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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
(WRITTEN RECORD)


SECTION ONE:

	NAME
	Dr Ceri Phelps 


	FACULTY/CENTRE/SCHOOL/
DEPARTMENT
	Psychology, Yr Athrofa: Institute of Education 


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

	Director of Academic Discipline: Psychology 
(Head of School)

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

	Head of School

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

	YEARS:     9            MONTHS:  9




	
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 written account in the Areas of Activity and 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. 

· 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. As well as completing Section Two of 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. In addition, as outlined above, you should demonstrate a thorough understanding of effective approaches to teaching and learning and evidence of your positive personal influence/impact on the teaching and learning practices of others.

The impact of the activities you choose to discuss should reflect Descriptor 3, Senior Fellowship and so you should refer to the Guidance Handbook to assist you with achieving this.

The form will expand as you enter your information























	A1:  Designing and planning learning activities and/or programmes of study (700 words)
Identify how you contribute to the design and planning of effective, valuable learning experiences and the personal development and/or professional practice of others

	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 and colleagues 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
· Contribution to the professional development of colleagues/associates through the design and planning process


	Write your evidence here

I have led a number of validations of Psychology-related programmes since joining the institution in 2008.  I was a member of the Academic Standards and Quality Committee for a number of years and have applied my understanding of internal and external Quality Assurance approaches to the development of new programmes and shared this knowledge with colleagues [K6].   Our British Psychological Society-accredited undergraduate programmes have to meet the professional standards and core subject criteria for Psychology outlined in both the QAA Benchmark Statement for Psychology (QAA, 2016) and British Psychological Society Accreditation Standards (BPS, 2017) [K1, V4].  The ability to evidence that core subjects in Psychology are delivered and assessed in appropriate ways within a supportive teaching and learning environment has been key to our successful re-accreditation in February 2018 [K1, K2, K3].  Additionally, the Wellbeing of Future Generations Act (Welsh Government, 2015) and widening participation agenda [V4] have significantly informed the recent revalidations of these programmes, with an even stronger commitment to ensuring that our diverse student population have every opportunity to participate and flourish on our programmes through a stronger emphasis on the development of practical skills and employability experience across the programmes [V1, V2].  

In line with the BPS (2015) guidance, I plan my own teaching of research and ethics across modules with consideration to Rest’s (1982) Four Component Model of ethical sensitivity, reasoning, motivation and implementation, employing an active problem-based learning approach.   I encourage both students and staff to consider ethics in Psychology as a series of thoughts and actions that they should commit to in an early stage of their professional development.  In encouraging my staff to also embrace such an active approach within their module planning and delivery I support the notion that a “central element of effective ethics teaching in undergraduate psychology is having a teacher who models and practises the ethical values they teach” (BPS, 2015), and, in the same way, I ensure I visibly model the same practices within my team and in my own research and professional activity (BPS, 2009, 2015).  

The successful validation of the MSc in Applied Social and Health Psychology in 2015 was the result of a process of critically considering the options for offering postgraduate study at our institution.  It was clear to me that we could not offer an accredited postgraduate specialism such as Health Psychology as we did not have enough staff with expertise within one specialism of psychology.  I was also acutely aware that given the nature of many of our student population that such programmes would be unlikely to retain many of our graduates, who needed opportunities to develop their confidence in professional skills [V2].  I am now the Programme Director of this Master’s programme which is entering its third year of running and I am feel I am continuing to develop the module content and delivery in order to maximise the student experience based upon a growing understanding of the way in these students prefer to learning at this level [K2, K3, K4, K5].

Within the last year I have successfully supported programme directors of three programmes across two campuses to successfully attain revalidation and also accreditation from the British Psychological Society (see Case Study 1).  Whilst I took responsibility for the overall co-ordination of the paperwork for the BPS accreditation review in order to ensure a coherent School application, I deliberately encouraged Programme Directors and other staff to actively contribute to the process, with programme directors encouraged to lead the writing of new programme documentation and module leaders supported to develop and adapt existing/new modules in line with their own expertise [K1, K2, K4]. This was an important challenge for colleagues who needed to demonstrate engagement with the QAA Benchmark Statement for Psychology and BPS framework in order to ensure their module content, learning outcomes and assessments met relevant academic standards [K5, K6, V3].  I fully believe that enabling staff to express their creativity in the identification of innovative approaches to teaching, learning and research is critical to the overall survival of the team and in the production of positive outcomes (Zhou & Shalley, 2003) that have ultimately enhanced the learning environment and student experience for our programmes (Anderson, 2017) [V3]. 
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	A2:  Teaching and/or supporting learning (700 words)
Identify how you work collaboratively with colleagues to engage with learners, whether in groups or individually. These encounters may be in a wide range of environments such as classrooms, seminar rooms, lecture theatres, labs, learning support centres, offices, etc.

