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	Element
	Areas of 
Activity
A 1,2,3,4,5
	Core Knowledge
K 1,2,3,4,5,6
	Professional values
V 1,2,3,4

	Teaching cycle Poster: 

Procrastination habits
	A1, A2, A3, A4
	K1, K2, K3, 
	V1, V2, V3

	4,000 Teaching cycle: 

Preparing for examinations
	A1, A2, A3, A4
	K1, K2, K3, K5
	V1, V2, V3

	CPD1 

Inclusivity and Learner Success
	A5
	K3, K4, K6
	V1, V4

	CDP2  

QA & Student Survey Season
	A5
	K5, K6
	V4

	CPD3 

Autism and sensory perception
	A5
	K1
	V1, V2

	Observation 1

Academic Referencing Skills
	A1, A2, A3, A4
	K1
	V3, V4

	Observation 2

SmartArt and PowerPoint
	A1, A2, A3, A4
	K4
	V3, V4

	Observation 3

Using Scripts
	A1, A2, A3, A4
	K3
	V1

	Concluding Statement

Future development plan
	A5
	K6
	V1, V2, V4
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Note: Colour Poster designed to be viewed in A2 Format 
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[bookmark: _Toc512510746]Abstract 
Guidelines on best practice for assessment note a move from traditional timed exams to more innovative methods of summatively capturing student attainment (A5, K5) (Jackel, et al., 2017) . Nonetheless, timed exams still comprise a significant percentage of some students’ assessment profiles. Higher level university study necessitates a cognitive up-shift both in terms of knowledge complexity and analytic skills complexity (Northedge, 2003). However, generally students rely on established patterns of study, revision and performance that they have mastered (or failed to master) at prior levels of education – most notably at compulsory education level. Commonly much of students’ learning velocity is targeted at learning to succeed at the new and unfamiliar modes of tasks and assessment that university study introduces for example, assessed presentations, formal report writing . Often learners assume that they have sufficient prior experience of formal examinations via GCSE and A Level. This assumption disregards whether or not their strategies, prior experience and mind-sets, are formulated in the most advantageous manner for success at undergraduate level.  Failure to rethink or re-strategize, therefore, may significantly restrict a learner’s capacity to maximise their attainment levels. This teaching cycle focuses on reframing one student’s negative mental figuration of their potential to achieve in an exam situation (A1,2,3,V1,2) (Lapraik, 2012).  Through a combination of reframing techniques, anxiety and stress management techniques and the development of a self-reflective understanding of the processes of memory, it aims to enable the student to advance their overall performance levels in exam situations (A4, V3, K2,K3).  Encouraging positive self-reflection on the process and equipping them with a range of memory techniques should in turn increase feelings of self-efficacy in self-selecting appropriate revision/memory strategies whilst also enhancing skills for life (K1, V4) (Jeno & Diseth, 2014).

[bookmark: _Toc512510747]Rationale
The underpinning praxis for this teaching cycle is wide-ranging. Reflecting critically on the intervention has required a degree of ‘stripping back’ to the fundamental assumptions concerning the mode and manner of traditional forms of assessment  Frequently, exams are synoptic in nature, requiring both breadth and depth of knowledge to be harnessed into succinct responses under significant constraints of time. Similarly, this intervention is synoptic in nature, garnering together various and diverse pedagogical strands. Uniting this is an understanding that it is a person that learns, rather than a topic that is taught. 
The following issues therefore will be reviewed to establish the foundations of the intervention: 
1. Use of timed examinations for summative assessment  (A3,4,5)
2. The role of Feedback on timed examinations (K2,3)
3. Reasonable adjustments to examination procedures (V1,2)
4. Learning theory: motivation and reframing  using Dweck’s mind-sets, (A5, V3)
5. Examples of best practice in preparing for examinations (V4, K6)

Use of timed examination for summative assessment 
Much of the literature recommends how learners must become more agile – able to nimbly straddle the wide array of learning and teaching tools and methodologies they encounter (Higher Education Academy, 2017) . Developing flexible, resilient and agile life-long- learners is an important function of undergraduate education and becoming as such is a tangible indicator of ‘graduateness’. Embedding this into the curriculum, however, is only in part captured through an assessment schedule. The requisite skills for success, including markers of best practice must be modelled, and delivered to the students by what can be described as a ‘sustainable assessment practice’ (University of Kent, 2015) . There may well be a pedagogically justifiable place for timed examinations, but this must be matched by the supported development of the skills to perform well in these distinctive circumstances. The learning and teaching activities should therefore be developed in tandem with assessment patterns (Lapraik, 2012). These in turn are enabled to be intuitive and accessible to the widest possible range of learning preferences (Pollock, p 238). The form of summative assessment impacts the learning choices students make, in terms of time, effort and expectation. Assessment should be seen as a dialogue, where subconscious layers of meaning can be conveyed. Students see assessment modes as informing them of what is valued: as educators we need to ensure that our assessment choices are correctly indicating the knowledge and skills that are in fact valued: ‘the intentionality of assessment design is influential in determining the quality and amount of learning achieved by students, and if we wish to improve student learning, improving assessment should be our starting point’ (Higher Education Academy, 2017). 

Timed examinations have a poor image amongst students. Common themes that arise when discussing exams with students include a perception of ‘luck on the day’; of comparison with other’s performance, rather than reaching personal thresholds; and unhelpful social pressures to adopt bravura or unhealthy work patterns for example,  ‘winging it’, alternating with cramming ‘all-nighters’ . The emphasis on ‘passing’ lends an over-reliance on performance goals, instead of mastery goals. Establishing performance goals as the dominant paradigm causes students to only learn sufficient to either pass, or to compete adequately to others within the peer group, as they gauge it necessary. They are often operating without regard to any thresholds or benchmarks – unlike the academic staff who will be marking the work. This is a trend noted by HEA who advocate targeting the levels of assessment literacy within the student body (Higher Education Academy, 2017). Active engagement with criteria must be woven into the learning process, so that students can identify and internalise a concrete appreciation of the applicable benchmarks and thresholds.  

