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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 SENIOR FELLOW


SECTION ONE:

	NAME
	Phillip Morgan

	FACULTY/CENTRE/SCHOOL/
DEPARTMENT
	School of Social Justice and Inclusion


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


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

	Programme Director
Admissions Tutor
Module Leader
Researcher
School Ethical Approval Lead
PCET Lead

	
LENGTH OF SERVICE AT UWTSD

	
YEARS: 4               MONTHS: 7 months




	
APPLICATION FOR SENIOR FELLOW

In your application for recognition as a Senior Fellow of the Higher Education Academy (HEA), you are required to demonstrate fully how your continuing professional development allows you to meet the requirements for Descriptor 3, Senior Fellow status, as outlined in the Guidance Handbook, relating to the Dimensions of the UK Professional Standards Framework (UKPSF), that is, all Areas of Activity, all elements of Core Knowledge and all of the Professional Values.

You should aim to include examples of your use of/commitment to relevant elements of the Professional Values and Core Knowledge throughout your account. Make clear how you apply appropriate Core Knowledge and how you demonstrate your commitment to appropriate Professional Values within your Areas of Activity through two case studies.




	
General Principles to consider in preparing you application

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

· Your application is centred round the processes of continuing professional learning and development activity related to teaching, learning and assessment responsibilities. This includes appropriate research and scholarly activity and the leadership, management and administration of academic provision and support. How you evidence this will be dependent on the context in which you are working and the nature of the subject, discipline or profession in which you teach.

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

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

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

· This application is a personal account so you should focus throughout on your own professional practice and decision-making. As well as completing this application you should include two case studies outlining contributions you have made to learning and teaching in HE.

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

· By applying to become a Senior Fellow you will have the opportunity to:

· Think deeply about and thereby enhance the quality and effectiveness of your work in the area of teaching and supporting learning in HE.
· Model good practice for other staff and be better able to encourage and support them to seek recognition for their own work in this area.
· Increase your influence and impact by gaining national recognition for your contribution to teaching and the support of learning within the HE context







SECTION TWO:	Your reflective account of your Continuing Professional Development

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

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.



	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


	Address the following:

1. The main ways in which you design and plan learning activities and/or programmes of study (Approx 100 words)
2. The reasons for your choice of subject material, activities and techniques and the particular learning technologies included in your plan
3. How your choices facilitate your students’ learning in general and within their subject area
4. Which elements of Core Knowledge did you utilise and why?
5. Which Professional Values were particularly relevant and why?

	Write your evidence here 570 words:
Since 2015 I have lectured in Education Studies, Social Inclusion, Social Studies and Advocacy at both under graduate and post graduate level. Around this content I have widened my knowledge base by engaging with theories, concepts of morality, personality, voice, choice, power and control (K1; Dillon, 2010). I have contributed to the writing of undergraduate programmes and written a new BA Advocacy programme, which commenced in Autumn 2017 and July 2018 saw the first graduates of the programme. These are the first BA Advocacy graduates within Wales and the UK (K6, V2 & V4). I have responded to external examiner reports whilst ensuring that programme content meets benchmarks for quality standards whilst maintaining a contemporary edge (K1, K6 & V4). In support of this I have developed links with partner organisation in education and practice, taking up the role of Independent Director within a new ‘Resilience Hub for Advocacy provision in Wales. Linking with a partner college who provide vocational ‘Independent Professional Advocacy’ qualifications the programme now offers students ‘added-value’ and options to build a career in Advocacy provision (K1, K6 & V4). Wider to this I have established a position within the ‘West Wales Advocacy Forum’ group which enables UWTSD staff to maintain an up to date professional practice awareness which supports lecture content (K1, K6 & V4).
Initially as PD for the HE Certificate in Advocacy I initially delivered all of the course content; Advocacy acting as a ‘feeder-course’ to other established options for continuing studies. Through liaison with partner organisations involved in advocacy delivery I have developed the new BA Advocacy, the first HE level degree in advocacy within the UK (Arnstein, 1969). Course content now reflects the needs of potential employers and presents graduates as specifically employable. Currently I am engaged in extending Advocacy studies to MA level 7. 
Given levels of focus on student learning experiences I have adapted my teaching style(s) so as to accommodate various group sizes, subject content and levels of engagement (V3). Reflecting on reflective and reflexive processes I am aware of the need for an expansive format of delivery methods to accommodate differing learning styles (Bates, 2015). The benefits of communication via technology are balanced against learner needs for pedagogies in learning means (Bentkowska-Kafel, 2009). In meeting the challenges and opportunities offered by information technology I ensure that student centred objectives are met, not overshadowed by the use of IT. 
Core Knowledge
Having contributed to and written undergraduate programmes I am now fortunate to extend this into MA level study. Module content benefits form a strong theory, policy and practice triad affording students a firm basis on which to underpin their developing knowledge and understandings (K1-K6). From this mix learners are able to assimilate wider knowledge to their existing life-experiences placing them as experts in their own learning journey (KS1-K3-V2). Using learners as a source of ‘life-experience’ makes for fluid lecture debates and it is within these debates that learners begin to develop the critical arguments which underpins professional practice. These fluid debates test both learners and my core knowledge and theory demonstrating to students that subject ‘understanding’ is equally important as ‘content/knowledge’ (Kolb, 2015). This impacts on my own CPD and guides further study, research and reading (Kolb, 2015). Setting learners challenges of reading and debating various texts, papers and reports allows for extension of learning beyond the lectures; advancing skill-sets transferrable to work-place environments (K2-K3-V3). Module content is developed from these debates in direct response to module focus and learner needs (Boyle & Charles, 2016).
Professional Values
For me morality of thought and action are for me essential ingredients of human development; establishing a maintainable position wherein equality and diversity are met with understanding and acceptance of difference without hostility remain key motivations ((Durkheim, 1975; V1-V2-V3). Within a safe learning environment aspects of these motivations to action explore and develop student understandings of ‘self’ and ‘others’; various philosophical, moral and sociological positions explored then establish understandings of both word, deed and understanding (V3-V4). The reciprocal nature of fluid module content development informs, establishes moral positioning for learners whilst (re)testing my ethical position and beliefs. It is within this framework that learners develop the strength of knowledge, understanding necessary to have a positive impact in their careers (K2-V2-V3-V4; Lisle, 2010).
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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 range 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)


