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UNIVERSITY OF WALES TRINITY SAINT DAVID
CONTINUING PROFESSIONAL DEVELOPMENT SCHEME
FOR RECOGNITION BY THE HEA AGAINST THE
UK PROFESSIONAL STANDARDS FRAMEWORK

APPLICATION FOR SENIOR FELLOW


SECTION ONE:

	NAME
	Beverly Cole


	FACULTY/CENTRE/SCHOOL/
DEPARTMENT
	Yr Athrofa


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

	Lecturer 25.9 hours


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

	Current responsibilities and teaching: 

Programme Director: BA Counselling Skill and Interdisciplinary Studies Programme  
Module Leader: Practicum 1 (Level 4)
Module Leader: Empirical Research Methods (Level 6)
Module Leader and Module Lead: Independent Project (Level 6)
MA in Counselling Practice Dissertation Workshop Lecturer (Level 7)
MA in Counselling Practice Dissertation Supervisor (Level 7)
Personal Tutor

 

	
LENGTH OF SERVICE AT UWTSD

	
7 YEARS:   Permanent member of staff.

Two and a half years prior to this on sessional hour contracts





	
APPLICATION FOR SENIOR FELLOW

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

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







	
General Principles to consider in preparing you application

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

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

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

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

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

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

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

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

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




SECTION TWO:	Your reflective account of your Continuing Professional Development

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

For each of the Areas of Activity you should demonstrate why you chose to undertake the approach, activity or technique and show how they relate to developing learner understanding. Whilst directly addressing the Areas of Activity, you should demonstrate how you meet all aspects of the Core Knowledge and all aspects of the Professional Values and map these as appropriate.

Your application should show successful engagement in appropriate teaching practices related to the Areas of Activity, successful incorporation of subject and pedagogic research as part of an integrated approach to academic practice, and successful engagement in professional development in relation to teaching, learning, assessment, scholarship and, as appropriate, related academic or professional practices.






























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

	Engagement in a variety of learning activities, at a variety of levels e.g.
· Micro: individual/one-to-one or small groups
· Mesa: module sessions, course or programme level
· Macro: policy, HEI, professional body level

	Evidence might include:
· Development and enhancement of session plans
· Identifying and planning different kinds of interaction with learners in various contexts
· Design or redesign curricula, modules or programmes
· Involvement in validation panels
· Use of individual’s learning materials by others (e.g. within/beyond own institution)
· Contribution to the creation of learning resource packs and computer-based or open learning materials or the development of virtual learning environments


	Address the following:

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





















		[bookmark: _Hlk524155429]Write your evidence here:

[bookmark: _Hlk527620640][bookmark: _Hlk524158598]A counselling practitioner, accredited by the BACP1 and registered with the HCPC2, I incorporate over 15 years therapeutic experience into teaching/module design, as my counselling practice informs lesson content, context and delivery.  

[bookmark: _Hlk519194721]I develop/maintain a successful counselling portfolio through my subject/practice specialisms, as practicing simultaneously as lecturer, researcher, NHS counsellor and placement supervisor provides up-to-date knowledge, enabling me to identify areas where current provision needs revision/improvement.  For example, though my NHS work, my early understanding of GDPR3 highlighted the necessity to update professional programme content.  Quality criteria4/5 guide my teaching designs, e.g., mapping teaching/assessments to learning outcomes ensures ‘constructive alignment’6; teaching is based on understanding benchmarks/frameworks7. 
My approach to teaching/learning activities is organised, yet flexible, as I am module leader/lecture across four programmes8.  Within this, I design modules and determine content/assessments, using a variety of teaching methods9.  Lessons are carefully planned, although I utilise learning opportunities as these arise, e.g., when ‘concreteness’ was evidenced in counselling discussions, rather than intimating that this was scheduled for later lessons, we explored this in real time, through this live example.  I am also adept at devising ‘five-minute’ plans for delivering lessons at short notice.
Moreover, teaching counselling and research from Level 4 to Masters level requires a range of knowledge and an ability to address the same subject at appropriate standards, e.g., I teach therapeutic communication, gradually raising engagement, starting with basic communication/helping skills (Level:4), advanced communication/helping skills (Level:5/6) and working at relational depth (Level:7).
[bookmark: _Hlk527620676]To demonstrate my experience of designing/planning mesa activities, I cite achievements as leader of a Research/Employability module10, as I taught this for six years, in a variety of formats, to cohorts ranging from 30-96 students.  This necessitated differing teaching styles and innovative approaches to develop/enhance lesson plans.  An example of this was when I observed duplication with concepts ‘Joint’ students11 had addressed within other modules.  The ‘Single’ students12, however, needed this knowledge.  I therefore re-designed module delivery, splitting into two seminars13.  In encouraging students to attend either/or both seminars (rather than keeping to their cohorts) students experienced the power of choice and availed themselves of learning each needed at that time14; Improvement in marks was evidenced within marking reviews, with lower bandings showing most improvement.
[bookmark: _Hlk524158633]My insistence that employability be strongly emphasised from Level Four was initially questioned. Nonetheless, this ensured that professional/personal reflection weaved through contemporary, employability-based lessons, where the relevance of research in securing employment (heuristic research relating self to employment opportunities/researching organisations) and critiquing counselling modalities (practice-based/evidence-based) provided new opportunities.   
The distinguishing characteristics of one cohort also led to re-designing the module/teaching strategy to a blended-learning format. This flexible approach enabled non-traditional students to flourish, widened access and offered equality of opportunity.  Students accessed lessons via Moodle, where I posted PowerPoints with voice-overs, provided detailed subject guidance and offered targeted suggestions for reflexivity.  Reflection confirms that a combination of straight-forward delivery of online lectures, monitoring Moodle engagement and regular contact, meant that I recognised where more support was needed, ensuring the success of this teaching/learning method.  
I also upskilled this module when designing a Level 6 research module15 and the external examiner identified this at the first exam board as an outstanding example of how research should be taught.  Furthermore, I re-designed this module to incorporate my supervision/mentoring of four PCET students, providing written/verbal feedback on lesson plans, content and delivery, whilst inducting them to module design/planning.  One example prominent within my reflections is support provided to one trainee, who disclosed a crisis of confidence, could not plan/teach her first class, and would be leaving her programme.  In discussing her anxiety and negative thoughts/feelings cycle, we formulated more positive patterns.  Resultantly, we co-planned/co-taught early lectures, with her assuming increasing responsibility, and with nurturing support she completed her training.  Reflecting upon my encouragement/support for these trainees, my pride in their developing practice and subsequent employment, I recognise my own learning, as in observing different perspectives on subject matter/delivery styles, I considered how my designs/teaching might be updated. One resultant improvement was the coordination of ‘real time’ interactive quizzes (using PADLET).  I also observed that as assignment pressure was ‘experience-near’ for these trainees they demonstrated greater empathy with assessment panics.  Resultantly, I factored more assignment workshops into my module designs. 
[bookmark: _Hlk527620705][bookmark: _Hlk524158661]This module influenced the practice of others as four PCET students gained subject-specific/planning/teaching experience.   This impacted upon the university through the trainees’ subsequent employment within the profession and as introducing employability at Level 4 and teaching research as a life-skill contributed to increased employability, e.g., students realised they needed specific experience for prospective careers and started voluntary work early, enhancing employment prospects.  The counselling team was impacted by students carrying a solid research foundation into future research modules.
Word Count: 781
References and explanatory notes:
1. BACP: British Association for Counselling and Psychotherapy.  The largest professional body representing counselling and psychotherapy in the UK.
2. HCPC: The Health and Care Professions Council. An independent regulatory body responsible for setting and maintaining standards of professional training.
3. GDPR: General Data Protection Regulation. Enforceable from May 2018.
4. Quality Assurance Agency for Higher Education (QAA). 2013.   Counselling and Psychotherapy: New Guidance.  Available at http://www.bing.com/search?q=QAA+ 2013+counselling&go=Submit&qs=n&form= QBRE&pq=qaa+2013+counselling &sc=0-8&sp=-1&sk=&cvid=ffae03e8d4 55447ea64f3052957ffe4d.  (Accessed 2 February 2014).
5. British Association for Counselling and Psychotherapy (BACP). 2013. Accreditation of Training Courses. Lutterworth: BACP.
6. [bookmark: _Hlk518715453]Constructive alignment: Biggs, J., 2003. Teaching for quality learning at university: What the student does. Second Edition. Buckingham: Open university Press.
7. See 4 and 5 above.   
8. I currently teach on four programmes: (i) BA Counselling Skill and Interdisciplinary Studies Programme (Programme Director), (ii) BA Joint Hons Counselling Studies and Psychology Programme, (iii) Master in Arts Humanistic Counselling Practice Programme (iv) Masters in Psychotherapeutic Practice Programme.    
9. Teaching methods utilized: practice skills workshops, blended-learning, lectures, seminars, triad-work, counselling demonstrations, small/large group work, micro engagement 1:1 and group tutorials and study support sessions.
10. Level Four, ‘Introduction to Research and Employability’ module. Comprising of (i) BA Joint Hons Counselling Studies and Psychology Programme and BA Counselling Skills and Interdisciplinary Studies Programme 
11. ‘Single’ students: BA Counselling Skills and Interdisciplinary Studies
12. ‘Joint’ students: BA Joint Hons Counselling Studies and Psychology Programme.
13. Students could attend the core research seminar (12 noon to 1.00 p.m.), or an alternative seminar I delivered (1.00p.m. to 2.00 p.m.) which addressed more subjective areas such as therapy sessions as case study, etc.   Whilst it was anticipated that the ‘Joints’ would attend the second seminar, as they had already covered much of the first seminar content, many attended both, as they welcomed the chance to choose some research seminars for top-up learning.  The ‘Singles’ attended the first seminar for their core learning, but again many chose to attend some second seminars which particularly interested them.  Whilst this was extra time and work for me, the resultant student learning experience was well worth the effort and this format was repeated in future years.
14. Careful consideration of: the distinctive nature of this cohort; class sizes; learning outcomes; students’ needs (V1) and the particular nature of the subject informed the re-design and teaching strategy of the remainder of the module (K1/K3).  Through my constant strive to enhance the quality/effectiveness of my teaching and commitment to student-centred learning, I appraised module content/teaching and adapted planned sessions to better meet emerging students’ needs (K5/V1).
15. Empirical Research Module, Level 6. BA Counselling Skills and Interdisciplinary Studies Programme. 
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	A2:  Teaching and/or supporting learning (700 words)
Identify how you engage with learners, whether in groups or individually. These encounters may be in a wide range of environments such as classrooms, seminar rooms, lecture theatres, labs, learning support centres, offices, etc.

