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APPLICATION FOR SENIOR FELLOW

In your application for recognition as a Senior 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 3, Senior Fellow status, as outlined in the Guidance Handbook, relating to the Dimensions of the UK Professional Standards Framework (UKPSF), that is, all Areas of Activity, all elements of Core Knowledge and all of the 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 Reflective Account of Practice and through two case studies.
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General Principles to consider in preparing you application

· You will find it very helpful to refer at all times to the relevant parts of the UKPSF. 

· The nature of Descriptor 3 is distinct from Descriptor 2 as it requires applicants to evidence a thorough understanding of effective approaches to teaching and learning and their personal influence/impact on the teaching and learning practices of others.  Therefore applicants should fully address the holistic nature of Descriptor 3, by providing evidence of a sustained record of effectiveness in relation to both personal teaching and learning practices and positive influence on the practices of others. 

· Your application is centred round the processes of continuing professional learning and development activity related to teaching, learning and assessment responsibilities. This includes appropriate research and scholarly activity and the leadership, management and administration of academic provision and support. 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.

· The standards are inclusive in nature so D3 incorporates D2.

· 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.

· 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.

· Whilst it is important that you address all of the dimensions of the Framework, given the complex and integrative nature of professional practice at this level you should avoid a mechanistic or tick-box mapping approach to ensure full coverage.

· By applying to become a Senior 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.
· Model good practice for other staff and be better able to encourage and support them to seek recognition for their own work in this area.
· Increase your influence and impact by gaining national recognition for your contribution to teaching and the support 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.

· The Advance HE Fellowship Category tool will help you to determine whether Senior Fellowship is the most appropriate category of HEA Fellowship for you at this point;
· The UK Professional Standards Framework (UKPSF) – the award of HEA Fellowship is based on the criteria of Descriptor 3 (UKPSF, 2011, p.6) being evidenced; 
· Guidance for Senior Fellow applicants and Dimensions of the Framework guidance available on the Advance HE website.

Your application for Senior Fellowship takes the form of an Account of Professional Practice consisting of:
· Context Statement (maximum 500 words not included in overall word count)
· a Reflective Account of Practice;
· and two Case Studies.
The word limit is 6,000 words shared across all three elements, with an additional 500 words for citations (overall maximum of 6,500 words), along with supporting statements from two referees.

We suggest that you use 3000words for the RAP, and 1500 words for each Case Study

You will need to continue to refer to the Advance HE guidance and the UKPSF as you draft your application to ensure that you are writing to meet the requirements of UKPSF Descriptor 3.

You will be able to use the relevant boxes below to complete your draft application. Once completed, all the guidance can be deleted and this template containing your application can be sent to your two referees so that they can write their supporting references.

When you have finalised your draft application, you will need to send this to your two referees so that they can write their supporting statements. Please direct them to the guidance notes for Senior Fellow applications.

The form will expand as you enter your information



	Context Statement (300 words)

	· Provide a brief summary of your teaching and/or support of learning experience, including the context in which you currently work, your current role and responsibilities in teaching and/or support of learning. Identify the type and location of institution(s) you work for, as this will help to set out the context for your work, but keep this brief and relevant to your role. Do not include details about the history and prestige of the institution(s), as your Account of Professional Practice is about you and your practice;
· Identify the students/colleagues that you work with; for example, student level of study (e.g. year of study, undergraduate, postgraduate, etc.), programme(s)/unit(s) of study, discipline/specialist area of work, number and types of learners, etc. For Senior Fellowship, your work with students may be more indirect, as you may work more closely with colleagues/teams/external organisations/professional bodies, etc.; in which case identify these aspects of your work;
· Outline your current and recent role(s)/experience related to coordination, support, supervision, management and/or mentoring of others related to teaching and learning (Descriptor 3.VII);
· Focus on your current or recent practice, which should be able to demonstrate your sustained impact at Descriptor 3 over the last 3-5 years;
· Please remember that your application for Senior Fellowship is based on your higher education practice; if you also work in other teaching or learning roles outside of higher education you should not include this in your application

	I am a Senior Lecturer in Initial Teacher Education within the Athrofa and Programme Manager for the PGCE with QTS. I teach on a range of programmes including the PGCE, BAEd and National MA. My multiple roles involve working with a diverse range of students. On the BAEd programme I teach Years 2 and 3 at levels 5 and 6, with cohorts of approximately 70 students. I teach at level 7 on the PGCE, including leading on Pedagogical Content Knowledge for English and teaching on core modules. Group sizes range from small seminars to 30+. 
As Programme Manager I hold responsibility for QA processes surrounding the student experience, both academic and pastoral, whilst in university and on teaching placement.

As Operational Lead for the Personal Tutor Programme, I am responsible for coordinating and creating resources to facilitate personal tutors in supporting their students in an academic, professional and pastoral capacity. I further support personal tutors by regularly communicating key messages and providing a staff handbook for further guidance. I lead a working party in evaluating provision to ensure that resources are timely and pertinent to the students’ needs. I also ensure that student voice is embedded in the programmes, being responsible for the election of student collaborators and facilitating informal meetings, to supplement formal staff student panels. 

I am a Year 3 Module Lead, supporting students’ development of research skills and conducting close to practice research. This involves creating relevant, current and accessible course content. I support a small team in delivering sessions as well as the standardisation, marking and assessment of assignments. 

