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· a Reflective Narrative (see Applicant Guidance: Section 6.2)
· two Case Studies (see Applicant Guidance: Section 6.3)

There is a 6,000-word limit shared across all three elements plus citations (overall maximum of 6,500 words). Please note that the Academic Office checks the word count as part of the submission process)
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SECTION 2: Context Statement
	Write your evidence here

In my current role as Lecturer and Module Lead at the Institute of Inner-City Learning (IICL), University of Wales Trinity Saint David, I manage the LCLM 4001 Academic Skills Module for the Cert HE Level 4 Business programme and previously managed the program in the capacity of the Deputy Program Manager. These roles involve collaborating with colleagues across departments, and engaging with level 4 home and international mature learners aged 19- 68 who are either entering formal education for the first time or those returning to education after long gaps. This diversity requires a flexible and adaptive approach that respects the needs of individual learners and acknowledges the varied backgrounds they bring to the classroom. 
Working at UWTSD IICL, an institution that focuses on widening participation, inclusivity, and accessibility of education, I actively explore a variety of accessible and inclusive approaches in the design of teaching resources, delivery of lectures, administration of assessments, and targeted pastoral support. As an institution that ranks 2nd in the UK for student satisfaction and experience (NSS 2025), these varied approaches position me to positively influence the learners' experience while maintaining institutional standards. A practice that aligns with UWTSD’s values of widening participation, which prioritises lifelong learning, employability, and raising aspirations among students from underrepresented backgrounds (QAA Strategy 2023-27). 
Consistent with the university’s commitment to providing quality and impact-driven learning, I contribute to quality assurance through my participation in exam moderation, overseeing assessments, and engaging in curriculum review and revalidation processes. Alongside teaching, mentoring, and contributing to cross-departmental initiatives that ensure that institutional goals are met and students are inspired to succeed both academically and professionally, I remain engaged with current practices in HE through CPD in a variety of areas to ensure that my practice consistently promotes participation and equality of opportunity.
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SECTION 3: Reflective Narrative

	Reflective Account of Practice


	
As a Lecturer and Module Lead at the Institute of Inner-City Learning, University of Wales Trinity Saint David (UWTSD), my responsibilities are varied, encompassing a focus on enhancing student learning, module management, and supporting the professional development of academic colleagues. My reflection under the following sub sections : advancing student engagement and experience through excellent application of learning theories, inclusive design and development of high-quality teaching resources, strengthening quality assurance and promoting accessible and equitable assessment, academic leadership and programme management, constructive feedback and collaborative practice,  supporting staff development, and engaging in CPD, outline my practice the key areas of impact within IICL.

Advancing Student Engagement and Experience through Practical Application of Teaching and  Learning Theories
 
A central aspect of my role as an educator is adopting and employing innovative peer-learning strategies to deepen learning, foster engagement, and build a positive learning experience (A1, K2, V1). Peer learning strategies support the development of independent learning by facilitating social interaction among students, which enables learning in a friendly and collaborative environment. This is particularly effective for mature students, such as the diverse body of UWTSD learners, who benefit from sharing perspectives and negotiating meaning in a supportive environment (A3, K1). According to Edith Cowan University (2025), “meaningful knowledge is created through concrete experiences, hands-on learning opportunities for students.” This aligns with one of my core pedagogical influences: the Experiential Learning Theory, which I use to facilitate deep-level knowledge construction and practical application across a range of modules, including the Academic Skills and Digital Skills modules (A2, K3, V2). In these modules, I have consistently created opportunities that facilitate deep knowledge acquisition and enhance learners' experience. An approach that aligns with QAA strategy, which emphasises that educators provide opportunities to enable learners to engage and participate in the learning process. This fosters student collaboration, builds communication skills, and encourages learners' autonomy (A3, V3, K1). Recognising the success of these strategies, I have shared them with colleagues through team meetings and informal mentoring discussions, supporting them to integrate collaborative and experiential techniques within their own teaching practice (D3.2, A5, V3). Several lecturers have since adapted these methods into their groups, enhancing both student engagement and consistency of learning experience across the programme.
[bookmark: _Int_UCrU9r8r]Alongside peer learning approaches, I explore Vygotsky’s (1978) Zone of Proximal Development (ZPD), a theory that recognises the learner’s experience and the importance of guided interaction through the role of a More Knowledgeable Other (MKO). This has been especially effective when working with adult learners who may feel less confident in academic environments. By applying the ZPD framework, I support students as they move from dependent to independent learning, using timely scaffolding to reduce anxiety and increase motivation (K2, V3, A2). In addition, by modelling this approach in team discussions and reflective practice sessions, I have encouraged colleagues to adopt scaffolding strategies in their own teaching, which has improved their confidence in supporting learners with varying levels of academic preparedness (D3.3, V1, K6). Research by Tibi (2025) and Briggs (2003) reveals that adult learners typically prefer to take charge of their learning and draw on prior life experience. As such, their knowledge construction process is largely dependent on what they already know and how they use their prior knowledge. Thus, with attaining learners' autonomy as a driving factor in my teaching approach, I actively incorporate into my practice activities that connect with students’ lived realities, thereby grounding new knowledge in familiar contexts (K3, V4, A4). This inclusive and context-based approach has also informed discussions within my teaching team, shaping a shared understanding of how to link theoretical knowledge to students’ professional and personal contexts (A5, V3, D3.3). I acknowledge that while students may not initially possess the academic knowledge required, they bring with them valuable life experiences and motivations that serve as anchors for abstract concepts. This understanding enables me to create relevant and accessible entry points into academic material (K1, V2, A1).
One example that illustrates this was in a session on academic writing, where I drew on the everyday experience of cooking to explain the assignment process: (1) deciding what to cook represented interpreting the assignment question; (2) shopping for ingredients equated to researching academic sources; and (3) preparing the meal mirrored synthesising information and following guidelines to produce a coherent written piece. This analogy, rooted in students’ daily experiences, facilitated collaborative knowledge-building and led to a marked improvement in comprehension and performance compared to previous lessons where learners showed less engagement and participation (A2, K2, V2). With this approach at play, they volunteered in groups to come up with similar examples to support the learning process. Furthermore, in their written assignments, where students’ responses closely aligned with the assessment questions, with most achieving above-average scores and reporting greater confidence in applying academic conventions (K5, D2, V1). With this outcome in my module, I shared my approach of engaging students with the teaching team, some of whom relayed during the team meeting that they successfully implemented it in their classrooms. Others mentioned that it required significantly more effort for students in their groups to relate to similar analogies. Nonetheless, through these strategies, I have not only enhanced learning outcomes in my own practice but have also contributed to broader teaching development by influencing peers and supporting institutional goals around inclusive, student-centred learning (D3.3, A5, V4).

