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UNIVERSITY OF WALES TRINITY SAINT DAVID
CONTINUING PROFESSIONAL DEVELOPMENT SCHEME
APPLICATION FOR FELLOW

Before you start, you will need to refer to the following documents/guidance:
[bookmark: _Int_BhH7HEMT]The Advance HE Fellowship Category Tool will help you to determine whether Fellow is the most appropriate category of Fellowship for you at this point;
+ The Professional Standards Framework for teaching and supporting learning in higher education (PSF 2023) – the award of Fellow is based on the criteria of Descriptor 2 (PSF 2023) being evidenced;
+ Fellowship Applicant Guidance and Guide to the PSF 2023 Dimensions -  Fellowship (D2).

	Fellow is based on meeting Descriptor 2 (D2) of the PSF 2023.

Your application for Fellow consists of:

· a 3,000-word reflective narrative shared across all five Areas of Activity plus citations 
There is a 3,000 word limit plus citations (overall maximum of 3,500 words). Please note that Academic Office checks the word count as part of the submission process. 
In addition, Supporting Statements from two referees (see Applicant Guidance) will need to be submitted with your application. The Supporting Statements will verify and endorse that what you write about in your Account of Professional Practice represents your practice in a genuine way.
 
Descriptor 2 is suitable for individuals whose practice with learners has breadth and depth, enabling them to evidence all Dimensions. Effectiveness of practice in teaching and/or support of high-quality learning is demonstrated through evidence of:

D2.1: Use of all five Professional Values
D2.2: Application of all five forms of Core Knowledge
D2.3: Effective and inclusive practice in all five Areas of Activity

You will need to continue to refer to the applicant guidance and Descriptor 2 of the PSF 2023 as you draft your application to ensure that you are writing to meet the requirements.
You must structure your Reflective Narrative around all five of the PSF 2023 Areas of Activity. You will be able to use the relevant boxes below to complete your draft application
When you have finalised your application you will need to send the completed form to your referees so that they can write their Supporting Statements. Please direct your referees to the Fellowship Guidance for Referees writing a Supporting Statement. The referees need to return their Supporting Statements for you to upload with your application. 

Your application is submitted first to the Academic Office via the appropriate submission link on Moodle (Advance HE Fellowship module).


SECTION ONE:

	NAME
	Sarah Hill


	INSTITUTE/CENTRE/UNIT

	Student Services


	POSITION (E.g. Lecturer/Senior Lecturer/Principal Lecturer/Director of Discipline/Other (please specify)

	
Learning Support Specialist (LSS)

	ROLE (E.g. Lecturer/Programme Director/Admissions Tutor/Module Leader/Other (please specify)

	
Learning Support Specialist (LSS)

	Referees
Please could you tick the box if you have sent in your referees’ statements (Please be aware if we do not receive your referees’ statements at the time of the submission or a maximum of 2 days after the panel submission date then your application will be passed to the next Panel meeting).
If your supporting statements are not included with your application, you must ensure your referees send their supporting statements to the Academic Office by the deadline. The Academic Office will not chase referees.
	

Yes    ☐                         No ☐

	Date of Training
	9th October 2024

	Mentor
	Dr. Christine Jones






Context statement: 


	Write your Context statement here (up to 300 words) (296 words)

My career in education began in 2000 when I became a teaching assistant at a Carmarthenshire primary school. After graduating with a BA (Hons) in Art and Design in 2004, I  worked as a peripatetic teacher, planning and delivering the art curriculum to children in Carmarthenshire primary schools. I also taught in adult and youth community settings across Carmarthenshire, Pembrokeshire and Ceredigion, and spent a brief period at a Carmarthenshire secondary school. This was followed by a decade in one-to-one learning support roles in Further Education (FE) and Higher Education (HE) concurrently, culminating in a Learning Support Specialist (LSS) role at HE, where I remain to date. 