	Engagement in appropriate teaching and learning strategies including:
· Use of a arrange of teaching approaches and modes of delivery
· Use of relevant assessment approaches with a variety of groups
· Selection based on educational evidence and values
	Evidence might include:
· Collaborative 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; engagement in a professional community to impact positively upon the practice of others
· Joint development of learning outcomes-related indicators (e.g. relevant session plans/module materials)
· Development/Sharing of Material from online training
· Sharing of learning activities with colleagues, supported through the VLE (Moodle)
· Impact/influence upon the teaching and/or support practice of others


	Write your evidence here

I fully support the BPS statement that undergraduate programmes in Psychology should be “underpinned by competent, research-informed teaching” (BPS, 2017). I worked closely with programme teams during this year’s validations to ensure that new module descriptors evidenced a range of practical-based work and reflected new BPS guidance on the teaching of both research and ethics in Psychology (BPS, 2015, 2017). Key to this has been supporting students to act as researchers from the early days of undergraduate study (Walkington, 2015), resulting in the creation of innovative new modules such as “Psychlab”, a level four module where students experience a range of practical experimental research techniques in a dedicated experimental psychology laboratory environment [K2, K3, K4, V3, V4].

My Level Five Psychology Health and Medicine module has a strong emphasis on practical work (e.g., practising motivational interviewing skills, role play demonstrating weak and poor communication styles in medical settings) and research work (e.g., completing and evaluating quality of life measures, acting as mini-ethics committees to review real-life research protocols based on my own research).  These strategies are supported by extensive use of the VLE system moodle; advance readings are placed on moodle alongside links to youtube videos demonstrating e.g., motivational interviewing, ethics forms and validated scales [K1, K2, K3, K4].   I have supported this approach in my staff; one of my early career lecturers delivers a session on work addiction in her Occupational Psychology module following the completion of her MSc dissertation into this topic; and my technical tutor delivered dissertation workshops on applied research ethics following the successful completion of her MSc research on Dementia Carers and her involvement as a research assistant on my Tenovus-funded cancer research grants [V3].

Recognising the need to facilitate the sharing of teaching and learning practices from staff across both campuses in order to identify good practice and innovation in teaching (Thomas et al., 2014) I ensure that each member of staff engages in peer observation of a colleague from another campus. This approach has enabled less experienced teaching staff to develop more effective strategies for engaging smaller groups of students, in dealing with disruptive classroom behaviour, and using more discussion within lectures. Through regular team meetings and informal away days I actively encourage my staff to share good practice in relation to teaching and learning. A recent example of this is a colleague on the Carmarthen campus willingly sharing a series of Panopto video demonstrations that she had created for students on how to use SPSS with colleagues on the Swansea campus, with a colleague on the Swansea campus later sharing his Panopto demonstration on Superlab [K5, K6].  

At Master’s level I use a significant amount of flipped learning to facilitate active critical discussion and debate within a small cohort through the application of knowledge to current policy/societal issues (Smith, Brown, Purnell & Martin, 2015; Moffett, 2015).  In order to support an MSc student from a specific ethnic background facing a number of personal issues I agreed (in consultation with her fellow peers) that the student could join us remotely by skype.  Whilst I was concerned about the impact this may have had on her own and her peers’ learning experience (and my ability to deliver a coherent session) I have discovered that this approach can work effectively within a small cohort, and has helped me reconsider the opportunities for a more a blended approach to this programme in the future. [K3; K4; K5, V1].  