Inclusive Design and Development of High-Quality Teaching Resources
Through leading the design of inclusive, technology-enhanced teaching resources, I have championed the delivery of equitable learning experiences that address diverse needs and promote sustained student engagement and success. According to Mestre (2012), well-designed and planned learning activities enable learners to focus on acquiring a particular skill or developing a general knowledge of a specific aspect (V3). Reflecting this in my practice, when designing or planning teaching resources, I ensure that the resources developed focus on the goals, objectives, needs, and expectations of learners and are equally accessible to them (V3, A1) With nearly four years’ experience in Academic Skills, I have consistently analysed feedback on teaching resources which more often than not, reveal the diverse learners needs and the barriers posed by single-format materials (D3.2, K1) as such, Inclusivity and accessibility underpins my approach to designing learning resources (V4). To promote accessibility and autonomy, I use digital tools such as Panopto to produce self-paced materials (K4) and embed credible video content from Learning on Screen and LinkedIn Learning across Academic Skills topics (A2, A4, V2). This supports continuous knowledge acquisition and bridges accessibility gaps in line with the requirements of the QAA Framework (2024), which emphasises the need to give students equal opportunity to succeed, independent of their background or demographic characteristics. Considering the ethnic diversity of our student body and the variety of learning preferences, diversifying resource formats significantly enhances engagement, submission rates, and feedback quality (V1, V3, V4). Several students find this approach beneficial, and recently, one student remarked, “Thank you very much for the video recording, this will help me a lot” (CertHE Business, Level 4).
To foster collaboration and digital competence, which are key areas of focus at UWTSD, I design in-class activities such as group presentations and technology-based tasks to enhance learning. When engaging with these activities, I ensure that clear formative and developmental feedback is provided throughout in-class sessions and on submitted drafts to ensure that students optimise these resources effectively (D3.2, K2, K3). These practices, which strengthen inclusivity, digital literacy, and teamwork, represent UWTSD’s defining characteristics, which “emphasise realising the potential of each student, supporting them at all stages of their education, as well as pioneering new approaches to work-based learning and professional practice that enhance workforce and enterprise capabilities”(UWTSD 2025 Mission). 
Strengthening Quality Assurance and Promoting Accessible, Equitable Assessment

As a lecturer on the CertHE Level 4 Business programme, I ensure that the highest quality assurance (QA) standards are maintained in line with institutional expectations and QAA’s (2025) guide on assessment and feedback (D3). I have substantial experience in designing assessments (A1, A2) that are appropriate for level 4 students, effectively measure module outcomes, are inclusive, and foster critical and analytical thinking (K2, K3, V1). In designing module assessments, I remain mindful that assessments must meet required academic standards (K6), be accessible and equitable (V1, V2) to support student success (A3) and uphold the university’s reputation of quality (V4).  To achieve this, ensure that the module has both written and quiz elements in the tasks to allow learners to explore their strengths to their advantage (V4, K1). Students bring diverse strengths: some excel in written tasks, others in quizzes or reflective activities. Thus, by embedding a variety of assessment types, including quizzes, written assignments, and reflective reports (A1, A2), supported by scaffolding materials and guidance to enhance understanding. This ensures equitable opportunities for achievement (V1, V2, A4), and strengthens engagement, progression, and overall module outcomes. Evidence from module results reveals that, on average, some students who perform well in the quiz tend to struggle with written tasks; however, given that they have attempted the written tasks, they accumulate the average scores that they need to pass the module, and as such, they succeed (A2, A3).
Furthermore, I lead assessment collaboration meetings to develop assessment specifications that are structured, clearly communicated, and aligned with module and programme objectives. One recent resolution at one of these meetings was the modification of task 3 in the Academic Skills Module, changing it from a home task to an in-class task to ensure that students genuinely complete the task independently and guard against possible misconduct. An initiative that directly impacts assessment quality (K3, V4). Through assessment standardisation meetings with team members, I influence colleagues' practice by demonstrating how to correctly adapt to the grading criteria to ensure fairness in assessment practice. Recognising the evolving role of technology in learning, I oversee the supervised use of generative AI in assessments (K5). However, one major challenge in implementing the AI policy is the limitation of creativity and originality by students who are overly reliant on AI and are incapable of ingenuity. To respond to this challenge, I learned from our forum AI in Our Practice that one way to solve the problem is to collaborate with colleagues to integrate reflective theories into assessment design, enhancing authenticity, creativity, and applied learning (D3, A1, V5). I applied this approach in the module by embedding in the module resources that facilitate hands-on activities, encourage students to engage critically, and develop original academic drafts as stipulated in task 3. This originality translated into the development of transferable skills, especially written communication, which is relevant to higher education and professional practice.  Whilst this is beneficial to the students, they would rather view this as a limitation to their potential. Discourses on the use of AI have continued both at the UWTSD AI forum and in the wider HE context regarding how best AI might be used, especially amongst learners, such as UWTSD’s mature learners who need to develop the fundamental skills needed to succeed in HE.
Programme Development and Module Leadership