	Address the Following:

1. The main ways in which you teach and/or support learners (Approx 100 words)
2. The activities or techniques you use and why
3. How you came to use them and why you think they were successful in supporting student learning. Give reasons for your choice of activities and techniques and how they relate to developing the learners’ understanding of the subject.
4. The elements of Core Knowledge you utilise, how and why.
5. Which Professional Values are relevant and why.

	Write your evidence here: 552 Words 
I utilise a wide range of options in lecture delivery e.g. group work, lecture notes (electronic systems), debates supported by personal tutorials, video capture and voice-over-power-point lectures meet the needs of the whole group. The purpose of these various options is to develop a more critical engagement with module content within which leaners find empowerment thorough which their voice is heard. In challenging learners an oppositional stance is very often used in order to challenge learner position (K-K3-V1; Bates, 2015). Learners are encouraged to argue a point through evaluating evidence rather than argue with someone, have an opinion but be open to hear others point of view based on alternative ‘Weltanschauung’ (world view; K3-K4). Via this approach in association with theory, policy and links to practice understandings of ‘difference’ are clarified, from understanding students can make informed reflects on various moral positions (V3). This approach holds challenges of knowledge and understanding for both lecturer and student but reflects the demands of QAA Benchmarks in practice for sociology delivery and achievement linking learning outcomes and module objectives whilst meeting the academic rigour requirements essential in  maintaining professional standards in education (K6-K4). 
In maintaining my own CPD I attend and present at various conferences (BERA, BSA) around which personal study is based (MPhil/PhD via Research), N-Vivo and VLE training; this has focused some of my research regarding student learning through a ‘UWTSD Student Enhancement’ project (V4-V3-K4). By engaging in my own research and CPD I have been able to ensure that the course content is current and relevant with the programmes I have designed and teach (K1-V3). Expanding my research to include wider qualitative methods has impacted on the PhD supervisory team. Selecting Biographical Narrative Inquiry within my methodology has led to raised interest levels and engagement with an external training provider in support of wider academics engaging with the methodology (V4-V3-K4-V1). 
Core Knowledge
As academics we are both consumers and contributors to knowledge (Giddens & Sutton, 2017). In requiring and encouraging students to ‘critically’ engage with a range of materiel sources there is a concern that all content is ‘fact’, it is within classroom debate that the various ‘opinions’ are explored with their basis in-fact’. This process allows core knowledge to develop as evidenced through the outputs of group activities, taught sessions and seminar delivery (V4; Petty, 2014). Essential student feedback and feedforward supports learners to consider me as a ‘critical friend’ seeking to strengthen their academic engagement and understanding (Care et al, 2017). Subject tutorial sessions alongside open lecture structure encourages learners to challenge the traditional didactic lecturer position by acknowledging learners as experts in their own learning journey/life experiences. By demonstrating ‘best practice’ in content delivery learners can benchmark their own performance and are encouraged to be self-reflective/reflexive in order to meet the assessment and learning criteria (K1-K2; Kolb, 2015). Both summative and formative assessment feedback/feedforward is used in order to build self-confidence and belief within a cohort of widening access students from non-traditional backgrounds (K6; Lohmann-Hancock & Morgan, 2016). This ensures whole-class progression and attainment a factor consistently highlighted within external examiner reports (K3). Detailed feedback/feedforward ensures that learners have every opportunity to build academic competence (K4).  
Professional Values
In order to maintain relevance of core content a range of challenging new modules developed address contemporary issues such as Female Genital Mutilation (FGM); these subjects present challenges of delivery in explicit content which requires sensitivity and dignity; piloting such content was essential before delivery to the student cohort; students are advised of the topic in advance (K3-K6-V1). The delivery of such content and open honest discussion is only possible within safe and positive learning environment (V1-K2). As such content may resonate across some learner’s lives then learning space; students are advised that they may wish to pass or leave if/when content becomes challenging. In addition students are signposted to support services seek timely and appropriate support if required (V1-V2K2; BAWSO, 2016).
Additionally as Module lead for under graduate Dissertations I have developed a system of support for students which both adheres to QA Guidelines and responds to student needs. Students are allocated a dates for tutorial meetings in advance and are supported throughout the process of researching and writing their topic. This allows individual tutors to monitor progress and to confirm that the students work is verified as their own work, having guided the dissertation from beginning to submission (K3-K6-V1-K4).
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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


