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APPLICATION FOR SENIOR FELLOW

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

You should aim to include examples of your use of/commitment to relevant elements of the Professional Values and Core Knowledge throughout your Reflective Account of Practice and through two case studies.
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General Principles to consider in preparing you application

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

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

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

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

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

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

· This application is a personal account so you should focus throughout on your own professional practice and decision-making.

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

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

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





SECTION TWO:	Your reflective account of your Continuing Professional Development

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

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

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

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

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

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

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

The form will expand as you enter your information



	Context Statement (300 words)

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

	Write your Context statement here.

I am a lecturer in Ancient History/Classics from the Institute of Education and Humanities in the University of Wales Trinity Saint David (UWTSD). I also perform the role of Programme Manager for a series of BA undergraduate courses, including BA Ancient History, BA Ancient Civilisations and BA Ancient History and Archaeology (recently revalidated), as well as some cognate programmes that are being taught-out. The cohort of students that fall under this remit are around 25 to 35 (across levels 4 to 6), depending upon intake and graduation in a given year.

I have been teaching in HE for the last 12 years, having graduated prior to that with a PhD in Ancient History from Swansea University (2012). 

I do not have formal line management responsibilities for staff, but in my role as Programme Manager I coordinate the teaching of three other permanent staff members, and a few hourly paid lecturers (HPLs), as well as offering mentoring and support, especially to the latter. I lead on curriculum design, including having responsibility for the revalidation of the courses which I programme manage. Furthermore, I am a member of the Athrofa Ethics Committee, which deals with issues such as academic misconduct by students, and ethical approval of research proposals for postgraduate dissertations. 

I am an active researcher within my field, publishing books (including a monograph and two edited books) and writing articles for internationally recognised peer-reviewed journals and for edited collections. My research informs my teaching, and I have a particular interest in enabling students to obtain a greater appreciation for cross-cultural interaction across ancient Afro-Eurasia. 

I currently supervise four PhD students and an MPhil student, as well as teaching modules at Masters level (level 7), BA level (across levels 4 to 6) and on a Foundation distance learning programme (level 3). 






	Reflective Account of Practice (RAP)

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

	Write your reflective commentary here. References and citations are to be listed in a dedicated field below.

My background, developing approaches and the wider academic context
As a lecturer in Ancient History, I teach students on a range of themes related to society, culture and the lived experiences of individuals and communities. Due to the typical expectations of the discipline, and the requirements set out in the subject benchmark statement (QAA) for Classics and Ancient History, this involves a significant focus on Graeco-Roman Antiquity. However, my teaching practice and supervision is also informed by my research on connectivity, mobility and exchange across ancient Afro-Eurasia. Consequently, I also teach on cross-cultural interaction, complex identities, and the experiences of the historically marginalised (like nomadic communities and the enslaved). I have integrated these themes, for example, in the BA module West meets East (previously taught), and the MA module Life in the Eastern Desert of Egypt (currently taught), both of which investigate historical encounters and the exchange of ideas and practices between people from the Graeco-Roman Mediterranean and those in East Africa, Arabia, South Asia, and Central and Inner Asia (K1). 

This more inclusive and expansive approach is important in an HE context in which those involved in the provision of Ancient History/Classics are seeking to appeal to a more diverse cohort of students and ensure a greater diversity of subject matter, bringing in a plurality of perspectives from Antiquity (‘Diversifying and Decolonising’, University of Reading) (V4). This trend is reflected in a spate of universities, such Exter and Kent, promoting ways to ‘decolonise’ the subject material. I have not only sought to engage with these developments in my own teaching (A1, V1, V2), as noted above, but have also taken the lead by actively promoting to other colleagues at UWTSD and in the wider HE sector (D3.VI) my own methods for more inclusive Classics teaching. For example, I was one of the speakers for the Histories at Risk workshop on Eritrea (12 September 2023), where I demonstrated how Classicists and Historians can engage with the history of this part of northeast Africa in their teaching and research—an event attended by international academics, students and members of the public. I also brought this experience to bear in my role as coordinator for the cotaught module Reframing the World: The Emergence and Significance of Global History (UG, level 4), leading my colleagues in content and curriculum design (A1, K1).

