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Abstract

This article examines the competencies and practices that underpin effective
individual consultations (ICs), contributing to the evolving professionalisation of
tertiary learning advising in Aotearoa New Zealand. Responding to Malik’s (2021)
invitation to co-construct a national core competencies model, it focuses on Core
Competency #3: “Plan and conduct successful advising interactions in one-to-one ...
settings.” Drawing on an autoethnographic methodology which foregrounds
practitioner reflection, the article reflects on three consultations with undergraduate
students at Auckland University of Technology (AUT), each involving the use of

asynchronous academic literacy resources.

The article argues that ICs should be understood not as remedial or transactional
encounters, but as pedagogical spaces that require clearly articulated professional
competencies. It explores how Tertiary Learning Advisors (TLAs) integrate
institutional tools, respond to diverse learner needs, and foster student agency. The
vignettes illustrate challenges related to unfamiliarity with assignment types,
academic integrity, and neurodiversity; discussion of each vignette highlights the

transformative potential of relational advising and digital resource integration.

By identifying salient themes, attributes, and values relating to ICs, this study
contributes to the co-construction of a national competencies framework that reflects
the full scope of TLA practice: pedagogically grounded, institutionally aware, and

committed to inclusive, student-centred learning.
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Tertiary learning advisors (TLAs) in Aotearoa New Zealand engage in a wide
spectrum of work, supporting academic literacies, fostering independent learning, and
navigating institutional systems; however, the TLA role is often poorly understood within the
wider academic community. Despite being integral to student success, TLAs frequently face
challenges of visibility, professional identity, and recognition in tertiary institutions
(Cameron, 2018a). One practical response is for TLAs to collaborate in the co-construction of
a national Core Competencies Model that not only codifies best practice but also strengthens
the professional identity of TLAs and informs institutional understanding of their
contribution (Malik, 2021). This article responds to Malik’s (2021) proposal by focusing on
one element: Core Competency #3: “Plan and conduct successful advising interactions in
one-to-one, small group, or workshop settings, either face-to-face, or online/blended
environment” (p. 15). This competency provides a basis for examining the professional

expertise required for effective individual consultations.

Individual advising sessions are central to TLA work but often overlooked in
discussions of academic support and professional competencies (Bak & Grossi, 2025). While
TLAs consistently report that their work contributes to student success and retention
(Campitelli et al., 2019), there is a lack of empirical data at scale to substantiate these claims
(Bassett, 2025; Kelly et al., 2025). This article does not attempt to address that gap; rather, it
offers practitioner-based insights into the competencies that underpin effective individual
consultations (ICs), dimensions such as pedagogical responsiveness, relational depth, and
integration of institutional tools that are difficult to capture empirically but central to student
success. By illustrating how these competencies manifest in practice, the study reframes ICs
not as remedial or transactional encounters but as pedagogically rich interactions that demand
nuanced professional expertise. ICs are often undervalued in institutional discourse, yet they
influence student learning in ways that challenge simplistic metrics. This article provides
practitioner-informed evidence of how conceptual, informational, and relational
competencies operate in real-world practice. In doing so, it highlights underrepresented
institution-related competencies and offers implications for strengthening TLA identity,

advancing inclusive practice, and informing future research in an era of Al-driven disruption.
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Employing an autoethnographic approach (Chang, 2008; van Maanen, 1988), I reflect
on three consultations with undergraduate students at Auckland University of Technology
(AUT). Each vignette illustrates a different challenge: genre unfamiliarity, academic
integrity, and neurodiversity, and highlights the role of institutional resources such as AUT’s
Your Library on Canvas (YLOC), a suite of asynchronous academic literacy tools developed

by TLAs and librarians.

This inquiry is guided by two questions:

1. What characterises effective ICs in a TLA environment in Aotearoa?
2. What kinds of online academic literacies resources enhance the effectiveness of
1Cs?

Methodology: Autoethnographic Approach

Autoethnography foregrounds the researcher’s lived experience as both subject and
lens of inquiry (Chang, 2008; van Maanen, 1988). Drawing on Schon’s (1983) notion of
reflection-on-action, this approach is well-suited to examining the relational and context-
sensitive nature of ICs, which are shaped by tacit knowledge, emotional labour, and

pedagogical responsiveness, dimensions often missed by quantitative research methods.

Reflexivity involves critically examining assumptions, positionality, and professional
identity. I write as a Pakeha (European) New Zealander. As a trained language teacher with a
background in applied linguistics, my insights derive from almost 40 years of experience
teaching in a range of contexts, including TLA posts in three universities in Hong Kong. To
mitigate bias, I ground reflections in pedagogical frameworks and wider discourses on equity,
integrity, and professional competencies. This stance affirms reflective practice as scholarly

inquiry and positions TLAs as agents in the professionalisation of learning advising.

In considering students who attend ICs, for the purposes of this article, the following
variables are salient: undergraduate/postgraduate; coursework/research; self-
accessed/referred; face-to-face/online. To protect student privacy, the vignettes presented in
this article are semi-fictionalised composite accounts based on actual consultations. Each
vignette is an amalgamation of interactions with referred undergraduate coursework students,
with names and identifying details changed. The use of student avatars enables exploration of

recurring themes without compromising confidentiality. While this approach limits the ability
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to generalise findings in a conventional sense, it allows for rich, situated reflection on
advising practice. The trade-off between narrative depth and empirical generalisability is a
known limitation of autoethnography (Yazan, 2024) but one that is offset by its capacity to

illuminate the lived realities of professional practice (Bak, 2025)..

A Brief Survey of Frameworks, Models, and Professional Practice Documents

Internationally, the first robust model of academic advising emerged in the early
2000s under the auspices of the National Academic Advising Association (NACADA, 2006).
Its Academic Advising Core Competencies Model (2024) outlines three domains —
conceptual, informational, and relational — that define the knowledge, skills, and dispositions
required for effective advising. This framework offers a useful lens for analysing ICs,
particularly in identifying the pedagogical, institutional, and interpersonal competencies
TLAs draw on. Although developed in a US context, its adaptability makes it a valuable

reference point for professionalising learning advising in Aotearoa.

In 2012, the Association of Tertiary Learning Advisors in Aotearoa New Zealand
(ATLAANZ) created a professional practice document outlining the principles, values,
knowledge, skills, roles, and responsibilities of TLAs. This high-level resource has served
both as a practitioner reference and a way to explain TLA work to academic staff (Cameron,
2018b). A decade later, ATLAANZ released updated guidelines defining competencies,
values, roles, and qualifications, and introduced two accreditation pathways: early career and
advanced (2022). While these models and guidelines share common themes, values, and
attributes, a practically useful competencies framework must also consider how these

manifest in practice.

Individual Consultations: AUT Context

At AUT, TLAs work with a diverse cohort of students, many of whom are navigating
university for the first time (Foronda et al., 2025). The AUT advising model is distinctive:
TLAs typically meet students post-submission via lecturer referral, focusing on unpacking
feedback and fostering independent learning rather than editing or content instruction

(Bassett, 2025).
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A key feature of the AUT approach is the integration of asynchronous resources
through YLOC, a Canvas-embedded platform offering annotated exemplars, referencing
guides, and discipline-specific writing models. Designed using User Experience (UX)
principles and multimedia learning theory (Bassett et al., 2023), YLOC supports independent
learning and academic confidence. The use of annotated exemplars in YLOC reflects a
broader institutional shift toward exemplar-driven pedagogy (Raleigh et al., 2024), where

student texts are central to literacy development.

