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UNIVERSITY OF WALES TRINITY SAINT DAVID
CONTINUING PROFESSIONAL DEVELOPMENT SCHEME
FOR RECOGNITION BY THE HEA AGAINST THE
UK PROFESSIONAL STANDARDS FRAMEWORK

APPLICATION FOR FELLOW
(WRITTEN RECORD)

SECTION ONE:

	NAME
	Karen Eaton-Thomas


	FACULTY/CENTRE/SCHOOL/
DEPARTMENT
	Academic Discipline: Psychology; Yr Athrofa.


	POSITION (E.g. Lecturer/Senior Lecturer/Principal Lecturer/Head of School/Other (please specify)

	
Lecturer

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

	Lecturer: BSc Applied Psychology
Programme Director: BSc Mental Health


	LENGTH OF SERVICE AT UWTSD
(Applicants must have at least one year’s service to evidence a CPD record)

	YEARS: 5             MONTHS: 




	
APPLICATION FOR FELLOW

In your application for recognition as a Fellow of the Higher Education Academy (HEA), you are required to demonstrate fully how your continuing professional development allows you to meet the requirements for Descriptor 2, Fellow status, as outlined in the Guidance Handbook, relating to the Dimensions of the UK Professional Standards Framework (UKPSF), that is, Areas of Activity, Core Knowledge and Professional Values.

You should aim to include examples of your use of/commitment to relevant elements of the Professional Values and Core Knowledge throughout your account. Make clear how you apply appropriate Core Knowledge and how you demonstrate your commitment to appropriate Professional Values set out in the Framework.










	
General Principles to consider in preparing you application

· You will need to incorporate relevant subject and pedagogic research and/or scholarship in your approaches. How you evidence this will be dependent on the context in which you are working and the nature of the subject, discipline or profession in which you teach. 

· Ensure you provide reasons for the choice of activities you describe, and demonstrate that you reflect on your teaching practice and the students’ learning experience.

· Ensure that you explicitly incorporate how you have successfully engaged, where appropriate, in continuing professional development activity related to teaching, learning and assessment responsibilities. 

· The Assessment Panel recognises that there will be considerable variation in applications, reflecting differences in individuals’ experience, their job roles and contexts. The quality of your reflection is far more important than quantity.

· This application is a personal account so you should focus throughout on your own professional practice and decision-making.

· By applying to become a Fellow you will have the opportunity to:
· Think deeply about and thereby enhance the quality and effectiveness of your work in the area of teaching and supporting learning in HE.
· Gain national recognition for your role as a teacher and/or supporter of learning within the HE context



SECTION TWO:	Your reflective account of your Continuing Professional Development

The boxes below should be used to present your critically reflective (not descriptive) account of how your Continuing Professional Development (CPD) has enabled you to meet the UK Professional Standards Framework Areas of Activity.

For each of the Areas of Activity you should demonstrate why you chose to undertake the approach, activity or technique and show how they relate to developing learner understanding. Whilst directly addressing the Areas of Activity, you should demonstrate how you meet all aspects of the Core Knowledge and all aspects of the Professional Values and map these as appropriate.

Your application should show successful engagement in appropriate teaching practices related to the Areas of Activity, successful incorporation of subject and pedagogic research as part of an integrated approach to academic practice, and successful engagement in professional development in relation to teaching, learning, assessment, scholarship and, as appropriate, related academic or professional practices. The form will expand as you enter your information.

	A1:  Designing and planning learning activities and/or programmes of study (700 words)
Identify how you contribute to the design and planning of effective, valuable learning experiences

	Engagement in a variety of learning activities, at a variety of levels e.g.
· Micro: individual/one-to-one or small groups
· Mesa: module sessions, course or programme level
· Macro: policy, HEI, professional body level

	Evidence might include:
· Development and enhancement of session plans
· Identifying and planning different kinds of interaction with learners in various contexts
· Design or redesign curricula, modules or programmes
· Involvement in validation panels
· Use of individual’s learning materials by others (e.g. within/beyond own institution)
· Contribution to the creation of learning resource packs and computer-based or open learning materials or the development of virtual learning environments


	Write your evidence here

When planning and developing modules within a Psychology programme it is necessary to consult the benchmark statement for Psychology as outlined by QAA (QAA, 2016). These academic standards are aligned with the relevant level of study on the Qualifications Frameworks (QAA, 2014) and form the basis upon which learning outcomes are set. Furthermore, as part of the BPS accreditation agreement, it is essential that each programme of study adheres to the standards outlined as part of the accreditation process and that core modules allow learners to study the required curriculum in sufficient breadth and depth (BPS, 2016), (K1, K2).