Activities, Core Knowledge, Professional values and the impact of pedagogical research on practice (D3.I-V)
Having taught and supervised students in the HE sector for the last 12 years, I have developed a breadth of experience when it comes to delivering the core subject material (K1, A2) of my discipline, as well as the more diverse content noted above. This ranges from historiography and socio-cultural history to literature, art and material culture, Global History and Classical languages. This has not only ensured that I have developed a suitable command of the core knowledge of my discipline, but also equipped me with the knowledge and experience needed to provide pedagogical support, practical guidance and mentoring to new colleagues who have joined our “ancient” BA and MA programmes—this is particularly in the areas of module design, support for their marking and assessment practices and familiarisation with university administrative and technological systems (D3.VII, outlined further in Case Study One). 

This broad range of teaching activity has involved, and continues to involve, interaction with diverse communities of learners, including on campus and distance learning (online) students, students of diverse cultural, ethnic and national backgrounds, diverse career backgrounds, sexual orientations, religious beliefs and age ranges. In order to remain respectful and responsive to the diversity of experiences and backgrounds (V1), I design my teaching delivery, learning materials, assessments and feed-forward and feedback methods (A1, A2, A3) to suit the needs of individual learners and cohorts, as demonstrated in the following examples.

At MA level, I teach on programmes that traditionally recruited both on campus and distance learning students, though the latter tend to make up the majority of the cohort. These students are typically mature (25+ years of age), either have an existing career or are retired, and may be based outside the UK. For this cohort, I create an online learning environment involving asynchronous material, such as pre-recorded lectures, links to key academic reading, and task-based activities such as critically assessing details in ancient texts and writing up short, critical reflections of the historical significance of their content; such tasks, for instance, I have employed in my MA module Rome and the Indian Ocean: The Classical World in a Global Context. Alongside this provision, synchronous online sessions are incorporated into the teaching delivery, involving live lectures, seminars and workshops, in which distance students have the opportunity to attend, but can, alternatively, catch up on the recording if their personal schedules mean that they cannot initially participate in the live session. Sometimes these sessions may be hybrid/HyFlex when there is a mixed cohort of campus and distance students. 

The reason for creating blended asynchronous and synchronous learning environments (A4) in my MA modules has been to offer a high degree of flexibility to individual learners who may, for work, personal and time zone reasons, need to tailor their learning to their own individual timetables. By ensuring that distance learners also have the option of attending live sessions or watching the recordings of these live sessions at a later point, I have sought to promote equality of access and opportunity (V2) for all those involved (both distance and on campus students). 

A particular concern of mine has been to achieve peer-to-peer learning, dialogue and to foster a sense of community among the distance students, including those not always able to participate in the live sessions. A key method for doing this has been the use of discussion forums on Moodle, where students write 200-500 word reflections on themes linked to the learning units, as well as responding to other student posts. Academic research, using participant surveys, has shown that students appreciate the time afforded to them to fully articulate their ideas in non-pressured contexts, particularly for those less keen on public speaking (Hirschel 2012). This pedagogic research has informed my approach here (V3, K4) and is borne out by my own experience. It has involved a process of trial and error over the last few years, with the impacts of this approach being especially notable during the delivery of Theory and Methodology for the Study of the Ancient World—a module which typically has a cohort of a dozen or so students. In earlier iterations of this approach (4 years ago), participation in forum posting and replying was adequate, but uneven, with some actively engaging and others not responding. Subsequently, I linked forum posting, and replying to other student posts, to the award of participatory marks, worth up to 10% of the overall module mark. The outcome was near universal participation, although I felt that the mark allocation, while small, still had a slightly distorting effect on the students’ overall grades. The following years (2022-23, 2023-24), the same approach was adopted, with only 5% of the assessment portfolio being linked to the awarding of participatory marks. The incentive was still sufficient to encourage near universal participation but with a less pronounced impact on the students’ overall grades. I was able to evaluate the success of this approach both qualitatively, from the quality and range of the student posts (often greater than the number required to achieve full marks), and quantitatively, using Moodle activity tracking functions, as well as mark tabulations (K5).

