		Student Number: 2424000
Recognition and Accreditation 
of Learning (RAL)
(BMPF7080D)

5000-word Reflective Essay
By Claire Williams (2424000)

Introduction
In this assignment I will critically reflect on my experience of completing the RAL module, including on the learning I’ve gained and the challenges I’ve faced. To ensure I keep this essay structured whilst critically reflecting on my experience, I will use Gibbs’ (1988) Reflective Cycle which includes the six stages of: Description, Feelings, Evaluation, Analysis, Conclusion and Action Plan. 
I enrolled on the RAL module because it provided an opportunity to gain academic recognition for learning I’ve acquired through my professional experiences, and whilst I understood RAL as a process of demonstrating previous experience, I had not fully appreciated the distinction between describing that an activity had taken place and demonstrating the learning gained from it. I initially assumed that identifying suitable examples and providing evidence would be the main requirements, rather than critically examining how these experiences had developed my knowledge, skills and professional practice.
I had very little experience of reflective practice before starting the RAL module, having not undertaken purposeful or structured reflection in any of my working roles. I had however been asked to complete a piece of reflective work whilst undertaking my QCF Level 4 in Advice and Guidance, and for this I used Borton’s (1970) framework ‘What? So What? Now What?’, which I found relatively easy to apply. 
Given that this assignment is a large piece of work which requires in-depth critical reflection, I considered using Borton’s framework again, however unlike Gibbs (1988), it does not require any reflection on ‘feelings’, and reflecting on my feelings comes far more naturally to me than thinking logically or analytically. I would describe myself as somebody who ‘wears their heart on their sleeve’, and when reflecting on experiences, I tend to consider how I felt in the experience more than other details. 
I also considered Siobhan Maclean’s (2016) Weather Model, recommended by a friend studying for her social work masters. Its visual stages include Sunrise (what went well), Rain (challenges), Lightning (surprises), Fog (what was unclear), Wind (what blew you off course), Storm (conflict) and Thunder (the impact of others’ views). This model fits well with my preference for visual learning, but again it doesn’t encourage reflection on feelings in the same way that Gibbs’s model does. 
For clarity, I will embed Gibbs’s reflective model into my critical reflection by using sub-headings to indicate each stage of the model. 
Description
The Master’s in Professional Practice is my first distance-learning qualification. I was initially apprehensive that reduced contact with lecturers and peers might mean less support and accountability, which I would find difficult, particularly whilst studying alongside full-time employment and family responsibilities. Biney and Worlanyo (2015) identified competing occupational, home and social demands as challenges for distance learners, reflecting my concerns.
Although I’d previously completed my undergraduate degree and gained some postgraduate credits while raising a young child, my circumstances were considerably different when I started the master’s course and the RAL module, with three children, a demanding work role and wider family responsibilities to consider and manage. However, I also considered how my previous academic experience, motivation and increased ability to manage competing responsibilities might enable me to complete the module successfully, and this gave me confidence. 
My initial concerns reduced further on ‘Day 1’ when other students described similar pressures involving employment, family commitments, and disability. This contrasted significantly with my undergraduate experience, when I’d often felt isolated because my circumstances differed from those of my peers. A RAL WhatsApp group strengthened this sense of belonging even further by providing reassurance when students discussed issues, including with motivation and concerns about falling behind.
Initially, the structure of the module worked well for me. Having smaller tasks with relatively short deadlines, including creating my CV and Job Description, writing a practice reflection and the introduction to my first Learning Area, enabled me to focus on individual tasks rather than the module as a whole. I completed these tasks on time and felt comfortable and reassured by my early progress.
However, once these initial deadlines passed, I found the extended timeframe for completing RAL more difficult to manage. With much of the year remaining before submission, I lost the sense of urgency that had motivated me during the earlier months. I began using time that I’d intended for RAL to address issues that felt more urgent and as a result, my engagement with RAL became far less consistent. 
