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SESSION 1 PANEL 1: Pedagogy and ‘Non-traditional’ students – Gallery Room 

Pedagogy as transition: Helen Bardy, Leoarna Matthias, Ann Orrert, Sarah Parkes, and Mike Seal 

(Newman University). 

This paper will explore the use of self-directed tutor groups within Newman University Birmingham 

Foundation Year programmes aimed at non-traditional students, or those anticipated in need of 

extra preparation for higher education (HE) study. Cited by students as a key transformative element 

of the course, these are three hour weekly tutorials that are curriculum free and student-led.  

Our underpinning philosophical approach combines the Swedish Folk High School Grundtvig model 

of education, critical pedagogy and Tavistock experiential group work. In the Tavistock model the 

students set the agendas and chair sessions, with the role of the tutor being ‘time, task and territory’ 

(Kitto:1967, Miller, 1990) i.e. to be there on time and keep the time bound nature of the experience, 

to keep the group on the task of examining a broad social science curriculum and offering 

observations on the group process. In our programme, the tutor group role has expanded from 

learning about group processes, as in the Tavistock model, to developing a critical pedagogy that 

specifically aims to develop generative themes (Aliakbari, & Faraji, 2011 Freire, 1973). These are 

seen as a galvanizing force for the group, where tensions and contradictions arise, are worked 

through and relate to wider social issues promoting active dialogue across peers and the tutor. 

Such an approach is not without challenges: Critical pedagogical styles have been accused of having 

authoritarian tendencies (Zachariah, 1986) where the tutor, rather than student, determines the 

generative themes. We try however, to adopt Ranciere’s (1992) vision that embraces an assumption 

that both tutor and tutees are intelligent enough to understand the world, and that, given access to 

resources, we can discern the knowledge that will enable this understanding. As tutors, this requires 

an uncoupling ‘our mastery from our knowledge’ (Ranciere, 1992, p 96) to become ‘ignorant’ in 

order to destabilise our own understandings. This enables us to then act on the student’s self-belief 

and efficacy; their willingness to engage and challenge themselves and others, along with their 

desire to learn. We thus support tutees to build logic and internal consistency into their arguments 

or positions through understanding and deconstructing embedded language and concepts. 

 



 
 

Challenging the deficit model: learning from mature foundation Archaeology students: Rachel L 

Dunn, (Durham University).  

Higher Education has the power to transform lives. This statement highlights the positive outcomes 

of university, yet, for foundation year students the deficit model often means that an element of 

negativity surrounds their entry to university with terminology such as ‘barriers’ being employed. 

This is particularly true of mature students as certain assumptions are made, often based on past 

stereotypes, and are difficult to remove, even when students progress to year one. This presentation 

will challenge the deficit model that is often associated with foundation students, focusing on 

mature students studying Archaeology.  

Students from non-traditional backgrounds bring personal habitus to university, including their 

knowledge, dispositions and interpretative perspectives (Meuleman et al. 2015). Mature students 

have many valuable characteristics, such as passion and personal experiences which can be used as a 

resource to support their learning and the learning of others. They often have more integrative 

knowledge, particularly in terms of Archaeology where theory is combined with practical skills and 

research techniques, and students arrive in foundation with considerable subject knowledge and 

experience (see Figure 1). The deficit model of learning fails to acknowledge that these traits are 

often valuable and should be embraced, especially in terms of subject-specific skills.  

Drawing on experiences of mature Archaeology students on the Foundation Programme at Durham 

University, this paper will challenge this deficit pedagogy. It will do this by demonstrating how 

teaching staff capitalise on the strengths and resources mature students bring to the learning 

environment. Examples of good practice we employ such as peer support, mentoring (former FY 

students mentoring current cohort), volunteering, and working with students as partners through 

our Foundation Forum will be discussed.  

Reference: Meuleman, A., Garrett, R., Wrench, A. & King, S. (2015) ‘Some people might say I’m 

thriving but...’: non-traditional students’ experiences of university’, International Journal of Inclusive 

Education, 19:5, pp. 503-517. 

Doing right by students: Steve Maw and Ellen Avery (University of Leeds). 

The Science Foundation Year at the University of Leeds provides an opportunity for students from a 

widening participation background to study a STEM or healthcare subject at a Russell Group 

university. Its low entry criteria of CDD opens this opportunity to many prospective students, 

however, it does mean that typically they are lacking academic capital in terms of study skills, 

subject knowledge and the workings of a university. Irrespective of where they come from, students 

commencing the course need a pre-existing minimum of understanding and ability to engage 

meaningfully with the foundation year to have a chance of developing the necessary approach to 

study and subject understanding to be successful on a STEM/Healthcare degree at Leeds. This talk 

will explore the ways the team has addressed some of the tensions between opening opportunity 

while not setting students up to fail. It will also touch on induction activities to develop a community 

of learners, the assessment regimen to model a successful work ethic as well as helping students to 

learn how to learn. 



 
 

SESSION 1 - PANEL 2: Identities – Gallery Room 2 

Past selves and the transition to an academic identity: Simon Williams (University of Sussex).  

A central purpose of a foundation course is to provide an environment in which students can 

negotiate the social transition to the first year of their undergraduate degree course. In this sense, 

learning and social identity are intimately connected (Wenger, 1998). Indeed, identity rather than 

the psychological construct of personality or similar criteria feeding into the deficit model has been 

found to predict outcomes (e.g. Jensen & Jensen, 2016).  According to Jensen and Jensen (2016), 

students start to form an academic identity immediately they start university. Yet they are also 

highly likely to experience identity conflicts; and students with multiple identities are likely to 

experience multiple conflicts (Whannell & Whannell, 2015). A number of studies emphasise the role 

of possible selves in students' learning outcomes (Jensen & Jetten, 2016); Markus & Novius, 1986; 

Millmann & McNamara, 2018) and equally, 'past selves ... may define an individual again in the 

future' (Markus & Novius, 1986). 

A discourse analysis of foundation students' written reflections on life events that led to their choice 

of special subject revealed that those who mentioned only one subject in their accounts enjoyed 

better assessment outcomes and were more likely to remain on the course than those who included 

alternative choices. The findings thus emphasise individual differences rather than social variables 

such as cognitive ability or social class. They suggest that a classroom focus on the self-concept 

relating to their subject is key to channelling students' access to the resilience necessary to make a 

successful transition. 
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Class in t’class: using the experience of class in social science teaching: Jackie Ferguson and Sarah 

Hale, (University of Sheffield).  

In which a proud working class Yorkshirewoman and a class-confused southerner explore and 

discuss how we negotiate and attempt to utilise both our own and our students’ understandings and 

experiences of social class in teaching foundation year social science subjects. This (possibly 

interactive) session will foreground pedagogical approaches and innovations contextualised within 

discourses of social class, status and intersectionality, and will attempt to address some of the 

challenges as well as the benefits of opening up what can be a sensitive topic with a student cohort 

that has a mix of local (Sheffield and South Yorkshire), and non-local, and working class and middle 

class students, on a widening participation foundation year in a Russell Group institution. We also 



 
 

consider some of the underlying issues that this practice raises, including challenging class (and 

professional) identities, and whether, in recounting our own, apparently successful, educational (and 

class?) transitions and valorising the experience and identity of working class students, we are 

creating unrealistic expectations of university experience and perpetuating a myth that class can be 

transcended.  