	Engagement in appropriate teaching and learning strategies including:
· Use of a 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:
· Lecturing, tutorial or seminar work
· Studio, clinical, laboratory or work-based teaching
· Distance learning
· Peer assessment of teaching and or teaching observations
· Student feedback/evaluations
· Reflective diary/blog
· Learning outcomes-related indicators (e.g. relevant session plans/module materials)
· Material from online training
· Learning activities supported through the VLE (Moodle)


	Address the Following:

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

	
Write your evidence here
	[bookmark: _Hlk527620779]
[bookmark: _Hlk530647861][bookmark: _Hlk527620809][bookmark: _Hlk524246383]The varied context of my work demands strong personal (humanistic1), professional (academic2) and therapeutic3/4 values, which drive my learning support/teaching/therapeutic practice. I contextualise person-centred philosophies into teaching/support by creating positive learning climates, with communities of learners/learning, where curiosity is aroused, exploration facilitates learning and each learner is accepted as a whole person5.   

[bookmark: _Hlk530647880][bookmark: _Hlk527620858][bookmark: _Hlk527623907]My therapeutic background also influences my pastoral care and in reflecting how I support/teach, I consider counselling training, which attracts a diversity of learners6.  This year’s class consisted of eighteen students, aged 19–64.  Lessons started with an ‘opening-round’, with each student communicating readiness/unpreparedness for full engagement/what they wanted to achieve.  From this, individual needs were identified, thus ensuring that he/she worked at appropriate levels during triad-work.  Lessons ended with a ‘closing-round’, where students reflected upon the lesson, their learning, skills to practise during the week/further training requirements.  Resultantly, no student left ‘carrying’ unprocessed material.

[bookmark: _Hlk524246407]As this module qualified students to counsel, my pedagogic approaches prepared them for the immediate and private nature of therapy, where the main commodity is vulnerable human-beings.  Consequently, students needed strong support and by raising the profile of ethical practice I effectively promoted students’ therapeutic confidence, encouraging autonomy, and maintaining professional values, thus protecting practitioners and their clients.  My support also cultivated an ‘internal-supervisor’7/8 instilling the importance of self-support, professional standards, particularly non-maleficence (for self/other) and encouraging continual self-monitoring of fitness-to-practice.  

Whilst my teaching underscored BACP ethics4 and encouraged students to fully understand placement policies/procedures, supervising students in the community demonstrated how, whilst aware of ethical principles, they can relate to these abstractedly, often struggling to integrate these into day-to-day therapy.   Resultantly, I modeled and advocated the ethical principle of non-maleficence as paramount, raising awareness that ‘do no harm’ must be an active aim within placement counselling. This ensured, for example, that trainees worked within their competence level/stage of training.  Experiential group-work, role-play and reflection on non-maleficence/beneficence, consolidated these principles and assimilated ‘do no harm’, not simply as a negative duty, but as conscious, embedded endeavours.  I ensured that students thought before acting, considered consequences of therapeutic interventions and reflected upon their actions. Nevertheless, they interpreted/understood non-maleficence on their own terms.  We worked through this, embodying concepts as meaningful within his/her own frame of reference, stimulating students to take responsibility for their counselling, independently and in collaboration with others.  Concurrent with this self-learning, students were encouraged to relate these experiences to autonomy/self-empowerment, thus underpinning the importance of one’s sense of control over who we are/what we do.  As I taught non-maleficence as the foundation upon which all ethical principles develop, healthy relationships with ethical principles were fostered which provided career-long self-support.   Furthermore, although each ethical principle can stand alone, through this process students experienced how effective ethical reasoning occurs when all ethical principles are in symmetry9 and found that by adopting the principle of ‘do no harm’ in placement therapy, the other principles flourished, providing support, ethical harmony and safe working.