This also coincided with significant personal and professional pressures. I supported my partner through a prolonged employment dispute relating to bullying, harassment and disability discrimination, which required a considerable amount of practical and emotional support from me, and affected my engagement with RAL. Simultaneously, I experienced what I now recognise as vicarious trauma while supporting a Regional Survivor Advisory Panel member through distressing Family Court proceedings (Kim et al., 2022). Managing both situations became emotionally exhausting, reduced my capacity for academic work and contributed to me becoming increasingly conflicted about aspects of my professional role, which led to my decision to leave the VAWDASV Partnership.
Whilst leaving improved my wellbeing, it also created uncertainty around RAL. I worried about obtaining supporting evidence for my Learning Areas, including a statement from my former manager, and some projects I’d planned to write about remained incomplete when I changed roles.
These experiences nevertheless led to substantial personal and professional learning, including increased confidence in challenging situations and dealing with senior professionals. However, whilst I’d wanted to write about the learning I’d gained from these situations, I found turning highly personal experiences into academic reflection very difficult. Attempts to write about my partner’s case focused heavily on the events and emotions because I was still too close to them to be able to reflect clearly on how they had influenced my learning.
My progress was also affected by perfectionism, which I’ve come to understand is associated with Impostor Syndrome (Ménard and Chittle, 2023). I always felt that a short amount of study time wasn’t enough to complete a task ‘properly’, so postponed RAL until I had ‘enough’ uninterrupted time, and used shorter periods for tasks that could be completed fully, which reinforced delays. 
The combined effect of these circumstances was that RAL became increasingly difficult for me to prioritise. Looking back, I can identify periods when there was enough time to study, but I didn’t have the necessary emotional or cognitive capacity, as my attention remained focused on the personal and professional pressures. Post’s (2008) description of the ‘third shift syndrome’ is relevant to my experience, as I was attempting to manage employment, home life and master’s-level distance learning simultaneously, whilst these additional pressures reduced my capacity to engage even further. 
As time went on, returning to the module became harder and felt more daunting. When I eventually reopened my work months later, I felt anxious about how far behind I might be and needed to re-familiarise myself with the module requirements. Once I returned, however, I worked consistently on my first Learning Area, adding, refining and researching until I felt confident it was complete, whilst also identifying potential learning outcomes for my second Learning Area.
I chose my Learning Areas by reflecting on themes that were significant to me and then identifying examples and evidence of learning to structure my Learning Outcomes. I selected Co-Production as my first Learning Area because it’s something I’m genuinely passionate about. For this, I recalled pieces of work that stood out as valuable learning opportunities and mapped the available evidence against the relevant Learning Outcomes. 
For the first Learning Area, I considered writing a fourth Learning Outcome about the situation that ultimately contributed to me leaving my role with the VAWDASV Partnership. This involved a victim of post-separation abuse and her child who experienced life-changing consequences when several organisations failed to understand the dynamics of the abuse. I didn’t feel the Partnership did enough to safeguard them and instead felt that some senior managers prioritised protecting professional relationships. However, I excluded this experience because I couldn’t separate the learning from the emotion well enough to reflect on it critically. 
I chose my second Learning Area based on the considerable work I’d undertaken to build effective working relationships through the Training Subgroup. In retrospect, I should have chosen Communications rather than Training, as I later realised that much of the evidence I expected to use from the Training Subgroup was no longer available, whereas I’d retained stronger evidence from the Communications Subgroup. This demonstrated that Learning Areas needed to be selected not only for the significance of the learning, but also for the quality and availability of evidence. 
I chose my third Learning Area based on the skills I developed when I moved into a regional project management role. This Learning Area enabled me to demonstrate how my existing strengths in strategic communication, collaboration and partnership-working transferred into project management, whilst also examining the learning I acquired through driving-forward and monitoring the implementation of a Welsh Government framework, interpreting information gathered across a complex regional system, and adapting my approach and maintaining momentum when progress was affected by strategic barriers. I selected these experiences because they provided evidence of my increased understanding of governance and systems leadership, alongside growing confidence in my own leadership practice.