Confidence players? Young men commencing studies in UK business schools: over-confident and 

under-performing: David Grundy (Northumbria University). 

Young men entering UK Business Schools are over-confident about their potential future grades and 

under-perform by significant margins, but overall are more able to be influenced on their attendance 

and grades when compared to their female counterparts. In a study of 252 foundation students 

entering higher education young men initially over-estimated their ability to both attend and 

succeed, and that confidence was significantly linked to performance. Both these were not 

correlated factors for women though. The findings suggest that unlike their female counterparts that 

young men are ‘confidence players’ whose behaviour is much more firmly linked to expressed 

confidence. Lecturers should therefore consider how they can create early in the first semester of 

their programmes meaningful opportunities for maturation.  Educators should also be wary, as the 

findings suggest that young men’s initial over-confidence in their attendance and grades could be a 

useful attribute for them until they are properly “tempered”. 

SESSION 2 WORKSHOP 1 Terrace Room 

Creating a way out of the deficit model: David Clubb, Joanna Cooke, Susannah McKee and Marie 

Stephenson (London Metropolitan University) 

Recognising the particular danger that Foundation year students have of being placed into the ‘need 

to be fixed’ deficit box we start from the position that the students are welcome as they are. In this 

hands on workshop delegates will take part in creative, dialogic and embodied activities that will 

help us to unpack perceptions, conscious and unconscious of the deficit model in Foundation year.  

The workshop models a possible approach to use with students as well a space to share ideas. 

SESSION 2 WORKSHOP 2 Gallery Room 1 

The value and practical applications of research-led teaching for Foundation Year: Alison 

McManus (Durham University). 

Students expect to encounter and engage in ‘cutting-edge’ research at university, and are likely to 

complain if that expectation is not met (Zamorski, 2002).  Meanwhile, most universities claim to be 

‘research-led’ institutions; and much pedagogic scholarship surrounding the ‘research -teaching 

nexus’ examines the well-established (but relatively recent) relationship between teaching and 

research in universities (Healey, 2005; Robertson, J. 2007; Simons & Elen, 2007). This begs the 

question of what this rhetoric means in practice. Do students and teaching staff share the same 

understanding of what constitutes ‘research’ (Zamorski, 2002)? How can teaching staff best use 

these ideas in order to enhance the student experience, particularly if definitions surrounding these 



 
 

concepts are so contested? Moreover, what does this rhetoric mean for Foundation students and 

staff? 

This workshop will firstly define and discuss the principles of Research-Led Teaching (RLT), which 

rightly underpins pedagogical approaches to learning and teaching in higher education. Without 

disregarding the significance of RLT, an alternative approach is simultaneously available which will 

also be explored. Teaching-Led Research (TLR) is equally valuable to pedagogic practice in 

Foundation, and indeed enhances the student experience whilst improving outcomes and 

engagement, as this paper will demonstrate.  

These approaches are not without their critics, particularly amongst those who argue that discovery 

or problem-based modes of student inquiry neglect the appropriate level of scaffolding associated 

with more traditional, structured and/ or didactic approaches (Kirschener, et al 2010). These 

criticisms, alongside certain disadvantages, will also be addressed; however, these are far 

outweighed by the advantages, and evidence will be presented to support this claim.  

Both RLT and TLR represent a cultural shift in Higher Education, away from the presumption of 

students as passive (and potentially disengaged) audiences for the dissemination of research 

conducted by their tutors in isolation; and instead toward the ideal of students as active 

stakeholders and participants in a vibrant and mutually beneficial research community (Healey & 

Jenkins, 2009). By mirroring real-world scenarios, these benefits extend beyond the university and 

into the realm of graduate employment (Healey, 2005) as well as enterprise partnerships between 

universities and businesses. These opportunities are especially relevant for Foundation students, 

who bring with them a wealth of experience and, when provided with appropriate support and 

guidance, are highly motivated to pursue their own areas of research. 

Workshop participants will consider the implications of RLT and TLR for their own contexts, and will 

leave with practical examples as well as ideas to take forward in their own practice.  
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WORKSHOP 3 Gallery Room 2 

Developing digital capabilities with the ‘Digital Natives’ – a shared deficit? Doug Ingram 

(University of Nottingham). 

This workshop will look at the concept of deficit from a slightly different angle. It will explore 

whether the so-called ‘digital natives’ are quite so good with digital tools as we sometimes think 

they are – while also acknowledging that the staff working with these ‘natives’ may themselves need 

to work hard to develop their own digital capabilities. It is clear that digital capabilities are 

increasingly being expected by employers of graduate employees. Our university has established a 

number of ‘professional competencies’ that it will expect all students to have when they graduate, 

and one of these is ‘digital capabilities’. In an experimental collaboration between the Arts 

Foundation Year and Learning Technology teams, we are getting students to use a range of social 

media and digital tools as a key part of their learning and for their assessment. In the workshop, I 

will tell you about what we’re doing and what we’re learning. I will also encourage you to engage for 

yourselves in some creative digital tasks. Throughout the session we will explore three key 

questions: 1. How digitally capable are the ‘natives’? 2. How can we best develop our own digital 

capabilities as teachers? 3. What can we do to facilitate students’ digital capabilities? It seems that if 

there is a deficit here, it is one that some of us share with some of our students and this opens up 

some interesting possibilities for shared learning. 

WORKSHOP 4 (Meet in Lounge: session in Foundation Physics Teaching Lab, Pevensey 2 5A20) 

Developing student autonomy through feedback and dialogue in the Physics Laboratory: Rachel 

Kerr (University of Sussex). 

Demonstrating in the Physics Foundation Laboratory Module, I help students' transition to HE and 

University study. The Foundation year brings together students from a wide range of backgrounds: 

returning to study from the workplace; School leavers that narrowly missed entry grades for Year 1; 

or studied different subjects at A level. Whichever route a student comes from, it is a vital 

opportunity to help them develop a positive approach to study with the right skills to progress into 

Year 1. I try to promote Foundation Year to the students as an advantage, not a setback because 

they are already settled into university at the start of First Year. 



 
 

In Foundation year students begin to develop self-regulatory study skills and extend their 

independent thinking. Mature Students, often highly motivated but less confident using unfamiliar 

skill sets, need early reassurance they are on track. Working with a Lab partner, students are 

encouraged to work collaboratively – helping each other develop skills and discuss ideas. Students 

with Additional Learning Needs are supported through flexible submission modes and feedback 

dialogue. 

The feedback structure has been developed to scaffold learning early on but, as students grow more 

confident, it supports them towards setting their own targets, and can develop at each individual’s 

pace. Helping students to see the bigger picture is important to make students feel the work they 

are doing is authentic – how the Laboratory Module connects to the other foundation modules and 

also the path into modules in future years.   

COFFEE AND POSTER TALKS 

Academic Dragons’ Den: Agency and decision-making as a critical classroom tool: Zoë Enstone 

(York St. John University). 

