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[bookmark: _Toc161165148]Introduction
The umbrella of “neurodiversity” (naturally-occurring variations in human perception and interaction with the world (Hamilton and Petty, 2023)) refers to a number of possible neurodevelopmental differences, but is most commonly applied to autism, ADHD, dyslexia, dyspraxia and dyscalculia (Dwyer, 2022; Cambridge University Hospitals, 2023; Hamilton and Petty, 2023). It has long been documented that students with these additional learning needs (ALN) learn in very different ways than their neurotypical counterparts, owing to factors such as challenges with time management, parsing instructions, or even simple ease of access such as reading ability (Ashmore et al., 2019; Desideri et al., 2020; Elliott, 2020; Hussain and Soares, 2022; Balakrishnan et al., 2023; Bodalski, Flory, et al., 2023). A great many pieces of legislation have been introduced in recent decades as these needs have been recognised, each aiming to ensure equal (and increasingly equitable) provision for ALN learners (Equality Act, 2010; Equality and Human Rights Commission, 2014; ALN and Education Tribunal (Wales) Act, 2018; Wales Audit Office, 2019; UK Government, 2022), and these have led to an increasingly diverse student population across multiple demographics (Calderon, 2018; Higher Education Statistics Agency, 2022); but, relatively little focus has been given to neurodiversity specifically in pedagogical literature for higher education (Pino and Mortari, 2014; Bakker et al., 2019; Hamilton and Petty, 2023). Additionally, as of yet the attainment gap between neurotypical and neurodiverse learners has not been closed (Ashmore et al., 2019; Bhopal, 2020; Pring, 2021), with neurodiverse learners achieving poorer wellbeing and employment outcomes (Anderson, Stephenson and Carter, 2017; Allen and Coney, 2019; Bayeh, 2022). 
This is a growing concern; as neurodiverse conditions are becoming more recognised and accepted, diagnostic rates are rising, which is revealing that an ever-higher proportion of the population has some form of neurodiversity (Skills Funding Agency, 2015 : 29, 2017 : 8). In spite of this, however, neurodiversity is still stigmatised and poorly-understood in many quarters, leading many students to avoid disclosing their conditions (or to lack formal diagnosis entirely); this makes assessing educational outcomes for neurodiverse students difficult (McLeod, Meanwell and Hawbaker, 2019; Clouder et al., 2020). Nonetheless, current evidence suggests that neurodiverse students who are well-supported to complete their studies have good academic attainment rates (Richardson, 2009, 2017; Fabri and Andrews, 2016), but this finding is contrasted by high attrition rates stemming from multiple factors including poor mental health (Van Hees, Moyson and Roeyers, 2015; Ghisi et al., 2016; Griffiths et al., 2019).
Approaches that help to counter this are universal design for learning (UDL) and other strengths-based approaches, which lead to more compassionate pedagogies (Gibbs, 2017; Elsherif et al., 2022; Hamilton and Petty, 2023). These help to tailor the learning experience to the needs and abilities of individual students, which benefits neurodiverse and neurotypical learners alike (Hamilton and Petty, 2023). There are many elements of education that have traditionally posed problems for neurodiverse students, but among these is assessment (Jacobs et al., 2022; Hamilton and Petty, 2023). In particular, the traditional written assignment consists of a formal brief with a long deadline for conclusion; students may choose to ask questions of their tutor during this time, but the work is for them to organise and complete, and tutors only see the finished piece. These are often challenging for learners who struggle with time management, procrastination and motivation, large-task overwhelm, and even reading and parsing written instructions. From a pedagogic perspective, this also hampers the process of ‘feed-forward’, an emerging technique that allows educators to provide tailored guidance to students to help their learning develop correctly before summative assessment (Duckworth, 2014; Dixon et al., 2019; Race, 2020). 
This project, therefore, aims to assess the effectiveness of an alternative assignment format, with interim deadlines built in before the final terminal deadline. To do so, a group of learners studying the same course in the University of Wales Trinity St David (UWTSD) completed two assignments during the academic year 2023-24, one of which was formatted traditionally and the other of which included interim deadlines. Students were anonymously questioned for their feedback, and final marks also compared between the two assessments. The findings are used to inform future pedagogic design in the author’s professional practice.
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“Very simply, neurodiversity refers to the different ways a person’s brain processes information… Neurodiversity is an umbrella term used to describe a number of these variations.”
(Cambridge University Hospitals, 2023)
Traditionally, neurodiversity was explored and approached using medical models, but a current paradigm shift is seeing a move towards so-called neurodiversity approaches instead (Dwyer, 2022; Pellicano and den Houting, 2022). There are still critical discussions of this shift (Nelson, 2021; Singer et al., 2023), but it does move away from the medical model’s significant limitations (narrowly focusing on individuals as study units with the intention of ameliorating deficits) and instead focuses on contexts – a learner with hyperactivity, for example, may be impaired in a formal lecture-room setting, but not if participating in a practical activity or task (Chapman, 2021; Hamilton and Petty, 2023). This approach also emphasises the great strengths represented by cognitive diversity in trying to solve problems facing the world (Sulik, Bahrami and Deroy, 2022). 
While not synonymous, neurodiversity has significant overlap with disability (Hamilton and Petty, 2023), and this is generally where it sits in equality legislations in the UK. It is therefore classed as a protected characteristic under the Equality Act (2010); in Wales, however, it is further clarified under the ALN and Education Tribunal (Wales) Act (2018). These Acts make it illegal for a neurodiverse learner to be discriminated against, victimised or otherwise harassed based on their neurotype; make it a legal right to have equal opportunities with their neurotypical counterparts; and encourage good relations across neurotypes. They also oblige a learning institution to provide reasonable adjustments so that a neurodiverse learner can approximate the same access to education as is enjoyed by the rest of the student body (Equality and Human Rights Commission, 2014). In Wales, a formal diagnosis is no longer a requirement for an ALN plan to be created for a learner (ALN and Education Tribunal (Wales) Act, 2018).

[bookmark: _Toc161165151]Challenges in Education
While referring to a number of possible cognitive configurations, neurodiversity most commonly encompasses ADHD, autism, dyslexia, dyscalculia and dyspraxia (Dwyer, 2022; Cambridge University Hospitals, 2023; Hamilton and Petty, 2023). These are the five conditions that will be the focus of this paper.
While these are separate conditions, there is significant overlap in symptoms between them, and these symptoms can pose considerable challenges in an academic setting. For example, struggles with time management (e.g. meeting deadlines, starting assignments, etc) are well-attested in ADHD (Solanto and Scheres, 2021; Brown, 2022; Bodalski, Flory, et al., 2023), dyslexia (Godwin, 2012; Asghar et al., 2018, 2019; Elliott, 2020), dyscalculia (Braunn, 2017; Hussain and Soares, 2022) and dyspraxia (Dyspraxia Foundation, 2016; NHS, 2020); and while there is no formal link to autism, there is growing evidence that temporal perception is atypical in autistic people (Jurek et al., 2019). Other symptoms compound this – dyslexia, autism and dyscalculia may make parsing and understanding assignment instructions take longer (Ashmore et al., 2019; Ilyas, 2023), dyspraxia makes planning tasks difficult (Balakrishnan et al., 2023), and all five conditions commonly cause executive dysfunction, a phenomenon in which the brain cannot thread together the sequence of steps necessary to perform a task without significant – often external – effort (Purcell, Scott-Roberts and Kirby, 2015; Desideri et al., 2020; Elliott, 2020; Solanto and Scheres, 2021; Hussain and Soares, 2022; Bodalski, Flory, et al., 2023).
Procrastination is culturally associated with ADHD in particular (Niermann and Scheres, 2014), but in fact it has yet to be formally and scientifically linked to the condition (Bodalski, Flory, et al., 2023). However, low self-esteem and emotional dysregulation are both linked to ADHD, likely in connection with executive dysfunction (Canu and Eddy, 2015; Kolubinski et al., 2019; Bolden and Fillauer, 2020), a phenomenon that has been consistently found in student populations (Yalçınkaya-Alkar, 2020; Fasciano et al., 2021). Procrastination itself is a form of emotion-based avoidance (Rebetez, Rochat and Van der Linden, 2015; Bodalski, Flory, et al., 2023). While it might be an impact rather than a symptom, therefore, recent literature is now finding significant associations with ADHD and procrastination in educational settings (Bodalski, Flory, et al., 2023); this possibly suggests that a student with higher self-esteem might procrastinate less.

