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FACULTY OF HUMANITIES PATHWAY               FOR TEACHING ASSISTANTS

Fellowship Booklet



Leadership in Education Awards Programme

On behalf of the LEAP programme team, I would like to welcome you to the Faculty of Humanities pathway to the University’s Leadership in Education Awards Programme (LEAP) for Teaching Assistants and support sessions for Fellowship applications. We hope that you find this workbook useful in supporting your application.

LEAP is accredited by Advance HE (formerly known as the Higher Education Academy (HEA)), and so can award Associate, Fellowship, Senior and Principal HEA Fellowships.

This programme supports you in documenting and evidencing your teaching excellence and is your opportunity to receive a formal national qualification for your teaching or to enhance your HEA fellowship status.

There is support for you throughout the process in the form of peer support groups and LEAP mentors offering advice and feedback on your submission. As the Faculty of Humanities’ LEAP Champion, I welcome you onto the programme 


Professor Claire McGourlay 
Faculty of Humanities LEAP Champion
HEA Principal and National Fellow




 Fellowship assessment criteria 
[bookmark: _Toc422224480]Fellow Pathway (D1, AFHEA) 
You are able to choose between submitting a written Portfolio of no more than 3,500 words or giving a videoed oral presentation of no more than 15 minutes. The assessment criteria are the same for both pathways and assessors will use the same pro-forma.
[bookmark: _Toc422224481]FHEA Portfolio route
There is a word limit of 3,500 words for the written portfolio. It must include an introduction (no more than 500 words) that sets the context for your application and gives a brief career history. The main part of your application consists of two 1,500 word case studies. The main part of your application is made up of two reflective case studies and detailed mapping to the UK Professional Standards Framework (UKPSF).  It may be helpful to view the assessment criteria prior to starting your application. To support your application you will need to complete a mapping exercise (see weblink http://documents.manchester.ac.uk/DocuInfo.aspx?DocID=32755 for the mapping exercise template) and provide one reference (see pages 20-25).
[bookmark: _AFHEA_Oral_presentation][bookmark: _Toc422224482]FHEA Video presentation route 
The videoed oral presentation should be up to 15 minutes in duration and cover two case studies. The case studies need to highlight how you meet the criteria for D2 from the UKPSF. In addition to your presentation you need to complete a mapping exercise (see weblink http://documents.manchester.ac.uk/DocuInfo.aspx?DocID=32755 for the mapping exercise template) of your teaching experience/evidence against the UKPSF; and provide one reference (see pages 20-25) covering elements of your presentation and highlighting how you fulfil the criteria D2 from the UKPSF. A maximum of 1 page A4 handout may be given to the assessors in addition to a copy of the PowerPoint slides. Further guidance will be given in the workshop on the format of the video presentation.
My initial thoughts on which route of assessment to take 

	

	

	

	

	

	

	

	

	

	

	

	

	

	





Mapping my activity against the UKPSF 

Capture your initial thoughts around the evidence that you may use  
Areas of Activity
A1 Design and plan learning activities and/or programmes of study

	

	

	

	

	



A2 Teach and/or support learning

	

	

	

	

	



A3 Assess and give feedback to learners

	

	

	

	

	



A4 Develop effective learning environments and approaches to student support and guidance

	

	

	

	

	



A5 Engage in continuing professional development in subjects/disciplines and their pedagogy, incorporating research, scholarship and the evaluation of professional practices

	

	

	

	

	





Core Knowledge 

K1 The subject material

	

	

	

	

	



K2 Appropriate methods for teaching, learning and assessing in the subject area and at the level of the academic programme

	

	

	

	

	



K3 How students learn, both generally and within their subject/disciplinary area(s)

	

	

	

	

	



K4 The use and value of appropriate learning technologies

	

	

	

	

	



K5 Methods for evaluating the effectiveness of teaching

	

	

	

	

	







K6 The implications of quality assurance and quality enhancement for academic and professional practice with a particular focus on teaching

	

	

	

	

	



Professional Values

V1 Respect individual learners and diverse learning communities 

	

	

	

	

	



V2 Promote participation in higher education and equality of opportunity for learners

	

	

	

	

	



V3 Use evidence-informed approaches and the outcomes from research, scholarship and continuing professional development 

	

	

	

	

	



V4 Acknowledge the wider context in which higher education operates recognising the implications for professional practice

	

	

	

	

	





Advice for completing your FHEA application

· It's a good idea to make the direct connections for the assessors between the assessment criteria and your evidence.  Some examiners like to see the links within the text others are happy for you to indicate. 

· Similarly, to make it easier for your referees make those direct connections on your behalf by providing them with some words "that they might like to use or adapt" that explicitly make those connections, e.g.:

 "Based on the Guidance Notes for Referees, and having read TA X’s Reflective Account of Practice and her two Case Studies, I am happy to confirm that the information presented is an accurate account of TA X’s activities and practices.  TA X has demonstrated a deep and sustained engagement with all five areas of teaching activity listed in the UKPSF, has solid core knowledge and understanding of her discipline and of teaching and learning more generally, and is absolutely committed to professional values." 

· Don’t use too many quotes - I would advise using these carefully. What is important is your reflection and use of the feedback they provide and including a list of direct quotes is not really appropriate. I recommend summarising or paraphrasing and then saying how you reacted – the odd one is fine but not too many. We want your experience in your own voice rather than other people’s – your Referees provide the external corroboration. 

· You need to write a personal narrative/reflection which you strengthen by making your underpinning pedagogic theory explicit. It helps to focus more on ‘why’ rather than ‘what’ in your narrative. 

· Enjoy the opportunity to reflect and write about how wonderful you are!  We don't get that opportunity very often, and informally most of us recognise our numerous deficiencies more prominently than our modest merits, but this is a formal opportunity to focus exclusively on the merits - enjoy it (while staying modest).”




