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

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

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

Your application for Fellow consists of:

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

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

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

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







SECTION ONE:

	NAME
	Balendran Kandasamy


	INSTITUTE/CENTRE/UNIT

	
Institute of Inner-City Learning

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

	
Lecturer

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

	
Lecturer / Module Leader

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

Yes    √                         No ☐

	Date of Training
	31/01/2025

	Mentor
	Julie Thomas






Context statement: 


	
I am a Business Lecturer at UWTSD London Campus. I joined UWTSD in February 2018 as a Computing Lecturer, bringing prior experience in higher education teaching as well as industry experience in computing and management.

In October 2025, I moved into a Business Lecturer role, building on my interdisciplinary experience in digital skills, business intelligence, project management, research methods, communication, customer experience and management education.

My current and recent higher education teaching includes undergraduate and postgraduate students across Business and Management-related provision. Recent modules and teaching areas include Business Development Proposal, Data Warehousing and Data Mining, Essentials of Accounting and Finance, Strategic Management, Digital Skills and Research Methods, Project Management, Data Handling and Business Intelligence, and Understanding and Engaging in the Customer Experience. I also supervise undergraduate and MBA dissertations and deliver dissertation workshops, supporting students with research questions, objectives, literature review development, methodology choices, critical writing and assessment preparation.

My students at UWTSD London Campus are diverse in age, ethnicity, prior educational background, English language confidence, digital capability, professional experience and learning needs. Many are mature students who balance study with employment, family responsibilities and other commitments. Some students have limited prior experience of UK higher education or academic writing in English.
My responsibilities include designing and delivering teaching sessions, developing learning materials, preparing assessment guidance, supporting learners individually and in groups, assessing student work, providing formative and summative feedback, contributing to moderation, and coordinating modules with colleagues. As a module leader, I also contribute to module planning, assessment preparation, standardisation and academic support.










Evidencing Area of Activity 1 (A1): Design and plan learning activities and/or programmes 
	

As module leader for the Level 4 Enterprise and Entrepreneurship module, I redesigned the module materials and weekly learning activities in response to concerns about low Moodle engagement and low assessment submission rates. The programme management team wanted to improve engagement and completion, and I recognised that the design needed to respond more directly to the cohort. Most students were mature learners returning to formal study after several years, and almost all had English as an additional language. Many therefore found it difficult to complete the assignment if assessment preparation was left until the final part of the module. I planned learning activities that recognised different learner needs, promoted participation and supported equity of opportunity (V2).

In redesigning the module, I used constructive alignment to connect module learning outcomes, weekly lesson objectives, learning activities and assessment requirements more explicitly (Biggs and Tang, 2011) (K5). Rather than treating the assessment as a separate final task, I broke it into manageable stages and embedded these into weekly lesson plans. Each lesson included hands-on group activities linked to the lesson objective and to a specific part of the assessment, enabling students to practise applying enterprise concepts before developing their individual submissions (K2).

After completing the group task, students attempted the related section of their own assignment and uploaded it to a weekly Moodle submission link for formative feedback. I introduced these staged deadlines because many students delayed assessment work until close to final submission, reducing their opportunity to receive feedback and improve. Research on deadline policies in self-paced online learning highlights the relationship between deadlines, submission timeliness and student success, particularly where procrastination and time management affect completion (Chiu, Moss and Richards, 2024). This approach helped students build their assessment gradually and gave them repeated opportunities to practise, receive feedback and improve before final submission (A3).

I also planned varied activities to promote engagement. Each lesson included online MCQ quizzes and drag-and-drop activities so students could check understanding, revisit key concepts and build confidence. Moodle supported flexible engagement for students who needed more time to process information or revisit materials outside class (K4). This also reflected Universal Design for Learning principles by giving students multiple ways to access content, engage with learning and monitor progress (CAST, 2018) (V2). I also drew on my management and enterprise experience to create practical examples and case-based tasks that helped students connect entrepreneurship concepts with realistic business situations (K2, V4).

