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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
	Robert Jones


	FACULTY/CENTRE/SCHOOL/
DEPARTMENT
	Faculty of Art & Design | School of Fine and Media Art | Film & TV Department


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

	Senior Lecturer


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

	Pathway Leader MA Moving Image


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

	YEARS:     10            MONTHS: 6




	
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 designing and planning new learning activities and/or programmes of study I always have in mind the interrelationship between the micro, mesa and macro levels of programme design. This is to ensure that when I design detailed learning activities at the micro level that they are a consequence of both programme and module design at the mesa level, which in turn has been informed by the underlying educational principles defined within the recognised HEI standards and policy.

My engagement with the underlying macro level concerns can be demonstrated through my experience with programme design and the requirement to justify and situate a given programme rationale within the context of the frameworks proposed by the QAA Code of Practice, QAA subject benchmarks.  (Jackson, 2001) This broader engagement with the policies and benchmarks for HE is always a point of consultation during the process of developing new programmes of study for which I have a number of experiences to date. This is always an important stage because the needs of our students have to be contextualised into the national agenda and are designed to develop comparability and consistency within our provision (A1, K1, K6, V4). 

As a programme director for a number of areas during my tenure, I have coordinated and helped develop a number of programmes of study including: BSc (Hons) Visual Effect, BA (Hons) Film & TV, MA VFX and MA Moving Image. In all of these programmes there has been the need to create a fusion of different benchmarking standards to help articulate the interdisciplinary potential of the programme disciplines. (Lyall, 2015) Further to these foundational principles of good programme design, I also reference other key documents such as Skillset accreditation guidance on ways in which to best embed employability within programmes to make them more ‘industry-facing’– which has already proven to have a direct impact on graduate employment on programmes that I have delivered. For example, the BSc (Hons) Visual Effects Programme that I both designed and delivered became an accredited programme with graduate employment rate of 70% working in industry related jobs. However, I note Norton here who reminds us that embedding employability is more that simply getting a job so I always temper this industry-facing guidance within a broader educational context (Norton, 2016, p2). (K6, V4).

During the mesa level design of curriculum structures and content, I always try to ensure that the skills and capacity for individual thinking developed within the modular system have been designed to be progressive building blocks by embedding the use threshold concepts to facilitate student progression.  Not only do the use of threshold concepts open up ‘portals’ of learning potential to encourage student progression, they also represent a transformed way of understanding, or interpreting, or viewing something without which the learner cannot progress.' (Meyer and Land, 2006) Therefore, I now always use threshold concepts when creating a mapping between module intended learning outcomes (MILO’s) and indicative. This mapping also takes note of Blooms taxonomy matrix to create a final synthesis of the underlying pedagogic planning.
Currently I am part of a team implementing and trialling block teaching within our Film & TV provision. Block delivery works well in conjunction with the use of threshold concepts and I am using this as combined strategy for curriculum mapping and planning. For example, in ‘Block 1’ of my Level 4 Film/TV teaching, students are introduced to principles of visual composition such as framing and composition for the still image. In ‘Block 2’, students are then introduced to camera movement to further extend their knowledge of cinematography thus enabling progression in a focused and structured way. However, as noted by Davis and Gealy there are both benefits and well as challenges to block delivery. (Davis, 2017) (K6, V3). Therefore, I am carefully monitoring and measuring attendance, attainment and attitudes in order to evaluate the impact of engagement and progression. (A2, A4, K2, K5)

At the micro level, I always design and plan my lectures, seminars and workshops for all the modules that I teach around cohesive schemes of work. These modules are supported through a variety of teaching methods, encompassing lectures, seminars, tutorials and online through a VLE to make module learning materials available online and anytime, and also enable more interactive feedback. (K2, K4). Within this modular packaging of curriculum content and corresponding delivery strategies there is often a need to further breakdown the teaching and learning process into a more student-centric focus through either small seminar groups or by individual students. For example, I deliver school-based contextual practice lectures to 80+ students on broad themes and core ideas. However, I also then provide further support through small seminars and 1-2-1’s are used to help contextualise the themes of the lectures around programme-specific themes for distinct groups of learners.  (A2, K2)
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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