Module Leadership
As Module Lead for the Academic Skills Module on the CertHE Level 4 Business programme, I prioritise equipping students with the core knowledge and competencies required for success in higher education and the workplace (A2, K2, V4). I believe that the quality and relevance of academic programmes are central to institutional goals and to producing capable, work-ready graduates. To uphold academic standards and ensure inclusive learning outcomes, I lead colleagues within the team to refine teaching practice and promote shared professional values through fortnightly reflection meetings, peer mentoring, as well as marking and standardisation sessions (D3.2, V3, A5).
Recognising that many learners face challenges with digital tasks, particularly those returning to education, I initiated collaboration with the university’s Digital Skills Adviser to co-deliver targeted in-class support (K4, A3, V1). We facilitated classroom sessions that built students’ digital competencies, such as document formatting and online submissions. These interventions addressed skill gaps and boosted learners’ confidence, improving engagement and reducing technology-related anxiety (D2, V2). For example, in week 5, learners in my group could independently navigate and complete a digital-based quiz task. Some with minimal assistance and a majority requiring no assistance. Although similar feedback was shared by colleagues from different groups (A2), they expressed the need to introduce more in-class tasks of a similar nature to boost confidence amongst learners.
In parallel, I led on embedding scaffolded activities across the module to encourage independent learning and accommodate varied levels of prior educational experience (A4, K3, V2). This involved restructuring the module to introduce novel resources and incorporate digital learning tools such as VEVOX to enhance learning. This approach of exploring digital tools for enhanced teaching experience inspired a colleague to share during a Teams meeting the use of a whiteboard as a digital notetaking tool (D3.2, K4). This enabled colleagues to progressively apply digital tools while delivering content more effectively, especially when supporting learners with limited digital fluency (K4, V5). One challenge colleagues shared that they encountered in exploring these digital tools in class was the learners’ limited digital capabilities. However, with the new digital phase of the module, they expressed optimism that learners would grasp the use of this technology with practice (D3.1, V2).
Overall, the redesign had a clear impact. Learners who were quick to engage with the new initiatives reported improved engagement and produced higher-quality assessments compared to the submissions of the previous term, while colleagues benefited from simplified teaching structures (A1, K5). A colleague noted specifically that scaffolding activities allowed the students to build knowledge independently, thereby creating a balance between theory and practice as opposed to the previous terms, where such a balance was missing. (V2, K3). These improvements resulted in more consistent outcomes across the cohort and strengthened an equitable and effective learning experience across the team (V2, A1). This work reflects my leadership in implementing changes in line with the new curriculum design and demonstrating sustained impact on both learner success and teaching quality across the module (D3.1, K1)
Programme Management
Programme leadership requires balancing large-scale collaboration with strategic attention to module-level implementation of objectives. During my time in this role, I co-led the curriculum revalidation and review process for the Cert HE Business programme, ensuring that courses responded effectively to industry developments and maintained high academic standards (K1, D3.3, A3). I upheld the principle that high-quality programmes are fundamental to producing graduates of calibre and sustaining the institution’s reputation (V4) by reflecting UWTSD’s mission of designing modules (e.g., the Academic Skills module) that develop entrepreneurial and creative abilities, enabling learners to gain meaningful employment and contribute to the prosperity of their communities.
Leading the design of modules that promote employability and creativity enabled learners to develop relevant workplace skills through aligned assessments (A1, K2, V2). Additionally, I recognised that to produce high-quality graduates, lecturers must understand both teaching expectations and module content. This understanding led me to observe and support new colleagues to ensure they delivered the content effectively and provided constructive feedback on good practice (A2, A4, V3).
One challenge I encountered was ensuring that colleagues adapted to the needs of our diverse body of learners, particularly within a widening participation context. Drawing on knowledge gained from the Disability and Well-being team, I provided appropriate guidance to help colleagues respond effectively to students’ varied needs. I also mentored new colleagues and shared examples of effective practice to enhance their teaching (D3, V1).
An example of this mentorship was when I guided a new module lead in editing and setting up their Moodle page. This process required several in-person and online meetings to achieve the desired outcome. These mentoring sessions developed confidence in the colleague, and as part of their team, I can state that they not only adapted to the role but are also doing well at it (A4, K4). Through these strategies, I supported excellence in teaching and learning while aligning module delivery with broader programme-level goals (D3.3, V2).
By mentoring colleagues and supporting their teaching delivery and overall performance, I demonstrated how implementing structured processes contributes to achieving strategic learning objectives (D3.2, A5) such as fostering teaching excellence, empowering colleagues to work autonomously within new roles, and advancing the wider institutional mission. This experience also deepened my leadership capacity, enhancing my ability to influence, guide, and sustain high standards of academic practice across the institution (A3, A5).
 