I ensured that the redesigned materials remained appropriate for the level of study and module assessment requirements by linking weekly activities to the learning outcomes, assessment brief and marking criteria (K5). I also worked with colleagues teaching the module so that the learning activities, Moodle tasks and formative feedback approach could be delivered consistently across the teaching team.
I evaluated the redesign through weekly Moodle submissions, activity scores, quizzes, informal student feedback and discussion with the teaching team. As module leader, I had access to students’ Moodle submissions and activity completion data, while wider Power BI engagement analytics were available at programme level. The Programme Manager gave positive verbal feedback that she had noticed more frequent Moodle engagement after the weekly activities and staged submission points were introduced. Across several terms, I observed that more than 80% of students who attended regularly engaged with the weekly submissions, and I did not identify academic misconduct concerns among students who consistently engaged with the staged process. Colleagues also commented that the redesigned materials supported more consistent delivery because the weekly tasks and formative submission points gave lecturers a clearer shared structure. This evaluation influenced my wider planning practice: I now design module activities more deliberately around weekly progression, formative feedback and assessment preparation, rather than assuming students will independently connect taught content to final assessment tasks (K3).
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Evidencing Area of Activity 2 (A2): Teach and/or support learning through appropriate approaches and environments
	

My teaching and support practice spans Level 4 undergraduate, Business and Management, and MBA dissertation students. I adapt my teaching according to the level of study, learning environment, students’ prior experience and the skills required by the activity (A2, K1). In taught sessions, workshops and academic support, I use short explanations, guided demonstrations, group tasks, case-based learning, Moodle resources, formative feedback and one-to-one support. These approaches support participation and equity of opportunity because many students have varied academic confidence, English language confidence, digital capability and professional backgrounds (V2).

A recent example is my teaching on MBA dissertation workshops. These workshops help students understand how to complete each section of the dissertation report and develop the skills needed to progress with their own research. The cohorts I taught included students mainly from India and Bangladesh, with varied academic and language abilities. Nearly half had not completed a dissertation during undergraduate study, and many lacked confidence in data analysis and discussion writing. This reflected my experience as a dissertation supervisor, where students often struggled with analysing data, creating charts, interpreting outputs such as p-values and correlation, and linking findings back to research questions. I therefore designed the workshop around students’ prior knowledge, learning needs and confidence levels (K1).

My recent CPD informed the design of this workshop. The Google Advanced Data Analytics Professional Certificate strengthened my knowledge of data preprocessing, analysis and visualisation, while the University of London’s Understanding Research Methods course refreshed my understanding of research design, methodology, ethics and research writing. I applied this learning when designing the dataset, recommended charts and statistics, and the separation of Methodology, Findings, Discussion and Conclusion sections (V3, K2).

To support learning, I designed a practical workshop activity, Analysing Survey Data and Writing Dissertation Chapters, based on the topic The Relationship Between Customer Satisfaction and Brand Loyalty Among iPhone Users. Students worked in groups of up to three using a provided research title, aim, research questions, objectives, questionnaire and CSV dataset. They identified the research topic, respondents, method and variables, then practised writing short dissertation-style Methodology, Findings, Discussion and Conclusion sections from their analysis (K2).

I designed the activity as a collaborative and practice-based task because students needed to apply research methods and data analysis concepts, not simply listen to explanations. This reflects active learning principles, where students engage more deeply when they practise, discuss and apply knowledge during the learning process (Prince, 2004). I provided guidance on suitable statistics and charts, including frequencies, percentages, means, bar charts, item mean comparisons and scatter plots. This helped students understand which analytical techniques were appropriate for different data types and how these could be reported. Working in groups allowed students to test their understanding, learn from each other and receive feedback before applying similar techniques to their own dissertation topics, creating a safer environment for practising complex skills (V2).