[bookmark: _Hlk527620906][bookmark: _Hlk530647901][bookmark: _Hlk524246436]In teaching/supporting students to readiness-to-practice, I also directed triad-work.   Students had a theoretical lesson, e.g., questions, practiced this within triad groups e.g. open/closed/Socratic questions, and we then reviewed recorded sessions.   In skills workshops, recordings were paused at critical points to link theory to practice, identifying counselling skills10 for implementation into practice.  Hence reflective professional practice was instilled early within counsellors.  Moreover, I ensured that, whilst there was material for ‘counsellors’ to counsel, personal disclosures did not challenge counsellors’ current level of learning or confidence.  Correspondingly, I ensured ‘client’ safety and beyond subject-specific knowledge and skills attainment of every student, I ‘held’ individual/group situations, whenever processing become problematic.  Feeding-forward, students practiced these skills between lessons and every sixth lesson incorporated a group debrief, with students encouraged to take responsibility for their learning11/12.  This started with open discussion, “How are we doing so far?”  Students then anonymously made suggestions for future lessons.  This empowered students, positioned learning as a collaborative endeavour, facilitated honest discussion for those comfortable with dialogue, gave quieter students a voice and empowered me to meet developing needs.

Diversity is openly discussed within counselling environments and I recall how an exercise, where students found the person most different from them and discussed their similarities/differences, immediately demolished perceived barriers, kick-starting processes whereby students supported/learnt from each other.  This was particularly evident in ‘Genogram’ group-work, where differing ages/life experiences (Students:19-64) invoked meaningful discussion, raising awareness of family/group dynamics. Through my introduction of workshops, e.g., on “I can help with……”/“I need help with…..”, I developed a culture of knowledge-sharing, created co-operative, supportive learning and enhanced subject-specific knowledge, e.g., IT experts helping novices…qualified counsellors enriching beginner counsellors’ skills 

Some students presented personal issues needing sensitive handling, as anxiety impacts attention spans and decreases learning13 and my counsellor/advocacy training facilitated delicate care, ensuring that these students were supported, whilst not impacting upon the cohort.  

[bookmark: _Hlk524246487]Word Count: 799

References and explanatory notes:

1. Person Centred values. Rogers, C. R., 1980.  A way of being. New York: Houghton Miffin Company.
2. UK Professional Standards Framework (UKPSF). See: www.heacademy.ac.uk/ukpsf .
3. Core Conditions: Rogers, C. R., 1980.  A way of being. New York: Houghton Miffin Company.
4. BACP Ethical Framework: British Association for Counselling and Psychotherapy (BACP). 2018. Ethical Framework for the Counselling Professions.  Therapy Today. July 2018. 27(6). 19. Lutterworth: BACP.  
5. Rogers, C. R. 1969.  Freedom to Learn. Columbus, Ohio:  Merrill Publishing Company. 
6. Counselling training attracts a diversity of learners. across age, culture and experience.  At one end of the spectrum are non-traditional learners, returning to education and bringing limited academic skills, yet added-value practice, employment and life-experience. Then there are school-leavers, who, as counselling is not a traditional ‘A’ level, bring a range of subjects studied, yet little life-experience.  There are then highly qualified students who often hold senior roles in another profession (K3).  These students coming together within learning which involves socio-cultural perspectives, communication styles, reflective practice and personal development, impacts upon the learning environment and necessitates a variety of support (K3). 
7. Casemont, P. 1985. On learning from the patient. Hove: Routledge
8. Brownas, P and Fredman, G. 2017. Working with embodiment in supervision. London: Routledge.
9. Gillon, R., 2003. Ethics needs principles - four can encompass the rest. Journal of Medline Ethics.  29(5). 307-312.
10. Counselling skills such as: Paraphrasing, refection of feelings, empathy, phenomenological noticing, etc.,
11. ‘Instructional diagnosis’ facilitated small group discussion to provide feedback from learners to teacher.  Hativa, N., 2014, Student ratings of instruction: Recognising effective teachers. Second edition.  USA: Oron Publications.  
12. [bookmark: _Hlk524246510]The ‘One-minute paper’: Providing teachers with timely post-session information about what is working, or not working, for students.  T.A. Angelo and K. P. Cross, 1993. Classroom Assessment Techniques, Second Edition. San Francisco: Jossey-Bass. 148-53. 
13. Eysneck, et al., 2007. Eysenck, M. W., Derakshan, N., Santos, R. and Calvo, M. G. Anxiety and cognitive performance: Attentional control theory. Emotion. 7(2). 336-353.
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	A3:  Assessing and giving feedback to learners (700 words)
Show how your assessment strategies and activities are appropriate to learning experiences; your approaches to marking and moderation and how these approaches ensure that assessment is reliable and robust; and your approaches to feedback and the extent to which students are involved in the feedback process. The assessment may be formative or summative, formal or informal. 

	Engagement with appropriate assessment strategies including:
· Use of assessments relevant to learning outcomes
· Appropriate assessments for the student profile
· Engagement in formal quality assurance processes relating to assessment
· Selection and use of appropriate feedback mechanisms
	Evidence might include:
· Appropriately targeted assessment tasks
· Student evaluations
· Peer reviews
· Observation feedback
· Learning materials
· Moderation documents
· External examiner activity
· Innovative approaches to assessment and feedback
· Student responses to feedback


	Address the following:

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

	
Write your evidence here

	[bookmark: _Hlk527626149]
[bookmark: _Hlk527620991][bookmark: _Hlk527626004]My reflections around assessing/feedback endorse the importance of early mapping of optimum assessments to achieve overall programme learning outcomes and moderation meetings to ensure consistency of learning/marking.  
Teaching theory and skills-based subjects to under-graduates/post-graduates, I use a variety of assessment approaches, adapting these and ensuring ‘best fit’, e.g., when module leader for a research/employability module, historically, exams assessed learning.  Arising from my life-skill approach to research and student feedback, I introduced assignments which better reflected the nature of research/employment, with emphasis on being able to find/critique information.  

