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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
	
Dr Rhian Elinor Keyse

	INSTITUTE/CENTRE/UNIT

	IEH


	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

	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
	

	Mentor
	Caroline Lewis






Context statement: 


	Write your Context statement here (up to 300 words)

I am an historian of modern Africa, with teaching experience across the humanities and social sciences. I am Lecturer in Global Historical Studies at UWTSD, and convene several modules across Humanities disciplines, contributing to the History, Anthropology, International Development and Global Politics (IDGP), Conflict War and Society, and Liberal Arts programmes, as well as Foundation Year courses across the Humanities. I supervise BA and MA dissertations, and supervise two PhD students.  

UWTSD teaches students in both distance learning and residential contexts and attracts many students with ‘unconventional’ routes into higher education (HE). My classrooms – on and offline – reflect this diversity, and are populated by mature students, students with caring responsibilities, disabled students, and students managing full- or part-time work. UWTSD modules are open to students across Humanities programmes, so my modules attract students from History, English and Creative Writing, IDGP, Anthropology, Liberal Arts, Religious Studies, and Philosophy.

My teaching career began in 2013 as a Postgraduate Teaching Assistant at the University of Exeter, where I taught until 2020, delivering lectures to, and designing and facilitating seminars for undergraduates in History and Liberal Arts, as well as supervising second year research projects. In 2020 I designed and convened a special subject module for BA History final year students as an Associate Lecturer in Global History at Plymouth University.

As a Postdoctoral Fellow at Birkbeck (2020-2024) I taught BA and MA students in the Department of History, Classics, and Archaeology, leading seminars and delivering lectures on African History, Medical History, and research methods. I supervised dissertations on the MA in Gender and Sexuality Studies. I was involved in assessment for the Global History and Public History MA programmes. I mentored PhD students, providing feedback on draft written work, providing guidance on research methods, and supporting them to prepare for their vivas.





Evidencing Area of Activity 1 (A1): Design and plan learning activities and/or programmes 
	Write your Reflective Narrative here.
References and citations are to be listed in a dedicated field below.

In 2025 I redesigned the BA module ‘Global Genocides’ with an interdisciplinary approach, recognising that students come from various Humanities disciplines. As Spelt et al (2009) note, interdisciplinary learning equips students with ‘boundary-crossing skills’, enabling them to tackle complex issues. Each session focused on a geographical case study, and the module overall incorporated themes relevant to students’ disciplines (e.g. religion, international politics, gender, literary representations). Students read a common class reading  each session, selected from different disciplinary approaches, and are encouraged to choose additional readings from a wider interdisciplinary list. I invited student feedback on the module’s alignment with their broader studies. Student evaluations highlighted the value of this flexible approach, noting its relevance to their broader studies and the encouragement to transcend disciplinary boundaries. Students suggested improvements, like more flexible assignment titles, which I have embedded for future teaching. I continue to contribute to updating the History curriculum at UWTSD, and am actively involved in the current Curriculum Review process (V1, V2, V3, K1, K2, K3).

I supervise undergraduate and postgraduate research and draw on feminist critiques of traditional ‘master/apprentice’ supervision models, which highlight their potentially oppressive and exclusionary nature (Kadioglu and Valli, 2025), I therefore adopt a more egalitarian partnership-based model that promotes student ownership of their learning. At the start of each semester I co-create research plans with students, establishing aims and learning outcomes collaboratively. I am currently supervising a PhD student using oral history methods for the first time. Together, we planned learning outcomes, identified relevant literature and training, and developed a plan which supports both their autonomy and my ability to assess their progress. This approach also supports students to develop independent working practices that prepare them for future research and employment, recognising the wider context of HE and preparing them for post-graduation life. Feedback indicates students feel supported by this approach, exploring new methodologies in a well-scaffolded manner (V1, V2, V4)

To prepare students for post-graduation life, I integrate employability skills into ‘Academic Skills’ modules, recognising that employability activities are valued by students, HE institutions and employers (Scandurra et al, 2024). I embed skills such as presentation skills in formative and summative assignment. More recently, I have been focused on encouraging the responsible use of Artificial Intelligence, an increasingly importance workplace competency, by encouraging students to use AI tools in their assignments within the University’s permitted parameters, and devising assignments which require them to critically analyse and evaluate the outputs of such tools. I emphasise the relevance of ‘academic’ skills – such as reflective writing – to job applications, interviews, and performance reviews. Reflective assignments ask students to consider how their academic skills apply in non-academic contexts. The work the students produce demonstrates that they can make these connections, with several noting applications in part-time employment. (V4, K4).