Working through my Learning Areas was unexpectedly positive and revealed more evidence of learning than I’d anticipated. In particular, my third Learning Area helped me recognise how my existing skills had enabled me to undertake my project management role within a complex regional system, respond flexibly to barriers and influence people without direct authority. Working through my Learning Areas strengthened my confidence in my professional development and the value of my experiential learning.
My visual impairment created an additional practical barrier when undertaking RAL. As a severely sight-impaired student I was eligible for Disabled Students’ Allowance (DSA) and knew that having the right equipment and software could reduce the additional time that reading and research takes for me. However, I didn’t complete the application during RAL. 
More urgent issues repeatedly took priority, and I encountered a barrier within the University’s internal processes, and as months went on, I became increasingly aware that I hadn’t secured the support that could have made studying more manageable.
Despite returning to RAL and working more consistently towards the end of the module, this period coincided with the culmination of my partner’s employment case. The combination of completing my portfolio, producing this reflective essay and managing the continuing demands outside of university became unmanageable. I therefore applied for extenuating circumstances and was grateful to be granted an extended submission date (Achinewhu-Nworgu and Nworgu, 2014).
Within a few months of being granted the extension, my partner’s case had concluded, our house renovation and move was complete and I’d settled into a new role. Reduced pressure allowed me to return to RAL with more focus and emotional distance. Although I initially interpreted the extension as a failure, the additional time has enabled me to consider how these experiences shaped my learning. I now recognise that capacity has limits, and prioritising wellbeing sometimes requires a change in expectations, which has become a part of the learning itself. 
Feelings
My feelings changed considerably throughout RAL and influenced both my engagement and how I interpreted my progress. Although I began feeling apprehensive about distance learning, speaking to the module tutors, meeting students managing similar pressures and receiving informal support through the WhatsApp group reduced my anxiety. 
Completing the initial RAL tasks on time gave me a sense of achievement. I remember feeling surprised by how manageable I’d found the tasks and proud that I’d begun the module positively. In retrospect however, I think this created an expectation that I would continue to manage successfully, despite the changing circumstances around me. 
As my personal and professional circumstances became more difficult, my emotional response to RAL changed. Supporting my partner through his employment dispute generated feelings of anxiety, anger, frustration, and exhaustion. At the same time, the experiences within my professional role left me feeling increasingly conflicted and disillusioned. I found it difficult to separate these experiences because both involved people who I believed were vulnerable, being poorly supported by senior professionals. Consequently, the situations reinforced one another and increasingly consumed my thoughts. 
Even when time was available, I remained preoccupied with these situations. I initially became frustrated with myself for not using this time effectively, rather than recognising that academic engagement also requires emotional and cognitive capacity.
As my engagement with RAL reduced, I experienced increased feelings of guilt and anxiety. The longer I left the work, the more difficult it became to return to it and this created a cycle in which anxiety about falling behind created avoidance, and avoidance increased the amount of work I had left to do and therefore increased my anxiety.
Perfectionism exacerbated this cycle. Unless I had enough time to complete a task ‘properly’, starting often felt pointless. This contradicted the advice I give to others, including my own children, to ‘chip away’ at large tasks. I found unfinished work uncomfortable, whilst completing smaller practical tasks provided immediate relief, so I often selected activities that could be finished in one sitting.
I also experienced impostor syndrome, questioning whether my professional experiences demonstrated Master’s-level learning. I initially underestimated evidence of leadership, collaboration and partnership-working because these activities had become a routine part of my practice, however, reviewing the Learning Areas challenged this perception and revealed more evidence than I expected.
When I applied for extenuating circumstances, I felt embarrassed and viewed the extension as a personal failure. With greater distance, I now see that requesting additional time was a proportionate response to circumstances that had become unmanageable, rather than evidence that I couldn’t complete the module.  