TLAs frequently draw on YLOC during ICs, using it as both a teaching tool and a
scaffold for student autonomy. This practice aligns with Malik’s institution-related
competencies (2021) and Shulman’s (1986) concept of pedagogical content knowledge,

knowing not just what to teach, but how and when to teach it effectively.

The next section is a series of three practitioner reflections providing thematic insights

from ICs.

Practitioner Reflections on Three Individual Consultations

Vignette 1: Tom — Health Sciences Case Study

Tom, a first-year undergraduate student in health sciences, was referred by his lecturer
following a failed case study assignment. My response focused on clarifying the task,
modelling academic inquiry, and scaffolding independent learning using institutional

resources.

Conceptual Competencies

The consultation began with an information-seeking conversation to establish Tom’s
understanding of the assessment task. It became clear that he was unfamiliar with the concept

of a case study and had limited awareness of academic genres (see Figure 1).



ATLAANZ Journal, 2025, Vol. 8, No. 1.

See examples of how you can virite and present in your assessments.

Annotated o Case studies ° Essays °

bibliographies

\
Literature review ° Posters ° Presentations °

assignments

Reflective writing o Reports Short answers

Figure 1. YLOC assignment types

Drawing on genre-based pedagogy (Hyland, 2007; Rose & Martin, 2012), genre
analysis (Swales, 1990) and the academic literacies framework (Lea & Street, 1998), I framed
the case study as a distinct genre with specific structural and rhetorical features. This
modelling draws on systemic-functional linguistics (Coffin & Donohue, 2012; Halliday,
1985), which helps students interpret how meaning is constructed through language choices
in academic genres. This dual framework positions writing not merely as a technical skill but
as a socially situated practice shaped by disciplinary norms and institutional expectations. It
supports students in developing genre awareness and epistemological understanding (Lillis &
Scott, 2007). This understanding of genre as both a structural and epistemological construct is
supported by cross-contextual research into academic literacies and disciplinary writing
practices (Russell et al., 2009), which emphasises the socially situated nature of genre across

curricula.

I also introduced the idea of constructive alignment (Biggs, 2014), guiding Tom to
connect key elements from the learning outcomes, task instructions, and marking criteria.
This modelling of metacognitive strategies supports threshold concept acquisition (Meyer &

Land, 2003) and reflects the shift from deficit-based support to transformative learning.
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Informational Competencies

To scaffold Tom’s understanding, I navigated with him through YLOC, focusing on
annotated exemplars and guidance notes for case studies (see Figure 2). The exemplars reflect
disciplinary knowledge (Clarence & McKenna, 2017; Wingate & Tribble, 2012), helping

students understand genre conventions within their field.

Step 2: Research the case and identify key findings
You usually need to use models or frameworks from the course to analyse relationships so that you can:

& Cenerate findings, and
& Discuss those findings by connecting them with theories, policies, and other literature.

n this case study, the student has to demonstrate advanced disgnostic reasoning processes by synthesising assessment findings with best practice literature

develop a problem list, differential diagnoses and detailed clhient-centred plan.

Analytical framework

Element 1 Element 2 Element 3 More framework elements

Focused client assessment Problem list

Maternal bacterial
infection prior to
delivery

Differential diagnosis

2 + sam Requirement for Meconium Aspiration

g . Male infant born at 39 respiratory support Syndrame

E weeks and 2 days and oxygen (CPAP + Neonatal Pneumonia

--E- gestation 30% fi02) Transient tachypnoea of the
§ +  Apgars were 7atl Increased waork of new-born

a minutes, 9 and 5 minutes breathing

“'__';'-» and 9 at 10 minutes Subcostal retracticns

_:_ Tachypnoea

E Grunting

3

—

More examples related to case

|

Figure 2. Clinical Sciences case study — analytic table

These resources provided visual and textual models of disciplinary writing, including

annotated paragraphs (see Figure 3).
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Introduction Subjective/Objective Assessment Discussion
Data Statement
Introductions usually have specific parts. This introduction has three parts:
Introduce This assignment will discuss an infant following his admission to the Neonatal Intensive Care
case Unit (NICU). Consent was gained and all identifying details have been changed to maintain

confidentiality. Sam is a Maori male who was admitted to NICU following caesarean section at
39 weeks’ and two days’ gestation. Sam's immediate concern was respiratory distress requiring

respiratory support and oxygen. This case study will focus on the advanced assessment and

| diagnostic investigations performed in order to determine three differential diagnoses, a clinical
Care plan

impression and a clinical management plan in order to care for Sam and his Whanau holistically.

Figure 3: Example introduction paragraph

Language for introductions °

Figure 3. Clinical Sciences case study — examples from six sections

The design of the resources reflects principles of multimodal discourse (Kress & van
Leeuwen, 2001), supporting students’ interpretation of academic conventions through
integrated visual and textual cues. The use of exemplars aligns with dialogic feedback
principles, supporting student interpretation and self-regulation (Carless & Chan, 2016; Hawe

et al., 2017), and reinforces the pedagogical value of modelling academic conventions.

Later in the session, we explored reflective writing, another unfamiliar genre. I used

YLOC exemplars to introduce reflective models (see Figure 4).
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Step 2: Use a reflective model to guide your thinking
Reflective models can help you think deeply in the kinds of ways that your lecturers expect.
Check your assessment task instructions or weekly course materials to see if there is @ model that you are required to use.

One common model is Gibbs' model of reflection:

Start by briefly describing what happened.

Questions to ask yourself:

* Where and when did things happen?
* What happened?

* Who was there?

* What did people say/do?

, Examples of what you might write:

Conclusion Feelings

Action Plan Description

My group met in the Library during the second

week of the project. While we were talking about
\ l the first presentation, we started sharing our

ideas about what person-centred care involves.
Analysis Evaluation Kamala talked about the importance of seeing
beyond a person’s appearance as well as her own
preconceptions. She gave an example about
how...

Figure 1: Describing what happened

Figure 4. Using a reflective model

We also examined a range of reflective paragraphs, annotated to draw attention to
sentence structures that connect theory with experience (Macnaught, 2020; Maton, 2013) (see

Figure 5).
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Step 3: Clearly connect theory with experience in your writing

Reflective writing is a balance between writing about thearies, models, policies, etc... and writing about yourself. Here are some options for how to do that. In
each one, there is a clear link between a theory and an experience.

Option 1: Theory to experience Option 2: Experience to theory Option 3: Theery to experience to theory

Start with a theory and connect that to an experience.

r Theory > Ngan (2004) observes that about 1% of the middle aged and elderly population suffers from

leg ulcers. This can be due to age, obesity, high blood pressure, varicose veins, multiple
pregnancies and previous deep venous thrombaosis. Furthermore, the most common

reasons for non-healing ulcers are due to the insufficient venous return, hypertension

followed by arterial insufficiency and diabetes, While the underlying cause of John's ulcer

wWEONS

________ was not immediately clear, the wound on the left gaiter had an irregular shape and was

bright red. The ulcer had heavy exudate which was yellow,/green with malodour present and

ooze on the dressing. Discussion with the patient indicated that...