Mastery goals, as opposed to performance goals, enable students to focus on their own personal learning journey (Eppler & Harju, 1997). When encouraged to adopt a ‘mastery’ approach, they focus on task achievement via the advancement of personal skills and understanding. Incidentally this is most suited to the Gestalt learning schema innate to the majority of students with SpLD (British Dyslexia Association, 2016). Mastery theory has also the most adaptive motivation orientation, as any failure can be attributed to aspects that can be altered or redeemed. Summative assessment via timed examination renders this attribute of mastery theory of limited appeal, as the university regulations are configured in such a way that any future attempts at the examination usually have punitive restrictions attached to the outcome, by way of capped marks, or similar (see for example, UWTSD regulations) (UWTSD, 2017). 
The importance of feedback 
Historically exams have been seen as end-stopping, summative assessments at the conclusion of a programme of study. At university level, the ominous menace of ‘Finals’ have traditionally haunted students throughout an otherwise unassessed three years – this was certainly the case for my own undergraduate journey.  This model continues to be retained as the dominant mode of assessment for the attainment of qualifications at a lower level, for example, GCSE or A Level. Despite a period of utilising assessed coursework, recent years have seen a return to end-of-course summative examinations at these levels (Fullfact, 2015). 
Uniting these three thresholds – GCSEs, A Levels, Finals – is a sense of departure. The learner has completed a stage, and moves on. There is no ongoing dialogue between student and assessor, and indeed, for the majority of the time, the exam papers themselves disappear into an administrative vacuum. There is little opportunity to study, reflect upon, or otherwise revisit, one’s performance (Heron, 2010). An understanding that the exam exists in a metaphorical silence becomes engrained both individually and as a wider cultural belief. More recent configuration of the part feedback plays within the learning journey causes us to challenge this model (Nicol & Macfarlene-Dick, 2006). 
An appreciation of the need to engender assessment literacy within learners highlights the importance of continuing the formative aspects of assessment, even after the summative assessment has been made. The HEA identifies ongoing active involvement in student learning as a key indicator in continued success, and it follows that similarly, if we are to remain committed to the vision of life-long-learning, we must cease to formulate examinations as a point of departure (Higher Education Academy, 2017). This kind of active involvement, and developing assessment literacy can be fostered by systematic strategies for developing dialogue between staff and students regarding assessment modes, methods, criteria and most essentially, feedback on both knowledge attainment and skills performance (Nicol & Milligan, 2006).  Despite this, it remains a common experience for a student’s feedback on exam performance to solely comprise the mark awarded (Buckley, 2013). 
The place of reasonable adjustment
The Social model of disability’s premise is that disability is grounded in environmental conditions, or cultural practices which inhibit or restrict participation or opportunity. Adjusting the environment or practice should therefore permit fuller engagement by effectively limiting the manifestation of the impairment (Equality Human Rights , 2010). Many educators will have a longstanding awareness of special conditions being granted to selected students. However, historically, both the application, and the acceptance of the practices’ validity, has been patchy (Woods & Reason, 1999). Subsequent to The Equality Act 2010, the process of ensuring reasonable adjustments are made to accommodate disability has become a legal responsibility, even if the interpretation of this still relies on judgements and assessments made at a local level (Government Equalities Office, 2010). 
It is the function of the Specialist Support Lecturer to gauge what kinds of adjustment need to be made to assessment practice. This is where the clarity and transparency of the pedagogic rational behind assessment choice becomes of paramount importance. Best practice advocates that there is a symbiotic relationship between the material being studied and the capture of student attainment in relationship to this material. Similarly, in terms of subject knowledge and skills attainment, there should be a sense of congruency. Determining where a disability impacts on the performance or demonstration of either of these can be a difficult matter to determine (ADSHE, 2009). This task is undertaken in cognisance of professional diagnostic assessments but also of the pedagogic rationale underpinning the validated programme of study, together with any specific professional benchmarks associated with the discipline (Grindei & Benlloch-Dualde, 2015). 
The often sporadic (‘Once in a blue moon’) nature of examinations, render it difficult to gather sufficient evidence to confidently identify appropriate measures for reasonable adjustment. Research suggests that a systematic development of observation schedules or simulation exercises would benefit in the identification of particular needs (Woods & Reason, 1999). However, this would present significant administrative, and temporal, obstacles to deploy, while also increasing stigma, in the perpetuation of a medical model of disability. However, upturning the paradigm and making such diagnostic exercises part of the ongoing learning and teaching strategy could result in increasing numbers of students benefitting from supported feedback and reflection on their skills and knowledge acquisition for this mode of assessment. The passing of the new Equality Act 2010 only renders these issues more pressing. The adjustment must fit the manner of disability, and not, inadvertently, further compound it. This is where, in the case of timed examinations, almost paradoxically, this can occur. 
A standard adjustment for a student with a SpLD is to allow the learner 25% extra time to undertake the exam. The grounds for this are deficits in attention span and/or memory span, lower threshold of learning fatigue, and co-morbid deficits in self-efficacy, self-esteem and resilience. Allowing longer to undertake a cognitively unsuitable test merely compounds the injury to the learner’s perception of self, confirms the stigma associated with the diagnosis and may compound existing feelings of failure and lack of resilience (learned helplessness) as, when they also ‘fail’ to sit through (or study through) the longer period of time, they again experience lack of success. A radical rethinking of what is being assessed could in time result in the reasonable adjustment be to reduce the time available, rather than lengthen it. 

Learning theory:  motivation and reframing using Dweck’s mind-sets,

[image: ]
Self-determination theory posits that competence is significantly impacted by the level of self-belief a learner has in their ability to perform well (Deci & Ryan, 1985). Further, displaying competency is an innate psychological need and attainment of this need will bring enjoyment and comfort. This need provides part of the drive for intrinsic motivation. However, very often the learner is psychological positioned to solely view assessed examination as extrinsically determined tasks. Extrinsic motivation perceives activities in terms of judgement, rather than enjoyment, resulting in punishment or reward (Jeno & Diseth, 2014). Autonomy is perceived as low. A central goal of reframing learner’s motivational perceptions, therefore, is to equip them with strategies to move themselves along the motivation continuum, away from solely extrinsically motivated, towards intrinsic motivation (Burden & Burdett, 2005). 

With learners with SpLD, often there is a barrier to achieving this. Learned helplessness may result from sustained, repeated and harmful exposure to a negative experience (Jeno & Diseth, 2014). Actual and/or perceived lack of control over the engagement itself and the consequence of engagement can arrest or cause regress in, developing self-esteem and self-efficacy (Glazzard, 2010). The characteristics of learned helplessness are co-morbid with many that occur with adult diagnosis of SpLD. Burden and Burdett (2005 ) summarise these as ‘low confidence and self-esteem, impoverished performance, diminished expectation, lowered motivation, lack of engagement, weak persistence and passivity’. Adult diagnosis of SpLD might initially trigger (or confirm existing) low levels of self-efficacy, although it is possible to readjust or normalise diagnosis without utilising a defecit model, leading to acceptance and arresting decline of esteem/efficacy. Shifting the paradigm from the medical model to the social model – providing an acknowledgement of the difficulties simultaneously alongside offering solution- based interventions, the process of adjusting to diagnosis can be positively reframed allowing for a reappraisal of past negative educational experiences. In this sense it is possible to attempt to remedy the manifestation of learned helplessness (Glazzard, 2010). 
Cognitive reframing is a psychologically informed method whereby unhelpful frames of reference are identified and reconfigured to permit more positive encounters. A specific example of a learning aid that can equip a learner with the framework to begin reframing their mental schema regarding their ability to succeed. 
[image: ]
Underpinning this learning aid is the theory of growth mind-sets (Dweck, 2006). Dweck’s theory outlines how mental models of intelligence often delimit motivation, and the goals, expectations and beliefs individuals hold about themselves. A fixed mind-set utilises finite approximations of ability, which in turn help perpetuate an alacrity of acceptance of poor achievement. A growth mind-set, on the other hand, places application and training at the heart of attainment. 
When a learner has been given a diagnosis of SpLD it is all too easy for them to view this as a reaffirming of the validity of a fixed mind-set (Rothman & Cosden, 1995). However, they need to be supported to see how in fact, the self-understanding that can follow diagnosis actually becomes the door to acquiring a growth mind-set (Rothman & Cosden, 1995). Having identified the nature of their difficulty should be the first step towards obtaining the strategies and skills to overturn them: in effect, reframing a closed door, into a finger post pointing the way (British Dyslexia Association, 2016). 

[image: ]

Survey of best practice 
Underpinning this survey of exam revision techniques, is a model of three types of knowledge: strategic, content and metacognitive (Brown, Campione and Day, 1980). 
Strategic knowledge refers to the repertoire of rules, procedures, tricks, routines, etc. for making learning more efficient. 
Content or factual knowledge refers to information that learners have concerning the subject domain under consideration.  
Metacognitive knowledge refers to the information that learners have concerning the state of their own knowledge base and the task demands they are facing.  
Learners therefore need to ensure that they are utilising all three strands of knowledge in their preparation for an exam situation. This is often not appreciated. A general perception of the function of the exam is to test content knowledge and perhaps not unnaturally, learners focus on techniques and strategies that they perceive will support the swift retrieval of these under time pressure. 

A summary overview of the knowledge strands Informing the Teaching Cycle and Scheme of Work

	Strategic Knowledge Techniques

‘more efficient’

	Content Knowledge Techniques

‘Specific information’
	Metacognitive knowledge techniques

‘Self-reflection’ 

‘thinking about thinking ‘


	Rubrics, marking criteria 
	Lecture notes
	Able to describe one’s own cognitive profile 

	Past papers, model answers

	Reading lists
	Names and uses learning styles 

	Effective IT skills – use of VLE, storage of data, software applications e.g. Mindmaps

	Study notes
	Purposeful: Identifies and controls the strategies selected for task

	Administrative skills – filing, organising, sequencing, accuracy

	Subject specific terminology
	Problem solving skills – uses agile thinking rather than rote thinking 

	Materials: Highlighters, index cards, files, folders, post-it notes

	Using Moodle resources, including lecture slides, panopto recordings,
	Ability to observe and alter emotional state. 