Embedding Evidence-Informed Feedback for Improved Practice
Enhancing Programme Quality through Strategic Feedback and Collaborative Practice
Feedback has been central to enhancing both module and programme quality. I regularly analyse student performance data and examiner comments to evaluate the relevance and effectiveness of assessments and learning resources (A5, K5, V3). Drawing on this evidence, I recently collaborated with the library team to lead the resource review process and updated the reading list for the September 2025 term (D1). To support students' active engagement with the new resources, I embedded practical exercises into the module, including links to the InfoSkills module, as well as text excerpts that suited their situation as mature learners, such as The Mature Students Study Guide (2014). These resources provided hands-on activities aligned with weekly topics and foregrounded knowledge acquisition and peer learning (A2, K2).
With the resources in place, I coordinated team members through biweekly meetings to engage with the materials, familiarise themselves with their use, and guide students in effectively maximising them. This process ensured that colleagues were consistently supported in understanding how to apply the resources in their teaching (D3.1, K4). This collaborative approach not only supported colleagues in integrating the resources confidently but also enabled students to do the following; become familiar with their reading lists, develop their digital competencies in navigating the library interface, thereby promoting attainment of learning outcomes of using relevant resources to enhance learning, and meeting inclusive pedagogical aims of the institution one of which is supporting students to attain digital independence (D3.2, A4, V1). 
Recognising the strategic importance of feedback in maintaining consistency across the programme, I implemented structured mechanisms such as mid-term module review meetings with colleagues to monitor student interaction across all groups, identify areas requiring intervention, and ensure that teaching materials remained effective (A3, K1, D3:2). These meetings also enabled collaborative reflection and adaptation, strengthening team-based delivery and responsiveness to student needs on the program (V4). By using evidence from student performance and external review to strategically lead and implement relevant new initiatives and changes, I have strengthened quality assurance, improved learning outcomes, and facilitated effective collaboration across various teams (V2, A1, K3). My leadership in this area has demonstrated a proactive approach to ensuring coherence between module-level adjustments and broader programme goals (D2). This reflective practice underscores the value of integrating feedback into the continuous enhancement of teaching and programme leadership and It ensures that learning experiences remain equitable, inclusive, and aligned with institutional standards and sector expectations (V2, K5, D3:1).
Supporting the development of new academics

In my capacity as Deputy Programme Manager, I have taken a proactive leadership role in supporting the induction, development, and professional integration of newly appointed academic colleagues, both permanent and temporary. This includes early-career academics and part-time lecturers transitioning into higher education (HE), who may require additional contextual and pedagogical support. I have implemented a “contact me anytime” initiative aimed at ensuring a smooth transition into the academic environment and enabling high-quality teaching and learning outcomes (D3.2; V2, V4). For example, through regular meetings, I demonstrate and share various HE practices to colleagues and support them in aligning their practices to institutional expectations. One challenge I encounter in this process is attaining consistency as colleagues bring a range of professional backgrounds and experiences. However, frequent reference to institutional policies, collaborating with the program manager to clarify certain expectations and regulations, plays a key role in successfully leading team members.
As a Module Lead, I have sustained this commitment by mentoring new colleagues within my teaching team, offering guidance on module delivery, student engagement strategies, and assessment practices. I To ensure that the guidance colleagues receive is relevant, I create and send individual feedback forms to colleagues and meet with them at different intervals to discuss their challenges and needs. Some of these challenges are resolved through the clarification of processes, and others that hinge on module reform, I implement the relevant changes where necessary. These interventions are not only aligned with institutional goals but also underpinned by a strong personal and professional commitment to inclusivity, diversity, and excellence (V1, V3). Through staff feedback forums, my approach fosters a collaborative environment where colleagues are empowered to reflect critically on their teaching practice and continuously enhance their effectiveness in the classroom (D3.VI).
Recognising that new academics face both pedagogical and administrative challenges when navigating the HE environment, I developed a tailored multi-phase induction programme. This programme complements institutional onboarding procedures and focuses on unpacking the complexities of our specific programme structure, module, modes of student interaction, and key administrative systems (V3, V4). A core output of this initiative is an induction and teaching resource pack that explains critical information related to programme expectations, student needs, and academic regulations (A1, K1, K2). Feedback from new staff indicates that this has significantly enhanced their confidence in navigating teaching responsibilities. This initiative was informed by the need to promote consistent practice across the module and program in line with the University’s Staff Development Policy (2021), which ensures that all staff understand their responsibilities and can execute these to the desired standard.
To maintain good practice, I lead biweekly teaching and professional development during which staff discuss on inclusive pedagogy, learner diversity, and evidence-informed teaching strategies. According to Wijarwadi, Nguyen, and Alonzo (2023, p.2), “teacher collaboration has been recognised as one of the fundamental approaches to enhancing learning and teaching,” and for any team to be successful, cross-pollination of ideas from team members is essential. Thus, these sessions promote collaborative problem-solving and critical reflection, ensuring that good practice is shared and adopted across the programme team (A4, K6). For example, it is during one of these sessions that I taught the team how to use the Lucidchart digital note-taking app, a practice which they shared with students during the session where note-taking strategies (V2). In subsequent meetings, colleagues shared that introducing this note-taking method in class kept students engaged and further developed their digital competence, which aligns with the wider mission of equipping students with transferable workplace skills.
Additionally, I contribute to workshops that address current challenges in teaching and learning, particularly in the use of digital and technology-based tools. As a member of the institution’s AI committee, I provide support to colleagues in navigating the complexities of AI technologies. In practice this entails sharing and signposting colleagues to resources curated by the AI committee on ethical ways of exploring AI in HE. A major challenge with this is the inability to monitor staff engagement with these resources and which impacts the overall intended outcome. Nonetheless, given that AI continues to evolve, consistency in helping staff to identifying opportunities for responsible integration into their teaching practice is a path that would ensure that colleagues are better equipped to engage with emerging digital trends and adapt their pedagogy accordingly (A5, K5, V4).