	Address the following:

1. The main types of formative and/or summative assessment that you use with learners, whether formal or informal (Approx 100 words)
2. How and why you choose the particular approaches and methods you employ, insofar as this was your own decision
3. How you ensure your assessments are valid indicators of what you want your students to learn, that your marking is reliable and the standards you set are appropriate
4. How you give feedback to learners
5. How you ensure that the feedback you give learners helps them to improve their understanding of the subject or their performance and development as learners
6. Which elements of Core Knowledge you utilised, how and why
7. Which Professional Values you applied, how and why

	Write your evidence here: 699 words

Beyond the basic need to grade students I believe that assessments should support academic progress via wider reading, subject engagement and skill-set development (K5, V4).  My perspective of learning acknowledges the universities logic for formative process requirements whilst identifying why learners may view ‘grade-marks’ as a means to an end only (Petty, 2014). Around this, summative grading, formative assessment and feedback/feedforward notes provide specific commentary supportive of student self-regulation and improvement (K5, K4, K2 & K6).  Within my practice students benefit from a critical exploration and purpose of assessment tasks in relation to both their subject, module and within academia (K6, V4), ensuring that all necessary skill-sets are delivered appropriately and understood by learners (K2, K6). I have explored new assessment formats aligning them with the skill-sets most prised by course related employers in support of enhanced employability potential (K1, K2, K5; Lisle, 2010). Students can now evidence practice via ‘simulated role-play’, ‘flipped-learning opportunities’, poster presentations at UWTSD conference, and video seminar presentation submissions (K4, K5; Bentkowska-Kafel, 2009).  
The value of these assessment ‘instruments’ are that the desired learning outcomes are both subject and workplace specific (K1, K2, K5). Thus students are more likely to respond to feedback/feedforward as they see the link to employability centred skill (K5, K3 & K2).  As developing practitioners learners are required to maintain a reflective practice journal supportive of a reflexive process of self-development monitoring. It is within the debriefing session (Tutorial appointments) that the reflecting ‘in’ and ‘on’ learning are given both direction and meaning (K3, K5, V1; Gibbs, 1981). Records of meetings build the production of students grounded in best practice (K3, K5 & V1). 
As learners see the relevance of assessed tasks then motivation is more likely; in addition levels of achievement increase (K1-K2-K5). The rationale for learning outcomes need to be explicitly explored with learners as their relevance is integral to the assessment task (K2-K3). 
My work with peer academics in the production of student guidance instructions (referencing guide) has supported both quality assurance and adherence to academic guidelines (QAA, 2017). As external examiner and reader for other university programmes I have guided best practice within assessment and ethical considerations (K6, V4); Compliance links directly with assessments and QAA guidelines and are utilised in student development (K2-K5-K6-V4; QAA, 2017). 
My perspective on learning acknowledges formative assessment requirements and that learners may view ‘grade-marks’ as a means to an end rather than a learning opportunity (Race, 2014). In teaching ‘the subject’ rather than just passing the assessment my approach is designed to build critical reflection and understanding (K7-K6; Weber, 2016). 
I explicitly explain my teaching pedagogy as this may differ from school-based teaching and learning experienced prior to HE level.
Diversity of assessment acts to develop students’ capabilities and demonstrates to potential employers abilities appropriate to their needs (Care et al, 2017). Such diversity has required that I develop new skills and share coach my team. 
 Students are encouraged to examine in detail learning outcomes and marking criteria in order to focus their wider engagement and efforts towards achieving the highest possible grade mark; and additionally to know that the full range of marks are available (K5-K6-K2-V4).
Having examined a wide range of assessment options I have developed a range of both formative and summative assessment tools, designed to gauge learner progress towards learning outcome goals e.g. ‘Pop-Quiz’, ‘Tub of Truth’ an anonymised card return system wherein students can ask for support without being identified. Every student takes and returns a card some with questions some blank. Having adopted ‘flipped learning’ exercises into practice students now produce formative outputs evidential of progress; utilising both formal and informal assessment tools.
In working towards developing graduates with a relevant skill-set a variety of assessment options are employed; with the rapid growth of social media and more rapid communication via IT programs assessment processes are designed to reflect what is actually needed in practice e.g. video, music content links within essay assignment tasks (K5). These assessment processes reflect the needs of organisations seeking to engage with a more diverse target audience than has previously been experienced (K1-K2-K3-K4-K5). Such skill-sets being prised amongst employers and confirmed during course development consultation meetings (K4-K5). The prior involvement of potential employers in informing course content locates teaching and learning within sustainable community involvement; embracing the view that demonstrations in the understanding of the links between theory-policy and practice as a triad of practice academic progress (K5-V4). 