The MSc module Professional Research Skills (which I co-developed with a colleague and which has been commended highly by our external examiner for its unique approach) involves little active teaching, with students encouraged to collaborate as a research team on a specific project, to identify and test ideas that were then fed back to myself for feedback [K2; K3].  This process of cooperative learning was designed to reflect the principles of professional research values and group work  and encourage greater engagement with research methods (Vitae 2010;  Onwuegbuzie, Collins & Jiao, 2009)  [V3].  Student feedback from this experience of cooperative learning indicates that, whilst personally challenging at times, this is a module that students see as instrumental in helping them gain professional employment or PhD study [V2; K5].  
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	A3:  Assessing and giving feedback to learners (700 words)
Show how you develop assessment strategies and activities that are appropriate to learning experiences in a collegial manner; 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 and should include examples of how your practice impacts/influences the professional practices of others. 

	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 collaborative working to develop and influence:
· Appropriately targeted assessment tasks
· Student evaluations
· Peer reviews
· Observation feedback
· Learning materials
· Moderation documents
· External examiner activity
· Innovative approaches to assessment and feedback
· Student responses to feedback


	Write your evidence here

The BPS states that accredited programmes “must have in place an assessment strategy that maps clearly onto programme and module learning outcomes, incorporates a wide range of formative and summative assessments, and which reflects students’ development of knowledge and skills as they progress through their studies” (BPS, 2017, p7) [V4]. The challenge of how “best” to assess students and to provide students with feedback has long been recognised (Brown, 2005; Clouder et al., 2009) and has continued to be a point of critical discussion and reflection within my team and in my wider Faculty role.  It was pleasing therefore that the level of student feedback across our programmes was commended by the British Psychological Society in February of this year as part of our re-accreditation visit: “There is a good depth and range of assessments and high quality and consistent feedback is provided to students” (BPS-UWTSD Visit Report, 2018). [K2, K3, K4, K5].

In my own teaching I have increasingly engaged with self and peer review assessment and feedback, seeking to increase students’ self-reflection skills in relation to their engagement with learning (Dochy, Segers & Sluijmans, 1999).  I encourage students to identify areas of strengths and improvement in each piece of work in order to identify how to continue to improve upon this work. In supporting teams in continuing to critically consider assessment and feedback mechanisms for our revalidations this year all staff have been given opportunity to reflect on their own module assessment and feedback strategies through both informal discussion and formal module review evaluations. I have ensured that all staff take part in “assessment peer review” meetings annually where the programme team share their planned assessment wording and strategies for the next academic year in an open constructive yet critically questioning environment.  Identified areas in need of improvement have been embedded into our newly (re)-validated programmes and includes a greater range of innovative assessment techniques and focus on formative assessments and feed forward approaches (Duncan, 2007; Lopez-Pastor & Sicilia-Camacho, 2015), particularly in areas such as oral presentations where students often lack confidence and understanding in how to improve their performance (van Ginkel et al., 2017). [K2, K3, K4, K5].  

In developing our MSc programme I was keen that assessments enabled the learner to demonstrate the development of higher level professional skills as well as academic skills [K1, K2, K3]. The purpose of the assessment for the MSc Professional Research Skills module (a portfolio of research skills developed, reflective piece and presentation) was not to evaluate the overall quality or outcome of the research project but to allow students to demonstrate how well they have worked collaboratively, taken ownership of specific elements of the project, and, importantly, developed their own professional confidence and competencies.  I created an approach for the MSc whereby the feedback that is delivered to students is packaged within a “Personal Development Planning” underpinning mentoring approach, aimed at recognising and supporting each individual’s needs, challenges, and career ambitions.  This PDP process starts during the initial induction programme where students are encouraged to engage with the Vitae Researcher Development Framework (Vitae, 2010; www.vitae.ac.uk/rdf) where I encourage the student to reflect upon perceptions of current knowledge and intellectual abilities and personal effectiveness. Students are then able to attend regular PDP mentor meetings with me to review their development in line with their assessed feedback and wider sense of development on the course. [V1, V2].  