As both a Programme Director and Lecturer on two very different Psychology programmes, I encounter a diverse range of students; many of which represent a non-traditional cohort. Consequently, I am tasked with planning and developing module content which is relevant, stimulating and transferrable to a populace with varying skill sets, experiences and commitments. It is my aim to ensure that each individual can relate to, participate within, and learn from each session in order to maximise their chances of success (V1, V2). 

Additionally, the focus on `Widening Participation` (Welsh Government, 2013) and the emphasis on `the student experience` (Universities UK, 2017), necessitates that modules have clearly defined and achievable learning outcomes suitable for a range of student populations (K2, V1, V2). Central to the planning process is the development of clear learning outcomes which are effectively linked to appropriate assessment criteria (Janowski and Makela, 2010). From these, module content can be generated based upon the knowledge and skills required. Moreover, the alignment of both teaching and assessment maximises the opportunity for student success (V1, V2, K2, K3, K4).

One example of this is the implementation of a new level four module `Psychological Approaches and Perspectives`. As with all new programme and module development, I draw upon a number of experiences and resources to inform my decisions; from conversations with colleagues, external examiner reports, personal reflections (Gibbs, 1988) and feedback from students (K2, V3). Despite Psychological perspectives being core to all Psychology programmes, students can find the concepts theoretically confusing and difficult to differentiate between. Therefore, utilising pedagogical theory, I plan the teaching of theoretical knowledge based upon the cognitive element of Bloom`s taxonomy (Bloom, 1956). Following the teaching of each perspective, learners are provided with problem-focused scenarios which allow them to access and practice their higher order skills of analysis, application and evaluation at their own pace. By allowing students the opportunity to process each approach in a logical progression also minimises the risk of cognitive overload from being presented with too much information at any one time  (Abadzi, 2006), (K1, K2, K3, K4, K5, V1, V2, V3, V4). Student feedback from module evaluation questionnaires has supported the use of these extension activities, with learners reporting that the tasks were effective in enhancing their critical thinking and evaluative skills.

A further example relates to the BSc Mental Health programme; a new, non-traditional, flexible delivery programme designed for a specific target audience, which presents its own unique challenges. The introduction of this course coincides with the government agenda and the focus on societal mental health and well-being in general. The challenge of delivering a full-time course into a primarily weekend delivery demanded the incorporation of exciting, stimulating and topical content applicable to the students` everyday work experiences whilst allowing them progression within their own field (V2, V4). Through adopting an integrative learning approach (Stiehl & Lewchuk, 2000) learners can build upon their existing knowledge, transferring and applying this across both their programme and workplace. For example, the level four introductory module prepares the students for the corresponding level five `Applied Research Skills` module. This develops and extends their knowledge and skill set, culminating in Independent Research at level six. This opportunity for massed-practice conditions (Roediger, 2013) enhances student learning and prepares them for progression within their workplace (K2, K3, K4, V4). 

A crucial element of this programme is the challenge of retaining student motivation, engagement and retention, particularly because of the programme delivery and that retention with a non-traditional cohort is frequently problematic (Yorke & Longden, 2008). This is achieved via the use of the VLE platform, regular personal tutor contact, flexible office hours and additional workshops when required. This appears effective, with retention figures at 90% and positive feedback from the bi-annual staff-student panels (K5, K6, V2). 
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	A2:  Teaching and/or supporting learning (700 words)
Identify how you engage with learners, whether in groups or individually. These encounters may be in a wide range of environments such as classrooms, seminar rooms, lecture theatres, labs, learning support centres, offices, etc.