Figure 7: Connecting theory to experience

Figure 5. Annotated reflective paragraph

As preparation for writing an effective reflective paragraph, we examined phrases and

sentence starters (see Figure 6).

Phrases for connecting theory and experience in your writing °
Phrases like these make it easier for your lecturer to see how you connect theory and experience in your reflective writing.

________ . With respect to [NAME OF THEORY], I...

4 In the case of our project, this theory...

_______ The issue of X is particularly relevant to...

Smith's theory of X helps explain why ...

=iyt . These issues are typical of ..

4 As research by X shows,...

My experience corresponds with practice recommended by..,

While | do not feel personally changed by..., | can think more about [NAME OF CONCEPT]...

Figure 6. Sentence starters for connecting between theory and experience

10
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This use of digital resources highlights the importance of integrating institutional

tools into advising practice.

Relational Competencies

Throughout the consultation, I was attentive to Tom’s emotional state; he expressed
feeling overwhelmed but also relieved to discover practical strategies. I paced the session
responsively, checking for readiness before moving between concepts. This attentiveness to
emotional cues reflects the interpersonal dynamics of effective advising (Campitelli et al.,
2019), where student well-being and readiness are central to pedagogical responsiveness. It
also aligns with NACADA'’s emphasis on empathy, trust-building, and adaptive

communication (2024).

I aimed to foster student agency by modelling how to navigate YLOC independently
and encouraging Tom to schedule time to revisit the resources on his own. This aligns with
inclusive pedagogy and heutagogical principles (Hase & Kenyon, 2007), which position
students as active participants in their learning (Carter, 2010). The structured action plan
exemplifies feedforward strategies (Hattie & Timperley, 2007; Winstone & Carless, 2019),

helping Tom translate feedback into actionable steps for future improvement.

Outcome and Reflection

The consultation concluded with a structured action plan: Tom would revisit the
annotated exemplars and revise his case notes for resubmission. He expressed increased
confidence and clarity about the task. A follow-up was scheduled to review his progress,

reinforcing his sense of agency and academic resilience.

While Tom’s consultation highlighted the importance of genre awareness and
metacognitive scaffolding, the next vignette shifts focus to ethical academic practice and the

challenges posed by emerging technologies such as generative Al (GenAl).

11
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Vignette 2: Richard — Academic Integrity Breach

Richard, a third-year undergraduate student, was referred by his lecturer after using

ChatGPT inappropriately across three assignments

Conceptual Competencies

My response focused on clarifying institutional expectations around academic
integrity, modelling ethical academic practice, and guiding the student toward appropriate use
of GenAl tools (Mollick & Mollick, 2023; Rowland, 2023). The consultation began with a
discussion about academic integrity and the conventions of source attribution (Magyar, 2012;
Stephens et al., 2024). Richard acknowledged his use of ChatGPT to generate assignment
content but expressed confusion about what constituted acceptable use. This revealed a gap in

his understanding of academic norms and institutional expectations (see Figure 7).

12
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Academic integrity

Academic integrity involves acting in ways that are appropriate at university.

What is academic integrity?

How can you maintain academic integrity?
What can happen if you do not maintain academic integrity?

Artificial intelligence and academic integrity
Video: Referencing and academic integrity

Learn more about academic integrity

Download an accessible version ¥,

(for students with visual impairments)
What is academic integrity?

Academic integrity is “a commitment, even in the face of adversity, to six fundamental values:

Honesty,

Trust,

Fairness,

Respect,
Responsibility, and
Courage”.

(International Center for Academic Integrity, 2023, para. 1)
At university, this means acting with integrity regarding:

Collaboration, which includes working on group assignments,
Acknowledging other people’s research and intellectual property,
Avoiding plagiarism, and

Not cheating.

This applies to all assessments, including written assignments, visual and audio materials created for assessments, exams, and tests. If you do not maintain
academic integrity, possible outcomes include an interview with academic integrity staff, warning penalties, changes of grades, or exclusion from the
university.

Figure 7. YLOC information about academic integrity

Drawing on academic literacies theory (Lea & Street, 2006) and ethical reasoning
frameworks (Stephens et al., 2024), I framed academic integrity not merely as a set of rules

but as a shared understanding of scholarly practice.

I also introduced the concept of epistemic responsibility, encouraging Richard to

reflect on how knowledge is constructed and validated in academic contexts. This approach

13



ATLAANZ Journal, 2025, Vol. 8, No. 1.

supports critical thinking and identity formation (Burgess & Ivanic¢, 2010), positioning the

student as an active participant in scholarly discourse.

Informational Competencies

To support Richard’s understanding, I guided him through AUT’s GenAlI guidelines,
which outline appropriate and inappropriate uses of GenAl in assessments. The design of
YLOC’s academic integrity modules reflects UX-informed principles (Bassett et al., 2023),
ensuring that ethical learning resources are accessible, intuitive, and aligned with student
expectations. We explored annotated examples and discussed the implications of each
scenario (see Figure 8). This aligns with Eaton’s (2024) argument that academic integrity
extends beyond student conduct to encompass ethical decision-making in teaching,
assessment, and institutional practice, as outlined in the Comprehensive Academic Integrity

framework.

14
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How can | use GenAl in my assessments?
GenAl tools like ChatGPT or Copilot in Edge are available to use. If you decide to use them in your work, you should ask yourself:

& Amlusing GenAl to help me learn or am | using it to avoid doing something that | should be doing myself?

o Isthe work | submit actually all my own?

Find out if/how you can you use GebAl at university and how to reference it:

When writing and ‘When preparing for
presenting exams/tests

Where do | start? Permitted use of Gen Al in When researching and
assessment instructions reading

Find out when GenAl can help you in the assessment process:

[ Can | use GenAl to: ]

! |

[ help me with doing my assessment? ] [ write my assessment for me? J

If GenAl does the work for you,
you are not learning anything.

* Check your assessment instructions.
+ Check with your lecturer if still unsure.

!

To get started with your assessments, you might use GenAl to help you:

simplify complex structure your

analyse your . .
Ysey brainstorm ideas
course content assessment

assessment questions

Figure T: GenAl - Getting started with assessments

Figure 8. YLOC information about how to use GenAl in assessments

We then reviewed APA referencing conventions, focusing on the distinction between

direct quoting and paraphrasing (see Figure 9).

15
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Academic Integrity Modules

In-text citations: Quotes

1. Identify 2. Position ( 3. Use double quotation 4. Add details of
words to quote. ‘ the quote in . marks (APA) at the start and » author, year and page.
your sentence. finish of the quote. 5. End with a full stop.

Original (someone else’s work) Your work

Web 2.0 technologies including social Social networking sites can be defined as
networking sites such as Facebook and online spaces where individuals “present
MySpace, and content-sharing sites such themselves, articulate their social networks,

as YouTube and Flickr, allow individuals to and establish or maintain connections with

present themselves, articulate their social others” (McCarthy, 2012, p. 758).

networks, and establish or maintain

connections with others.