My engagement with teaching and supporting learning takes on a range of approaches and delivery modes and I often adopt a blended system of teaching strategies to maximise impact and engagement. These may include various modes of teaching such as: lectures, seminars, workshops, site-specific activities and individual tutorials that are all supported by the use of a VLE (i.e. Moodle) for communication and online content provision. When teaching filmmaking classes for example. it is often the case that the traditional classroom environment is not the best space for experiential learning (Reece & Walker, 2016) to take place and therefore becomes better served through a combination of workshop sessions and site-specific field trips. For example, if I am teaching cinematic lighting, I might firstly teach still life lighting studies in a studio context before shifting the learning environment to a local church to upscale and explore the same principles of lighting in a real-world context. This use of scaling up theory into applied practice through regular field trips is something that I use whenever possible as a way to situate learning in a site-specific context. (K1, V4). This method of teaching provides an effective way to provide “scaffolding” to create a ‘zone of proximal development’ where I can closely guide students towards their mastery of skills and knowledge through logical steps of progression. (Vygotsky, 1980)

My use of strategies for experiential learning are also integrated with situated learning strategies so as to also consider the social context of learning. In fact, this has worked extremely well within the traditional classroom where the environment has been reimagined to simulate an organisational construct. So for example, there is an assignment project that I co-deliver where the students are required to set up and run an international film festival.  This project requires students to work together and form a structured organisation consisting of a number of smaller teams taking on specific responsibilities, which I coordinate through regular meetings. In this project I encourage students to take responsibility for their own learning both individually and through social interaction (Webb & Powis, 2004), so that together they can identify how these real-world tasks link new information to prior knowledge and reward communication and collaboration between everyone within the simulated organisational structure and learning environment (K2). 

I also seek to consciously nurture the independent learner (Thomas and Ottaway, 2015) and encourage my students to become reflective practitioners, (Moon, 1999) who are able to understand their developing process and thoughtfully proceed with new work. Here I find Kolb’s learning cycle (Kolb, 1984) particularly useful as a transformational learning model and I introduce my students to this concept so that they can become much more self-aware of the process of reflection and start to apply it in setting their own learning agenda. (V3). An example where I have introduced these reflection techniques is with the final year film students who I introduced to Kolb’s as a way to set learning targets for their major projects – so that they were empowered to deconstruct previous learning experiences and abstract new learning objectives, in order to plan their own active experimentation within the context of their major projects. (K3, K5)
In class, I always try to be aware of all individual student needs and make sure that no student feels excluded in class discussions and workshops. I am also aware of our students' disabilities and always aim to provide full support to them by familiarising myself with the Learning Support Plans for those particular. (V1, V2, K2) In terms of supporting individual learners there are a number of factors that I evaluate when identifying appropriate strategies for providing targeted support. I am aware for example that my discipline attracts kinaesthetic learners and that a higher proportion of our students are dyslexic (in comparison with other disciplines) (K3). In addition to dyslexic students receiving specialist support from writing tutors, I always offer them extra tutorials for drafts of their essays. Alternatively, kinaesthetic learners respond really well to 'visual learning' – so I will for example provide the opportunity for students to construct a visual essay (rather than a written essay) thus enabling critical thinking by other means. (K3).

With regards to quality assurance and quality enhancement within teaching and supporting learning, there are a number of activities that I undertake. Peer observations are one method where a ‘triad’ of academics observe each other’s teaching and write a structured report on their observations. Co-delivering and teaching of some modules also has a positive impact on quality as does the internal moderation processes and the on-going professional milieu of the Film & TV office where I am based. All of these interactions provide invaluable opportunities to gain insight from other lecturer’s teaching practice and adapt relevant techniques to my own teaching. (K5, K6, V3).
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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