I evaluated the approach through students’ Moodle submissions, group pitches, workshop discussions and responses to the activity tasks. The pitches allowed me to check understanding in real time, while Moodle submissions showed how well groups could apply the guidance to produce short dissertation-style sections. I also considered whether students’ questions became more focused and whether they could separate Findings from Discussion more clearly. The activity enabled formative feedback while students were still developing understanding, before applying similar techniques to their own dissertations (Nicol and Macfarlane-Dick, 2006). As a result, I now place greater emphasis in dissertation workshops on practical data analysis, visual presentation of findings and guided interpretation. This has strengthened my teaching by making dissertation support more applied, inclusive and confidence-building (K3).






















Evidencing Area of Activity 3 (A3): Assess and give feedback for learning
	
In my context, assessment and feedback are important not only for judging achievement, but also for helping students understand academic expectations and improve progressively (A3). Some students need explicit guidance to interpret assessment briefs, understand marking criteria, structure their work and use feedback before final submission. This reflects evidence that low-stakes formative tasks, peer feedback and tutor feedback can support learning in higher education when carefully implemented (Morris, Perry and Wardle, 2021). I therefore use diagnostic tasks, staged formative activities, Moodle submissions, criteria-linked feedback and feed-forward guidance to support development, confidence and equity of opportunity (V2).
A key example is my assessment and feedback practice in the MBA Strategic Management module. At the beginning of the module, I use a short written diagnostic assessment to understand students’ prior knowledge of strategic management, whether gained through undergraduate study, self-learning or work experience. The task also helps me identify cognitive and intellectual skills, academic writing ability and English language confidence, which is important because many students are international learners with varied prior experience of UK higher education. I use this information to tailor my teaching, identify students who may need additional guidance, and direct them towards appropriate university support where necessary (K1).
The diagnostic assessment also informs how I organise group learning. I form mixed-ability groups so that students with different levels of knowledge and confidence can support each other. One group activity is linked directly to the summative assignment and requires students to work through a progressive task before presenting their work to the class. During these presentations, students receive feedback from me and from peers in other groups. This helps them test their understanding, learn from alternative approaches and identify how to improve their own individual assignment. This approach supports collaborative learning while also making assessment expectations more visible before final submission (K2, V2).
Students then upload their individual assignment-related work to Moodle by weekly deadlines, and I provide formative feedback on structure, application of strategic management concepts, use of evidence, academic writing and alignment with the assessment requirements. This staged process helps students act on feedback while they are still developing their work, rather than receiving comments only after summative marking. It also helps me identify common difficulties across the cohort and adjust later teaching sessions, examples and assessment guidance accordingly. This reflects feedback literacy, where students need support to understand, interpret and use feedback effectively (Carless and Boud, 2018).
I evaluate the effectiveness of this assessment and feedback approach through diagnostic responses, group presentations, Moodle submissions, student questions, formative task completion and students’ use of feedback in later work. The process has helped me identify gaps in prior knowledge early, support students before final submission and make feedback more developmental. As a result, I now use diagnostic and staged formative assessment more deliberately in postgraduate teaching, especially where students have diverse academic, professional and language backgrounds (K3).
This staged approach has also shaped how I support feed-forward feedback. Following the Marking and Moderation Standardisation Meeting I organised with colleagues, I became more deliberate in using clear criteria-linked language in my feedback, so students could understand how comments related to assessment expectations (V5). Going forward, I plan to introduce a short peer-feedback exercise within the group presentation stage, so students practise giving and receiving feedback before relying solely on my comments, building on their feedback literacy (Carless and Boud, 2018).





Evidencing Area of Activity 4 (A4): Support and guide learners
	
Supporting and guiding learners is central to my practice because many students at UWTSD London Campus balance study with employment, caring responsibilities, financial pressures and different levels of prior educational experience. I provide support through academic support tutorials, informal guidance after classes, Moodle resources, assessment workshops, dissertation supervision and individual feedback (A4). My aim is to create a supportive environment where students feel able to ask questions, discuss difficulties and develop confidence, which supports equity of opportunity (V2).