Evaluation
I believe the strongest positive outcome of RAL was recognising learning that I’d acquired through professional experience. Producing my first two Learning Areas required me to examine experiences I’d previously regarded as routine and recognise skills in strategic collaboration, leadership, communication, challenging practice, and working with senior decision-makers. The third Learning Area enabled me to recognise my developing project-management skills, including maintaining momentum across a project involving multiple organisation and competing priorities, adapting activity when implementation was delayed, and creating meaning from incomplete and sometimes conflicting information, reflecting Weick’s (1995) concept of sensemaking within complex organisations. This reflects the Association for Project Management’s (2019) understanding of project management as involving the application of processes, knowledge, skills and experience to achieve project objectives. 
I also learned that maintaining momentum depended upon influence, relationships and shared purpose rather than formal authority. This developed my understanding of systems leadership and how change can be progressed across organisational boundaries (Ghate, Lewis and Welbourn, 2013). Through these reflections, I became more confident in my knowledge of governance and accountability, and in my ability to adapt my leadership approach.
The early structure of the module worked particularly well for me. Smaller tasks and shorter deadlines gave me clear expectations and allowed me to fit tasks into my daily schedule.
The peer support available through the RAL WhatsApp group was another strength as this contact reduced feelings of isolation and provided practical and emotional reassurance. Rather than assuming that everybody else was progressing without difficulty, I was able to hear that other students experienced similar issues. This helped challenge the distorted comparison I might otherwise have made between my own difficulties and the progress I imagined everybody else making. 
However, my experience also exposed weaknesses in the way I manage long-term independent learning. Once the shorter deadlines passed, I struggled to create structure and accountability for myself. The lengthy period I then had before the submission deadline, which I initially saw as an advantage, became a problem because tasks without immediate expectations lost priority to demands that felt more urgent at the time.
However, circumstances such as supporting my partner, experiencing professional distress which led to changing job roles, and managing family responsibilities created pressures that I couldn’t always have predicted so it would be unfair to evaluate my progress solely in terms of poor time management. 
My established pattern of procrastinating when deadlines appear distant and working intensively under pressure also contributed. Academic procrastination is understood as more than inadequate time management and has been associated with self-regulatory and executive-functioning difficulties (Rabin, Fogel and Nutter-Upham, 2011). This helps explain why knowing that small amounts of RAL work would be beneficial did not translate into action.
Perfectionism was particularly unhelpful. Although high standards can be positive, my discomfort with producing incomplete or imperfect work caused me to postpone tasks until I had substantial uninterrupted time. Osenk, Williamson and Wade (2020) distinguish productive striving from excessive concerns about mistakes, while Abdollahi et al. (2020) associate perfectionistic concerns with academic procrastination. This is useful when I evaluate my own behaviour. Wanting to produce high-quality work wasn’t the issue for me. Instead, the difficulty arose when producing something imperfect or incomplete became so uncomfortable that it felt better to postpone the work altogether.
Research by Cho and Lee (2022) adds another useful perspective by identifying fear of failure as the link between perfectionism and academic procrastination in their sample of medical students. This leads me to question whether my avoidance was because starting work created the possibility that the work might not meet the standard I expected of myself.
My failure to apply for Disabled Students’ Allowance is another aspect that I evaluate negatively and something I should have managed better. I knew from all my previous experiences of education that my visual impairment creates practical barriers which appropriate technology and support can reduce. However, a more critical evaluation acknowledges both my personal responsibility and the context in which disabled students access support. Research by Lister, Coughlan and Owen (2020) identifies how processes requiring disabled students to identify themselves, disclose disability and request adjustments can themselves create barriers to accessing support, which reflects my experience. Recent UK research also highlights variability and complexity in the implementation of support and reasonable adjustments in higher education (TASO, 2024).
This does not remove my responsibility for failing to submit my DSA application, however, it challenges my interpretation in which I understood the failure entirely as my individual failure. Accessing support requires administrative work, time, energy and self-advocacy, which I now recognise were precisely the resources that were under pressure elsewhere in my life.
