there in the digital world at the same time. Regaining their focus required consistent reminders and prompts, making it an effort to keep the session on track (K4). Nevertheless, through clear instructions and encouragement, the students were able to refocus and complete their research tasks (K6). 
The lesson concluded with group presentations, where students confidently shared their findings and applied their understanding to different scenarios (A3 & K5). ‘When working in groups, we need to think about what we are giving feedback for, as there are two elements to the group; the academic learning and the process of working in a group. (Sobel and Alston, 2021, p. 132). The collaborative discussions were insightful and reinforced key learning points (A2 & A3). By the end of the session, all students demonstrated a solid understanding of the three coaching styles and could distinguish their key characteristics. They effectively identified when each style might be most appropriate in coaching contexts (V2 & A3).
Overall, the lesson was successful as the aims and objectives were met (K5). The active learning approach promoted participation, respect for individual contributions and engagement in the wider context of coaching and leadership styles (V1, V2 & V4). Bean (2011, p. 149) explains active learning as the teacher presents students with critical thinking problems, gives students supervised practice at addressing them, and coaches their performance by critiquing their solutions, providing helpful intervention and advice and modelling critical thinking themselves. Despite the brief distraction challenge, the lesson provided a meaningful and interactive learning experience, equipping students with knowledge and skills they could apply in real-world coaching situations (K2 & A4). In future sessions, incorporating structured breaks or focused activities might help maintain concentration and further enhance the learning environment (A4 & V1). 
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	Details of the Observation 
	

	Observee

	H. Poole

	Practice Advisor / Expert peer observer

	L. Tregoning (Sports coaching course leader)

	Date of the Observation 

	17.02.25

	Campus / Location 

	Carmarthen Campus, Sportshall

	Date, Time, Duration

	17.02.25, 1:30pm – 3:30pm, 2 hour

	Subject Speciality 

	Coaching Styles

	Type of activity 

	Sports Coaching module L4 – Practical assessment

	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 
When teaching and designing a lesson on practical assessment, I set out clear outlines the assessment criteria and set clear expectations for students (A1 & K1). The lesson focused on key elements such as session planning, coaching delivery, and the ability to adapt to a variety of different scenarios (A1 & A2). Students will be expected to demonstrate effective communication, technical understanding, and the application of appropriate coaching styles (K2). Feedback and reflection will also be emphasised to encourage continuous improvement (A3). By providing a structured framework, students will understand how to meet the assessment objectives and develop the skills needed for future coaching roles (A2).


	 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 
The lesson was delivered through a structured presentation where the assessment criteria were thoroughly discussed with the students (A1 & A2). Handouts were provided, allowing students to take personalised notes on the marking scheme and better understand the key elements required for higher grades (K2 & K3). Open discussion was encouraged, particularly when exploring how to achieve higher marks by focusing on both major components and finer details, such as wearing the correct kit to maintain professionalism (A4 & A2). As the teacher, I ensured an interactive environment by addressing all student questions, fostering clarity and confidence in their understanding of the practical assessment expectations (A4).



	 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 practical assessment information lesson was designed to create a positive and supportive environment where students felt confident and well-prepared for their upcoming assessment (A1). The overall class atmosphere was encouraging and inclusive, with full participation from all students (A2). Most students demonstrated a high level of attention and interest, actively engaging in discussions about the assessment criteria and expectations (A4 & K3). While the general attitude was positive, some students expressed nervousness regarding the practical assessment (V1). To address this, I ensured that any questions or concerns were thoroughly answered, providing clear guidance to help ease their anxieties (A4 & K4). Learning problems were identified and effectively overcome by offering individual support where needed, clarifying assessment requirements, and reinforcing key points to ensure students felt comfortable and ready to perform at their best (K3 & A4).


	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 
The lecture was primarily directive, with limited questions posed to encourage student interaction (A3). Instructions were clear, including the assessment deadline for their practical assessments (A2). No specific examples of what the practical assessment would entail were provided, as the content is intentionally left for the students to create (A1 & K1). Throughout the term, students have been actively leading practical sessions, which has equipped them with a strong understanding of what to include (K2). This approach encourages creativity and independence, allowing students to apply their knowledge and skills gained over the course to design their own sessions confidently (K3 & V1). Despite this, any questions raised by students were addressed thoroughly and effectively, providing helpful and constructive guidance to support their progress (A3).

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


	Comments 
The lecturer demonstrated strong subject knowledge, effectively guiding the class through the session (K1). The teaching method was primarily directive, however included class involvement by interactive discussions (A2 & K2). Despite this, the students remained engaged and focused, actively working on developing their LinkedIn profiles (A2 & K3). Students will have two weeks to create their session plans for the practical assessment, which they will then deliver to their fellow peers (A3 & A4). This timeframe allows students to thoroughly plan, refine, and structure their sessions, ensuring they can apply the skills and knowledge developed throughout the term (K1 & A4).