During this time, I noticed that a significant proportion of my learners had varying degrees of difficulty with literacy, and over the years my interest in this area grew. I qualified as an Essential Skills Wales practitioner specialising in Basic Skills (Literacy) and taught groups of learners at Coleg Sir Gâr. I completed a Post-graduate Certificate in Education (PGCE), followed by a Master’s in Education (MEd) in Literacy Difficulties and Applied Linguistics. I also undertook several courses qualifying me to support adults in HE with Specific Learning Difficulties (SpLDs)  and autism spectrum condition (ASC).  Through continual professional development I became a Dyslexia Guild accredited practitioner.

I am currently employed as a LSS at the University of Wales Trinity Saint David (UWTSD), where learners are referred to me via the Government funded Disabled Students Allowance (DSA). I provide one-to-one tailored support focusing on the challenges and/or barriers those with SpLDs or ASC face. Guided by their diagnostic and needs assessments, I support students in identifying their specific needs, then help them develop, apply, and maintain strategies for success in areas such as study skills, time management, and confidence and self-esteem.





Evidencing Area of Activity 1 (A1): Design and plan learning activities and/or programmes 
	Write your Reflective Narrative here.
References and citations are to be listed in a dedicated field below. (525 words)
The mainstay of my Learning Support Specialist (LSS) role is planning and designing appropriate activities that support learners in becoming autonomous. One example was when, after sharing their lecturer feedback with me, I could see that one of my learners had struggled with planning and structuring their essay. I decided to teach them about the concept of writing frames. I had experienced previous success with learners using this Vygotskian constructivist tool, because it acts as a ‘scaffold’, supporting them to begin and maintain their writing process (Doo, Bonk and Heo, 2020, p. 61) [V3]. I knew it was important that, as a visual kinaesthetic learner (VARK, 2024), they were able to ‘picture’ the composition of the essay and get a ‘feel’ for the process, so I sketched out boxes representing the introduction, main body, conclusion and reference list, and showed the main points split into paragraphs [K1;K2]. 

I wanted to help them feel less overwhelmed, so apportioned word counts to each section to ‘chunk’ the task and reduce its perceived enormity [V1;K2]. I observed the realisation on their face as this visual depiction began to make sense [K1]. I noted that as they learned through watching and doing, ‘making thinking visible’ had enabled this learner to ‘observe, enact, and practice’ which had helped them build self-confidence in their own ability (Collins, Brown, and Holum, 1991, cited in Ertmer and Glazewski, 2019, p. 326) [K1;K3;V3]. As sessions progressed over subsequent weeks, I watched this student move from trying to emulate my modelled examples, to being able to write freely in their own hand and become autonomous [K4]. 

I have used the writing frame as a basic scaffold for inexperienced learners, but also utilised its scope to ‘stretch and challenge’ more practised writers (Gillaspy and Vasilica, 2021, p. 151) [V2;V3]. I achieved this with another, more experienced, learner by incorporating the PEEL technique (University of Hull, 2023), which helped ensure they were including sufficient synthesis, critique, and evaluation [V3;K4]. This learner later began employing the writing frame as a check guide, helping them quickly identify key areas needing refinement, thus enabling them to develop their writing skills at their own pace [V2;V4]. This aligns with Munshi et al. (2023, p. 353) who advise that scaffolding needs to be ‘adaptive’ and ‘strategic’ so that learning can advance [K2]. However, I have found that success varies between individual learners, so I am mindful that careful and timely removal of scaffolding is integral to their achievement [K2;K3].  

The enhanced quality of another learner’s written work was evident in feedback from their lecturer, who cited ‘introduction well structured’, which really boosted their confidence. They later commented ‘I had no idea writing an essay could be that straightforward!’, whilst another said ‘they tell us to write an essay, but they never explain how to do it- this is great!’ [V2;K5] I have also shared in learners’ delight at them receiving higher grades. I even had one overwhelmed student change their mind about withdrawing from their course, because they ‘felt supported and self-assured’ after being introduced to this tool, so I know my approach has wider implications for improving future opportunities as it aids retention [V2;V4;K5].