My support is responsive to individual and cohort needs. At the start of modules, I try to understand students’ backgrounds, prior learning and confidence levels. During teaching, I observe verbal and non-verbal cues, use questions to check understanding and adjust explanations when students appear uncertain (K1). In one-to-one support, I help students unpack assessment requirements, improve academic writing, develop research ideas or understand feedback. For less confident students, I use step-by-step explanations; for faster students, I provide extension questions so they remain engaged (A4, V1).

A key example of my support practice is the creation of targeted tutorial videos and assessment guidance resources for practical digital tasks. In the Level 4, Term 1 Learning in the Digital Era module, students were required to create an e-portfolio and a short video presentation. Some students, including mature learners with limited computing skills, found it difficult to keep pace with the class and recall practical steps independently after the session. To support them, I created short tutorial videos that explained the purpose of each task, demonstrated key steps and linked the activities directly to the assignment requirements. I also created assessment guidance videos explaining what was expected and how students could approach each task.

I used a similar approach in Database Application Development (ACCA5026), where practical lab sessions lasted four hours and involved theory, algorithms, demonstrations and individual troubleshooting. Although full lecture recordings were available, they were not always effective because much of the learning happened while I was moving around the room, supporting individual students. Students reported that they rarely used the recordings because they had to search through long videos to find the relevant explanation, and the audio was sometimes unclear when I moved away from the lecturer’s desk. I therefore created shorter online tutorials, clearly titled and matched to specific tasks, lesson objectives and assessment requirements.

These resources allowed students to pause, replay and revisit the guidance they needed. This supported students who needed more time to repeat procedures, practise independently or build digital confidence. It also promoted equity of opportunity because students could access guidance privately and repeatedly without feeling embarrassed in class. This reflects Universal Design for Learning principles, where learners benefit from multiple ways to access content and engage with learning (CAST, 2018) (V2, K4). Students reported that the tutorials helped them improve their understanding, confidence and ability to complete assignments. This experience has influenced my wider support practice: I no longer assume that recording a full session automatically creates effective support. Instead, I create focused resources that help students revisit learning, practise independently and progress with greater confidence (K3).

I evaluate this support by monitoring whether students who attend tutorials subsequently submit assessments on time, and through informal feedback about their confidence. Several mature students have told me that being able to ask basic questions privately made them more willing to attend later sessions (V1). Going forward, I plan to signpost students more consistently to wider university support services where their needs extend beyond module-specific guidance (A4, V4).
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Evidencing Area of Activity 5 (A5): Enhance practice through own continuing professional development 
	
Enhancing my practice through continuing professional development is important because my teaching spans business, management, digital skills, research methods and data-related subjects. I use formal CPD, peer discussion, module meetings, student feedback and collaboration with colleagues to improve my teaching, assessment and student support practice (A5, V3). This reflects Brookfield’s view that critical reflection is strengthened when teachers consider evidence from their own experience, students, colleagues and literature (Brookfield, 2017).

A key example is my completion of the Google Advanced Data Analytics Professional Certificate, a six-month programme which I undertook from November 2025 and completed in May 2026. This strengthened my knowledge of data analysis, exploratory data analysis, statistics, regression, machine learning, data visualisation and data-driven decision-making. I applied this learning in MBA dissertation workshops, where students often needed support with analysing data, selecting charts, interpreting statistical outputs, and writing Findings and Discussion chapters. My CPD helped me design a more practical workshop using a prepared dataset, recommended statistics and chart guidance, so that students could practise data analysis before applying similar techniques to their own dissertations (V3, K2).

I also completed the University of London’s Understanding Research Methods course in February 2026, which refreshed my understanding of research design, methodology, qualitative research, ethics and research writing. This strengthened my ability to support undergraduate and MBA dissertation students, particularly those with limited prior research experience. I used this learning to provide clearer guidance on research questions, alignment between objectives and methodology, ethical issues and dissertation structure (A4, K1).