Leading Professional Development and Mentorship for Teaching Excellence
As part of my leadership role, I recognise that professional development is central to effective teaching practice in higher education. At IICL, I have taken a leading role in ensuring that colleagues are supported in meeting professional standards, particularly in completing teaching-related training and achieving the Advance HE Fellowship (A5, K6, V3). Drawing on my own experience as a Fellow of Advance HE, I mentor colleagues applying for Associate and Fellow recognition, guiding them to engage reflectively with their practice and align their evidence to the UKPSF.
Through one-to-one mentoring sessions and informal conversations, I provide structured yet flexible support that helps colleagues develop confidence in articulating their pedagogic approach and evidence of impact (A2, K5). In one case, a colleague who initially felt uncertain about how to begin their application gained clarity through my guidance. They have since advanced their application and shared that the reflective and research process has transformed their teaching practice, equipping them with new, evidence-based approaches (K5, V3).
Recognising the positive influence of these engagements, I extended my contribution by volunteering as one of the university’s Advance HE Mentors. I also undertook further professional development to strengthen my mentoring capacity and ensure my practice remains aligned with current frameworks and institutional priorities (A5, K6, V4).
Through these actions, I model evidence-based, inclusive, and reflective teaching practices (K2, V1, V3) and mentor colleagues in developing fair and accessible assessment and feedback strategies (A3, A4). This leadership approach promotes high standards, fosters collaboration, and enhances consistency of practice across the team, supporting institutional goals for teaching excellence and student success (A5, V4, D3).
Fostering Professional Collaborative Communities
I initiated the bi-monthly team meetings to provide a safe space for colleagues to:
· share good practice and support reflective practice where colleagues can continually encourage each other and,
· encourage collaboration and teamwork in addressing teaching challenges, and
· guide colleagues on academic processes and procedures.

The bi-monthly meetings were introduced in response to the growing need for continuous support among team members, particularly as new colleagues frequently joined the teaching team (A5, K3, V3). Through this initiative, I established a professional learning community where colleagues felt confident to share their experiences, reflect on their teaching, and learn from one another in a supportive and inclusive environment (A4, V1, V3).
The discussions during these meetings led to tangible improvements in the design of teaching resources and in the implementation of assessment practices across modules, promoting consistency and enhanced student experience (A2, K2, V2). Recognising the effectiveness of this initiative, I later presented the approach to the London team during the curriculum review process, proposing the bi-monthly meetings as a sustainable alternative to email correspondence and a practical strategy to strengthen collaboration and engagement (D3, K6).
This approach has since fostered a stronger sense of belonging and collegiality among staff, ensuring that all voices are heard and that colleagues can contribute meaningfully to ongoing module enhancement (V3, V4). Feedback from the London team confirms that colleagues now feel more valued, supported, and connected through this inclusive culture of collaboration. Through visible leadership and mentorship, I aim to foster a strong, inclusive learning culture where all colleagues feel empowered to uphold high standards in teaching, learning, and assessment (D3, A5, V1).






SECTION 4: CASE STUDIES
Case Study 1

	Title Case Study 1

	
Case study 1: Establishing Support Structures and Meeting Operational Needs
Introduction
I led the development and implementation of module-specific marking rubrics to enhance the consistency and quality of assessment across the module. Leading a module where new colleagues (many joining mid-term or on temporary contracts) required clarity on institutional systems and module-specific expectations to deliver consistent, high-quality teaching and assessment, one of the greatest challenges for our teaching team was ensuring that colleagues understood and could effectively interpret the grading criteria and were fully integrated into our teaching community (D3.1).
According to the UK Quality Code (2018), “higher education providers operate processes for assessment and classification that ensure student achievement is measured reliably, fairly and transparently” (3). As a module lead, I ensured team members developed a clear understanding of the grading criteria and could accurately interpret and apply them during assessments (A2, K1, V1).
In response to this challenge with assessment consistency, I introduced grading rubrics to address a variety of needs:
· To support the diverse and expanding academic team (many on temporary contract) to understand institutional systems and module-specific expectations (A1, V1).
· To guide colleagues in interpreting the grading criteria to deliver consistent, high-quality assessments and ensure fairness and transparency in marking (A3, K4, V3).
· To achieve quicker turnaround times for results and improve efficiency (A4, K3).
This inclusive initiative, designed to support and empower colleagues, was informed by 3 key factors: my program manager, my experience with the Digital Skills Module, and a LinkedIn CPD course on facilitating fairness and equitable assessment (A5, K5, V4).
Design and Implementation
Several steps were involved in designing this initiative for marking and grading rubrics. The first step was to download the assessment criteria and map each criterion against every task that students were required to complete in the module (A1, K2). Next, I developed a draft of the rubric covering both assessment tasks, ensuring alignment with the intended learning outcomes and institutional standards (K3, V1). This was accomplished by closely following examples from the CPD course I had completed and by drawing on effective practices observed in the Digital Skills module (A5, K5, V3).
Harnessing feedback for continuous improvement (A4, K4). Throughout the process of developing these rubrics, I relied on feedback as an essential tool in attaining the goal of creating rubrics that accurately translated the grading criteria. Thus, I held numerous online sessions with the assessment and management team to ensure that the rubrics accurately aligned with the assessment requirements and reflected the highest quality (K1, V1, K2). These sessions provided me with an opportunity to harness relevant verbal feedback, which enabled me to further hone the rubrics, ensuring that they addressed each assessment criterion fairly and transparently. 
Promoting inclusive collaboration (V2, V3). In creating these rubrics, I understood that it was essential for team members to understand how they worked and how they could optimise them effectively. The need for an inclusive approach first aligns with the UWTSD Strategic Equality Plan (2024-28), which emphasises the promotion of inclusivity both for students and colleagues. Secondly, I acknowledged that if the rubrics were created but colleagues were unable to implement them, then the challenge would not have been resolved. As a result, I made efforts to set up meetings with all teaching and assessment team members to demonstrate how the rubric could be implemented (A1, A2). One challenge I envisaged during this process was the timing in teaching schedules, which meant I could not have all colleagues together at a meeting. However, to overcome this, I recorded a guide to implementing the rubrics, which I made available to colleagues, and offered 1-1 sessions to guide colleagues who required further clarity. To further deepen my leadership and inclusive approach, I led initiatives that focused on standardising practice and streamlining access to key resources to promote independent and confident teaching and assessment practice (A2). For example, focusing on the need for tailored module-specific support that would ensure colleagues understand how the team operates, how the module is delivered, and how to apply available tools effectively (A1, K3, V1), I created a comprehensive guide of the Modules Standard Operation Procedure (SOP) and established a Microsoft Teams group to harmonise and disseminate essential information efficiently (D3.2, K4). The Teams group served as a collaborative hub, containing a structured folder with resources such as step-by-step guides for marking student attendance, explaining rubrics and grading criteria, recording assessments on Turnitin, sending bulk communications to students, and reporting academic misconduct (A2, K4, V1). While some of the information was curated from my experience as module lead, some was gathered from communications I received from the assessment, digital, and engagement teams, respectively, ensuring that all information disseminated is accurate (V3, V4, K6).