	Memory techniques – mnemonics, memory palace, songs, layering, lists

	
	

	Rehearsal and practice – know venue, practice timings, prepare self and equipment 

	
	



Comparative best practice – a survey of University Study Skills Revision Guidance. 
Subsequently, a range of University Study Skills websites was surveyed, focussing in particular on advice, support, guidance and strategies regarding exam revision and preparation. A small selection follows to illustrate some good and bad practice. 

How language choice can contribute to student perception of exams. 
The University of Southampton has produced an encouraging and positively worded top tips guide that offers strategies to manage the experience of sitting exams, including highlighting the necessity of positive self-care. The tips focus on VAK learning styles and offers generic supportive guidance that aims to normalise and demystify the examination process. 
The importance of using language to positively frame events can be illustrated through comparison between University of Southampton’s strapline, and that of University of Oxford: 
It's important to plan and prepare for your exams at any level of study, to avoid late-night, last-minute revision.
Make the most of your studies and hard work by taking a look at some of our top tips and techniques for revision and exam preparation. (University of Southampton, 2018)


 Very few people enjoy examinations and most students experience anxiety while revising for and sitting papers. Here are some suggestions which may help you cope with the anxiety they may cause. (University of Oxford, 2018)
The Southampton introduction emphasizes the positive, attainable study pattern that is required for success, and forefronts this by positive reference to the student’s ‘hard work’ whilst the Oxford introduction focuses on the negative stereotype of exams and consequent anxiety. Reading further into the Oxford page produces a lot of detail on panic attacks, insomnia. It also doesn’t advocate proactive reflection on the experience: ‘There is very little point in conducting a detailed post-mortem. Once the examination is over there is nothing you can do to change what you have written and it may only make you more anxious in the next examination if you focus on faults and omissions’ (University of Oxford, 2018). While it is indeed advisable to avoid dwelling on negative aspects of an unsatisfactory experience, advice needs to be phrased in such a way as to avoid discouraging reflection at all. 

Using metacognitive strategies
The University of Southampton study guide focuses on theory of memory and utilises much useful visual material. This forefronts the need for metacognitive strategic knowledge (Thomas, et al., 2015). 
[image: ]
Using visual material 
[image: ]


These simple diagrams can be contrasted with the material from University of Sheffield
(University of Sheffield, 2018). This approach seems solely directed at linear thinkers, and comprises unmediated and densely formatted written instructions. This would be an overwhelming barrier for many students with SpLD (Grindei & Benlloch-Dualde, 2015). 
[image: ]

Using video
Sheffield’s focus on text can be compared with University of Derby’s emphasis on video material (University of Derby, 2018). The content of the videos emphasises experiential learning and kinaesthetic approaches. There is an overall holistic approach to the topic, including relaxation and exercise (Caine & Caine, 1990). 
[image: ]

Best mix
The best example for offering a range of interactive and diverse material is the Open University. This site has been developed to utilise a wide range of styles and resources, with a view to inclusivity. Its long history of widening participation and open access/distance learning has perhaps made its institutional culture and corporate values pedagogically prepared for positive engagement. 
[image: ]

[bookmark: _Toc512510748]Plan of teaching cycle 
Summary: A core aim of this intervention is to enable the student to devise their own strategies for learning. A fundamental element of this is developing the requisite self-awareness and vocabulary to reflect and self-correct where unsuitable strategies are utilised.  The desirability of continuing to enhance an ever – increasingly nuanced appreciation of the self-efficacy involved is assumed. Also the fundamental premise is to highlight to the student  the difference between knowledge acquisition and skills acquisition. Rather than solely target the increase in task-specific knowledge – i.e. cramming for retrieval in timed conditions - the intervention aims to target self-reflection on the processes involved in knowledge retrieval from memory. 


[bookmark: _Toc512510749]Scheme of work 
[bookmark: _Toc512510750]Synoptic Overview of Structure
	Stage
	Broad scope
	Type of Knowledge (Strategic, Content, Metacognitive) 
	Timescale

	1 

	Establishing a base line.
Looking back and looking forward. 

	Metacognitive 
Strategic 
	Start of semester –intensive sessions

	2
	Preparedness to change model 

Materials and Techniques

	Metacognitive
Strategic 
	Remainder of semester as short and frequent sessions

	3
	Implementation in exam period

	Content 
	Point in time dictated by exam timetable

	4
	Review and Reflect
	Metacognitive 
	As soon as practicable , with academic results and feedback





Length of Intervention
 It is envisaged that the intervention straddles the entirety of one semester, with a number of post-performance sessions at the commencement of the next. The specific intervention should approximate 10 hours in total. The total teaching time for the student for the semester is 36 hours. The 10 hours take place during the 36 hours. 
How it is delivered
The student has weekly 2 hour sessions with the tutor. Initially this plan forms the majority of the session. As the semester proceeds, the proportion of the time of the session subsequently decreases significantly as the session accommodate other demands of the learning experience. Additionally, the fixed / end-stopping nature of the timed examination means that its valency in the student’s mind fluctuates over time. In the closing stages of the semester the proportion of time devoted to this intervention steadily increases. 
· Stage one A Looking back will take 1-2 sessions, 
· Stage one B Looking forward 1-2  sessions
· Stage two Student progresses through preparedness to change model  1 – 2  sessions, and 
· Stage 3 Implementation: Takes place at a fixed point during university exam period
· Stage 4 (Review and Reflect) may take place at the end of the assessment cycle, or at the commencement of the next cycle, as appropriate. 
The different stages decrease in the proportion they represent of each session although these will responsively alter according to specific student. 

	Stage
	Learning objectives 
	Resources 
	Additional notes 


	1 A
Looking Back
2 hours spread over 2/3 sessions
	Explore thoughts and feelings around exam performance  (orientate and manage stress/anxiety)

Look at past experience and diagnostic profile 
	Self-efficacy scales

Templates
	Consider accuracy of self-reporting

Encourage learner to provide evidence of attainment

Obtain accurate prior marks/grades/feedback 


	1 B 
Looking Forward
 1 hour spread over 2 sessions
	Establish parameters of assessment
Locate resources 
Introduce planning tools 
	Access to Moodle
Module handbook
Access to supporting materials / validated documents 
Planning tools and diaries 
	Ensure the information is up-to-date and accurate.
 
Set timescale to check for any alterations



	2
Preparedness to change
c. 5 hours spread over 6 – 10 sessions 
	Explore a range of techniques and materials to enhance exam preparation and revision 
	Illustration of change model
Variety of demonstration materials 
Past papers 
	Reinforce and encourage

Model calm practice

Praise pragmatic strategies

Acknowledge changing cycle of emotions 

Explicit naming of skills


	3
Implementation in timed exam
Actual contact time minimal.
Support available on request
	Student will undertake timed assessment 
	
	Oral encouragement via coaching

Reinforce and embed

Model calm practice

Praise pragmatic strategies

Acknowledge changing cycle of emotions 


	4
Review and Reflect 
 2 hours, over two sessions. 
	Introduce model of reflective practice
Outline benefits of reflective practice Make forward plans for reiterating technique for next assessment cycle
	
Marks and feedback
Self-efficacy scales 
	Acknowledgement of progress towards goals
Acknowledgement of levels of commitment