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

	 Comments 
The session also acknowledged the wider context of higher education, emphasising the importance of session plans and coaching (A3 & V5). Session plans are a crucial element in coaching as they provide structure, clarity, and direction for both the coach and the participants to use in any sporting environment (V4). A well-constructed session plan ensures that coaching sessions are organised, goal-oriented, and tailored to the needs of the individuals or team (V2 & V3).


	Examples of good practice: 
 Subject knowledge
Understanding how explain the assessment criteria
Have all students engaged in the task
 
Action points: 
Being able to provide an example of good practise
Use of questioning


	
Observer: L. Tregoning                                               Date  17.02.2025
 
Observee  H. Poole                                                  Date  17.02.2025
 
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.

The lesson on reviewing the assessment criteria for the practical assessment in the Sports Coaching degree was overall a positive and engaging experience (A1 & K1). The primary objective was to ensure students fully understood the marking breakdown and what was expected of them in their upcoming assessments. ‘Having introduced what, the students are going to do, development is the stage when you should tell them the how and why. This needs to be clear and as thorough as possible – both parts. Without the why, they don’t have a purpose; without the how, they don’t have the direction.’ (Lockyer, 2016, p. 27) To achieve this, we went through the marking criteria online, providing a clear breakdown of each section and the marks allocated (A3). Additionally, handouts were distributed to give students a material resource where they could make personal notes, encouraging active engagement (K3 & K5).
One of the key positives of the lesson was the high level of student attention and involvement (A2). ‘In every classroom, building a strong culture of attention and engagement is critical’ (Lemov, 2020, p.57). The students demonstrated strong subject knowledge and were eager to participate in discussions, asking relevant questions and showing a genuine interest in understanding how to maximize their performance (K2 & A4). This level of interaction created an encouraging classroom atmosphere where students felt comfortable seeking clarification on any uncertainties (K3). ‘We find that teacher subject knowledge exerts a statistically and quantitatively significant impact on student achievement.’ (Metzler and Woessmann, 2012, p.487) Addressing these questions helped clear up confusion and reinforced key learning points (A5 & V1).
However, one notable challenge was the absence of concrete examples for the assessment (A3). Because the practical assessment is personal to each coach and the sessions they design, it was difficult to provide an example without influencing their creativity (K5 & A4). Lee (2004) explains that providing examples is part of the daily routine that classroom teachers carry out in the course of their lessons, and yet we rarely examine how examples are produced and what kinds of work they do in the lively context of classroom interaction. Wortham (1996, p.32) additionally adds that giving examples is a recurrent feature of teacher practice in classroom interaction. The pedagogical values of examples and their effects on learning process are wide-ranging from facilitating students’ interests (V3). Providing examples could have significantly enhanced the students' understanding and familiarity with the assessment (K2 & A2). This gap was acknowledged, but it also served as an opportunity for students to reflect on their own coaching philosophy and session structure (K6). Despite this limitation, the discussion remained productive, and students left with a clearer understanding of how to approach their assessments (K4).
Overall, the lesson was effective in developing student confidence and readiness for their practical assessments (V1 & K3). With continued support and the opportunity to ask questions, students appeared well-prepared to create and deliver their session plans successfully (A5 & K2).
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	Details of the Observation 
	

	Observee

	H. Poole

	Practice Advisor / Expert peer observer

	L. Tregoning (Sports coaching course leader)

	Date of the Observation 

	31.03.25

	Campus / Location 

	Carmarthen Campus, Sportshall

	Date, Time, Duration

	31.03.25, 10am – 12pm, 2 hour

	Subject Speciality 

	Module reflection review

	Type of activity 

	Sports Coaching module L4 – Module Reflection

	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 
As the teacher, planning and delivering the reflection lesson, my goal was to provide students with the opportunity to review their learning and provide valuable feedback on the module (A1). The lesson was structured to engage students in multiple ways, beginning with a quiz that tested their knowledge of key aspects covered throughout the academic year (A4 & K3). Following this, we reviewed marks and grades, ensuring that all students had received their results and submitted any outstanding coursework (A3). To gather structured feedback, I then provided two questionnaires for students to complete, giving them the opportunity to reflect on their experiences within the module and the course (A5). Their responses will be helpful in shaping future lesson planning (K6). The lesson concluded with an open discussion about their next steps in the degree, addressing any questions they had about the upcoming academic year (K5). The session created a positive and supportive atmosphere, allowing students to feedback while supporting their development as sports coaching students (V2).