I have been able to share the benefits of this approach with other colleagues in UWTSD. In particular, Dr Beverly Cole, a joint programme director in Psychology and Counselling, held a discussion with me via Teams (3 July 2024) where I set out my methods and we discussed the benefit of the concept more broadly. This has motived her to formally raise the concept with her programme team. In particular, in relation to mock client – councillor assessments, in which individual students taken on the respective role. In the case of the mock client role, Dr Cole notes that students can sometime act in an unhelpful or uncooperative manner, disadvantaging the student being assessed (the councillor). In response to our discussion, she has observed that utilising a participatory marks system for those taking on the client role could be a means of greater cooperativeness and adherence to the guidelines.  

Turning now to my lecturing and supervision at BA level, the student cohort which I teach on Lampeter Campus largely consists of those from the age of 18 to early 20s, but with some mature students. These students largely derive from the UK, mainly England and Wales, but with a few international students joining us via mobility agreements with universities in Italy and North America. The number of students with declared disabilities and learning needs is slightly higher than the 19% UK average for the sector (based on HESA data for 2021/2022). For BA Ancient History, Ancient Civilisations, Ancient History and Archaeology, and other cognate programmes, the delivery is entirely campus based, using the intensive block module system. This system entails the provision of 12 hours a week (comprising four 3-hour sessions) for 3 weeks, followed by a fourth assessment week, in which workshops, feed-forward sessions and assignments take place. The typical student numbers on a given BA module range from around 10 to 15, enabling greater levels to interaction and dialogue than would be the case with a much larger cohort. 

The intensive nature of the block system has a significant impact on the learning environment and the models I adopt when it comes to modes of teaching and the types of assessments designed. The individual 3 hours sessions discourage a sequence of traditional 50-minute lectures, while the comparatively small class sizes facilitate greater degrees of inquiry and task-based learning and small group and whole-class discussion. Indeed, since the introduction of the block model at BA level roughly half-a-decade ago, I have used research on student ability to concentrate during lectures, as well as research on the value of task-based learning, to inform my own teaching (A5, K3). While the veracity of claims made about short attention spans are debated (Bradbury 2016), surveys show that people at least believe that the advent of smart phones and social media has dented their capacity for concentration (The Centre for Attention Studies, KCL), and it is clear that factors like structure, design and the volume of lecture-student questions do impact on students’ capacity to focus (Maltese et al. 2016). In addition, task and inquiry-based learning has been shown to be particularly effective at increasing student’s own sense of engagement and personal responsibility when it comes to learning (Blessinger and Carfora 2014). 

Critically responding to this research (V3), I have moved to a model of shorter (ca. 20-30 minute) lectures, with a tight focus and structure, but with plenty of opportunities for group dialogue, alongside, seminars, workshops and task-based activities. The latter involves students, usually working in teams, being presented with particular scenarios that are based on evidence and/or real-life situations, to which they need to formulate a response. An example of this comes from my module Pompeii: The life, death and rediscovery of a Roman town. In the final taught session of the module which focused on the conservation and heritage of the site, I set groups of students the task of acting as the director of the Archaeological Park of Pompeii. Adapting real data related to the park’s operation and finances and official reports about events that have happened over the years, I presented them with a series of choices related to excavation, conservations, rescue archaeology and public accessibility, but with only a limited budget to implement some of these choices. The groups not only had to make their choices, but they also had to justify them based on ethical, scholarly and financial criteria. From quantitative and qualitative feedback, including verbal discussions with the students on what aspects of the module they liked and where there are areas for improvement, I have been able to determine that this task-based or scenario-orientated activity was well received (K5). I have discussed this task with Dr Andy Bevan (March 2024), a lecturer in International Development and Global Politics (UWTSD), who has been keen to learn about comparative examples for employing role playing scenarios (he has implemented such activities for his own module Population, Urban Growth and Sustainability). 