This 5-minute poster presentation addresses a case study of effective classroom practice, 

particularly focusing on the idea of supporting a diverse student group in relation to social, cultural 

and educational factors. The case study is a single session delivered through team teaching within a 

liberal arts foundation year cohort; the session was modelled on the BBC TV series ‘Dragon’s Den’ 

with ‘pitches’ and ‘demonstrations’ from 3 lecturers representing three key educational theorists. 

The three-segment approach allowed for three completely different teaching techniques and 

enabled a fast-paced and engaging delivery of content with the inclusion of three practical 

demonstrations that were designed to enable students to interact with each other. The final part of 

the session required the students to consider which of the three theorists they would fund for 

further research (acting as the ‘Dragons’ from the TV show) based their perceptions of the validity of 

the critical ideas, as well as their own interest in furthering the research of each theorist. Students 

were asked to consider their choices using both individual (anecdotal) and professional experience 

to inform the outcome. The activity inspired students to utilise their own experiences through the 

discursive component of the session and encouraged a differentiation between how students might 

debate ideas based on a personal perspective in contrast to taking a more critical, academic 

approach whilst still allowing scope for them to draw on their diverse experiences. The session 

linked to broader module themes of structure and agency and allowed the students to consider and 

challenge their own individual biases and perspectives in relation to broader issues and divisions 

within society. 

TEL-based lecture intervention to support International Foundation students: Anna Tranter & 

Miriam Schwiening (University of Warwick). 

This action research project involves IFP students, with a range of English language proficiencies. The 

research aims to increase students learning gain within lectures, through the use of technology 

enhanced learning. There is an emphasis on collaboration between the content specialist lecturer 



 
 

and the English language specialist lecturer with an aim to ensure that lexis does not hinder 

comprehension of content.  

The lexis used in the lectures, which is likely to be beyond the level that students with IELTS 5/5.5/6 

and which may be hindering comprehension of lecture content, is identified. This lexis, with 

definitions and example sentences, is provided as part of the lecture slides which are sent out to 

students prior to the lecture.  

The lecture is divided into approximately 10-minute sections to aid students’ concentration. Active 

learning is utilised through the presentation of two quizzes, accessed through QR codes, one 

vocabulary based and the other content based. The subject-specific quiz is based around lecture 

content preceding the quiz whereas the lexical-based quiz aims to pre-teach vocabulary to be 

delivered in the next 10-minute lecture slot. Students are asked to self-select the most appropriate 

quiz. Quantitative and qualitative data is sought from student evaluation forms and focus groups. 

Where is the deficit? Wendy Ashall (University of Sussex). 

The ‘massification’ of higher education (HE) has resulted in increased numbers and diversification of 

the student body (Scott, 1995). However, differences persist regarding access, student experience 

and outcomes (Antonucci, 2016; Ross et al., 2018).  

Foundation Year courses potentially provide an alternative route into HE and could enable some 

students to overcome barriers to progression and achievement posed by high entry requirements or 

lack of skills (UCAS, 2017). Thus, most foundation provision aims to support students to develop 

their skills via ‘study skills units’ and offer increased pastoral support to build student confidence 

and ease the transition. However, UCAS (2017: 6) has also noted the lack of evidence regarding the 

‘value and utility’ of these courses.  

My doctoral research at ‘case study university’ (CSU) aims to address this evidential deficit: it aims to 

identify whether there is any benefit for students in completing a Foundation Year course, what the 

nature of any benefit might be, whether such benefits accrue equality across the cohort. As any 

benefit might reside in a range of ‘locations’ (participation, retention, transitional experience, 

positive learner identity or grades achieved), the research utilises multiple research strategies: a 

focus group, semi-structured in-depth interviews, a survey, and examination of students’ retention 

data, along with entry and exit qualifications.  

The poster will share early findings from this research, presenting an initial analysis of the survey 

respondents (119 of the 2017/18 Social Science students), assessing the degree to which the cohort 

does (or does) not differ from undergraduate intake at the Case Study University (CSU). Does this 

course extend access to those that would otherwise not meet the entry criteria? Are the participants 

significantly different from the undergraduate intake?  

References: 

Antonucci, Lorenzo (2016) Student Lives in Crises: Deepening Inequality in Times of Austerity, Polity 

Press: Bristol.  



 
 

Scott, Peter (1995) The Meanings of Mass Higher Education, SHRE & Open University Press: 

Buckingham. 

UCAS (2017) ‘Progression Pathways 2017: Pathways through Higher Education’, 

https://www.ucas.com/file/110596/download?token=aVG758ND accessed 28.10.2017. 

Applying the ‘Rules of the Game’ to Foundation Study: Lucy Atkinson (University of Northampton). 

Classroom practice in foundation provision should take note and application of Bernstein’s theory of 

codes (2000), systemic functional linguistics (SFL) and Legitimation Code Theory (LCT) (Martin & 

Maton, 2013). LCT does not begin solely from ‘knowledge structures’; it builds on concepts from 

across Bernstein’s framework of social and cultural capital. By drawing on elements of LCT and SFL, 

the role of knowledge and ‘rules of the game’ can be explored among foundation provision. 

Legimation code theory has developed from the ideas of Bernstein and Bourdieu whereby the 

different codes (knower, knowledge) underpin students learning and relate back to social and 

cultural capital. LCT and the ‘rules of the game’ can be extracted to foundation provision in that 

these rules represent identities and specialist consciousness (Bernstein, 2001) in which students 

need to switch between and change once in higher education. This can provide understanding of 

how to design a foundation course or module(s) which encompass ideology that there are specialist 

codes in universities, and disciplines that students who might be socially and culturally diverse are 

required to engage with. It is here that there is an example of good module design which enables 

effective learning among the diverse groups of students taught on foundation provisions whereby 

students are treated equally but begin to explore knowledge in their disciplines and grow from a 

knower to knowledge. The approach to a foundation module which largely targets academic culture 

and skills should be challenging with the aim to build students confidence in subject-specific writing.  
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SESSION 3 PANEL 1 Reflecting on learning – Terrace Room 

Foundation Students’ experiences of pursuing pre-existing interests when completing a skills-based 

assessment: Caroline Anderson (University of Nottingham).  

This paper focuses on students’ experiences of completing the ‘Making an argument’ assignment, 

which is one of several skills-based activities within a compulsory 20 credit year-long module on the 

Science with Foundation Year course at The University of Nottingham.  This assignment provides 

students with the opportunity to develop their skills in critically analysing, synthesising and 

summarising information from variety of sources to arrive at a critical judgment, all of which are 

expected outcomes of biosciences undergraduate degrees (Quality Assurance Agency, 2015).  

Students are required to select a controversial socio-scientific issue and explain the rationale for 

their choice during an audio-recorded individual tutorial (circa 15 minutes).  Thematic analysis of 

dialogic teaching is currently underway, but early findings suggest that students usually have a pre-



 
 

existing interest in the socio-scientific issue they choose.  In most cases, this interest is related to 

their preferred progression pathway, though in some cases students choose topics because they 

would like to better understand why there are differing perspectives.  Although students report this 

assignment to be challenging, they find it to be enjoyable and perceive that they benefit from 

completing it.  This paper will report further findings from the initial analysis of students’ 

experiences alongside giving guidance about how to incorporate opportunities for students to build 

on prior knowledge during skills-based activities. 