As subject lead for the English PGCE cohort, I create and deliver course content that supports students in developing their pedagogical skills and subject knowledge development.  

I am currently part of the research team Camau I'r Dyfodol, working in partnership with Welsh Government and Glasgow University, facilitating and documenting discussions that support teaching practitioners in their understanding and development of pupil progression as part of Curriculum for Wales. 








	Reflective Account of Practice (RAP)

	You may wish to reflect on:
· Roles, responsibilities and experience related to teaching and supporting learning;
· Areas of research, scholarship and/or professional practice
· relevant publications and/or presentations;
· incorporation of research, scholarship and/or professional practice into teaching and supporting learning;
· links with professional bodies or wider communities.
· Involvement in teaching and learning initiatives
· institutional/nationally funded projects;
· small-medium scale investigations or awards;
· work with professional bodies;
· development and/or adoption of learning and teaching themes, for example, internationalisation,
· employability, assessment and feedback, retention, flexible learning, education for sustainability;
· dissemination of teaching and learning related expertise;
· impact of your own ongoing professional learning on your practice.
· Recognition and reward
· teaching prizes, fellowships, institutional awards for innovation;
· professional body recognition.
· Collaborating with others 
· advisory, support, co-ordination roles in teaching and supporting learning;
· leadership and management roles;
· working with colleagues to develop inclusive practice and ensure accessibility of learning for all students;
· contributing to academic collaborations with partner HEI(s);
	· Educational and staff development activity
· providing advice or coaching to staff on different pedagogic practices or learning development and support practices
· mentor roles in professional development programmes for new and inexperienced staff;
· learning and teaching workshops/seminars;
· related publications/documents;
· supervising the development of teaching assistants and research students in their learning support or teaching roles;
· creating and sharing relevant CPD or learning resources and materials internally and externally;
· Leadership, management and organisational roles within an institutional or wider higher education context
· learning and teaching/quality enhancement committees;
· programme design, approval and review process;
· quality assurance roles and responsibilities;
· contributing to the development of strategy related to supporting learning and teaching;
· leading projects/initiatives which have contributed to enhanced student learning or support;

	
Roles, Responsibilities and Experience:

My roles and responsibilities since commencing my post as a Senior Lecturer in ITE in 2020, have been multiple, diverse and expansive. They have allowed me to apply my pedagogical knowledge, skills and experience of teaching English at secondary school level within a teacher educator context, where I support our trainee teachers to become highly effective classroom practitioners (K2, V3, V4). I have taught on core and subject specific modules, including the BAEd, PGCE and National Masters’ programme (A2, K2). 

As subject lead for PGCE Secondary English, I am responsible for supporting students with developing pedagogical approaches, enhancing subject knowledge and establishing appropriate professional dispositions to support their teaching practice when out on placement (A2, K1, V4). This aspect of the programme sits within the module ECAD6008 ‘Who am I teaching?’, requiring collaboration with the wider team to ensure parity between subject domains and phases that align with module outcomes and assessment criteria, whilst allowing me flexibility to deliver content bespoke to the needs of Secondary English students (K5, V1). For example, ‘questioning’ as a broad pedagogical concept, is initially introduced to the whole Secondary PGCE cohort and I subsequently consolidate this within our subject specific domain, for example with the use of question matrices, inference squares and Blooms’ Taxonomy (A2, K1, K2). This has been highly effective in supporting students in appreciating the significance of pedagogical approaches in the wider curriculum whilst also allowing them to demonstrate their effectiveness within English as a subject in their classroom practice, as strongly evidenced in the experience templates that they have uploaded to their Professional Learning Passports (PLPs) which demonstrated a positive impact on the quality and quantity of classroom talk (A2, V4). 

As a teacher educator it is vital to model effective teaching and learning approaches that support trainee teachers’ knowledge and understanding, and how they can apply these to support learners in their own classrooms (A2, K2, K3, V4). I am meticulous in ensuring session content is firmly based upon research-informed approaches, notably the cognitive science behind Rosenshine’s pedagogical principles and the evidence-based Great Teaching Toolkit. For example, sessions begin with highly engaging starter tasks to activate prior learning (A2, K2). I also incorporate the pedagogical principles of the acronym DR ICE, applying the approaches I developed as part of the Outstanding Teacher Programme (A2, A5, K2). For example, to promote Deepening Thinking (D), I prioritise oracy development as a fundamental way of developing critical thinking skills and supporting reading and writing (K3). The focus of my dissertation for the Masters in Educational Practice, on developing the quality and quantity of classroom talk, has fortified this endeavour (A2, A4, A5, K2, K3, V3). Building upon my Philosophy for Children (P4C) training, I implemented a small group, point-scoring version that added a competitive element to secure pupil engagement (A2, A2, A5, K3). I have modelled and facilitated this innovative strategy with the Secondary English PGCE students, placing emphasis on oracy and dialogic talk as the foundation of literacy development asserted in the seminal works of both Mercer (2003) and Alexander (2020). Recent QTS reviews with trainee teachers demonstrated the practical application of these strategies in their classroom practice and their positive impact on pupils’ engagement and confidence (K5, K6, V4). 