Original from McCarthy (2012, p. 758)

0Ol 0/l0IlO -k

¢ iB821 ¥

Figure 9. How to integrate direct quotes into a text

Richard had limited familiarity with these practices, so I introduced YLOC’s

academic integrity modules and summarised key strategies for paraphrasing (see Figure 10).

16
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Academic Integrity Modules
In-text citations: Paraphrasing

Paraphrasing means that you:

* Rewrite somethingin your own words
* Include the author(s) family name and
year of publication

Different

Change
the order

Similar words

word forms |

Original
A significant finding of the study was that appropriate use of blogs and

Facebook groups, if d by as a learning tool, enhances students’

in learning activities of an ic nature on- and off-campus.

Paraphrase

Three stmtegies to use when paraphrasing: When students are willing to use Facebook groups and blogs appropriately for

learning, whether on campus or other locations, they are more engaged in

1

* Use similarwords Check

- Change the order of words/ideas < academic activities (Ivala & Gachago, 2012).

(Author, year) Original from Ivala &
* Use different word forms the meaning Sritont from el

Watch two short videos with more explanation and examples of paraphrasing.

Figure 10. How to paraphrase

I concluded by recommending that Richard work through the five self-access

academic integrity modules available on YLOC (see Figure 11).

17
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Academic Integrity modules

Module One: Academic Integrity and Collaboration

Module Two: Intellectual Property and Copyright

Module Three: Referencing

Module Four: Plagiarism

Module Five: Academic Misconduct

Figure 10. Academic integrity modules

This integration of digital tools reflects Malik’s institution-related competencies,
which emphasise the advisor’s role in guiding students through institutional systems and
resources. It also aligns with Shulman’s (1986) pedagogical content knowledge, particularly

in teaching disciplinary conventions and ethical reasoning.

Relational Competencies

Throughout the consultation, I maintained a tone that was firm yet supportive.
Richard expressed relief at discovering practical resources and appreciated the opportunity to
revise his work. I encouraged him to share these resources with peers, reinforcing a sense of
community and shared responsibility. This values-based approach reflects advisor reflexivity
(Lillis & Scott, 2007; Magyar, 2012), positioning the consultation as a collaborative space
where ethical reasoning is co-constructed rather than imposed. This approach aligns with
inclusive pedagogy and pastoral care principles (Gurney & Grossi, 2023), recognising that
ethical learning is both cognitive and affective. By framing the consultation as a dialogue

rather than a reprimand, I aimed to foster reflective learning and academic resilience. This

18
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supports the development of student agency and contributes to a values-based advising

practice.

Outcome and Reflection

The consultation resulted in a clearer understanding of academic integrity and
appropriate Al use. Richard committed to revising his assignments and completing the YLOC
integrity modules. His response indicated increased confidence and a shift toward more
ethical academic engagement. This shift toward ethical agency reflects heutagogical
principles (Hase & Kenyon, 2007), which position students as self-determined learners
capable of navigating complex academic environments. The session affirmed the value of

one-to-one advising in fostering reflective learning and student agency.

While Richard’s consultation centred on ethical academic practice and the responsible
use of digital tools, the next vignette shifts focus to the challenges faced by neurodivergent
learners. In particular, it explores how relational advising and structured pedagogical support

can foster academic confidence and autonomy for students navigating learning differences.

Vignette 3: Henry — Support for a Student Diagnosed with Dyslexia

Henry was referred by AUT’s Student Services, a division providing specialised
pastoral support for disabled, Deaf, and neurodivergent students (Auckland University of
Technology, n.d.).

Conceptual Competencies

In preparing for this consultation, I discovered that Henry was struggling with many
aspects of academic writing, including time management and reading (Mortimore & Crozier,
2006; Pino & Mortari, 2014). My response focused on establishing a respectful and
structured advising relationship, modelling academic processes, and scaffolding strategies for

independent learning.

The consultation began with a review of the assignment task, a literature review. We
started by looking over the assignment and the lecturer’s feedback together. I helped Henry

make sense of what was expected by linking the task to the learning goals and marking guide.

19
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To show how to break it down, I talked through my thinking step by step, pointing out the
key ideas. This modelling acknowledges the complexity of academic writing and the role of
struggle in learning (French, 2016), affirming that uncertainty and failure are not signs of

deficit but integral to the development of academic resilience.

Informational Competencies

To support Henry’s understanding of academic processes, I introduced tools available
through YLOC, starting with a systematic approach to approaching the assessment task (see
Figure 12).

This is how to get started with your assessments.

Analyse your o Find information ° Organise information o

assessment task Use Course Resources, Library search, and Use reading grids and reference

. ) reading strategies. management software.
Identify the topic, the instructions, and the

keywords.

Figure 12. YLOC resources on how to approach assessment tasks

We explored visual resources such as a Gantt chart for time management (see Figure

13).
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Assignment writing tasks

Common strategies for writing tasks

1/3/24 3/3f24 5/3/24 7/3f24 8/3f24 11/3/24 13/3/24 15/3/24

Analyse the task

Review class materials
Research, read, & take notes
Organise ideas

Plan structure

Writeparagraphs I

Edit

Gantt Chart - smartsheet.com

Figure 13. Gantt chart for assignment planning

We also discussed various reading strategies, including the mechanics of setting up a

reading synthesis grid to organise literature (see Figure 14).
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Use a reading grid to organise the points you find

Reading grids help you

® build the content for your assessments

» identify similar and contrasting peints across readings.

This example shows how a student has noted similar and contrasting points in different sources for their assessment about intersectionality in education:

similar [ related
points

different /
contrasting

points

page numbers
to easily find
__points again

Source information

Key points

(Besic, 2020)

(Perouse-Harvey, 2022)

(Ingham et al., 2023)

Intersectionality

how different aspacts of
identity {e.g. race, disability)
interact with each other +
affect self-perception and
experience in society

{pp. 114-117)

Addresses the complexity of
intersecting oppressions that
affect people’s experiences
in multifaceted ways.

(p. 56)

Race + Disability

Single-axis approach:

focus on ene factor of
difference [e.g. disability)
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diversity of students’ needs
+ backgrounds. [p. 87)
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experience the
multiplicative effects of
colonisation, coloniality,
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Education impact

Black students experience:
overrepresentation, high
suspension/expulsion rates,
low tertiary outcomes (p. 54)
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disabilities (pp. 3-4)

mare points

!

Figure 1: Example reading grid

You can use notes in this way to help you synthesise information in your written assessments.

MOre SoUrces mup

Figure 14. Using a reading synthesis grid

These resources provided structured, multimodal support for Henry’s learning and

reflect a commitment to equity and inclusive access (Haggis, 2006; Sotardi & Friesen, 2017).
They also enabled me to introduce targeted strategies (such as visual planning tools,
scaffolded reading techniques, and step-by-step modelling) that were responsive to his needs

as a neurodivergent learner and helped foster independent learning and academic confidence.