Reference: Quality Assurance Agency. 2015.  Subject Benchmark Statement: Biosciences. Gloucester: 

The Quality Assurance Agency for Higher Education. 

Challenging the Deficit Model across disciplines: Sara Eaglesfield and Ina Stan (Buckinghamshire 

New University).  

The Learning Development Unit at Bucks New Uni developed a board game project on the theme of 

student life, as an inclusive teaching approach, to enable all the Foundation Year (FY) students to 

bring their strengths and resources to the task. The FY students at Bucks come from a variety of 

backgrounds, including ALN and EAL, and a range of non-traditional educational pathways. Therefore 

many could have been perceived to lack the educational and social capital needed for higher 

education. The project was set up to draw on and validate their existing skills and life experiences. It 

was mapped to two of the university’s graduate attributes, knowledge and creativity, and on the 

institutional model of employability underpinned by metacognition and self-efficacy. Whilst the 

project outcome was a board game, designed and created by the students, the aim of the project 

was to apply generic study skills through group work using creativity and innovation to meet their 

brief. The game itself was not assessed, but rather the students’ reflection on the process and their 

learning. Initially, once students realised the game was not going to be assessed, there was some 

resistance to the project, as they could not see the relevance. However, in their reflective essays, the 

students were able to highlight key learning experiences from the project, such as improved 

communications skills, team work, improved self-confidence, criticality and evaluation. Thus, the 

students were not being taught based on a deficit model, but on the assumption that everyone 

could be creative. 

Researching student journeys: deficit, difference and defiance within a redbrick institution: Camilla 

Priede (University of Sheffield). 

In 2014-15 Sheffield University started recruiting to full time foundation years for mature students. 

Since they left the foundation year, we have been conducting annual interviews, to better 

understand their experience within a Russell Group Institution.  

In this paper, I will present some of the findings of this study, considering their journey within the 

frame of a deficit model. Whilst our students’ backgrounds and experiences have undoubtedly 

equipped them with skills and capital for success, there are inevitable tensions when transitioning to 

a level 1 cohort which is primarily teenage and middle class. These tensions will be unpackaged, 

including times when students feel overburdened with capital compared to their peers.  



 
 

I will consider how, as foundation educators, we can aim to support students with this transition. In 

an institution such as Sheffield there may not be a deficit, but there is a difference, and this 

difference can be vast- and negotiation can be challenging. There is, therefore work to be done in 

ensuring that students are at ease and confident in their studies and within their cohort, so that 

their undoubted abilities can be actualised.  

SESSION 3 PANEL 2: Learning to learn – Gallery Room 1 

Application of discourse analysis, systemic functional linguistics and legitimation code theory on a 

Foundation provision module for home students: Lucy Atkinson (University of Northampton).  

One example of designing a module on a foundation provision which aims to improve student’s 

academic skills and writing is by students exploring what effective communication is. Students from 

non-traditional widening participatory UK backgrounds still require academic skills, metalanguage 

and knowledge that EAP courses/modules aim to teach to typically international learners. By utilising 

Systemic Functional Linguistics (SFL) and discourse analysis, students analysed communication in 

independently selected newspapers articles and later academic journal articles related to their 

discipline. Students who engaged and followed the instructions fed-back positively and later in their 

degree programme explicitly voiced the notion that they understood how to read academic journal 

articles from their discipline, but also the author’s choice of language and vocabulary. Using this type 

of method enabled students and staff to focus on processes of communication in texts is one which 

all students should be able to use and comprehend. This form of framing an EAP module for 

students who are socially and culturally diverse allowed agency over the focus on processes of 

communication in academic authentic texts. The inclusion of SFL at a low-level enabled theory to be 

used in a mixed-discipline classroom where it shaped the EAP practice for the teacher and learner. 

Moreover, using a non-traditional student demographic whose first language was English provided 

an excellent opportunity to use EAP methods and activities with a predominately home student 

demographic providing an example of good classroom practice and effective learning among the 

cohort.  

How can we avoid falling in to a deficit model when we teach study skills? Mark Walmsley 

(University of East Anglia).  

Study skills, whether blended into subject content or existing as stand-alone modules, are often an 

integral part of foundation year teaching.  Indeed, much of Year 1 teaching is also devoted to helping 

students bridge the gap between the demands of secondary and tertiary level assessments.  Too 

often, however, the teaching of study skills is framed as a remedial process, making up for a deficit – 

either in secondary school provision or in students themselves – that some in HE feel is beneath 

their role as academic educators.  Implicit in this understanding of study-skill education is the 

creation of an archetypal “good” student, who comes to HE in possession of core skills and is able to 

adapt to university processes without any additional support or teaching.  Students who do not or 

cannot adapt to this model are implicitly, or sometimes explicitly, framed as falling short of this 

standard.  This conversation is even more problematic when particular communities or groups of 

students are positioned as suffering from a particular “lack” of core skills.   



 
 

The purpose of the paper is to encourage audience members to consider the rationale behind their 

current study skills provision, how they and other colleagues frame this support, and to unpick the 

assumed literacies and knowledges that exist within academic communities.  By doing so, it aims to 

encourage a shift away from learner-based deficit models towards the inclusion of study skill 

teaching within a broader and more inclusive curriculum. 

How learning visually can open doors to learning: John Walker (University of Sussex) 

British Sign Language, the language of Deaf people, functions in the visual manual modality, 

compared to the oral aural.  In the context of learning, listening, speaking, reading and writing are 

skills, which are central to contemporary discourses in teaching and learning; the learning of BSL 

challenges these assumptions. In equivalence, BSL, has its own grammatical rules, and has lexicons 

formed independently from English. FY students can learn the mechanisms of language(s) in an 

entirely different modality of expression.  What might be a learning deficit in one discipline could be 

a learning asset in a different one. 

A student learning BSL would need to demonstrate good hand/eye coordination, ability to express 

themselves in front of others, connect body movements, posture and facial expressions 

harmoniously, and re-create visual metaphors on the hands. A common feedback from students is 

that they learn more about English grammar through BSL. BSL can provide a route into learning, and 

learning about learning which is in the visual domain. 
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SESSION 4: Examining the deficit model – Terrace Room 

Combatting the deficit model in Foundation Year Mathematics: ethical admissions and inclusive 

curricula: Matthew Craven and Jenny Sharp (University of Plymouth).  

It could be argued that the educational deficit model is traditionally inherent in the foundation year, 

being that it attracts applicants from a diverse range of backgrounds. The unintentional 

consequences of the deficit model are typically felt from the initial application stage through to 

teaching practice and interpersonal staff-student relations. Indeed, study skills modules abound on 

foundation programmes although anecdotal evidence suggests the proportion of programmes with 

such modules is decreasing. 

In 1995 the London Mathematical Society, Institute of Mathematics and its Applications, and the 

Royal Statistical Society published the seminal report “Tackling the Mathematics Problem”. This 

report opined that “Students … are hampered by a serious lack of essential technical facility. 

Compared with students in the early 1980s, there is a marked decline in students’ analytical powers” 

[LMS, 1995]. It is also often felt that pre-university experiences do not prepare students well for 

mathematical courses at university. 