[bookmark: _Toc512510751]Results and discussion 
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Stage one of cycle  (Pre-contemplation, contemplation)
The mature student presented with highly unsatisfactory prior experience of timed examinations. Now in her mid-40s, she still retained negative feelings embedded approximately 30 years previously at GCSE level. At this time her SpLD had not been diagnosed and she had consequently internalised feelings of inadequacy, failure and rejection. Being unable to perform under pressure had become a part of her identity and while she attempted to maintain a jocular manner when recounting prior experience it was evident that these labels still stung. Priorities were to 
· alleviate her learned helplessness, 
· reframe her negative expectations,
· identify her learning potential via self-understanding of her cognitive profile
· develop appropriate strategies for success. 
· 
Stage two  of cycle (Determination, moving into action)
Much of the sessions focussed on reframing the student’s attitude towards the exam. We focussed specifically on how the situation could be made more manageable by developing strategic knowledge, focussing on the environment, familiarity with the conditions, the rubric, the length and use of time and anxiety and stress management techniques, for example, breathing and visualisation. Identifying ways that the student could exercise control and autonomy went some way to mitigate the ingrained learned helplessness.
Discussing her SpLD diagnosis at length over time allowed the student to recast the meaning attached to previous exam failures. She began to forgive herself for her lack of achievement recognising that she had strengths and abilities that were evident and measureable by different means. Generating fuller understanding of her cognitive profile via screening tools such as VAK, Gardner, Honey and Mumford, we began to uncover areas of potential opportunity such that the student felt prepared to risk exposing her vulnerabilities once more. As part of this we developed positive affirmations.  Developing metacognitive capacity in these ways encouraged and then over time embedded, a preparedness to work towards change. 
This is the example of an affirmation used to prompt the generation of a personal mantra.
[image: ]
This is an image of the resource generated in tandem with the learner.
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Having identified that the student was predominantly visual learner, we then focussed on revision strategies that captured content knowledge in visual ways, using posters, mind maps, coloured index cards and a small memory palace associated with her pencil case.  IMAGE OF INDEX ETC 
Examples of the kinds of revision aids demonstrated to the learner:
[image: ]
Ideas andissues discussed included 
· size, 
· use of colour, 
· advantages/disadvantages of collation,
· comparative merits  of plain paper versus lined paper, 
· kinaesthetic values/look and feel, 
· commercial versus ‘home-made’. 
Examples of time management aids for generating and mapping revision plans

[image: ]
Ideas and issues discussed included
· Advantages and disadvantages of templates
· Creating bespoke templates using software
· ‘blank page’ syndrome
· Colour/aesthetic appeal
· Routines and discipline
· Realistic time audits
· Benefits of tracking time/accountability

[image: ]

Examples of student’s work
In this example the student was preparing for an exam comprising three essay-style answers, on three discrete topic areas. She has tried to use colour and sequencing to identify which material relates to which topic areas. However, there is an over-reliance on verbal and linear notation, neither of which enhance her existing learning strengths. She reports feeling impelled to undertake this in a ‘normal’ way – an assessment largely based through comparing herself with neuro-typical peers. However it is precisely this inability to conform to ‘standard’ practice that has previously limited her attainment level. 
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Further suggestions explored to enhance this included 
· use of images, 
· bullet points, 
· diagrams, 
· use of coloured pens/highlighters
· less words 

Examples of use of Mnemonics 

[image: ]
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These still revolve on verbal, linear presentation. To incorporate Gardner’s multiple intelligences, ideas discussed to enhance include
· Using movement and rhythm
· Using music or sound

Stage three of cycle (action)
The student successfully sat the exams, although was disappointed to achieve a borderline pass in both papers. She did not take advantage of the extra time awarded to her as reasonable adjustment, and in fact left the exam early. She self-reported some positive aspects regarding feelings of preparedness and anxiety management, however, identified further issues with the task involving handwriting formation and speed, which were not prioritised earlier. 
Stage four of cycle (some degree of maintenance but significant degree of relapse) 
Apart from the aggregated mark, little was offered by way of written or verbal feedback from the academic staff.  The papers were not returned and therefore any analysis had to be based on the student’s recall of her answers. Memories formed under stressful circumstances, with a predisposition of pessimism, are unlikely to be reliable. It was not possible to see how and where the marks were awarded across the range of questions. This is problematic, as having this information could indicate areas of success or weakness. It would help determine to what extent skills and strategies (for example, time management, correct application of rubric) incurred penalties, as against incorrect factual recall, or other deficits in content knowledge. 
Post-cycle consequences
The next semester’s assessment pattern brought no exams for the student, and therefore she perceived little extrinsic motivation to spend more time improving exam or revision techniques. In terms of her intrinsic motivation, she verbalised a more positive attitude to her own potential for academic attainment. In particular, she seemed relieved to have begun to understand some of the reasons behind the gap between potential and attainment. This increase in self-understanding, and concomitant acquisition of transferable skills and strategies was a positive outcome of the cycle. 
Conclusions
The success of the teaching cycle lay in enhancing metacognitive literacy. The second area of success was in building personal resilience, alongside levels of self-efficacy (Bandura) and self-esteem (Maslow). All of these areas have evident transferability and act in a holistic manner to the learner, rather than that which is learnt. It focusses on process rather than product, and in so doing, highlights the need for learners to become intrinsically motivated (Dweck). Further, it highlights learners’ need to maintain motivational velocity beyond the confines of extrinsically defined learning goals, such as those dictated by assessment schedules.  Cumulatively, these mitigate against learned helplessness and other barriers arising from learning difference, social demograph or prior learning experience (Northedge, 2003). 
There was more limited success in terms of establishing permanent change or improvement in the development of sophisticated strategies for enhancing content knowledge, and knowledge retrieval in timed circumstances. However, many of these strategic knowledges can be built outside of this specific context and may indeed benefit from being disaggregated from the performance goals perceived by learners regarding this mode of assessment (Higher Education Academy, 2017). This highlighted the continued need for learners to become assessment literate but also for the manner in which assessment strategies and schedules are conveyed to be built on principles of transparency, relevancy, and inclusivity (Jackel, et al., 2017). 
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(Gibbs, 1988)


The CPD examples have been selected to offer a range of experiences.  
Report one is an example of an elective event, organised by a neighbouring university, targeting peer professionals. Key aspects of this CPD are maintaining up-to-date professional knowledge, challenging /widening conceptual frames of reference, and networking opportunities 
Report two is an example of an event offered by the home institution. This example highlights the need to have accurate contextual understanding of the operation of quality assurance and auditing mechanisms, alongside an awareness of how they impact the external perception of an institution. 
Report three is an example of an external event, offered to a wide audience, combining practitioners and academics together. This allows for growth of understanding of contexts outside of the academy, leading to respect for transferability, and maintaining currency. 

[bookmark: _Toc512510753]CPD 1 – Swansea Academy of Inclusivity and Learner Success 

Conference title: The Student Journey: Keeping on track 
· Date, 18 May 2017
· Location, The Great Hall, Bay Campus, Swansea University 
· Time 9.15 – 3.45
Description: What Happened?
This was a one-day conference organised by SAILS (Swansea Academy of Inclusivity and Learner Success) in partnership with UWTSD, and supported by the Higher Education Academy Wales. There was a full programme of event, including keynotes, workshops, and plenaries. Speakers came from a diverse range of HE-related institutions. There were also valuable opportunities for networking, and to see the impressive purpose built ‘state of the art’ facilities on the new campus. As often is the case, it was not possible to attend all the sessions of interest, as parallel streams were in operation, and inevitably attractive options have to be forfeited. 
Feelings: What were you thinking and feeling?
Initially I felt somewhat overwhelmed by the scale and majesty of the new Swansea Bay campus. Of particular note was the degree of IT infrastructure present in all teaching rooms. As previously identified (in Module 1) this is an area I have identified for personal development. Consequently I was exhilarated by the possibilities on offer, but also intimidated by what I supposed to be the much higher threshold of expectation this free availability might give rise to. Similarly, over the course of the day I was fascinated by the various speakers’ utilisation of IT in support of their delivery. 
Evaluation: What was good and bad about the experience?
· Good to be exposed to a wide variety of practice and to be reminded of the diversity of institution and approach within the wider HE community,. 
· Bad to experience albeit briefly, the almost inevitable feelings of self-doubt that can arise in the face of what one supposes is other practitioners’ superior abilities!
Analysis: What else can you make of the situation?
A speaker of particular note for me was Dr Joan O’Mahony, from the HEA. Her remit was to update the conference on ‘News from the HEA – focus on retention’. Her performance was noteworthy for the democratic and inclusive manner of delivery. It was evident that she was accustomed to delivering to a wide range of audiences, and could manipulate the somewhat complex data and topics into a smooth and comprehensible package. Recognising the importance of leaders, mentors and role models within a professional workplace, I researched her profile via the HEA website https://www.heacademy.ac.uk/person/joan-o-mahony. Particular areas of expertise of hers are widening participation, and inclusion, both of which marry well with my outlook (as per my statement on Learning and Teaching, Module 1). I’ve identified several recent articles of hers to research further, in particular her work on social mobility (Andrews & O'Mahoney, 2013). One specific client group I work is the Gypsy- Traveller community in West Wales, and I’m interested in exploring further how their experiences of Higher education may impact their experiences of social mobility (Northedge, 2003). 
Conclusion: What else could you have done?
Subsequently I invested some time in exploring the HEA website (Higher Education Academy, 2018).  It offers a wide range of high quality resources via its Knowledge Hub, and Discipline specific archives. It also provides the up-to-date version and further advice and guidance concerning the UKPSF. The resources have enhanced my work for this module for example in using the Concept Map for Assessment and Feedback (Higher Education Academy, n.d.) and the associated review of literature on Assessment and Feedback in Higher Education (Jackel, et al., 2017). 