Beyond the formal assessment process informal assessment and feedback/feedforward opportunities the form of anonymous student feedback (Tub of Truth) gathered at the end of key lectures assesses gaps in learner knowledge and understanding. This avoids identifying individuals who require further explanations within a wider group, as otherwise the issue may have passed without acknowledgement and address (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

	Address the following:
1. The main types of educational environment in which you work and/or what kinds of support and guidance you give to your learners, whether formal or informal (Approx 100 words)
2. How you have contributed to making the learning environment more effective for learners
3. The ways you have contributed to supporting and guiding your learners
4. Why you chose those particular strategies and how well they worked
5. Which elements of Core Knowledge you used, how and why
6. Which Professional Values you applied, how and why

	Various types of teaching and learning methods, situations and environments within my organisation are utilised so as to provide a variety of learning opportunities, supportive of both traditional and non-traditional learners (K2, V4). Student engagement is supported and managed via group/class lecture attendance recording, tutorial support, group seminars, recorded lecture provision and is enhanced by skype contact for dissertation supervision of distance learners (QAA, 2018; K4). 
When supporting and managing large numbers of learners it is essential to provide a firm structure in support of effective communications, reflecting a professional workplace framework instils appropriate boundaries and a professional partnership working towards successful graduation (UWTSD, 2018; K2, K3, V4).   
Planned debates and pre-reading exercises (K4) give opportunity to manage group directed investigational learning within controlled learning environment and is supportive of formal and informal learning at both under graduate and post-graduate levels (K2, K3, V3). Learners when required to prepare to debate either ‘for’ or ‘against’ an issue become more aware of contemporary debate and opinions, thus supporting development of personal positions and belief systems whilst appreciating the opinions of others, an essential part of critical social engagement (K2, K3, K4, V3, V4). Extending learner experiences further initiatives employed include moving students outside their comfort groups. An example of this in practice is laying out desks to replicate the Houses of Parliament House of Commons replicating an adversarial structure and a real world ‘Case Presentation’ which allows students to prepare for professional workplace debate and discussion (K2, K3, V3; Lohmann-Hancock & Morgan, 2016).
In developing professional practice both moral and ethical student behaviours are observed, noted and relayed anonymously to the group within a feedback loop supportive of learner development in professional practice feedforward into future debate, critical engagement and assessment submissions (K1, K2 & V4). Underpinning this and linking to UWTSD’s ‘Fitness to Practice’ and ‘Fitness to Study’ policies students are guided to replicate professional behaviour in practice formulating a professional ‘self’ persona within which they are able to develop and function within  their studies and workplace situations (UWTSD, 2018; K1, K2, V3). 
In recognising that there is a range of abilities within any classroom those students who lack in self-confidence they are encouraged to sit at the front of class during typical lectures. This avoids the need to make eye contact with the main student group, allowing one-to-one communication with the lecturer. This builds learner ability to eventually engage with wider class (K2, K3 & V2). Learners are supported to give Voice to Their Values (GVV) by adhering to the concept of understanding ‘others’ views whilst not necessarily agreeing with others (Gentile, 2012; K2, V1, K3). 
The rationale for this variety of engagement is explained to learners and is supportive of coproduction within the learning environment (Arnstein, 1969); further evidencing my practice ‘by example’ within a safe learning environment. In support of this a ‘Tub of Truth’ is used wherein a blank feedback card is given to each student at the start of lectures, each student returns their anonymous card at the end of lecture either blank or with a request for further guidance or feedback (K1, K2, V3, V2). This allows less secure students the opportunity of raising a question without drawing attention to their need or any perceived deficit (Petty, 2014; K1, K2, V3)
 Students understand expectations for team-work activities, collaboration and co-production within set tasks and that their professional practice is being observed; linking their reflective/reflexive journal to simulated work place demands (K1, K2, K6, V2; Kolb, 2015). Within this participatory learning environment individuals are encouraged to express their views and to listen to contradictory opinions expressed by others; seeking to understand and challenge via evidential reference to underpinning theories, polices and links to practice (K2, V1). In challenging learners to read wider and supporting critical writing skills via module assessment feedback/feedforward is supportive of improving learners’ grade-marks (K5). Additionally this ensures that students’ academic rigor enters the workplace ready to deliver evidenced based practice (K2, K5, V2; Weegmann, 2016). 
As students gain in confidence they are further encouraged to deliver brief formal/informal workshops to develop their presentation skills (K1, K2, K3, V1 & V2), ‘widening access’ students many of whom have a wealth of life-experiences; but ‘failed’ in compulsory the education  may presents challenges to lecturers. Engaging positively and supporting personal and academic growth, ensures that any ‘challenges’ students experience are seen as opportunities for learner (K1, K2, K3, V1, V2; Rosenthal & Jacobson cited in Webb et al, 2008, p. 105). 
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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