	Engagement in appropriate teaching and learning strategies including:
· Use of a arrange of teaching approaches and modes of delivery
· Use of relevant assessment approaches with a variety of groups
· Selection based on educational evidence and values
	Evidence might include:
· Lecturing, tutorial or seminar work
· Studio, clinical, laboratory or work-based teaching
· Distance learning
· Peer assessment of teaching and or teaching observations
· Student feedback/evaluations
· Reflective diary/blog
· Learning outcomes-related indicators (e.g. relevant session plans/module materials)
· Material from online training
· Learning activities supported through the VLE (Moodle)


	Write your evidence here

Having worked as an educator for eighteen years, I consider my role to be one of a facilitator; actively engaging the learner to discover and interpret knowledge and information for themselves. I have found that a student-centred approach is more effective than a teacher-centred style of delivery; therefore I aim to create a supportive environment wherein learners are encouraged to ask questions and stimulate discussion and debate for consideration in the follow-up seminars. It is particularly important that the student feels that their contribution is valued and that they are comfortable in making a contribution to the session if they so desire (Kolb and Kolb, 2005), (K2, K3, V1, V2),.

For example, in a level four module: Social and Developmental Psychology, students are introduced to a dearth of historical and contemporary psychological theory, which can be considerably daunting. In an attempt to ensure this topic is meaningful and relevant the theoretical concepts are supported with video clips of real life examples for students to relate to and identify with. This is followed by collaborative work in small groups to discuss and consolidate their understanding of each key concept (K1, K2, K3). Based on the concept of the jigsaw classroom (Aronson, Blaney, Stephan, Sikes and Snapp, 1978), I find this approach works particularly well with level four students who comprise of a range of abilities, motivations, competencies and confidence. This has the advantage of fostering self-esteem in those students who may not have the confidence to contribute alone and also produces positive attitudes to the topic of study (Johnson, Johnson and Smith, 1991). The student feedback received for this module is particularly encouraging as learners frequently comment on the use of media technologies as a learning aide in the application of psychological theory to the real world (Ozuah, 2016), (K2, K4, K5, V1, V2, V3).

A further advantage of collaborative learning is that it provides the opportunity for students to support one another in their learning. This can benefit all learners and assist in consolidating and strengthening their knowledge (Cumming, 1983). Seeing that other students are struggling also encourages others to speak up and ask for help (De Hei, Strijbos, Sjoer and Admiraal, 2015). Moreover, team working skills are highly valued in the workplace, therefore students need to become familiar with interacting with peers and working co-operatively to prepare them for their future careers (Perkins and Saris, 2001), (V2, V3, V4).  

Two years ago I attended a CPD event regarding the use of the flipped classroom model. Whilst I found this did not lend itself well to teaching psychology at level four, at level six it is an invaluable method to use, where the learners are now confident when working with multiple sources of complex information and are well-practiced in synthesising the content. In the level six module `Psychopathology`, students are expected to develop their knowledge and understanding of multiple aetiologies and treatments of a variety of mental illnesses; from eating, mood, and anxiety disorders, to personality disorders, schizophrenia and psychosis, amongst others. This requires substantial additional research and reading; therefore by using the flipped classroom model (Abeysekera and Dawson, 2015), I am able to utilise the VLE platform to provide learners with preparatory reading, lecture notes and case studies, monitor student engagement via `ClickView` and free-up valuable teaching time to devote towards enhancing the higher order skills of application and evaluation required at level six (K1, K2, K4, V3). 

Given that we are immersed in a wider world of instantaneous online knowledge, research indicates that many learners are comfortable with working online, both collaboratively and independently (Prensky, 2001). The flipped classroom allows me to focus on the application of knowledge and foster deeper learning experiences which provide the maximum opportunity for student success. Furthermore, because students have the opportunity to view the videos, lectures and reading material before the lecture, it enables them to learn in their own time and at their own pace (Goodwin and Miller, 2013). This has also facilitated students` self-reflection of their personal learning experience and enables them to arrive at lectures with insightful contributions of their own (Stayer, 2012), (K3, K4, V1, V2, V3). 

