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Abstract

This study examines leceir s 6 and st u dassedsrsedt fovleaemwgs a b o u
practices, within a Business School in Ireland, and investigates if these practices

contribute to educationally worthwhile learning.

The literature details the practices of assessment for learning, and how enactment
of these promote educationally worthwhile learning, a term alluded to in the

literature, yet not defined.

This mixedmethods study collected quantitative data by distirigu survey

instrument to all third year undergraduate students in the Business School. The
qualitative data was gathered from classroom observations of two cohorts of those
third year students, some of whom volunteered to participate in a focus group.

Lecturersodo were interviewed foll owing ob!

The findings revealed that students do not distinguish between AfL anrdfbon
environments, yet classroom observations and focus group data depicted a
different reality. Whilestudents perceive grade attainment as success, the thesis
argues that this does not equate to educationally worthwhile learning. Lecturers
regard the practices associated with AfL as good practice and not attributable to
any particular environment. Th@grceive success in educational terms as getting

t he st udreemddy®dwowlki ch t hey equate with

learning.

In conclusion, the practices of questioning, feedback, sharing criteria and peer
and seHassessment are not exclusive A@L. It is the enactment of these
practices, inany classroom environment within particular institutional learning
cultures that determine if they act as a springboard or straitjacket to educationally

worthwhilelearning.
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1. Introduction

This research relates to the assessment practices within the Business School at a
Higher Education Institution located in the South of Irelan@ihe study is

primarily concerned with assessment for learning (AfL) and how it is perceived

by both lecturers and student$he aim of the study is to investigateAfL acts

aswhat Davies and Ec c bhspsngboardeor sfrattjacdddr) r ef er
educationally worthwhile learninEWL) in a HE Business Schaoln doing so,

the study attempts to uncover if and how lecturers imple#ntpractices and

how these practices influence student learning.

1.1  Finding the Focus
O0What i s as sitassassesded, isdwngely iffliential in
determining what is taught and how it is taught. Likewise, with
respect to learning, while assessment can motivate learners if they
are successful, it can also undermine confidence and capacity to
learniftheya® unsuccessful é6
(Torrance et al, 2005:5)

As suggested by this quotation, assessment in any education system plays a
central role. lhas come to underpin or even domirateaspects of teaching and
learning and how students perceive pragrees and modules (Carter, 2012;
Joughlin, 1999). It is not a nephenomenonsome thirty five years ago Derek
Rowntree, while discussing the influence of assessment on student learning,

commented:

61 f we Wi sh to discover stenhwe tr ut h aboc

must look into its assessment procedures. What student qualities



and achievements are actively valued and rewarded by the system?
How are its purposes and intentions realized? To what extent are
the hopes and ideals, aims and objectives pralelsgehe system

ever truly perceived, valued and striven for by those who make
their way within it? The answers to such questions are to be found
in what the system requires students to do in order to survive and
prosper. The spirit and style of studeissessment defines the de

factoawrr ri cul umo. (Rowntree, 1977:1)

Sometwenty one yeartater Black and Wiliam (1998) focusettheir researcton
assessmerih the primary sector. Aeir ideas and insights had a straegonance

in highe education. The term Oassessment
highlighting many of the questions raised previously by Rowntree (1977), with

the resulting research concentrated more on classroom practice at all educational
levels (ARG, 2002; McDowell et al, 2004 and 2011; Taras, 2007 and 2008).
Practices linked t@\fL include questioning, feedback, sharing critepeer and
selfassessment. These alone may not leadfto It is how thepractices are

interpreted and implemented that determines wdretit not they encourage a

deeper |l earning approach. I mpl ement at i
more than the application of certain pr
certain principles of teaching a%d | earn

It is only then that the full educational kedits of AfL will be achieved (James
and Pedder, 2006) and the benefits for both student and lecturer realised (Irons,
2008).

AfL strategiesffects boththe lecturemandthe student (Yorke, 2008{argreaves,

2004; Irons, 2008). For lecturers the literature cites the following as beofefits
implementing AfL, owor king smarter, not harder
6enhance your teaching6 (1 r osass, t20a0c8:edr &)

(Harnson, 2005:261). Harlen (2005) discussed the impact AfL practices can have



on the lecturer/studentelationship, while Scaife and Wellingto2010)
recommend 6sharing good assessment prac

colleagues.