I make assessments interesting, innovative and where possible, group learning experiences, e.g., for a Personal Development assignment, students related their life experience to associated PD/counselling concepts, linking these to a song within a presentation.   This assessment cohered the cohort and facilitated shared learning of counselling concepts/presentation skills.  This assignment was subsequently adapted for different programmes, using poems, meaningful objects and artwork.  
Another inventive assessment assessed interview skills.  Students undertook an academic interview, wherein they pitched for funding to establish a counselling organisation1.  This formulated a ‘Dragons’ Den’ scenario, where peers offered feedback and debated which project merited ‘funding’.  This addressed subject-specific learning, such as principles of good counselling organisations, and improved employability skills, e.g., research, interview/debating/presentation skills.  Importantly, all students learnt from group processing, evidenced through module evaluations, “Brilliant, humorous, real, exciting and informative”.
[bookmark: _Hlk527621060][bookmark: _Hlk527626299][bookmark: _Hlk527626032]I offer formative/summative, informal/formal feedback, based on quality criteria2/3, relating directly to learning outcomes, feeding-forward for future assignments and spotlighting employability value.  I immediately familiarise students with learning outcomes/marking criteria, so that they can assess marks and address areas for improvement.  I also encourage students to self-assess assignment strengths/challenges, relate this to my feedback, question anomalies and assimilate learning to improve future assignments, thus becoming self/professionally aware and valuing self-evaluation4.
Constructive feedback is offered in written/face-to-face mediums, relating clearly to marking criteria and student self-assessment.  I avoid over-generalised feedback and overloading students, ensuring that each has two-three positives and two-three concrete ideas for improvement, identified as challenges, not weaknesses.  Tutorials explore how students incorporate feedback into future work and reflection confirms the importance of following-up where/or why this has not, happened.  Furthermore, instead of merely directing students to developmental issues, I comment, ‘…we need to work on…..’.  This collaborative feeding-forward confirms that I am not merely highlighting areas for improvement, I am available to help up-grade marks.
For MA dissertation feedback, I provide detailed, individually-tailored comments, addressing methodology/methods and content/concept/context, having familiarised myself with each research approach and subject.  Face-to-face (or Skype) supervision is scheduled for critical points, e.g., coinciding with writing/submission of chapters, as reflection reveals that supervision must be timed/targeted to stages of writing, with ‘emergency’ sessions available for ‘stuckness’5.
Reflecting deeper upon how my feedback improves understanding and skills, I draw upon observations/feedback on student counselling sessions. Reflection positions this as the most onerous of tasks, since achieving ‘readiness-to-practice’ enables students to counsel real clients6. Accordingly, during skills assessments, one eye must be on students’ prospective clients, who are likely to be distressed.   Formative assessments therefore provide weekly evaluations of triad-work, through oral/written feedback on skills, links to theory and developmental targets.  Most effective feedback is provided during/immediately after activities, and recorded sessions are linked with tutor/peer assessments so that students can later review recordings/feedback and consider improvements to practise.  This work cumulates in a final recording upon which skills are assessed.  As reflexivity supports this meticulous assessment process, my scrutiny of the therapeutic relationship/session is well-considered, assesses against learning outcomes/QAA subject benchmarks and ends with developmental-dialogues considering readiness-to-practise.  
[bookmark: _Hlk527621085][bookmark: _Hlk527626312][bookmark: _Hlk527626046]To appraise the effectiveness of my teaching/assessments, students’ anonymous evaluations are offered through a Moodle portal and more innovatively, by writing/drawing reviews on a white tablecloth; student contributions are then photographed for marketing material.  I also view assignments as assessments of my teaching, gauging how well a class has grasped concepts. I reflect at key points upon quality assurance/enhancement, adapting future teaching as necessary. An example was when marking, I periodically commented, “So, is sublimation good, or bad?”  I subsequently deduced that I had not got this point across.  Following assignments, I give general feedback, usually on common academic errors, sentence/paragraph structure, referencing, etc., and on this occasion, I also consolidated learning on defence mechanisms, particularly sublimation, followed by individual tutorials considering written feedback.  
Word Count: 706

References and explanatory information:

1. Students presented bids for funding to establish an organisation (placement) of their choice.  For example, cancer support, sexual abuse, generic issues, care of the elderly, etc.
2. Quality Assurance Agency for Higher Education (QAA). 2013.   Counselling and Psychotherapy: New Guidance.  Available at http://www.bing.com/search?q=QAA+ 2013+counselling&go=Submit&qs=n&form= QBRE&pq=qaa+2013+counselling &sc=0-8&sp=-1&sk=&cvid=ffae03e8d4 55447ea64f3052957ffe4d.  (Accessed 2 February 2014).
3. British Association for Counselling and Psychotherapy (BACP). 2013. Accreditation of Training Courses. Lutterworth: BACP.
4. Helyer, R. 2015. Learning through reflection: the critical role of reflection in work-based learning (WBL).  Journal of Work-Applied Management. 7 (1).15-27.  
5. Dryden, W. and Reeves, A. (Eds) 2008. The counselling concept of ‘stuckness’.  Key issues for counselling in action. London: Sage.
6. This qualification enables clients to work on placement in the NHS, the third sector, etc. This is significant since, like many other professions (education/medicine/social work), student counsellors gain experience through placements prior to qualification.  The difference is, however, that within other professions a student learns from actively witnessing work of experienced associates and can be accompanied/supervised by more senior colleagues during initial contact with service-users.  In contrast, as counselling interactions are private and confidential, it is not usual for early therapeutic encounters to be witnessed directly by a third party.  Counsellor students therefore usually experience their first real therapeutic encounter within placement settings, working directly and unaccompanied with clients from the outset.  
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	A4:  Developing effective learning environments and approaches to student support and guidance (700 words)
This Area of Activity is about how you make effective use of both the formal and informal learning environment to facilitate learning. Show how your contribution to the design and development of learning environments has impacted positively on student learning and the practices you undertake to support learners including for example, tutor systems, advising, guidance and involvement in widening participation and inclusive initiatives and activities.

	Engagement with:
· Different media and technologies, both physical and virtual
· Different kinds of learners e.g. international, culturally diverse, special educational needs, disabled learners, home-based, full-time, part-time, etc.
· Different modes of learning e.g. distance-based, blended, work/practice-based, etc. 
· Personal and academic tutoring
· One-to-one advice
· Counselling

	Evidence might include:
· Reflective logs/diaries
· Peer review
· Formal and informal/unsolicited feedback from students and colleagues
· Observations of teaching/learning activities
· Evidence from electronic forms such as blogs and discussion forums

	Address the following:

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

	
Write your evidence here

	
[bookmark: _Hlk527621143][bookmark: _Hlk527626376]Understanding human development and how learners acquire knowledge/skills supports effective learning environments, whilst my therapeutic background, training and counselling orientation are invaluable in offering pastoral care, one-to-one advice and academic/personal tutoring.  Within this, my humanistic orientation ensures that I accept each student as unique, with a personal learning style and something special to offer.  At the start of modules, I therefore ask students to share hopes, expectations and fears about module content, encouraging them to reflect upon a learning experience that went well and their learning from this.  Thus, I immediately create positive learning environments which offer insight into learning styles/blocks to learning.

Reflection defines my learning environments as effective, safe, vibrant settings, rich with new information and exciting learning opportunities. My person-centred/student-led teaching situates students at the centre of learning and promotes autonomy, with a delicate balance between formality/informality and awareness that learning relates to wider individual and social/economic/political issues.

[bookmark: _Hlk527621189][bookmark: _Hlk527626398]A member of the Psychology/Counselling Research Ethics Committee for several years, I promoted the value of raising the profile of counselling research by creating a research culture within learning environments.  An external examiner promoted reflection upon my research learning environments, when, in commenting on dialogical exchanges in-between focus group recordings, she praised my ability to foster a comfortable atmosphere, where laughter assisted the assessment process, alleviated stress, and positively impacted learning/experience1.  I recognise this as a foundation of my teaching; I cultivate informative, creative and fun learning environments. This is particularly important within counsellor training which involves deep engagement with heavy subjects2 and whilst counsellors must embrace feelings engendered by life-issues, I use lighter material where possible, e.g., a comedic video with an important message on dynamics of change3, which appealed to visual learners, engendered critique, facilitated learning of a complex subject and provided lighter moments.  I also initiate innovative events, e.g., an ‘Orientation, goals and brunch’ for Level 6 students4, before their final year, to ease transition to a new campus and immediately create positive learning environments.