Although initially, some learners were reluctant to participate in the flipped classroom process, when witnessing the substantial gains achieved by their fellow peers, they readily adopted the model and subsequently demonstrate deeper understanding of the module content and possess a stronger skill set in readiness for their final exams (K5).
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	A3:  Assessing and giving feedback to learners (700 words)
Show how your assessment strategies and activities are appropriate to learning experiences; your approaches to marking and moderation and how these approaches ensure that assessment is reliable and robust; and your approaches to feedback and the extent to which students are involved in the feedback process. The assessment may be formative or summative, formal or informal. 

	Engagement with appropriate assessment strategies including:
· Use of assessments relevant to learning outcomes
· Appropriate assessments for the student profile
· Engagement in formal quality assurance processes relating to assessment
· Selection and use of appropriate feedback mechanisms
	Evidence might include:
· Appropriately targeted assessment tasks
· Student evaluations
· Peer reviews
· Observation feedback
· Learning materials
· Moderation documents
· External examiner activity
· Innovative approaches to assessment and feedback
· Student responses to feedback


	Write your evidence here

There is stark comparison when I reflect back to my own undergraduate study and the limited methods of summative assessment and minimal feedback I received compared to the variety and detail of assessments and feedback provided for our psychology students today. Given that the Applied Psychology programme attracts a diverse range of learners, I acknowledge the importance of using assessment methods that combine traditional assessments such as essays, presentations and examinations, together with more innovative and applied assessment strategies to reflect the nature of our learners and the demands of the course (K1, K2, V1, V2, V3, V4). By adopting assessment tasks such as e-newsletters, awareness-raising leaflets and campaigns, intervention strategies and promotional videos, I hope that this will allow for all students to maximise their chances of success and help them develop a wider skill set for their future employment upon graduation (Brown, 2015),(K3, K4).
 
Moreover, research suggests that summative student assessment and feedback are often the source of student dissatisfaction (Soilemetzidis, Bennett, Buckley, Hillman and Stoakes, 2014), therefore it is essential that I aim to minimise this and maximise the potential for learner success. In contrast, assessments that are suitably designed to support real-life tasks, linked clearly to the learning outcomes, can be powerful tools to engage, motivate and retain students (Clouder, Broughan, Jewell and Steventon, 2009). The assessments identified above enable existing skills to be enhanced and foster the development of new skills, whilst providing sufficient diversity to ensure no student is disadvantaged through repetition of a particular task (K5, V1, V2, V3). 

In addition to their formal summative assessments, our Psychology learners have the opportunity to complete approximately three informal formative assessments per module for both immediate and ongoing indicators of their performance. It is hoped that this ipsative approach will encourage deeper learning overall (Hughes, 2014), as students gain confidence in their abilities, reflect upon their progress and aim towards their personal best (V1, V2, V3). 

Adopting this approach to assessment has led to an increase in positive comments from the external examiners across both programmes upon which I teach.  Their comments acknowledged the creative nature of the summative assessment tasks and one examiner has since adopted several assessments for use at his own institution (K1, K2, K5, K6). Additionally they commended the robust and detailed nature of the assessment, moderation and feedback procedures and likened the standards of the assessments to those of other similar psychology undergraduate programmes (V2, V4, K5, K6). 

Until fairly recently, student feedback questionnaires continued to suggest that students felt that they would benefit from additional feedback despite efforts to provide timely and detailed comments on their work. A common theme is that feedback `arrives too late` (Sambell, 2011) as a result of summative assessment, therefore the introduction of the formative tasks and the creation of an ongoing dialogue between myself and the learner was a response to aim to remedy this. Hence my current perspective on feedback is that of a relational process occurring over time, with the learner central to the process (Carless, 2013), (V3, V4). 

Rather than providing extensive written feedback on the formative work (which may have damaging consequences for the student (Varlander, 2008), I now provide verbal group feedback in seminars when many students are struggling with similar issues. This focuses on content but not grade, which is further accompanied by personal tutorials for individual progression via a feed-forward approach (Quinton and Smallbone, 2010).  This is supported by each student being assigned an e-folder to which they can download their assessed work and monitor and review their feedback and progress. This year, it is evident that by encouraging learners to view themselves as active and responsible agents in their academic progress, this reflective approach has enabled students to identify personal pitfalls and recognise areas for improvement, often before they meet for their tutorial (Duncan, 2007). (K3, K4, V3, V4).