[bookmark: _Toc161165152]Compassionate Design
As successful learning depends upon positive and constructive interactions between student, peers and educators (Hamilton and Petty, 2023), a significant barrier in educational settings can be the “double empathy problem” (Milton, 2012). This concept holds that people with differing norms and expectations of each other experience reciprocal deficits in understanding one another, and growing evidence suggests that this is a common issue in cross-neurotype communication (Sasson et al., 2017; Crompton et al., 2020). The antidote to this may be ‘compassionate pedagogy’, which seeks to ensure all students – including those with historic and current educational challenges, such as from neurodiversity – are learning in an environment in which they feel they belong and are valued (Hamilton and Petty, 2023). 
There are many elements to this. The first is to base design and procedure in language that avoids the medicalisation of neurodiversity (e.g. replacing ‘symptoms’ with ‘characteristics’), something that can have significant impact both on students’ sense of belonging, and on their perception by staff (Bottema-Beutel et al., 2021). Community language preferences are of course constantly evolving, as seen in the growing preference among autistic Anglophones for ‘identity-first’ language (i.e. “autistic person”) over ‘person-first’ (“person with autism”), as the latter implies the autism is separable from the inner person (Kenny et al., 2016; Taboas, Doepke and Zimmerman, 2023); but in compassionate design, it is important to keep abreast of these preferences.
Secondly, educators need to be alert to students’ distress; not simply from academic content, but also physical and social stressors such as noise, heat and light levels, seating arrangements, and poor understanding of what is required from them to complete a task. Responses should involve active listening and empathy, and educators should work with students for solutions rather than imposing one without discussion (Hamilton and Petty, 2023). Many neurodiverse students, for example, struggle with regular in-person attendance, so hybrid delivery can allow them to continue in online stints (Singh, Steele and Singh, 2021).
Thirdly, educators should focus on a student’s strengths, and look for ways to tie these to learning and engagement. For example, group work activities might allow for a detail-focused student to lead on protocol adherence or data analysis; flexible assessment schedules might let socially anxious students create a video presentation, rather than presenting live (Hamilton and Petty, 2023). 
These elements, with others, come together to form Universal Design for Learning (UDL) (Kohnke, Patterson and Moehlmann, 2022; Hamilton and Petty, 2023). Most current ALN systems are run on ‘disability services’ models; students must self-advocate, often require a formal diagnosis, and provisions are based around finding an ‘issue’ that needs to be ‘fixed’ so they can approximate their neurotypical peers (Lightner et al., 2012; Williams et al., 2019). By contrast, UDL’s compassionate pedagogy aims to make a curriculum widely accessible to as many as possible by offering flexibility and choice, whether this be in information conveyance (e.g. text, diagrams, verbal instruction), assessment strategy (e.g. presentations vs written report), etc. Student engagement can be scaffolded by giving them autonomy in choosing topics, or varying challenge levels as needed (Boothe et al., 2018). 
However, implementing UDL poses a challenge, as many university systems are governed by processes that are too bureaucratically inflexible to accommodate it (Hamilton and Petty, 2023).

[bookmark: _Toc161165153]Chunking and Scaffolding
Flexibility exists in teaching methods and activities, however. Chunking and scaffolding are terms that describe structural processes for presenting information, both of which have relevance here. Chunking refers to breaking down the conveying and pacing of syllabus content into smaller procedural parts, which reduces students’ cognitive loads (Gobet, 2005; University of Washington Tacoma, 2024) and has clear implications for tackling neurodiverse task overwhelm (Purcell, Scott-Roberts and Kirby, 2015; Desideri et al., 2020; Elliott, 2020; Solanto and Scheres, 2021; Hussain and Soares, 2022; Bodalski, Flory, et al., 2023). 
Scaffolding, meanwhile, is “the process of providing students with a smooth learning pathway towards intended course goals through manageable steps” (Dorodchi et al., 2020). As applied to education, there is no strict consensus about its definition, but it is commonly held to mean that a learner is guided in their efforts to achieve a goal (van de Pol, Volman and Beishuizen, 2010). There are numerous pedagogic techniques available for this; most relevant here, though, is the use of well-timed prompts and feedback as the learners explore a topic or activity (Xie, Nelson and Ko, 2018; Dorodchi et al., 2020). 
Both chunking and scaffolding form part of the proposed assessment format under discussion in this paper.

[bookmark: _Toc161165154]Methodology
Six L4 students studying BSc Environment, Sustainability and Climate Change for the academic year 2023/24 were given two assignments as part of their studies: a bird survey protocol, and a journal article. The two assignments, and their formats, are outlined in Table 3.1; the assignment briefs are included in Appendix 1.
After the submissions a questionnaire was issued in digital format via Microsoft Forms. Students were fully briefed on the procedure and purpose of the research and gave informed consent via an initial disclaimer at the start of the questionnaire. The deadline given to add comments or withdraw data was 10th March. Questionnaires were issued by a colleague, and answers given anonymously to minimise bias.
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	Assignment
	Task
	Format

	Bird Survey Protocol
	Construct a protocol for a bird survey on a topic of your choice, and write it up as a research proposal
	Students had four short exercises to complete, each with a two-week deadline. The exercises guided them through constructing a protocol for their survey. Each needed to be submitted to a Moodle forum by a deadline, which allowed the lecturer to view and provide feedback.
The final submission was then the research proposal for their protocol.

	Journal Article
	Write a journal article using a provided template on a social impact of climate change
	Students were required to produce a 2000 word journal article, with a single terminal submission date. They chose the topic within the scope of the brief. The final format was provided via a template.



The questionnaire (Appendix 2) asked the students for their opinions comparing the two assignment formats. The data obtained were analysed, though the low number of participants precluded rigorous statistical analysis. The average marks of the students for each assignment were also factored into the comparison of the two pieces. 
All data was collected and stored exclusively on UWTSD’s OneDrive for security reasons, and will be deleted on the project’s completion. After it was analysed, a summary was compiled, which was sent to participants to member check as stated in the BERA 2018 guidance on ethics. A final academic poster was created from the data and shared with the participants.
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The difference in average marks between the two assignments was negligible (Figure 1) with the bird survey achieving a mean average mark of 48.4 to the journal article’s average of 48.7 (out of a maximum 100).

[bookmark: _Toc161165164]Figure 1. Average student marks between assignment formats

However, even with the small sample size, descriptive statistics reveal a more complex story (Figure 2). Five students submitted the bird survey compared with three for the journal article; of these five, one submitted the final piece late, while timely submission of the interim deadlines varied (Figure 3). The journal article produced significantly more consistent results, with a range of 8 (compared with the survey’s 17) and a standard deviation of 4.2 (compared with 7.2).


