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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 FELLOW
(WRITTEN RECORD)

SECTION ONE:

	NAME
	
Heike Griffiths

	FACULTY/CENTRE/SCHOOL/
DEPARTMENT
	
Athrofa

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

	
Lecturer

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

	
Lecturer, Module Leader

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

	YEARS:                 MONTHS:
4                             4



	
APPLICATION FOR FELLOW

In your application for recognition as a 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 2, Fellow status, as outlined in the Guidance Handbook, relating to the Dimensions of the UK Professional Standards Framework (UKPSF), that is, Areas of Activity, Core Knowledge and 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 set out in the Framework.










	
General Principles to consider in preparing you application

· You will need to incorporate relevant subject and pedagogic research and/or scholarship in your approaches. 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. 

· 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.

· Ensure that you explicitly incorporate how you have successfully engaged, where appropriate, in continuing professional development activity related to teaching, learning and assessment responsibilities. 

· 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.

· By applying to become a 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.
· Gain national recognition for your role as a teacher and/or supporter of learning within the HE context
Activity        Knowledge        Value



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. The form will expand as you enter your information.

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

	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


	Write your evidence here

Peer Assisted Study Skills (PASS) Programme enhancement (Mesa)

From my previous roles in peer mentoring I knew that peer interaction can be a useful tool for developing effective learning environments and that peer interaction can be one of the most effective approaches for learning. 

In my former employment within the local authority I was coordinating dozens of peer mentors from local secondary schools to support young people with learning disabilities in informal activities aimed at confidence building and increasing social skills. For this had received training in general ‘peer mentoring’, at Level 2. When I was asked to be the academic lead for PASS in UWTSD, I contacted my manager for permission to order an academic book about peer learning ‘Effective Peer Learning, From Principles to Practical Implementation’ by Topping et al (2017). This enabled me to get a much broader, deeper and analytical understanding of peer learning (V3) leading its implementation in formally organised PASS sessions (K3). 

I familiarised myself with the training materials and stayed in close contact with the coordinators from student services and debriefed the mentors every week (K6). In a formal learning context such as HE ‘Peer learning represents a major shift in focus from what is being taught to what is being learned, and transfers great responsibility for knowledge acquisition, organisation, and application from the teacher to the students’ (Cooper, 2002, cited in Topping, Buchs, Curan, Van Keer, 2017, p. 161). 

Whilst it could be perceived that the main beneficiaries of the implementation of a mentoring programme are firstly the mentees (Nesta, 2014), and secondly the mentors (University of Edinburgh, 2018), there is significant evidence to suggest that the benefits reach much further than this initial ‘target’ group in a variety of contexts such as cost effectiveness in providing support for students (Bruce, Bridgeland, 2014); and transferable skills for employability Garside et al; 2006 all cited in Odey, Cary, 2009). Research in the HE context shows that participants achieve higher grades, are less likely to drop out and are more likely to develop transferable skills that are sought after by employers (Fostier, Carey, 2007) (V4).  Peer learning in ideal circumstances can be an immensely valuable tool available to HE academic staff (University of Edinburgh, 2018; Fostier, Carey, 2007) (K6). My own study in UWTSD during the small pilot when 11 Level 4 students received regular support for PASS found from questionnaires during session feedback that there were some strong trends in their responses. 

Ten mentees agreed or strongly agreed that the sessions were useful for them, with one giving a neutral response and none a negative response. Individually, the reasons for attending/the positive aspects of the sessions were mostly to get help with essay planning and writing and seminar preparation, as well as referencing. Mentees found the sessions ‘reassuring’, ‘helping with confidence’, ‘getting guidance and support’, and ‘helping with struggles’ (Griffiths, Evans, Evans, Sellick, and Kelleher, 2017, p. 4) (V2).

The value to the mentors is reported to include a wide range of benefits such as ‘revision of core material , understanding of learning theory in practice, increased engagement with academic staff, skills development and enhanced employability prospects’ (Fostier et al, 2006, p. 7). These larger scale findings from Manchester University seem to be supported by my findings from two interviews with UWTSD mentors who self-reported an ‘increase in confidence, and consolidation of what they had learned the previous year’ (Griffiths et al, 2017, p. 5)

Furthermore, PASS enhanced the cohesion of the student community. As Student X, Level 5 PASS mentor, reported when interviewed: ‘I would have attended PASS sessions if they were available to me within my studies as they are helpful in so many ways, socially there has been a massive change. I feel like I am no longer confined to know the students only in my level of university I can now walk around campus and know students from the level 4, have conversations and make friends with them. I may not have done this without PASS as I genuinely wouldn’t have known these students’ (Griffiths, et al, 2017) (V1). 672 words.
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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)


	Write your evidence here


I will base my evidence on one 40 credit module SJSI5022 ‘The Reflective Practitioner’ which I have taught from 2014 until 2017. It lends itself to teaching and learning about reflective practice as well as applying reflective practice to developing the module (V3). Reflective practice is considered to be one of the building stones for general professional development and teaching. It supports deep and meaningful, ‘skills development including metacognition, creativity, and life-long learning’ (Harvey, Coulson & McMaugh, 2016, p. 2).