The assignment tasks and corresponding assessment strategies that I deploy integrate theory with practice and are designed to enable the student to engage with the assignment work in a number of ways to facilitate different types of learner. The design of these various assessment methods varies considerably, including written/visual essays, reflective journals, portfolios and video content, to the more contemporary online discussion boards, digital submissions, wikis and blogs (A1).  All of these assessments are in line with the discipline’s requirements to apply theory through practice and to link practical approaches to contextual and theoretical frameworks of Art and Design. (A3, K2)  

I always carefully plan my assignment briefs using the module/programme learning objectives with corresponding mapping of threshold concepts. The micro level planning that I undertake here also considers the mesa level objectives of overall curriculum design, so that the longer term goal within the learning trajectory of the programme of study cultivates an independent learning ethos within the student, whilst reflecting the backgrounds of the students, the characteristics of each module and recognised national standards (K6, V1, V2)). Here I refer to Candy for a working definition of independent study, who outlines a variety of contexts where students can frame new knowledge and skills independently. This may include situations where learning activity may be collaborative although individual learning outcomes are reached independently. Thus, independent learning is not necessarily experienced in ‘isolation’ but more often within a community of learners. (Candy, 1991)  The major project module that I teach on is a good example here as at this stage of the programme students are both identifying specialisms within their studies and having to work as self-regulated ‘production teams’ – all of this having been enabled through a steady progression through incremental modular block-sized instalments of flexible learning opportunities that have progressive threshold concepts embedded within them. (A2, K1, K2, V1)

I always use both formative and summative assessment methods – using formative feedback to provide interim advice and ‘feedforward’ guidance with the assignment task at hand and then summative assessment to provide both written and verbal feedback with regard to the assessment criteria.   The methods of marking that I deploy vary depending on the nature of the assignment work. Within the context of a given assignment brief there is a mapping from the assignment tasks onto assessment criteria that provides the student with a clear insight into how they are assessed. (A3, K5, K6)
For each assignment brief that I create, I provide a Blooms taxonomy matrix for the assignment along with a self-assessment form for students to gauge their own performance against the assessment criteria. This encourages students to become reflexive learners and mark their own work using the appropriate marking criteria and learning outcomes. This method was developed as a result of scholarly research into the area of assessment (Boud 1995) (Gibbs and Simpson, 2005) and in my opinion is good practice as it tends to empowers students in productive ways and further enable their critical abilities, which in turn increases both their motivation and self-esteem. (Nicol and Macfarlane-Dick 2006) (V3)

In terms of moderation, there are formal quality assurance processes that I adopt – which involves both internal and external moderation procedures – which are layered on top of my own assessment and moderation of work for a given module. Before passing working on for internal moderation, I always review my own assessment processes to check for consistency and accuracy within the given module and its corresponding assessment criteria and will then rationalise the marks and feedback for the module cohort. (K6)

I consider feedback to be a vital part of the learning cycle and is given to students consistently throughout the courses that I teach but I also continue to seek new strategies to move from a monologue to more of a dialogue with feedback processes. (Nicol, D., 2010) Thus within my own teaching practice, I provide feedback in a number of different ways and at different times. The assessment processes I deploy provide a robust feedback strategy that is communicated early to students and is also shared with professional colleagues for the purposes of moderation and quality standards. I always try to embed feedback as an on-going, interactive process. These take place across a number of learning environments including verbal feedback through individual tutorials accompanied by personalised feedback sheets and targeted written feedback via our VLE. (K2, K4, K5, K6, V1, V2).