I am highly proficient in modelling the explicit teaching of reading skills, drawing on my previous experiences as a Facilitator for First Steps: Tactical Teaching of Reading (A5, K1, K2). Students have expressed their enthusiasm for this aspect of the programme, placing value on this research-based approach that heightens their appreciation of how adolescents experience reading and allows them to ‘trial’ the strategies themselves, both in our seminars and subsequently their own classroom contexts (A2, A4, A5, K1, V3, V4). On reflection, limited time on the programme has prevented me from covering all aspects of the resource so I have prioritised content that I believe is most impactful and relevant. I intend to use student voice to further inform this process moving forward.
 

Areas of research, scholarship and/or professional practice: 

I have recently completed a Professional Doctorate in Education, the focus of my research being the ‘lived’ experiences of newly qualified teachers during induction, with a particular focus on their experiences of being mentored (A5, V3). I have presented my initial findings at an International Professional Development Association (IPDA) conference (A5, V4) and within a staff forum (A2, V3). I facilitated a professional learning session with senior mentors from our partner schools, at a recent ‘Good to Go’ event, using key findings from my research to stimulate critical discussions surrounding effective mentoring practice. Importantly, my findings suggest a paucity of evidence of educative approaches to mentoring, widely agreed to be highly effective in novice teachers’ professional learning and developing competence (Feiman-Nemser 1998; Langdon and Ward 2015).Feedback from the event was highly positive, evidencing a refinement in thinking around establishing relationships and expectations with mentees in order to support them with their professional development and meeting the government mandated Professional Standards (Welsh Government (WG) 2019) (A4, A5, K5, V4). My research has also reinforced my proficiency in facilitating critical discussions with my students, challenging their thinking and building their confidence to innovate their teaching practice and challenge the status quo (A5, V3). 
I am currently co-authoring academic articles based upon my research findings with the intention to submit to both national and international journals (A5, V3, V4).

I am part of the research team for Camau I’r Dyfodol, a prestigious Welsh Government funded project investigating and supporting education stakeholders in developing an understanding of progression across the curriculum (A4, K6, V3, V4). A key aspect of this role is to facilitate critical discussions within my sub-group, as part of multiple co-construction days across the year, which aim to interrogate understandings of learner progression and how this might be developed in school contexts (A4, A5, V3, V4). The sub-groups’ stakeholders come from diverse contexts, including teachers from primary and secondary phases, special schools, colleagues from regional consortia, as well as Estyn and Qualifications Wales (V1, V2). It requires a delicate balance of guiding discussions whilst adhering authentically to the principles of co-construction which acknowledge all voices around the table (V1, V2). The excellent quality of facilitation has been a salient feature in stakeholders’ feedback. 
At the end of the co-construction days, I report on the experiences of the co-construction process as well as key themes that may be emerging in the discussions (A5, K6, V3, V4) and this process allows me a vital opportunity to shape future sessions as part of the three-year project (K6). Phase 3 of the project is imminent and will involve me supporting practitioners in planning for progression in their own school contexts (A5, K3, K5, K6, V1, V3, V4). These experiences have afforded me a nuanced understanding of the concept of progression and current tensions surrounding this, as part of the Welsh education reform agenda. I have been pro-active in disseminating this during English subject specific sessions and as part of the ‘Bridging’ programme supporting students in understanding progression within the context of whole school and departmental curriculum design (K6, V3), resulting in students’ and partner schools’ heightened understanding of the rationale underpinning the new curriculum.

I am an examiner for the WJEC English Language qualification, Units 2 and 3. I have been applauded for my accuracy and work ethic as an examiner These experiences have sharpened my understanding of common pupil misconceptions, and I share this, along with my detailed knowledge of assessment criteria, to enhance PGCE English students’ critical engagement with the exam specifications and effective pedagogical approaches (A5, K1, V3, V4). 

Throughout my teaching career and during my time as Senior Lecturer at UWTSD I have been highly pro-active in my personal and career-long professional development. When teaching on new modules, I read extensively, engaging in academic literature to support my subject knowledge and how I disseminate this (A5, K1).  

On moving to online learning during the pandemic, I participated in a plethora of online webinars and CPD in order to provide outstanding learning experiences for my students in the virtual classroom. I made it a personal endeavour to enhance my digital skills to create a virtual classroom that applied the pedagogical principles and secured student participation. For example, I use Jamboard as an interactive task which allows me to be highly responsive to student engagement and understanding (A3, A4, K2, K4). I have researched effective online assessment for learning strategies, including efficient use of the ‘chat’ function (A3, K2, K4). I engaged with opportunities to trial new digital strategies in ‘safe’ spaces with colleagues and this has allowed me to trial Nearpod (A4, A5, K4). I am highly cognisant of the pervasive impact, both positive and negative, of Artificial Intelligence within mine and my students’ teaching practice. I am pro-active in seeking new technologies to enhance my teaching practice, and encourage students to harness it effectively in their own classroom practice. For example, I have modelled the effective use of AI to create quizzes from a video link using Quizizz (K4, V4) and guided students in using Rewordify.com to support them in differentiating resources for their learners’ literacy development  when on placement (K4, V2). Whilst the students immediately recognised the potential impact of such digital resources on the classroom practice, critical discussions evaluating such approaches evidenced secure appreciation of their potential benefits and limitations in their classroom practice (A1, A5, K1, K4, V4).