Additionally, reflective practice has been identified as ‘an employability skill that helps graduates to succeed in the workforce’ (Kinash & Crane, 2015, p.148) and this is the aim of ‘The Reflective Practitioner’ module (K1). The module contains a 30 hour observational placement ‘in an organisation which supports individuals at risk of exclusion’. When it was handed over to me, it was explained that I needed to find placements for 40 students. Combined with my workload on other modules, this proved quite labour intensive and frustrating for all involved. On reflection during and after the first year, using both ‘reflection in action’ and reflection on action (Schoen, 1983, cited in Bassott, 2016), I realised that current practice was not only preventing students from gaining employability skills linked to finding a placement (like making phone calls, and sending professional emails), but also that students did not gain agency to source and finalise their own placements. As they each needed to be provided with a personalised placement in different sectors, it seemed preferable to introduce a person-centred, empowering approach (V1) and become the facilitator of good placement matching, rather than being ‘the lecturer who assigns placements to students’. 

According to Killermann (2016, para 2), there are two differences between lecturing and facilitating: ‘One is the amount of control, or agency that the learner has over what they are learning. The other is the amount of active participation required of different people in the room’. With my professional background in person-centred planning and empowerment for young people with learning disabilities, I was able to identify the values I had adopted and developed in my last employment to this new situation (V3). 

These values are to encourage and support each person I am working with to be as independent as they can be, and to use flexible, personalised and clear support structures providing ‘scaffolding (Vygotsky, 1978) in order to enjoy success. Scaffolding included a placement planner, an introductory Ppt, and regular tutorial slots. My values here are that even though I might be more educated and experienced than most of the students, I want to give them as much determination over their learning as possible (V1, V2, V3, V4). Self Determination Theory (SDT) which at the most basic level asserts that ‘to be self-determined means being self-propelled to act and thus having agency in one’s own performances’ (Brooks and Young, 2011, p. 49).  Additionally SDT posits that people need to feel competent which means that they need to feel that they have influence over situations which they perceive as opportunities (Ibid). 

Some students received extra support: Students who were living with anxiety could sit with me whilst I made the first phone call and then were passed on to the person they needed to speak to. One student who lives with anxiety and is a wheel chair user expressed that she would like me to go to the placement with her for the first time. This was organised with help from student services, and the student’s fears and concerns were soon mitigated (V1, V2). During my second year of module delivery, the benefits of this approach became clear: Students having to negotiate their placements themselves meant that they realised how difficult this could be.
 
This approach of self-determination had another unexpected effect: When in my first year of teaching this module a number of students had voiced their disappointment at me not getting the placement of their choice, in the second year, students heard for themselves that certain organisations did not take on students on a 30 hour placement. So, what was previously a perceived lack of opportunity as a result of my perceived inability to get them their ‘dream placement’, had become their own lived reality (K3).This was also true for the students who had contacted potential placement providers and had received no follow ups (V4).  (722 words)
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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


	Write your evidence here

On the Inclusive Education course for each 20 credit module, there are two assessments: Assessment 1 is usually an essay and assessment 2 is usually a presentation of a poster or Powerpoint. The student cohort is entirely made up of non-traditional students doing work-based learning, and a number of them find essay writing quite challenging, as they may not have been in a formal learning and assessment environment for many years (K3). The students used to receive marks and feedback after submitting only. 

Yet, giving formative feedback only is not considered good practice (Gravells, 2017; Petty, 2014; Shute, 2008).   Offering tutorials on the campus during office hours is impossible as the programme is taught in the community and the learners work during the day (V2). So we explained that they can send a plan, or a part of their work to their lecturer who will insert comments and feedback. They can then respond, and either this resolves the issues, or they can send it back for further feedback. The students responded very positively to this offer and I found that they then felt that each of their particular issues were being addressed. For example, they might have had an issue with referencing, and we would insert comments on where they needed to add citations, or how to reference. Some found that they could now take risks before making their final submission: So instead of using one or two theories ineffectively, in  their formative feedback they might have felt encouraged to compare and synthesise theories. Previously they might have not felt sufficiently confident to attempt this in their final submission (V1). 