In order to develop and encourage the students` capacity for self-reflection, I have also incorporated self and peer assessment into the lecture and seminar sessions. The online software package `Word Wall` has enabled me to devise a multitude of short assessment activities whereby learners can monitor and assess their own performance as well as the performance of others, albeit anonymously. This feedback mechanism has been well received by the students, particularly when they can view their own performance without fear of embarrassment, whilst still retaining a measure of their progress as part of the larger group (Baleni, 2015), (V3, V4, K5).   
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	A4:  Developing effective learning environments and approaches to student support and guidance (700 words)
This Area of Activity is about how you make effective use of both the formal and informal learning environment to facilitate learning. Show how your contribution to the design and development of learning environments has impacted positively on student learning and the practices you undertake to support learners including for example, tutor systems, advising, guidance and involvement in widening participation and inclusive initiatives and activities.

	Engagement with:
· Different media and technologies, both physical and virtual
· Different kinds of learners e.g. international, culturally diverse, special educational needs, disabled learners, home-based, full-time, part-time, etc.
· Different modes of learning e.g. distance-based, blended, work/practice-based, etc. 
· Personal and academic tutoring
· One-to-one advice
· Counselling

	Evidence might include:
· Reflective logs/diaries
· Peer review
· Formal and informal/unsolicited feedback from students and colleagues
· Observations of teaching/learning activities
· Evidence from electronic forms such as blogs and discussion forums

	Write your evidence here

The core values of UWTSD place learners first; championing lifelong learning, supporting students from all backgrounds and at all stages of their educational journey. My aim is to provide a consistently high standard of teaching and foster an open and supportive environment for learners to flourish. I consider myself a student-centred facilitator as opposed to a didactic educator. I hope that students find me an approachable person with whom they can feel comfortable in asking questions, discussing issues and raising concerns (Reeve, 2006),  (V1, V2).

I like to get to know each student personally, made possible because of the small group sizes of around twenty students per cohort. In the initial induction week I make use of a variety of ice-breaker tasks to become familiar with the students names, interests and backgrounds, and work towards building a mutually respectful relationship which will benefit the learning process from the outset (K3, K4), (Lowe and Cook, 2003). Becoming familiar with individual learners will allow me to better communicate with them and informs my decisions when planning collaborative group work. In addition, this first week of activities allows me to compile learner profiles for each individual student, further guiding the planning of teaching and learning activities (Shen, Wang and Shen, 2009), (V1, V2, V3, V4).

As both lecturer and programme director, a considerable amount of time is devoted to liaising with learners for both academic and pastoral support. The students studying on the flexible Mental Health programme are taught primarily on Saturdays, meaning that there is little opportunity for them to engage in the traditional university culture during the week. Additionally, the majority of university support services are closed over the weekend, which poses a problem if the students need to access them. Therefore, I have to negotiate alternative arrangements with service providers to ensure that access is made possible. It is also my role to raise the student’s awareness of the wider university culture and community and to provide them with the opportunity to foster a sense of belonging and have the best possible student experience (V2, V4, K3, K4). In order to help achieve this I hold three staff-student panels (one per term) where each student is invited to contribute, their comments are addressed and the traffic-light system is used to communicate the final outcome. To date, each issue has been successfully remedied, with student satisfaction scores remaining consistently high. 

The personal tutorial system also provides the opportunity to communicate the various processes available to the students; the ECP process, unfair practice procedures, careers advice etc. Many learners have additional learning needs, therefore I liaise closely with the learning support team in negotiating differentiated deadlines and other forms of support tailored to meet each individual`s needs. This also involves the appropriate use of colour choices for my lecture slides and ensuring that my resources are formatted in a text that is legible for all (K1, K2, K3, K4). 
The psychology team have a structured tutorial system in place to support every student, with regular meetings scheduled each half-semester. However, given the nature of the mental health programme, if a student wishes to have a meeting outside of these times, there is a degree of flexibility available for this purpose and twilight meetings can be arranged. Details of these arrangements are clearly visible on both the VLE and our office doors (McGivney, 1996), (V1, V2). 