[bookmark: _Toc512510754]CPD 2 – UWTSD Briefing session on Student Survey Season
· Date, 9 January 2018
· Location, Life Design Hub, Carwyn James 104, UWTSD Carmarthen
· Time: 12 noon
Description: What Happened?
I attended a briefing session on the Student Survey Season, offered by the Student Experience department of UWTSD. The session comprised a PowerPoint presentation which was delivered clearly, animatedly, but quickly. The PowerPoint contained generic background information on the development of the National Student Survey and outlined the various uses to which the data generated can be put. The presentation then focussed on the strategic importance of the survey to the university, relating it to the strategic plan, and in so doing, cascaded downwards through the hierarchical structure of faculties, schools, and programmes. 
Feelings: What were you thinking and feeling?
I was impressed by the confident, professional delivery, and spent some time reflecting on the growth of presentation skills in jobs outside of teaching. I pondered the presenter’s background and the skills thresholds within a modern workplace. I also reflected on the balance of technology being used (mid-range) and the amount of statistical detail involved. The attendance was low, 9 attendees. I compared this to the considerable numbers of staff present at the September staff development week. 
Evaluation: What was good and bad about the experience?
· The level of detail and the impassioned delivery was impactful in conveying the importance of the survey to the maintenance of high performance standards and ongoing quality assurance. 
· The obvious weakness of the event was the very low number of attendees. Further work would need to be done on the reasons for this. Mechanical reasons such as time and location may be remedied, but from informal conversation with colleagues I formed the impression that its significance was not widely realised. 
Analysis: What else can you make of the situation?
I noted the use of the term ‘learning gain’ by the presenter. I had previously heard this mentioned at the SAILS conference (see CPD report 1). Another issue highlighted during the presentation was ‘inappropriate influence’. IPSOS MORI define this as ‘any activity which may encourage students to reflect anything other than their true opinion of their experiences’ (UWTSD, 2018). Guidelines were available on how to administer the survey which emphasised the importance of neutrality (UWTSD, 2018). Despite this, equal significance was given to the ‘free hot drink’ that a student would get on completion. I reflected on how this offer centred on a very particular stereotype of student – largely campus-based and financially impoverished. As the majority of my students’ programmes are delivered as outreach programmes in the community, this offer was therefore void. This in itself highlights the different experiences of student life that are current today. By not providing an alternative for non-campus-based students, UWTSD inadvertently discriminated. 
Conclusion: What else could you have done?
I looked up the relevant resources on the institutional website (UWTSD, 2018), The Student Survey website (NSS, 2018) and the  Unistats website (UniStats, 2018).  Here the data gleaned from the survey is used by potential students to select a course and institution. However, at an institutional level, the data produced permits a deep and quantifiable reflection on the successes and failures of a programme, and should feed directly into both the institution-wide strategic plan, but also the action planning at the level of programme and department (Flint, et al., 2009). More broadly, however, I came to realise that the NSS has had a profound influence on changing practice across Universities nation-wide (Richardson, 2013). Further research discusses how the Survey may help set a new paradigm for the reconceptualisation of staff/student hierarchies in future (Buckley, 2013). 
I researched further the term ‘learning gain’. Learning gain refers to the degree of change in skills, competencies, content knowledge and personal development between two points in a student’s learning journey (McGrath, et al., 2015). The multi-dimensionality of this conceptualisation is significant and supersedes previous focus on added-value. 
Postscript: Some months later I met an NSS advisor at a Welsh language course and was able to converse from an informed position, and take advantage of the networking opportunity. 



[bookmark: _Toc512510755]CPD 3 – Cauldwell Institute Conference

Conference title: Autism and Sensory Processing: http://thecaldwellautismfoundation.org.uk/
· Date: Saturday 20 January 2018
· Location: Carmarthen Town Hall
· Time: 9.15am -  5pm

Description: What Happened?
I attended a full-day training event run by The Caldwell Autism Foundation. This was a follow-up from the event I attended 2 April 2017 (see Module one, CPD report 2). The day aimed to provide “insights into the sensory experiences of people with autism and the different ways in which sensory processing difficulties can affect the person's daily life”. Overarching theme was seeking to create autism-friendly environments.
The principal contributor was Olga Bogdashina Co-founder, Programme Leader and Lecturer at the UK branch of the International Autism Institute and Associate Consultant (Autism) to the European Institute of Child Education and Psychology (ICEP Europe) (Bogdashina, 2016). There were two other speakers, Richard Macguire (director of an Autism Training Company) and Anya Ustaszewski (musician and activist), both on whom offered deeply-felt testimony of their lives on the Autistic Spectrum. Also present were Sensory Spectacle (sensory installations to raise awareness and understanding of the sensory processing difficulties which people with autism can experience), and Irlen East, showing how prescription coloured lenses can be used to reduce sensory perceptual difficulties
Feelings: What were you thinking and feeling?
The start was delayed and participants were kept outside in street. There were three further physical problems with the day. Firstly the building’s heating failed, and the early part of the morning was repeatedly interrupted by the organiser trying to resolve this.  Secondly, there were fluorescent lights: negative triggers for Irlen and ASD. Thirdly, the sessions were very long. Coupled with other material issues with the fabric of the building and the poor organisation the practice on the day was at odds with the aims of the day, namely, to reduce sensory difficulties. 
Evaluation: What was good and bad about the experience?
· The principal attraction of the event was the opportunity to hear Olga Bogdashina, but the most profound impression was made on me by the first-hand testimony of the speakers addressing life as an adult on the ASC spectrum (‘native experts’, see below).
· A significant barrier this time was the introduction of fees. The day cost £80, with a reduction to £30 for students. The previous year’s event had been free to all. 
Analysis: What else can you make of the situation?
Bogdashina describes the cognitive differences caused by sensory perceptual experiences and sensitivities. She emphasises the importance of ‘native experts’ – i.e. people with ASD in accessing an understanding of this. Throughout her work, and in the work of the Caldwell Institute, the pervasive nature of ASD is emphasised. Of particular note are the different set of SPATS (senses, perceptions, abilities and thinking systems) utilised by people with ASD.  It was ironic, then, that so little physical accommodation of these was possible at the venue. It may seem overly reductionist to comment largely on the mechanics of the day at the expense of the content, but without removing these significant barriers, the content could not be accessed at all. 
Conclusion: What else could you have done?
I have developed a fuller appreciation of the issues concerning the processing of sensory information received by the individual; whether via external environmental stimuli or through internal signals generated within the body (Bradley & Caldwell, 2013). I continue to try to accommodate these issues within my professional practice, although, similarly to the circumstances on this day, I find that my ability to do this well is often significantly curtailed by the physical limitations of the environment I find myself working within (Fabri, et al., 2015). Overtime, my hope is that an intention to provide ASD-appropriate learning environments becomes a standard benchmark within the University Building’s policy. 
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[bookmark: _Toc512510757]Observation 1: Academic referencing Skills 

13 March 2018, 11-12
 Room 3, Robert Hunter Building
Observer: Cathy Evans
Planning and Organisation
The session was one of a series on academic referencing skills. Previous sessions had introduced the underpinning functions of referencing at undergraduate level, surveyed the different models of referencing and outlined different referencing tools. The sessions now focussed more specifically on the requirements of the student’s department, using their handbook. This was consolidated through recourse to online learning materials from other university sites. 
Use of learning environment and learning resources
The session took place in a small individual tutor room. The main learning platform was a pair of computers (tutor desktop and student laptop). Pen and paper were used to note and formulate systems and aide memoires. 
Teaching methods and approach 
The session began with model and copy. After several iterations the student was encouraged to self-generate examples, and initiate the correct implementation sequence. When the student encountered difficulties, rather than intervening, the strategy used was to prompt problem-solving skills. Consistent calm manner presented to offset student’s level of frustration with the activity. Feelings named and normalised, and reassurance offered. 
Student activity and participation
The student participated well, although clearly felt a degree of anxiety and frustration concerning their knowledge and ability. 
Content of session and relevancy to wider learning environment
Acquiring these skills are fundamental to a successful learning journey at undergraduate level, and fully transferable across all elements of study. While adherence to the specific system (Harvard) is essential, of equal importance is an awareness of other systems. This permits the development of transferable skills of close reading and following instructions, attention to detail, maintaining accuracy, and recognition of benchmarks and thresholds.
Checking understanding and progress, delivering feedback.
Student’s abilities and progress could be measured by observation of her relative success at the tasks. Her confidence and feelings of self-efficacy were measured by dialogue, using a Likert scale to self-report. Encouragement was given orally. Small targets were set and praise offered for recall of sequences. 