Examples of Fellow Case Studies 
Example 1

Grading final MA papers: reflecting on my own experience and on pedagogical research

Students in the MA in Gender and Sexuality undertake, in their first semester, a module titled “New Developments in Theories of Gender and Sexuality.” This module is assessed through a single 5,000-word essay students submit at the end of the semester. While a list of possible topics is provided, students are encouraged to devise an essay topic of their choosing (this is suggested by Race [2015] as a way of fostering students’ engagement). The essay allows students to develop and evidence both knowledge of the subject area and the necessary skills for academic research, providing authentic and deep learning, key goals of appropriate assessment as suggested by Race (2015, 29). The sizable wordcount allows students to tackle research questions as a ‘project’ including skills like time-management (K2), harder to develop in shorter tasks. Accommodations are implemented for students with registered disabilities such as adapted word counts, deadline extensions, the kind of material to be submitted (V1, V2). In the last semester, I was tasked with acting as Graduate Teaching Assistant to this module, which involved co-delivering seminars, delivering several lectures, and grading these final essays independently, as well as providing feedback and holding 1-2-1 tutorials when requested by students. As opposed to delivering more formative feedback to undergraduates, these essays had a significant impact on students’ final grades and degree classification. This is particularly important for students who will apply for funding for PhD programmes, which normally require a 1st classification. Thus, it is important to acknowledge the need to place each student in the correct bracket (V4). 

In preparation for the task of grading these essays, I undertook specific training in grading and marking, with an emphasis on the School’s policy for feedback, anonymity, and degree classifications (A4, A5). Part of this training involved a workshop on the use of Turnitin, an internet-based plagiarism and submission service, and Grademark, an online grading and feedback system. This was particularly useful as it provided information on the capabilities of the software and, also, on how students use it (A5, K4). Race (2015, 3) argues that assessment should be transparent and predictable in form, meaning that students should be aware of expectations and requirements (K2). To guarantee this, students were required to complete an ‘essay plan draft’ mid-semester, which was submitted to peer-groups for discussion and review (A2). This allowed students to received non-threatening formative peer feedback (A4, K3). In addition to this, students were also provided with a ‘cheat sheet’. This handout, which I designed myself, included a chart to design an essay plan, a couple exercises to make sure that examples were relevant and coherent, and a checklist with facts regarding writing (proofreading, bibliography, page numbers) and submission (anonymous, cover page, etc.) This handout was received positively by students in class (K3). Particularly, international students and mature students were particularly interested in it, as it compiled core knowledges on essay writing and submission that they were foreign to previously—and this being a masters’ level course, a significant proportion of students were international or mature (Race 2015, 78) (V1, V2, V4, A2). I also held tutorial hours for 1-2-1 consultation with students. During these, we discussed essay topics, examples, sources, etc. It was also important to explain how students could interpret the feedback they had received from their peers and previous assessments. In fact, Race suggests that explaining how to understand feedback is extremely productive (2015, 76) (V3). Finally, both in the classroom and in tutorials, students were reminded about plagiarism. This is a particularly important issue within higher education today (e.g. Rolfe 2011) and students were signposted to the library services if they required further support on this because of their background or lack of previous experience with the strict codes in the UK (V4, A4, K2). 

As part of the process of grading, I reflected on my own past experience as a student during my masters and how it frequently felt that feedback was superficial and little attention was paid to ‘feeding-forward’ (V3). In addition to this, I was also aware that my academic upbringing in Spain meant that I was used to less written feedback and more 1-2-1 after-exam consultations with lecturers, whereas UK students tend to be busier and avoid face-to-face contact (V4, V1). As part of my efforts to solve these issues, I carefully studied the grading guide provided by both the University and the School (K6), and I developed also my own criteria regarding key issues we had emphasized in class, such as the need for close reading and interpreting, backing up of general statements, and mobilizing key readings from the course (A1, A3, K3). 

Several issues arouse during the grading process. The first was determining acceptable expectations for students. As Race (2015) suggests, as the student body becomes increasingly diverse, our expectations regarding essay writing may move from a quantitative (how much reading they have done) to a qualitative frame (how well have they read?). In this light, I decided to positively grade essays with a shorter background bibliography but with in-depth engagement with the material (V3, V2). In addition, particular accommodations were done for students with disabilities like dyslexia (V1) and for international students whose first language was other than English (V4). As students are increasingly diverse, so are their attitudes to plagiarism (Race 2015) (V3). First, Turnitin produces originality scores which detect plagiarism. This was a nifty feature for grading and determining the originality of essays (K4). In addition, and following Landau, Druen and Arcuiri (2002) (V3), I avoided chastising plagiarism and instead suggested in the feedback ways to avoid it in the future (A4), directing them to further resources when appropriate. 

The actual award of a numeric grade was complicated due to the wide range of topics and approaches, but I based my decisions on previous examples compiled by former course convenors and grading templates developed by the university (Ellery 2008) (K6). This step, while challenging, is nonetheless important as one key objective of summative assessment is to “classify or grade students” (Race 2015, 31). Overall, the internet-based software proved useful in grading, as it allowed to provide in-line comment as well as more detailed ‘written-out’ feedback (K4). Finally, it is worth noting that the very process of reading these essays and identifying their strong and weaker points provides invaluable feedback on our own teaching and module content, as pointed by Race (2015) (K5). 