[bookmark: _Toc161165165]Figure 2. Descriptive statistical testing of attainment data

 (
Submission on time
)
[bookmark: _Toc161165166]Figure 3. Submission rates of the interim deadlines
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Of seven possible students, only two responded to the questionnaire sent out. This has been a troubled cohort, with high non-attendance rates and multiple students needing Extenuating Circumstances accommodations from the university, so this was not wholly surprising. Additionally, not all students had submitted both assignments at time of writing. This low number of responses and results makes analysis difficult.
However, both respondents agreed on most elements. Both are neurodiverse with similar levels of traits (Figure 4), only seriously diverging in the matter of being able to ‘break down’ assignments (though both reported issues in this area). They agreed on most criteria when questioned on the two assessment formats, but here an interesting pattern arose. In terms of their preferences, both indicated that they preferred the format of the journal article with its single deadline, that they found it more enjoyable, that they would want their assignments to just comprise one single deadline in the future, and that they were more motivated to complete it (although they agreed that was partly owing to the topic of the assignment and not just the format.)
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[bookmark: _Toc161165167]Figure 4. Neurodivergent traits reported by students

By contrast, the questions that probed deeper learning revealed a different picture. Respondents were evenly split on the subjects of which format better helped them understand the assigned tasks, which better helped them learn the topic, and which helped them produce a higher quality piece of work. Additionally, they both agreed that having the feedback from the lecturer that could be applied prior to submission provided by the bird survey was helpful. However, they also both reported that they’d missed an interim deadline for the bird survey – and that once they had, it was difficult to get back on track, because once they’d missed one continuing felt “pointless”. 


[bookmark: _Toc161165158]Discussion
A sample size of two is simply too small to get a fair picture of the success or failure of this format (Fowler, Cohen and Jarvis, 1998; Silverman, 2018); it may provide a snapshot of this particular (very small) cohort, but as the research question is considerably broader (does this format benefit neurodiverse students generally), this process will need to be repeated across more cohorts to gain a clearer picture. However, a crucial part of action research, as depicted by Kemmis and McTaggart’s famous action research spiral (Figure 5), is the revised plan (here, repeating the assignment format with tweaks). This is because action research is a continuous process (Friedman, 2011).
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[bookmark: _Toc161165168]Figure 5. The Action Research Spiral of Kemmis and McTaggart (Friedman, 2011)

Furthermore, it would be remiss not to factor in that this is a troubled cohort. Since the start of the year, one student has been withdrawn – two others are on critically low attendance, another has had multiple bereavements to process, and one has had intermittent health issues. Across the board, their academic skills are low, with their marks rarely pushing into the 60s. This is likely residual impacts from the covid-19 pandemic; higher education is still feeling its influence (King et al., 2023; Salimi et al., 2023), with rising college students readying to enter university equally affected (Hirshberg et al., 2023). This potentially is a complicating factor in assessing the success/failure of this format based on these students’ results.
Nonetheless, there are lessons to be learned from this research. Firstly, while the average marks displayed a negligible difference, the submission and engagement rates were very different for the two pieces (Figures 2 and 3). More students submitted the bird survey. One of these, here noted as student 2, has since been withdrawn from the university for non-submission and poor attendance, yet was the only student on time submitting every interim deadline. Furthermore, his final piece was the only assignment he managed to submit from the entire course (and was the highest mark of the cohort). This is a student who struggled tremendously with unmedicated ADHD during his studies; far more so than any of the others. It is impossible to now ask for feedback from him on these formats, but it is a remarkable fact that this format should be the only one he successfully managed to engage with. It also chimes with the original premise of the research – that students with ADHD struggle with procrastination, task break-down and time management (Solanto and Scheres, 2021; Brown, 2022; Bodalski, Flory, et al., 2023), which this format helps mitigate. Similarly, one other student (Student 1; Figure 3) submitted all four with one late, and ultimately turned in a late final submission. By contrast, she did not turn in the journal article at all. She has profound dyslexia and is currently being assessed for autism, both of which make parsing written instructions difficult (Ashmore et al., 2019; Ilyas, 2023) and cause time management issues (Godwin, 2012; Asghar et al., 2018, 2019; Elliott, 2020). Again, it is notable that this format worked better for her.
Across the cohort, there were 66% more submissions for the bird survey than for the journal article. The feedback given by the two who completed it was illuminating, also – both reported that they preferred the journal article, yet were far more divided on the deeper learning questions i.e. task understanding, topic learning, and work quality (Race, 2020). Given that they both admitted that the topic of the journal article was more interesting to them than the bird survey, this may well have skewed their perception; regardless, they appear to have parsed the survey much better, thanks to the format.
As to the overall marks being so similar, there is a further point to be considered. These two assignments did not run simultaneously. The bird survey was the first piece of assessed work the cohort submitted of the whole course; by contrast, the journal article was due in late January, after they’d submitted – and received feedback for – three other summative pieces, plus a full semester of the academic skills module Learning in the Digital Era. It could be hypothesised that the average marks would therefore skew towards the journal article, as the students would naturally be improving academically as the year progressed; and yet, there was a negligible difference, with only one showing any meaningful improvement (7 marks), one gaining a single mark between the two, and one actually doing worse. Possibly, this indicates that the chronological benefits of the journal article were outweighed by the format drawbacks (though again, the low sample size makes it impossible to draw firm conclusions.)
There were two pieces of valuable feedback that can be taken and applied to future practice, however. The first was the issue of students missing the interim deadlines. Only two students submitted all four; only one of these submitted all four on time (Figure 3). As indicated by the feedback, the problem was that, once a student missed a deadline, it felt “pointless” to try to catch up with the others, as they’d already “failed”. This, in fact, is an interesting possible example of this format actually hindering the students via the very neurodiversity it is trying to help; anxious perfectionism is a common comorbidity with ADHD and autism (Greenaway and Howlin, 2010; Sturm et al., 2018; Saunders, 2021; Bodalski, Abu-Ramadan, et al., 2023). This aspect will require some careful consideration in future cohorts to minimise this attitude; currently, completing each topic on time gives the students 5 marks for a total of 20 overall, which was set to discourage non-submission. It may be worth removing this aspect, though, and making the system ‘opt-in’ (or possibly reducing the marks allocated/giving reduced marks for late submission).
And finally, the issue of feedforward (Duckworth, 2014; Race, 2020; Sadler, Reimann and Sambell, 2023). ‘Feedback’ (information on past performance to help improve) is a product delivered to students (Winstone and Carless, 2019); by contrast, ‘feedforward’ is a socio-constructivist  process in which students make sense of that information and improve (Hounsell et al., 2008; Sadler, 2010; Sadler, Reimann and Sambell, 2023). Here, the interim deadlines meant that the ongoing work was put on the shared forum for the lecturer to read and comment on, for the whole peer group to view. Students agreed that they’d found this helpful, and a few were certainly nudged back on topic where they’d misunderstood instructions!
This, therefore, is something to include in future practice regardless of assignment format, and aligns with professional standard A3 on assessing and giving feedback (The Higher Education Academy, 2011). There are numerous ways to do this; here, feedforward was an alignment and timing practice (Sadler, Reimann and Sambell, 2023), where students were given pre-emptive information to apply to summative assessment (Caquineau et al., 2017; Egelandsdal and Krumsvik, 2017; Mason, 2018). But other assignments could involve comments (improving the quality of future work-focused information given to students (Arts, Jaspers and Joosten-ten Brinke, 2016; Morris and Chikwa, 2016)), use (students apply the information given to a new or related task (Dulamă and Ilovan, 2016; Jackson and Marks, 2016; Penn and Wells, 2017)), self-review (students themselves mark or evaluate their own work (Robson, Blampied and Walker, 2015; Murphy and Barry, 2016)) or teaching (the educator using information given by students to shape future sessions (Daelmans et al., 2016; Falout et al., 2016)). The format can be chosen to suit the module.