My practice is also enhanced through collaboration with colleagues. As module leader for Enterprise and Entrepreneurship, I worked with colleagues teaching on the module to improve consistency in learning materials, weekly Moodle tasks, formative submission points and assessment guidance. I also organised a Marking and Moderation Standardisation Meeting to support a shared understanding of marking criteria and assessment standards across different teaching groups. This collaboration improved the consistency of teaching and feedback practice and supported fairer assessment processes for students (V5, K5).
I also draw on feedback from students, colleagues and programme-level discussions. Positive verbal feedback from the Programme Manager and colleagues about weekly Moodle activities and staged submission points encouraged me to continue using structured formative tasks in module design. Similarly, student feedback on tutorial videos in practical digital modules showed me that targeted, task-based resources can be more useful than relying only on full lecture recordings. As a result, I now evaluate not only whether resources are available, but whether they are genuinely usable for students with different levels of confidence and prior experience (K3).

This ongoing professional development has changed my practice in several ways. I now plan learning more deliberately around staged progression, use digital resources more selectively to support independent learning, and connect academic tasks more clearly with employability and professional skills. Going forward, I will continue to use CPD, peer discussion, student feedback and module evaluation to refine my practice and respond to changing learner needs and the wider higher education context (A5, V4).

I have also begun using student module evaluation data more systematically to identify where my own knowledge needs further development, rather than relying only on informal feedback. For example, recurring student questions about statistical interpretation prompted me to revisit sections of the Google Advanced Data Analytics course material to refresh my explanations (K3). Looking ahead, I intend to attend a workshop on inclusive assessment design, so I can develop this area of practice in a more structured and evidence-informed way (V2, V3). This reflects the PSF 2023 emphasis on sustaining effective practice through CPD (Advance HE, 2023).
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Your application (including the two Supporting Statements from your referees) is submitted first to the Academic Office via the appropriate submission link on Moodle (Advance HE Fellowship module).



SECTION FOUR: 	Referees

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

The function of a Referee 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. Each Referee 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.  Your Referees should either be Fellows, Senior Fellows or Principal Fellows of Advance HE, or an appropriately experienced member of staff working for a UK Higher Education Institution (HEI). All Referees need to be familiar with the PSF2023.

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

	Referee 1:


	Name
	Renuga Jayakumar

	Job Title
	Programme Manager / Senior Lecturer in Computing

	Fellowship Status
	Senior Fellow of the Higher Education Academy

	Institution/Institute/Centre/Unit
	Institute of Inner-City Learning

	Email address
	r.jayakumar@uwtsd.ac.uk

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

Renuga can comment on my professional practice as a Programme Manager and Senior Lecturer in Computing who is familiar with my teaching, assessment practice, use of digital learning resources, student support, and contribution to computing-related modules at UWTSD London Campus





	Referee 2:


	Name
	Lizeta Demetriou

	Job Title
	PM CertHE Business Skills for the Workplace

	Fellowship Status
	

	Institution/Institute/Centre/Unit
	Institute of Inner-City Learning

	Email address
	l.demetriou@uwtsd.ac.uk

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

Lizeta can comment on my professional practice as Programme Manager for CertHE Business Skills for the Workplace, particularly in relation to my module leadership, redesign of weekly Moodle learning activities, staged formative submissions, assessment support, student engagement and contribution to teaching and learning within CertHE business provision at UWTSD London Campus.






GDPR on data sharing with ADVANCE HE 
Following the implementation of GDPR you should be aware that successful recognition at UWTSD,  personal data including your name and email address will be supplied to Advance HE. This is in order to trigger your fellowship registration and certificate being recorded on their MyAdvanceHE database. 
https://my.advance-he.ac.uk/
Advance HE will make use of this data in the course of providing their Accreditation Services to UWTSD, and potentially in any reviews they might carry out of our accredited provision. 
By submitting your coursework and appendices you are confirming you agree to this data sharing.

SECTION FIVE: 	Declaration

Please sign and date in the box below to confirm that the application you are submitting is your own work.

	Signature 
	Balendran Kandasamy

	Date 
	30/07/2026
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