Impact and evidence of success
Implemented rubrics
In response to challenges with assessment consistency among new colleagues who struggled to understand and implement the generic grading criterion, I led the design and implementation of module-specific marking rubrics to ensure fairness and transparency in grading (D3.2, A3, V2). These rubrics clarified expectations, aligned marking criteria with learning outcomes, and reduced discrepancies across staff assessments (K6, A4). To support their adoption, I facilitated a targeted professional development session to model effective rubric use and collaborated with the Assessment Team to embed these tools into Turnitin (A5, D3.3, K4). This ensured that marking practices were standardised and that feedback was both constructive and equitable (V4, A4).

The results of this initiative were immediate and measurable; colleagues reported improved confidence in applying assessment criteria (A4, K6). One colleague remarked, “Your rubric is proving to be very useful! Thank you so much for putting it together.” Another colleague shared this feedback: “With the rubrics, the marking is very straightforward. This is a great initiative”. Such positive engagement not only validated the approach but also demonstrated how reflective leadership fosters collective improvement (D3.3, V3). The success of this intervention has since influenced practice beyond my module, with other module leads expressing interest in adopting the approach for the new academic year, further embedding a culture of consistency, fairness, and collaboration (A5, V4, D3.2).
Beyond direct feedback from colleagues regarding the impact of the rubrics, the assessment team noted a positive impact across the wider module groups such as; faster turnaround times for marking, enhanced consistency in feedback quality, and reduced queries bordering on assessment specifications and grading (D3.1).

Teams collaborative hub
The creation of the Teams collaborative hub significantly strengthened colleague autonomy, confidence, and consistency across the module (A4, D3.1, V3). By centralising essential guidance and operational tools, new staff were able to navigate administrative and teaching processes independently, reducing duplication of effort and minimising errors that previously arose from information gaps (D.1.3). This structure also enhanced colleagues’ ability to interpret and apply assessment procedures correctly, leading to greater accuracy and coherence in practice across the teaching team. The impact of this initiative became evident during a team meeting when a colleague independently directed another staff member to the Teams resources I had developed, an indication that shared leadership, peer learning, and collective responsibility were becoming embedded within our team culture (A5, K5). Through this development, I reinforced a supportive environment in which colleagues could confidently uphold institutional expectations and maintain high standards in learning, teaching, and assessment (D3.3,V5).