This work examines the reasons why, and the extent to which, the deficit model may be present in 

foundation years, applying this to foundation Mathematics teaching as a case study. We argue for a 

variety of measures from ethical admissions policies to a greater level of interaction with students, 

and suggest alternative inclusive pedagogical strategies so students may bring their past experiences 

and use the opportunities afforded to maximise success. 

Reference: LMS, Tackling the Mathematics Problem, Joint Report Between the London Mathematical 

Society, the Institute of Mathematics and its Applications and the  Royal  Statistical  Society,  Oct 

1995, http://mei.org.uk/files/pdf/Tackling_the_Mathematics_Problem.pdf 

A Philosophy for the Foundation Year of Higher Education? Gareth Dyer (Cardiff Metropolitan 

University).  

Questions regarding ‘deficit approaches’ in education highlight a deeper issue that is worthy of some 

attention.  The ‘deficit approach’ is one of a group of concepts and their associated practices that 

have their origins outside of HE. It is possible that the philosophical basis behind these ideas is 

sufficiently different as to make their application in HE questionable.  It may also be of use to re-



 
 

examine the philosophical basis of HE to see what is fruitful for the future of the foundation year 

programmes. 

The paper briefly looks at the origins of the concepts of ‘deficit approaches’ and the ideas on which 

it depends.  It then examines the appealed to historical origins of the philosophy of HE by looking at 

Plato – specifically Meno’s slave and distinguishing between what has been written about this 

parable and what Plato writes.  

The paper then contends that the central theme of a specifically Higher Education is that of 

dialogical exploration.  This examined in the though the work of Martin Buber and Andrea English, 

among others.  It is suggested that an approach of the dialogical exploration of HE can provide 

purposeful educational clarity and is able to address the issues raised by the ‘deficit approach’.  Such 

an understanding can also provide a sound rationale for the existence of the Foundation Year 

programmes and inform educational methodology and institutional policy. 

In praise of a deficit model: Paul Howes (University of Leicester) 

A survey of literature on the “deficit model” in education finds widespread agreement that it is 

undesirable. Scratching beneath the surface, however, reveals a variety of inconsistent and 

contradictory meanings attributed the term. This paper argues that conflating diverse issues into a 

single, universally condemned “deficit model” is incoherent and unhelpful and that there is, in fact, a 

form of knowledge deficit model that is essential for STEM education. It draws on Michael Polanyi’s 

anti-positivist insights regarding tacit knowledge, personal knowledge and the theory- laden 

character of science to argue that STEM education is a kind of apprenticeship through which 

students develop an essentially mathematical framework for understanding physical reality.  

Foundation Year students studying STEM subjects have chosen to do so because they are interested 

in science, aspire to attain mastery of the discipline and, potentially, pursue a scientific career. An 

important role of STEM education is to encourage and facilitate in students the development of 

certain habits of mind – a theory laden interpretation of natural phenomena – because it is 

impossible to progress in science without developing an ability to interpret the world through the 

lens of mathematical models. The lack of basic, foundational knowledge or skills is, therefore a 

deficit which, whatever the cause, must be recognised and addressed by both the educator and the 

learner. An educator who failed to diagnose or seek to address such a deficit would be wholly 

negligent.  

SESSION 5 PANEL 1: perceptions, enquiry and meaning – Terrace Room 

What is a successful Foundation Year student? Definitions and language, and how not to feed the 

deficit model monster: Gerald Dampier and Carol Spencely (University of Surrey).  

Descriptions of Foundation Year students often centre around perceptions of deficit in terms of lack 

of achievement and subject knowledge, and need for support – thereby feeding the deficit model 

monsters that prowl through our curricula and language.    



 
 

The presentation will invite debate around how can we change perspectives and discourse, to focus 

on what these students bring, their potential, and strengths of the Foundation provision in terms of 

opportunities for learning development and academic acculturation.  We acknowledge the need to 

enable such potential and demonstrate this to others in terms that do not count holes in walls that 

we have plugged with our skills and knowledge fixes.  Drawing on literature such as Wingate (2007), 

Cottrell (2001) and Gibbs (1994), we consider research into student transitions to higher education 

and its applicability to the growing numbers of students entering UK HEIs (such as our own) through 

in-house Foundation streams.  We assess how the need for learning developers to work closely with 

subject teachers in an embedded approach can benefit the students, enabling students better to 

understand learning processes and the subject knowledge.  

We will share our experiences of practicalities around implementing a model based on this premise 

in setting up two brand new Foundation Year programmes, where teaching teams comprise a 

dedicated full-time Learning Developer in addition to subject teaching staff, and will consider how 

we are starting to define a successful Foundation Year student.  We aim to starve the deficit model 

monsters and build a more student-centred approach. 
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Understanding Foundation Year students’ transition into Higher Education through digital 

storytelling: Nathaniel Pickering (Sheffield Hallam University).  

This paper explores the use of digital storytelling (DST), as an innovative research methodology, for 

understanding and enhancing the transition of Art and Design students entering higher education on 

a foundation year course. It will reflect on the practical and ethical use of DST, and an approach to 

the analysis of diverse, detailed and complex data. The paper will outline the findings of a small scale 

pilot project that asked students to create digital stories within a module and reflect on their first six 

weeks in higher education. The students employed a variety of digital techniques in their stories, 

however some common themes emerged that highlighted that foundation year students’ transition 

experience is unique and underexplored. The analysis showed that these students often had 

challenging social, cultural or educational barriers to overcome while transitioning into higher 

education. However, an effective transition pedagogy that understands the variation in learner 

autonomy could support students to succeed. The focus on developing learner autonomy in a higher 

education environment is crucial in deconstructing the deficit model often associated with this 

cohort. The paper will conclude by presenting reflections on how staff can begin to build learner 

autonomy in foundation year students. 

 



 
 

Streaming on academic grounds in response to Student Voice – does it work in adult education or 

have students bought into the elitist rhetoric? Peta Kirk (University of Sheffield). 

Streaming of school children has been both a routine and contentious practice for decades. Roundly 

condemned as elitist and only benefitting the best students whilst disadvantaging the least able [1]. 

However, in an environment of large group lecturing and tutorials where allocating diverse working 

groups has not worked [2], streaming on ability not only addresses the students differing needs, but 

helps to meet the growing requirements to demonstrate value for money, student as co-producer 

and meeting the needs of the increasing number of surface and strategic learner [3][4]. This paper 

aims to evaluate the introduction of streaming in mathematics on the foundation year course (Sept 

2018) in response to student voice, consider the in-year feedback from the students and finally 

analyse any change in outcomes due to this intervention. Initial semester 1 feedback has been 

positive. 
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SESSION 5 PANEL 2: Art and pedagogy Gallery Room 1 

Thinking through the gallery: how can learning in exhibition space celebrate/facilitate Foundation 

Year students as cultural critics? Madeleine Newman (University of Leeds).  

Gallery and museum pedagogy places emphasis on what the visitor brings to the act of looking and 

engaging with cultural products. Learning activities in the exhibition space often utilise connections 

made by the participant to their prior knowledge and experience as a springboard for ‘meaning 

making’ (Hein, 1998). This paper will consider how these approaches theorised in the non-formal 

setting of the gallery problematise notions of a ‘deficit model’ of learning. It will reflect on how an 

emphasis on celebrating prior knowledge in an encounter with cultural products is transferrable to 

foundation level study in the Arts and Humanities.  