Regarding student assessments, I have increasingly sought to employ a variety of methods, emphasising written, oral and presentational skills, in individually taught and co-taught modules. This includes individual and group presentations, poster design and display, critical reviews of scholarship (both using oral examination and written work), quizzes and long-form essays. The variety of assignment types is designed to offer a balance of opportunities for students with different skill sets, rather than exclusively privileging long-form essays (K2, V2). Studies have shown that the use of ‘authentic assessments’ (those designed to mimic certain work-place activities), alongside traditional essays (rather than displacing them), have various educational and motivational benefits (Macandrew and Edwards 2002).

This approach enables me to tailor the assignments to employability and career-relevant activities (D3.V), with small group activities being particularly useful for linking skills development with future career activity (Kornelakis and Petrakaki 2020). For instance, drawing upon these evidence-informed methods in the Pompeii module, the assignments were centred around them building up their critical knowledge of their own chosen buildings at the site. This gave them a sense of “ownership” over their research, while also using it as a stepping stone to the next assignment. The first assignment, consisted of a series of short round-table discussions where students presented their growing knowledge and analysis of aspect of their chosen building—this assignment was low-risk, with marks being awarded for sufficient engagement with the task (weighted at 16-20% of the portfolio, depending upon level). The second task allowed them to build on this preliminary research to present an educationally-focused or research-focused poster presentation (worth 24% to 30%), mimicking preparatory research that an academic may do for a conference, and its delivery. The final assignment was an analytical report based on the site (50% to 60%), again mimicking the academic practice of writing up papers based on the research, presentation and feedback that would be received during conference participation and other networking activities. These tasks had the intended effect of encouraging a sense of ownership and peer-to-peer learning, which I was evident from the round table discussions. However, in the process of calculating and reviewing the marks, I realised that at level 5 the overall value of the participatory marks was a bit too high and, in the future, needed to be given a lower weighting in the overall portfolio so as to ensure that its uplifting effect on individual student grades is reduced (K5). 

A final assignment type that it is useful to set out is my employment of assessed multiple choice and short answer quizzes, typically representing a modest percentage of the overall assessment portfolio (between 10 to 20%). This can be done through the simple method of printing quiz sheets for the students to fill in, but I have also employed Moodle Quizzes as a means of delivery (K4)—this technology was especially useful during the pandemic period. While assignments like written essays and presentations can encourage in-depth analysis of a given topic, this can sometimes cause the students to be myopic in their learning. There is the temptation to give greater attention to individual assignments, to the detriment of a more holistic understanding of the wider themes of the module. The quizzes therefore act as a means of balancing this effect, by encouraging a breath of knowledge. Studies have shown these quizzes can bolster memory retrieval, offer a method for teachers to track student comprehension of key themes, give students more regular and rapid feedback and provide a sense of accomplishment, reinforcing engagement (Haigh 2007) (A3, A5, K3, V3). 

I employed this assignment type across a number of modules, including Myth and Art (previously taught) and Everyday Life in Athens and Rome (currently taught). From extensive personal experience, I have found that the best method is a series of timed, in class quizzes (10 to 15 questions) over the course of the module. By setting around 4 or 5, with the top 2 highest marks forming the grade of this assignment, students have the motivation of try and improve on their score in each quiz. Additionally, they can risk failing a few times while still having opportunities to retrieve the situation. This method has proved sufficiently successful, that it has inspired the programme manager for Health and Social Care (Dr. Eleni Koutsogeorgou-Andreou), a sister Institute in UWTSD, to trial a version of this assignment type in their own modules. I discussed my experiences and current approach with Dr Koutsogeorgou-Andreou (17 May 2024, via Teams), alongside sharing previously created templates with her so that they can be more easily adapted to pedagogical needs of her discipline (D3.VII).