Furthermore, during the pandemic, I attended multiple webinars to improve my subject and pedagogical knowledge, notably the ResearchEd series. For example, I attended a session hosted by Tom Sherrington: ‘ Rosenshine’s Principles and Curriculum Design: Connection?’, Robert Coe’s session on ‘Shining a Light on Great Teaching’ and a session on ‘Leveraging the Science of Motivation’ delivered by Peps McCrae and Caroline Spalding. Literacy focussed sessions included Diane and James Murphy’s presentation on ‘The Bridge over the Reading Gap’ and Alex Quigley’s session ‘Closing the Reading Gap’. I have been able to apply principles explored in the curriculum designs for my modules (A5, K3, V3) and these experiences have reinforced my appreciation of the need to maintain up-to-date knowledge on effective pedagogical practice that has subsequently been impactful in my students’ classroom practice. 

The Athrofa professional learning events on decolonising the curriculum have allowed me to reflect on my own position of privilege in society and highlighted the potential ‘invisibility’ of some sectors of society. I have been able to apply this in my teaching sessions, notably with English PGCE students in discussing inclusivity surrounding texts included in the curriculum (A1, A2, A4, A5, V1, V2). It has also supported me in strengthening the session on ‘positionality’ that forms part of ECAD6010: Researching the Learning (A5, V1). We have since revisited these themes and reflected on our experiences of applying what we have learnt which has been insightful and a timely reminder that this is still a work in progress (A5, K6). 

A recent Stonewall Cymru training event  has heightened my awareness of the experiences of our students who are part of the LGBTQ community (V1, V2). This proved to be a timely and valuable professional learning opportunity which has elevated my knowledge and confidence in securing an inclusive and respectful culture in the university and this has supported me greatly when collaborating with the student representatives (A2, A4, V1, V2). 

Acknowledging that mental health issues are prevalent in young adults (Jurewicz 2015), and that the teaching profession witnesses high levels of stress (Newberry and Allsop 2017) (V4), I recently jumped at the opportunity to complete the Mental Health First Aider (MHFA) award. This has allowed me to critically reflect upon challenges that our students may be experiencing that may impact upon their sense of well-being. It has reinforced the importance of reaching out to students who may appear reluctant to communicate their experiences. I will apply this knowledge when further refining the ‘Wellbeing’ sessions that form part of the Personal Tutor Programme, to support the personal tutor team in both the prevention of mental health issues with the students they support and early intervention to avoid potential escalation of the issues (A2, A4, A5, V1, V4). 
 


Collaborating with others: 

A key aspect of my role as a curriculum tutor is to support in the ‘Bridging’ element of the wider ITE programme (A2, K1, V4). Bridging is a fundamental aspect of our partnership with schools and a vital opportunity for students to link education theory and practice (A5, K2, V3, V4). The model involves a ‘Meet’ day where students are introduced to education theory and what it might look like in practice (V3). Subsequently, they ‘Test’ these ideas over a two-week period in their school contexts and finally, they disseminate their findings in a ‘Share’ day (A2, V3, V4). It is my responsibility to co-plan these sessions with the Lead in my network of schools, and subsequently co-deliver content and facilitate critical discussions (A1, A2, A4, A5, V3, V4). These experiences have reinforced my understanding of current school practices and the ways in which trainee teachers navigate diverse school contexts with the quality of student discussions being outstanding (V4).

In recent years, I have participated in the co-construction of the Leadership modules as part of the new National MA in Education (Wales) programme (V4). This has involved me working as part of a team of teacher educators from across seven universities in Wales to design, deliver and evaluate three leadership modules: Leading organisational Change; Leading within and across Education Systems; and Leading and Managing Education Professionals (A1, A4, A5, K1, K2, K4, K6, V4). This has given me the opportunity to share expertise from my research into mentoring as a leadership strategy and my contributions have been highly valued by the wider team.
It has also given me a heightened appreciation of the principles of effective leadership in diverse contexts, both locally and internationally (A4, A5, K1, V3), and I have been able to apply these when leading others, for example in leading the change in design of the research module alongside the professional tutors and key stakeholders in school contexts (A1, K6, V4).

 

Educational and Staff Development Activity 

As part of an Athrofa learning and teaching initiative, I have actively engaged in two cycles of a peer-coaching initiative. This involves working in teams of three, focusing on an aspect of pedagogy that aligns with overall targets of the department as a whole.  The process includes joint planning a session that focuses on an agreed target before observing its delivery (A2, A4, A5, K6). Following the session, we reflect upon the experience and agree upon refinements in preparation for the next person to deliver it in their context (K5). These sessions have been challenging to coordinate, with colleagues often teaching at the same time or experiencing difficulties in scheduling planning/observation/evaluation meetings due to competing demands. They have, however, been insightful. For example, the first cycle focused on developing digital skills and this supported me in innovating my practice using Kiahlo (A4, A5, K4, K5). It also allowed me to observe Nearpod in practice and motivated me to apply it in my own module context (A4, K4). The most recent cycle focused on developing the research dispositions. Reflecting upon this experience, I reflected that rather than having three members of the ‘Researching the Learning’ team in our triad, it would be beneficial to incorporate staff from alternative module teams to see how this might be applied across subject areas and core modules. These experiences have been fed back and will hopefully shape future cycles of peer coaching (K6, V4).  