This year I recognised that whilst staff across different programmes and campus locations were using the agreed Assignment Proformas to inform students of the assessment expectations for their modules and to provide feedback to students, there was limited engagement with the use of the related online Feedback Rubrics on Moodle.  Recognising that greater engagement with such online rubrics would create a more consistent approach to the provision of detailed feedback and potentially reduce staff time spent on giving large amounts of individual feedback, I arranged internal staff training.  Following this I tasked staff with creating specific assignment rubrics for key assessment activities (e.g. research-related assessments, written essays, presentations) ready for the next academic year, with two members of staff (one from each campus) agreeing to work together on specific rubrics.  [K4, 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 work with colleagues, internally and/or externally, to 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 and others 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; professional dialogue
· Peer review
· Formal and informal/unsolicited feedback from students and colleagues to improve impact on teaching and learning, both personally and on the practice of others
· Observations of teaching/learning activities
· Analysis and sharing of evidence from electronic forms such as blogs and discussion forums to influence future practice

	Write your evidence here

[bookmark: _GoBack]Having taught in a range of learning environments at UWTSD and Cardiff university, in my current leadership role I have endeavoured to create a learning environment for students and colleagues that embraces the positive psychology principles of strength-based growth and confidence building (Cook-Sather et al., 2017).   It has been pleasing to see a number of students from diverse backgrounds, including those with significant physical and mental disabilities, thrive in this supportive learning environment and go on to further success. This year I have seen our first cohort of international undergraduate students joining us from Malaysia and was struck by their level of conscientiousness and worth ethic.  I believe that exposure to a diverse range of learners can be a positive experience for not only staff but also for our students, providing staff (including myself) with the challenge of considering their own teaching styles, and for students a wider insight and reflection into their own lifestyles and motivations for learning, embedded within a learning culture of respect, professionalism, and ethical conduct. [K2, K3, V1, V2].

The QAA (2016) states that “psychology graduates, with an understanding of the nature of human behaviour and decision-making and the relationship between attitudes and behaviour, are well-placed to contribute to sustainable development”.  With our subject clearly addressing individual, societal and environmental wellbeing, this has underpinned a learning environment that embeds the notion of sustainability at the core of its teaching and learning activities (Seatter & Ceulemans, 2017), with a strong focus on the development of employability skills and self-reflection in our learners. [V1, V2]. 

In embracing our widening participation agenda it has become increasingly clear that we need to create learning environments that effectively support the mental health and wellbeing of all our students and help to build resilience in those with low self-esteem and poor coping strategies (Robbins, Kaye & Cailting, 2018). [V1, V2].  Within this I fully recognise the importance of the personal tutor system that operates within the School and its benefit in supporting students we may otherwise lose, particularly those from diverse backgrounds.  However, I often find myself concerned by the potential boundary issues regarding the role of academic stuff in supporting students in crisis, particularly given our discipline.  I therefore ensure that all staff are aware of their role as supportive gatekeepers to qualified professionals and encourage staff to discuss any issues of concern with me should they be unsure of how to proceed in a certain potentially high risk situation and believe that approach has facilitated more timely and appropriate support for students in distress than was sometimes previously the case. Alongside this, I continue to reflect on the need to ensure that my staff also feel suitably supported in their own well-being so that they can continue to offer students the best learning experience possible. 

Recognising that many students struggle to overcome their lack of confidence and anxiety about research methods and statistics (Bourne, 2018), in June 2018 I planned and delivered a two-day “research bootcamp” to undergraduate students.  This was an innovative approach aimed at providing students struggling with their understanding of research design and research ethics with a further optional opportunity to take part in a collaborative learning experience. This bringing together of smaller groups of already-formed cohorts, would, I feel, add a new dynamic to the learning experience which would have to be carefully facilitated.  Therefore, I used my previous experience of running successful workshops with professional colleagues within and outside of the institution to establish a collaborative, non-threatening learning space.  The bootcamp was delivered in workshop style by myself and my technical tutor, involving minimal didactic teaching and a large proportion of small group work and feeding back to the wider group. Students were able to work within their existing peer groups or to collaborate with others, and it was pleasing to see a willingness to engage with other student cohorts during the course of the event.  Whilst I recognise that this is only one potential intervention that may not be effective for all learners (Bourne, 2018), feedback from students from this event were extremely positive and this will now be implemented on an annual basis in collaboration with colleagues [K2, K3, K5, V1, V2].
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	A5:  Engaging in continuing professional development, research and the evaluation of teaching and learning related professional development (700 words)
Show how your continuing professional development in your discipline and pedagogy, incorporation of research and scholarly activity, and evaluation of your professional practices supports and enhances teaching and learning within your own personal practice, your School/Faculty and/or the institution as a whole. You should demonstrate explicitly connections between your research and/or scholarly activity and your and others’ professional practice, as well as how you evaluate the effectiveness of that practice.