Case study’s alignment with UKPFS

Teaching and Supporting Learning (A2, K1, V1)
The introduction of clear marking rubrics, a collaborative Teams hub, and structured mentorship enhanced colleagues’ capacity to deliver consistent, high-quality teaching (A2, K1). Research indicates that “In universities, knowledge sharing is regarded as a means for promoting innovative work behaviors among educators (Lui & Sun, 2025, p.11)”. Thus, these tools fostered shared understanding of assessment standards, supported reflective dialogue, and promoted independent yet cohesive practice (V1, K3). Through mentoring and peer collaboration, colleagues developed confidence in applying institutional processes (A4), ensuring fairness, transparency, and inclusivity in teaching and assessment while strengthening professional engagement across the learning community (V2, V3). 
Designing and Planning of Learning Activities (A1, K2, K3)
The introduction of marking rubrics enhanced the design and planning of learning activities by clarifying expectations and linking assessment criteria directly to learning outcomes (A1, K2). Rubrics are used to evaluate student work consistently and make it more efficient to assess multifaceted examples of student work or performance” (Office of Institutional Research, 2017, p.5). Thus, by mapping tasks to standards, the rubric ensured alignment between teaching objectives, student activities, and evaluation methods (K3). Colleagues used the rubric as a planning framework to deliver coherent, inclusive, and purposeful learning experiences (V1, V2). This structured approach promoted consistency, transparency, and reflective alignment across teaching, learning, and assessment practices at the module level (A4).
Assessment and Feedback (A3, K4)
Although the rubrics provided a structured framework for consistent marking and moderation (A3), meetings with the assessment team enabled discussion and refinement of interpretations, enhancing the quality of the verbal and written feedback and ensuring its accurate and equitable application for each criterion (K4). The one-to-one guidance helped colleagues implement the rubrics effectively, supporting professional practice in delivering reliable, transparent feedback and enhancing student understanding and confidence (A3, K4). This overall approach aligns with Advance HE’s Student Success Framework (2025, p.5), which emphasises the need to “utilise technology for managing the assessment cycle and delivering timely, constructive feedback”.
Developing Effective Learning Environment (A4, V2, V3)
A collaborative Teams hub and SOP guide centralised key module resources, including marking guides, administrative workflows, and communication templates (A4). This structure offered accessible, reliable information and encouraged independent practice (V2). Meetings and mentoring ensured colleagues understood module operations and assessment practices fully. By creating these systems and processes, the initiative fostered inclusive collaboration, shared understanding, and professional engagement, supporting consistent module delivery and a positive learning environment for both colleagues and students (V3).
Engaging with Continuous Professional Development (A5, K5, V4)
Completing CPD courses is a key aspect of staff development at UWTSD. According to the UWTSD staff development policy, through CPDs, lecturers are equipped and encouraged to make use of the knowledge and skills acquired from the learning and development activity to meet the goals identified and to share and disseminate knowledge and information with colleagues to enhance wider practice (K5). Completing training on fairness and equitable assessment inspired the creation of rubrics, which enabled me to influence colleagues in adopting fair assessment strategies through the implementation of the rubrics.  This approach strengthened professional knowledge, encouraged ongoing learning, and ensured alignment with institutional expectations. By applying CPD directly to practice, the initiative supported sustained skills development, professional confidence, and a culture of continuous improvement (V4).
Conclusion
Reflecting on this experience, I see how intentional leadership and structured support can transform how a teaching team operates. By creating accessible systems and modelling reflective collaboration (D3.1), I have fostered a culture where colleagues feel supported and confident in their teaching and assessment roles. These initiatives not only improved consistency and efficiency within the team but also enhanced fairness and transparency for students, which are values that sit at the heart of my professional practice (V2). As I continue to lead on staff development, I remain committed to mentoring colleagues and embedding practices that uphold high standards of teaching and learning across our institution (A5, D3.3).
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	Title Case Study 2

	
Case Study 2: Leading Inclusive Assessment Design and Digital Competence Development to Enhance Module Delivery and Student Success