These assessmamiactices influence howtedents approach their learning,the

words of Rowntree (1977) what does the s
and prosperd6 (1977:1). | f t he assessme
would the student approach his/heardning in any other manner¥et this

surface approacfEntwistle, 1997; McCune, 2003) learning is considerehly

Vermunt (1998) asmappropriate for higher educatiotnsteadwhat isseen to be

desirable is the deep approa@Bntwistle, 1997; McCune2003) where the

student tries to understand and take meafingwell & Ashwin, 2006)from the

learning moment. According to the advocates of Aflhé deep approach to

learning is more likely adoptaghen an AfLenvironment exists (McDowell et al,

2011). Does this deep approach to learning lead to sucmesxiucationally

worthwhile learning EWL) in higher educatidh

How is O6dsuccessd measur ed Cannt behaquptece r e d u ¢
with EWL, a term implicitly assumed in the literature (Rslan, 1988; Marshall

& Drummond, 2006; Boud, 2007; Davies & Ecclestone, 2008), not yet defined or
explained? The literature review will provide the reader with what previous
research considers success tqRamsden, 1988; Knight, 2007; James & Lewis,

2012). Rarely is it definedn terms of the grade attained. oweverin policy
terms,success is about grade achievement and student retention and so has a very
powerful influence on thedearning culturé ( J ames , 38007 of Bi est a
particular site/progifmme/module. However, this focus on grade achievement

may lead to instrumentalism as noted by previous research (Habermas, 1984;
Yorke, 2003; Glisczinski, 2007; Davies & Ecclestone, 2008; Ecclestone, 2012).



The above outlines the significance assessnmast had on the educational
discoursepolicy and practicever the past two decades, and how the assessment
regime can influence both lecturers and students. Enaéfingpracties are
purported to enhance teaching and promote a deeper learning expdoence
students but doing so is not straight forward. Set in the context of a Business
School, my study aims texplore some of the tensionslating to lectureand
studenté perceptions oAfL. These tensions include the thepnactice divide,

the enatment and implementation processes, and how these influence the
student s6 appr Doahiskerdsthe tresearthegaestions wrgch form
the basis of this study are stated below.

1.2 Research Questions

The overarching research question is:

Do AfL practices act as a Springboard or Straitjacket EMVL?

In order to address this question, a number ofcgdstions were deduced:

A Whatare the AflLpractices and procedures in place and how are these
enacted?

A How do lecturergperceive AfR
A What are the implications of Afpractices forstudent8learning?

A How do these practices contribute toVE?

By addressinghese research questiomsy study will offer a contribution to the
current discourseheory, practice and researom, assessmeptactices in higher

education within the context of a Business School.



1.3

This case study was located within the Business School of Waterford Institute of
Technology, a government funded university level institution in the South East of
Ireland. Established in 1970 as a Regional Technical College, it was awarded

Institute of Technology status in 1998. The Institute now confers its own awards

The Context

from Higher Certificate to PhD, covering Health and Nursing, Science,

Humanities, Engineering, Arcleitture, Education and Business. It is this range of

awards that differentiates the Institutes of Technology from Universities.

Universities offer programmes at level 8, on the qualification framework, and

higher, whereas institutes of technology offer ggeznmes from level 6 and

above. It is the | argest l nstitute

S

of T

6t he major provider of hi gher educat.i

(www.wit.ie) with 10,000 studestand 1,100 staff.

The school in which thistudy is located is sutfivided intothree departments

namely, Department of Accounting and Economics, Department of Management

and Organisation and the Graduate Business Scfibel.Business School has

almost 1,500 students and 85 members of stafbrporatingundergraduate,

postgraduate, execusdv and entrepreneurial education

described by its mission statement:

60The Missi on of BusinessisWIlddvelop thinking | of
professional to the highest international standards. Our aim is to
prepare students for successful careers in business, the professions,
public service and society. This is achieved through a suite of
innovative and challeging programmes that are delivered in a
personalised learning environment. Our intention is to continuously
evolve and respond to our changing environment by offering
accessible, flexible and relevant

(www.wit.ie)

COoul


http://www.wit.ie/
http://www.wit.ie/

A core feature of the school is the learning community which exists, the personal
nature of the interactions between student and staff, the small class sizes and the

supportive culture, all contribuig to an ovesarching value:

ol f we are passionate in our rol e as

reciprocated in passi wwmawitee) | ear ner s 6.