	Address the following:

1. Your main strategies for updating and developing your capability as a teacher/supporter of learning (Approx 100 words). Refer here to any activities you have undertaken to update yourself on aspects of teaching and learning, for example, staff development activities or conferences on learning and teaching or participation in projects to develop learning methods.
2. How you used the outcomes from the above CPD strategies to improve the student learning experience and your won working practice
3. Which elements of Core Knowledge you utilised, how and why
4. Which Professional Values you applied, how and why

	Write your evidence here: 700 words
CPD and attendance at training events has contributed towards my ability to maintain learner engagement in their studies; as Programme Director and building on my growing involvement in research activity publication I have become a point of information and advice in respect of developing ethical research proposals. As a result of this I am the Discipline ‘lead’ on undergraduate ethical approval providing advice on such issues to colleagues. Pro-active planning has allowed me to manage my lecturer commitments whilst upskilling other academics and their learners to produce acceptable research proposals (K4, V2, Petty, 2014). As Level 6 Dissertation lead I have shared best-practice in relation to research proposal development and ethical applications with my peers and tutorial team (K2, K5, K6; Oliver, 2016).
I also Master’s level dissertation students mentoring in support of higher levels of study which provides an opportunity for reflective practice relating to my own academic journey (K6, V4). Guiding others requiring wider reading and further development.
Having presented my own research at conference on numerous occasions in relation to teaching and learning my awareness of HE challenges in meeting increasing widening access learner needs has been tested by academics countrywide (Wiserd, 2015; BERA, 2016; BSA, 2017). This research impacted directly on my own practice via a self-reflective process of learning and professional development as my work was offered up for scrutiny by wider academia (K1, V3). 
My PhD research has led to a necessity for me to develop papers in support of my academic subject content; in response to requests from another university to publish on their web-pages (CASCADE, 2018). This has impacted positively across my role as a lecturer and PhD student. 
Delivering subject content based on original research reassures learners that opinions offered are resultant of empirical research derived by ‘local’ research and therefore potentially more relevant (K1, K2, K6, V3). Working with a peer researcher I have engaged in a ‘Student Enhancement’ research project which investigates widening participation amongst non-traditional learners, the evidence feeding directly into the development of current programme deliveries influencing content development and retention/deletion (K2, K3, V3; Lohmann-Hancock & Morgan, 2017). This research has been presented at conference and tested within academic questioning (V3, V4).
I participate in peer observation and consider it a learning experience for myself as well as the observed individual; as well as offering constructive feedback/feedforward these opportunities provide a mirror via which to develop(Lohmann-Hancock & Morgan, 2016). Through attending regular departmental meetings where learning and teaching issues are discussed I offer positive student focused strategies to aid student learning and teaching. Team discussions about teaching/learning and strategies are evidenced by embracing systems designed to increase lecturer efficiencies e.g. learner feedback for seminars marked ‘live’ through Turnitin whilst the student presents (Turnitin; V3 & K4); this allows students to have timely feedback through the VLE thus removing an inefficient paper-driven systems.
As ‘External Examiner’ and External Reader’ my roles have been required engagement in external organisational development. Reviewing new programme proposals at other universities has provided an opportunity to test my academic credentials whilst engaging with other HE professionals (K2, K6, V2, and V4).  HEIs have given positive feedback as to my professional constructive and thorough feedback to the lecturing team which was clearly linked to key QA requirements (K2, K6, V2, V4; Kolb, 2015). I have engaged in a book review for a major publisher which again asserts my academic credibility outside of my work-place (K2, K6, V2, and V4).
In respect of links to practice I have contributed to the development of initiatives planned by ‘local’ organisations providing ‘critical-friend’ feedback essential when delivering funding bids (K1, K2, V2).
Working with the Wales Advocacy Forum group I have been able to provide input affecting service provision discussions linked to Welsh Government decision making ((K2, K6, V2, V4). Acting as an Independent Director for a new Advocacy Organisation is allowing me insight into the practice and underpinning principles of service provision which is feeding forward into lecture content (K2, K6, V2, V4). 
Around my work I embrace networking via on-line platforms (Twitter) promoting my programme and subject and other activities related to my subject area. In aspiring to become expert in my subject I continually read wider aspiring to lead by example to both colleagues and students (Gravells, 2012). Seeking to embrace wider participation and embed myself into practice I regularly visit other practice-based organisations, schools and third sector organisations in order to maintain links to practice and knowledge (Stage & Hubbard, 2017).
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Case Study 1. (992 words as at 31/12/17)