The multi-faceted outcomes of an encounter with artefacts, off campus in the gallery and museum, 

emerge as starting points for lifelong learning, rather than absences of knowledge. This emphasis on 

shared interpretation and peer-learning has particular relevance to supporting learners in their 

transition into undergraduate study. In this real-time encounter, beyond the PowerPoint slide, the 

discipline-specific practices of Cultural Studies where ‘there is no single or ‘correct’ answer to the 

question, ‘what does this image mean?’’ (Hall, 1997) are enacted to build confidence and facilitate 

critical thinking. Rogoff (2006) has argued that the inhabitation of the exhibition space activates a 

state of ‘embodied criticality’ which becomes a mechanism for transformative learning premised on 

‘living things out’. This paper will, therefore, consider how a process of thinking through the gallery 



 
 

offers strategies to shape positive learning journeys for foundation year students as they build their 

skills as cultural critics.  

Learning about difference as participant observer of ‘Follow the thread’ exhibition: Emma Wheeler 

(University of South Wales).  

Education and art as transformative practices encourage reflective dialogue and subsequent 

reflexivity.   This paper presents emerging themes from an action research project which explores 

the wellbeing implications for those with dyslexia and other additional learning needs.   Foundation 

Year curriculum design and development is informed by this arts-based methodology, gathering 

learning stories.  

"Follow the Thread" multi-disciplinary arts exhibition and forum (2018) has provided a 'Research and 

Development' platform from which to sustain a creative approach to the inquiry.  As the researcher 

explores multiple identities, navigating roles as participant observer, action researcher and artist, 

the Foundation Year tutor as learner, reflects on the value and challenges of collaboration, co-

production and critical making while discovering new classroom teaching strategies which are 

responsive to a particularly diverse student group.   

By working with students as partners, the project seeks to co-create communities of learning, 

drawing on strengths of difference while acknowledging complex needs.  Informal Education 

principles, Art Psychotherapy and Participatory Arts practice, provide opportunity to think critically 

about deficit and resilience models in light of students' learning stories. This project seeks to 

articulate some of the particular skills and empowering approaches necessary for Foundation Year 

teaching.  Audience members will take away insight drawn from Johnson's (2019) "Psychologically 

Informed Environments" (PIEs 2.0) model, initially designed for work in the area of homelessness 

(2010), and now evolving to become transferrable to broader contexts, such as HE Foundation Year 

classroom environments. 

Foundation Curation: interdisciplinary learning through collaboration, fieldwork and museums: 

Bianca Leggett (Kings College London) and Alison McManus (Durham University). 

Interdisciplinary learning has a range of benefits including increased engagement (Finlay, et al, 2019) 

and improved learning outcomes for students (You, et al, 2018). As a basic definition, 

interdisciplinarity relates to more than one branch of knowledge; combines two or more academic 

disciplines into one activity; and, crucially, creates something new by thinking across boundaries. For 

Foundation students early in their academic journey, taking an interdisciplinary approach can 

support students progressing to a wide range of degree programmes in addition to facilitating 

deeper engagement and improved outcomes. 

This paper will evaluate interdisciplinary modules at two different Foundation programmes at 

separate universities (KCL and Durham), which have museum studies as core components. Students 

studying Arts and Humanities subjects across these two Foundation programmes (each with very 

different cohorts) have had the opportunity to  debate and conduct fieldwork together in a range of 

cultural institutions such as the British Museum and the National Portrait Gallery. Meanwhile they 



 
 

examined the museum as a cultural institution, as well as a range of ethical and other issues 

pertaining to exhibition. These modules explicitly challenged the deficit model in Foundation by 

providing an opportunity for students to personalise their learning as well as increase their cultural 

and social capital by explicitly engaging with and decoding cultural institutions that might be less 

familiar. Engagement and achievement will be considered alongside the student voice, and it is our 

intention to bring along students as co-presenters.  
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SESSION 5 PANEL 3 Supporting students and staff Gallery Room 2 

Establishing a drop-in service to support the academic development module of the Foundation 

Year programme at the University of Sussex: Sue Robbins (University of Sussex).  

The Widening Participation agenda can create challenges when developing curriculum models that 

can accommodate a more heterogeneous student body. Simply offering students access to HE is not 

enough. As Bourdieu points out, inequality of opportunity is often perpetuated through institutional 

forms. 

Many of the responses to the challenges of mass higher education are based on a deficit view of the 

students, where the problem is located within the student. In order to support a shift away from an 

individual, deficit approach towards a social model where we examine attitudes and practices as the 

cause of the deficit/difficulty I set up a drop-in service to support the core Academic Development 

(AD) module of the Foundation Years Programme. Rather than ‘what is wrong with this student?’ the 

question such a model allows us to address in relation to learning becomes ‘what are the features of 

the curriculum, or of the processes of interaction around the curriculum, which are preventing some 

students from being able to access this subject?’ (Haggis, 2006). 

This approach underpins the AD module, which aims to help students with the task of ‘becoming 

academic’ – assisting students from all sections of society to become part of the academic 

community, and affording an opportunity to focus on the approaches taken to study in the Arts and 

Humanities and the Social Sciences. This talk will consider the establishing of a drop-in service as a 

method of supporting the learning culture being developed on the AD module, and as an 

appropriate support for the achievement of curriculum aims – in particular supporting the self-study 

work students do with the online element of the module. 
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Learning and teaching support of Foundation Year teaching staff at institutional level: the 

dilemmas of the specific versus the generic models of support: Cecile Hatier (Canterbury 

Christchurch University).  

CCCU undertook a broad review of its Foundation Year programmes (about 50) in 2017/18, which 

has highlighted common issues, in particular in terms of retention and lack of joined-up work with 

programme teams delivering level 4 onwards. Staff working on the approval of new FY curricula have 

also expressed their apprehensions when designing a programme at a level they are not familiar 

with. The University decided to respond centrally to this need to provide specific support and advice, 

and Learning and Teaching Enhancement and other services, with the Faculties, have worked to 

develop specific written, digital guidance, and workshops, to support FY teaching colleagues, using 

the good practice developed in some FY programmes. 

Whilst doing this, it has become apparent that the “deficit model” which triggered the project (i.e. 

the view that “something special” needed to be done for the FY staff) is being challenged, as most of 

the guidance provided is actually not specific to level 0/3, but a reinforcement of what good 

teaching consists of at undergraduate level, especially level 4. For example, the focus on developing 

a sense of belonging, on good induction/transition activities is no different from other levels. 

Furthermore, the curriculum design and delivery of in-class, online and assessment activities 

borrows a great deal from ‘standard’ HE (or HE in FE) learning and teaching theory and practice. The 

main area of difference, however, is with the design of the learning outcomes, but these can be 

solved by clear national and local guidance.  

First-year undergraduate students’ transition into Engineering mathematics: Stephanie Thomas 

(Loughborough University). 