My learning environments are energetic, I check my own and group ‘temperatures’ regularly, instigating enlivening exercises5 when energy levels drop, and current, as I keep up-to-date with subject-specific and andragogic literature, e.g., for clinical case scenarios, “Patient…‘X’…presents…with…Y’”, I am knowledgeable about cutting-edge research/practice.  

Moreover, the BACP recognises the educative role of counselling supervision6 and I currently supervise/support twenty supervisees in individual/group contexts.  This impacts my own and others’ academic practice and sets the scene for my counselling learning environments, e.g., some supervisees are well-qualified, many are with other training providers and within group supervision, cross-fertilisation of ideas/learning occurs, providing insight into what students want/need, learning gaps identified through practice and helpful/unhelpful tuition.  I support them in enhancing their practice and my resultant learning feeds my academic practice/programme/module development, informing my learning environments.  The foregoing, community work and community research, offer vital information regarding teaching techniques/content and their impact on developing practice. This informs my support for students whilst sharing new ideas also enhances the practice of my teaching colleagues.

The effectiveness of my learning environments is also evidenced when host organisations comment on therapeutic standards of current/previous students, demonstrating quality training and long-lasting influence. Moreover, I regularly meet former students/mentees/supervisees now working in therapeutic roles, some I taught from counselling skills (Level:4) through to practice MA’s.  Witnessing the quality of their work, their standing within respective organisations, and their value to the community also evidences lasting impact.      

Counsellor training, by its very nature, involves close involvement with students, with a hands-on, modelling approach.  Reflection suggests that this, my intense practice grounded in subject-specific knowledge and sound pedagogical methods, alongside my care in creating sensitively-challenging, yet supportive learning environments, were instrumental in several nominations for student-led awards (SLTA)7, being voted runner-up in 2016; an achievement when considered alongside the fewer students I teach as a part-time lecturer.



I am also a recently approved PhD advisor, supervisor and internal examiner8 and look forward to embracing these roles.  Furthermore, as a counselling supervisor I presently support fifteen counsellors in achieving professional status by meeting benchmarks for professional accreditation.  I also attend conferences/training, incorporating learning within my teaching, e.g. teaching differences between semantic/latent analysis through drawing/describing an animal in increasing detail9; I now use this successfully with students.   

Other primary influences on my PD/teaching include applications for progression within the BACP.  I hold accredited status and am currently working on case studies for three senior accreditations10, involving continual reflections/evaluation of my work.  My unusual skills-set impacts and adds depth to my team since, as the most qualified team-member, I initiate and lead research funding applications11 and provide strong links between theory and practice through my community roles.  Moreover, with my Doctorate, accreditations10, and as one of the most qualified/experienced counsellors/counsellor trainers within this area, I am well-positioned to embrace new teaching opportunities.


Word Count: 796

References and explanatory notes: 

1. Roediger, H. L. 2013. Applying cognitive psychology to education: Translational
educational science. Psychological Science in the Public Interest. 14(1). 1-3. 
2. Counsellor training involves deep engagement with heavy subjects, such as dying, death, grief, loss, ill-health, abuse, etc.
3. Most counselling involves change in some way.  See: Johnson, S. 1999.  Who moved my cheese? How to deal with change. London: Vermillion. YouTube video of main book concepts.
4. Level Six Students of the BA Counselling Skill and Interdisciplinary Studies Programme.
5. Energizing exercise: Send a clap around the circle and back again, raising tempo as the clap goes around the room. Stand up and repeat.  This exercise takes under two minutes, but gets everyone moving and interacting.
6. British Association for Counselling and Psychotherapy (BACP). 2013. Accreditation of Training Courses. Lutterworth: BACP.
7. SLTA: Student Led Teaching Award 
8. Application to be added to the Directory of Research Degrees confirmed as meeting the criteria set out for the research degree categories of Research Supervisor, Advisor and Internal Examiner, July 2018.  Training awaited.
9. Braun, V. and Clarke, V., 2014. What can thematic analysis offer health and well-being researchers? International Journal of Qualitative Studies on Health and Well-Being (Open Access Article distributed under the terms of the Creative Commons CC-BY 4.0 License (http:// creativecommons.org/licenses/by/4.0?). Available at http://dx.doi.org/ 10.3402/qhw.v9.26152.  (Accessed 12 March 2015).
10. Current applications – work in progress on case studies for: i) Senior accredited BACP member, (ii) Senior accredited BACP supervisor of individuals and (iii) BACP Senior accredited supervisor of groups.
11. Details of work on funding applications:



Cerebra

Funding for research on self-esteem within brain-injured children – Funding bid successful, culminating in MA research. 

Funding for the provision of telephone counselling for parents of children with                   brain injuries – Funding bid unsuccessful.  

HEA

HEA funding for a counsellor placement learning provision – Funding bid unsuccessful.  

Wolfson Mental Health Research Initiative

Currently investigating research funding options offered by the Wolfson Mental             Health Research Initiative.
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	A5:  Engaging in continuing professional development, research and the evaluation of teaching and learning related professional development (700 words)
Show how your continuing professional development in your discipline and pedagogy, incorporation of research and scholarly activity, and evaluation of your professional practices supports and enhances learning. You should demonstrate explicitly connections between your research and/or scholarly activity and your professional practice, as well as how you evaluate the effectiveness of that practice.

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

	Address the following:

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

		

[bookmark: _Hlk527621270][bookmark: _Hlk527626450]I reflect deeply on my practice, evidencing career-long clinical supervision/regular PD to ensure effective, ethical working1. PD/reflexivity therefore underscore my counselling/teaching, resulting in quality enhancement and continuing development as a counsellor/educator. I also bring a depth of research and counselling experience to my teaching, displaying professionalism, ethical research and practice/evidence-based counselling. 

My main strategies for updating/developing my teaching are my research and health/social care community work, which provide insight/understanding of working in the field.  PD is live, through my commitment to reflect and learn from, every teaching/counselling/supervision/research experience, viewing all as learning opportunities.   Moreover, ending each academic year, I reflect: What went well…what needs attention…areas for professional/personal development…my strengths/challenges…new aspects of teaching.  Finding new opportunities: What learning would extend my work...What excites me...What am I avoiding?  

This self-reflective professional practice started after changing my profession from finance to counsellor/counselling educator. Complexities of my new career instilled a need for reflexivity/self-evaluation, since my working paradigm shifted from confidence that numbers are predictable/financial accounts can be substantiated, to understanding that each learner is individual; teaching is not as straightforward as accountancy. This induced a new professional-self, e.g., coming out of my comfort-zone2 instilled awareness/sensitivity of vulnerability/anxiety invoked by new learning experiences.

My teaching is continually improved by a reflective learning cycle I developed from BACP directives that counselling trainers remain practicing counsellors3, as my embodiment of research supporting this concept ensures that supervision/therapeutic practice/research constructively influence my teaching4 and vice-versa5. 