Synoptic discussion
Students perceive that there has been Increasing emphasis on the importance of academic best practice, especially as skills move from knowledge acquisition towards knowledge retrieval. Use of software has revolutionised referencing processes, in terms of retrieval and fact-checking, but also in terms of data handling and manipulation/presentation. Emphasis on the professional transferability of these skills are important. However, to a certain degree the ensuing professional ‘finish’ can mask significant uncertainty and misunderstanding. 
Bad academic practice and plagiarism are significant causes of anxiety within the student population (Hart & Friesner, 2004). However, the degree to which these skills are taught – or left to be caught – vary significantly. Emerson et al (2005) observe that persistent inability to reference academic work to appropriate standards and conventions leads from ‘inadequate’ understanding of the process of academic writing, and not from issues concerning the specifics of any set of conventions. They advocate specific bespoke 1-2-1 work whereby students focus on the process of using secondary sources, rather than on the process of recording them. Strategies to maintain academic standards have often focussed on detection systems (for example, anti-plagiarism software) and a penalty culture, rather than providing the kind of 1-2-1 support Emerson et al advocate (Dahl, 2007). Consequently, many students have acquired anxiety responses around the issue of academic integrity (Hart & Friesner, 2004). 



[bookmark: _Toc512510758]Observation 2: SmartArt and PowerPoint 
Observation: Introducing ‘SmartArt’ function on Powerpoint.
7 March 2018, 10 – 11am
Tutor space, Pembroke Dock Library
Observer: Katherine Mackie 
Planning and Organisation
The session’s aim was to widen the student’s repertoire of skills using PowerPoint. This session was one in a series designed to introduce, reinforce and enhance skills. This session built on earlier work and had the additional aim of allowing positive self-appraisal of the learner’s progress to date. The objective of the session was to encourage experimentation with the visual presentation of data within a PowerPoint presentation. The session was 1 hour in length and was split into sections:
· Outlining the aims and objectives, with time for learner to also identify personal learning goals (10 minutes)
· Reflecting on the development of skills set to date, and placing this new element in that context (5 minutes)
· Relating the activity to both the current assessed work in preparation, and the workplace (5 minutes)
· Demonstration and practice (25 minutes)
· Recapping, with special focus on transferable applications / relevancy (10 minutes)
· Identifying opportunities for over-learning (including YouTube videos) (5 minutes)

Use of learning environment and learning resources
This student has Irlen syndrome requiring minimal exposure to fluorescent lights and reflective surfaces. The student and I sat side-by-side facing a blank wall, to avoid glare from windows. We worked on a pair of laptops. The student wore glasses with bespoke spectral filters.  The student used pen and paper to make notes of sequences and to capture ideas and suggestions. 
Teaching methods and approach 
Side by side coaching permits the tutor to model, in real time and close proximity, the appropriate routine. The proximity allows swift correction while the communal nature of the activity strengthens the tutor/learner dynamic. This learner is employed in a role that involves ‘hands on’ modes of working, and the aim was to utilise the strong skills set acquired through this prior experience. Repetition, oral verbalisation, and recording patterns/sequences/techniques in writing were all employed to strengthen the cognitive imprinting of the activity. Similarly, a range of media were identified for over-learning, including audio/visual media. 
Student activity and participation
The student is a non-traditional part-time mature student, with limited IT skills. The learner engaged enthusiastically with the exercises and was ready to challenge herself, drawing on many skills and knowledge acquired over the preceding sessions. 
Content of session and relevancy to wider learning environment
This session enhanced the elementary IT skills developed, practiced and over-learned in regular sessions. Specifically the session explored alternative ways of presenting ‘lists’ of information. The student was encouraged to reflect on the relative suitability of bullet-pointed lists, spider-diagrams, and other features of the SmartArt button.
The student was encouraged to self-identify how these skills could be used elsewhere within her programme of study, but also how they were transferable back into her workplace. When students – particularly ones with considerable prior life-experience – can make connections between a project-based task such as this PowerPoint presentation – and the real world, they are better able to deploy and strengthen existing problem-solving skills, increase feelings of self-efficacy and attain higher, than when they perceive the task as purely academic (Wery & Thompson, 2013). 
Checking understanding and progress, delivering feedback.
I checked understanding and progress by gradually withdrawing the level and frequency of verbal interaction , allowing longer gaps between reiteration of instruction, and encouragement, and moderating the speed at which I demonstrated the technique (moving from very slow initially, to reasonably swift as familiarity increased. I aimed to, in effect, steadily remove the scaffolding provided by my role as ‘more knowledgeable other’ within the side by side model. Relating these exercises to previous sessions I asked the student to self-rate their relative feelings focussing on confidence and problem-solving acuity. 
Synoptic discussion
This learner is accustomed to being professionally able and responsible: over 30 years employment she has gained a high measure of peer respect. She is unaccustomed to being the vulnerable person in a professional situation, and consequently is uncomfortable receiving help. Her late diagnosis of SpLD, has contributed to her being hyper-sensitive to perceived criticism. Her resilience and motivation are high, but impaired by lack of experience ‘translating’ constructive criticism (ADSHE, 2009). This is a common factor in students on this course, who all have very high personal expectations, but equally, as mature students, have equally high levels of demand on their time in balancing work, study and family life (Parker, 2004). Using teaching methods that replicate real-life applications or scenarios renders a degree of authenticity and familiarity to learners with this profile as they are better able to understand the kinds of processes undertaken via existing ‘schema’ (Wery & Thompson, 2013). In particular, the democratic nature of side by side working is effective in collapsing barriers with adult learners. 


[bookmark: _Toc512510759]Observation 3: Using Scripts 

Topic: Using scripts for Trade Stand exhibit assessment
20 February 2018, 10 – 11am
Room 2, Robert Hunter Building, Carmarthen Campus
Observer: Helen Griffiths 
Planning and Organisation
The focus of the session was the composition of scripts for a ‘trade stand’ assessment. The key aims were to build confidence, anticipate demands of vocabulary, and scenario-plan scripts for potential interactions with the public. The student is a second language user of English, and lacks confidence in her verbal fluency and dexterity. Additionally this student has expressed anxieties around her degree of acceptance within British society. This is largely due to her accented use of English. 
Use of learning environment and learning resources
The setting precluded re-enacting the trade stand and was based in a small tutor room. Discussion took place on the practical issues of the anticipated delivery venue. Images of the trade stand display were to hand. A do not disturb sign was used to prevent interruption.
Teaching methods and approach 
Using scripts, role-play, experiential learning, standing to speak to replicate actual delivery including breathing and posture. Attempts to naturalise the performance. Used ‘naming’ techniques to identify barriers (physical and mental) thereby gaining control and limiting their impact/render more manageable. 
Student activity and participation
The student’s nature is to be shy and retiring, so care was taken to offer sufficient encouragement to participate, but not so much to cause pressure. With careful handling, the student began to relax and over the course of the session her participation levels steadily increased. As the session developed the student began to self-identify some of the barriers she experiences. 
Content of session and relevancy to wider learning environment
This was the first time that this student encountered this kind of activity, so felt very nervous and lacking in experience – however, this kind of activity was very likely to become a common occurrence within future career paths. Additionally during the session the student voiced a significant degree of trepidation about a phone call she needed to make regarding her DSA allowance.. I was able to then identify for her the ways she could apply the skills we had explored in the session to prepare for the phone call, including identifying micro-scripts. 