According to Gravells (2017) we should encourage students to work at a higher level by asking questions about their work (V3). So, I did not tell them to compare two theories, but asked the student what the two theories have in common, and how they differ. On responding to my feedback they might need reassurance and wanted me to look at their redrafted work. Quite often, a simple ‘This is much better now because…., well done’ was all they needed. Sometimes, more questions were asked of them. This improved ability to analyse and synthesise does not only benefit students’ current work but is often transferable to future pieces of work (Petty, 2014). 

This model of giving feedback is pragmatic, as it fits into the students’ busy schedule, as and when it suits them. Additionally it is equitable, as barriers to arranging tutorials are removed and the tutor can tailor the feedback to the students’ abilities and needs. Some students might need an email dialogue, whereas some might just need one response. I also arranged telephone calls with those students who had issues with structuring their work, as I found that these issues are difficult to explore in a written response (K4). Students gave me feedback on their email tutorials. This was entirely positive ranging from ‘Thank you very much, I now feel more confident in knowing when to reference.’ to ‘Thank you so much for your support, my mark has improved and I know now how to write a good paragraph’, to ‘Thanks for all your help.’ 

Naturally, there were some students who did not engage in this opportunity. Some are very able students who probably don’t need these tutorials, however some are students who felt reluctant to ask for support. This was addressed in lectures, when students mentioned how helpful they found the tutorials and openly recommended them to the rest of the group. Furthermore, when receiving their normative feedback together with their mark, and it was a weak submission I would add a few words of encouragement to the feed forward section of the feedback: ‘Please, for future submissions, do take advantage of the email tutorials and email your module tutor part of your work or plan to guide you while you are creating your essay.’ The number of students engaging in this way continues to grow. (660 words)
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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

	Write your evidence here


Module enhancement (Micro Level)
I enhanced module sessions for the Reflective practitioner with drop in tutorial sessions during which students could drop in as individuals and then sit in groups in one of the teaching rooms. The aims of these peer support sessions were to get support and guidance with filling in the required ethics forms for the Reflective Practitioner observational placement and writing a case study plus reflective journey for the assessment. Previously, the students would have booked one to one tutorials. This was not only time intensive for me, but also resulted in an overdependence on teacher focused learning, when there was so much peer support available (K2). Facilitating peer-led tutorials in the reflective practice module (SJSI5022) for the School of Social Justice and Inclusion, meant fostering and optimising student interactions (K1). In the indicative content of the module outline one aspect of focus was to prepare the students for their placements by ‘addressing ethical issues; health and safety concerns; communication and interpersonal skills; personal effectiveness’ (UWTSD, 2017, p. 37). 
The learning outcomes for the Reflective Practitioner SJSI5022 were: 
LO.1.Critically understand sound practice in the field of social inclusion.
L.O.2 Critically exhibit a secure understanding of ethical considerations and risks assessment requirements within students’ placements in their chosen organisation.
L.O.3 Become a reflexive/reflective practitioner by seeking a better understanding of practice for social inclusion through taking responsibility for positive engagement with their placement.

Filling in the ethics forms also provided a major challenge for these Level 5 students as the concepts behind ethics forms were not familiar to them. The informal sessions were immediately popular, as students did not have to stick to a specific time but were able to drop in at any time during the session (V2). Additionally, they were not having to see me on a one to one basis, which may be difficult for some students due them being a little bit shy about interacting directly with their lecturer (V1). Both individual students and friendship groups dropped in, and as the facilitator I was able to direct students to suitable groups, or to let students form groups (K2, K3). Topping et al (2017, p. 63) suggest ‘using varying approaches to build the teams’ as situations and learners are diverse (V1, V3). For example, one relatively quiet student who would arrive on his own, was signposted to another ‘lone’ student who was doing a similar placement, and therefore had similar ethical considerations to carry out when filling in the ethics form. These two students became unofficial experts in filling in correctly the ethics form for non-teaching, observational placements in schools (V4) and I was able to direct other students with similar placements to them which enhanced the two students’ confidence and social standing. 
. 

It could be said that the change of practice from one to one teacher-led tutorials to informal peer tutorials not only helped the students to meet the learning outcomes of the modules, but greatly enhanced them. 