There were nevertheless positive outcomes from some of the most difficult experiences. Applying for extenuating circumstances represented a change in how I respond to uncomfortable situations. Previously, I may not have applied because this may have felt like admitting defeat or letting others down. Instead, I acknowledged that continuing to push myself towards the original deadline was not realistic, and I acted to protect my wellbeing. 
Therefore, although RAL did not progress in the way I had originally envisaged, I don’t consider the experience to be unsuccessful. In some respects, the difficulties themselves produced the most valuable learning. They exposed some behaviours and assumptions that might have remained unnoticed had I completed the module without difficulty.
Analysis
A significant part of the learning I acquired from RAL came from understanding why I responded to the module in the way I did. Initially, I interpreted my lack of progress as time-management and motivation issues, however on reflection, I believe this explanation is insufficient. Time was certainly restricted, particularly during periods of personal and professional pressure, but this doesn’t take into consideration external demands, emotional wellbeing, cognitive capacity, personality, and disability. 
My partner’s employment dispute and the distressing circumstances within my professional role created emotional burdens that remained present even when I was not actively dealing with either situation, and adult distance-learning research demonstrates that academic work is not undertaken separately from learners’ lives. Castles (2004) identifies social and environmental, traumatic and intrinsic factors as relevant when considering persistence, while Kemp (2010) examined external commitments, life events and resilience. These perspectives challenge the assumption that academic engagement depends primarily upon motivation.
Cognitive Load Theory provides another useful perspective. Sweller (1988) argues that working memory has limited processing capacity and demanding cognitive tasks can consume resources that would otherwise support learning. Paas, Renkl and Sweller (2003) further support cognitive load as a framework for understanding how the demands placed on working memory affect learning, which helps me to understand why two hours of free time did not necessarily equal two hours of academic capacity. My attention was already occupied by emotionally and administratively demanding situations, so interpreting reduced concentration simply as poor discipline ignores how much cognitive resource I actually had available. 
The concept of vicarious trauma provides a further framework for understanding this experience. Kim et al. (2021) describe vicarious trauma as an important occupational wellbeing issue for health and social care practitioners exposed to traumatic experiences through their work. Whilst I am cautious about retrospectively diagnosing my experience, features within my experience such as emotional exhaustion, burnout, moral distress and changes in how I viewed organisations and professionals are consistent with vicarious trauma, and the concept is useful because it moves my interpretation away from viewing emotional exhaustion as personal weakness.
RAL has also changed my understanding of resilience. I have tended to view resilience as the ability to keep going despite adversity and previously felt proud of being able to manage difficult circumstances, work under pressure and continue meeting responsibilities. RAL has led me to question whether continuing regardless of personal cost should always be regarded positively, and if resilience is instead recognising limits, adjusting expectations, and asking for support. 
My decision to request extenuating circumstances illustrates this change. Initially I interpreted needing an extension as failure, but considering the circumstances more objectively has allowed me to view it as recognising that there were changing circumstances and then adapting accordingly.
Analysing my failure to arrange DSA has made me consider the relationship between independence and support. Because I am accustomed to managing barriers associated with my visual impairment, I have been inclined to measure capability by how much I accomplish without assistance. However, Lister, Coughlan and Owen (2020) demonstrate that access to disability support is partly dependent upon how students navigate institutional language, disclosure and support processes. The Office for Students describes reasonable adjustments as mechanisms intended to remove substantial disadvantage rather than provide academic advantage. Choosing not to access support can therefore take up time and energy that could instead be used for learning. I need to regard support as an enabling resource rather than evidence that I am less capable.
Nevertheless, I also need to take accountability within this analysis. I was familiar with DSA and knew that I would likely benefit from it, so institutional barriers alone cannot explain why I delayed applying. A fairer analysis is therefore to avoid placing responsibility exclusively within myself or within the system, and recognise that my experience arose from the interaction between my behaviour, external pressures, and the difficulties associated with accessing support.