In order to provide effective feedback, I reflected on my own experience as a student and realized that I appreciated detailed, personal feedback rather than large amounts of generalized comments. In fact, it quickly became clear from students’ comments and research that large amounts of feedback may feel overwhelming (Race 2015) (V3). I was particularly mindful regarding the language used. In this, I followed advice from the department’s Teaching Director to make language be transparent (clear for an increasingly diverse audience) and empowering, meaning that I encouraged improvement and did not make it feel that the essay was doomed (A4, V1, V2). I aimed to provide systematic feedback to all students which focused on feeding-forward for future essays and MA dissertations. I reviewed several feedback models and decided to implement one based on Smit (2010) which focuses on how students meet (or fail to meet) the requirements  and “one or two ways to improve” (5) combined with a model where I provided feedback on good aspects of the essay, aspects requiring improvement and what steps to take next (Australia ES 2016) (K6, V3, V1). In particular, I provided feedback that was specific and enforceable, not so generic or superficial that students could not address those issues for their next assignment. In doing this, I was overall informed by Race (2015, 81-82), who suggests that feedback should help students move from unconsciously doing right or wrong things to being aware of their strengths and weaknesses as a way of starting to address them. In addition to this personalized feedback, I also took advantage of the back of stock-phrases provided by the software (K4) to point to general issues and link to resources such as proofreading, citing, or formatting. Throughout the process, I remained particularly attentive to providing clear and complete explanations, as students tend to not make use of 1-2-1 sessions to comment on their feedback (K3, K4). 

Some of the essays were more complicated. For example, three of them evidenced in-depth critical analysis and a good grasp of the literature but failed to provide accurate citing or referencing. These difficult cases were discussed with colleagues (A5, K2). In addition, essays which included notes from students regarding possible mitigating circumstances (such as bereavement or illness) were referred to the appropriate support staff. Overall, however, the majority of essays were clearly located within a particular grade and evidenced similar issues regarding a lack of critical engagement, poor referencing, or insufficient analysis. Many of these issues were highlighted in a general email sent after the grades had been released providing further links to support services and online resources (K4). 

In summary, I am satisfied with the process I undertook. However, in the future, I would make more emphasis in explaining to students how to make sense of the feedback they had received (as the few who did come to meet me afterwards said they had received similar feedback in the past) (Crisp 2007). One way of doing this would be to make available examples from previous years evidencing different grade brackets. These are issues I have suggested to the course convenor and which will be implemented next year. 
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Example 2
Assessing students’ knowledge and implementing their feedback in small-group teaching

Contemporary Social Thought is a mandatory first-year module for Sociology students. The module is articulated in both weekly lectures (delivered by a senior staff member) and tutorials, which I deliver, in groups of twelve students. While lectures cover the key content, tutorials remain a key part of the module teaching since “a large proportion of the most meaningful learning in higher education happens when students are working in small groups” (Race 2007, 125). The guidelines for these sessions are pre-set by the module guide but I have autonomy to design the actual tutorial activities (A1) and teach them (A2). My teaching practice has been reviewed by the module convenor and has developed through appropriate GTA training, conversations with peer teachers and students’ feedback (A5). These tutorials encompass a large diversity of students, including international students and those differently abled for whom particular accommodations are employed (e.g. provide with slides in advance, modifications on essay criteria, etc.). I have worked actively to support their needs through helping them familiarize with the expectations and requirements of the UK higher-education system (Carroll and Ryan 2005) and taking different needs into account when designing the lesson plans (see ‘universal design of instruction’ in Burgstahler [2015]) respectively (V1, V2)

This case study focuses on one such tutorial focused around the idea of post-modernity and articulated through Jean Baudrillard’s text “The Gulf War did not Take Place.” As the same lesson was taught to different groups, the delivery and contents were modified slightly based on the immediate feedback obtained from previous tutorials as well as the feedback from the previous year (K6). In addition, my own background in critical and literary theory allows me to incorporate my own research examples and empathize with students’ challenges (K1, V3). Previous to the tutorial, students should have read Baudrillard’s text. The goal of the tutorial is not to explain the text, but to introduce students to the key debates the text poses and provide a scaffolding for them to further analyse the text and associated works (K3). My teaching practice is influenced by a cognitive approach (Race 2007) with an emphasis on Kolb and so tutorials include a variety of activities that target abstract thinking, concrete examples and technical hands-on tasks (A4, K3). 

The tutorial is divided in three sections. The first section aims to identify the students’ baseline knowledge, address any outstanding questions and standardize key concepts. This follows Asubel’s idea that identifying students’ starting points is key for effective teaching (Race 2007, 3) (A4). In this part of the tutorial, students are given some short questions about key concepts or information which we discuss as a whole class (K3). These have several goals: first, I provide model feedback to these questions (meaning I provide ‘correct’ answers such as definitions). Research has shown that students value a mixture of personal feedback but also model feedback (Huxman 2007). In particular, I feel that providing this base layer allows them to be more confident when addressing more abstract questions and draw implications or analyse the text. Through these questions, I also act as a ‘subject expert’ which enables participation by framing “the meanings of a specialist discourse by opening up ‘conversations’ with them and sharing in a flow of meaning” (Northedge 2005, 173). This means that I ‘coach’ the students in how to unearth the meanings, do close readings, or unpack arguments. In this case, it became clear that students struggled with the text due to a lack of contextual knowledge about the Gulf War. I addressed this by showing a short documentary-style video summarizing the conflict and its historical context (K2, K3, K4) as well as showing them how to conduct an online search for reliable historical and critical materials, using the library search tools and course guide’s preferred bibliography. This is done through referring to professional guides, such as the BSA, and well-established manuals, such as Chicago or Turabian. Particular emphasis is placed on transferrable skills and critical thinking (K2, K4, V4).

The second part of the tutorial, devoted to group discussion, is articulated through buzz groups, as described by Race (2007) and McKeachie and Svinickie (2014) (A5, K2, V3). These are groups of students that are assigned “small, timed tasks which involve them talking to each other” with the outcomes shared with the rest of the group (Race 2007). Group discussions in this way are effective to help students be active in their own learning and develop transferable skills (V4). Following the guidance of Race and McKeachie and Svinickie (2014) (V3), I also engage with groups to facilitate their discussion, answer questions, or help them move from their own discourse to academic ideas (K1). In addition, allowing students to talk among a small group before engaging with the whole class makes it easier for shier students, those with leaning difficulties, or issues with the language, to engage in the classroom in a more comfortable setting (V1, V2). 