[bookmark: _Hlk527621337]
[bookmark: _Hlk527626477][bookmark: _Hlk530653906] 
[bookmark: _Hlk530653668]Research strongly supports/enhances my teaching/PD.  Through MPhil research into self-esteem within brain-injured children6, I met troubled families and arising from my research, made suggestions to improve their circumstances.  I therefore could not understand why my work felt incomplete, even when findings from my research were published in a neuro-disability journal7.  Through reflection, I realised this was because I felt that, for my research to be impactful, this information needed to filter to the grass-roots.  I therefore published an article containing helpful strategies, in non-academic, narrative style for a monthly journal8 whose target audience was families with brain-injured children.  Reflection reveals that this impacts my current practice in three ways.  Firstly, highlighting the pedagogical strength of my tendency/ability to break complicated concepts down to the most basic level so that they can be easily described, worked with experientially, then gradually built upon to achieve conceptual understanding.  This was inherent in this experience and noticeable in my teaching, but now became a conscious teaching objective, e.g., teaching complicated concepts of epistemology by initially introducing students to psychological personality theories, then asking them to collect evidence on personality from non-academic literature on astrology and academic literature on personality traits. Through small-group comparisons of the scientific, empirical nature of personality traits versus unscientific reasoning offered by horoscopes, differing epistemologies became clear, with epistemology clarified as different ways of knowing what we know.  I then developed in-depth understanding of this concept, harvesting incidental learning from research/group-work.

[bookmark: _Hlk527621379][bookmark: _Hlk527626503]Secondly, this experience identified patterns within my teaching as I approach each subject from life-skills/employability perspectives.  I teach research as a useful life/employability skill, rather than a dry academic essential, teaching ontological concepts through life-issues, e.g., to promote understanding of critical-realism, I encourage individual reflection upon culture/value systems, relating these to problem-solving a life-issue. Group-work then identifies how differing values result in different perspectives/conclusions.  This is then related to how critical-realists see the world through a prism (culture/values) which shapes their perspective of ‘a(the) truth’.  This basic understanding is developed and related to other paradigms, such as realist/relativist worldviews and then more complex ontological philosophies and individual learning styles. Likewise, my counselling teaching emphasises how counselling includes enhanced communication skills not precious to consulting rooms; counselling skills can improve day-to-day communication.

[bookmark: _Hlk530653691]Thirdly, I recognised learning potential often lost through ill-targeted research dissemination: what use was my research if it did not improve lives within the researched community?   This underpins my teaching/supervision of MA’s, encouraging students to publish, not only in peer-reviewed academic journals9, but also in general counselling publications10 as these are an excellent genre for introducing concepts within a profession reluctant to engage with research, e.g. a current MA’s student working on an article for a BACP publication. 

MA research into mandatory counselling supervision11 also enhanced my teaching, highlighting how many students engage with supervision unaware of its roles/functions.  Resultantly, I emphasise educative supervision when supervising counsellors, whilst, when lecturing, I ensure that supervision is taught early and revisited alongside developing practice. 

I have successfully supervised five, and am currently supervising six, practice-based MA’s12.  I firstly ensure joint understanding of what needs to be done, time-scales and how we might achieve established goals, incorporating learning from my own good/bad supervisory experiences. Engaging with this research enriches my PD/teaching and my counselling/research skills help me understand what this student needs, working within his/her individual learning context to produce above average research/dissertations.  

Word Count: 799

References and explanatory notes:

1. [bookmark: _Hlk519699777]As a BACP accredited therapist, I have to evidence career-long Professional/personal Development:  BACP Ethical Framework: British Association for Counselling and Psychotherapy (BACP). 2018. Ethical Framework for the Counselling Professions.   
2. Coming out of your comfort Zone: 
I. Atherton, I. and Kyle, R., 2015. Stepping outside your comfort zone. Nursing Standard.  29(21). 24.
II. Riley, K. and Solic, K., 2017. Change Happens Beyond the Comfort Zone: Bringing Undergraduate Teacher-Candidates into Activist Teacher Communities. Journal of Teacher Education. 68(2). 179-192. 
III. Starr, et al., 2013. Starr, F., Ciclitira, K., Marzano, L., Brunswick, N. and Costa, A. Comfort and challenge: A thematic analysis of female clinicians' experiences of supervision.  Psychology and Psychotherapy: Theory, Research and Practice. 86(3). 334-351. Available at Academic Search Premier. EBSCOhost. (Accessed 16 March 2015).  
3. BACP Ethical Framework 2018: British Association for Counselling and Psychotherapy (BACP). 2018. Ethical Framework for the Counselling Professions.   
4. Ray, D., Jayne, K. and Miller, R., 2014. Master counsellors as teachers: clinical practices of counsellor educators. Journal of Mental Health Counselling. 36(1). 78-94. Available at Academic Search Premier. EBSCOhost.   (Accessed 12 March 2015).
5. Figure 5.1: Cycle of self-reflection and learning. A reflective cycle I developed which demonstrates reflection-in-action - how my teaching, practice and research experiences feed into a constant loop, enriching each other: 

[image: ]
  
6. Cole, B. J. 2010. The effectiveness of counselling in raising self-esteem in children with special needs. Unpublished MPhil Dissertation. Swansea Metropolitan University.
7. Cole, B. J. and Edworthy, A., 2012. Cycles of Self Esteem.  Social Care and Neuro-disability. 3(1). 27–36.
8. Cole, B. J. 2012. At home with special needs in the house of self-esteem. Newsbeat: Positively Different. UK: Cerebra. 16-17. 
9. Counselling and Psychotherapy Research: Linking research with practice.  Lutterworth: BACP.  
10. [bookmark: _Hlk480119666]BACP monthly publication: Therapy Today.  Lutterworth: BACP.  
11. Cole, B. J. 2010. Trainee Counsellors’ Perceptions of Supervision.  Unpublished MA Dissertation. University of Wales, Newport.
12. Whilst the discipline of counselling has not traditionally sat within a research-focused culture, the requirement for evidence-based practice is creating a new research agenda and my research experiences evidence how I use my own discipline-based research to enhance module design, content and delivery and provide a strong base for MA supervision.
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	Case Study 1. (1,000 words)


	Write your Case Study here


	
[bookmark: _Hlk527621602][bookmark: _Hlk527626578]Case Study One reflects upon contributions to learning/teaching made whilst Programme Director of an ‘Embedded Helping Skill’ programme1.   
 
[bookmark: _Hlk527621492]My involvement with this programme started at the developmental stage as I was Programme Director for the prototype for this programme2. I therefore co-authored and jointly presented the validation document.  I reflect that whilst the subject material was familiar to me, this experience was vital in strengthening my ability to map subject benchmarks, general/specific programme aims, programme learning outcomes, module learning outcomes and assessment criteria.  The programme was delivered over two academic years with an average of 30 students (45 at its peak) and its core concept was to begin training towards a counselling qualification or enhance communication within another profession.  Regular quality reviews ensured positive cycles of needs assessment, curriculum design/delivery and evaluation, with teaching/content updated to keep pace with evolving needs.

I reflect on my responsibilities during my four years as PD3, in particular, my responsibility for two sessional-hour lecturers, recruiting and inducting them into administrative and quality processes and cultivating a collaborative, team-working environment.  My approach to these temporary staff stemmed from my own experiences of sessional-hours where I sometimes experienced gaps in my knowledge, once finding that verbally explained learning outcomes differed subtly, yet substantially, from the written version I pestered to obtain.  I therefore ensured that these lecturers could access all relevant information and were fully involved, fostering ownership of their module and ensuring that we met prior to teaching to go through the programme handbook and before each semester to consider how teaching provision might be improved.  A supportive working atmosphere was achieved through regular team meetings, analysing staff/student panel/exam board feedback, etc.  Both worked on this programme for several years until one became a lecturer at UWTSD and the other became an independent counsellor trainer.  