[bookmark: _Toc161165159]Conclusion and Recommendations
Overall, there are no firm conclusions that can be drawn about the success or failure of this format, thanks to the extremely small sample size of the cohort and the even smaller number of respondents to the questionnaire. Additionally, this has been a troubled cohort blighted with poor mental health and difficult personal circumstances which have hampered academic performance.
However, while the two formats produced the same overall marks average, the bird survey (interim deadlines and lecturer feedforward) was completed by more students, including the two with the highest neurodiversity-related challenges in the class; one of whom never submitted any other pieces of work before withdrawal, and yet was the only student to submit every interim deadline on time. Furthermore, the questionnaire responses indicated that the deeper learning criteria of understanding the assignment task, learning about the topic and producing higher quality work may have been better served by the bird survey. Nonetheless, both respondents preferred the journal article, although this may have been coloured by them preferring the topic itself.
The format will need to be tested a few times with other cohorts to get a wider range of participants and opinions; however, two important pieces of feedback did arise. Firstly, the process of missing an interim deadline may have triggered the very neurodivergent traits the format was meant to aid, as respondents found trying to catch up and meet subsequent ones then felt ‘pointless’ owing to anxious perfectionism. In the next academic year, the marks allocation for the interim deadlines will be adjusted to try to avoid this; either the interim deadlines will receive fewer/no marks, or late submissions will still receive marks (albeit a reduced number). 
Secondly, students reported that they did find it helpful to receive feedback on the progressing work via the interim deadlines that they could apply to their final submission helpful. This feedforward should be incorporated into all modules going forward. If this cannot be done by replicating the current format, a different method will be selected, such as having students directly apply feedback to a new task, self-evaluation, or using student feedback to shape future teaching sessions.
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Assignment briefs for the two assignments under consideration are attached below:
	Bird Survey Protocol
	


	Journal Article
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The questionnaire questions:
1. Do you have significant traits of any form of neurodiversity? (E.g. ‘time blindness’, difficulty starting tasks, difficulty understanding the phrasing of instructions, spelling/grammar/punctuation challenges, etc)
2. Do you struggle to get started on assignments, or leave them to ‘the last minute’?
3. Do you find it difficult to fully understand the instructions from assignment briefs?
4. Do you find trying to 'break down' assignments overwhelming?
5. Which of the two formats did you find more enjoyable?
6. Which of the two did you find easier to start and complete in a timely manner?
7. Which did you find better helped you understand the task?
8. Which did you find better helped you learn the topic you were writing about?
9. Which did you find helped you produce a higher quality piece of work, in your opinion?
10. Ignoring the topic of the two assignments, which format – smaller deadlines before the final submission, vs one single terminal deadline – did you prefer?
11. Which did you find you were more motivated to complete?
12. Do you think this motivation was because of the formatting, or the topic of the assignment itself?
13. Did you fall behind on any of the mini deadlines of the bird survey?
14. If ‘Yes’ to 13: Did missing one deadline affect your motivation to meet the next ones?
15. Was receiving feedback from your lecturer that you could apply to your work before submission helpful?
16. Ignoring the topic of the two assignments, which format – smaller deadlines before the final submission, vs one single terminal deadline – did you prefer?
17. Would you want your future assignments to have smaller interim deadlines included?
18. Any other comments you'd like to give?
Average Student Marks

Series 1	
Bird Survey - Interim Deadlines	Journal Article - Single Deadline	48.4	48.7	


Bird Survey	No. of submissions	Range	Standard Deviation	5	17	7.2	Journal Article	No. of submissions	Range	Standard Deviation	3	8	4.2	



Student 1	Topic 1	Topic 2	Topic 3	Topic 4	2	1	2	2	Student 2	Topic 1	Topic 2	Topic 3	Topic 4	2.04	2.04	2.04	2.04	Student 3	Topic 1	Topic 2	Topic 3	Topic 4	1.04	1.04	0.04	0.04	Student 4	Topic 1	Topic 2	Topic 3	Topic 4	1	1	0	0	Student 5	Topic 1	Topic 2	Topic 3	Topic 4	0	2	0	2	
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		LEVEL 4 ASSESSMENT SPECIFICATION 







		Student name:

		     

		Student ID number:

		



		Programme:

		HNC/HND/BSc (Hons) Environment, Sustainability and Climate Change



		Module:

		Field and Laboratory Skills 



		Module code:

		ACNA4005 

		Contribution to Overall Module Assessment (%):

		50%



		Lecturer:

		Elanor Alun

		Internal Verifier:

		Lara Hopkinson



		Assignment Title:

		Survey Protocol 

		Word count (or equivalent):

		2000 



		Submission deadline:

		15 Dec 2023

		Return date of provisional marks & written feedback:

		26 Jan 2024



		Submission method:

		All written assessments, where practical and possible, must be submitted via Turnitin unless otherwise instructed by the Lecturer. (Please DO NOT put this assessment specification into Turnitin or it will match many similarities with other students’ submissions.)

Alternative submission method (if applicable): 

Late submission of the assessment will result in a late penalty mark.  Penalties for late submission: Up to one week late, maximum mark of 40%.  Over one week late, 0%.  Only the Extenuating Circumstances Panel may approve a change to submission dates.



		Academic honesty / referencing:

		Academic honesty is required. In the main body of your submission you must give credit to authors on whose research and ideas your work is based. Append to your submission a reference list that indicates the books, articles, etc. that you have used, cited or quoted in order to complete this assessment.  






















		Module Learning Outcomes 

(from module syllabus)



		

Upon the successful completion of this module, the student should be able to demonstrate the ability to: 

 

1. Undertake quantitative and qualitative practical and IT- based research, and report on scientific investigations of environmental problems. 

2. Analyse data and present written reports using scientific protocols.  

3. Comprehend and determine the Health and Safety implications of practical fieldwork. 

`











		
TASK DESCRIPTION









Methods for surveying animals are highly varied, and ecologists need to select the right method for the site or species they are studying. Over the course of the first term, you are asked to write a research proposal for a bird survey. You won’t be carrying out the survey (unless you want to and can!) – instead, you are being assessed on how well you can select the right methods for your research questions, and design an appropriate protocol.



You will be guided through the process of protocol development over the first few weeks using a series of steps (labelled ‘Topics’). On Moodle, you will find the Topics listed under the tile “CW2 – Bird Survey Proposal”. Your lecturer will show you how and where to find these. Each Topic will direct you in how to research and select the elements necessary to develop your protocol, and will instruct you to incorporate them into an ongoing proposal document that you will share on the appropriate forum for feedback. Your deadlines for completing these steps are:



· Topic 1: 18th October

· Topic 2: 1st November

· Topic 3: 15th November

· Topic 4: 29th November



You must complete these Topics by these dates. Not only will they make the final paper considerably easier, they are also part of your final mark. 



Once you have completed these four Topics, you will have all the information you need to write up your final research proposal. This is a formal document. The suggested format is:



Introduction

This should include your rationale (the reason for your research; why is it important?) and a description of your survey site



Research Aims and Objectives

The overall aim of your research, and your research questions



Proposed Protocol

The outline of your protocol; exactly what you intend to do to gather your data. Also a justification sub-section, in which you evaluate your choice – why those methods?



Anticipated Data

What sort of data will you collect? How do you intend to display it? How do you intend to analyse it?



References

List all references used in the rationale, protocol justification, etc in Harvard format



Appendix

Include your example datasheet





This proposal must be submitted to Turnitin via Moodle by the date on the front of this brief. 










		GUIDANCE FOR STUDENTS IN THE COMPLETION OF TASKS







NOTE: The guidance offered below is linked to the five generic assessment criteria overleaf.