	Write your Case Study here: 1,000 words
My first case study outlines the development a Certificate in Advocacy from an entry-level ‘feeder’ course supplying other programmes into a validated BA Advocacy degree. I address issues of the co-ordination, support, supervision, management and mentoring of others, in relation to learning and teaching.
Identifying that the certificate only partially met requirements of support organisations and that wider lecturer experience and knowledge would be crucial to success, meetings with service professionals operating in advocacy detailed “required content and focus” (DeLacey, 2016). Given the austere climate I reflected that a programme proposal must evidence viable student numbers and utilise existing lecturing staff. It was acknowledged that the new degree would impact on existing staff and their teaching practices. 
Prior to the degree validation process the team had no input as it had been developed in conjunction with external collaborators. Aligning the BA Advocacy degree alongside the BA Social Studies degree programme presented opportunities and integration challenges. The same team would now also deliver both the BA Advocacy and Social Studies programmes under separate PDs. In order to differentiate the programmes it was essential to ensure that both PDs worked in co-ordination, but separately in respect of programme identity.
Seeking to enhance practice, consensus was gained ‘collaboration’ sessions where team members could express their fears and aspirations for both programmes allowing module leads to deliver content, evaluate course development and assessment allied to progression across levels thus meeting the needs of potential employers (Belbin, 2017). 
By introducing module leads to the ‘Advocacy Forum’ group meetings lecturers develop knowledge, confidence and establish links to practice placing them at a shared ‘cutting edge’ the ‘golden Thread’ of advocacy development (Age Cymru, 2017). This  increased capacity potential supports new and innovative approaches to their teaching and learning style E.G. ‘Flipped Learning’ links with placement, volunteering and advocacy practice as it requires learners to ‘fully’ engage in their learning and not act as passive recipients of knowledge (REF). The choice of this approach is justified as potential employers will judge the success of the programme by the ability of its graduates; who must be knowledgeable of theory, policy and well-versed in practice at the point of entry into employment (The Guardian, 2017). 

 Having an over-view of team dynamics is essential when constructing a team; Tuckman’s (1965) model of group development provides an insight into the necessary process though which team development needs to travel. In managing port-folio delivery changes, assertive lecturers views have been allowed to evolve via an optimistic process within which each module lead is positioned as ‘expert’ as alternate ‘pedagogic’ or ‘instructed’ model approaches would fail to capture the lived experiences and expertise of the team (Friere, 1996). Given the necessity for lectures to carry their knowledge with confidence the existence of strong personality’s traits and beliefs within the team presented opportunities for personal growth and development across the team. The opportunities presented have challenged the lecturing team to realign themselves with both programmes, extend their knowledge and meet the challenges delivery. I have supported staff to explore their potential in support of both personal and learner’s needs by for example conference hosting and attendance linked to research. This has assisted in lecturers within their CPD, strengthening self-esteem identity within the programme delivery. Creating an empowering sense of ownership within a collegiate pair of aligned programmes.