For most of the life of this programme, as the only permanent lecturer, I was solely responsible for pastoral support, tutorials and student services’ liaison for all students on the programme, a cohort with high demands due to age, cultural/education differences, e.g., traditional and non-traditional learners (who had not entered higher education through usual channels).

This programme was the fore-runner of several subsequent modules/programmes, e.g., ‘Qualities of Helping Relationships’ and ‘Practicum’ modules.  Moreover, from this foundation, an opportunity to widen participation to other professionals already in employment, yet wishing to improve communication/helping skills to enhance existing positions, or gain promotion, was identified.

[bookmark: _Hlk527621518]I therefore re-designed and taught this programme as externally delivered, flexible learning, individually tailored to groups of professionals, e.g., teaching assistants, social workers, support workers, dementia carers and fire/rescue services.  I reflect on my professional development through creating learning resources and designing/delivering counselling programmes which empowered professionals to embed helping skills into their careers.  This necessitated new approaches and skills-sets, adjustments I made through carefully constructing learning outcomes to benefit the number/needs of students and drawing on previous human resource/management and staff training experience.  Taking learning into the workplace by delivering the programme off-campus for professionals unable to leave their work environment, e.g., fire personnel, also generated professional/personal learning through working in unfamiliar surroundings, sometimes without adequate equipment and always with interruptions.  Moreover, negotiating with UWTSD commercial services and external Human Resources/Finance departments regarding the time/costing/finance implications of delivering externalised counselling training again drew upon my previous finance/management experience.

The success of this programme was evidenced by consistent positive feedback and the interest engendered for similar programmes for other professionals, e.g., I was asked to design similar programmes for ambulance personnel, police-workers and security staff and designed follow-on programmes for professionals who had gained so much from initial training they requested in-depth programmes.   I also designed a blended-learning, stress-management programme, to be rolled-out across the South Wales Fire/Rescue Service, with a view to long-term provision of trauma supervision/pastoral support for their teams, a professionally-focused concept concurring with UWTSD Teaching/Learning Strategies4.  However, after writing this programme, due to problems engaging with university departments to cost/formalise this arrangement, a decision was made not to engage with this opportunity.  Nevertheless, the external work delivered raised significant income, offered substantial opportunities for future revenue and raised the profile of UWTSD.   I also re-designed this programme and delivered it successfully to six consecutive cohorts of UWTSD teaching assistants5.  My teaching plan/materials continue to be used on this programme.    

My work reflected upon here influenced the practice of others in that (i) Two fledgling teachers gained quality experience which impacted upon their future practice/employment, (ii) Internal students gained qualifications which enhanced their life/employability skills and facilitated progression to more advanced programmes and (iii) External students benefitted from advanced communication/helping skills.   Moreover, I incorporated learning from this when Programme Director of the MA in Psychotherapeutic Practice (Dissertations) and draw on this learning in my current role as Programme Director of the BA Counselling Skill/Interdisciplinary Studies.  The university profited financially and enjoyed positive regard for high-quality training for high-ranking professionals6. The counselling team welcomed the significance of this work, utilising marketing potential in promoting the concept that counselling skills are not precious to counsellors, they have a place outside consulting rooms7.

Word Count: 846

References and explanatory information:

1. Certificate in Embedded Helping Skill(s). Level 4. 60 credits.  Two modules, over two academic years.
2. Certificate in Counselling Skills.  Level 4. 60 credits.
3. Writing programme and module handbooks.  Co-writing and presenting validation document. All administrative procedures; DBS checks; admissions; interview processes (all students admitted to skills programmes must have a one-to-one interview); fitness-to-study; fitness-to-practice; progression to advanced courses; attendance monitoring; suspensions/deferrals; withdrawals; references; pastoral roles; organisation/chairing of staff/student panels; liaison with external examiners; preparation/presentations at pre/final exam boards and writing Annual Progress Reports.
4. UWTSD Teaching and Learning Strategy 2017. 
5. Foundation Degree in Learning Support – Introduction to counselling module. 
6. Many of the professionals who engaged with this programme are key employers of our graduates.
7. McLeod, J., 2007. Counselling Skill.  Maidenhead: Open University Press.
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	Case Study 2. (1,000 words)




	Write your Case Study here
	[bookmark: _Hlk527621648]
[bookmark: _Hlk527621672][bookmark: _Hlk530655434][bookmark: _Hlk530650481][bookmark: _Hlk527621734][bookmark: _Hlk530655453]Case Study Two outlines contributions to teaching/learning made whilst, as Project Leader, I established/managed a Community Counselling Centre (CCC), an in-house placement staffed by lecturers/postgraduate students1 who offered free counselling to the community2. Reflexivity offered a rationale for this case study, as the CCC demonstrated successful incorporation of subject/pedagogic research and scholarship as part of academic practice.  My broader objectives of strengthening community life through counselling and post-compulsory learning opportunities, widening access/life-long learning, are also evidenced.

QAA benchmarks3 heralded a drive to deliver quality counsellor training within competitive environments.  This project was therefore fuelled by my desire to improve links between counsellor placements and training and evolved from my PhD research into effective placement/work-experience teaching/learning.  

Placement experience is vital in gaining therapeutic practice to become a professional counsellor4/5 and in facilitating skills practice, this placement formed critical links between learning and practice6.  My fifteen years of therapeutic practice facilitated the writing of placement handbooks and policies, ranging from grievance/critical incident procedures to client/supervision contracts. Through my NHS contacts/partnerships with community stakeholders, I formulated strong organisational/client bases, so that students not only came into therapeutic contact with a range of perspectives, they engaged in critical dialogues with lecturers, other students, practicing counsellors, professionals and clients whose experiences, class and race often differed from their own.  Resultantly, this placement developed highly-skilled, self-aware therapists who critically questioned concepts and, through cultural responsiveness, felt part of the community where they studied/practiced7.   

[bookmark: _Hlk527621772]Leading this project involved utilising: my counselling knowledge/practice (assessing clients suitable for students/optimising learning opportunities within daily practice); my research skills (researching work experience/placements); my teaching knowledge/practice (mapping experience/aligning practice/programme curricula) and previous placement/managerial experience (writing governance procedures, managing staff/volunteers/supervisors and ensuring professional therapy/supervision).   I reflect how I applied knowledge from years of experience, alongside new learning from my PhD research, to lead staff/students in establishing their own placement and incorporating resultant learning into teaching/practice.   
 
[bookmark: _Hlk530650504]Alongside my teaching and therapeutic qualifications/experience, senior manager/human resource experience helped deliver clear, dependable, yet flexible management structures and administrative processes.  Furthermore, sensitive communication ensured alignment of duties, where lecturer/student roles/responsibilities matched skills-sets/experiences and allocated responsibilities ensured that day-to-day tasks were covered.    Within this, lecturers modelled good practice and enjoyed first-hand experience of workplace learning.  Students appreciated responsibility for, and ownership of, their professional development through learning embedded in therapeutic, organisational and individual processes.