[bookmark: _Int_f5VKueqd]

Evidencing Area of Activity 2 (A2): Teach and/or support learning through appropriate approaches and environments
	Write your Reflective Narrative here.
References and citations are to be listed in a dedicated field below. (587 words)

Some of the learners I support find presentations anxiety-triggering [V1]. The reasons for this can range from fear of being judged, to concerns about memory, or issues around audience eye contact, a particular difficulty for those with Autism Spectrum Condition (ASC) [K1]. I teach strategies such as breathing techniques to stay calm and focussed, how to incorporate memory prompts into PowerPoint slides, and, for eye-contact issues, the ‘friendly faces’ and ‘triangle technique’, which I have found works well for learners. This technique involves having brief eye contact with friendly faces in the audience in a back-of-the-room, to front-right, to front-left pattern, or similar (Learner, 2023) [V3; K2]. For  me, the challenge is to find relevant frameworks that will support learners in becoming active participants in helping ease their anxiety around presentations [V2; V3;K3]. My goal is to boost the quality of their public speaking, as this skill will transfer to job interviews, in turn providing them with greater opportunities for future employment [K5].  
Through my role, I have frequently noted that insufficient topic knowledge is one of the main reasons for presentation anxiety [K3]. Experience has shown me that my neurodivergent learners need to have ample opportunity to deepen their understanding of their topic [K1;K3]. I used the Know-What-Learn (KWL) strategy (Bhattacharyya and Eizamly, 2021) with one learner, to help them self-clarify which parts they felt confident about, and identify the gaps in their knowledge [V3;K1]. I discovered that this method of inquiry-based learning, quickly made it obvious that they were more confident in presenting the topic slides they had a stronger understanding of [K3]. 
Through discussion, I helped them to analyse, question, and sort their ideas, and subsequently plan their research and learning for the week ahead [V2;K2]. I used this approach to help ensure they were more than just passively restating information [K2;K3]; this way it was active, student-centred, and a great way to build confidence [V2;K1]. This aligns with Mehta and Bhandari’s (2016) study which found that encouraging learners to convince others of their content knowledge (in support sessions, this would be me), helped them strengthen their own understandings, whilst simultaneously developing their verbal and non-verbal communication skills [V3].
Another learner had prepared their PowerPoint but explained they were ‘dreading’ their upcoming first presentation. To ease their trepidation, I collaborated with their lecturer, utilising their Statement of Compensatory Measures (SCM), to arrange a one-to-one assessment [V1;V5]. I then suggested they ‘take the stage’, run their slideshow and teach me about their chosen topic [V2;K2;K4]. We initially took a relaxed un-timed approach, where I listened carefully, asked occasional questions to gain further insight (and prompt their critical thinking), and gave positive and constructive feedback as appropriate [V2;K2]. This learner later described how standing up, expressing themselves, clarifying and organising their thought processes in this safe space had helped reinforce their topic knowledge. They also explained that having the opportunity to practise presenting their ideas, had helped them secure formats and techniques that worked better for them [K1;K4]. Repeating this weekly, up until the deadline, helped build their confidence in readiness for their formally assessed presentation in front of their lecturer [V2;K1]. 
These learners both later told me that although they were still nervous on the day, their presentations had gone a lot better than they had expected, and they had learned so much about themselves in the process [V1;K1]. The second learner did all their subsequent presentations without the need for compensatory measures, and their growth in confidence resulted in them achieving higher grades [V4].


 













Evidencing Area of Activity 3 (A3): Assess and give feedback for learning
	Write your Reflective Narrative here.
References and citations are to be listed in a dedicated field below. (608 words)