The third part of the tutorial is devoted to creating an essay plan. In this section, students, in groups, are encouraged to draft the structure of a potential essay on Baudrillard. Then, they share it with the classroom. This allows for me to provide more personalized feedback regarding their structure (Huxman 2007) (A3), for their class mates to provide peer feedback (V1) and help them reflect on the assessment method for the module This is particularly important for, as Race suggests, “essay-writing is very much an art in itself. Students from some backgrounds are disadvantaged regarding essay-writing as they have simply never been coached in how to write essays well” (2007, 49). I also find that international students tend struggle to adapt their thinking to the expected structure of a UK essay. Working with them on creating these drafts allows them gain confidence in themselves and gain writing skills (K6, K3, A4, V1). The essay-writing activities were implemented more frequently after students’ feedback to the first one was overwhelmingly positive (K3). 

At the end of each session, I ask students for their immediate feedback with prompts such as: “do you understand this better now?” “are there any other questions?” “do you think this activity was helpful?” which also assess the effectiveness of teaching (K3). The results of this quick, informal feedback is implemented (K5) leading to further sessions based on best-practice and evidence (K6). Throughout the session, and particularly at the end, I emphasize my availability to provide 1-2-1 tutorials. These can be academic tutorials to go over essay plans or dig deeper on a particular question, or more ‘personal tutorials’, which Race defines as those whose goal is not to extend understanding but to “support the student’s learning in a much broader sense” (2007, 148). In these, I have provided support with applications for further training, career guidance, or discussed mitigating circumstances (V2, V4). I feel these 1-2-1 meetings allow those students who are struggling to feel more supported and valued as well (V2). 

Besides teaching these activities and providing formative feedback to students both in class, I provide formal written feedback on submitted essays in both the form of a numeric grade and in written form (A3) through a digital platform (K4). In this feedback, I try to abide by the ‘plus, minus, and what’s next’ system (K2), if slightly modified (Australia ES, 2016): I explain three positive strengths of their essay, three weaknesses and how these weaknesses can be practically addressed (instead of just saying their use of examples is poor, I suggest how they could use examples in a different way, or how to place them within the text). In the past, students have been positive regarding the feedback they have received, and I have seen significant improvement from the first to the second submissions, particularly in terms of structure and clarity of arguments (K3). This kind of improvement has been identified by Paulus (1999). 