The majority of my teaching resources are placed on the university VLE platform, to which all students have access. This system provides all of the essential information such as term dates, timetables, contact details etc. as well as providing specific module information (Heaton‐Shrestha, May, and Burke, 2009). At the beginning of each module, I ensure that the assessment information is accessible for students to view, along with detailed pro-forma`s outlining the learning outcomes, assessment marking criteria (rubric) and specific guidance for assessment completion. Whilst I am not able to control the frequency and ease of which students make use of the VLE system, I am able to ensure that everything that they need is available for them. In addition, each assessment is outlined to the students via a timetabled seminar session, using the specific pro-forma to explain the task (K1, K4, K5, K6).
 
Finally, in response to student feedback, I now ensure that the specific lecture slides for each session are available to students at least 48 hours before the lecture takes place. This enables them to read around the topic, prepare for the session and assimilate any questions that they may have (V1, K3, K4). 
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	A5:  Engaging in continuing professional development, research and the evaluation of teaching and learning related professional development (700 words)
Show how your continuing professional development in your discipline and pedagogy, incorporation of research and scholarly activity, and evaluation of your professional practices supports and enhances learning. You should demonstrate explicitly connections between your research and/or scholarly activity and your professional practice, as well as how you evaluate the effectiveness of that practice.

	Engagement in:
· Self-reflective practice
· Proactive planning
· Participation in a range of activities to extend professional learning
· Successful involvement in/completion of relevant teaching-related qualification(s) 
· Presenting or participating in conferences on teaching and learning (often discipline specific)
· Attending workshops or training events
· Engaging in per observation or peer review of teaching
· Regular departmental meetings where the discussion is about learning and teaching issues
· ‘corridor’ discussions about teaching
· Bidding for and involvement in projects or research on teaching and learning
· Implementing new approaches
· Subject and other network activities
· Reading
· Visits to other institutions/organisations
	Evidence might include:
· Portfolios related to academic/professional development
· Reflective logs
· CPD records 
· Exemplars of proactive changes in teaching/supporting learning based on own learning and research/scholarly activity
· Evidence of changes in practice following engagement with initial and/or continuing professional development, including events, conferences, training, learning, seminars, workshops, etc.
· Conference papers/presentations/etc.
· Bid and project documentation

	Write your evidence here

My formal qualifications and teaching career have equipped me with an array of knowledge and experience in a variety of educational settings. My career in education began eighteen years ago and has incorporated the delivery of A Level, Access, Pre-Access and Undergraduate provision. Alongside Psychology as my main specialism, I have taught Medical Ethics, Sociology, Anatomy and Physiology, and Health and Social Care. My qualifications include two Undergraduate Degrees; one of which is BSc Behavioural Sciences, an MSc and a PGCE (K1). 

As a member of the Association for the Teaching of Psychology (ATP) I am able to maintain contact with other professional educators, share ideas, discuss research and remain up to date with key developments in pedagogical practice. I am also a senior examiner for WJEC/EDUCAS, which involves the development, standardisation and marking of A Level scripts in Psychology, and I am member of the British Psychological Society (BPS) which is the recognised body for psychology and psychologists within the UK. Being a member of these organisations enables me to keep abreast of both teaching and professional values which continue to inform and underpin my academic activity (K2, K3, K4, K5, K6, V1, V3, V4).  

When completing my PGCE, I realised the importance of self-reflection as an integral element of the teaching process. Whilst overall module content and learning outcomes may remain unchanged between programme revalidation processes, it is unlikely that cohorts of learners will present with the same skills, abilities or challenges. Hence I have found that incorporating self-reflective practice is an essential part of the planning and development of teaching sessions (V1, V2, V4). By keeping a reflective diary, I am able to critically appraise each learning event and refer to these when planning for future sessions. By combining this with student mini-evaluations at the end of lectures, I am able to adopt a pro-active approach to students` teaching and learning experiences (Al-Eraky, 2015), (K2, K3, K4, K5). 