I found these group tutorials as they unfolded successful and enjoyable for all, (as well as time-effective for me), that I now often offer group tutorials/workshops for other modules. I usually make them part of the lecture to ensure equal opportunity as not every student is able to come in for additional sessions. For example, students from the Foundation Degree in Inclusive Education come to attend lectures directly after work and often have busy families (V1). When I offered them a work shop with a focus on their assignment they were very open to this and students helped each other with poster design, IT skills and referencing. This is a positive move away from Powerpoint-based teacher-led lecturing. Students realised how much they knew as a group and recognised each other’s strengths as well as gaining confidence in their abilities. This links directly to UWTSD’s vision of their Learning, Teaching and Enhancement Strategy which states ‘c) there is a vibrant learning community where staff and students work together in relation to all aspects of teaching and learning and where students are given appropriate opportunities to work with other students (UWTSD, 2018, p.7). (686 words)
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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

	Write your evidence here


This entry is based on Zwozdiak Myers (2012) approach to reflective practice in the teaching environment. Unlike some major thinkers in reflective practice like Gibbs (1988) and Kolb (1984), who use a circular or cycle approach to reflection, Zwozdiak-Myers identifies 9 dimensions of reflective practice. The nine dimensions encompass everything I need to professionally develop and ultimately improve student experience. Knowledge of the other dimensions have greatly contributed to my professional development.

These dimensions include traditional circular reflections such as ‘dimension 1: Study your teaching for personal improvement - Reflect regularly’ (V3, K3, K5). I try to encourage feedback and questions from students by admitting that I don’t always have the answer for any question straight away, or sometimes I ask them how they found the session. I often present alternative ways of doing things. This rebuilds their picture of the traditional academic as someone who knows everything about a subject and puts me in a position of being approachable.

The second dimension involves evaluating ‘your teaching using Research - Action research and Inquiry (K5), which is covered in section A1 above. Thirdly, practitioners need to ‘link theory with practice - Use the literature’. (V3) I love ordering inspection copies for my programmes and as they are about inclusion, social justice and education, they contribute greatly to my personal and professional development, and both programmes and reading online resources. Additionally I completed my MA in Equality and Diversity which required me to do lots of reading and research. My dissertation was about the possible discrimination of non-native English speakers in the UK and I enhanced my knowledge on this subject area greatly, by adding to my personal experience of this. However, one will find that one always has more to learn, which leads to the fourth and fifth dimensions: ‘Consider alternative perspectives and possibilities’ and ‘Question your personal theories and beliefs’. (K3, K4). When meeting a new cohort of students and with my enhanced knowledge of English as an Additional Language speakers (EAL), I came across several students who when speaking seemed to fall into this category and I was signposting them to appropriate support as suggested by Armstrong and Barton (2008). One of the students did not look happy and told me that she was from Manchester and that she was fed up of people assuming that she was foreign. I apologised profusely and said that as a non-native English speaker I obviously had made a mistake. She was very friendly about it and explained that she grew up in a large British Nigerian family and that their accent and pronunciation was just a different form of British English. This was a very interesting learning experience for me, and I found the assessing of her presentations a learning experience as I had to separate the content which was excellent from her use of English which sounded  quite ‘slang’ to me. I had to critically review what ‘good’ English sounds like and what the variations of standard Englishes include (Carrie, 2014).

As I have lived in rural Wales ever since I arrived in the UK, I simply had not had any experience of this. However, she assured me that most people think she is a non-native English speaker. 
[bookmark: _GoBack]The next three dimensions are all covered in section A4: Changing the format for tutorials from one to one student teacher to student led group tutorials. These dimensions are: Trying out out new strategies and ideas - Innovation (K6), ‘to maximise the learning potential of students - Inclusive and flexible practices’ (V2) and ‘to enhance the quality of your teaching - Effective practice’ (Zwozdiak-Myers, 2012, p. 34) (K6).Finally, the ninth dimension which is to ‘continue to improve your teaching - professional learning’ (A5) is applied by all the points I make in this section.

Altogether, I find the Zwozdiak-Myers model very helpful and all encompassing.
I would like to add that I came across this model when I was doing my PGCE for another teaching role prior to working for UWTSD ESOL for Adult Education). I think I have always strived to develop as a teacher in order to enjoy teaching and facilitate learning in many different environments and situations. (691 words) 
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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 Fellow, using their knowledge of your work and the context in which you teach and/or support learning. Referees are expected to authenticate your application by commenting directly on the content of your application and to make additional, relevant comments, as they wish.

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

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

	First Referee:


	Name
	Sue Ainsworth

	Job Title
	Director of Academic Discipline (SJI)

	Faculty/Centre/School/Department
	Yr Athrofa

	Email address
	s.ainsworth@uwtsd.ac.uk

	In what capacity can this individual comment on your professional practice?
Current line manager.







	Second Referee:


	Name
	Dr Paul Wright

	Job Title
	Assistant Dean

	Faculty/Centre/School/Department
	Humanities and Performing Arts

	Email address
	p.wright@uwtsd.ac.uk

	In what capacity can this individual comment on your professional practice?
Line manager in the previous academic years (up until 2017/18) for part time role within UWTSD.


















SECTION FOUR:	Endorsement from the Institution

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

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


	Name of Applicant
	Heike Griffiths

	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:
[image: ]

Signature:_____________________________________Date:___________14.01.2019____
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