The aim of our study is to better understand and support students during their initial transition into 

university engineering mathematics as part of an engineering degree. To this end, we, a small team 

of practitioner-researchers, surveyed first year students from three Engineering degree 

programmes: Electrical, Chemical and Materials Engineering. The research design comprised three 

stages. Data collected in Stage 1 consisted of a mathematics diagnostic test and a questionnaire 

regarding students’ academic background, school experience and learning preferences. In Stage 2 

the focus was the identification of maths anxiety and dyslexia. During this stage students completed 

a maths anxiety questionnaire and took a dyslexia test. Stage 3 involved the development of an 

online, interactive resource designed to support a holistic approach to the revision of the 

mathematical topic of integration. The resource is in the form of a dynamic concept map that has 



 
 

been made available to students who provided feedback. All data were analysed using both 

quantitative and qualitative methods of analysis. Further core mathematics topics are currently 

under review. A focus group interview with students is planned in order to deepen our analysis and 

ascertain to what extent the resource is truly inclusive. Feedback from university teachers and 

lecturers has been overwhelmingly positive with a particular emphasis on the transfer of dynamic 

concept maps to other subject areas. 

SESSION 6: PechaKuchas – Terrace Room 

Breaking the ice: tackling anxiety about classroom discussions: Jill Kirby (University of Sussex) 

The deficit model is often embodied by students themselves.  Student willingness to engage in 

student-centred discussion-based learning is often inhibited by limiting self-beliefs, lack of 

confidence and anxiety.  We know from discussions with students with and without anxiety 

diagnoses that speaking in class, whether in presentations or in plenary discussions and group work 

is a cause of considerable anxiety and in some cases prevents attendance.  My aim was to explore 

simple ways to make seminars feel less threatening and to help students get to know each other 

more quickly, to reduce anxiety and improve confidence in contributing to group and class 

discussions. 

This paper will explore the extension of ice-breaker exercises from the traditional opening sessions 

of term to use every week amongst six seminar groups in the Arts and Humanities FDN cohort at 

Sussex.  It argues that, coupled with the use of name/gender pronoun cards and frequent small 

group work with different group formulations, this tactic can encourage a more relaxed atmosphere 

and enables students to become familiar with each other more quickly, contributing to confidence in 

speaking in class, both in small groups and in plenary discussions.  While the results are either 

observational or based on informal feedback from students, they suggest that this small change can 

have a positive impact in building confidence, challenging limiting self-beliefs and encouraging the 

development of social capital.  The paper will also address the factors that need to be weighed up in 

adopting this approach including potential negative responses. 

‘In the beginning…’ What can we learn from Week One? Peter Watts (University of Nottingham) 

‘Week One’/Freshers’ Week/whatever-it’s-currently-fashionable-to-call-it is undoubtedly a key 

moment in student transition into Higher Education. This paper draws on a mini research project I 

have been carrying out this year to identify a variety of Week One practices within my own 

institution (at both Foundation Year and undergraduate level) and consider them in relation to 

pedagogical literature on the topic. My initial aim was to build on this research to redevelop our own 

Week One programme in Foundation Arts, but I soon also discovered that Week One programmes 

reveal as much about underlying pedagogies – including our own in foundation Arts – as they do 

about students and their abilities. Rather than focusing on specific examples of practice, this paper 

will consider the very concept of ‘Week One’ or ‘Freshers’ Week’ and its potential role in the broader 

context of our Foundation Year curricula. As part of this, the paper will examine whether certain 

*approaches to* ‘Week One’ either reinforce or can challenge deficit-model based assumptions. 



 
 

Something to be? Social mobility and agency in the Foundation Year classroom: Sarah Hale & Willy 

Kitchen (University of Sheffield) 

Whilst we may reject the deficit model, we should not lose sight of the fact that, implicitly, it 

underpins the hopes and motivations of many of our students, who come to us believing that by 

addressing a perceived lack of skills and knowledge, and by dint of their own hard work, they can 

significantly improve their life chances. To this extent, in the context of a dominant discourse of 

meritocracy and social mobility, the deficit model can provide a sense of agency.  

On an introductory social sciences module themed around inequality, the concepts of social mobility 

and meritocracy are critically examined, and students encounter the evidence and arguments for the 

existence of structural inequalities and barriers, and the impact these may have on educational and 

employment outcomes, that challenge those beliefs, with the potential to undermine that 

developing sense of agency. While it is vital - particularly in contexts where students may blame 

themselves for previous ‘failure’ - that we address these, we need to do so in a way that is sensitive 

to the hopes and dreams which they have invested in higher education.  

This 4’40” slideshow is one of the ways in which we open up this conversation in the last session of 

the module, and also serves as a powerful commentary on the structural injustices that affect 

students from widening participation, and, particularly, working class backgrounds.  

Decolonising Art History in the teaching of international Foundation Year students: Bianca Leggett 

(Kings College London) 

When teaching international students, what should a foundational knowledge of Art History include? 

The Deficit Model suggests that we view such students as deficient in knowledge of Western Art 

History and that we draw from an established curriculum to fill the blanks in their knowledge. In 

order to move away from this quasi-colonial approach, I teach students question the Eurocentricity 

of European art and European art history and include examples of non-Western art.  

This practice—what might be termed as the accommodation approach—comes with its own 

problems. Art from outside the West is repeatedly positioned as Other; worse it is framed by a 

Western discipline which threatens to decontextualize the art and delimit student interpretation. 

The result is that non-Western students encounter art from their own parts of the world only when 

it is deemed as secondary or of interest because it is in need of rescue from an act of Western 

appropriation.  

In this paper, I offer my first steps—and mis-steps—in the attempt to take a decolonizing approach 

to art history, in particular through the study of landscape painting—a tradition which has deeper 

roots in China than in the West, but which is relatively under researched in Art History scholarship 

written in English. Drawing on the notion of a pedagogy of vulnerability, this PechaKucha paper looks 

at a student case study to highlight the perils and rewards of a decolonizing approach.  

 



 
 

Students as partners in task design: Stephanie Thomas (Loughborough University) 

This study is a collaborative (funded) project involving students as partners in designing 

mathematical tasks for a Foundation mathematics module. Three teacher-researchers met regularly 

with four first year undergraduate students (all former Foundation students) who developed a set of 

tasks on matrices and on complex numbers using the software Autograph. The task that the students 

developed were in turn trialled with students on the current Foundation module. Our analyses 

showed that the student-partners as a result of participating in collaborative work in this project 

furthered their own (mathematical) understanding, developed didactical insights when designing 

mathematical tasks for others and demonstrated a shift in perspective in relation to their own 

learning and own identity. In addition, the collaboration acted as a catalyst for students to consider 

the learning and point of view of other students, particularly students who may struggle with their 

mathematical studies - including students with a learning difference or other additional need. 

SESSION 7 PANEL 1 Student voice - Terrace Room 

Capturing student voice through midterm feedback: A case study in a Foundation Year economics 

module: Nilüfer Demirkan-Jones and Anyarath Kitwiwattanachai (University of Essex) 

We are in a world where feedback is becoming more and more important to a business’s success. 

This is also true in the higher education sector where student feedback plays a very important role in 

assisting academics to enhance their teaching methodology, curriculum, assessment and academic 

feedback.  