CPD, quality assurance and the supervision of others (D3.VI-VII)
I regularly undertake a range of CPD activities tied to teaching and my role as a programme manager. With regards to the latter, these include formal training on preparing for exam boards and student profile management, as well as leading people and teams training (academic years 2022-23 and 2023-24). For teaching-related training, this includes participation in a workshop on supporting colleagues and students with ADHD (3 July 2024), something that is particularly valuable in the context of the high numbers of neurodivergent students in the Humanities at Lampeter (see above) (K3, V2; D3.VI). I have also undertaken a ‘Generative AI and the Researcher: strategies, insights, and practical uses’ course (completed 7 July 2024) which has proved informative for thinking about “safe” ways it can be employed by students, as well as honing my skills on identifying student academic misconduct (unfair practice) (A5, K4). Becoming familiar with both the opportunities and risks of Generative AI is vital in an HE context in which students are increasingly willing to use this technology (Ross 2023) (V4). Moreover, there is an increasing recognition of the potentially transformative effect of Generative AI on teaching and assessment in HE (QAA: Generative Artificial Intelligence), with some academics already exploring its potential for the study of ancient texts (Faculty of Classics, University of Oxford). 

As the programme manager for various BA “ancient” courses, I coordinate and oversee the moderation and quality assurance activities of my colleagues. This involves ensuring that all peer-to-peer evaluations of marking and feedback for modules are undertaken, that such marks and feedback have been entered into the various systems (making it accessible for students and Registry), mediating between colleagues in cases where issues emerge, and organising and running team meetings with the external examiners (A3, K6). This process has been particularly important in my capacity as mentor to new HPL colleagues who are less familiar with UWTSD’s system and need support when it comes fair marking and appropriate feedback (discussed in greater detail in Case Study One). Additionally, I not only participate in the peer review process in my own institute but have also acted as an external examiner for three PhD vivas in UK and European contexts (Liverpool, November 2017; Exeter, June 2023; University of Rome "Tor Vergata", July 2024).

In this same capacity, I have led on programme design and the delivery of validation paperwork, using these opportunities to influence the practice of colleagues when it comes to use of learning technology, environment, assessment types and teaching and learning models (discussed in great detail in Case Study Two). 




	Guidance on Case Studies

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




	Case Study One

	Write your first case study here. References and citations are to be listed in a dedicated field below.

[bookmark: _Hlk170983337]In this case study, I focus on the mentorship and support given to two new colleagues (2022 to the present). These colleagues are currently employed as hourly paid lectures (HPLs) on the BA Ancient History, Ancient Civilisations, and Ancient History and Archaeology programmes, as well as the MA Ancient History, Classics, and Ancient Religions programmes. This guidance is connected to my role as programme manager, but also in connection to the co-teaching of modules. This mentoring took on a particular significance as UWTSD does not currently provide bespoke training to newly employed HPLs. 

Dr Michael Withey is an early career academic who had only limited HE teaching experience prior to being employed by UWTSD from academic year 2022-23. Dr Thomas Humphrey was very recently awarded his PhD, having taught in academic year 2023-24 while still formally a PhD student (in the post-viva and minor corrections stage). The amount of teaching undertaken by both colleagues (and hence the amount of support required) was far from minor. During 2022-23, Michael Withey took on responsibility for the modules Greek 1 (BA level) and Intensive Greek I and Intensive Greek II (MA level), as well as co-teaching with me on the MA modules The History and Culture of Late Antiquity and Aspects of Greek and Roman Religion and Cult. He has continued to lecture on Intensive Greek I and II (2023-24). Thomas Humphrey began lecturing for UWTSD in 2023-24, taking on responsibility for the modules Sparta: An Extraordinary City, Households in the Ancient World and Entanglements: Exploring Interactions between the Aegean and the Near East—all modules falling under my purview as the relevant programme manager.