	 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 
The reflection lesson was effective in reinforcing student learning, reviewing assessment criteria, and gathering feedback (A2). A quiz engaged students, while discussions ensured clarity on final marks and submissions (A4). Communication was clear, with both verbal explanations and questionnaires aiding understanding (A2). The strong student-teacher rapport encouraged open discussion, creating a supportive environment (K2). Overall, the lesson successfully promoted engagement, reflection, and preparation for the next academic year (K6).



	 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 class atmosphere was positive and supportive, with students engaging well in discussions and activities (A1). There was a high level of participation, especially during the quiz and feedback session, as students were eager to share their thoughts and experiences (V1 & K3). Individual needs were considered, with opportunities for students to ask questions and seek clarification on any concerns they had regarding their marks or the next academic year (A4 & K4). The open and inclusive environment helped students feel comfortable expressing their opinions, ensuring that everyone felt heard and supported (V1 & A4).



	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 
The assessments incorporated both formative and summative elements (A3). The quiz served as a formative assessment, checking students' understanding of key concepts from the module in an engaging way (A3 & K5). The open discussion provided an opportunity for students to get clarification on any concerns and ask questions, ensuring they felt supported in their learning (A4). Additionally, the questionnaires allowed myself to gather valuable feedback on my teaching methods, helping to identify areas for improvement and enhance future course delivery (V3 & K6).


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


	Comments 
The lesson used interactive and reflective teaching methods, including a quiz, open discussions, and student feedback questionnaires (K1 & K2). The learning outcomes focused on reviewing assessment criteria, clarifying final grades, and preparing students for future studies (V2). Evaluation was conducted through student feedback and participation levels, ensuring understanding and engagement (K5). While the lesson was effective in addressing student queries, some challenges, such as the lack of specific assessment examples, were noted (K6). Quality assurance was maintained through structured assessments, clear communication, and continuous improvement based on student feedback (K6 & K4).


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


	 
Comments 
Respecting participating students and promoting learning beyond higher education is essential in fostering a well-rounded educational experience (V1). Encouraging student involvement in real-world applications, such as community coaching or industry placements, helps bridge the gap between academic learning and professional practice (A1, V4 & V5). By valuing student contributions, creating an inclusive environment, and supporting their development beyond the classroom, we ensure that they gain practical skills, confidence, and a deeper understanding of their subject (V3 & A4). This approach enhances their readiness for future careers while also promoting lifelong learning and engagement in their respective fields (V4).

	Examples of good practice: 
 Subject knowledge
Variety of resources during the lesson
Feedback for students
Action points: 
Being able to provide an examples
Providing more information for next year


	
Observer: L. Tregoning                                               Date  01.04.2025

Observee  H. Poole                                                  Date  01.04.2025


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.

The lesson focused on reviewing the assessment criteria for both the coursework and practical assessment in the sports coaching degree (A1 & K1). The primary objective was to ensure students had a clear understanding of the module outcomes and what was expected of them to advance into year 2 (A2 & K2). The lesson was delivered through an online quiz, followed by a discussion, accompanied by an online questionnaire to gain feedback (A4). 
One of the key positives of the session was the high level of student participation (K3). Nicholls (2002, p.5) demonstrates that teaching and learning require a positive approach one that encourages diversity, creativity, enthusiasm and commitment to the art of teaching. Students were actively engaged in discussions, asked relevant questions, and contributed their own thoughts on the module (A4 & K3). ‘It has been suggested that good learning is stimulated by good tasks which are often done with others. A surprising amount of care may have to be taken to help people to feel comfortable working with others.’ (Knight, 2002, p.141) Their level of subject knowledge was evident, as they confidently discussed key coaching principles and strategies that they would implement (K1). The interactive nature of the session also encouraged peer-to-peer learning, as students shared their insights and clarified any uncertainties together (K4 & A4).
Another strength of the lesson was the opportunity to gain and provide feedback (K5). ‘Students should also be brought to the process of reflection’ (Biggs and Tang, 2011, p.254) Students were encouraged to express any concerns regarding the module, and these were addressed through open discussion (A3 & K5). ‘When we talk about a student understanding something, what we are really saying is that he or she is capable of relating to a concept or tropic in the way that an expert in that subject does.’ (Ramsden, 2003, p.41). Thie feedback will be analysed and incorporated into future course development to enhance the learning experience (K6 & A5). 
Their feedback on the clarity of the marking criteria and assessment expectations was valuable in ensuring they felt supported (A4 & K3). The online questionnaires at the end of the lesson allowed students to reflect on the module and provide constructive feedback on their learning experience (K6). ‘Students can sometimes make clear to a lecturer what it is they find difficult, which is why lecturers find it fruitful to ask if there are any questions.’ (Laurillard, 1993, p.190) This feedback is crucial for tutors to continuously improve teaching methods and better support students in future modules (K6 & V3).
Despite the overall success of the lesson, one notable drawback was the limited information available about their Level 5 studies for the following academic year (V4). Many students expressed interest in knowing more about the next stage of their degree, including upcoming modules and expectations (V4 & A5). While some general guidance was provided, a more detailed outline of their progression could have enhanced the session (K1). This highlighted the need for clearer communication about future studies to ensure students feel well-prepared moving forward (K1 & A1).
Overall, the lesson was productive and effective in meeting its primary goal of reviewing the year (K2). The high level of engagement and active participation contributed to a positive learning environment, and the feedback process allowed both students and tutors to reflect on the module (K3 & A4). ‘Much of what we expect students to learn may be propositional but only are there many professional disciplines in which procedural knowledge is valued, there is also an increasingly strong conviction that higher education should also develop generic attributes and contribute to students’ employability.’ (Knight, 2002, p.31) Moving forward, ensuring that students have more comprehensive information about their academic progression will help further improve the effectiveness of these review sessions (K6 & V4).




