An important part of my role is evaluating a learner’s current capabilities, so that I can determine the type and level of support provision needed. Learners often share their subject lecturer feedback with me, which helps me assess the strengths in their work, and any areas needing development. This ‘unseen collaboration’ with lecturers creates valuable opportunities for me to provide additional informal feedback for learning [V5;K3]. 
For example, one learner with dyslexia expressed their disappointment regarding their lecturer feedback, saying they had not understood it, it was not what they expected, and that they felt it was an unfair judgement of their work [V1;K1]. I recognised this may be due to their ‘insecurity and negative self-image’ and a misinterpretation of the written words (Rolak et al., 2023, p. 204) [V3;K3]. I knew from past experience, that putting this learner at ease by being approachable was key to opening up an honest dialogue to ‘foster student engagement and permit early intervention’ (McCallum and Milner, 2020, p. 1) [V1;V3;K2]. 
Following discussion, I established they were unable to make a distinction between ‘critique’ and ‘criticism’ so I assisted them in using an on-line dictionary, and read the definitions aloud [K3;K4]. I had learned, from similar interactions with other learners, that hearing words as spoken dialogue with intonation could help this neurodivergent learner make sense of them (Duncan, 2018) [V2;K1;K2]. In my verbal feedback, I explained how vocabulary operates within specific contexts, and helping the learner conceptualise and account for this enabled them to interpret their lecturer’s comments [K2]. I was able to assess their understanding from witnessing the realisation on their face, whilst they also expressed how my intervention had helped them to ‘better grasp the meaning’ within the feedback [V2;K2]. 
With another learner, I encouraged in-depth discussion around their lecturer’s feedback, as Blair and McGinty (2013) suggest that this creates key opportunities for the learner to focus on, reflect, and question for clarification and understanding [V2;K2;K3]. This discussion also helped us ‘distil’ and extract the specific problems, enabling me to assess exactly where their ‘stumbling blocks’ were, a technique I learned on a professional development course (Open University, 1999-2025, np) [V3;K2;K3]. I was then able to informally assess which study skills elements they were struggling with, which helped me determine the appropriate tailored support, allowing me to act as a bridge between the lecturer’s feedback/guidance and the learner’s further development [K3; K5]. We also collaborated with their Study Assistant (SA) via regular weekly updates, so that in the SA sessions, the learner had ample opportunity to overlearn any techniques mastered during LSS sessions. In time, this learner showed clear progression, with greater self-assurance and improved grades [V5].
With a different learner I gave informal verbal feedback on ways to pick apart the terminology by, for example, breaking down vocabulary into its component parts, revealing root words and affixes, which they said they ‘really enjoyed learning about’ [V2].  I also demonstrated synonym exchange and paraphrasing, and witnessed them using these modifying techniques to help simplify texts and reveal meanings [K1]. I saw how this helped them piece together clues and help them construct meanings, a technique supported by Bangs and Binder (2016) [K2]. 
Following graduation, this learner applied for a managerial position at a care home, a role that involved reading and writing client reports. They got the job, and have recently been further promoted [K5]. They told me that the tools I provided ‘were really helpful’ enabling them to continue to decipher meanings of new vocabularies they come across in workplace [V4;K5]. Witnessing their success demonstrated to me that my oral feedback, practical resources, support and intervention were effective [V4].




Evidencing Area of Activity 4 (A4): Support and guide learners
	Write your Reflective Narrative here.
References and citations are to be listed in a dedicated field below. (582 words)