My perfectionism also requires greater critical analysis. I have traditionally regarded perfectionism as evidence that I care about producing high-quality work. However, RAL demonstrated an important difference between maintaining high standards and setting conditions that make starting work difficult. My preference for completing tasks fully meant that I often waited for uninterrupted periods of time which was unrealistic, and created a pattern of avoidance followed by the need to work intensely as deadlines approached.
This makes me reconsider my long-standing belief that I ‘work better under pressure’. Historically, completing work successfully at the last minute has reinforced this belief, however, it may be that the pressure becomes strong enough to override my perfectionism and avoidance, as there’s no more time to wait for ‘ideal’ conditions, so I have no choice but to begin. Although this approach has previously resulted in successful academic outcomes, judging it only by whether the work is eventually submitted ignores the costs of increased anxiety, exhaustion, and less opportunity for refining my work. Research showing associations between procrastination and poorer wellbeing supports the importance of considering these costs.
When analysing my experience of Impostor syndrome, my initial concern that my experiences might not provide enough evidence for RAL suggests that I didn’t value learning I’d already achieved. Reviewing my professional practice identified leadership, partnership-working and collaboration, and project management skills that I had overlooked because they had become embedded within my practice. Ménard and Chittle’s (2023) review describes imposter syndrome in students as persistent doubts about competence despite objective evidence of achievement, while Yang et al. (2024) identify relationships between impostor experiences, wellbeing, academic outcomes and perfectionism in higher education. However, questioning whether evidence meets Master’s-level requirements was also an appropriate judgement for this module and something I can’t attribute solely to impostor syndrome. 
Emotional distance was also important. When I first tried to write about the learning I’d acquired from my partner’s experiences, I repeatedly returned to what happened and how strongly I felt. With time, I became better at separating the events from the learning and be able to analyse why it affected my academic engagement. This resembles Schön’s (1983) distinction between reflection in the midst of professional action and reflection on action afterwards: distance can create space to examine assumptions that were difficult to see while events were unfolding.
RAL has significantly developed my understanding of experiential learning. Before undertaking the module, I tended to associate learning more readily with formal education, training and qualifications. Although I knew that professional experience had developed my practice, I had not recognised this as learning in its own right. 
Working through RAL also caused me to re-assess the value of using Gibbs’s Reflective Cycle, Whilst I had initially chosen Gibbs because it explicitly recognises feelings, I came to realise that most valuable for me was progressing from emotional response towards analysis and action.
Reviewing significant experiences demonstrated that professional learning is not automatic; experience becomes learning when it is examined, interpreted and connected to future action. This supports Moon’s (2004) view of reflection as an important part of learning from experience. 
Perhaps the most important outcome of RAL has been increased self-awareness. The module has helped me recognise that qualities I regarded as strengths can become limitations when they are not managed properly. For example, high standards can become perfectionism, independence can become reluctance to access support, and resilience can become pushing myself beyond reasonable limits. I need to understand when these qualities are helping me and when they’re working against me. 
Conclusion
Reflecting critically on my experience of RAL has helped me to understand both my learning, and myself as a learner. At the beginning of the module, I expected the biggest challenge to be balancing distance-learning with employment and family responsibilities. Although these factors were important, I had underestimated the impact that unexpected personal and professional circumstances could have, particularly on my emotional and cognitive capacity.
I’ve learned that for me, successful independent study requires more than motivation and sufficient time. I need structure, interim goals and accountability. The success I experienced during the early stages of RAL demonstrated that I can work well when larger tasks are broken down, and the difficulties I experienced once deadlines became distant demonstrated that I cannot only rely on a final submission date to manage my progress.
I have also developed a more critical understanding of perfectionism. Although maintaining high standards is important to me, waiting until I can complete work ‘properly’ is not an effective strategy. Small amounts of meaningful progress are better than waiting for ideal circumstances that may never occur. I need to become more comfortable with work being incomplete and recognise that drafting and refining are normal parts of academic work.