In theory at leasthis passion shoulde a crucial elemeim an expansive (Davies
& Ecclestone, 2008) and positive (Postlethwaite & Maull, 2007) learning culture
whereEWL is to the fore.

1.4 Justification for the Study

Assessment methods in higher education have changed considerably in the past
number of yearsthe primary driver being the Bologna Declaration, signed by the

Irish Government in 1999, which sought convergence of the European Higher
Education sector. One aim of this convergence was to ensure high quality
teaching and learning and a move towards ttapaon of AfL strategies. A first

step in this adoption was the introduction of institute policiesalgrogrammes

have at least a 50/50 mix of formative/summative assessments. Summative
assessment is the traditionaddeof semester examvhile formdive assessment

can be defined as fAassessment that is sp

performance to i mprove and accelerate | e:

Reviewing the studentsdéd resul tmmmeon t he
leader) thetrend indicatesmodules that arelelivered and assessed under AfL
conditions show a highegrade than those summatively assessed. Why is this?

Do particular modules lend themselves more easily to one assessment strategy
over another? If the definitionf formative assessment as outlined above is

accepted, and such a strategy does i mpr


http://www.wit.ie/

modules,lectures and indeed higher education institutes shqroimote and
adopt the formative assessment strategy.

I work primarily in the Department of Accounting and Economics lecturing

Taxation and Accounting modules. These modules are quantitatively orientated,
delivered over a twelve week semester and students are assessed at the end of that
semester. Module descriptos g gest that these assessmen
| e ar (Bloxhgm& Boyd, 2007) whichas the introduction indicated and the

literature review shows in more depth likely to promote instrumentalism rather

thanEWL.

What, then, iISEWL? It is a termalluded to in the literature without any
definition, so is it possible for us educators to state that our students have
experiencedt while in higher education. The many aims of HE are outside the
scope of this study, but perhaps the t&WL encompasse$e teaching learning

and assessment strategies adopted to achieve those aims.

Within the Irish higher education sector, in particular the context of this,study
anecdotal evidence suggests the emphasis is on grade attainment and not the
individual. Theliterature review shows little evidence of research conducted on
assessment in Irish higher education. Studies have been conducted into grade
inflation O 6 Gr ady , &07hut tmere is a lack of literature on the process

and practices of assessment and how it i
compared to the UK and further afield. This study aims to add to the Irish

discourse by illuminating the processe®l practices within thiastitute



15 Overview of thesis

This section provides an overview of the contents of the other chapters in this
thesis.

Chapter 2. Literature Review, begins with an examination of the purpose of
assessment in higher education and how it is influenced by the learning culture.
Emphasis is placed on tihdL environment, so the chapter considers the tensions
and barriers to the creation and maintenancethed environment from the
perspective of both students and lecturers. The chapter concludes with an
exploration of meaning of the ter&WL.

Chapter 3. Methodology and Methods, considers my ontological and
epistemological position and justification for ymuse of a qualitative
methodology. The methods used for data collection and data analysis, including
their pros and cons, are reviewed, together with the ethical and validity

considerations.

Chapter 4. Setting the Scene, provides the reader with a context from which the
remaining chapters are reported. The chapter outlines the assessment policy
within the Higher Education Institute involved in this study, together with
background information about the students and lectuwho took part in this
investigation. Dimensions of the learning culture (Hodkinson et al, 2007) are

considered to determine the type of learning culture existing in the school.

Chapter 5. The students’ perspective, presents the findings of the statle
survey, classroom observations and the student focus group, using extracts from

observational field notes and focus group transcripts.



Chapter 6. The lecturers’ perspective, explores how lecturers interpret and
implement AfL practicesHow they undetand the terneducationally worthwhile
learning is also described, again using interview extracts to illuminate their

perspectives.