As part of a ‘Research Schools’ initiative, I was responsible for supporting school colleagues, across one academic year, in designing and conducting a professional inquiry on an aspect of classroom practice (A2, A5, V3, V4). I have effectively utilised my knowledge, skills and experience of research in this context to support school staff in framing a research question, engaging with literature, designing their research project and subsequently analysing the data (A2, K1). The teachers involved fed back how the experience had heightened their awareness of the inherent complexities in the classroom. They also expressed that the dissemination of their findings at an INSET day had been impactful and motivated others to consider close to practice inquiry (K5, K6, V4). This has strengthened my appreciation of the need to support teaching practitioners in innovating practice through close to practice research as foregrounded in Welsh education policy (Welsh Government 2017) and prompted my successful application to join the National Professional Enquiry Project (NPEP) (A2, A5, K6, V4).
 
Leadership, Management and Organisational Roles within an organisation 

As Programme Manager (PM) for the PGCE, I hold responsibility for establishing a holistic overview and quality assurance of the student experience on all aspects of the course, including their time on teaching placement (K6, V4). I make effective use of data from multiple sources and collaborate closely with key stakeholders to ensure a robust alignment between students’ teaching and academic performance and the external, government mandated requirements for meeting QTS (WG 2021) (A4, A5, K5, K6, V4).
I facilitated a Pre-Programme Workshop for the incoming cohort of students at the end of the summer term (A4, V2, V4). Feedback collected, using MS forms, was highly positive noting the value placed on building relationships prior to the course and I intend to make minor adjustments to student groupings to further improve this event (K5, K6). I supported the construction and delivery of a programme of induction events at the start of term, liaising with key stakeholders beyond the Athrofa, including the Admissions team, Library support and the Hwb to secure an excellent start to the students’ journey with us (A1, K6, V1).   
The PM role involves collating data from key stakeholders on the programme including professional tutors, personal tutors, module leads and lead practitioners in our partner schools (K5). I chair a monthly Programme Manager’s meeting which acts as a formal feedback mechanism and forum for analysis of data regarding teaching and systems effectiveness (K5). I also monitor the effectiveness of teaching through analysis of student mid and end of placement review surveys, as well as through student academic performance identified in the Healthcheck spreadsheet and from module lead feedback (K5).
I have proactively engaged in relevant training and policy documents which have impacted greatly on my performance in this role (V1). For example, I was able to apply the knowledge gained in a training session on UWTSD’s new Engagement Policy, in the co-construction of an attendance policy bespoke to the PGCE pathway (V1, V4). It further guided my practice in facilitating a supportive meeting with a student who was not meeting expectations for engagement and professional conduct (A4, V1). I have further applied this knowledge in supporting and reinforcing tutors in meeting university attendance policy regarding taking registers.
The PM role has further developed my skills, knowledge and experience in ensuring equality of experience for our students in accordance with the Equality Act (2010) (A4,V2). For example, I have engaged with university wide policy regarding student pregnancy and maternity leave to support a pregnant student. I have facilitated a meeting to complete SC17 (Student Pregnancy, Maternity, Paternity and Adoption Leave Policy: Support Form), engaging key stakeholders to ensure appropriate support is in place. To ensure the student’s success on the course, and minimise the potential for discrimination, I coordinated early communication between the student and school staff (A4, V2, V4). The student expressed how such prompt and effective support had been reassuring and greatly reduced the anxiety she was feeling (V1, V2). 

In addition to my roles and responsibilities as Programme Manager, Operational Lead for the Personal Tutor Programme and Module Lead for ECDAD6010 (detailed in the case studies that follow), I have participated in a number of working parties to support and evaluate the effectiveness of a range of programmes in the wider Athrofa programme (A2, K5, K6, V4).  

My involvement in the ‘Student Journey’ strategic group within the Athrofa provides me with an opportunity to share vital student collaborators’ feedback, as well as the ongoing evaluation of the Personal Tutor Programme in accordance with agreed targets and timeframes. It has also afforded me the opportunity to feed in ideas surrounding improving the student survey responses and evaluating recruitment and admissions processes (A5, K5, K6, V4). 

I have volunteered to participate in the quality assurance processes for student lesson planning, a vital aspect of student development (A5, K5, K6, V4). It has been a valuable experience in collaborating with the wider network of schools as well as the professional tutors which has amplified my strategic overview of the programmes and how they might complement each other (V4). It has also enabled me to diagnose misconceptions that students might have in their approaches to lesson planning which will feed into my sessions to support the next cohort of Secondary English PGCE students. This collaboration has also given me the opportunity to be a part of shaping the development of lesson plan templates (A5, K6, V4).
Engaging in these working groups has allowed me to develop a more holistic and strategic overview of the student experience.




	Guidance on Case Studies

	Your case studies should clearly demonstrate an integrated and reflective approach to academic practice that incorporates research, scholarship and/or professional practice which:
· have had a significant impact upon the co-ordination, support, supervision, management and/or mentoring of others (whether individuals and/or teams), in relation to learning and teaching
· demonstrate your sustained effectiveness in relation to learning and teaching and that you meet the criteria for Senior Fellowship
In choosing your Case Study themes, you might choose to focus on particular aspects of your work. Some ideas to prompt thinking include:
· Developing quality enhancement
· ways you interact with others to ensure appropriate alignment of teaching, learning and assessment practices;
· how you ensure that student learning within the context of your responsibilities is enriched by disciplinary and pedagogic research, scholarship and professional practice (your own and that of others);
· ways you have fostered dynamic approaches to learning and teaching through creativity and innovation.
· Supporting other colleagues
· how you have supported other colleagues to enhance their practices;
· specific examples of how you have enhanced academic practice through coordinating/managing others;
· your roles in learning and teaching projects and initiatives at departmental, institutional or in the wider HE context;
· course and programme development, review and revalidation.
· Sustained engagement with educational and staff development
· staff development activities you have facilitated (informal and formal) that enhance your colleagues’ abilities to meet the requirements of the UKPSF;
· how your contributions have promoted the student learning experience through professional development of staff under your influence and guidance e.g. through informal or formal mentoring arrangements;
· how you have disseminated your knowledge and skills in teaching and supporting learning to audiences both within and external to your institution.
· Evaluation of academic practice
· steps you have taken to develop your own practice and how you have used your own experience to enable others to reflect on and critique their own practice;
· how you support, encourage and implement evaluation processes designed to enhance the student learning experience.