Overall, this case study has shown how a cognitive approach to teaching heavily influenced by a dynamic process of implementing students’ feedback guides my teaching practice. In particular, I have shown this through explaining the development of a single tutorial session on Baudrillard, which emphasizes the need to understand students’ starting points and develop the tutorial accordingly using a variety of methodologies and resources, including audio-visual and group discussions.  In addition, I have also shown how I am particularly aware of students’ diversity and how to accommodate for significant differences in both background and learning styles through various activities and methods of support and feedback (Race 2007). My practice has been influenced by training received from a variety of sources both internal to The University of Manchester, such as workshops on pedagogy, feedback, and supporting students’ wellbeing, and external, such as training on delivering 1-2-1 tutorials and coaching students in learning and writing methods. Above all, however, my teaching has been most influenced by my own experiences as a student, which have made me realize of the importance of organised, consistent and coherent practice that focuses on preparing students to reach the desired learning outcomes and familiars them with the necessary skills to satisfactorily complete the required assessments but, also, teaching that is approachable and aware of students’ diversity and special requirements.  
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Example 3
Studying Religion in contemporary Japan 
As first case-study, I would like to discuss some of the activities conducted as part of the module on ‘Japanese religions’. My role in the course primarily consisted in delivering weekly seminars aimed at discussing issues arisen in lectures and assigned readings. I was offered the position when the course unit director had to significantly reduce her teaching hours due to administrative commitments. This also resulted in a reconfiguration of the course structure into one-hour lectures and two-hour seminars, which implied that a significant portion of the content previously covered in the lectures had to be integrated in the seminars. Exam preparation was an example. In this regard, I developed a series of short tutorials (approx. 15 minutes) on the basics of academic writing, including structure and outline, argument, use of sources and referencing, which I commonly delivered as a conclusion to the session (A1). I chose this format based on empirical evidence on students’ attention span (Race 2007, V3). These tutorials were also meant to help students familiarise themselves with assessment criteria, and thus increase their understanding of expected learning outcomes and how to demonstrate them in assessments. This material was uploaded on Blackboard and remains available to future use by the course unit director or other teaching assistants. 
Delivering a two-hour seminar posed also a greater challenge in terms of keeping the students interested and involved. When designing the seminars, I tackled the issue by integrating different kinds of sources and media (visual media, newspapers, excerpts from documentary films, online resources) as well as practical activities (A1, A4, V2). Implementing several learning technologies helped me gain a better understanding of their proper use and merit. For example, I realised that my students particularly appreciated activities centred on the use of visual media. I incorporated videos in the session by adding files or links to youtube in the slides (K4), which I later uploaded on Blackboard. This allowed making the contents available for the students who were absent or wanted to access them again for revision. Excerpts from documentary films, YouTube videos, news were usually effective in stimulating discussion, and seemed to work well to get students engaged and refresh some core themes before digging into the analysis of the assigned readings (K3). In general, integrating academic references with other media outputs seemed to facilitate drawing connections between the topics discussed in class and relevant contemporary issues closer to the experiences of students, such as the involvement of religious institutions in Japan’s party politics (K4, V4).
As a way to assess the effectiveness of the different activities included in the sessions, I kept a teaching journal where I noted my ideas and impressions during or immediately after the class. I recorded the content of the proposed activity, and students’ reaction to it, focusing on what seemed to work well and what instead proved ineffective or detrimental. Besides paying attention to classroom clues (e.g. student participation), another way in which I assessed the effectiveness of the methods implemented was by asking students, at the end of the session, to summarise the contents and main points discussed. This served to help them digest the information provided, but also to evaluate whether my explanations and the activities designed for the sessions had been clear and informative enough (K5, A4, A5). 
In the same course, I was also responsible for marking students’ assignments (essays and written exams) and proving formative and summative assessment through in-class feedback and individual meetings (A3). Essay marking proved particularly instructive. Some students found my initial comments unclear or confusing. This made me realise the importance of conveying feedback in clear and accessible terms, so to help students effectively build on it to improve their academic performance (K2). Finally, for this course I had the opportunity to design and deliver two guest lectures (A2). The lectures focused on the latest developments in the Japanese religious landscape and related academic debate. In particular, I articulated the content in two macro-areas: religion and politics and the social engagement of religious actors. In the following seminar, I built on these themes to extend the discussion to broader issues, most notably the presence and role of religion in the public sphere, not only in Japan but in modern secularised societies more generally. These considerations allowed bringing attention to the wider context in which Japan is situated, and to the potential theoretical implications of the empirical trends discussed in class (V4). 
As a further example, I would like to describe one specific seminar session. This was designed to integrate a lecture on Japanese new religious organisations, focusing on the role of charismatic leadership in these organisations, with a discussion of the assigned reading, a broader reflection on its connection to a wider social context, and the development of core academic skills (namely critical approach to sources). I used Power point to organise the activities into sub-sections, marking the passage from one activity to another with title slides. Within specific activities, I used slides to introduce content (e.g. visual media) or clarify the purpose of the set activity (e.g. state discussion questions) (K4). The session was structured as follows:
•	Firstly, students were invited to discuss the definition of charisma, focusing on the question of how charisma is constructed. I used visual prompts (pictures of contemporary and historical figures commonly regarded as ‘charismatic leaders’ – including Gandhi, Martin Luther King, Steve Jobs – on a presentation slide) to engage students in a conversation on the nature of ‘charismatic leadership’, asking them what they thought those figures had in common. This sub-section was aimed at encouraging students to draw connections between the course content and their previous knowledge or experience (V4, K3). As stressed by David Ausubel (1968:235), ‘the most important single factor influencing learning is what the learner already knows’. Drawing from these considerations, I set ascertaining what my students already know – what Race (2007) defines as ‘learning incomes’ – as a general starting point for my teaching. In this case as well I let students open the session with what was more familiar to them, and then offered Weber’s classic definition of charisma, and asked students to discuss it. 
•	The second sub-section centred on the reading assigned for the class, which examined the role of charismatic leadership in Sōka Gakkai. The activity was organised as a small-group discussion based on a worksheet prepared for the purpose (small-group activities will be discussed in detail below). 
•	The third part involved a practical task based on a case-study. The students were invited to engage with a range of primary sources related to a specific new religious movement, called Risshō Kōseikai (target group for my research project, K1, V3, A5). I distributed some publications collected during my fieldwork, encouraging students to browse them. I asked them to focus on the representation of Kōseikai’s founder and analyse the ways in which his religious authority was articulated (in pictures, interviews, pieces of news), and how (if at all) they were different from the case of Sōka Gakkai presented in the reading. Students were given time to engage with the sources, and later invited to share their thoughts and compare their impressions with the ideas previously emerged. This was meant as a way for students to familiarise themselves with primary sources via direct engagement (i.e. experiential learning, Beaty 2003, K3). The activity was structured along the four stages of learning identified by Kolb (1984): students were presented with a theoretical definition i.e. the notion of charisma (Abstract Conceptualisation), and then asked to apply it to the analysis of primary sources (Active Experimentation). They were given the opportunity to engage with the publications of Risshō Kōseikai (Concrete Experience). Finally, they were asked to verbalise their impressions and thoughts (Reflective Observation) (K3). This activity was aimed at facilitating the interiorisation of the concept of charismatic leadership presented in the first phase of the session (K2, K4). 
•	The final part of the seminar built on the experiential knowledge of primary sources gained by the students through their interaction with Kōseikai’s publications to discuss different types of sources, and how to approach them. This was part of one of the six academic skills tutorials designed for the course (A1).
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Example 4
Group Based Learning (GBL) as a method to introduce students to research 
Year 2 Biology students at the University of Manchester are encouraged to join GBL as part of their tutorial sessions. The programme aims to expose undergraduate students to scientific research from the point of view of the researchers themselves. I found the idea of teaching my field of research to a small group an attractive form of enhancing my career and decided to take part. In fact, it has been suggested that small groups are ideal contexts for learners to “digest information” (Race, 2006). After undergoing a selection process, I was invited to lead GBL sessions focusing on blood vessel development, the area of research I have been working on in my current postdoctoral post. One interesting aspect of the GBL programme was that I had to design, plan and organise learning activities relate to my research area in an autonomous manner (A1, K1). I delivered these sessions to two different groups of 6- 7 students in two distinct semesters in 2014 (first group) and 2016 (second group) (A2).  Thus,  I  will  draw  parallels  between  the  two  groups  and  elucidate  how reflections on the first group improved my methodology with the second one.