Peer Reviews are part of the University Quality Enhancement procedures, which provide an insightful means of sharing good practice and innovative ideas among colleagues (Thomas, Chie, Abraham, Jalarajan and Beh, 2014). My observations this year have enabled me to adopt a new skill. I observed a colleague incorporating `Panopto` into a session, in order to teach the learners a practical skill. Viewing the positive responses received, motivated me to challenge myself by learning a new skill and identifying occasions where this would be of benefit to my learners (K2, K4, K6). Similarly, `Word Wall` training has enabled me to incorporate plenary activities, quizzes and MCQ`s into lectures; all of which have been well received, as indicated by end of module questionnaires (Bernard, Borokhovski, Schmid, Tamim and Abrami, 2014), (K2, K3, K4, K5, V1, V2, V3, V4). 

Last year I completed an MSc in Applied Social and Health Psychology, which was preceded by an absence of formal study for several years. Having this opportunity was stimulating and invigorating; not only did it allow me to develop personally as an academic, but it provided me with additional skills to support and enhance the research skills of my learners (K1, K3, K4). In addition, I was given the opportunity to present my research findings at two conferences held at the University; one departmental and the other being the Nexus Conference. This afforded me the experience of presenting to fellow colleagues and peers in preparation for potential future engagements (V4). 

An unexpected consequence of my studies was observed in my students; their general levels of interest and motivation were raised, discussions regarding research ensued and conversations on post-graduate study increased. The positive responses and enthusiastic debate served to remind me of the importance of making research real to the learners; applying findings to a meaningful purpose and bringing research to life. This also highlighted the importance of research-informed practice supporting teaching and learning, and the need for continued engagement in academic research (K1, V3). In light of this, I am currently in the process of extending my MSc research into an educational setting. At my last appraisal, several avenues for research were discussed and I am in the process of preliminary plans for a research proposal which will enable me to combine my research interests along with the wider mission of Yr Athrofa and contribute to educational change (V2, V3, V4).
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SECTION THREE:	Referees

Your application must be accompanied by two references from persons who are in a position to comment on your teaching and learning practices and achievements. 

The function of your Referees is to provide an informed peer review of your eligibility for Fellow, using their knowledge of your work and the context in which you teach and/or support learning. Referees are expected to authenticate your application by commenting directly on the content of your application and to make additional, relevant comments, as they wish.

Referees should be experienced staff and be able to comment knowledgeably, and from first-hand experience, on your current role and any other relevant activities recently undertaken. At least one of your Referees should either be a Fellow, Senior Fellow or Principal Fellow of the Higher Education Academy (HEA), or an appropriate experienced member of staff working for a UK Higher Education Institution (HEI). All Referees need to be familiar with the UKPSF.

Referees should be provided with a copy of the Guidance Notes for Referees – please speak to your mentor regarding this document.

	First Referee:


	Name
	Dr Ceri Phelps

	Job Title
	Director of Academic Discipline: Psychology

	Faculty/Centre/School/Department
	Yr Athrofa

	Email address
	ceri.phelps@uwtsd.ac.uk 

	In what capacity can this individual comment on your professional practice?

Ceri Phelps is my line manager and who I am directly responsible to.





	Second Referee:


	Name
	Dr Charlotte Greenway

	Job Title
	Senior Lecturer

	Faculty/Centre/School/Department
	Yr Athrofa: Academic Discipline - Psychology

	Email address
	c.greenway@uwtsd.ac.uk 

	In what capacity can this individual comment on your professional practice?

Charlotte Greenway is the Programme Director for the BSc Applied Psychology programme upon which I teach on the Carmarthen Campus.








SECTION FOUR:	Endorsement from the Institution

You are required to provide an institutional endorsement which should come from a professional who has senior responsibility for professional development, learning and teaching within the institution, for example:

· Head of Personnel
· Head of Learning and Teaching
· Head of Academic Registry
· Dean of Faculty
· Vice Chancellor
· Senior Provost
 
	Institutional Signatory


	Name of Applicant
	Karen Eaton-Thomas

	Name of Signatory
	Christine Jones

	Job Title
	Assistant Dean

	Faculty/Centre/School/Department
	Yr Athrofa

	Email address
	c.m.jones@uwtsd.ac.uk

	
Dear Sir/Madam

Please sign below to confirm that you endorse the application for Fellow status recognition from the person named above:




Signature:___ [image: G:\AUR\Gweinyddol\Llythyron\Llofnod Christine.jpg]Date: 27/6/18
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