	Engagement in:
· Self-reflective practice
· Proactive planning
· Participation in a range of activities to extend professional learning
· Successful involvement in/completion of relevant teaching-related qualification(s) 
· Presenting or participating in conferences on teaching and learning (often discipline specific)
· Attending workshops or training events
· Engaging in per observation or peer review of teaching
· Regular departmental meetings where the discussion is about learning and teaching issues
· ‘corridor’ discussions about teaching
· Bidding for and involvement in projects or research on teaching and learning
· Implementing new approaches
· Subject and other network activities
· Reading
· Visits to other institutions/organisations
	Evidence might include:
· Portfolios related to academic/professional development
· Reflective logs
· CPD records 
· Exemplars of proactive changes in teaching/supporting learning based on own learning and research/scholarly activity
· Evidence of changes in practice following engagement with initial and/or continuing professional development, including events, conferences, training, learning, seminars, workshops, etc.
· Conference papers/presentations/etc.
· Bid and project documentation

	Write your evidence here

I am an Associate Fellow of the British Psychological Society and HCPC registered Practising Psychologist.  I am an active researcher, member of the Welsh Government’s Health and Care Research Wales Funding Board and ex-member of the South West Wales NHS Research Ethics Committee. Section A2 has already documented how I have used these experiences to inform my own teaching approaches.  A further example is being asked to deliver training workshops to staff across the Faculty in 2015/16 on good practice in research ethics, subsequently helping to identify a more robust process of ethical approval for student and staff projects within the Faculty and becoming Chair of the Faculty Research Ethics Committee (a role relinquished upon becoming Head of School).  

I am currently completing training in motivational interviewing (Miller & Rollnick, 1991) and hope this will help me strengthen my non-judgmental and collaborative approach to individual interactions with staff and students to encourage those seeking guidance in the face of uncertainty or ambivalence to “clarify their strengths and aspirations, evoke their own motivations for change and promote autonomy in decision making” (Rollnick et al 2008). Whilst fully recognising that sometimes a more directive approach is required (Rollnick & Miller, 2009) I am keen to explore the promising role that MI can have in a higher education setting (Snape & Atkinson (2016; Wells & Jones, 2018)

I firmly believe that continued professional development is an essential driver in both myself and my team being able to continue to deliver teaching and learning that is based on current subject specific knowledge and skills. This philosophy aligns not only with the UKPSF but also with the British Psychological Society who expect to see a significant commitment to ongoing CPD in staff members linked to accredited programmes [V3, V4].  Recognising a significant lack of staff development activity, I prioritised supporting extensive CPD during my first two years as Head of School.  All eligible staff have been supported to gain fellowship of the HEA, either through completion of UWTSD’s PGCE PCET programme or through the CPD route, and of the 7.5 FTE staff within my School, 6 have attained FHEA status in the last three years, with another due to complete her PGCE CERTHE this year [V3, V4]. Staff have been supported to engage in research, reducing heavy teaching loads and identifying capacity for research activity in line with appraisal and staff development targets.  This application of CPD related activities to informing teaching practice and enhancing the student experience is supported by the BPS’s position that encourages us to “create flexibility for programmes to develop distinctive identities, by making the most of particular strengths around research and practice shared by their staff team, or those that are reflected in the strategic priorities of their department or university” (BPS, 2017). 

In the last academic year myself and my team have attended an internal staff development training session on the Sony Vision Exchange System and have since then identified appropriate opportunities to engage with this software in order to maximise student learning and the wider student experience once we move to our new campus location [K4].  I have also instigated in-house training in the use of grademark rubrics on our VLE system on Moodle (see A3). 