I ensure that my teaching addresses wider societal issues and global challenges, representing diverse cultures and societies. In the ‘Activism, Protest and Campaigning for Global Justice’ module, I cover topics like reproductive justice, LGBT+ rights, and gender-based violence (GBV), linking these to UN Sustainable Development Goals. We explore how studying these subjects historically and in contemporary society can help address global priorities. I use case studies from Africa, Europe, Latin America, and Asia, aiming to equip students with an understanding of the interconnected world and contribute to the decolonisation imperative in HE (Nyamnjoh, 2020). Student evaluations appreciate the range of case studies and detailed exploration of contemporary issues. (V1, V4, K2).


[bookmark: _Int_f5VKueqd]

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

Given the diversity of my students, reflecting the wider context of diversity within which HE operates, I use varied teaching methods to engage students, build their confidence, and promote inclusive and effective practice (Goyibova et al, 2025). I often begin classes with a recap of the previous session, inviting students to summarise their learning. This ensures continuity in short intensive Humanities block modules, which can otherwise feel fast-moving. It also helps students measure their own understanding and allows me to gauge how the group is engaging with material. I link themes from previous sessions to the current topic, reinforcing continuity. This approach is important as it enables assessment of student understanding and responsive adaptation of teaching in response to diverse groups of learners. It also increases student satisfaction - student feedback highlights the usefulness of these reviews for reflection and making connections across sessions and complex topics (V1, V2, V4, K1, K3). 

I incorporate digital pedagogy into my teaching, a practice I developed during the Covid-19 pandemic. I use these methods in distance-learning and hybrid classes e.g. when students have health issues or caring responsibilities requiring occasional online attendance. These methods ensure more equitable, inclusive, and interactive access to learning than that which would be possible from catching up asynchronously (Howell et al, 2024).I use digital pedagogy to assess students’ baseline of understanding in sessions when approaching new material, using tools like Vevox to run short quizzes that assess students’ baseline understanding and engagement with pre-class reading. These quizzes act as an on-the-spot quality enhancement mechanism, allowing me to effectively evaluate how students are learning and to dynamically amend classes to address gaps in understanding. These quizzes have increased student engagement with pre-class preparation. Digital pedagogy for hybrid learning also supports students to develop transferable skills relevant to increasingly-common hybrid working practices in employment (K1, K2, K4, K5. V1, V2, V3, V4). 

Students are often studying subjects I teach (e.g. African History) for the first time. To ensure all learners have a shared baseline, especially important in UWTSD’s intensive block-teaching model, I follow recaps and quizzes with short lectures providing essential context, content, and theories. Colleague feedback and student surveys at Birkbeck, Plymouth and UWTSD indicate that this helps students feel secure in unfamiliar topics before undertaking more in-depth class activities. To avoid an entirely tutor-led approach, I balance lectures with methods like think-pair-share and small-group discussions where students explore questions or primary sources together. This allows students to engage with peers in cooperative learning and test ideas, an approach research shows can help less confident students to engage, increasing inclusivity (Johnson and Johnson, 1999; Mundelsee and Jurkowski, 2021), especially important given the demography of UWTSD students discussed in the context statement. Student evaluations confirm that the mix of approaches is beneficial for their learning. (V1, V2, V3, V5, K1, K2, K5).





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

Research shows that students benefit from receiving timely and constructive feedback (Irons, 2008). This is especially important for inclusivity and building the confidence of our student cohort, many of whom have been out of education for some time. I therefore combine formative and summative feedback to ensure students receive guidance throughout modules rather than just at the end – crucial in short, intensive block modules. I plan dedicated assignment workshops where students bring draft plans and receive one-to-one formative feedback. Students who engaged with these tutorials incorporated the formative feedback into their final assessments, resulting in improved attainment and demonstrating effective practice (V1, V2, V3, K1, K2).