In the first session of both semesters I decided to deliver a PowerPoint presentation on basic aspects vascular biology, in development and disease. This first session was crucial to introduce the students the key questions in the field and what models are used to address them. For this, I used schemes adapted from the literature, my own drawings and microscopy research videos acquired by our team (A4, K1). It has long been proposed that visual material enhances learning and aids information retention (Poldrack et al., 1998). Thus, when presenting scientific material, I believe that simple schematics summarising data and biological mechanisms are the best option to efficiently convey information. Given that the different students may prefer distinct vehicles of information delivery, I provided the PowerPoint file so they could read it after the session and suggested background literature (K3, V1). In order to assess whether the students followed my presentation I encouraged them to interrupt and ask questions to clarify doubts. It is well established that student active engagement positively influences the learning process (Graham et al., 2007). This way, while presenting to the first group, it came to my attention that the students were not participating actively. One reason could have been that some of the material was excessively advanced for some students. According to Paivio’s memory theory Paivio, 2007), there is limited amount information that can be processed and transferred to long-term memory and therefore, initial complex information should be avoided. I then decided to simplify information without compromising the message when presenting to second group (K2). In addition, given that during the time interval between semesters I attended the RDP “Facilitating group learning” workshop (A5, V3), I tried to apply facilitation methodology to the second group that I had perhaps not used with the first one. Facilitation theory suggests a humanist approach of learning, whereby the teacher’s role in the classroom is to facilitate learning to promote better outcomes (Rogers, 1967). I took a step back and let the second group find their way by being more interactive during my introduction to the scientific material and tried a student-centred approach to guide them through the GBL sessions. Hence, the second group did show a much more active role in the session than the first one reflecting their comprehension of the material (K3, K5).  

At the end of the first session, I explained the activities planned for the following sessions. Whist with the first group I simply assigned tasks, with the second one I tried to adapt the GROW model of coaching (Alexander, 2006; Whitmore, 2010). This method helped to break the tasks assigned into their component parts and to define the concrete steps that the students should adapt during problem solving for the next sessions (K3). In addition, I explained how researchers access literature (Pubmed) and research resources online (ZFIN - The Zebrafish Model Organism Database) (A4, K4). This not only helped them to obtain material to support their assigned work, but it also introduced them to methods that scientists routinely use to progress in their research. I also encouraged the students to visit the lab where I work, as I believe this is the best way for students to have a better idea of what research work is really like (A4, V2). At the end of the GBL sessions I accepted a request by one of the students for a summer project in the lab under my supervision. 

The second session in the GBL programme entails a group presentation on a proposed exercise, which is assigned at the end of the first session. At the end of the presentation I asked questions for five minutes and used the remaining time to provide informal formative feedback on their presentation style and contents (A3). Importantly, feedback not only rectifies mistakes and helps understanding via explanations, but it is also an incentive for further studying (Gibbs and Simpson, 2005). The exercises were fundamentally different between the two groups, allowing me to assess what type of teaching exercise is more adequate for students at this level of education (K2). Whilst the first group had to dissect a research article on molecular mechanisms regulating angiogenesis, the second group analysed in detail one piece of my research data and interpret the results.  The two different exercises directed the groups to enter different stages within Kolb’s learning cycle (Kolb, 1984), shaping the learning styles presented by the students. Overall, the first group approached the task through “reflective observation” and transformed their experience through “feeling” producing a “diverging” learning style. On the other hand, the students in the second group practiced “active experimentation” and transformed it into abstract “thinking” resulting in a “converging” learning style. The first group found it difficult to understand some of the methodology and to interpret complex results described in the article. On the other hand, the second group demonstrated a greater level of confidence at presenting their analysis of the data, interpretation of the results and answering my questions. In my opinion, the differences in performance showed that students at this level of education do not have enough expertise to analyse highly specialised research articles on an unfamiliar subject (K2). However, one caveat of this GBL session is the fact that the suggested exercise directs the students’ learning style rather than informing what the students’ individual learning styles are.

At the end of the second session, the students were assigned an individual written essay on the article / data they worked on the oral presentation. I suggested that the first group should write their own interpretation of the research article they presented, whereas the second group wrote a report-type essay on their analysis of the data I provided them with. I then marked the essays using marking sheets as guidance, focusing on one question at a time across all essays to ensure fairness in the evaluation process (K6). I explained to the students my marking criteria so they could reflect on the strengths and weaknesses of their work. Subsequently, on the third GBL session I delivered summative feedback on the students’ work (A3). For this, I applied knowledge gained in the RDP workshop “How to assess student learning in Higher Education” (A5, V3), clarifying good performance and encouraging effort on challenging tasks as these are key for good assessment. Using the “feedback sandwich” model (Daniels, 2009), I pointed out the strongest aspects of the essays, discussed errors and misconceptions, but always ensured that the students felt positive about their efforts at the end of the session. This is particularly important as negative feedback can be have a detrimental impact on the students’ self-esteem and ultimately lead to loss of interest (Carless, 2006). To the first group the feedback was delivered on a one-to-one basis, discussing individually all the details of the essays. I then realised that the students would benefit more from a general feedback on data presentation and writing style rather then scientific detail, with the involvement of everyone in the group. As suggested by Nicol and Macfarlane-Dick (2006), encouraging students to participate in their own feedback increases learning effectiveness. Hence, instead of the one-to-one format, I then decided to deliver group feedback to the second group, in an active dialogue examining with the students common aspects across all the reports (A3). In fact, this proved to be an extremely dynamic and interesting alternative as the students were collectively involved in the discussion. In future GBL sessions, I would also like to apply self-feedback to promote reflection, as recommended by Juwah et al. (2004).

In order to assess the effectiveness of my teaching, I requested feedback from the students. To the first group, I suggested the students could contact their academic tutors with their comments on the GBL session. The students did not seem to adhere to this method and I only received feedback from one student. The lack of anonymity could have intimidated the students, reducing their participation. Therefore, I decided to bring feedback forms to the second group to be completed, in anonymity, during the last GBL session. All students present participated, proving that this method is more efficient and produced better results (K5). 