	Case Study One details my contributions to teaching and learning as module lead for a ‘Researching the Learning Module’ (ECAD6010).


	
A key aspect of my role as Senior Lecturer, is the planning, design and delivery of two level 6 modules on the BAEd and PGCE programmes (A1, A2, K1, K2). The student experience lies at the heart of my decisions about programme design with content that both supports students’ development whilst challenging them to ensure progress and increasing independence (A1, A2, A4, K3). I have designed a 30 hour/ 20 credit module which, adhering to principles of curriculum design (A1, A2, V3), supports third year trainee teachers in developing the knowledge and skills required to build confidence and competence to engage in close to practice research (K1, V3, V4). Curriculum coherence is vital to address the complexities of learning in Higher Education (Knight 2001) and I ensure that, as part of a spiral curriculum, this module builds upon and consolidates prior learning in Years 1 and 2 (K2, V4), working closely with team members to achieve this. The impact of this has been acknowledged in the wider team as part of a curriculum mapping process (K6). 

As a research focus module, ECAD6010 is a core element of the newly accredited ITE programme which requires NQTs to effectively engage in close to practice research and evidence-based approaches to pedagogy (Furlong 2015; Welsh Government 2018). In supporting trainee teachers in adopting an inquiry stance, the module aims to have impact beyond the module timeframe by promoting the concept of trainee teachers interrogating their practice as part of a ‘life-long process of learning to teach’ (Cochran-Smith 2011, p.23) (A2, A4, K1, K3, V3, V4). 

The module supports Yr Athrofa Professional Learning Partnership’s (APLP) vision of transformative learning (Sachs 2003) (K3, V3), which builds upon the key principles of Korthagen et al. (2006) whereby learning about teaching requires trainee teachers to: embrace complexity; develop purposeful relationships; understand the relationship between theory and practice and engage in research, practice and reflection (A2, K1, V3, V4).  Consequently, the module explores challenging concepts and content is designed to allow students space to process, reflect upon and apply new knowledge and skills (A1, A2, K2, K3). For example, when introducing observation as a research tool, students are asked to make observation notes for 15 minutes, without  guidance. By ‘observing’ without a pre-determined focus and detailed planning, students experience first-hand the challenges this presents (A2, K2, K3). This approach supports Kolb’s (1984) theory of experiential learning whereby students are subsequently given the opportunity to reflect and act upon these experiences both within the module and whilst conducting and evaluating their own research project (V3, V4). In response to this, adequate time is factored into the programme to promote critical thinking and the development of research skills (A1, K2, K3). For example, when supporting students in designing and critically evaluating ‘interviews’ as a research tool, they are directed to key academic literature (A5, K2) and given an opportunity to engage in group discussions to consolidate and challenge their thinking (K3). This includes exploring question types and the kinds of data that they generate - knowledge that students apply in designing and piloting their own interview schedule.  

Acknowledging the socio-emotional (Tyng et al. 2017), as well as cognitive dimensions of student learning (Sweller et al. 1998), time and space are allowed at the beginning of the module for developing relationships and creating a positive classroom environment, as well as assessing and activating prior knowledge (V3). Students greatly value the resources, directed reading tasks and reading lists that are shared in advance of module sessions to allow them time to navigate and engage with module materials (A1, A2, K2, K3).  

Module content is designed to build knowledge and skills incrementally, culminating in students designing, conducting and evaluating a case study (A1, K1). To this end, I have meticulously planned for frequent and varied formative assessment and feedback opportunities, vital for student progress (Hattie and Timperley 2007, Black and Wiliam 2010) (A2, A3, A4, A5, K2, K3). For example, students engage with peer assessment in piloting the research methods that they have designed. Although effective peer assessment can be challenging to facilitate, my experiences have proven it to be substantially valued by the students in developing confidence and identifying next steps (V3). 

Hattie (2012) outlines the significance of students engaging with success criteria and I facilitate this in diverse ways (A5, V3). Students have voiced the value they place on engaging with and assessing exemplars, including comparative marking and WWW/EBI feedback. Student feedback also indicates that assignment templates and guidelines serve as valuable support mechanisms in structuring academic writing (K2, K5, V4). 

To secure student engagement I am fastidious in planning curriculum content for a range of pedagogical approaches that students experience as individuals, in pairs and as part of a larger group (A1, K2, V1). My experiences of teaching online during the pandemic have made me reflect deeply on effective strategies for student engagement, both face to face and in the virtual classroom, and these have impacted upon module content. For example, as part of a peer coaching triad I wanted to improve my digital skills in securing student engagement so I successfully trialled and evaluated an online version of a silent debate using Kiahlo. Reflecting critically on the process enabled to me refine the precision of the high order questions posed to initiate the debate. It also heightened my appreciation of the merits of identified rather than anonymous responses from students to secure accountability (A2, K4, K5, K6). 