Chapter 7. Discussion of data and findings, discusses the data presented in the
previous chapters relation tothe litelature review and the research questions

this study aims to address.

In Chapter 8. Conclusions, | reflect on the findings of my small scale research
project via an overview of the study. The limitations to the research are outlined
followed by the impications for theory and practice. | then make some

suggestions for future research as illuminated by this research.



2. Literature Review

This study is concerned with assessment in higher education, focusing specifically
on assessment for learningfl() in an Irish HE business school and how, if at all,

this contributes to educationally worthwhile learni(§WL). This chapter
provides a review of the literature exploring the purpose and goals of assessment
in HE and the learning culture in which tlassessment regime exists before
paying particular attention to AfL practices and procedures and how these are
perceived by lecturers enacting this particular assessment strategy. The
assessment regime and the learning culture influence how the stuplertdach

their learning and studying, so the literature underpinning this issue will be
explored. Finally, this chapter consid&®/L in an attempt to clarify how this

term is understood and practised in higher education.

2.1 Introduction

Many studies Brown & Knight, 1994; Gibbs & Simpson,2004; Boud &

Falchikov, 2007;Bloxham, 2007;Scaife &Wellington, 2010) suggest that it is
assessment, not teacpithat influences students most. This includes interest in

the ways in whictstudenté percetions ofassessment demands dominates their

own study (Gibbs& Si mpson 2X004Mesamsd udeént sd vVvi ew
educationd (Boud )& ®Baledhintev wh@@7:s3t ude
important, how they spend their time, and how they come to see themselves as
students and graduat es 6 Researchoiwthe akka dni ght |,
assessment has | nvestwitp the ldwing jluotdseaa t s 6 p e
examples of the findings: bassessment i s
forthem,letalore by t hemé ( Sc a2010:238)amddtuddrdsiview n gt o n
themselves Oas outside the assessment pr
In turn assessment strategies and their outcome are influenced by how the student

approaches his/her learning.

10



These concerns relate to the aims of higher education that intlpde ovi di ng a
foundation for a |ifetime of | earning an
Afoster|[ing] the devel opment of human qu
the twenty fis t centuryo ( Bthermaegued that2tie@roviderd ) .

higher education should aim to equip students with the tools/activities necessary

to promote and encourage high quality learning (McCune, 2003). High quality

learning is influenced by appaches to learning and studying, type of teaching

|l earning environment provided and the st

Authors in the field of assessment and learninghigher educationhave
suggested a number of purposes &sessmentef Bloxham and Boyd, 2007;
Carless, Q07), differentiating betweetthe main purposes @ssessment as being

the certification element and thearning element. Certification is the method

used to identify or evaluate different levels of achievement betatedents The

learning element equatethe promotion of learning via motivation and
involvement in course and teaching design. As with any fpulppose agenda
conflicts often arise between each component and one may dominate the other.
Certification/abievement and learning are not synonymous, yet it is apparent
from policy documents that certification/achievement dominate this debate. Like
numerous other EU countries, Irish policy on higher education is driven largely
dy economic and social developmepotential of the knowledge economy and
broadened access to higherlearmng d | i f e | GMTgLTASS 2009n9).n g 6
Policy makers recommenithatqu al i f i cat i on on dahdardssofi be be
knowledge, skills or compentce to be acquired by learm sThe, Qudlifications
(Education and Training) Act 1999 How these standards of knowledge, skills

and competencies are taught, learnt and assessed is core to addressing the question
posed in this research which has been adapted from the work ofsDavie
Ecclestone (2008)ho studied AfL in Level 3 vocational qualificatian® what

extent do AfL practices act as a springboard or straitjack&\Wr?

11



This chapter explores the purposes of assessment, both summative and formative,

before considering he term Oassessment for | earning
definitions and practices and emphasise the ways in which these interact with the
learning culture and learning environment. As lecturers and students are central

to any learning environnm¢, how they perceive these practices and their
implications for student learning is then explored. Hipathe meaning of the

term EWLIs considered.