In presenting potential applicants to the programme with development opportunity the team has further contributed to the development of a MA Advocacy programme which meets the universities directive for cross-profiling degree and master’s programmes within a co-productive and effective mode of delivery (UWTSD, 2017-2022). Through the development of the programmes I have demonstrated the ability to both visualise and realise a progressive programme (BA & MA) which aligns itself with current legislation, learner needs and potential employer requirements. Wider to this these programmes respond to appropriate benchmarking requirements as set out within the QAA regulations (QAA, 2017).
Given the close association with the BA Social Studies and MA EDS programmes it has been essential to the growing success of the both Advocacy programmes to develop staff who are fully engaged in contributing to the delivery. In support of this a number of joint events have allowed existing staff to associate themselves with this developing programme (Belbin, 2017). Staff were encouraged to see themselves as part of an exciting ‘new’ BA Advocacy programme (the first in Wales/UK). Given the relative infancy of this new programme staff were encouraged to develop their own specific areas of ownership within the advocacy specialism (Tuckman, 1965). It is recognised that being valued and respected as a team member is pivotal in generating motivation for continued involvement and contribution to the programme In appreciating existing abilities and presenting potential for growth the team acknowledged individual ownership, place and position whilst developing an energetic and innovative space within which the team can work (Tuckman, 1965). Within this freedom to explore both the subject and methods of delivery module leads are able to create a positive learning environment contributing to both learner and lecturer fulfilment (Csikszentmihalyi, 2002).  Prior to allocating module roles and responsibilities staff were encouraged to share their hopes and concerns about leading in specific areas of module content; via open and productive discussions concerns and fears were addressed promoting a sense of trust and value within the team. It was identified that lecturers needed to demonstrate their competence via existing knowledge whilst engaging in widening participation; nurturing a sense of growth and ownership (McGrath & Coles, 2015). Given the applied nature of an Advocate the team were encouraged to explore their proposed content within team meetings allowing enrichment via collaboration, further strengthening a team approach via appropriate methods (e.g. Flipped-learning; Bergman & Sams, 2014).
In building capacity staff are encouraged to attend conferences and represent both the university and the programme. Wider to this either a module lead or the PD now attend advocacy forum meetings further embedding the programme and its lecturers in to practice (McGrath & Coles, 2015). The benefits of which feed into CPD within Teaching and Learning practice (McGrath & Coles, 2015). 
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Case Study 2. (989 as at 31/12/17 words)