Relational Competencies

Henry arrived at the first consultation frustrated and defensive. My initial goal was to
establish a respectful and focused interaction. I acknowledged his diagnosis and affirmed my
experience working with neurodivergent students. I also set clear boundaries, offering

support contingent on mutual respect and engagement.
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This affective dimension emphasises empathy, trust-building, and responsiveness. It
also aligns with inclusive pedagogy and Universal Design for Learning principles (Ako
Aotearoa, 2025; CAST, 2024; Meyer et al., 2014), which advocate for flexible, student-

centred approaches to learning design.

Throughout the session, I encouraged Henry to identify distractions, manage time
effectively, and adopt a metacognitive approach to study. By modelling academic inquiry and

providing structured tools, I aimed to foster student agency and academic resilience.

Outcome and Reflection

We scheduled follow-up consultations, and over time, I observed a marked shift in
Henry’s approach to learning. He became more focused, engaged, and optimistic about his
academic progress. This outcome illustrates the transformative potential of relational advising
when paired with structured pedagogical support. By affirming his identity, modelling
academic processes, and integrating multimodal resources, the consultation fostered student

agency and academic resilience, key indicators of effective IC practice.

Discussion: Competencies in Practice

The three vignettes presented in this study illuminate the nuanced competencies
required for effective ICs in tertiary learning advising. In practice, conceptual and
informational competencies often intersect, particularly when theoretical frameworks are
applied through institutional tools and resources. Through an autoethnographic lens, I was
able to surface tacit knowledge, pedagogical responsiveness, and the interplay between
institutional resources and relational advising. These practitioner insights can contribute to
the co-construction of a national competencies framework by demonstrating how conceptual,
informational, and relational competencies manifest in real-world practice. This includes
recognising when a student is ready to move on, interpreting emotional cues, and adapting
pedagogical strategies in real time, subtleties that Nosrati et al. (2025) also identify as central
to the complexity of ICs and the need for nuanced, practitioner-informed models. Though
difficult to capture empirically, these dimensions are central to effective ICs. These
competencies are not only pedagogical but also ethical, shaping how advisors model fairness,

respect, and responsibility in one-to-one learning spaces. Eaton (2024) reinforces this view,
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arguing that academic integrity extends beyond preventing misconduct to include
instructional ethics and relational responsibility. This perspective positions TLAs as key

actors in creating learning environments where integrity is embedded in everyday practice.

One key finding is the importance of pedagogical responsiveness, i.e., the TLA’s
ability to tailor support to students’ cognitive, emotional, and cultural needs. Whether guiding
a student through genre unfamiliarity, clarifying academic integrity expectations, or
scaffolding strategies for neurodivergent learners, each consultation required a dynamic blend
of knowledge, empathy, and institutional awareness. It aligns with evidence-based teaching

practices that enhance learner outcomes in Aotearoa (Keesing-Styles, 2023).

Another key finding is the importance of integrating online resources in ICs. One of
the key implications of this study is the need to expand the current focus on student-related
competencies to include institution-related competencies. Malik’s (2021) proposed
framework rightly emphasises the student-facing aspects of advising, but the vignettes
demonstrate that effective consultations also depend on the advisor’s ability to navigate and
integrate institutional resources. The use of YLOC was central to each consultation,
providing structured, multimodal support that extended beyond the advising session.
Familiarity with such tools, and the ability to model their use, should be considered a core

competency for TLAs.

A third finding relates to the relational dimension of advising: building trust,
affirming student identity, and fostering agency. This aligns with Hamilton and Bak’s (2025)
exploration of the affective dimensions of ICs, which emphasises the importance of
emotional presence and relational depth in supporting student development. Given the
systemic inequities and diverse learner needs of the tertiary environment (Charlton & Martin,
2018), TLAs must be equipped to engage with students holistically, recognising the social,
emotional, and institutional factors that influence academic success; this is especially
important when working with Maori and Pacific students, whose learning experiences are
shaped by distinct educational and historical contexts (Chu et al., 2013; Te Puni Kokiri,
2018).

In synthesising these insights, this article affirms the pedagogical value of ICs and
advocates for a competencies framework that reflects the full complexity of TLA practice
(Stevenson & Kokkinn, 2009). In a tertiary landscape shaped by neoliberal logic, where

efficiency and individual accountability are often prioritised, consultations risk being framed
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as transactional fixes (Chanock, 2007). By recognising and codifying these competencies, we
can challenge that framing, strengthen the professional identity of TLAs, and enhance the

quality of academic support across the sector.

Conclusion

This article has argued that ICs in tertiary learning advising are pedagogically rich
encounters that require a clearly articulated set of professional competencies. Through an
autoethnographic exploration of three consultations, I have identified how conceptual,
informational, and relational competencies manifest in practice, each shaped by institutional

context, student diversity, and the evolving demands of academic literacies.

The vignettes show how TLAs use tacit knowledge, pedagogical responsiveness, and
tools like YLOC to support student learning. They also highlight the importance of
integrating asynchronous tools such as YLOC into advising practice, reinforcing the need to
expand current competency frameworks to include institution-related competencies alongside

student-facing ones.

By synthesising practitioner insights and situating them within established
frameworks (NACADA, 2024; United Kingdom Advising and Tutoring, 2019), this article
can contribute to the co-construction of a national competencies model for TLAs in Aotearoa
(Malik, 2021). The findings affirm the value of reflective, context-sensitive advising and
position TLAs as key agents in fostering equity, academic confidence, and independent

learning.

Future research needs to demonstrate the impact of ICs, particularly given the
existential threats posed to TLA teams by emerging Gen Al technology (Imran &
Almusharraf, 2024; Zhan et al., 2025). This suggests an urgent need for TLAs to demonstrate
impact, not just through anecdotal evidence or practitioner belief, but through systematic
research that can be communicated to institutional stakeholders. Senior managers and
decision makers are likely to be impressed not only by numerical data, but by triangulated
evidence that clearly articulates the unique value of ICs (Bassett, 2025; Tertiary Education
Quality and Standards Agency, 2020). To this end, studies could build on this reflective,
practitioner-focused study by incorporating a diverse range of student perspectives and voices
(Haggis, 2006; Smith, 1999), exploring through a phenomenological lens how learners

experience ICs, and how they perceive the value of institutional resources such as YLOC.
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Such inquiry would usefully complement UX research such as Bassett et al., (2023). An
orientation to the student voice is important for TLAs to gain a more holistic understanding
of advising interactions and could inform the development of student-centred competencies
and inclusive advising practices (Chanock et al., 2025; Sotardi & Friesen, 2017). Empirical
studies could then explore how ICs contribute to student outcomes in ways that GenAl tools
and third-party services cannot, particularly in surfacing tacit challenges, fostering trust, and
supporting equity-priority learners. Comparative, mixed-methods research that includes
student performance data, usage analytics, and qualitative feedback would help clarify the
distinctive pedagogical value of ICs and inform future service design. Such research is likely
to be enhanced by practitioner insights such as those shared in this article, and in the
reflections of Bak (2025). Future research could explore how ICs foster presence, agency,
and meaning-making, dimensions that are difficult to quantify but central to student
transformation. Such inquiry might adopt meditative or autoethnographic methodologies to
capture the tacit, embodied, and affective knowledge that characterises effective advising

practice.