I also combine ‘traditional’ Humanities assessments, such as essays, with less ‘traditional’ applied assessments, to encourage students to use their learning in new ways. Research highlights the value of such assessments in supporting engagement, inclusivity, creativity, and new skill development (Holland, 2024). To ensure the varied submissions still meet the required standard for their studies, I formulate the instructions and mark the assignments with reference to UWTSD’s Generic Assessment Criteria.  On the ‘Activism, Protest and Campaigning for Social Justice’ module, students produced campaign plans or materials based on issues of personal interest, drawing on historical and contemporary campaign methods studied in class. Students outputs included leaflets, posters, and social media infographics. While students initially found this unfamiliar assessment daunting, feedback shows it was rewarding as theyappreciated the opportunity to research self-selected topics and experiment with different modes of communication – skills transferrable to future employment (V2, V4, K2, K5).

Gibbs (2006) notes that assessment supports learning where students receive, attend to, and act upon feedback. Inspired by good practice shared during a 2024 assessment practice training, I introduced a structured feedback-reflection exercise into my Academic Skills classes. Students summarise their feedback in bullet points, identify areas needing clarification, and note priorities for their next assignment. They bring their notes to class, where I spend time with each student exploring their reflections. This practice has proved to be effective, leading to demonstrable improvement in student assignments over the academic year (V2, V3, V5, K1, K2).

Learning from colleagues has helped me enhance the effectiveness and quality of my feedback. I am involved in moderation of marking at Masters and undergraduate levels. I engage with institutional processes for quality assurance as set out in the Academic Quality Handbook, ensuring that samples contain examples in the specified categories. Engaging in moderation has been invaluable, ensuring consistent marking for students, but also facilitating discussions with colleagues and external examiners to share good practice, consider the type and amount of feedback expected, and ensure a shared understanding of marking criteria. This contributes to what Bloxham et al (2016) have described as the ‘community building’ function of such calibration exercises. For example, I assessed Masters-level dissertations for the first time at Birkbeck, and moderation discussions moderation helped me to improve the level of detail I included in feedback, to ensure that students received thorough, constructive responses to their work. (K5, V3, V5).





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

I aim to create effective, supportive and inclusive learning environments for students. My research engages with sensitive topics; GBV, conflict, genocide, colonialism, and reproductive justice are core themes. Given the prevalence of GBV and other forms of trauma, many students live with these experiences. As Carter (2015) notes, ‘teaching with trauma is our daily life’. I use trauma-informed practice and what Knoll (2009) has termed a ‘Feminist Disability Studies Pedagogy’ grounded in awareness of power and oppression and influenced by theories of education as a tool for social justice (Freire, 1968; hooks, 2000, 2003). Drawing on my experience as a trauma practitioner in the GBV sector, I take proactive steps to support student wellbeing. I provide content notes on Moodle modules, so students are aware of upcoming sensitive content, and email all students in advance of class to reassure them that they may step outside the classroom (or away from their screens in distance-learning settings) if they need a break, without having to explain such absences. I provide grounding techniques and signpost relevant support services. At the start of sensitive sessions, I remind students of these options, helping them set their own boundaries and fostering a safer and more inclusive learning environment. I design assessment to allow flexibility in topic choice, ensuring agency for students who may be living with such experiences, which research demonstrates is important for GBV survivors (Gubele, 2023). Student feedback indicates that these practices create an environment where they feel safe, supported, and able to engage with the material. I have identified other colleagues interested in trauma-informed pedagogy and together we are establishing a community of practice through UWTSD’s “Peer Organic Development” initiative. Ultimately, we aim to embed trauma-informed approaches across disciplines at the institution. My supportive approach to students has received positive feedback from colleagues, and in the 2025-26 academic year I took up new responsibilities as Senior Tutor/Welfare Officer for Humanities, leading on the implementation of a new personal tutor system and supporting colleagues to improve student support across the Humanities disciplines. The new system has been in operation for almost six months, and student feedback at Student Liaison Committee meetings has been positive (V1, V2, V3, K1, K2, K3).