	Write your Case Study here: 1,000 words
The second case study outlines my wider contribution to managing professional staff workload (Dillon & Maguire, 2011). As Programme Director (PD) my role involves overseeing the successful delivery of a range of degree programmes (Lidz, 1987; Jones, 2017). One of my responsibilities centres on Post-Compulsory Education Trainees’ (PCET) subject placements from initial application, interview and successful graduation within which ‘the principles of teaching are not different from home and community’ (Light et al, 1991, p 42; Borgatti, 2017). Underpinning this practice is the appreciation for cross-discipline working which avoids ‘silos’ both in thinking and processes allow for the sharing of best practices (Welsh Government, 2014). Through PCET placements academic staff across disciplines work-together to develop a flexible and responsive experience for students; as facilitator my role is to ensure ‘teaching by asking rather than telling’ which helps facilitate the add-value that PCET students bring to the undergraduate student experience. This was demonstrated through an initial pilot exercise PCET placement during 2017/18 (Petty, 2004, p132); with Under Graduate students benefiting from a different perspective within their studies (Ginnis, 2005). The pilot programme highlighted that it is essential to ensure that both the PCET student and those they teach benefit from the process; thus the planning of such a placement and careful management of both the PCET and undergraduates needs are given equal weighting (Race, 2001). Considering the appropriate subject knowledge of the PCET student and matching these to appropriate modules both for content and for level of delivery provides a platform on which the PCET can build on the experiences (Kolb, 2015 cited in Bartlett & Burton 2016, pp 238-258). In addition the mentoring and supporting the trainee to move from apprentice to independent lecturing involves more than just teaching; marking and developing course content is also key; finally developing an understanding of the policies and strategic requirements for working in HE are also essential for a fully ‘rounded experience’ for the trainee (Boreen, 2009, p 99). PCETs are prepared for their new role via a bespoke set of preparatory tasks giving them a platform to develop as a lecturer.  
In the absence of an existing PCET interview format I designed an appropriate interview protocol to assess applicants as part of the selection process, utilising Wengraf’s (2006, pp 199-200) ‘fairly-fully structured interviewing and ‘semi-structured depth interviewing techniques’. A ‘convergent parallel design’ initially isolated interview performance from seminar delivery enabling the ‘merging of results and comprehensive analysis of the applicant (McNabb, 2018 p. 138)   The formal interview panel comprise of academic staff from within the team and an ‘external’ academic who offers an independent critical opinion essential to rational decision making and final selection (Wengraf, pp. 121-125). As potential lecturers the interview format was required to assess both their subject knowledge and their individual potential to meet the requirements of lecturing within higher education and the personal narratives emerging from Wengraf’s (2006) SQUIN format of ‘single question aimed at inducing a narrative’.  
In consultation with another PD and an impartial PD the selection process included a dual focus process comprising an initial Seminar Presentation required to be delivered in front of all other applicants designed tests applicants’ ability within an academic context, prior to an individual formal interview which allows systematic reflections of effectiveness’ (Castle & Butler, 2018, p45).  
Using a Personal Development Planner (PDP) the progress of PCET students is supported from initial welcome into SET, affording quality assurance framework for reflection (Bolton & Delderfield, 2018, p 62). Managing these PDPs in a central ‘shared drive’ allows for individual mentors to update ‘live’ documents and ensure that the wider team can access relevant and up-to-date information thus maintaining a clarity of progress and development which aligns well within an ‘open communication system’ not reliant on rank or status  (Welsh Government, 2014; Bernstein, 2003). Forming a part of the PDP process, regular reviews by personal mentors are monitored to ensure that both mentee and mentor are fully supported to the point of successful exit from the placement (Petty, 2004). Initially I assess the PCET trainee’s existing skill set capabilities in readiness for discussion with placement mentors, then in conjunction with mentors each PCET student is required to produce an individual PDP which acts as both a guide and record of their progress towards successful completion of their placement journey (Bolton & Delderfield, 2018, p 62). Elements of reflective practice will be required in support of the Regular Review Process (RRP). RRP will take a dual level format. Having attended the initial induction including the PDP process each PCET student will then be ‘placed’ with an appropriate mentor in support of their professional development. Mentors are required to provide the initial point of contact during their placement period. PCET mentors provide regular PCET trainee updates to the PCET manager in support of individual PDPs ensuring that the SET record their duty of care and record. The PCET students are subject to individual review alongside their mentor and separately (Bolton & Delderfield, 2018, p 62).
Successful PCET students having attended an induction and acclimatisation briefing are allocated a mentor who will support their daily practice experience aligning itself with the key features outlined for PCET studies (UWTSD, 2018). Locating PCETs within programmes appropriate to their level of qualification i.e. BA to undergraduate and or Master’s level to MA programmes supports experiential learning within the PDP process (Bolton & Delderfield, 2018, p 62). Given that the SEGs utilise shared modules PCETs can anticipate delivering across two under graduate programmes and potentially two MA programmes, reflecting the alignment and cross programme pattern of working and avoidance of ‘silo’ mentality (Welsh Government, 2014). This process is flexible and allows PCETs to be rotate between both programmes and the lecturing staff team in support of their teaching experience. 
The initial PCET pilot programme yielded crucial feedback supportive of developing a more supportive experiential learning experience for future PCETs ‘intertwining theory, models and practice’ in the development of teachers (Cohen et al, 2011 p330). Review meetings provided opportunities to gather feedback from this pilot and has been used to feed forward into a developing scheme supportive of nurturing future higher education lecturers capable of future-proofing currently successful programmes and providing a credible ‘framework for planning’ (Cohen et al, 2011 p118). The valuable ‘pilot’ contribution has been used in building a more robust and supportive structure within which new PCETs can develop (Kolb, 2015 cited in Bartlett & Burton 2016, pp 238-258). 
The on-going career development of exiting PCETs is monitored on a semi-formal basis via regular email updates and communication with mentors, supportive of marketing successful career destinations of our PCET graduates (Daines et al 2006).  
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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 Senior Fellow, using their knowledge of your work and the context in which you teach and/or support learning. Referees are expected to comment 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
	Sue Ainsworth

	Job Title
	Head of School of Social Justice and Inclusion

	Faculty/Centre/School/Department
	Faculty of Education and Communities 

	Email address
	s.ainsworth@uwtsd.ac.uk 

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

As line manager





	Second Referee:


	Name
	Dr Caroline-Lohmann-Hancock

	Job Title
	Senior Lecturer School of Social Justice and Inclusion

	Faculty/Centre/School/Department
	Faculty of Education and Communities

	Email address
	c.lohmann-hancock@uwtsd.ac.uk 

	






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


	Name of Applicant
	Phillip Morgan

	Name of Signatory
	S Ainsworth

	Job Title
	Director of Discipline

	Faculty/Centre/School/Department
	Yr Athrofa, Social Justice & Inclusion

	Email address
	s.ainsworth@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:
[bookmark: _GoBack]

Signature:  __[image: ]_____     Date:  _______05.07.18_____________









image1.emf

image2.gif
% 'Y Drindod Dewi Sant

N e

Trinity Saint David