The Use of AI in University Work: Acceptable and Unacceptable Practices
I have researched and reviewed the updated UWTSD referencing guidelines regarding the use of artificial intelligence (AI) in academic work (V4). This has allowed me to reflect on the importance of properly acknowledging AI tools and how they fit within academic integrity standards (V3). Here, I present my findings and professional thoughts on the matter (K1).
The rise of AI tools has significantly impacted how students approach academic work (K3). ‘Artificial intelligence (AI) encompasses a domain of research and advancements that have led to the emergence of machines, computers, and similar devices with human-like intelligence traits including the capacity for learning, cognitive functions, decision-making process and adaptability.’ (Chen et al, 2020) While AI offers powerful support in generating ideas, summarising complex information, and improving writing clarity, universities must carefully distinguish between acceptable and unacceptable uses to maintain academic integrity (K2 & A5). Understanding how and when AI can be ethically used is essential for students to ensure their work remains original, properly referenced, and aligned with academic standards (K4).
AI can be an invaluable tool when used appropriately in teaching and learning (V1). ‘Intelligent education systems provide timely and personalised instruction and feedback for both instructors and learners. They are designed to improve learning value and efficiency by multiple computing technologies, especially machine learning related technologies which are closely related to statistic model and cognitive learning theory.’ (Kahraman et al, 2020, p.2) During learning, students may use AI to help generate ideas, clarify difficult concepts, or improve grammar and sentence structure (K2). It can assist in rephrasing or refining writing without altering the original meaning of the student's work (A4). Additionally, using AI for research organisation such as summarising articles, creating outlines, or creating study questions can enhance productivity without compromising authenticity (A1).
When AI is used, universities often require transparency (K5). Proper referencing is crucial to acknowledge the role AI played in the creation process (K2). Neville (2010, p.8) explains that as students’ progress through higher education they are except, increasingly to become more citicial of ideas and theories and their application in models and practices. This critical approach includes the intelligent selection and presentation of ideas and an awareness of their sources; referencing is a practical manifestation of this engagement with knowledge. Some institutions mandate students to declare AI usage in their methodology or reference section, like citing a source (K5). Failing to disclose AI use may be considered plagiarism or academic misconduct (A3).
While AI can support learning, certain uses are strictly prohibited (K6). Submitting AI-generated content as one’s own work is a clear violation of academic integrity policies (A3). Using AI to write entire essays, solve complex problems, or provide research findings undermines the purpose of university assessments, which is to evaluate a student's own understanding and critical thinking (K5 & A3). ‘Artificial intelligence (AI) technologies, especially language models like ChatGTP, are revolutionising academic writing by generating human-like text and supporting thesis development.’ (Anik, 2025) Academic work must reflect independent thought, research, and analysis areas where over-reliance on AI is both unethical and counterproductive (K3).
Moreover, AI is not reliable (K1). It may produce inaccurate, biased, or outdated information, leading to factually incorrect submissions (K2). Relying solely on AI-generated responses without verifying facts through credible sources can compromise academic quality (K6). Universities expect students to engage critically with their work, something AI cannot fully replicate (A5).
AI is a powerful tool that can enhance learning when used responsibly, but it should never replace independent thought and academic honesty (K2). Universities increasingly acknowledge the role of AI in education, emphasising the importance of transparency and proper referencing (A5). For example, a study by Chassignol et al (2018, p.22) found that AI has been extensively applied in curriculum development and content personalisation, teaching and pedagogical methods, assessment and communication exchanges between teachers and students. Students must understand how to integrate AI properly, ensuring that their work remains authentic, accurate, and reflective of their own abilities (K1 & K3).
The use of AI will boost my teaching by providing innovative tools to support student learning and engagement (A2). It can help with lesson planning, offer personalised feedback, and generate diverse resources tailored to individual needs (K2). However, it is essential to use AI responsibly, ensuring that it supplements rather than replaces critical thinking and personal interaction (V1 & A4). By integrating AI thoughtfully, I can create a more dynamic and supportive learning environment that better prepares students for future challenges (A5 & K6).
