In higher education, there are well-established systems through which student voice is obtained, for 

example, through Student Staff Liaison Committees, consisting of student representatives and 

members of academic staff, and through end-of-year surveys. These provide a formal forum to 

capture student voice and offer students an opportunity to raise their concerns, share their 

experiences and provide feedback on modules and teaching in a department. Data received can be 

used to guide improvements to the educational environment and students’ learning experience.  

In addition to obtaining formal feedback from students at the end of an academic year, it is 

important to seek ‘midterm feedback’ using much less formal procedures. The intention is to 

capture current students’ views on what is actually working in a module and what needs to be 

improved. Data collected is evaluated, and necessary actions are taken and updates are 

implemented immediately. The benefit of ‘midterm feedback’ is that some changes could potentially 

be made in the same academic year rather than being implemented the following year. This would 

provide direct benefit to current students who are taking the course and would contribute to these 

students’ satisfaction as students would be fully aware that their voice is heard and appropriate 

measures are actioned by the department to improve student experience. 

This presentation will discuss briefly what ‘midterm feedback’ is, particularly in Higher Education, 

drawing upon relevant literature. It will then outline how mid-term feedback is conducted by the 

author to collect data from students who are currently enrolled on an Economics module in the 

foundation year at the University of Essex. The presentation will also share the feedback received 



 
 

and how the author responded to this feedback to ensure that the students’ voice is heard. Finally, 

an evaluation of whether the students are satisfied with the actions taken following the midterm 

feedback is presented, which would ultimately impact the end-of-year student feedback survey 

results for the Economics module.  

What other models of learning can we draw on in order to supplant the deficit model? James 

Bartoli- Edwards (University of Sussex) 

Developing Evaluative Judgement enables a student to come to an understanding of the quality of 

their efforts and make decisions on the acceptability of their work. This allows them to operate 

independently, taking into account all forms of information and feedback comments, without 

explicit external direction from a teacher. A student with this ability to self-assess is the antithesis of 

one who lacks skills, proficiencies, knowledge, and/or cultural capital (as defined by the deficit 

model). However, the development of this kind of skill-set takes time and the benefit of extra time 

that the addition of a Foundation Year provides, can create the key environment for the growth of 

such a skill-set. 

I will be specifically looking at how good evaluative judgment can enable strong transitions for 

students as they progress from their Foundation Year into and through their undergraduate degree 

into the wider world of employment, or into postgraduate study by drawing on my own experience 

during the Sussex Foundation Year, and how it impacted on both my reception of feedback received 

over the year, and the way I interacted with the same feedback at two different points. I will be 

relating my personal academic journey to the wider literature. 

Some of the literature I will draw upon looks at how the role of higher education is to not assume a 

deficit but instead build upon skills students already have. I will focus particularly on; the 

development of self-assessment; the importance and relevance of cues in the quality of work; and 

how they affect the development of evaluative judgment differently. By relating these topics to my 

own experiences I will hope to illustrate why evaluative judgement is important; how it affects the 

way feedback is received; how it builds upon student skill-sets. 
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Working with Foundation Year students to determine what value they gain (and bring) through 

study in Higher Education: Marie Clifford (University of South Wales). 

The literature concerning education presumes that practitioners, managers and policy makers are 

the experts on the delivery and experience gained from participation in Higher Education. This 

ignores the valuable viewpoint students bring, and who will have more expertise than the individuals 

directly experiencing the process? This talk will, (with the help of students), address what they feel 

they gain from studying a Foundation Year course, the value they experience, and also what they 

bring to the programme. Although it is a commonly held view that Foundation Year students lack 

confidence and the academic skills usually held by ‘typical’ university students, anecdotal evidence 

would contradict this view. Many Foundation Year students have held challenging jobs or positions 

of responsibility prior to joining the course or are mature students with the experience that brings.  

This means they are organised, critical thinkers with interesting and insightful suggestions on how 

the course is organised and the subject matter being studied. Through the use of focus groups with a 

variety of Foundation Year students in various disciplines, the value they have experienced and 

brought will be examined. This talk will summarise these findings, and demonstrate how studying at 

Higher Education can be a two-way learning process, with the institution benefitting in addition to 

the gains made by students. 

SESSION 7 PANEL 2 Community and well-being – Gallery Room 1 

Foundation Skills: a new module to build academic community and challenge epistemological 

barriers to Higher Education among Widening Participation students: Steve Leech (Durham 

University).  

Students sometimes face significant challenges in achieving meaningful engagement with academic 

skills. A contributing factor to this issue may lay in Littledyke’s assertion that students’ prior 

academic experiences have led them to positivistic approaches to learning as a response to 

instrumental teaching methods prominent in compulsory education. Students often believe that 

learning is the transmission tangible facts, such as names, dates, etc, and struggle to understand that 

knowledge can be subjective and subject to change. This concept, that learning is simply the process 

of accumulating facts, is a barrier to higher education, where constructivist and reconstructionist 

approaches to education, support evidence-based enquiry with a focus on the process of how 

knowledge is achieved, and the impact that epistemological approach has on the nature of 

knowledge.  

The ‘Foundation Skills’ module is a 10-credit module delivered over three weeks of teaching at the 

start of the academic year by 12 academic staff from 12 different academic disciplines, designed to 

support students to challenge their fundamental, underlying, and usually entirely unconscious 

epistemologies.  The module provides a range of foundational skills for successful study in Higher 

Education, introduces a range of academic subject areas, and most importantly, uses the strengths 

that each and every student brings to their studies to deliver a collective ‘community of practice’ 

experience, designed to facilitate a step change in their approaches to learning.  



 
 

Reference: Littledyke, M (1996). Ideology, Epistemology, Pedagogy and the National Curriculum for 

Science: The Influence on Primary Science. Curriculum Studies, Volume 4, No. 1, 1996. 

Mind the Gap? Identifying and responding to the mental well-being needs of Foundation Year 

students (workshop): Charlotte Morris and Wendy Garnham (University of Sussex). 

In recent years, concerns have been raised about the increasing high prevalence and severity of 

student mental health issues (HECE 2015, NUS, 2016) and the Office for Students has identified it as 

a priority area.  However, institutions have tended to view mental wellbeing as an individualised 

issue and a common response it to refer students to GPS and counsellors, reflecting a medicalised 

personal deficit model of understanding mental wellbeing. This workshop will explore mental 

wellbeing challenges for foundation students, seeking to understand how transitions to university 

studies impact on wellbeing. This reflects findings suggesting that anxieties about academic work 

can have a profound impact on wellbeing (Grant, 2002; Morris, 2011) which in turn can impact 

negatively on studies. We argue that the stress accompanying transitions to higher education may 

be exacerbated for foundation students who frequently struggle with academic confidence issues. 

Students are often unused to the amount of academic freedom they have at university, coming from 

highly structured school environments. This is further contextualised by exploring ways in which 

foundation students may lack a sense of belonging with an uncertain status and identity. Positive 

practices in the University of Sussex will be shared. The session will then open up to participants to 

share their insights and observations and good practice examples, engaging with the questions, 

‘How can we positively and proactively support foundation student wellbeing? How can we move 

away from the current deficit model of student mental health? What pedagogical practices can best 

support students’ wellbeing as they undergo learning transitions? 
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