1. Engagement with Literature Skills

Your work must be informed and supported by scholarly material that is relevant to and focused on the task(s) set.    You should provide evidence that you have accessed an appropriate range of sources, which may be academic, governmental and industrial; these sources may include academic journal articles, textbooks, current news articles, organisational documents, and websites.  You should consider the credibility of your sources; academic journals are normally highly credible sources while websites require careful consideration/selection and should be used sparingly.   Any sources you use should be current and up-to-date, mostly published within the last five years or so, though seminal/important works in the field may be older.  You must provide evidence of your research/own reading throughout your work, using a suitable referencing system, including in-text citations in the main body of your work and a reference list at the end of your work. 



Guidance specific to this assessment: 



In part you will be guided through the research for bird survey methodology; however, you will need to conduct your own research into the rationale for your study, and the appropriateness of your protocol choice. You should read beyond what the Topics point you to, and all sources should be Harvard referenced. 





2. Knowledge and Understanding Skills

At level 4, you should be able to demonstrate knowledge of the underlying concepts and principles associated with your area(s) of study.  Knowledge relates to the facts, information and skills you have acquired through your learning.  You demonstrate your understanding by interpreting the meaning of the facts and information (knowledge). This means that you need to select and include in your work the concepts, techniques, models, theories, etc. appropriate to the task(s) set.  You should be able to explain the theories, concepts, etc. to show your understanding.  Your mark/grade will also depend upon the extent to which you demonstrate your knowledge and understanding. 



Guidance specific to this assessment: 



You should understand what the various methodologies entail. You should also understand your chosen species/site, your research aim, and why you need to survey birds to answer your research questions.





3. Cognitive and Intellectual Skills

You should be able to present, evaluate and interpret qualitative and quantitative data, in order to develop lines of argument and make sound judgements in accordance with basic theories and concepts of your subject(s) of study. You should be able to evaluate the appropriateness of different approaches to solving problems related to your area(s) of study and/or work. Your work must contain evidence of logical, analytical thinking. For example, to examine and break information down into parts, make inferences, compile, compare and contrast information.  This means not just describing what! But also justifying: Why? How? When? Who? Where? At what cost? You should provide justification for your arguments and judgements using evidence that you have reflected upon the ideas of others within the subject area and that you are able to make sound judgements and arguments using data and concepts.  Where relevant, alternative solutions and recommendations may be proposed.



Guidance specific to this assessment: 



This is where you showcase exactly why you have chosen your protocol. Why this method? Why not another? Is this the most accurate? If not, why is it necessary to do something else?





4. Practical Skills

At level 4, you should be able to apply the basic underlying concepts and principles to evaluate and interpret these within the context of your area of study. You should be able to demonstrate how the subject-related concepts and ideas relate to real world situations and/or a particular context.  How do they work in practice?  You will deploy models, methods, techniques, and/or theories, in that context, to assess current situations, perhaps to formulate plans or solutions to solve problems, or to create artefacts.  This is likely to involve, for instance, the use of real world artefacts, examples and cases, the application of a model within an organisation and/or benchmarking one theory or organisation against others based on stated criteria.  



Guidance specific to this assessment: 



Practical skills here are demonstrated by how well you complete the Topics to show yourself developing your research and protocol. Each is worth five marks, which you will receive as long as you have completed the work on time and to specification.





5. Transferable Skills for Life and Professional Practice 

Your work must provide evidence of the qualities and transferable skills necessary for employment requiring the exercise of some personal responsibility.  This includes demonstrating: that you can communicate the results of your study/work accurately and reliably, and with structured and coherent arguments; that you can initiate and complete tasks and procedures, whether individually and/or collaboratively; fluency of expression; clarity and effectiveness in presentation and organisation. Work should be coherent and well-structured in presentation and organisation.





Guidance specific to this assessment: 



The ability to develop both protocols and research proposals is crucial to field ecology, research science, and many other professional environmental fields.








		
     STUDENT FEEDBACK FORM







This section details the extent to which the assessment criteria are demonstrated by you, which in turn determines your mark. The marks available for each category of skill are shown. Lecturers will use the space provided to comment on the achievement of the task(s), including those areas in which you have performed well and areas that would benefit from development/improvement.
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		Generic Assessment Criteria 

		Marks available

		Marks 

awarded



		1. Engagement with Literature Skills: 

		

		



		

In part you will be guided through the research for bird survey methodology; however, you will need to conduct your own research into the rationale for your study, and the appropriateness of your protocol choice. You should read beyond what the Topics point you to, and all sources should be Harvard referenced. 





		15

		



		

		

		



		2. Knowledge and Understanding Skills: 

		

		



		

You should understand what the various methodologies entail. You should also understand your chosen species/site, your research aim, and why you need to survey birds to answer your research questions.





		20

		



		

		

		



		3. Cognitive and Intellectual Skills: 

		

		



		

This is where you showcase exactly why you have chosen your protocol. Why this method? Why not another? Is this the most accurate? If not, why is it necessary to do something else?





		30

		



		

		

		



		4. Practical Application Skills: 

		

		



		

Practical skills here are demonstrated by how well you complete the Topics to show yourself developing your research and protocol. Each is worth five marks, which you will receive as long as you have completed the work on time.





		20

		



		

		

		



		5. Transferable Skills for Life and Professional Practice: 

		

		



		

The ability to develop both protocols and research proposals is crucial to field ecology, research science, and many other professional environmental fields.





		15

		



		

		

		







		Assessment Mark (Assessment marks are subject to ratification at the Exam Board.  These comments and marks are to give feedback on module work and are for guidance only until they are confirmed. )

		Late Submission Penalties (tick if appropriate)

		%



		

		Up to 1 week late (40% Max)

		

		



		

		Over 1 week late (0%)

		

		



















		GENERIC ASSESSMENT CRITERIA







		Level 4



		In accordance with the Framework for Higher Education Qualifications, at the end of Level 4 students will be expected to have demonstrated knowledge of the basic underlying concepts and principles of a subject, and an ability to evaluate and interpret these within the context of that area of study. They should be able to present, evaluate and interpret qualitative and quantitative data in order to develop lines of argument and make sound judgements in accordance with basic theories and concepts of their subject(s) of study. They will have learned how to evaluate different approaches to solving problems, and will be able to communicate the results of their study/work accurately and reliably, and with structured and coherent arguments. They will be able to undertake further training and develop new skills within a structured and managed environment and will have the qualities and transferable skills necessary for employment requiring the exercise of some personal responsibility.







		Level 4

		FAIL

		MARGINAL FAIL

		SATISFACTORY

(3rd / Pass)

		GOOD

(2.2 / Pass)

		VERY GOOD

(2.1 / Merit)

		EXCELLENT

(1st / Distinction)

		EXCEPTIONAL

(1st / Distinction)



		Category

		0-29%

		30-39%

		40-49%

		50-59%

		60-69%

		70-84%

		85-100%



		Engagement with literature (including reading, referencing,

academic conventions and

academic honesty) 

		Little or no evidence of reading and/or reliance on inappropriate sources.

Views and findings mostly unsupported and non-authoritative.

Referencing conventions used incoherently or largely absent.

		Poor engagement with essential reading. No evidence of wider reading. Reliance on inappropriate sources, and/or indiscriminate use of sources. Heavily reliant on information gained through class contact. Inconsistent and weak use of referencing.

		Engagement with a limited range of mostly relevant and credible sources but with some reliance on information gained through class contact. Some omissions and minor errors.

Referencing conventions evident though not always applied accurately or consistently.

		Engagement with an appropriate range of literature, including sources retrieved independently. Some over-reliance on texts rather than other sources. Referencing may show minor inaccuracies or inconsistencies.

		Engagement with a wide range of literature, including sources retrieved independently.

Selection of relevant and credible sources.  Generally sound referencing, with no/very few inaccuracies or inconsistencies.

		Engagement with an extensive range of relevant and credible literature. Consistently accurate application of referencing. 