Supporting and guiding learners is a key feature of my role as a LSS. So, in order to do this successfully, I provide a confidential, caring and non-judgmental setting, where they feel safe and able to discuss sensitive matters [V1;V4]. For instance, when one learner arrived looking anxious and stressed I greeted them in a warm and friendly way to put them at ease, because I knew that to be in a ‘good place’ where learning could happen, other stressors needed to be resolved first [V1;K3]. I actively listened offering empathy and understanding, and feeling heard and valued helped this learner de-stress, ensuring the remainder of their time with me was fruitful in terms of progressing with their academic work [V3;K2]. This aligns with Maslow’s (1943, cited in Acquah et al., 2021, p. 26) concept that ‘…lower-level needs…must be satisfied first, before the higher-level needs come into play’ [V3].
Another learner with Attention Deficit Hyperactivity Disorder (ADHD) recently disclosed that they had decided to withdraw due to financial difficulties affecting their mental health, attendance and engagement with their studies [V4]. Listening carefully, I helped them explore their key concerns, encouraging them to write down, then organise them in order of priority [K2;K3]. I signposted the learner to our University support services, helping them arrange appointments with their Programme Manager, Wellbeing, and Money Support teams, so that each specific area of concern could be explored with an appropriate expert member of staff [V5]. I wanted to help them to get a perspective on things, find a way forward, and ultimately enable them to function effectively [K1;K2]. 
I also facilitated these interventions to help decrease procrastination and increase feelings of empowerment, success, and achievement via self-reward for effective task completion [V2;K2]. Hartung et al. (2022) cites these struggles as common in people with ADHD, along with feelings of overwhelm and procrastinating behaviours [V3]. This learner said my intervention had subsequently raised their confidence and motivated them to take active steps to complete and submit their remaining assignments, and they now feel ‘hopeful’ of a resolution [V2]. I also received an email from their Programme Manager thanking me for going ‘above and beyond’ in helping to ensure the best possible outcome in this current ongoing situation [V5]. 
Another learner with ADHD mentioned they were struggling to engage with a group project and felt frustrated at the general lack of progress. I listened carefully whilst they vented their thoughts and feelings [V1]. From this, I deduced that the dynamic and effectiveness of the group was being hampered due to uncertainty around individual roles and responsibilities and knew an intervention was needed to help resolve things [K3]. I recommended we explore and discuss a couple of book chapters focussing on ‘people skills’ and ‘working with others’ (Cottrell, 2010; Cottrell, 2013) [V3]. I chose this particular author as her books are neurodivergent-friendly in language and layout, making them easier to engage with and navigate [K1]. 
I noted that this approach helped the learner recognise that problems are just challenges to overcome through careful analysis, reflection, planning and action (Gibbs, 1988 cited in The University of Edinburgh, 2019, no page) [V3;K3]. I was keen to know how they had got on so that I could gauge the effectiveness of my intervention [K3]. At a follow-up session, the learner enthusiastically explained how they had made several suggestions to their group, most of which were well-received, and that the changes adopted had had a positive impact on their overall productivity [V2;V4].
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Evidencing Area of Activity 5 (A5): Enhance practice through own continuing professional development 
	Write your Reflective Narrative here.
References and citations are to be listed in a dedicated field below. (636 words)

In addition to the annual 40 hours continuous professional development (CPD) that I must do to maintain my mandatory professional affiliations for the Department for Education, a broad, nuanced and carefully choreographed skill set is needed to successfully navigate the often complex interactions I have with learners [V1;K1]. Participating in additional good quality training in diverse areas, such as suicide prevention, resilience, and sexual misconduct, has enhanced my practice by helping me refine my approach to the wide variety of situations students present at support sessions [V3;V4]. This has enabled me to provide the best tailored support which has benefitted learners and helped retain them, ensuring a positive outcome for the learner and the university [K5 ]. 

For instance, when a previously conscientious learner began to disengage with support sessions, I felt something was not right [K3]. She later confided in me that she was a victim of domestic violence and harassment, and was being supported by social services and the police. I immediately felt out of my depth as I had no experience of this, so I signposted her to our Wellbeing Team [V1;V5]. However, I also wanted to be able to support her appropriately within the boundaries of my role, so, when the opportunity later arose, I undertook the Domestic Violence, Stalking and Harassment Training provided by South Wales Police [V3]. 

In the training, I learned the importance of listening without judgement, using supportive language, and validating feelings [V3]. This empowered me to feel confident that I was responding to this learner in an appropriate professional manner [V1;V4]. We had agreed to allow a 10-15 minute check-in at the start of each LSS session, so that she could ‘unload’ [V1]. She called this her ‘safe space’ and explained it had helped her feel better understood, and had given her a reason to re-engage with the support [V1; V2]. She also said I had helped restore her drive to work hard for her final submissions, as she was determined she wanted a fulfilling career and to be a positive role model to her children [V4]. Cotton’s (2017, p.70) study found that ‘support for vulnerable students can “tip the balance” in favour of success, and help them develop the resilience required for successful completion…’ [V3;V4].