[bookmark: _Hlk530655470]Nevertheless, the CCC presented complex partnerships to negotiate/manage, within UWTSD, other universities, the NHS, professionals (supervisors/social workers/placement co-ordinators, etc.) and community leaders.  I supported colleagues through forming a management team (CMT)8 with regular contact/meetings and feed-forward action points.  As chairperson, I minuted meetings, encouraged suggestions for practice, with lecturer/student contributions equally respected and adopted wherever possible, e.g. I facilitated focus groups of lecturers/students where experiences were discussed and improvements suggested. I also had a quality assurance role, assessing readiness-to-practice and continually monitoring fitness-to-practice and therapeutic sensibility.

I reflect that the most difficult aspect of co-ordinating/managing staff was my responsibility for an external supervisor. My training/experience confirmed the quality of supervision, yet this responsibility was onerous, e.g., when a client’s predicament attracted local/national media coverage.  This publicity did not involve/implicate the CCC, yet was a concern to the client’s student counsellor and supervisor.  I conducted a joint review of how our procedures/policies had been enacted, noting how our critical incident frameworks had worked.  Resultantly, student and supervisor felt equipped to support the client through his experience. The most problematic aspects of working with students were firstly, dual responsibilities - meeting needs of learners and community, i.e., delivering safe, quality care, whilst accountable for training9.  Secondly, recognising/supporting the student in difficulty and ensuring that he/she was not disadvantaged, e.g., facilitating client-work for students who lacked confidence, yet needed as much, if not more, practice opportunities.

[bookmark: _Hlk527621813][bookmark: _Hlk527627087]Drawing on many sources of evidence10, this learning environment offered shared opportunities for therapeutic learning within a supported environment, related academic curricula to therapeutic contexts through experiential learning, developed a learning-by-doing culture11 and cultivated knowledge-sharing between lecturers/students.  Consequently, through this professional counselling setting and active therapeutic community, professional socialisation shaped professional identity, with students gaining contextual awareness and applying theoretical/therapeutic learning to actual counselling situations, with real clients, with real issues.  Lecturers/Students became immersed in the placement and critically reflected upon experiences, whilst student experience/learning were monitored against learning outcomes.   

[bookmark: _Hlk530650533][bookmark: _Hlk530655494]Resultantly, this project aided teaching/learning.  Students benefitted through involvement with establishing/running the placement, alongside client-work and evidenced quality work-experience, e.g., rather than merely understanding policies/procedures, they experienced drafting/implementation.  Lecturers benefitted through gaining invaluable experience of strengths/challenges of workplace learning for counselling/employability teaching and importantly, learning from this initiative continues to positively impact upon the professional practice of staff (placement/practice experience enriches teaching/student learning) and students (early development of competent practice and employability benefits of excellent work-experience).  

[bookmark: _Hlk527627117]Reflection reveals that learning was implicit and incidental12, unpacking contradictory factors within external placements. This enabled lecturers/supervisors to understand how placement learning might be helped or hindered and mitigate problems through (i) Timely/targeted training prior to placement, (ii) Raised awareness of the intricacies of supervision, (iii) Learning-oriented placements, (iv) Devising a model of factors influencing placement learning. This is work in progress, as exemplified13. 


[bookmark: _Hlk527621875]Evidencing counsellor placements in this way contributed to the academic credibility of UWTSD counselling programmes and contextualised lecturer/student PD.  The project influenced the practice of others in that together, staff/students deployed critical thinking and conceptual skills to relate clients’ experiences to theoretical principles; the unique culture of this employment-led teaching enhanced student practice and lecturer/student interaction.

The project developed competent practice from research, a concept embedded into counselling portfolios.  The venture has lasting impact on the university as the CCC established UWTSD as an excellent trainer of professionals, raised its profile and influence through providing a therapeutic service and formed working partnerships with national/community organisations, many of which are major employers of our graduates.  There was ongoing impact on the counselling team, in positioning placements as important partners in educational processes.  Insight was also provided into best practice for placement preparation, e.g., how to present client-work in supervision, which impacted upon students’ learning experience.  The community benefitted through free counselling.   

[bookmark: _Hlk527621897]PhD research emanating from this project will have national impact as findings produced regional/national recommendations and called upon the BACP to encourage the standardisation of practice elements of counsellor training. Wider learning and lasting teaching impact will also be achieved through articles in CPR14 addressing placement pedagogical concepts, e.g., first-client experiences15, whilst the text-book on learning aspects of counsellor placements I am contracted to write for UWP16 will impact at macro, policy and professional body level.
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SECTION THREE:	Referees

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

The function of your Referees is to provide an informed peer review of your eligibility for Senior Fellow, using their knowledge of your work and the context in which you teach and/or support learning. Referees are expected to comment directly on the content of your application and to make additional, relevant comments, as they wish.

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

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

	First Referee: 


	Name: 
	Sue Ainsworth

	Job Title: 
	Director of Academic Discipline (Social Justice and Inclusion)

	Faculty/Centre/School/Department
	Yr Athrofa, Institute of Education, Social Justice and Inclusion

	Email address
	s.ainsworth@uwtsd.ac.uk

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

Director of my academic discipline and current overall line manager.





	Second Referee:


	Name
	Caroline Lewis

	Job Title
	Assistant Director of Academic Discipline (Social Justice and Inclusion)

	Faculty/Centre/School/Department
	Yr Athrofa, Institute of Education, Social Justice and Inclusion

	Email address
	caroline.lewis@uwtsd.ac.uk

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

Assistant Director of my academic discipline and current day to day line manager.












SECTION FOUR:	Endorsement from the Institution

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

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


	Name of Applicant
	Beverly Cole


	Name of Signatory
	Christine Jones


	Job Title
	Assistant Dean Quality and Student Experience 


	Faculty/Centre/School/Department
	Yr Athrofa

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


	
Dear Sir/Madam

Please sign below to confirm that you endorse the application for Fellow status recognition from the person named above:


Signature [image: G:\AUR\Gweinyddol\Llythyron\Llofnod Christine.jpg]  Date:   9.11.2018









Inter-professional liaison: Learning from other professionals 


A practice environnment


Professional and personal learning


Learning by doing


Synthesis of theory and practice facilitated


Transforming  transitions:  novice to professional 


 Increased support for the stress of early client work


 Therapeutic training opportunities


Student exeperience of authentic therapeutic setting


   Responsibiity and being trusted


 Consultative supervision speciifically tailored to trainee counsellors


 Empowerment and self-directed learning experience


 Integration of professional and personal self


Socio-cultural experience


 Adequate number of suitable clients


Client assessments undertaken by an experienced counsellor with stepped referrals


Contracted practice experience with real cllients with real issues


 Counsellor educators need to be, and remain, in therapeutic practice 


Positive learning environment


Self reflection and critique


Relationship between course and placement


 Increased, regular  contact between trainers, supervisors and placement providers


  Joint contracts and agreement


Links  between programme assignments and placement practice


Clarity and consistency regarding clinical responsibility


Guidelines produced on best practice and consistent standards


A placement model  with placements monitored and evaluated  


A register of approved placements


Involvement in full range of placement activities
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