Context – D3.1: Understanding and Addressing Challenges
As Module Lead for LCLM4001 – Academic Skills at IICL, my primary responsibility is to ensure that students not only achieve the module outcomes but also gain the academic and digital skills necessary to thrive in higher education and beyond (A1, K2). Our cohort includes mature learners from disadvantaged backgrounds, many of whom have limited experience with digital tools. Because all learning and assessment activities are delivered digitally, I recognised that promoting digital competence and demystifying assessments were essential to fostering equitable participation and success (V1, V2). This case study reflects on how I have exercised strategic leadership to build students’ confidence, develop colleagues’ capability, and embed inclusive digital and assessment practices across the wider learning community (D3.1, D3.3).
When I took on leadership of the Academic Skills module, one key challenge was ensuring that team members could confidently integrate digital and technical tasks into their teaching practice (D3.1, A4, K4). It was essential to prepare students effectively for computer-based assessments, and this required supporting colleagues to develop the skills and confidence needed to embed these digital elements consistently across their sessions (D3.2, V2).
Structured interventions: Considering the diverse learning body and inadequate digital competencies, this initiative was timely. To address this, I adopted a structured and forward-linking approach (A1, K3) by embedding practical activities that facilitated the development of digital competence, which not only enhanced learning but also aligned with UWTSD’s institutional values of widening participation (V1, V2). These activities were divided into two groups: step-by-step navigation guides within our teaching resources (K4), and resources designed to develop confidence in assessments (A2).
The step-by-step guides incorporated into teaching resources aimed to help students set up and use their devices with minimal difficulty. Other guides directed them to relevant support materials within the module (A2). This promoted independence and self-paced learning, enabling students to digest information and develop knowledge at a pace aligned with their individual learning needs (V1).
On the other hand, recognising the anxiety surrounding the digital quiz assessment, I introduced weekly recap quizzes that served dual purposes: reinforcing course content and familiarising students with the quiz platform (K3, K4). This strengthened digital confidence and knowledge retention while promoting active engagement with learning. For written tasks, I created structured templates to guide reflective writing. Many mature students returning to education found this particularly beneficial, as it provided a clear scaffold and improved their ability to meet academic expectations (A3, K2, V1).
D3.2: Implementing Interventions Through Leading and Influencing Good Practice
With the interventions in place, I led team meetings to explain their purpose and the shared goal of addressing two key learning barriers for mature students: assessments and digital literacy (K1, A2). During these sessions, I supported colleagues in accessing and utilising the templates and guides to enhance students' learning experiences (A4). I shared guide to quiz links, result dashboards, and passwords to enable colleagues to familiarise themselves with the questions and quiz formats.
One challenge I encountered was that as colleagues shared their feedback, they widened the scope of the quizzes and requested less complex templates. This required significant additional time to incorporate their suggestions across the 10-week delivery period. However, I viewed these perspectives as a valuable learning opportunity, which deepened my understanding of colleagues’ needs and helped me restructure quiz questions and redevelop assessment templates to better respond to our diverse student body (A5, V3). This meant more collaborative refinement, stronger consistency in assessment delivery, and improved alignment with institutional quality expectations (K5). This approach ensured consistent and equitable practices across the module. As we shall see in the next section, feedback from colleagues indicated that the tools contributed to more engaging sessions and that they felt confident delivering assessments, as students seemed to enjoy the activities and appreciate the clarity provided by the structured resources (V4).
The creation, communication, and implementation of these interventions exemplify how leadership can enhance team capability and strengthen student outcomes while maintaining high standards and inclusivity (V1, V3). By reflecting on students’ needs and guiding my team to implement structures that improved both teaching practices and student performance, I influenced colleagues’ pedagogical approaches and reinforced the importance of accessible and equitable digital and assessment strategies (K5, K6).
D3.3: Demonstrating Wider Impact and Influence
The results of these interventions were both measurable and transformational. After implementing the recap quizzes and scaffolded resources, students’ digital confidence and quiz performance improved significantly. Many previously struggled with the platform, but following the interventions, students navigated the system with ease, resulting in stronger performance and engagement (A4, K3, V2). The module’s highest scores improved, and students and colleagues reported increased confidence in managing digital assessments.
Feedback from both students and colleagues validated these improvements:
“Dooshima, thank you for these templates. They provide straightforward guidance to students at every stage of the lecture and simplify tasks too. Ah, I forgot, students seem to enjoy the recap quizzes too.” (Lecturer on LCLM4001 – Academic Skills)
“Hi Dosh, I want to appreciate you for your support. The weekly quizzes helped me to prepare for task 1, and I think I will score high marks.” (Abbas, Level 4 student)
Another example highlighting the impact of the templates is the feedback below:
“I am writing this email as I felt it was really important to recognise the support and help our lecturer has given us, from making it easier to help break down our assessment work step by step, on the guide she has done in her own time. The structure is clear to help us answer the assessment questions correctly. I really appreciate Lilian in going above and beyond to help her students. It has not gone unnoticed.” (Student feedback Shared via Programme Manager)
In a discussion with a colleague from the Health and Social Care programme regarding module delivery and leadership, I emphasised the value of using step-by-step guide templates and revision quizzes as part of an inclusive assessment design aimed at strengthening students’ digital competence and supporting their overall success. (A1, A3) I also highlighted the lecturer’s role in implementing these strategies effectively within their teaching practice. Following our discussion, the colleague has decided to adopt these approaches within several relevant modules. (A5, V3). Thus, beyond individual success, this case study highlights how my leadership influenced institutional practice in promoting a culture of inclusivity and consistency in assessment preparation (A5, V4), and further demonstrates how purposeful leadership can enhance student outcomes, support colleagues, and contribute to institutional quality assurance (K3). These experiences have strengthened my ability to lead strategic enhancement interventions, mentor colleagues, and embed sustainable practices that promote fairness and accessibility across the institution (K6, V3).
Case study’s alignment with UKPFS 
Teaching and Supporting Learning (A2, K1, V1)
The need to utilise step-by-step guides and templates to ensure clarity and accessibility for mature and disadvantaged learners was driven by a deep knowledge of the Academic Skills subject, and the need to provide structured support that built students’ academic and digital confidence (K1, A2). While these resources respected learner diversity and promoted inclusive participation (V1), they also led colleagues towards an enhanced teaching approach which positively impacted the overall delivery of the module.
Designing and Planning of Learning Activities (A1, K2, K3)
Learning activities were purposefully designed using scaffolding, repetition and digital practice tasks to build competence over time (A1, K2). Plans were informed by understanding how mature learners develop confidence through structure and gradual progression (K3). Activities reduced cognitive load and aligned with assessment expectations. This planning approach strengthened both learner engagement and team consistency.
Assessment and Feedback (A3, K4)
The scaffolded templates and formative quizzes created to improve assessment literacy and reduce student anxiety (A3), were digital resources which were intentionally integrated to support competence and familiarity with assessment platforms (K4). Feedback from quiz performance guided ongoing refinement of assessment materials which resulted in clearer expectations and improved overall student performance.
Developing Effective Learning Environments (A4, V2, V3)
Through the interventions in place, I built an inclusive digital learning environment by embedding resources that supported confidence and equitable access (A4, V2). Structured guides and repeated digital practice reduced barriers for students with limited technological experience and continuous evaluation informed improvements and strengthened consistency across teaching teams (V3). These measures created a supportive and coherent learning experience.
Engaging with Continuous Professional Development (A5, K5, V4)
Resources were iteratively based on student data and team feedback, demonstrating sustained professional development (A5). By leading colleagues in adopting shared tools, I strengthened alignment with institutional quality standards (K5). Resource sharing beyond the module supported programme-wide enhancement (V4). This reflective leadership embedded sustainable and inclusive teaching practices across the institution.
Conclusion
These initiatives demonstrate sustained leadership in supporting both student achievement and colleague development (D3.2, D3.3). By embedding inclusive, evidence-informed digital and assessment practices, I have promoted consistent high standards across the module while enhancing colleagues’ confidence and capability (A5, V3). The adoption of guidance and scaffolding tools beyond the module highlights the wider impact of these practices, shaping institutional approaches to teaching and assessment (D3.3, K6).
Overall, this case study exemplifies how strategic leadership, reflective practice, and commitment to inclusivity work together to deliver equitable student outcomes, support professional development, and strengthen institutional quality (V1, A4, K5).
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