This study advocates for a competencies model that reflects the full scope of TLA
practice, one that is pedagogically grounded, institutionally aware, and committed to
inclusive, student-centred learning. By recognising and codifying the nuanced competencies
involved in ICs, we can strengthen the professional identity of TLAs, present robust
arguments for the retention of ICs, and enhance the quality of academic support across the

tertiary sector.

Acknowledgements

o I wish to acknowledge my TLA colleague Dr I’'u Tuagalu who was to have co-
authored this article with me. Sadly, I’u passed away before he could share his
vignettes focusing on ICs with Pacific students.

o I wish to acknowledge the help of Copilot in the writing of this article — very
helpful for processing editorial feedback, and for editing.

. Sincere thanks are due to the two reviewers who provided focused feedback on
the drafts of this article.

e All screenshots are from AUT’s YLOC platform (Canvas); access

requires AUT credentials.

26



ATLAANZ Journal, 2025, Vol. 8, No. 1.

References

Ako Aotearoa. (2025). A comprehensive guide to Universal Design for Learning (UDL).

https://info.ako.ac.nz/ako-aotearoa-blog/guide-to-udl

Association of Tertiary Learning Advisors of Aotearoa/New Zealand. (2012). ATLAANZ
professional practice document. Retrieved from

https://drive.google.com/file/d/1 CnutgWANMvvvIMZT4mTUDyeQvaieVoQZ/view

Association of Tertiary Learning Advisors of Aotearoa New Zealand. (2022). Professional

accreditation. ATLAANZ. https://www.atlaanz.org/accreditation/

Auckland University of Technology. (n.d.). Support services. https://www.aut.ac.nz/student-

life/support-services

Bak, T. (2025). Exploring the contemplative: A meditative self-inquiry of individual
consultations practice. Journal of Academic Language and Learning, 19(1), 102—122.
https://journal.aall.org.au/index.php/jall/article/view/989

Bak, T., & Grossi, V. (2025). Editorial: Special issue on individual consultations and
academic language and learning practice. Journal of Academic Language and

Learning, 19(1), E1-E4. https://journal.aall.org.au/index.php/jall/article/view/999

Bassett, M. (2025). Learning advisors should be doing individual consultations differently:
Why is that and what should we be doing instead? ATLAANZ Journal, 8(1), Article 4.
https://doi.org/10.26473/ATLAANZ.2025.1/004

Bassett, M., Chapman, E., & Wattam, C. (2023). ‘I don’t know the hierarchy’: Using UX to
position literacy development resources where students expect them. In T. Cochrane,
V. Narayan, C. Brown, K. MacCallum, E. Bone, C. Deneen, R. Vanderburg, & B.
Hurren (Eds.), People, partnerships and pedagogies. Proceedings ASCILITE 2023.
Christchurch (pp. 286-290). https://doi.org/10.14742/apubs.2023.462

Biggs, J. (2014). Constructive alignment in university teaching. HERDSA Review of Higher
Education, 1, 5-22. https://herdsa.org.au/herdsa-review-higher-education-vol-1/5-22

Burgess, A., & Ivani¢, R. (2010). Writing and being written: Issues of identity across
timescales. Written Communication, 27(2), 228-255.
https://doi.org/10.1177/0741088310363447

27


https://info.ako.ac.nz/ako-aotearoa-blog/guide-to-udl
https://drive.google.com/file/d/1CnutqWANMvvvIMZT4mTUDyeQvaieVoQZ/view
https://www.atlaanz.org/accreditation/
https://www.aut.ac.nz/student-life/support-services
https://www.aut.ac.nz/student-life/support-services
https://journal.aall.org.au/index.php/jall/article/view/989
https://doi.org/10.26473/ATLAANZ.2025.1/004
https://doi.org/10.14742/apubs.2023.462
https://herdsa.org.au/herdsa-review-higher-education-vol-1/5-22
https://doi.org/10.1177/0741088310363447

ATLAANZ Journal, 2025, Vol. 8, No. 1.

Cameron, C. (2018a). Tertiary learning advisors in Aotearoa/New Zealand: Part One:
Building a profile of our profession. ATLAANZ Journal, 3(Special Issue: Identity and
Opportunity), 1-24. https://doi.org/10.26473/ATLAANZ.2018.1/002

Cameron, C. (2018b). Tertiary learning advisors in Aotearoa/New Zealand: Part Two:
Acknowledging our contribution. ATLAANZ Journal, 3 (Special Issue: Identity and
Opportunity): 25-43. https://doi.org/10.26473/ATLAANZ.2018.1/003

Campitelli, S. T., Page, J. M., & Quach, J. L. (2019). Measuring the effectiveness of
academic skills individual interventions on university graduate student writing: To

what extent are we making a difference? Journal of Academic Language & Learning,

13(1), A124—A139. https://journal.aall.org.au/index.php/jall/article/view/601

Carless, D., & Chan, K. H. (2016). Managing dialogic use of exemplars. Assessment &
Evaluation in Higher Education, 42(6), 1-12.
https://doi.org/10.1080/02602938.2016.1211246

Carter, S. (2010). The shifting sands of tertiary individual consultation. In V. van der Ham, L.
Sevillano, & L. George (Eds.), Shifting sands, firm foundations: Proceedings of the
2009 Annual International Conference of the Association of Tertiary Learning
Advisors of Aotearoa/New Zealand (ATLAANZ) (pp. 72-83). ATLAANZ.
https://atlaanz.org/wp-content/uploads/2020/09/Carter2010a.pdf

CAST. (2024). Universal Design for Learning guidelines version 3.0.
https://udlguidelines.cast.org

Chang, H. (2008). Autoethnography as method. Taylor & Francis.

Chanock, K. (2007). What academic language and learning advisers bring to the scholarship
of teaching and learning: Problems and possibilities for dialogue with the disciplines.
Higher Education Research & Development, 26(3), 269-280.
https://doi.org/10.1080/07294360701494294

Chanock, K., Ivancevic, K., Price, K., & van Commene¢, W. A. (2025). Student reflections
on enabling success and overcoming barriers. Journal of Academic Language and

Learning, 19(1), 1-4. https://journal.aall.org.au/index.php/jall/article/view/1011

28


https://doi.org/10.26473/ATLAANZ.2018.1/002
https://doi.org/10.26473/ATLAANZ.2018.1/003
https://journal.aall.org.au/index.php/jall/article/view/601
https://doi.org/10.1080/02602938.2016.1211246
https://atlaanz.org/wp-content/uploads/2020/09/Carter2010a.pdf
https://udlguidelines.cast.org/
https://doi.org/10.1080/07294360701494294
https://journal.aall.org.au/index.php/jall/article/view/1011

ATLAANZ Journal, 2025, Vol. 8, No. 1.