Coleg Sir Gar Induction Training – Google Drive
During the Google Drive and Classroom induction, I was introduced to essential tools and resources to navigate the digital landscape of the course (A2 & K1). The induction session aimed to familiarise myself with Google’s suite of applications, which will play a crucial role in managing and organising our academic work throughout the module (A4 & A5). ‘Induction-to-teaching is crucial to successful academic career transition, and with conventional structures within the UK universities creating limited internal opportunity for progression, movement of academics between universities is prevalent, especially in early to mid-career’ (Black & Warhurst, 2019, p.22). The session started with a walkthrough of Google Classroom, explaining how the platform would be used for accessing course materials, submitting assignments and receiving feedback on work produced by the students (A1). The seamless integration between Classroom and Google Drive allows for a streamlined workflow, enabling teachers to store, share and collaborate on documents in real time. 
Navigating through Google Drive was a key focus on the induction (K2 & V5). Moreno-Guerrero et al (2020) explains that the use of technology and all that it entails, such as applications and social networks has led to a transformation of education in all aspects. Communication and the monitoring of training processes are being transformed through these new elements gradually incorporated into the classrooms (V4). We learned how to create and organise folders to keep our documents and resources structured, a vital skill for keeping track of lecture notes, assignment drafts and shared group projects (A1). Google Drive’s sharing capabilities were highlighted as well, emphasising how easily we can collaborate with peers by granting access to shared folders or individual files (K4). This functionality supports collaborative learning and will be particularly useful for group tasks and peer reviews during the module. 
My mentor continued during the session by also covered navigating Google’s email system. We discussed best practices for communicating with tutors and peers, ensuring professional and clear email etiquette (A5). Google’s integration of emails, drive, and classroom creates an interconnected system that helps students stay organised and informed about deadlines, feedback on work and important announcements (K3 & K6). ‘How you work with your mentor will be a matter for mutual negotiation, but it is ell to do this from the outset, so you are both clear what you are trying to achieve.’ (Race, 2020, p.279). My mentor and I discussed CPD opportunities, marking expectations, and how to navigate through the system and the academic year effectively (V5)
A significant part of discussion was dedicated to the use of Artificial Intelligence (AI) in the context of academic work (V4). ‘Artificial intelligence (AI) has officially entered the higher education realm, both hypothetically and in early practice. AI will grow by 47.7 percent from 2018 to 2022 and several technological and educational powerhouses are committing substantial resources and personnel develop digital platforms that use AI.’ (Verma & Tomar, 2021, p.4) With AI becoming increasingly prominent, we explored how it could be integrated into the learning process, as well as the ethical considerations involved. The tutor encouraged an open discussion on how AI tools, such as language models or automated research assistants, can assist in generating ideas, structuring assignments and even improving writing skills (K4, A2 & A4). However, there was also an emphasis on using these tools responsibly, ensuring that students maintain academic integrity by avoiding over-reliance on AI-generated content and adhering to proper citation practices (K4). Verma and Tomar (2021) continue to explain that utilizing smart AI-controlled frameworks can extraordinarily improve the effectiveness of numerous instructive establishments.
To summarise, the Google Drive and Classroom induction provided a comprehensive introduction to the essential tools that will support our learning throughout the module (A4).  ‘Overall, in contemporary educational practice, academic staff induction programmes can help better staff relationships.’ (Nistor and Samarasinghe, 2019). The discussion on AI usage added a modern perspective, helping us consider the role of technology in our academic development while ensuring we use these tools ethically and effectively (K3, K4 & A4).

