For all programme modules I deliver, I always request that students complete a written module evaluation. The feedback from this is valuable in evaluating the impact of a given module and identifying how to continue to improve things. This feedback then filters back through quality assurance processes such as student staff committee meetings and external examiner reports and then consolidated through the APR’s. (K5, K6)
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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
When developing effective learning environments there are two key factors that I always have in mind – belonging and engagement – which are fundamental to social milieu of the learning environment. ‘Belonging’ recognises students’ subjective feelings of relatedness or connectedness to the institution and involves feeling (Vallerand, 1997, p. 300).  This approach to belonging draws on Pierre Bourdieu’s theories of cultural capital and suggests that educational institutions can construct an identifiable habitus (Reay, David and Ball, 2001), which incorporates practices that mutually shape and reshape the institutions with their students, their communities and the wider socio-economic cultures of their catchment areas (Reay, David and Ball, 2001, para 1.3). (A5, K3, V3)  
When conceptualising and implementing different learning environments, I keep in mind the significance of the institutional structuring of habitus and cultural environment in building a harmonious community of learners, which I monitor and evaluate in terms of student retention and progression. To this end I deploy a number of different learning environments in my teaching and consider most places to be a potential learning environment. The more formal locations that I use - lecture theatres, studios, seminar groups and workshops suit a broad range of learning styles and it’s where students expect to learn. However, I like to balance this type of location with more informal ones – online forums, field trips, discussions in a student’s own studio space, tutorial pairings and in situ exhibition critiques. Moving between these environments has given me the chance to think about how knowledge is best transferred (K2, V2), to tailor discussion to different learner types and if necessary I will modify situations in order to enhance. (V4) I always try to ensure that the learner can distinguish between such environments and navigate between and within them. This will often include actively promoting the effective use of both new media platforms (blogs, wikis, forums) and social media as a virtual learning space for my students to inhabit as it serves as a very useful way to mediate between formal and informal communication channels (A5, K4, K5, V3). 
Engagement is equally vital as it develops relationships with others and promotes connectedness. Krause extends the notion of engagement in the academic sphere by arguing that “learning occurs in a range of settings, both within and beyond the formal curriculum.  It involves developing connections within the university as well as building on prior learning, along with learning that takes place in the workplace and community settings”. Krause (2011) One way I seek to support engagement for example is in my role as a personal tutor and year tutor. I offer regular small group seminars, individual tutorials and pastoral support to students in an informal ‘safe space’ and I always ensure that I am fully informed of relevant regulations and support services to ensure that they are appropriately supported e.g. counselling and study skills (A4, V1). This surrounding information then feeds into the informal environment where these small group discussions can help to preserve student engagement (A4). Further to this, I ensure that all of my students have access to my lecture notes on the VLE (Moodle) to help them reinforce theory with practice and use reading of ‘set texts’ is sometimes discussed to further monitor and support student engagement. Hard copies of lecture notes are also available where required in typefaces and colour appropriate for the dyslexic and dyspraxic students within the School (A2, K3, K4, V1, V2).  

In terms of both fostering a sense of belonging and engagement with studies I continually seek to find and support ways of widening participation and furthering inclusivity.  For example, I have recently been involved in developing and implementing a Diversity Manifesto for the BA (Hons) Film & TV programme which mirrors ORCOM standards (White, 2017) that is designed to address a range of issues, requiring students to demonstrate that their projects address different aspects of diversity. To support this, we now have developed an equality and diversity monitoring form that has been designed for students to use on all of their film productions. With diversity embracing many areas, including ethnicity, sexuality, gender and class as well as cultural diversity, physical disability and neurodiversity it is clear that the challenge of encouraging and reflecting on these issues is a broad one that urgently needs addressing within the educational environment as well as the work place. (K1, V2, V4). (White, 2017, p2) Further to this in terms of widening participation activities, I have also provided regular taster sessions for local colleges and schools over the past several years, so that prospective students have an understanding of the kind of learning environment offered within the school (V2, V4). These sessions mirror structures we use in our own workshops and provide a safe platform to discuss the challenges and worries surrounding Higher Education (V2). 
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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
[bookmark: _GoBack]As a creative practitioner and researcher, I am continuously developing my knowledge and research through participation at various events and workshops with fellow creative practitioners and academics. My students directly benefit from my CPD activities, as they are often the first to find out about the latest knowledge and research in my field of view through both workshops and seminars that I incorporate into my teaching.  For example, recently I presented an academic paper at the Spatiality and Temporality conference (February 2019) held at Birckbeck, University of London on the Politics of Space in Andrei Tarkovsky’s Stalker. Prior to delivering this conference I gave a research seminar to our MA Contemporary Dialogues students and discussed the theoretical ideas within the paper and also the process of researching and writing a paper, so that students could apply some of the theoretical concepts and principles into their own academic essays for the Moving Image strand of the Coexistent Perspectives module. Some recent student feedback from the dissemination of this research work was “that it had transformed the way I think about film” – so in other words - the constructive alignment of theoretical concepts at the appropriate progression point has made an immediate impact and brought about transformation in the (postgraduate) student.  (Biggs, 2006) Thus, this process of dissemination also fosters both quality assurance and professional practice within my teaching (K1, V3, K6). 