I am committed to inclusive and effective teaching and learning for disabled PGRs who often face gaps in institutional support which can be geared more towards undergraduate or postgraduate taught students.  Non-visibly disabled and neurodivergent PGRs are especially impacted (Osborne et al, 2024; Sandland et al, 2023). Upon starting postgraduate supervision at UWTSD, I enquired about guidance for accessible vivas and probation panels and found limited provision. I collaborated with the PGR Office in IEH to ensure reasonable adjustments for my students, drawing on a document I developed at Exeter advocating for disabled PGRs and summarising good practice from other institutions (e.g. University of Chester, 2023; University of Worcester, 2020). Working with student support professionals, I support my PhD students to identify reasonable adjustments to supervision and assessment, ensuring equitable supervision and compliance with the Equality Act 2010. I am discussing with the PGR Office how to embed these practices institutionally to strengthen support for disabled PGRs (V1, V2, V3, V5, K1, K2, K3).



[bookmark: _Int_GMU7shk2]

Evidencing Area of Activity 5 (A5): Enhance practice through own continuing professional development 
	Write your Reflective Narrative here.
References and citations are to be listed in a dedicated field below.

I am committed to continuing professional development and undertake formal and informal opportunities to enhance my practice. At UWTSD I have taken on formal PhD supervision for the first time in my career, co-supervising with experienced colleagues. Before beginning supervision, I met with those colleagues to discuss expectations of supervision at UWTSD, benefiting from their guidance to ensure high standards of supervision. Research demonstrates the benefits of the co-supervision model for mentoring new PhD supervisors (Robertson, 2017) and I have found this invaluable for understanding institutional requirements at UWTSD. Additionally, my co-supervisors are from different disciplines (archaeology and religious studies) which means that I am learning more about transdisciplinary teaching, and new theoretical approaches which will enrich both my teaching and research. After each supervision, my co-supervisor and I discuss the session and next steps, enabling me to feel supported to ask questions and improve practice, This contributes to quality assurance of supervision (V3, V5, K3, K5).

At Exeter and Plymouth, I participated in formal peer observation exchanges, providing feedback to new Postgraduate Teaching Assistants and receiving evaluations of my teaching from senior colleagues. This process involved identifying good practice and areas for improvement, discussing teaching practice, and producing reflective writing identifying areas for amending practice. Feedback I received highlighted strengths like rapport with students, seminar structure, and formative feedback, while areas for improvement included delivery confidence, which I addressed through public speaking training. Observing colleagues also meant that I could integrate aspects of their good practice into my teaching. Having observed a colleague’s methods for gauging informal student feedback, I have adopted the ‘traffic light’ approach described in Bryan (2015). Students are given post-it notes at the end of class, and asked to write which parts of the session were useful/less useful/suggested improvements. Students submit these post-it notes anonymously into a box as they leave class. This allows me to dynamically evaluate my teaching, and respond early to any difficulties students are having. Student feedback indicates that they appreciate this method of shaping their learning and being able to raise issues anonymously (V1, V2, V3, V5, K2, K3, K5).

I actively engage in activities to improve my practice. Since joining UWTSD I have undertaken formal CPD courses on Hyflex teaching, Digital Skills, and creating accessible teaching materials. I also participate in informal activities like the Nexus Learning and Teaching Café, an online space where staff share experience and good practice, and the AI Learning Community which responds to developments in AI and supports staff to feel more confident in this fast-developing area. Since joining the AI Learning Community in particular, I have been able to confidently discuss the responsible use of AI with students, moving from a stance of being afraid to use it in teaching and learning to encouraging students to use it where permitted and in accordance with UWTSD guidance. The impact of this has been to increase both my own and students’ confidence with AI and digital skills, illustrated by student feedback. My confidence has grown to the point that I am now a member of the IEH Academic Integrity Working Group, working to embed good practice and increase students’ and colleagues’ confidence with using AI appropriately. (V3, V5, K2, K3, K4).
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	Write any references or citations used in any Areas of Activity here:
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Your application (including the two Supporting Statements from your referees) is submitted first to the Academic Office via the appropriate submission link on Moodle (Advance HE Fellowship module).
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