In my mentoring role, I had two key motives in mind. One was the more straightforward aspect of supporting Michael and Thomas by providing pedagogical guidance related to the subject material (A1, A2) and assessments covered in various modules (A3), UWTSD’s technology (especially Moodle and Teams) (K4) and administrative systems, and the needs of the student cohorts they were teaching (the environment and community of learners). The second motive relates to the ethical aspects of mentoring noted by Johnson (2007, chapter 7), who emphasise the importance of helping the mentee grow in confidence and independence, gain a sense of professional identity, and encourage a sense of optimism about their future career (A5).

Coming first to the subject of pedagogic support, a key goal of mine as a mentor has been to ensure that Michael and Thomas know the core subject material that needs covering in the specific modules, the ways in which they might structure their content and being aware of appropriate methods for delivery (A4, K2). A good example of this was my support of Thomas during his delivery of Sparta: An Extraordinary City, the first module he undertook as an HPL (block 1, 2023-24). Although Thomas has previously studied Classics/Ancient History (subsequently undertaking a PhD in Archaeology), he had not yet taught on the topic of ancient Sparta. To aid him in the preparation of his teaching, I discussed with him how his existing knowledge and experience could be integrated into the module delivery, as well as providing him with access to earlier iterations of the Moodle page for this module, so he could see how previous lecturers had approached it. I was also able to source lecture slides and other content from Prof. Kyle Erickson, who some years back had taught the module (A1, A2, K1). The provision of this material did not act as a straitjacket, setting out a prescribed path for teaching the module. Rather, it provided Thomas with an array of ideas about the types of themes that he could choose to cover, ideas about how to structure the learning and useful information on teaching styles. I not only ensured Thomas’ access to this material, but also discussed his proposed ideas with him and showed him how he could integrate more interactive discussions and activities into his lesson plans, helping him in creating a suitable learning environment (A4). Preparing a new module is one of the most time-consuming tasks a lecturer can undertake, and UCU survey data (Workload Survey 2021: Data Report) reveals that casualised staff frequently undertake more work than is officially recognised. Therefore, in supporting Thomas, I have sought to be professionally ethical and to help alleviate his workload burden. 

As has been outlined in the RAP section, understanding the composition and needs of specific student cohorts (and individual learners) is key to ensuring respect, promoting participation and equality of opportunity (V1, V2). I have aided both Michael and Thomas in familiarising themselves with the contexts in which they were teaching and adapting suitable methods and technology for their delivery. One example of this is when I co-taught with Michael on The History and Culture of Late Antiquity (Semester 2, 2022-23). The module had a mix of in-person and distance students, meaning that I had to familiarise Michael with the technology needed to conduct live hybrid sessions, principally via Teams (A4, K4), and how best to deliver a suitable blend of synchronous and asynchronous learning material (K2). Indeed, I worked with Michael to shape his delivery plan, as well as his helping him identify relevant subject themes to cover, that tied into the module descriptor, but which also enabled him to draw upon his own subject expertise, particularly related to the area of ancient philosophy. 

The need to support Michael in learning how to use the appropriate assessment technology also came up in the context of the modules Intensive Greek I and Intensive Greek II—MA modules with exclusively distance-learning students (K4). For these modules, testing students’ knowledge of grammar, vocabulary and syntax is vital means of measuring their grasp of the basics of the language. Time-pressured, closed-book exams remain one of the most effective tools for in language learning (in this case, ancient Greek) for determining the progress made. The test/quiz function on Moodle is vital as a means of creating time-limited, close-booked exams (Major 2012) using true-false, multiple choice and short answer questions (V2, V3, K4) which are randomised (preventing unfair collaboration between distance students). Not having used this technology previously, Michael needed guidance on how to implement it, edit it, check questions, review auto-marking and add feedback comments (on non-auto-marked questions) (A3). I aided Michael by double-checking the quizzes prior to their release to the students (a form of quality assurance), and during the moderation processes was able to assess student progress through the statistical information and qualitative feedback in the Moodle quiz tool (K5). 