The module has also challenged my understanding of support and independence. Failing to apply for DSA did not demonstrate independence; it made an already demanding experience unnecessarily difficult. Similarly, requesting extenuating circumstances was not evidence of academic failure. Both experiences have shown me that acknowledging barriers and accessing support go hand-in-hand with being capable and independent.
Professionally, RAL has helped me recognise the extent of learning that has taken place throughout my career. I began the process concerned that I’d struggle to identify significant examples of learning, yet working through my experiences revealed evidence of leadership, communication, collaboration, partnership-working, and project management. I therefore finish the module with greater confidence in both the value of my experiential learning and my ability to lead complex regional work.
Finally, I have learned that critical reflection requires more than recalling what happened or expressing how an experience made me feel. It requires me to question my own responses and assumptions, consider alternative interpretations and determine how the learning will influence what I do differently in the future. This understanding is likely to be valuable beyond RAL, both throughout the remainder of my master’s degree and within my professional practice.
Action Plan
The RAL module has provided learning that extends beyond the Learning Areas themselves. It has encouraged me to identify patterns in the way I approach challenges and reconsider some of my assumptions about independence, resilience and achievement. My action plan is to use this increased self-awareness to approach future challenges in a more structured and reflective way. 
My first action is to ensure I introduce more structure into future study opportunities. Rather than working towards final submission dates, I will divide modules into smaller stages and assign deadlines to each stage. 
I intend to change the way I use smaller periods of available time, by identifying tasks that can realistically be completed within that period, such as reading one article or reviewing one section. This will require me to become more comfortable leaving work unfinished.
To challenge my perfectionism, I will deliberately separate drafting from editing. When initially writing, my priority will be to capture ideas and develop the argument rather than attempting to produce a finished section immediately, to reduce the pressure I place on myself to produce work of a certain standard from the outset.
I will apply for support in relation to my visual impairment at the beginning of future modules rather than waiting until I experience difficulty, and I’ll remind myself that accessing support doesn’t diminish my independence or academic achievement but provides more equitable access to the learning process.
I will consider my capacity rather than purely the amount of time I have available, and consider the cognitive and emotional impact of personal and professional pressures as well as the practical time they consume. If I recognise that my ability to engage with academic work is being affected, I will communicate with university staff earlier rather than waiting until a deadline is near.
I will stay connected with peers during periods of distance learning and where possible, I’ll continue to use peer networks not only to obtain information, but to maintain perspective and accountability.
Within my professional practice, I will make reflection more purposeful by recording significant professional experiences, what I learned from them, and how they affected my practice. This should make my learning more visible and help me to acknowledge significant achievements. 
I intend to develop a more balanced understanding of resilience and achievement and remember that when circumstances are becoming unmanageable, accessing support and adapting a plan can themselves demonstrate effective decision-making. 
Within my project-management practice, I will introduce more purposeful opportunities to review implementation against intended outcomes, identify barriers and record the reasons for adapting an approach. I will also continue developing my understanding of governance and systems leadership, particularly how influence and decision-making operate across organisational boundaries. This will help me evaluate not only whether project activity has been completed, but whether it is contributing to meaningful and sustainable change.
Finally, I will also use reflective practice to identify gaps in my knowledge and areas requiring further development and I’ll consider relevant training, continuing professional development and professional accreditation opportunities rather than viewing learning as something limited to formal academic study.
Final Conclusion
Overall, completing RAL has enabled me to recognise the value of learning gained through experience and to develop a more critical understanding of myself as both a learner and a professional. The process has shown me that meaningful learning involves examining experiences, challenging assumptions and using the insight gained to inform future action. Although the module has been challenging, it has strengthened my self-awareness, increased my confidence in the value of my experiential learning and provided a foundation for approaching future academic and professional development in a more reflective, purposeful and sustainable way.
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