Checking understanding and progress, delivering feedback.
Of particular importance when working with this learner is checking her literal understanding of the language and vocabulary, in particular when using idiomatic expression. As a practitioner, I often use metaphor in attempts to mediate the acquisition of knowledge, as this works well with some cognitive profiles, especially, ones requiring a schema or gestalt understanding.  However, it is important to remember that other learning profiles – including for example, some expressions of ASD can find this abstract or allusive aspect of language challenging. 

Synoptic discussion
The content of this session was largely practice-based, although was underpinned by a theoretical grounding. For example, the theory of micro-scripts in behavioural management advocates future focussed, positive language and congruent body and voice (Gioia & Poole, 1984). Both of these attributes were addressed in the session. These attributes, techniques and skills have many transferable qualities. Positive choice of language and expression may help reconfigure the ways that learners label their thoughts, feelings and behaviours. The role-play serves to normalise what may be for them unwelcome and unfamiliar and unpleasant feelings of anxiety and helplessness. In other instances it can lead students to adjust their personal expectations of their attainment levels. 
A script is a framework for understanding the cognitive dynamics underlying many behaviours and actions (Pivotal Behaviour, 2017). In this sense a script can be viewed as a schematic knowledge structure that specifies behaviour or event sequences that are appropriate for specific situations. The uses of this as a social strategy for learners with SpLD and/or ASD are profound as many facets of organisational behaviour can be effectively described, analysed and understood by using the script framework (Fabri, et al., 2015). 
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A brief assessment of your development as a reflective practitioner throughout the programme together with an analysis of future development needs (500,  mapped to the UKPSF)
Undertaking this programme has allowed me to reflect on the diversity of my learning and teaching activities both in current and past roles (Larrivee, 2000)(A1,2,4). I aim to ensure this diversity is utilised appropriately going forward. It has also reaffirmed my personal decision to change career path from personal academic subject specialism to specialist learner support (A3). Focussing on transferable study skills has broadened the panorama I work within (K1,3,4). Consequently, the breadth and diversity my role now embraces marries my personal beliefs with my professional values (V4, A5). Working with widening participation, minority groups and disabled students allows me to exercise a fuller repertoire of methods and technologies, including assistive technology (Parker, 2004)(V1,2,K4). In particular, it allows me to respond to the individual learner, rather than the rhythms of a narrow body of knowledge (Northedge, 2003).  
I have become better able to articulate both the professional values expected of my role, and the ways I actively answer this in my work. Through study and reflection these benchmarks become embedded within the conceptual parameters through which learning encounters are viewed (A5, K6). Recognising others who similarly share this community of practice has benefited me as an individual but also the learning environment within the team I work within (A5, K6, V4) (ADSHE, 2009). 
A by-product of undertaking this programme has been an increase in personal resilience and I have developed further my self-starting capacity: undertaking this qualification alongside fulltime employment has been challenging, but ultimately, strengthening (A5). 
In module 1 I advocated ‘transformative knowledge through strategic learning’. I have become further convinced of the transformative power of active participation in education, both as a learner and one who supports learning. I have witnessed first-hand how increasing metacognitive knowledge permits a new schematisation of individual identity. Such a transformation can be both challenging and life-affirming to a learner (V1,2). Similarly, the implications of the learning journey can be strategically far-reaching – effecting permanent change of mind-set and outlook, increasing self-efficacy, autonomy, and ultimately leading to co-creative relationships within the learning environment (A4, V4). The transferability of these skills and schemas is perhaps the most relevant aspect as it is thus that learners eventually implement their ‘graduateness’ in their onward journeys (V4).
I have already commenced a targeted future development plan. Having identified areas for personal growth in the first module, I have been able to avail myself of subsequent opportunities, for example, recently I undertook a digital literacy qualification. The goals of my immediate future as follows (A5): 
· Overall strategic plan of University: one route by which UWTSD aims to ensure quality learning and teaching standards is by developing a qualified and accredited staff base (K6). Having completed my PGCHE I intend to pursue HEA membership. Subsequently, I wish to identify areas of my professional role within the team I work in to initiate leadership opportunities, with a longer term view to obtaining Senior Fellowship. 
· Professional accreditation: BIS/DSA are likely to continue to raise the thresholds for professional memberships (V4). I seek to enhance my existing specialist SpLD qualifications with a Level 5 Certificate in Dyslexia: Literacy, Support and Intervention from the British Dyslexia Association. Based on prior learning via the Dyslexia Guild,  I have already negotiated APL for this award. I will commence study in June 2018. 
· Personal development aspirations: publications.  I now aspire to participate more fully with the academic dimensions of my work (K1), to integrate and reconnect with skills used as an academic and researcher, by finding a mentor or coach to guide my return to writing for academic publication/conference participation.  

[bookmark: _Toc512510762]Future personal development plan summary

	Category
	Goals
	Actions
	Timescale

	University strategy
	Complete PGCHE

Obtain FHEA

Begin working for SFHEA
	Submit work April 2018

Undertake application

Identify leadership opportunities
	April 2018
By December 2018
Ongoing

	Professional Bodies
	Maintain existing professional memberships

Work towards higher professional accreditation
	Satisfy CPD requirements 


Undertake Level 5 Certificate 
	Achieved


c. 18months June 2018-Decemer 2020

	Personal aspiration
	Recommence writing for publication
	Seek mentor
Identify target publications 
	Ac year 18-19
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× Learners with SpLD have weak executive functioning skills. 

× Problems with time-management, organisation, self-regulation 

× A significant symptom of these is procrastination. 

× Related to this is akrasia: select self-defeating courses of action. 

× An opposite state to akrasia is ‘flow’ (Mihaly Csikszentmihalyi). 

× Students with SpLD need strategies that shift them from unproductive 

procrastination and into (and maintaining) a sense of flow.

Overall performance outcomes have been shown to improve 

through the utilisation of the Pomodoro Method (Corillo, 2009 

which:



Externalises the discipline required to study via formal timing device



Reduces cognitive load required for decision-making



Utilises set times, patterns and procedures



Actively builds habituation by repetition and consistency



Formalises commitment which brings commitment benefits



Reframes the task into an INPUT driven one rather than OUTPUT 



Narrows scope of the task making success indicators clearer



Sets a fixed end time signalling attainable goals and sense of progress



The Pomodoro method successfully answered the learner’s initially  

weak conceptualisation of the benefits to self. 



A key advantage is the simplicity of the model.



Additionally the intervention is extremely resource economical.

ХThe principal challenge is the resistance to new techniques largely 

through a preconceived misconception of the degree of cognitive 

burden involved. 



Learners affirmed that once mastered, the technique was swiftly 

universally transferred between all realms of life. 

Background and 

Rationale 

V1,2,3,4,K1.3

Lesson Plans 

A1,2

This teaching cycle’s objective is to provide a

solution-focussed intervention for problematic 

procrastination.

Its aims are

i. To measure levels of problematic procrastination using  

academic scales

ii. To introduce paradigms and strategies to a) support critical 

self-reflection and  b) generate remedial action

iii. To formulate, implement and evaluate a plan for change

Aims & objectives

A3,4,K5

A

References  K4, V3

B

Synopsis of theory: 

Procrastination is a form of self-regulatory 

failure (Steel 2007).Procrastination is linked to poor performance, 

lower attainment, increased depression, financial loss, extending 

well beyond the academic sphere (Yockey 2016). Procrastination is 

negatively related to exam scores and grades, positively related to 

stress, depression, medical issues, ‘drop-out’ and failure and 

therefore impacts significantly on University strategic issues such as 

retention and attainment levels (Ariely 2002).  

Summary of results: 

Students resisted the introduction of the 

technique, citing perceived cognitive challenge of learning new 

systems (Malatincova 2015). It took a long time to overcome such 

resistance and mitigate against the urge to procrastinate (Waschle

2014) . Steady and consistent repetition overcame this. Once  on 

board the students adopted the method across many sectors of life.

Example of technique: 

The strategy of recording distractions helps 

reconfigure the neural networks driving the urge to seek distraction 

by severing the  connection between craving and distraction. It 

builds capacity to resist distractions for future. It also links to 

mindfulness practices, in turn supporting mental wellbeing. 