Charlton, N., & Martin, A. (2018). Making the invisible visible. Journal of Academic
Language and Learning, 12(1), 286-300.
https://journal.aall.org.au/index.php/jall/article/view/540

Chu, C., Abella, I. S., & Paurini, S. (2013). Educational practices that benefit Pacific
learners in tertiary education. Ako Aotearoa, National Centre for Tertiary Teaching

Excellence. https://ako.ac.nz/knowledge-centre/pasifika-learner-success-tertiary-

education/educational-practices-that-benefit-pacific-learners-in-tertiary-education

Clarence, S., & McKenna, S. (2017). Developing academic literacies through understanding
the nature of disciplinary knowledge. London Review of Education, 15(1), 38—49.
https://doi.org/10.18546/L.RE.15.1.04

Coffin, C., & Donohue, J. (2012). Academic literacies and systemic functional linguistics:
How do they relate? Journal of English for Academic Purposes, 11, 64—75.
https://doi.org/10.1016/j.jeap.2011.11.004

Eaton, S. E. (2024). Comprehensive academic integrity (CAI): An ethical framework for
educational contexts. In S. E. Eaton (Ed.), Second handbook of academic integrity
(pp. 1-14). Springer. https://doi.org/10.1007/978-3-031-54144-5 194

Foronda, C., Smith, L., Murray, J., & Domdom, J. (2025). Four first in family students’
transition into degree study at a vocational education institution. New Zealand Journal

of Educational Studies, 60(1), 189-204. https://doi.org/10.1007/s40841-024-00375-x

French, A. (2016). ‘Fail better’: Reconsidering the role of struggle and failure in academic
writing development in higher education. /nnovations in Education and Teaching

International, 55(4), 408—416. https://doi.org/10.1080/14703297.2016.1251848

Gurney, L., & Grossi, V. (2023). Supporting student wellbeing as an academic language and
learning advisor: Challenges and opportunities. Journal of University Teaching &

Learning Practice, 20(6). https://doi.org/10.53761/1.20.6.18

Hase, S., & Kenyon, C. (2007). Heutagogy: A child of complexity theory. Complexity, 4(1),
111-118. https://doi.org/10.29173/cmplct8766

Hawe, E., Lightfoot, U., & Dixon, H. (2017). First-year students working with exemplars:
Promoting self-efficacy, self-monitoring, and self-regulation. Journal of Further and

Higher Education, 42(1), 1-15. https://doi.org/10.1080/0309877X.2017.1349894

29


https://journal.aall.org.au/index.php/jall/article/view/540
https://ako.ac.nz/knowledge-centre/pasifika-learner-success-tertiary-education/educational-practices-that-benefit-pacific-learners-in-tertiary-education
https://ako.ac.nz/knowledge-centre/pasifika-learner-success-tertiary-education/educational-practices-that-benefit-pacific-learners-in-tertiary-education
https://doi.org/10.18546/LRE.15.1.04
https://doi.org/10.1016/j.jeap.2011.11.004
https://doi.org/10.1007/978-3-031-54144-5_194
https://doi.org/10.1007/s40841-024-00375-x
https://doi.org/10.1080/14703297.2016.1251848
https://doi.org/10.53761/1.20.6.18
https://doi.org/10.29173/cmplct8766
https://doi.org/10.1080/0309877X.2017.1349894

ATLAANZ Journal, 2025, Vol. 8, No. 1.

Haggis, T. (2006). Pedagogies for diversity: Retaining critical challenge amidst fears of
“dumbing down.” Studies in Higher Education, 31(5), 521-535.
https://doi.org/10.1080/03075070600922709

Halliday, M. (1985). 4n introduction to functional grammar. Edward Arnold.

Hamilton, J., & Bak, T. (2025). Helping students see the throughline: Exploring the affective
dimensions of individual consultations. Journal of Academic Language and Learning,

19(1), 21-36. https://journal.aall.org.au/index.php/jall/article/view/983

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational Research,
77(1), 81-112. https://doi.org/10.3102/003465430298487

Hyland, K. (2007). Genre and academic writing in the disciplines. Pearson Education.

Imran, M., & Almusharraf, N. (2024). Google Gemini as a next generation Al educational

tool: A review of emerging educational technology. Smart Learning Environments

11(22). https://doi.org/10.1186/540561-024-00310-z

Keesing-Styles, L. (2023). Ako explored: Evidence-based learning and teaching practices
that enhance quality of outcomes in tertiary education in Aotearoa. Ako Aotearoa.

https://ako.ac.nz/assets/Knowledge-centre/Ako-Explored/Ako-Explored-WEB.pdf

Kelly, A., Strampel, K., & Lynch, A. (2024). Reconceptualising the role of academic
language and learning advisers in the artificial intelligence age. Journal of University

Teaching and Learning Practice, 22(2). https://doi.org/10.53761/7vvt5q37

Kress, G., & van Leeuwen, T. (2001) Multimodal discourse: The modes and media of

contemporary communication. Arnold.

Lea, M. R., & Street, B. V. (1998). Student writing in higher education: An academic
literacies approach. Studies in Higher Education, 23(2), 157-172.
https://doi.org/10.1080/03075079812331380364

Lea, M., & Street, B. (2006). The "academic literacies" model: Theory and applications.
Theory into Practice, 45(4), 368-377. http://oro.open.ac.uk/21057/

Lillis, T., & Scott, M. (2007). Defining academic literacies research: Issues of epistemology,
ideology and strategy. Journal of Applied Linguistics, 4(1), 5-32.
http://oro.open.ac.uk/17057/

30


https://doi.org/10.1080/03075070600922709
https://journal.aall.org.au/index.php/jall/article/view/983
https://doi.org/10.3102/003465430298487
https://doi.org/10.1186/s40561-024-00310-z
https://ako.ac.nz/assets/Knowledge-centre/Ako-Explored/Ako-Explored-WEB.pdf
https://doi.org/10.53761/7vvt5q37
https://doi.org/10.1080/03075079812331380364
http://oro.open.ac.uk/21057/
http://oro.open.ac.uk/17057/

ATLAANZ Journal, 2025, Vol. 8, No. 1.

Macnaught, L. (2020). Demystifying reflective writing in teacher education with semantic
gravity. In C. Windburg, S. McKenna, & K. Wilmot (Eds.), Building knowledge in
higher education: Enhancing teaching and learning with legitimation code theory

(pp. 19-26). Routledge.

Magyar, A. E. (2012). Plagiarism and attribution: An academic literacies approach? Journal
of Learning Development in Higher Education, 4, 1-10.
https://doi.org/10.47408/jldhe.v0i4.141

Malik, M. (2021). Core competencies for the practice of tertiary learning advising in New
Zealand. ATLAANZ Journal, 5(1), Article 5.
https://doi.org/10.26473/ATLAANZ.2021/005

Maton, K. (2013). Making semantic waves: A key to cumulative knowledge-building.
Linguistics and Education, 24(1), 8-22. https://doi.org/10.1016/1.linged.2012.11.005

Meyer, A., Rose, D. H., & Gordon, D. (2014). Universal Design for Learning: Theory and
practice. CAST Professional Publishing.

Meyer, J. H. F., & Land, R. (2003). Threshold concepts and troublesome knowledge:
Linkages to ways of thinking and practicing within the disciplines. In C. Rust (Ed.),
Improving student learning: Theory and practice ten years on (pp. 412-424). Oxford

Brookes University.