A further area of supervision and support I provided to Michael and Thomas relates to moderation. The moderation of proposed assessment plans and the later moderation of feedback and marks for a given module are standard practice for level 5 and 6 modules at UWTSD. However, this aspect of quality assurance takes on extra importance for new and less experienced colleagues. For example, I provided an extra level of support for Thomas when it came to moderating modules like Sparta and Households (K6, A3). Rather than moderating a sample of marks when everything has already been marked and feedback returned (as is standard among colleagues in the Humanities), I took an advanced look at some of Thomas’ marking (a form of feed-forward support for this new colleague). Having taken in-depth reviews of some marked pieces, I was able to offer him guidance on placing student work within appropriate grade boundaries and to reassure him that the written feedback he provided was fair in content and tone. 

In addition to mentoring Michael and Thomas when it came to teaching content, curriculum design, assessment and feedback, I also supported them with the pastoral issues. For instance, I helped support Thomas with a student who, for mental health reasons, was struggling to study on campus (the issue being brought to our attention during the module Households in the Ancient World). In giving support to Thomas (as a mentor) and to the student concerned (as programme manager), as well as liaising with Student Support, I helped develop a suitable learning plan that enabled them to continue their studies in a bespoke hybrid format (based on the wellbeing needs of the student), ensuring their continued and successful engagement with their modules for the rest of the academic year (A4). 

At a later point, during my organisation of the programme team meetings with the external examiners, I ensured both Thomas and Michael had the opportunity to voluntarily attend these meetings (K5, K6). This was so that they could gain experience, feel included as part of the team, and receive direct feedback from the externals on their marking and module delivery. 




	Case Study Two

	Write your second case study here. References and citations are to be listed in a dedicated field below:

[bookmark: _Hlk170984907][bookmark: _Hlk170902798][bookmark: _Hlk172838952]For case study two, I focus on my role in leading colleagues in curriculum design and review (A1, K1), including the revalidation process that took place at the end of academic year 2021-22 into 2022-23. As programme manager for BA Ancient History, Ancient Civilisations, and Ancient History and Archaeology I have the responsibility of ensuring that these courses meet the relevant subject benchmark statements (V4). This formed part of the obligatory revalidation of programmes every 5 to 6 years for Quality Assurance (QAA: UK Quality Code for Education) purposes.

In order to evaluate, as a subject team, our previous approaches to learning and assessment, and how best to shape the courses going forward, I organised a series of team and one-to-one meetings with colleagues (A5, K6). The core team members included Prof. Ruth Parkes, Dr Louise Steel, Dr Katharina Zinn and myself, as long-established, permanent members of staff with responsibility for delivering these programmes. Collaborative discussion was also held with colleagues on programmes like Archaeology, Philosophy and History (also undergoing revalidation). These meetings were designed to establish a community of practice (Wenger 1998) where we could share our experiences, reflect on the best methods for ensuring that students become suitably qualified upon competition of their programmes, and to promote a sense of a community among colleagues (D3.VII). 

We reflected upon Judith George’s (2009) review of Classical pedagogy over recent decades, and the need to reinforce the core foundations of our subjects, while remaining mindful of new developments in theory, practice and technology (K4, V4). In this light, a strong focus was placed on how we ensure that students build knowledge (the who, when and where), understanding (why and how), the ability to apply that knowledge (employing demonstrative examples), engage in analysis (of evidence and scholarship), synthesis (identifying patterns and formulating historical narratives) and to critically evaluate (developing and responding to arguments). This was tied into the goal of building student competencies in the areas of effective communication (written and verbal), analytical and problem-solving skills, decision making and constructive and respectful interactions with others. Consequently, as a team we ensured that each of the individual module descriptors contained the right balance of subject themes and flexibility in assessment patterns to ensure that these needs are met and suitable learning environments created (A1, K6, V3). 