In 2015 I successfully led a bid with colleagues to secure internal funding to conduct a systematic evaluation of UWTSD’s Student Experience Department’s “Life Design” initiative which aimed to increase confidence and self-esteem in student in relation to their future choices. I used this project to support the development of one of our part-time lecturers, employing her as a research assistant on this grant (which she then subsequently presented at NEXUS 2017).  Engagement with this project has clearly informed our thinking in relation to the perceived value of such initiatives, which, inevitably, appear to often fail to engage the students most in need of greater confidence or support (Taylor and Hooley, 2014).  Indeed, the fact that students reported lower self-esteem in the short-term following the initial Life Design Session reminds us all of the vulnerability of our diverse range of learners and the need to identify evidence-based solutions to support them all appropriately (Smith et al., 2017) [V2, V3].
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The Case Studies

As well as completing the Application Form for Senior Fellow, applicants must also submit two case studies.

The case studies should provide reflective accounts of two particular contributions or experiences 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 the applicant’s sustained effectiveness in relation to learning and teaching and that they meet the criteria for Senior Fellowship.
Applicants should use the two case studies to address different aspects of Descriptor 3, with a focus on their organisation, leadership and/or management of specific aspects of learning and teaching provision. They might include informal activities, whether individual, collaborative or team-based, that have had a significant impact on their academic practice and/or on the practice of others. The emphasis should be on their effectiveness in relation to learning and teaching and should incorporate how they have led, organised or managed specific aspects of learning and teaching provision.

At least one of the case studies should focus on a situation where the applicant worked with others using their skills, knowledge and awareness in leading, managing or organising programmes, subjects and/or disciplinary areas. They should clearly demonstrate an integrated and reflective approach to academic practice that incorporates research, scholarship and/or professional practice. 

Applicants are advised to refer to the Guidance Handbook for more advice.




	Case Study 1. (1,000 words)


	Write your Case Study here

Co-ordination and management in relation to learning and teaching: BPS accreditation 2018

Upon becoming Head of School in 2015 I was fully aware that one of the biggest challenges ahead of me was to lead the teams across the two campuses (Swansea and Camarthen) to work together to achieve successful BPS accreditation for our additional psychology undergraduate programme on the Carmarthen campus.  I was acutely aware that there appeared to be an informal perception within the team and indeed their students that the Carmarthen programme was academically inferior to the Swansea programmes, and a reluctance from staff teaching on accredited programmes in Swansea to teach on another campus. 

My first challenge was to identify capacity for two members of the Swansea programmes with appropriate subject expertise to start contributing to teaching and learning on the Carmarthen Campus.  My second challenge was that I felt that there were a number of excellent teaching and learning practices across campuses that needed to be better shared across the entire team.  My third challenge was recognising that some teaching and learning and associated QA processes needed to be better aligned across programmes on both campuses in order that the overall submission to the BPS would demonstrate a coherent approach to learning and teaching and consistency of student experience. 

I chose to approach this through working closely with the programme teams, bringing them together on a number of occasions off-site and on-campus to facilitate knowledge sharing and encourage ownership of the programme developments and creative thinking (Li, Shang, Liu, & Xi, 2014; Li, Mitchell, & Boyle, 2016).  During a key off-site meeting I acted as a mere facilitator, encouraging every single member of the team (including our PhD students/technical tutors) to contribute their ideas to how they would like to see their programmes and modules develop.  It seemed to me that as a result of these early discussions we needed to protect the unique identify of all the programmes, which had clearly developed from the specialist areas of interest of the programme team members.  At the same time, it was clear that there were areas when closer alignment and sharing of resources and expertise would probably enhance the student experience.  We agreed therefore to align the final year Dissertation module, creating one Dissertation Handbook for this module and operating the same processes of dissertation supervision, ethical approval and submission deadlines. In contrast there was a clear belief across teams that the level four and five research methods-based modules that underpinned this dissertation benefitted from lecturers being able to draw upon their own specialist experienced in delivering this module, and in a way which teams knew worked effectively for these students.  