		Exceptional engagement with an extensive range of relevant and credible literature. High-level referencing skills consistently applied.



		Knowledge and understanding (Knowledge of the basic underlying concepts and principles of a subject.)

		Major gaps in knowledge and understanding of the basic underlying concepts and principles of the subject matter. Inclusion of irrelevant material.  Substantial inaccuracies. 

		Gaps in knowledge of the basic underlying concepts and principles, with flawed or superficial understanding. Some significant inaccuracies and/or irrelevant material.  

		Limited knowledge and understanding of the basic underlying concepts and principles within the subject area. Some elements may be missing. 

		Knowledge of the basic underlying concepts and principles is accurate with a good understanding of the field of study but lacks depth and/or breadth.

		Competent knowledge of the basic underlying concepts and principles.  Exhibits very good understanding. 

		Excellent knowledge and understanding of the basic underlying concepts and principles of the subject. 

		Exceptional, detailed knowledge and understanding of the basic underlying concepts and principles



		Cognitive and intellectual skills 

(Evaluate underlying concepts and principles of a subject and interpret qualitative and quantitative data in order to develop lines of argument and make sound judgements.) 





		Wholly or almost wholly descriptive work. Little or no evaluation of the underlying concepts and principles.

Failure to develop arguments, leading to illogical or invalid judgements. Minimal or no use of

evidence to back up views.



		Largely descriptive work, with superficial evaluation of the underlying concepts and principles. Weak interpretation of data, flawed development of arguments and judgements. Information accepted uncritically, uses generalised statements made with scant evidence and unsubstantiated opinions. Ideas sometimes illogical and contradictory.

		Limited attempt at evaluation of the underlying concepts and principles, tending towards description.

Can interpret qualitative and quantitative data but with some errors. Some evidence to support emerging arguments and judgements but these may be underdeveloped or with a little inconsistency / mis-interpretation.



		Good evaluation of the underlying concepts and principles. Can interpret qualitative and quantitative data, with minor errors.

An emerging ability to use evidence to support the argument.

Mostly valid arguments and logical judgements. 

		Sound evaluation of the underlying concepts and principles. Can interpret qualitative and quantitative data accurately. Ability to devise arguments using evidence to make mostly appropriate and valid judgements. 



		Excellent evaluation of the underlying concepts and principles. Can interpret qualitative and quantitative data accurately and with some insight. Excellent ability to devise arguments using evidence and make appropriate and valid judgements. 

		Exceptional evaluation of the underlying concepts and principles based evidence. Outstanding interpretation of qualitative and quantitative data.

Exceptional ability to devise arguments using evidence and make wholly appropriate and valid judgements. 



		Practical skills

(Different approaches to solving problems in particular contexts.)



		Limited or no use of taught, basic methods, materials, tools and/or techniques.

Little or no appreciation of the context of the application.

Very weak evidence of different approaches to problem-solving in particular contexts. 

		Rudimentary application of taught, basic methods, materials, tools and/or techniques but without consideration and competence. Flawed appreciation of the context of the application.

Weak evidence of different approaches to problem-solving in particular contexts.





		An adequate awareness and mostly appropriate application of basic methods, materials, tools and/or techniques.

Basic appreciation of the context of the application. 

Can identify problems in particular contexts and propose basic alternative approaches or solutions though there may be errors. 

		A good and appropriate application of basic methods, materials, tools and/or techniques.

Clear appreciation of the context of the application. 

Good evidence of different approaches to problem-solving in particular contexts and proposes mostly appropriate solutions.

		A very good application of a range of basic methods, materials, tools and/or techniques.

Very good consideration of the context of the application. Very good evidence of different approaches to problem-solving in particular contexts and proposes appropriate solutions.

		An advanced application of a range of taught, basic methods, materials, tools and/or techniques.

The context of the application is well considered, and insightful.

Excellent evidence of different approaches to problem-solving in particular contexts and proposes appropriate solutions. 

		Exceptional levels of application and deployment skills in particular practical contexts. Outstanding identification of problems in particular contexts and formulation of wholly appropriate, thoughtful solutions / different approaches.



		Transferable skills for life and professional practice

(Communicate the results of their study/work accurately and reliably, and with structured and coherent arguments; the qualities needed for employment requiring the exercise of some personal responsibility within a structured and managed environment.)

		Work is poorly structured, disorganised, inaccurate and/or confusingly expressed. Very weak use of language and/or very inappropriate style. Failure to work effectively individual or as part of a group. Little or no evidence of the skills for employment requiring the exercise of some personal responsibility.





		Work is poorly presented in a disjointed manner. It is loosely, and at times incoherently, structured, with information and ideas often poorly expressed. Weak use of language and/or inappropriate style. Flawed approach to individual or group work, meeting only partial obligations to others. Limited evidence of the skills for employment requiring the exercise of some personal responsibility.

		Mostly ordered presentation and structure in which relevant ideas / concepts are reasonably expressed. Work may lack coherence and/or accuracy in places. Can work as part of a group, meeting most obligations to others but perhaps with limited involvement in group activities.

Demonstrates the basic skills for employment requiring the exercise of some personal responsibility, with some areas of minor weakness.

		Mostly coherent, organised and accurate work, in a suitable structure and is for the most part clearly expressed. Can work effectively independently and/or as part of a team, with clear contribution to group activities.

Demonstrates the skills for employment requiring the exercise of some personal responsibility, with some areas of strength and some of minor weakness.

		Work is accurate, coherent, fluent, well-structured and organised. 

Can work effectively independently and/or as part of a team, with very good contribution to group activities. Demonstrates very good skills for employment requiring the exercise of some personal responsibility, with just occasional minor weakness.

		Work is coherent, very fluent and is presented professionally. Can work effectively independently and/or as part of a team, with an excellent contribution to group activities. Demonstrates excellent skills for employment requiring the exercise of some personal responsibility with an appetite for further development.



		Work is accurate, exceptionally coherent, very fluent and presented well. Can work effectively independently and/or as part of a team, with an exceptional contribution to group activities. Demonstrates exceptional skills for employment requiring the exercise of some personal responsibility with an appetite for further development.
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		LEVEL 4 ASSESSMENT SPECIFICATION 







		Student name:

		     

		Student ID number:

		



		Programme:

		HNC/HND/BSc (Hons) Environment, Sustainability and Climate Change



		Module:

		Climate Change and Visual Activism



		Module code:

		ACNA4003

		Contribution to Overall Module Assessment (%):

		50%



		Lecturer:

		Elanor Alun

		Internal Verifier:

		Lara Hopkinson



		Assignment Title:

		Climate Journal Article

		Word count (or equivalent):

		2000



		Submission deadline:

		26th January 2024

		Return date of provisional marks & written feedback:

		15th February 2024



		Submission method:

		All written assessments, where practical and possible, must be submitted via Turnitin unless otherwise instructed by the Lecturer. (Please DO NOT put this assessment specification into Turnitin or it will match many similarities with other students’ submissions.)

Alternative submission method (if applicable): 

Late submission of the assessment will result in a late penalty mark.  Penalties for late submission: Up to one week late, maximum mark of 40%.  Over one week late, 0%.  Only the Extenuating Circumstances Panel may approve a change to submission dates.



		Academic honesty / referencing:

		Academic honesty is required. In the main body of your submission you must give credit to authors on whose research and ideas your work is based. Append to your submission a reference list that indicates the books, articles, etc. that you have used, cited or quoted in order to complete this assessment.  






















		Module Learning Outcomes 

(from module syllabus)



		

Upon the successful completion of this module, the student should be able to:

· Identify how earth’s evolution influences the environment

· Apply an understanding of climate science to environmental and social change.

· Implement contemporary strategies and creative methods for communicating and persuading the need for behavioural change.