Mini Movers App
The Mini Movers app is an innovative tool designed to support parents in fostering young children’s fine motor skills through physical literacy activity (K1). Developed through the SKIP-Cymru course, which has a strong track record of developing teachers and coaches, this app marks a significant step forward in addressing the growing concern about global declines in fine motor skill development (K2). ‘Research in the field of motor development highlights the importance of early childhood in laying of foundations for life-long physical activity’ (Barnet et al, 2009, p. 219) By focusing on the role of the parents, mini movers emphasise the critical link between active parental engagement and a child’s motor development, aiming to bridge the gap often found in early childhood and at-home activities (A2).
The Mini Movers app supports higher education students by enhancing their understanding of physical literacy in young children (K1 & V5). It provides practical experience in developing fundamental movement skills, helping students apply theoretical knowledge in real-world teaching and coaching settings (V2). This hands-on approach improves their ability to create engaging, age-appropriate activities, ultimately benefiting their professional development (V3).
Research has highlighted the worrying trend of declining fine motor skills among children which can have a long-term implication on their academic performance, self-confidence and overall competence (K6). John et al (2024) explains that physical activity plays an important role in the promotion of lifelong health and well-being of children and adolescents, encompassing both physical and mental health benefits with the World Health Organisation (WHO) recommending individuals aged 5-17 years should aim for at least 60 minutes of moderate to vigorous intensity physical activity daily. However, despite these recommendations children of all ages are failing to sustain these recommended levels of activity that was already of substantial concern before the COVID-19 pandemic (V4 & V5). ‘This issue is particularly pronounced in Wales, where it has been suggested that only 51% of children aged 3-17 met the recommended physical activity guidelines’ (Edwards et al, 2018) A recent study revealed that many parents are not only unaware of their children’s deficits in fine motor skills but also lack of understanding of the potential consequences. This lack of awareness underscores the importance of tools like mini movers, which are designed to empower parents with the knowledge and resources to make meaningful changes in their children’s development (A4, K1& K4). 
The Mini Movers app provides easy-to-use, age-appropriate activities that parents can integrate into daily routines. It simplifies physical literacy through engaging tasks that support motor, cognitive, and social skills development, fostering overall early childhood growth (V1 & V3). Simms (2023) explains that the benefits of physical literacy are widely acknowledged, with advocates recognising the importance of its development throughout the life course.
Additionally, the app embodies SKIP-Cymru’s dedication to innovation in teaching and coaching, emphasising parents’ crucial role in child development (V3). ‘The Welsh Government recognises the importance of play as a way ‘children become self aware’ and ‘learn social rules’ as well as being ‘fundamental to intellectual development’ (Dcells, 2008, p.6) By providing tools and guidance, it empowers parents to foster positive change and create an environment where children can thrive (A4). 
‘The physical play-based approach to learning afforded opportunities across many areas of learning for experiences that were traditionally delivered in physical education’ (Wainwright et al, 2018, p.4) This app will significantly enhance both my teaching and personal life by fostering a deeper understanding of the importance of early physical literacy and fine motor skill development (A2 & A4). Gallahue et al (2012) explains that teachers and coaches can manipulate different or constraints to influence the development of a new skill and ‘promote motor development of children’.  As an educator, it provides me with an innovative tool to engage parents and young learners, bridging the gap between home and classroom learning (A5). The app’s focus on active parental involvement encourages collaboration and equips me with strategies to support children holistically. Personally, it reinforces the value adaptable, accessible solutions to improve developmental outcomes, inspiring me to use technology in a meaningful way and prioritise inclusive, effective teaching methods (K2 &V3).
The app will positively impact higher education students, particularly those studying sports related courses, by providing them with a practical tool to understand and promote physical literacy in early childhood development (V2). It offers valuable insights into the importance of fine motor skills and active parental engagement, which can be applied in their future careers as coaches, teachers or fitness professionals (K1 & V3). By exploring the app’s evidence-based activities and tailored programs, students can enhance their knowledge of child development, improve their coaching techniques and develop a deeper appreciation for the role of physical literacy in lifelong well-being (K3 &A5).
In conclusion the Mini Movers app stands as a groundbreaking initiative to address the global decline in fine motor skills (V4). By raising awareness and providing practical solutions, it empowers parents to play an active role in their children’s development, ensuring a stronger foundation for their future (A4). 
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Reflective Practitioner Statement

Reflecting on my first year of lecturing in the Sports Coaching degree on a module, I can confidently say it has been a rewarding and eye-opening experience (V2 & V4). ‘The need for teachers to be agentic in analysing and reflecting on their own practice not only in light of professional standards, values and competences but also in regards to ‘their own students’ progress in the light of standards for student learning.’ (OECD, 2005, p.11). Transitioning into a teaching role presented a mixture of excitement and challenges, but overall, the year has gone very well (A5). I’ve had the opportunity to engage with enthusiastic students, deliver content I’m passionate about, and see the development of learners both academically and personally (V1). Nicholls (2002, p.8) explains that the lecturer’s responsibility is to ensure that students learn. Teaching is a very personal activity and while certain teaching styles and strategies may suit one teacher, they might be totally inappropriate for another. There is no one way to teach, provided students learn a variety of approaches and strategies that may be used. I’ve learnt that teaching strategies must be flexible and adaptable, as each group of students are different (A4). What works one year may not work the next, so it’s important to adjust methods to suit the needs of each class (A2). Zowzdiak-Myers (2023, p.82) explains that reflection on action involves looking back on action sometime after the event has taken place. Within teacher education, certain models are based on thinking about skills and competencies with a view to evaluating their effectiveness almost immediately after an attempt at implementation and then making changes to behaviour. One of the most fulfilling aspects has been watching students grow in confidence and ability, particularly during practical sessions, where their learning is actively applied and adaptive (K2). Building a rapport with students and creating an open, supportive learning environment has allowed me to develop my own teaching style and approach (A2 & K3).