In summary, delivering GBL sessions to two successive groups permitted to reflect on my methodology and to improve my skills in the higher education setting. My own reflections are also significantly based on feedback provided by the students on my teaching style. By comparing my experiences with the two groups, I conclude that the most important factor to stimulate learners’ interest in the subject is not necessarily the complexity level of the delivered material, but rather the learner’s involvement with the material itself.
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Example reference

Reference for Dr. Y University of Manchester
Name: Dr. X	
Email address: X@manchester.ac.uk		
Job Title: Graduate Training Programme Manager, Faculty of Life Sciences
Connection with Dr. Y: I have worked with Dr. Y designing/delivering teaching and have undertaken peer review her teaching. 

I worked closely with Dr Y during my time as Graduate Training Programme Manager in Life Sciences at The University of Manchester and it is with pleasure that I provide a reference for Y in support of this Fellowship Application.

There are two main aspects of learning development where Y has made a huge contribution to postgraduate and staff training, the way we do things, and the student experience as a whole. These are designing and facilitating small group learning activities and developing bespoke online resources.

Designing and Facilitating Small Group Learning – summary
Y is responsible for the break-out group delivery of the Postgraduate Researcher (PGR) Communications workshops in the Faculty of Life Sciences and oversees the activities, exercises and peer-to-peer feedback as a workshop facilitator (A1). The range of training delivered includes face-to-face development workshops, individual support, providing feedback to learners in collaboration with the Faculty Development team and Graduate Training Programme (GTP) teams (A2, K3 & K4). Y has achieved the UKPSF descriptor level 2, through the small group teaching and facilitation undertaken over the years. Furthermore, Y has actively improved the design of the training by responding to feedback, reacting to the learning environment and anticipating unique learn needs (K6, V1).

Pedagogical theories are proficiently used to underpin the approach and are utilised to manage the learners, group dynamics and encourage knowledge transfer (V3). Y encourages participants to reflect and assess their own learning and has put the learning in context to improve student engagement (A4). Her ‘hands on’ approach encourages participants to consider their own research, experiences and development (K1 & V1).

Developing Bespoke Online Resources – summary
Y  worked  closely  with  institutional  and  academic  leads  and  the  eLearning  team  to successfully deliver on-line training programmes for PGRs, Administrators and Academic Staff across the institution for the use of organisational software called eProg (K1, V2).

With curriculum management responsibility she ensures that the training modules are: i) fit for purpose, ii) accessible to the target audience iii) develops the content and pedagogical mechanisms and iv) provides on-going support and monitoring to assess quality (A1, K5 & K6). As part of the module management, exploration of new technologies, platforms and methodologies are required to enhance learning and Y has transformed current training modules with new approaches (K4).

In addition to the development of online content, Y is a valued member of the development team and her commitment, enthusiasm and logical approach to projects has been essential to the success of the suite of on-line resources now provided (V4).

Teaching and Learning
It is clear when undertaking a peer review of Dr. Y’s teaching that she is an exceptional teacher who places high value on the quality of her teaching. This has been recognised by a number of staff with central and senior management responsibilities and from the positive feedback she has received from her students. In her teaching activities she uses a wide range of innovative approaches to suit the needs of the learning situation. The approaches include:
· E-learning technologies to support knowledge transfer
· Adapting the format of the training to suit the learning environment
· Coaching techniques to increase learner confidence
· Reflective practice to help embed the learning into longer term development opportunities
· Encourages participant peer feedback and exchanging experiences to help build peer support networks and foster a sense of community

Y continually seeks to improve her teaching approach based on the latest research and best practice and uses appropriate technologies and techniques to support the learning experience. The feedback she receives is positive and readily establishes a rapport with the audience in face-to-face teaching.  I would describe Dr.  Y’s teaching as dynamic, enjoyable, thorough and bespoke to learners needs.

A1 Design and plan learning activities and programmes of study
The application highlights the development of online learning resources to support the institutional software 'eProg.' Y managed the project and successfully demonstrated teaching best practice in the following areas:
· Researching and establishing the learners training needs
· Assessed, evaluated and testing of resources and provision
· Recognised that the learners represent a broad and diverse audience
· Designed  bespoke  learning  modules  for  five  core  users:  students,  supervisors,  advisors, administrators and super users
· Identified the need for online learning and successfully selected and applied the appropriate technologies
· Utilised pedagogical models to address the learners training needs
· Used evaluation and feedback responses to inform the design of learning activities
· Evidenced to key stakeholders the value of the approach taken 
· Provided regular communication to key stakeholders on the progress of development
· Tested/piloted proposed approaches and adapted the learning based on the feedback
· Provided extensive support learning activities to complement the core learning modules
· Embedded the learning into existing process, curriculum's and support services
· Produced learning  modules  that  complied  with  The  University  policies  on  access,  learning development and data protection.

The feedback from stakeholders and learners is extremely positive and the modules remain an example of institutional best practice for online and blended learning within IT Services.

A2 Teach and support Learning
Y demonstrates that she is extremely skilled at teaching through:
· Student evaluation feedback which remains consistently high (rated as excellent or good)
· Her experience of training and supporting PhD workshop and development events
· The selection and application of e-learning technologies
· Command of the GTP Curriculum and software for addressing learning needs
· Awareness of the diverse learning environment at the University
· Empathy with different users and audiences
· Positive anecdotal feedback of her performance and presence
· Improved engagement with learning resources and interventions by the target audiences

Further evidence of her commitment to teach and support learning comes from requests asking her  to  facilitate  internal  and  external  training  and  events  with  the  museum  and  supporting researcher-led initiatives.