Mollick, E. R., & Mollick, L. (2023, March 17). Using Al to implement effective teaching
strategies in classrooms. Five strategies, including prompts. Available at SSRN:

https://papers.ssrn.com/sol3/papers.cfm?abstract_id=4391243

Mortimore, T., & Crozier, W. R. (2006). Dyslexia and difficulties with study skills in higher
education. Studies in Higher Education, 31(2), 235-251.
https://doi.org/10.1080/03075070600572173

NACADA: The Global Community for Academic Advising. (2006). NACADA concept of

academic advising. https://nacada.ksu.edu/Resources/Pillars/Concept.aspx

NACADA: The Global Community for Academic Advising. (2024). NACADA academic
advising core competencies model.

https://www.nacada.ksu.edu/Resources/Pillars/CoreCompetencies.aspx

31


https://doi.org/10.47408/jldhe.v0i4.141
https://doi.org/10.26473/ATLAANZ.2021/005
https://doi.org/10.1016/j.linged.2012.11.005
https://papers.ssrn.com/sol3/papers.cfm?abstract_id=4391243
https://doi.org/10.1080/03075070600572173
https://nacada.ksu.edu/Resources/Pillars/Concept.aspx
https://www.nacada.ksu.edu/Resources/Pillars/CoreCompetencies.aspx

ATLAANZ Journal, 2025, Vol. 8, No. 1.

Nosrati, V., Grossi, V., Fraser, T., & Wright-Neville, C. (2025). Understanding individual
consultations (ICs): Insights from academic language and learning advisers’
perspectives. Journal of Academic Language and Learning, 19(1), 84-101.
https://journal.aall.org.au/index.php/jall/article/view/987

Pino, M., & Mortari, L. (2014). The inclusion of students with dyslexia in higher education:
A systematic review using narrative synthesis. Dyslexia, 20(4), 346—369.

https://doi.org/10.1002/dys.1484

Raleigh, S., McWilliams, R., & Allan, Q. (2024). #Take5 #101 Collaborating to embed
academic literacies: Enhancing our best practice model. Association for Learning

Development in Higher Education. Retrieved from https://aldinhe.ac.uk/take5-101-

collaborating-to-embed-academic-literacies-enhancing-our-best-practice-model/

Rose, D. H., & Martin, J. R. (2012). Learning to write, reading to learn: Genre, knowledge
and pedagogy in the Sydney School. Equinox Publishing.

Rowland, D. R. (2023). Two frameworks to guide discussions around levels of acceptable use
of generative Al in student academic research and writing. Journal of Academic
Language & Learning, 17(1), T31-T69.

https://journal.aall.org.au/index.php/jall/article/view/915

Russell, D. R., Lea, M., Parker, J., Street, B., & Donahue, T. (2009). Exploring notions of
genre in ‘academic literacies’ and ‘writing across the curriculum’: Approaches across
countries and contexts. In C. Bazerman, A. Bonini, & D. Figueiredo (Eds.), Genre in
a changing world: Perspectives on writing (pp. 395-423). WAC Clearinghouse/Parlor

Press.

Schon, D.A. (1983). The reflective practitioner: How professionals think in action. Basic
Books.

Shulman, L. S. (1986). Those who understand: Knowledge growth in teaching. Educational
researcher, 15(2), 4—14. https://doi.org/10.3102/0013189X015002004

Smith, L. T. (1999). Decolonizing methodologies: Research and indigenous peoples. Otago

University Press.

32


https://journal.aall.org.au/index.php/jall/article/view/987
https://doi.org/10.1002/dys.1484
https://aldinhe.ac.uk/take5-101-collaborating-to-embed-academic-literacies-enhancing-our-best-practice-model/
https://aldinhe.ac.uk/take5-101-collaborating-to-embed-academic-literacies-enhancing-our-best-practice-model/
https://journal.aall.org.au/index.php/jall/article/view/915
https://doi.org/10.3102/0013189X015002004

ATLAANZ Journal, 2025, Vol. 8, No. 1.

Sotardi, V. A., & Friesen, M. D. (2017). Student reflections on learning and studying during
the transition to university: Implications for tertiary learning advisors. ATLAANZ

Journal, 2(1), 19-35. https://doi.org/10.26473/ATLAANZ.2017.2.1/002

Stephens, J. M., Absolum, K., Adam, L. A., Blickem, C. J., Gilliver-Brown, K. E., Hart, D.
E., Kelly, J., Olsen, W., & Ulrich, N. (2024). Academic misconduct among
undergraduates across Aotearoa: Insights and implications for policy and practice.
New Zealand Journal of Educational Studies, 59, 321-338.
https://doi.org/10.1007/s40841-024-00315-9

Stevenson, M. D., & Kokkinn, B. A. (2009). Evaluating one-to-one sessions of academic
language and learning. Journal of Academic Language and Learning, 3(2), A36—A50.

https://journal.aall.org.au/index.php/jall/article/view/86

Swales, J. M. (1990). Genre analysis: English in academic and research settings. Cambridge

University Press.

Tertiary Education Quality and Standards Agency [Australia]. (2020). Good practice note on
improving retention and completion of students (Version 2.0).

https://www.tegsa.gov.au/sites/default/files/good-practice-note-improving-retention-

completion-students-v2-0.pdf

Te Puni Kokiri. (2018). Maori perspectives on education and the Treaty of Waitangi. Te Puni

Kokiri. https://www.tpk.govt.nz/en

United Kingdom Advising and Tutoring. (2019). Professional framework for advising and

tutoring. UKAT. https://www.ukat.uk/standards/professional-framework-for-

advising-and-tutoring

van Maanen, J. (1988). Tales of the field: On writing ethnography. University of Chicago

Press.

Wingate, U., & Tribble, C. (2012). The best of both worlds? Towards an English for
Academic Purposes/academic literacies writing pedagogy. Studies in Higher

Education, 37(4), 481-495. https://doi.org/10.1080/03075079.2010.525630

Winstone, N., & Carless, D. (2019). Designing effective feedback processes in higher
education: A learning-focused approach (1st ed.). Routledge.
https://doi.org/10.4324/9781351115940

33


https://doi.org/10.26473/ATLAANZ.2017.2.1/002
https://doi.org/10.1007/s40841-024-00315-9
https://journal.aall.org.au/index.php/jall/article/view/86
https://www.teqsa.gov.au/sites/default/files/good-practice-note-improving-retention-completion-students-v2-0.pdf
https://www.teqsa.gov.au/sites/default/files/good-practice-note-improving-retention-completion-students-v2-0.pdf
https://www.tpk.govt.nz/en
https://www.ukat.uk/standards/professional-framework-for-advising-and-tutoring
https://www.ukat.uk/standards/professional-framework-for-advising-and-tutoring
https://doi.org/10.1080/03075079.2010.525630
https://doi.org/10.4324/9781351115940

ATLAANZ Journal, 2025, Vol. 8, No. 1.

Yazan, B. (2024). Autoethnography in language education research. Springer.
https://doi.org/10.1007/978-3-031-57464-1

Zhan, Y., Boud, D., Dawson, P., & Yan, Z. (2025). Generative artificial intelligence as an
enabler of student feedback engagement: A framework. Higher Education Research

& Development, 44(5), 1289-1304. https://doi.org/10.1080/07294360.2025.2476513

34


https://doi.org/10.1007/978-3-031-57464-1
https://doi.org/10.1080/07294360.2025.2476513