Since becoming module lead, I have had to be adaptive with module design to accommodate shifting contexts (A1, V4). The global pandemic presented significant challenges in allowing trainee teachers to undergo classroom research; I have had to be highly responsive to fluid contexts to ensure that students experience some parity with previous cohorts (K2, V4). Reflecting on student experiences, I modified module content and assignment specifications multiple times to ensure that students’ experiences of designing, conducting and evaluating a research project were still authentic and meaningful (A1, K2, V2). This involved modifications to the original Lesson Study (K1) approach because social distancing regulations limited collaboration opportunities and presented inequities of experience depending on how Covid-19 regulations were being applied (V2, V4). Conducting classroom research became impossible during the academic year 2020/21 and the assignment specification altered to a literature review, maintaining the format of an academic article to prepare students for possible future publication (A2, K2, V4). Post-pandemic, following collaboration with the wider ‘Research’ team, it was agreed that a case study approach would allow more flexibility for students to engage in research in unpredictable contexts. Redesigning the module has involved extensive research into ‘case study’ (A1, A5, K1, K2), ensuring that the content was comprehensive, yet accessible to all students (V1, V2). The excellent quality of these resources is reflected in much of it being subsequently adopted in the partner level 7 module on the PGCE programme (A2). 

In an attempt to strengthen the student experience in researching an aspect of education, I have recently collaborated with the professional tutor team and network leads to plan and pilot a new programme design for this module in the coming academic year (K6). The module now aligns with an elective experience that students engage with to focus on a specific aspect of education as part of their professional development (V4). Initial steps have involved sharing my vision with the professional tutors and considering the optimum time for students and schools to facilitate this effectively (A2, V4). I am currently creating new module content, as well as handbooks and assignment specifications, in order to support stakeholders through this change (A1, A2, A4, V4). 

To support my module team, I facilitate a comprehensive module walkthrough prior to the start of the module to share the rationale underpinning the module design so that it can be delivered effectively and equitably (A2, A4, K1). Teams can include colleagues with a range of knowledge and experience in conducting research and this is accommodated for by my provision of varied and ongoing levels of support on subject knowledge and content throughout the module (A1, A2, K1). Team members have valued me sharing resources with them well in advance of sessions to allow time for engagement with materials and identification of gaps in knowledge or potential misconceptions (A2, A4, V1). 

I host standardisation meetings prior to the team marking assignment submissions. This involves outlining the context of the module and guiding colleagues through module specific assessment criteria and expectations regarding feedback requirements which routinely include targets for students and links to resources that can support them in meeting them (A3, K2, K6). Samples are moderated within this meeting and as an ongoing process where team members are partnered with a ‘buddy’ throughout the marking window (K6). I am also responsible for agreeing appropriate submission deadlines for students who have been granted extenuating circumstances and sharing this information with the team. This involves sensitivity regarding the types of challenges being experienced and how the module team can support with this (A2, K2, V1). 

I am responsible for collating the final marks and submitting to registry in preparation for the exam board where I offer feedback on individual cases if necessary (K6). External examiner feedback on module content, the student experience and quality of marking has been excellent. Drawing on this feedback and student survey responses, I complete a module review, outlining what went well and targets for improvement to be implemented in the following cycle (K6, V4).






	Case Study Two: Operational Lead of the Personal Tutor Programme

	

I was appointed as Operational Lead for the Personal Tutor Programme in 2020. Although student teachers had historically been allocated a personal tutor for academic and pastoral support, prior to my appointment, there was no formal programme in place. During my first year in this role, I was responsible for coordinating personal student sessions, supporting staff in facilitating sessions and covering groups when staff were absent (A2, A4, V4). I created a staff handbook providing the personal tutor team with key information, including roles and responsibilities, as well as the dates and session contents (A1, A2, A4). This involved me creating a bank of resources that personal tutors could use to support students in the allocated sessions (A2, A4, K1). Personal tutors have expressed the value that they place upon the excellent resources and my timely communication with them to ensure that they feel confident and supported in both delivering session content and supporting their students (A1, A4, K5, K6). The impact of the programme has been highly praised by management and the wider team, with Estyn recently acknowledging the extensive bank of resources.

Recognising the potential of establishing relationships and supporting students prior to them commencing the PGCE course, I coordinated a working party responsible for creating a pre-programme pack containing activities for incoming students to engage with prior to the course (A1, A2, A4, V2). Tasks are focused on key aspects of education such as the Curriculum for Wales, the Professional Standards, and reflection on their own personal philosophy for education (K1, V4). Listening to the perspectives of all members of this team was invaluable in refining my understanding of teaching adult learners (K3, V1). For example, the process heightened my appreciation of the diverse contexts of our incoming students and the importance of not presenting them with material that was too complex, time consuming or onerous (K3, V1, V2). This has continued to prove invaluable in my transition from working in the secondary sector to working in Higher Education, where I continue to be highly reflective about how students will experience module content in order to facilitate purposeful and supportive sessions (A4, V1). 