A3 Assess and give feedback to learners
Dr Y has a natural supportive and encouraging style of giving formative and summative feedback that allows students to focus clearly on areas to develop. Her approach is sympathetic to researchers needs. The feedback provided focuses on writing style and adapting to different audiences/applications. Y encourages students to provide feedback to each other as well as contributing with her own individual feedback on their work. Her approach is enabling and facilitating and she uses memorable interventions such as kiss, kick, kiss to help students focus their peer-to-peer responses. In her work providing support for staff on specific institutional software, she encourages learners to provide feedback and utilises this for improving the training offering. Some of the mechanisms she has built into the online learning provides automated feedback to learners which has taken considerable time to develop. From a user perspective the feedback is seamless and useful and helps support them progress through the learning. Y has also taken the time to source infographics and frequently asked questions to further facilitate the learning experience.

A4 Develop effective environments and approaches to student support and guidance
Dr Y provides support to students throughout their lifecycle and the students appreciate the consistency and the opportunity to see an impartial trainer/teacher on a regular basis. Y has engineered seeing and teaching the same group of students at the annual GTP workshops, research symposium and researcher-led activities. This has provided an additional mentoring arm to support the student experience but an additional resource to the students who have developed a good rapport with her. Furthermore, we have been able to track student progress on specific aspects of their PhD journey such as writing skills and have documented an improvement in their academic literacy and writing confidence from year one to year three. The online eProg resources have also been very well received and there is an appreciation that they have been carefully crafted to take into account the end users’ needs. This has involved understanding how they will be accessed e.g. as a quick reference guide or at a glance resources and as part of more detailed learning for new users to orientate and learn the system from scratch. As Y has experienced the system from multiple perspectives in developing the learning materials this has provided an excellent insight into user behaviour which continues to inform future updates to the resources.

A5 Engaging in continued professional developments in subjects/disciplines and their pedagogy, incorporating research and the evaluation of professional practices
Y continues to further her own professional development experience in delivering teaching (V4 & K2). Her continued support for enhancing the early career researcher experience has provided the Faculty and University with valuable resources that have positively improved the Graduate Training Programme for PGRs and user software experiences for students and staff (V2). I’m delighted to provide a reference for Y and additional endorsements or information where required. As an independent training consultant, I would not hesitate to employ Y to design and deliver quality training across the sector and fully intend to call upon her for her invaluable input and expertise in this area. I would like to take the opportunity to wish Y every success with her HEA application and future development.


Example reference 2
Reference for Dr. X University of Manchester

Name: Y	
Email address: Y@manchester.ac.uk		
Connection with X: masters student in Dr X’s lab

The time that I spent in the Experimental Oncology laboratory in Division of Pharmacy and Optometry at the University of Manchester was a very gratifying experience for me. I did my practical work (full-time for 6 months) under Dr X’s supervision. The experience that I had was very constructive and over all very pleasant.
Dr X is an inspiring and patient teacher, with a wide knowledge of the field in which she is working in. I had a chance to attend to a local training workshop in University of Manchester in which she was one of the invited speakers. Following her talk, it was very inspiring to see how many people were willing to learn from her experiences and knowledge. At the same time, this experience was slightly intimidating as it made me to realize how respected she was in her field [K1, A5]. During my internship, she was always happy and open to share her knowledge and experience that she gained through her degrees and professional training [K1] and the way she did it was very efficient. She adapted her explanations to the level of my language and my scientific knowledge, provided details in a patient manner, made me research (using specialised tools such as 
PubMed), learn and analyse the possible causes and effects of a problem by making me to think about it rather than just giving me the answer [A2, K2]. I had the opportunity to learn a lot from her, especially on how to deal with different kinds of problems that might occur during a scientific experiment in a calm and smart way. Dr X has a natural supportive, encouraging and motivating style of giving formative and summative feedback that directed me to focus clearly on areas to develop. She never hesitated to provide positive feedback (when I delivered what was expected of me) and constructive criticism during my training. I found this very motivating because this was the only way to know that my efforts were being noticed. She always spared time to be accessible and to assess my performance and was very supportive when things did not go as planned because of an obvious mistake I could have avoided. She provided feedback about my assessment to my Department 
in Javeriana  University  in  Colombia  verbally  and  in  written  format  against  the  criteria provided [A3].

I don’t have a strong background in molecular biology or pharmacy and because of that it was more difficult to adjust to this kind of work, but even so I did learn a lot. She designed a small project considering my abilities, knowledge and previous experience [A1]. While she was providing training she reflected on and adapted her teaching to meet my needs [V1]. Where appropriate she broke down the project into manageable tasks to ensure that I gained some confidence in this relatively new field. Shortly after I started my internship, she gave me more space and opportunity to take my own decisions for my experiments. Although this period was slightly painful because of the mistakes that I made, it really helped with my confidence and personal development.  More importantly, the way she handled these days was impressive. She always told me about a mistake that she has done and made me to realize that everyone at every level will make mistakes and it is all right to do so as long as we learn from it. Her tolerant attitude pushed me to learn more details and to think more about the procedures that I was dealing with. I can confidently say that these are now engraved to my conscious [A4].
During my internship, we had daily and weekly meetings based on my needs. During this period I was pleased with Dr X’s desire to know/receive feedback about her teaching/training style. She provided the opportunity to express my opinion and give feedback about her teaching style. Where appropriate she was willing to modify her style according to the feedback she has received [K5, A5].
She had a tolerant and wise attitude towards the personal problems that I had at the time, too. I had some flat mate issues and I had to change my flat immediately which resulted in disruption of my studies by about a week. When I made my way into the office it was obvious that there was something bothering me. Dr X has taken her time to listen to the problem and provided guidance and support. She told me to take as much time as needed to sort out this problem because she knew how best students learn and how important it is to maintain their wellbeing for their overall productivity [A4].
She managed everything with the thought that I will still be part of higher education. She always endeavoured to tailor all activities to help me gain transferable skills such as communication skills and by recognising the importance of these in my future as a professional. Her guidance through my internship was very useful for my personal and professional development and she has been an inspiration since the day I joined her lab [V2].
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