One module which exemplifies this reflective curriculum design is The Life and Times of Caesar and Cicero (levels 5 and 6), co-taught by me and Prof. Parks. It has been designed to ensure that students would have sufficient knowledge of key Roman political and military figures in the Late Roman Republic, understanding of the socio-economic, political, religious and cultural context in which they operated, an analysis of the historical narratives surrounding them, and the ability to critically respond to modern scholarly arguments. Our assessment patterns include quizzes to test and encourage a breadth of knowledge (see the RAP section), presentations for students to develop communication skills and respectful dialogue with others, a critical commentary for in-depth analysis of ancient source material (e.g., speeches by Cicero), and an ‘account’, where students had to evaluate the portrayal of particular figures within Cicero’s Pro Caelio, and then use their own judgement and problem solving abilities to develop a counter argument in the guise of the prosecutor. Among other methods, I was able to use data from the breakdown of marks (academic year 2023-24) to build an aggregate picture of which assignments the students performed best and worst at (K5). The “account” assignment has been identified as the assessed task which led to the most variable success rate (some performing well, and others struggling—in the latter case 33% (4/12) of students obtained a pass mark (40s) or borderline 50% mark). Consequently, I have discussed the use of potential guidance materials with Prof. Parks (who typically conducts this assignment) that could be given to students as an aid to comprehension.  

One key issue that was identified during the curriculum review and design was how best to manage the resources available to the team, specifically when it comes to staff capacity. One way that was identified as a means of balancing student need and staff capacity was to strategically share certain modules with cognate programmes, all the while ensuring that the relevant subject benchmark statements are satisfied, and that the respective student cohort identify the modules as being of relevance to them. This was achieved through fruitful collaboration with colleagues in Philosophy and (medieval) History, among others. For instance, I formulated with Dr Tristan Nash and Dr Rebekah Humphreys the creation of a module on Ancient Philosophy, that could serve the needs of both Ancient History and Philosophy students (A1, K1). Likewise, the modules Classical Mythology and Legends in Roman and Medieval Times and Rome Transformed: The World of Late Antiquity, which are revised modules based on earlier iterations, were both incorporated into the new curriculum for BA Ancient History and have served as options for students taking the BA History course (they are designed to be appealing to students interested in both Antiquity and the medieval period). As programme manager, I have been able to assess their success and appeal to different cohorts via data from electronic student evaluation forms (set up for each Moodle page), as well as engagement tracking on Moodle (a tool used as part of UWTSD’s engagement policy), data on module composition (enrolments statistics) and student success rates (e.g., through reviewing exam board profiles) (K5). For instance, the 2023-24 cohort (18 in total) for Classical Mythology and Legends in Roman and Medieval Times was made up of 36% medieval/BA History students, and the marks achieved by this group were broadly in line with those they scored for other modules (as evident from their grade profiles), suggesting no detriment to sharing this module with other students on the “ancient” programmes. 

More broadly, over this academic year (2023-24)—the first year in which the newly revalidated courses have run—I have undertaken evaluations of the strengths and weaknesses of the new programmes and responded to specific problems that arose (A5, K6). In this regard, two issues were identified: the first relates to timetabling, which is a wider issue tied to the block teaching and staff capacity; the second relates to optionality for the BA Ancient Civilisations. 

The first issue was not directly caused by curriculum design, but by the needs of the block system and the sharing of modules across programmes. Timetabling has proved a particular challenge, primarily impacting the BA Ancient History and Archaeology programme since it draws upon modules from both subjects. In collaboration with the programme manager for BA Archaeology, it was determined that the best solution for this was to create greater module optionality, reducing the number of compulsory modules. We ensured that all the modules available in the programme still reflected the needs of the students and the expectations of the relevant subject benchmark statements, while also enabling students to better tailor the course to their interests (for example, by either focusing more on fieldwork or on theoretical archaeology). In the case of BA Ancient Civilisations, it was felt, after discussion with relevant colleagues, that the addition of the modules Women and Religion and Religions in Africa would offer students on the programme greater optionality and produce greater distinctiveness between this programme and BA Ancient History. As programme manager, I have been able to successfully implement these changes through the submission of minor modifications forms (PV9s) to the academic office.
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