As part of an evaluation process, I lead a working party in reviewing and refining the personal tutor resources to enhance provision for our students (A2, K5, K6). The group incorporates diverse perspectives from key stakeholders, including personal tutors from the BA and PGCE programmes, as well as Year Leads on the BA programme (V1, K5, K6). Through termly meetings, I coordinate evaluation of session contents and consider their placement within the academic year, ensuring that appropriate support is provided at pertinent times (K5, K6). For example, the first scheduled session focuses on ice-breaking activities and establishing relationships within the group through creating a one-page profile (Sanderson 2014). This is fundamental in supporting personal tutors in establishing ‘soft’ data on their groups and for students to get to know each other. Establishing relationships early on has proved to be invaluable as an ongoing support network, both in personal tutor sessions and informally in WhatsApp groups (A1, A2, A4, V1). Acknowledging the potential barriers of transition into ITE (Amundsen et al 2021), early personal tutor sessions are designed to support a smooth transition onto the course by facilitating critical discussions around aspects of the pre-programme pack. The session that I created on the Philosophy of Education has proved to be popular with both staff and students, who often return to it later in the course, notably when writing personal statements (A1, K1, V4). Further sessions focus on wellbeing, responding to feedback, and preparing for and reflecting on teaching placement (A1, A2, A4). I also support the facilitation of an ‘Academic Writing’ day (including sessions on writing critically, referencing and plagiarism) (A1, K1, K2, V4) and an ‘Employability’ day (providing support with job applications, personal statements and job interviews) (A2, V4), which have been greatly appreciated by the students. 

A key responsibility within this role is supporting tutors and students in electing a student representative for their group (V1, V2). This process historically took place in initial sessions but, on reflection, the team believed this was insufficient time for students to get to know each other prior to election, vital in selecting the appropriate candidate (K5). Consequently, elections now occur two weeks into term, still in time for official training with the Student Union (K6). To support students in representing their diverse groups, I have put them forward for ‘Inclusivity’ training in addition to the basic student representative training. In addition to the election of group reps, I also created 5 supplementary roles for students to represent minority groups as appropriate, for example, BAME, LGBTQ and students with ALN (V1, V2, V3, A5). 

There is a considerable time commitment and expectation for this role, no small ask for trainee teachers juggling both academic demands and workload on placement (Mtika 2011), and it is my responsibility to fully inform students of the expectations of the role before they agree to take it on (A4, V1). In addition to the termly, formal staff-student panel, I facilitate informal online meetings once a fortnight. These meetings take place in the evenings and were originally set up to sustain robust lines of communication and support with students throughout the pandemic. They allowed us to convey vital messages at a time of considerable uncertainty and also provided an opportunity for staff to gain important insights into the student experience during this time, helping us to be highly responsive to their needs (A5, K6). For example, staff were able to reflect on their own online lectures and consider the balance of synchronous and asynchronous tasks (K6). We rapidly gained an appreciation of the need for frequent breaks away from the screen (K4). 

Our reciprocal relationship with the student collaborators allowed tutors to share their experiences of the move to online learning, emphasising the challenges of creating content appropriate for online learning and the impact of students keeping their cameras off and not engaging in sessions. It afforded many tutors the confidence to trial new online strategies and  innovate their practice in an endeavour to engage students and provide the best possible learning experience in challenging times (A4, K4).  

A key outcome of the informal meetings was the development of the virtual environment as a place of co-construction and critical dialogue (A4). I have co-presented at the Nexus conference, outlining our experiences of collaborating in this forum and the ways in which we developed our lines of communication using Teams functions such as ‘Hands up’, the ‘chat’ and emojis (A5, V4).  It built upon ideas explored in a blog that I co-authored, titled ‘Smiley faces and thumbs up; Teacher education’s response to the work of the PGCE student reps during the pandemic’ (A5). 

Reflecting on the experiences of these initial meetings, we decided to continue them as a means of keeping our finger on the pulse of the student experience and being pro-active in shaping the programme for their needs (A2, V4). To secure a non-hierarchical structure, vital to honest and authentic feedback, the role of chair and secretary are undertaken on a rotation (V1, V2). Furthermore, to avoid meetings becoming a forum to merely ‘rant’, ground rules were established so that for every point raised in our OneNote, a potential solution must be posed, which forms the basis of our discussions. Reflecting upon the effectiveness of this approach to forming an agenda, I have refined the system this academic year, implementing a RAG rating system to prioritise points for discussion. This has allowed us greater efficiency with time – an important consideration for trainee teachers with high workloads. Further reflection has also led me to direct collaborators to raise points in the OneNote document by 5pm on the day prior to the meeting. This has proved to be highly effective in allowing me to seek answers in preparation for the meeting and reducing the length of meetings as a means of ensuring the wellbeing of collaborators. 

There has been excellent feedback from the student collaborators, many highlighting how the experiences have supported their developing leadership and collaboration skills, important for evidencing the professional standards and for supporting job applications (V4).  

The student collaborator meetings have been highlighted as an example of good practice in the Annual Programme Report in ‘Enhancing the student voice through student collaborators’. This has resulted in me meeting with the Head of Academic Development with the intention of disseminating these experiences university wide. The Director of the Athrofa has highlighted this work as excellent, making a recommendation to the Learning and Teaching board that I share my experiences. I have subsequently attended a consultation meeting with the Head of Educational Practice Development at UWTSD as a means of supporting a new university wide personal tutor initiative. 

For this coming academic year, I have timetabled these meetings during the day to promote student wellbeing, and potentially secure further involvement with other staff members and school partners (A1, V1, V2, V4).
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