		
TASK DESCRIPTION









The environmental impacts of climate change are and will be far-reaching, and justly take up most focus from the scientific community. However, it is set to have huge impacts on humanity in social terms, and in many parts of the world, this is already happening (e.g. increasing urban heat island effects, sea level rise in the global south, etc).



For this assignment, you are tasked with writing about a social impact of climate change, formatted using a journal article template that will be provided on Moodle. You may choose any social issue, so long as it is either caused by or exacerbated by climate change; however, you are encouraged to consider your issue across all demographics (e.g. race, financial status, etc). For example, the urban heat island effect is universal, but it disproportionally affects people of colour and lower incomes.





Points to consider:



· How does climate change affect your topic? (Remember, this may be more nuanced than you think)



· Which demographics are primarily affected? How is this expected to increase as global temperatures rise?



· What is currently being done to alleviate or rectify the issue? Is it enough?



· Other than simply “Halt climate change”, what solutions need to be enacted?





Recommended structure:



Introduction: Describe the issue (briefly). Why is it important? What is the aim of the article? 



Literature Review: What are the main papers/works/reports on this issue? What do they agree on? What do they disagree on?



Discussion: The main body of the report. Your discussion should explain your issue using examples or case studies as appropriate, interpret them, and then draw conclusions about the necessary solutions. Any possible solutions should themselves be discussed if possible.



Conclusion: Sum up all important points.



Articles will be compiled into a class journal issue on Moodle






		GUIDANCE FOR STUDENTS IN THE COMPLETION OF TASKS







NOTE: The guidance offered below is linked to the five generic assessment criteria overleaf.



1. Engagement with Literature Skills

Your work must be informed and supported by scholarly material that is relevant to and focused on the task(s) set.    You should provide evidence that you have accessed an appropriate range of sources, which may be academic, governmental and industrial; these sources may include academic journal articles, textbooks, current news articles, organisational documents, and websites.  You should consider the credibility of your sources; academic journals are normally highly credible sources while websites require careful consideration/selection and should be used sparingly.   Any sources you use should be current and up-to-date, mostly published within the last five years or so, though seminal/important works in the field may be older.  You must provide evidence of your research/own reading throughout your work, using a suitable referencing system, including in-text citations in the main body of your work and a reference list at the end of your work. 



Guidance specific to this assessment: 



Your research should be drawn from a range of academic and reliable sources, and cited appropriately using Harvard referencing. 





2. Knowledge and Understanding Skills

At level 4, you should be able to demonstrate knowledge of the underlying concepts and principles associated with your area(s) of study.  Knowledge relates to the facts, information and skills you have acquired through your learning.  You demonstrate your understanding by interpreting the meaning of the facts and information (knowledge). This means that you need to select and include in your work the concepts, techniques, models, theories, etc. appropriate to the task(s) set.  You should be able to explain the theories, concepts, etc. to show your understanding.  Your mark/grade will also depend upon the extent to which you demonstrate your knowledge and understanding. 



Guidance specific to this assessment: 



Fundamentally, this is a climate change assignment, so you should understand the physical and environmental processes that are acting to create or exacerbate your chosen social issue. You should also be able to demonstrate your understanding of the social impact of the issue.





3. Cognitive and Intellectual Skills

You should be able to present, evaluate and interpret qualitative and quantitative data, in order to develop lines of argument and make sound judgements in accordance with basic theories and concepts of your subject(s) of study. You should be able to evaluate the appropriateness of different approaches to solving problems related to your area(s) of study and/or work. Your work must contain evidence of logical, analytical thinking. For example, to examine and break information down into parts, make inferences, compile, compare and contrast information.  This means not just describing what! But also justifying: Why? How? When? Who? Where? At what cost? You should provide justification for your arguments and judgements using evidence that you have reflected upon the ideas of others within the subject area and that you are able to make sound judgements and arguments using data and concepts.  Where relevant, alternative solutions and recommendations may be proposed.



Guidance specific to this assessment: 



How is the issue likely to get worse? How will it disproportionately affect some demographics over others? How might climate change intersect with other existing issues?





4. Practical Skills

At level 4, you should be able to apply the basic underlying concepts and principles to evaluate and interpret these within the context of your area of study. You should be able to demonstrate how the subject-related concepts and ideas relate to real world situations and/or a particular context.  How do they work in practice?  You will deploy models, methods, techniques, and/or theories, in that context, to assess current situations, perhaps to formulate plans or solutions to solve problems, or to create artefacts.  This is likely to involve, for instance, the use of real world artefacts, examples and cases, the application of a model within an organisation and/or benchmarking one theory or organisation against others based on stated criteria.  



Guidance specific to this assessment: 



How can you apply your knowledge of the issue to finding solutions? This needs to cover more than just “End climate change”. Your solutions should be practical, realistic, and effective. 







5. Transferable Skills for Life and Professional Practice 

Your work must provide evidence of the qualities and transferable skills necessary for employment requiring the exercise of some personal responsibility.  This includes demonstrating: that you can communicate the results of your study/work accurately and reliably, and with structured and coherent arguments; that you can initiate and complete tasks and procedures, whether individually and/or collaboratively; fluency of expression; clarity and effectiveness in presentation and organisation. Work should be coherent and well-structured in presentation and organisation.





Guidance specific to this assessment: 



Report writing and journal formatting demonstrate academic skills which will be transferable to other taught modules and work outside the University.






		
     STUDENT FEEDBACK FORM







This section details the extent to which the assessment criteria are demonstrated by you, which in turn determines your mark. The marks available for each category of skill are shown. Lecturers will use the space provided to comment on the achievement of the task(s), including those areas in which you have performed well and areas that would benefit from development/improvement.
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		Generic Assessment Criteria 

		Marks available

		Marks 

awarded



		1. Engagement with Literature Skills

.

		15

		



		

Your research should be drawn from a range of academic and reliable sources, and cited appropriately using Harvard referencing. 





		

		



		

		

		



		2. Knowledge and Understanding Skills



		15

		



		

Fundamentally, this is a climate change assignment, so you should understand the physical and environmental processes that are acting to create or exacerbate your chosen social issue. You should also be able to demonstrate your understanding of the social impact of the issue.





		

		



		

		

		



		3. Cognitive and Intellectual Skills



		25

		



		

How is the issue likely to get worse? How will it disproportionately affect some demographics over others? How might climate change intersect with other existing issues?







		

		



		

		

		



		4. Practical Application Skills



		25

		



		

How can you apply your knowledge of the issue to finding solutions? This needs to cover more than just “End climate change”. Your solutions should be practical, realistic, and effective. 





		

		



		

		

		



		5. Transferable Skills for Life and Professional Practice



		20

		



		

Report writing and journal formatting demonstrate academic skills which will be transferable to other taught modules and work outside the University.






		

		



		

		

		







		Assessment Mark (Assessment marks are subject to ratification at the Exam Board.  These comments and marks are to give feedback on module work and are for guidance only until they are confirmed. )

		Late Submission Penalties (tick if appropriate)

		%



		

		Up to 1 week late (40% Max)

		

		



		

		Over 1 week late (0%)

		

		

















		GENERIC ASSESSMENT CRITERIA







		Level 4



		In accordance with the Framework for Higher Education Qualifications, at the end of Level 4 students will be expected to have demonstrated knowledge of the basic underlying concepts and principles of a subject, and an ability to evaluate and interpret these within the context of that area of study. They should be able to present, evaluate and interpret qualitative and quantitative data in order to develop lines of argument and make sound judgements in accordance with basic theories and concepts of their subject(s) of study. They will have learned how to evaluate different approaches to solving problems, and will be able to communicate the results of their study/work accurately and reliably, and with structured and coherent arguments. They will be able to undertake further training and develop new skills within a structured and managed environment and will have the qualities and transferable skills necessary for employment requiring the exercise of some personal responsibility.