Throughout this year, I’ve learnt not only about effective teaching practices, but also about time management, adapting to student needs, and how to communicate ideas and knowledge clearly and confidently (A2 & A4). ‘Higher education has become more student-centred and approaches to teaching are more influenced by student perceptions and approaches’ (Mathieson, 2015, p.129). The importance of planning, being flexible in delivery, and continuously reflecting on my methods has become central to how I teach (A4). I’ve also come to appreciate the significance of student feedback, both formal and informal, in shaping and improving the learning experience (K6).
Completing my final year of the PG Cert in Higher Education has further enhanced my skills and understanding of teaching within a university setting (V2 & V3). It has equipped me with the theoretical knowledge and pedagogical strategies needed to design effective sessions, assess learning outcomes accurately, and support students with varying needs (A5 & K2). Lafadchan et al (2004, p.2) states that according to this perspective, teaching is a culmination of one’s ability, skill, and experience in interacting with and enhancing the lives of the students. It strives to accomplish learning that is both pleasant and fruitful based on the teacher’s qualities, skill, and finesse in expanding students’ knowledge, along with optimistic attitudes and values. Through this course, I’ve explored key themes such as inclusive learning, assessment strategies, and designing lessons, all of which have strengthened my professional identity as a lecturer (A1, K1 & A2). As a result of inclusive learning I ensure that students get access to work online prior to the lessons to assist students with additional learning needs (V1, K1 & K2)
Moving forward, I aim to continue developing through reflective practice, peer collaboration, and staying up to date with developments in higher education and coaching (A5). ‘While we can all think about how well we might be doing in our careers and what we have achieved over the past year, other processes might help to give a reality check and confirm that we are on course’ (Marshall, 2015, p.36). I am committed to continuously improving as an educator, ensuring that each year I deliver higher-quality teaching, inspire student engagement, and contribute positively to their academic journey (V1 & V4). ‘I believe coaching is all about trying to develop better people, not just better players’ (Kidman, 2005, p. 26) I will continue to adapt and integrate my coaching background into my teaching journey, using the skills and experiences I've gained to enhance my approach in the classroom and support student learning. (V3 & V4).
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[image: Forms response chart. Question title: 7. The lecturer(s) has / have been good at explaining things and have made the subject interesting.. Number of responses: 8 responses.]
[image: Forms response chart. Question title: 8. The module has challenged me to achieve my best work and is intellectually stimulating.. Number of responses: 8 responses.]
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[image: Forms response chart. Question title: Did you feel supported by the tutor/lecturer/module leader throughout this module?. Number of responses: 9 responses.]
[image: Forms response chart. Question title: Did the assessments reflect what you&apos;ve learnt during the module?. Number of responses: 9 responses.]
[image: Forms response chart. Question title: Do you feel prepared for Sports Coaching Level 5?. Number of responses: 9 responses.]





[image: Forms response chart. Question title: If requested, were you provided with support from the module tutor?. Number of responses: 9 responses.]
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Coaching Strategy:
PLAN - DO - REVIEW

Comparing the similarities and difference between

coaching strategy and teaching strategy

PLAN

Coaching focuses on directing
individuals to discover their own
results by encouraging self-
reflection and active participation
in the learning process (K1). A key
part of this approach involves
defining clear goals and outcomes
to provide direction and purpose
(A1). Pankhurst (2007: 5)
emphasises the importance of
planning for successful coaching,
considering that this is what
performance in sports starts with.
Coaches have to understand the
crucial role that planning plays,
either for one single unit of training
o for a longer development period
that can span over several years
Coaches begin by assessing the
learner’s starting point, gaining an
understanding of their current
abilities, strengths, and areas for
development (K2). From there, a
strategy or set of action steps is
developed, tailored to the
individual’s needs and goals (V1 &
K3). Expectations and timelines are
then established to maintain focus,
accountability, and motivation
throughout the coaching journey
(K3). This structured approach

DO

Coaching involves direct instruction,
where the coach imparts knowledge
and skills through structured training
sessions and games (A2). 'After
planning the team’s training process,
the coach will also have to implement
it. By transforming the training plan
into reality, the coach brings more
knowledge to his team, develops
athletes and prepares them for
success. In training, the coach teaches
the athletes how to perform against
opposition. In preparation, athletes
are learning perceptual, cognitive and
motor perceptual’ (Memmert, 2015:
35-38). Once a plan is in place, it is
implemented through active practice
and engagement in the activities (A1 &
K1). Coaches closely observe the skill
and performance to ensure that
progress is being made and that
learners are applying new skills
effectively (A3). Throughout this
process, timely and constructive
feedback is provided to support
improvement, reinforce learning, and
tackle any challenges (K4). This
method ensures that learning is both
guided and measurable, promoting
continuous development in a
structured environment (A4 & V1)