Another learner with dyslexia arrived at her support session on one occasion, having forgotten her resources. I praised her for turning up to the session and ensured our dialogue remained positive and non-judgemental [V1;V4]. This is because experience has taught me that when students feel judged or berated, they are more likely to dis-engage with support. I decided to utilise the SPELL (Structure, Positive approaches and expectations, Empathy, Low arousal, and Links) (National Autistic Society, 2024) framework to underpin my approach to supporting her. I undertook this training opportunity with the National Autistic Society (2024) and, although directed at ASC learners, I have found it invaluable in helping me support all my learners, whatever their diagnosis [V1;V3;K2]. This is because it recognises the individual and unique needs of each learner, and emphasises that planning and intervention be organised on this basis [V1;K1;K2;K4]. 

Through empathetic yet constructive discussion, I was able to evaluate what could be achieved without resources, and then outlined a clear structure to the session, reassuring the learner whilst managing her expectations [K3]. I then focussed on teaching appropriate strategies to help her become better organised moving forward [K2]. I utilised the ‘notes’ and ‘calendar’ functions on her mobile phone, to help her devise and record a clear plan for the week ahead, as well as a resource check-list for the days she attends university [V2;K2;K4]. This learner left the session expressing ‘renewed motivation’; the SPELL training enhanced my practice in that it enabled me to manage this situation effectively, so that the learner still benefitted from the session [V2;V4].
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	Write any references or citations used in any Areas of Activity here: (527 words) 
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Your application (including the two Supporting Statements from your referees) is submitted first to the Academic Office via the appropriate submission link on Moodle (Advance HE Fellowship module).
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Appendix E2.09         UNIVERSITY OF WALES TRINITY SAINT DAVID   CONTINUING PROFESSIONAL DEVELOPMENT SCHEME   APPLICATION  FOR FELLOW     Before you start,  you will need to refer to the following documents/guidance:   The Advance HE  Fellowship Category Tool   will help you to determine whether Fellow is the  most appropriate category of Fellowship for you at this point;   +   The  Professional Standards Framework for teaching and supporting learning in  higher education   (PSF 2023)  –   the award of Fellow is based on the criteria of Descriptor  2 (PSF 2023) being evidenced ;   +   Fellowship Applicant Guidance   and  Guide to the PSF 2023 Dimensions  -    Fellowship  (D2) .    

Fellow   is based on meeting  Descriptor 2 (D2) of the PSF 2023 .     Your application for  Fellow   consists of :        a  3,000 - word reflective narrative shared across all five Areas of Activity plus  citations    There is  a  3,000 word limit  plus citations ( overall maximum of 3,500 words ) .   P lease note that  Academic Office checks the word count as part of the submission process.    In addition,  Supporting Statements from two referees  (see Applicant Guidance) will need to be  submitted with your application.   The   Supporting Statements  will verify and  endorse that what  you write about in your Account of Professional Practice represents your practice in a genuine  way.       Descriptor 2  is suitable for individuals whose practice with learners has breadth and depth,  enabling them to evidence all Dimensions.  Effectiveness of pract ice in teaching and/or  support of high - quality learning is demonstrated through evidence of:     D2.1: Use of all five Professional Values   D2.2: Application of all five forms of Core Knowledge   D2.3: Effective and inclusive  practice in all five Areas of Activity     You will need to  continue to refer to the applicant guidance and Descriptor 2 of the PSF  2023   as you draft your application to ensure that you are writing to meet the requirements.   You must structure your Reflective Narrative around  all five   of the PSF 2023 Areas of  Activity. You will be able to use the relevant boxes below to complete your draft application   When you have finalised your application you will need to send the completed form to your  referees so that they can write their Supporting Statements. Please direct your referees to the   Fellowship Guidance for Referees writing a Supporting Statement.  The referees need to return  their Supporting Statements for you to upload with your application.      Your application is submitted first to the Academic Office  via the appropriate submission link  on Moodle (Advance HE Fellowship module).  