		Level 4

		FAIL

		MARGINAL FAIL

		SATISFACTORY

(3rd / Pass)

		GOOD

(2.2 / Pass)

		VERY GOOD

(2.1 / Merit)

		EXCELLENT

(1st / Distinction)

		EXCEPTIONAL

(1st / Distinction)



		Category

		0-29%

		30-39%

		40-49%

		50-59%

		60-69%

		70-84%

		85-100%



		Engagement with literature (including reading, referencing,

academic conventions and

academic honesty) 

		Little or no evidence of reading and/or reliance on inappropriate sources.

Views and findings mostly unsupported and non-authoritative.

Referencing conventions used incoherently or largely absent.

		Poor engagement with essential reading. No evidence of wider reading. Reliance on inappropriate sources, and/or indiscriminate use of sources. Heavily reliant on information gained through class contact. Inconsistent and weak use of referencing.

		Engagement with a limited range of mostly relevant and credible sources but with some reliance on information gained through class contact. Some omissions and minor errors.

Referencing conventions evident though not always applied accurately or consistently.

		Engagement with an appropriate range of literature, including sources retrieved independently. Some over-reliance on texts rather than other sources. Referencing may show minor inaccuracies or inconsistencies.

		Engagement with a wide range of literature, including sources retrieved independently.

Selection of relevant and credible sources.  Generally sound referencing, with no/very few inaccuracies or inconsistencies.

		Engagement with an extensive range of relevant and credible literature. Consistently accurate application of referencing. 

		Exceptional engagement with an extensive range of relevant and credible literature. High-level referencing skills consistently applied.



		Knowledge and understanding (Knowledge of the basic underlying concepts and principles of a subject.)

		Major gaps in knowledge and understanding of the basic underlying concepts and principles of the subject matter. Inclusion of irrelevant material.  Substantial inaccuracies. 

		Gaps in knowledge of the basic underlying concepts and principles, with flawed or superficial understanding. Some significant inaccuracies and/or irrelevant material.  

		Limited knowledge and understanding of the basic underlying concepts and principles within the subject area. Some elements may be missing. 

		Knowledge of the basic underlying concepts and principles is accurate with a good understanding of the field of study but lacks depth and/or breadth.

		Competent knowledge of the basic underlying concepts and principles.  Exhibits very good understanding. 

		Excellent knowledge and understanding of the basic underlying concepts and principles of the subject. 

		Exceptional, detailed knowledge and understanding of the basic underlying concepts and principles



		Cognitive and intellectual skills 

(Evaluate underlying concepts and principles of a subject and interpret qualitative and quantitative data in order to develop lines of argument and make sound judgements.) 





		Wholly or almost wholly descriptive work. Little or no evaluation of the underlying concepts and principles.

Failure to develop arguments, leading to illogical or invalid judgements. Minimal or no use of

evidence to back up views.



		Largely descriptive work, with superficial evaluation of the underlying concepts and principles. Weak interpretation of data, flawed development of arguments and judgements. Information accepted uncritically, uses generalised statements made with scant evidence and unsubstantiated opinions. Ideas sometimes illogical and contradictory.

		Limited attempt at evaluation of the underlying concepts and principles, tending towards description.

Can interpret qualitative and quantitative data but with some errors. Some evidence to support emerging arguments and judgements but these may be underdeveloped or with a little inconsistency / mis-interpretation.



		Good evaluation of the underlying concepts and principles. Can interpret qualitative and quantitative data, with minor errors.

An emerging ability to use evidence to support the argument.

Mostly valid arguments and logical judgements. 

		Sound evaluation of the underlying concepts and principles. Can interpret qualitative and quantitative data accurately. Ability to devise arguments using evidence to make mostly appropriate and valid judgements. 



		Excellent evaluation of the underlying concepts and principles. Can interpret qualitative and quantitative data accurately and with some insight. Excellent ability to devise arguments using evidence and make appropriate and valid judgements. 

		Exceptional evaluation of the underlying concepts and principles based evidence. Outstanding interpretation of qualitative and quantitative data.

Exceptional ability to devise arguments using evidence and make wholly appropriate and valid judgements. 



		Practical skills

(Different approaches to solving problems in particular contexts.)



		Limited or no use of taught, basic methods, materials, tools and/or techniques.

Little or no appreciation of the context of the application.

Very weak evidence of different approaches to problem-solving in particular contexts. 

		Rudimentary application of taught, basic methods, materials, tools and/or techniques but without consideration and competence. Flawed appreciation of the context of the application.

Weak evidence of different approaches to problem-solving in particular contexts.





		An adequate awareness and mostly appropriate application of basic methods, materials, tools and/or techniques.

Basic appreciation of the context of the application. 

Can identify problems in particular contexts and propose basic alternative approaches or solutions though there may be errors. 

		A good and appropriate application of basic methods, materials, tools and/or techniques.

Clear appreciation of the context of the application. 

Good evidence of different approaches to problem-solving in particular contexts and proposes mostly appropriate solutions.

		A very good application of a range of basic methods, materials, tools and/or techniques.

Very good consideration of the context of the application. Very good evidence of different approaches to problem-solving in particular contexts and proposes appropriate solutions.

		An advanced application of a range of taught, basic methods, materials, tools and/or techniques.

The context of the application is well considered, and insightful.

Excellent evidence of different approaches to problem-solving in particular contexts and proposes appropriate solutions. 

		Exceptional levels of application and deployment skills in particular practical contexts. Outstanding identification of problems in particular contexts and formulation of wholly appropriate, thoughtful solutions / different approaches.



		Transferable skills for life and professional practice

(Communicate the results of their study/work accurately and reliably, and with structured and coherent arguments; the qualities needed for employment requiring the exercise of some personal responsibility within a structured and managed environment.)

		Work is poorly structured, disorganised, inaccurate and/or confusingly expressed. Very weak use of language and/or very inappropriate style. Failure to work effectively individual or as part of a group. Little or no evidence of the skills for employment requiring the exercise of some personal responsibility.





		Work is poorly presented in a disjointed manner. It is loosely, and at times incoherently, structured, with information and ideas often poorly expressed. Weak use of language and/or inappropriate style. Flawed approach to individual or group work, meeting only partial obligations to others. Limited evidence of the skills for employment requiring the exercise of some personal responsibility.

		Mostly ordered presentation and structure in which relevant ideas / concepts are reasonably expressed. Work may lack coherence and/or accuracy in places. Can work as part of a group, meeting most obligations to others but perhaps with limited involvement in group activities.

Demonstrates the basic skills for employment requiring the exercise of some personal responsibility, with some areas of minor weakness.

		Mostly coherent, organised and accurate work, in a suitable structure and is for the most part clearly expressed. Can work effectively independently and/or as part of a team, with clear contribution to group activities.

Demonstrates the skills for employment requiring the exercise of some personal responsibility, with some areas of strength and some of minor weakness.

		Work is accurate, coherent, fluent, well-structured and organised. 

Can work effectively independently and/or as part of a team, with very good contribution to group activities. Demonstrates very good skills for employment requiring the exercise of some personal responsibility, with just occasional minor weakness.

		Work is coherent, very fluent and is presented professionally. Can work effectively independently and/or as part of a team, with an excellent contribution to group activities. Demonstrates excellent skills for employment requiring the exercise of some personal responsibility with an appetite for further development.



		Work is accurate, exceptionally coherent, very fluent and presented well. Can work effectively independently and/or as part of a team, with an exceptional contribution to group activities. Demonstrates exceptional skills for employment requiring the exercise of some personal responsibility with an appetite for further development.
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