I also had to carefully negotiate with the existing programme directors and programme teams their need to accept and support changes in the way some members of the team were used to support learning and teaching; with two members of staff now having to contribute to teaching across two campus locations and having to report to two programme directors.  I could see that was particularly challenging for the Carmarthen team who were struggling between recognising that if they wanted BPS accreditation then they had to facilitate this change, whilst also being reluctant to change a programme that has been very tightly delivered by the existing team for a number of years.  I worked closely with the programme director to reassure and support her decisions in relation to how best to utilise these staff, and was pleased to see how prepared the team were to accept these changes.  Of course, we also needed to navigate how students perceived this change, as it was clear they enjoyed having high levels of access to and support from the three members of their teaching team, and we identified a process for introducing the new members of the teaching team in a positive light, supported by a deliberate wider approach to increase cross-campus communications and opportunities for students (for example, myself and others from the Swansea team delivered a talk on our research to Carmarthen students, Carmarthen students were invited to the Swansea Research Bootcamp weekend, and I authorised the design of TeamPsych hoodies for students to purchase across both campuses).  Upon reflection it was clear that more genuine effort was needed to be made by existing programmes team to support the acceptance of new members of staff onto their existing programmes.  I was pleased that I was able to have a constructive dialogue with the programme director who recognised the need to integrate these additional staff members more fully into the programme team, and one of these staff members has now become a module leader on that programme. 

All programmes underwent scrutiny by the BPS visiting team as part of the re-accreditation process and received successful re-accreditation in February 2018.  On reflection it is perhaps satisfying that at the end of the day the visiting team acknowledged the need to ensure parity of student experience and available resources across both campuses but also appeared to support the continued embedding of particular areas of expertise into core modules such as research methods.  I believe that the way forward is the continued sharing of good and effective teaching and learning practices, celebration of specific skillsets in those delivering these programmes, and a clearer recognition of the fact that accredited programmes in psychology delivered on different campus and learning environments can endeavour to offer the same standard of student experience, but can be unique in the way that this is delivered. 

“Teaching teams” in educational settings are not always recognised in terms of established team frameworks (Vangrieken, Boon, Dochy, & Kyndt, 2017). For me, the successful accreditation and validation of these programmes in parallel with a growing positive team culture suggests that I have helped to build a successful platform on which to balance the uniqueness of the student experience and learning environment across both campuses with the wider sense of being part of a coherent “whole” which I hope, is (as Gestalt theory would suggest) greater than the sum of the individual parts.
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	Case Study 2. (1,000 words)


	Write your Case Study here

Support and Mentoring: 

Through my transformational approach to leadership I have tried to meet the challenge of supporting individual development across programmes and campus locations and encouraging an open approach to knowledge sharing within an overall team approach (Dong et al., 2016), as well as protecting staff well-being (Hildenbrand, Sacramento & Binnewies, 2018).  With a primarily young and early-career team of lecturing staff, I have always recognised the value of both formal and informal mentoring of less experienced staff through appropriate means (Holt & Lopez, 2014). I have individually mentored all new members of my team and have increasingly encouraged extensive mentoring amongst my team. I firmly believe that these processes have helped both less experienced and more experienced members of the team not only to reflect on their own teaching and learning but to also build constructive professional relationships which led to a greater motivation to develop their own careers and support eachother (Ambler Harvey & de Cahir, 2016). I am also aware that in my continued mentoring role that I need to be mindful of the potential tensions that an inappropriate approach to mentoring could bring once I had stepped into the role of Head of School (Christie, 2014).

One of the first decisions made upon my appointment as Head of School was to support one of our recent Psychology graduates in her PGCE placement, ensuring that she was embedded within part of the team and had supportive yet professional mentoring throughout this process.  I am proud of the fact that this individual went on to become a permanent lecturer within the School and readily reflect the professional standards expected as part of our team, by the HEA and by our discipline accredited body the BPS. 