Provides data tracking on issues that contribute to procrastination

Predictors of problematic 

procrastination:  

(Waschle, 2014)

•

Task evasiveness, 

•

Task delay, 

•

Impulsiveness, 

•

Perfectionism, 

•

Distractibility, 

•

Disorganisation

Discussion 

K1,4,5

Conclusions 

V3,4

Study Resources

Cold Turkey

https://getcoldturkey.

com/

Tomighty

http://tomighty.org/

Study With Me: 

Thomas Frank 

YouTube channel 

Procrastination Scales

(Mariani, 2012

)

* DP: Decisional procrastination   

(Mann 1982)

* GBP: General Behavioural 

Procrastination  (Lay, 1986 )

* AIP: Adult Inventory of Procrastination 

(McCown & Johnson 1989)
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Using the Pomodoro Technique to Resolve Procrastination 

Habits in Learners with SpLD

Tara Carmody UWTSD 

Based on Trans-theoretical Change Model ( A )

Initial Session: (1 hour)

a) Recap role of executive functioning (15m)

b) Do self-assessment using procrastination scales (15m)

c) Discuss results – via conscious competence 

Model B

(15m)

d) Formulate intention to change (15m)

Second session: (1 hour)

a) Recap intention to change (10m)

b) Outline method of Pomodoro technique (25m)

c) Plan SMART implementation of method (15m)

d) Identify audio/visual/kinaesthetic aids (10m)

Third  and subsequent reiterations: (15-30 mins

)

a) Recap Pomodoro method and trouble-shoot (5-10m)

b) Revise implementation plan, reset SMART targets (5-10m) 

c) Revisit conscious competence model (5 – 10m)

Final session: (1 hour)

a) Redo self-assessment using procrastination scales (15m)

b) Compare before/after scores and self-reflect (15m)

c) Identify markers: progress, habituation and automaticity (15m)

d) Plan forward ongoing embedding/refining of technique (15m)
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Learners with SpLD have weak executive functioning skills. 

Problems with time-management, organisation, self-regulation 

A significant symptom of these is procrastination. 

Related to this is akrasia: select self-defeating courses of action. 

An opposite state to akrasia is ‘flow’ (Mihaly Csikszentmihalyi). 

Students with SpLD need strategies that shift them from unproductive procrastination and into (and maintaining) a sense of flow.



Overall performance outcomes have been shown to improve through the utilisation of the Pomodoro Method (Corillo, 2009 which:



Externalises the discipline required to study via formal timing device

Reduces cognitive load required for decision-making

Utilises set times, patterns and procedures

Actively builds habituation by repetition and consistency

Formalises commitment which brings commitment benefits

Reframes the task into an INPUT driven one rather than OUTPUT 

Narrows scope of the task making success indicators clearer

Sets a fixed end time signalling attainable goals and sense of progress



The Pomodoro method successfully answered the learner’s initially  weak conceptualisation of the benefits to self. 

A key advantage is the simplicity of the model.

Additionally the intervention is extremely resource economical.

The principal challenge is the resistance to new techniques largely through a preconceived misconception of the degree of cognitive burden involved. 

Learners affirmed that once mastered, the technique was swiftly universally transferred between all realms of life. 
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This teaching cycle’s objective is to provide a

solution-focussed intervention for problematic procrastination.

Its aims are

To measure levels of problematic procrastination using  academic scales

To introduce paradigms and strategies to a) support critical self-reflection and  b) generate remedial action

To formulate, implement and evaluate a plan for change

Aims & objectives

A3,4,K5

A

References  K4, V3
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Synopsis of theory: Procrastination is a form of self-regulatory failure (Steel 2007).Procrastination is linked to poor performance, lower attainment, increased depression, financial loss, extending well beyond the academic sphere (Yockey 2016). Procrastination is negatively related to exam scores and grades, positively related to stress, depression, medical issues, ‘drop-out’ and failure and therefore impacts significantly on University strategic issues such as retention and attainment levels (Ariely 2002).  



Summary of results: Students resisted the introduction of the technique, citing perceived cognitive challenge of learning new systems (Malatincova 2015). It took a long time to overcome such resistance and mitigate against the urge to procrastinate (Waschle 2014) . Steady and consistent repetition overcame this. Once  on board the students adopted the method across many sectors of life.



Example of technique: The strategy of recording distractions helps reconfigure the neural networks driving the urge to seek distraction by severing the  connection between craving and distraction. It builds capacity to resist distractions for future. It also links to mindfulness practices, in turn supporting mental wellbeing. 

Provides data tracking on issues that contribute to procrastination







Predictors of problematic procrastination:  

(Waschle, 2014)

Task evasiveness, 

Task delay, 

Impulsiveness, 

Perfectionism, 

Distractibility, 

Disorganisation

 Discussion K1,4,5 





Conclusions V3,4



Study Resources

Cold Turkey

https://getcoldturkey.com/



Tomighty

http://tomighty.org/



Study With Me: Thomas Frank 

YouTube channel 



Procrastination Scales

(Mariani, 2012)



    DP: Decisional procrastination   

(Mann 1982)

    GBP: General Behavioural Procrastination  (Lay, 1986 )

    AIP: Adult Inventory of Procrastination (McCown & Johnson 1989)
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Using the Pomodoro Technique to Resolve Procrastination Habits in Learners with SpLD Tara Carmody UWTSD 



   Based on Trans-theoretical Change Model ( A )



Initial Session: (1 hour)

Recap role of executive functioning (15m)

Do self-assessment using procrastination scales (15m)

Discuss results – via conscious competence Model B (15m)

Formulate intention to change (15m)

Second session: (1 hour)

Recap intention to change (10m)

Outline method of Pomodoro technique (25m)

Plan SMART implementation of method (15m)

Identify audio/visual/kinaesthetic aids (10m)

Third  and subsequent reiterations: (15-30 mins)

Recap Pomodoro method and trouble-shoot (5-10m)

Revise implementation plan, reset SMART targets (5-10m) 

Revisit conscious competence model (5 – 10m)

Final session: (1 hour)

Redo self-assessment using procrastination scales (15m)

Compare before/after scores and self-reflect (15m)

Identify markers: progress, habituation and automaticity (15m)

Plan forward ongoing embedding/refining of technique (15m)





image1.png

HOW TO BE PRODUCTIVE USING

m :POMODORO TECHNIQUE

NAMED AFTER THE ITALIAN WORD FOR TOMATO SINCE THE TIMER
USED BY THE TECHNIQUE'S CREATOR WAS SHAPED AS A TOMATO

PICK A TASK SET THE TIMER GET TO WORK

TO 25 MINUTES
=/,

Although a mechanical
timer is suggested (ike this

" tomato-shaped kichen timer),
GRS should e plged any type will do. NO DISTRACTIONS ALLOWED

STOP WHEN RECORD PROGRESS TAKE A FIVE
MINUTE BREAK

TIME IS UP
TASK: WRITE XYZ GeTUP
DING. X Pomodoro 1
J 0 Pomodoro 2 GETYOUR p

MIND OFF NOURISH
THE TASK YOURSELF

This block of work time Make note of anything that

is called  POMODORO. could aid future improvement. Breaks keep you fresh.

GET BACK TO WORK AFTER THE FOURTH CONTINUE LIKEWISE
POMODORO TAKE A UNTIL CALLING IT A DAY

LONGER BREAK

such focus and flow,
EARTRRR S | o i sweci more sHiondly
AND REPEAT PREVIOUS STEPS for increased productivity. while reducing mental fatigue.
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Trans-theoretlcal Model of Change

CONTEMPLATION:
Indiidual 15 cansidenng change

PRE-CONTEMPLATION
Indicus! not consdenng changs

DECISION:
Indivichual decides on changs

RELAPSE:

Indinicual retuans to pro-change
Behawotr

ACTIVE CHANGE:
Incvidual Changes behawaur

MAINTENANCE:
Individhual masrteans new bahaMoUr

Change adopted

“Adapted from Prochaska and D Clementa's cycla of changs model







image3.png

“oue!”
(Lenming d Change)

1. Uncongtious
Intompetenta






image4.png







image5.png