REVIEW

In coaching, reflection plays a
significant role as individuals are
encouraged to consider what worked
well and what didn't throughout the
process (A3). Feedback and evidence
are gathered to evaluate progress
against set goals, allowing for a
deeper understanding of personal
development (K5 & A5). ‘For
comparison purposes, the coach
should also use performance
indicators (Hughes and Bartlett,
2002). Based on this evaluation,
coaches and learners can then adjust
their plan or next steps accordingly,
promoting continuous growth and
adaptability (K). This reflective cycle
reinforces coaching’s importance on
learner independence and tailored
development (V3 & V4). Vald (2017)
explains that a coach has to visualise
what it would take to achieve success,
and then translate this vision into a
training module where he plans,
implements and evaluates athletic
performances building up for success.
By incorporating a review phase into
the coaching cycle, coaches can
enhance their effectiveness and better
support their athletes' development
and success (K3 & A3).

helps individuals grow through
experience and self-discovery (K6).

TEACHING STRATEGIES

A teaching strategy is a planned approach used by educators to deliver content, engage students, and help them achieve
learning objectives (K2). It involves techniques tailored to different learning styles and aims to create an effective and
supportive learning environment (K3). First and foremost for strategic success, beyond the necessary understanding of the
nature of strategy, is the recognition that strategic thought, action, and leadership will always be in play and subject to
ongoing assessment, reassessment, and adjustment’ (Marcella, 2010, p.5). Teaching strategies can range from direct
instruction and group discussions to hands-on activities and technology-based learning, all designed to enhance
understanding and promote student achievement (A4 & AS).

Similarties

Coaching and teaching share several key similarities, as
both aim to improve an individual’s skills, knowledge, and
overall performance (K1 & V1). Whether in a classroom or
on the field, the core objective remains the same: to
support learners in developing their abilities and
understanding (K3). Both require careful planning and
structured delivery to be truly effective, with clear goals
and outcomes that guide the learning or athlete (A1). ‘The
majority of the teaching that a coach does occurs during
training. Training sessions imply that the coach conducts
exercises and practice units to stimulate the learning skills
of athletes, with the goal of transforming them in improved
performances during on-game situations’ (Cabral et al,
2003, p.8). This structure helps ensure that progress is not
only made but also measurable (K6).

Providing constructive feedback is another fundamental
component of both teaching and coaching (A3). It allows
learners to understand their strengths and areas for
improvement, offering them the opportunity to make
adjustments and continue to grow (A2). Assessment,
whether formal or informal, , as it helps track progress,
identify gaps in understanding, and inform future sessions
or lessons (K5).

Moreover, coaching and teaching both place value on
fostering reflective practices, encouraging individuals to
think critically about their actions, decisions, and
experiences (A4). This reflection plays a vital role in long-
term development and personal growth (K6 & V).
Ultimately, both teaching and coaching aim to empower
individuals, supplying them with the skills and mindset
needed to achieve success, adapt to challenges, and realise
their full potential (V1 & K6).

To. CONCLUDE the plan, do, review strategy has made my teaching more
structured and reflective.(Ké). It has helped me adapt my methods to better
support students, leading to more effective and engaging lessons (V4 & V5). The
coaching strategy has made my teaching more structured, reflective, and

responsive to students’ needs (K2 & A2)

Empower learners through effective coaching strategies.

Differences

The key differences between coaching and teaching stand in
their approach, with coaching fostering independence and
self-directed learning, while teaching typically follows a more
authoritative, structured model (K1). ‘Coaching can be
described as the effort that a coach invests with the aim of
obtaining certain physical and psychological abilities from the
athletes he is preparing, while also considering an
accumulation of these abilities to peak at a defined moment’
(Vlad, 2017). Coaching and teaching share several core
elements, such as the aim to support development and

learning, but they differ in their approach and focus (A2)
Coaching is usually leader-led and places a strong weight on
improving individual performance, often through personalised
goals and tailored support (K2). It encourages self-discovery
and critical thinking, helping individuals to find their own
solutions and grow at their own pace (V2 & V4)
Coaching methods are ongoing and adaptive, responding to
the needs and progress of the individual over time (K2). In
contrast, teaching is more instruction-led, focusing on the
structured delivery of knowledge. It is generally based on a set
curriculum and designed to ensure all learners meet specific
learning objectives (Ad). Teaching often follows a fixed
timeframe and provides learners with clear guidance,
explanations, and resources (A1 & AB). While coaching fosters
independence and reflection, teaching tends to offer more
direct instruction and formal evaluation (A3 & K5). Despite
these differences, both approaches aim to support learners
and contribute to their development (V1).
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