This philosophy of supportive yet challenging mentoring has continued, with two research assistants/PhD students gaining Technical Tutor (TT) roles (equivalent to a GTA in most institutions) as a consequence of recognising the value of nurturing and developing promising new talent. Both of these TTs has been recent graduates on the programmes which they would now help support, and clear role boundaries needed to be established in the creation of these roles.  One of these technical tutors posts has been established to primarily assist me in my teaching delivery on the undergraduate programmes. During her first year as my technical tutor, primarily on the Level Five Psychology, Health & Medicine module, clearly the individual’s confidence and teaching support skills needed to be gently developed; this was achieved through encouraging a collaborative approach to teaching delivery.  We would sit down together each week and review the plan for the following week’s lecture and seminar for Psychology, Health & Medicine; we would discuss options for how best to deliver the seminar content following my lecture and would identify elements of that session which she felt comfortable assisting with.  In this first year, it was very much a case of the TT primarily supporting me with the preparation of seminar materials in advance of each session and moving around the room helping to facilitate discussions within small groups of students.  In preparation for the second year, I worked with my TT in the creation of the module handbook and encouraged her to identify potentially relevant seminar materials and readings; we then sat down and agreed the schedule which my TT then uploaded onto our VLE system moodle with appropriate links.  I encouraged my TT to then lead on the majority of seminar sessions during her second year in the role, supporting her to use material she felt confident with from her additional work with me as Research Assistant on funded projects in the area of health psychology.  I was pleased to see her confidence growing and her initiative in designing seminar tasks based around her own knowledge and understanding, recognising that all materials delivered needed to meet the module descriptor and learning outcomes [V3] For example, in the planned seminar focusing upon Quality of Life and measurement issues, my TT felt confident in identifying several Quality of Life measures that we can critically considered for inclusion in a recent NHS evaluation, and was able to use this knowledge to instigate a dynamic workshop session which the students appeared to thoroughly enjoy.  Another example is where she felt happy to lead a workshop session on applied research ethics where we asked students to act as mini-research ethics committees and to critically evaluate a real-life research proposal for a study looking at coping in cancer which we had both been involved in. In all sessions where my TT lead the seminars I always ensured I dropped in at some point in the workshop to offer any additional support, guidance or clarification of issues; and each session was followed by an informal debrief.  With my TT now entering her third year of supporting me in this role, I am delighted that she has now been awarded a fully-funded PhD studentship in the area of Health Psychology and Psychosocial Oncology, and have now asked to think about further leading on some of these sessions and also to prepare for delivering a lecture on PhD-related topics to our undergraduate students.  

I feel that the amount of mentoring and support required in the early stages of this TT role, whilst significant, has now helped to develop new talent with a shared passion for effective teaching and learning and which has significantly contributed to the wider student experience and learning environment for our students who have exposure to the technical tutors. I can also that the development of leadership skills in this individual as a consequence of this mentoring process.  It was, therefore, extremely satisfying to see one of the commendations from the BPS specifically relating to the use of the technical tutors as the BPS panel stated that the value of these roles was rated extremely positively by the student cohort being interviewed and their role within the wider programme team clear. 
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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 authenticate your application by commenting directly on the content of your application and to make additional, relevant comments, as they wish.

Referees should be experienced staff and be able to comment knowledgeably, and from first-hand experience, on your current role and any other relevant activities recently undertaken. At least one of your Referees should either be a Fellow, Senior Fellow or Principal Fellow of the Higher Education Academy (HEA), or an appropriate experienced member of staff working for a UK Higher Education Institution (HEI). All Referees need to be familiar with the UKPSF.

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



	First Referee:


	Name
	Dr Christine Jones

	Job Title
	Assistant Dean Quality and Student Experience

	Faculty/Centre/School/Department
	Yr Athrofa 

	Email address
	c.m.jones@tsd.uwtsd.ac.uk

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

Dr Christine Jones is my line manager and has conducted annual appraisals with me over the last three years. 









	Second Referee:


	Name
	Dr Jane Waters 

	Job Title
	Assistant Dean Research

	Faculty/Centre/School/Department
	Yr Athrofa 

	Email address
	Jane.waters@uwtsd.ac.uk

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

Dr Jane Waters has been a senior colleague within the Faculty for several years, and has had oversight of my contribution to a number of cross-Faculty teaching and learning initiatives, particularly in the areas of research-related CPD activity.









SECTION FOUR:	Endorsement from the Institution

You are required to provide an institutional endorsement which should come from a professional who has senior responsibility for professional development, learning and teaching within the institution, for example:

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


	Name of Applicant
	Dr Ceri Phelps 

	Name of Signatory
	Professor Dylan Jones

	Job Title
	Dean of Faculty

	Faculty/Centre/School/Department
	Yr Athrofa

	Email address
	d.e.jones@uwtsd.ac.uk 

	
Dear Sir/Madam

[image: llofnod dej_0001]Please sign below to confirm that you endorse the application for Senior Fellow status recognition from the person named above:


Signature:___ _____________________________Date: ___06/07/2018____________
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