As previously mentioned, the process of research is on-going and works both ways – so that experiences arising out of my core teaching duties may also be shared with a wider community of researchers and educators. In this respect recent experiences within my contextual practices teaching are a case in point. Recent issues arising relating to representation and identity politics has required some significant assessment into the method of curating lecture content and is now being formulated under the concept of radical ventriloquism – which theorises new approaches to ‘acts of speaking through and speaking for’ which potentially provides a theoretical framework for ensuring wider representation within the curation of lecture content. Currently this research is being undertaken and a paper written with a view to future conferences – Wales NEXUS 2019 and London Conference in Critical Thought 2019 which will provide a valuable platform for discussion. (A5, K5, V3)

In terms of my engagement with other institutions I have now had four years of experience as an external examiner at two other universities – namely Huddersfield and Greenwich. Both of these posts engage me in the formal process of external moderation, which afford me the opportunity to speak with current students on a range of issues affecting their teaching and learning and understand how other universities structure and deliver similar types of programmes (V4). Having this objective oversight of educational provision elsewhere and having to offer advice on certain issues, requires acting like a ‘critical friend’ and requires careful analysis and diplomacy at times. (Hannan and Silver, 2006). The role also allows me to reflect on our own internal assessment processes and procedures that I have encountered currently and previously as programme director/coordinator, and be able to make comparisons regarding parity of experience with other similar institutions, which has given me further insight into university operations and procedures (A5, K5, K6, V3, V4). 

Over the past few years I have also had further opportunities for externality. Currently I’m also a PTL (Partnership Team Leader) for the BA Short Film Making programme at the Hereford College of Art. Again this brings about a similar type of professional relationship as critical friend and advisor which brings with it two-way benefits in terms of insight and understanding of academic processes. In 2014, I was invited by Bournemouth University to be an external validator for their Postgraduate Framework for Animation and Visual Effects. Again, my involvement in these external roles has allowed me to assess the wider context of higher education and implication for professional practice (V4).   Also in 2014 I was invited to be a panel speaker to propagate good practice with visual effects education at the Skillset Creative Provision event at Bangor University. Since then my contribution to this debate has been published in the Skillset Visual Effects Handbook. (Creative Skillset, 2014) In the process of developing this wealth expertise and experience with educational initiatives in the creative sector over the past decade has also meant that I have established a considerable network of links with industry professionals and organisations that have directly served to enhance the students’ experience through various workshops. masterclasses and studio visits and ultimately impacting on graduate employment. (A5, K6, V2). 
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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
	Caroline Thraves

	Job Title
	Head of School

	Faculty/Centre/School/Department
	Art & Deign – School of Fine and Media Art

	Email address
	caroline.thraves@uwtsd.ac.uk

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

As my current line manager.





	Second Referee:


	Name
	Timi O’Neill

	Job Title
	Programme Director BA (Hons) Film & TV

	Faculty/Centre/School/Department
	Art & Deign – School of Fine and Media Art

	Email address
	timi.oneill@uwtsd.ac.uk

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

As programme director for BA (Hons) Film & TV on which I teach and as a fellow colleague.












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
	Robert Jones

	Name of Signatory
	Professor Ian Walsh

	Job Title
	Dean of Faculty

	Faculty/Centre/School/Department
	Faculty of Art & Deign

	Email address
	ian.walsh@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:_____________________________________Date:____________________________
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