2.2 Purposes of Assessment in Higher Education

According to Carole Leathwood, Oassessme
legitimacy for the social structures and power relations of modern day society and

for onebs place within thesed (Leat hwood
for assessme outlined above, this statement sums up the complexities and
contradictions of assessment in higher education. These complexities include
standards, equity, policies and all that is valued in the education system and can

be viewed from a social and ptal view point. Irish higher education is, in the

main, publically funded and as such is subject to government monitoring and

control. There are strong drivers for this, for exampleBihlegna Process (1999)

created the European Higher Education AffleEIEA), the purpose of which was

t ointraduce a system of academic degrees that are easily recognisable and
comparable, promote the mobility of students, teachers and researchers, ensure

high quality teaching and incorporate the Europelmension into Hgher
educatlndong so, this voluntary process required a convergence of

education systems and common quality assurance measures.

This trend leans towardassessmenof learningwhi ch entail s Ot he
judgement s about Hkevamndntfortpwpbsesaisalecdonamde ac
certificationd (Bl oxham and Boyd 2007: 15
this type of assessment also satisfies a key university league table variable,

namely the number of good degrees awarded (Bloxham and BOQd). Yet

12



such judgements are subjective: can
subjectivity?  The underpinning elements of any assessment strategy are
certification, student learning, quality assurance and lifelong learning capacity.
The first eement is complied with when AfL is the strategy employed, but,
depending on the assessment task, validity and reliability may be called into
qguestion. Quality assurance may too be satisfied, but again it may just be a box
ticking exercise. Both learninglements of the assessment strategy may not be
fulfilled because if the certification and quality assurance elements are to the fore,
students/learners may adopt a learning approach #wairgitates class notes
which has been argued is not appropriatehigher education (Vermunt, 1998).

In response to these pressures, alternative assessment strategies, sudrass AfL
been proposed Af L i s t hat 6whi ch provi des
achievement which allows teaching and learning activities to Hamged in
response to the needs of the | earnerd
the crucial influence of feedback on student learning. A third strategy noted in the
literature is assessment as learning, which has been described aset L

where the student becomes more involved in the assessment process using

feedback, self and peer monitoring as learning tools (Bloxham and Boyd, 2007).

Assessmenbf learning has been called summative assessment, while the other

two strategies caneb encapsul at ed by t he term
Ecclestone (2010) distinguishes between the purposes of formative assessment
and summative assessment, similar to those discussed by Harlen (2012). Depicted

t

he

( B

0

bel ow are Har |l ends c oatieegsdessmment aqm@uaf pos e s

summative assessment. Figure 1, is a framework for reporting what has been
achieved. Evidence of achievement is gathered by test/task, judged by teachers
and examiners all using the same criteria for judgitigis allowing for
conparability between students and programme$. this evidenceis not

incorporated into the néxteaching and learning cyglehow can the

13



lecturer/teacher provide the best possible help to the student in the next learning
moment (Bruner, 1985) or close tlset udent 6 s zabdeelopmént pr o x i n

(Vygotsky, 1978)7?

Tests, tasks or
reaular activities

Collection of
evidence
relatingto goals

Interpretation
of evidence

Judgement of
achievement

Report on
achievement

(criterionreferenced)

Figure 1 Assessment for summative purposes (Harlen 2012:91)

Figure 2 depicts assessment as 6éa cycl e
gathered during activiyA' s wused to i nterpret Oprogres
(Harlen 2012:89). Feedback on that evidence is given to both student and teacher
which will help indicate the next step in the teaching and learning of activity B,

thus placing the student at thentre of the learning activity and enabling the

14



teacher/l ecturer to O6éprovide scaffolding
stage of studentds | earning.

Both assessment strategies contebtd the purposes of assessminis the
emphasis that is dgfent. Assessment is effective and efficient when the overlap
between assessment and learnisgmaximised (Carless, 2007). Effective
assssment is that which enabledl students toenhance their achievements
formatively withoutallowing the summativessessmerto dominate learning and

teaching

Here the goal is to verify the students?o
using a diverse range of assessment methods that measure genuine and valued

l earning. Such ass etadentsean active padiapantsdne s 06 d e
their own assessment, enabling them to develop as autonomous learners and
effective professi d63.Bsudl andlcdchikoe (207 et al
highlight the importance of asssment for developing studgnévaludion and
selfassessment skills in preparation for future work anddifg learning and as

active participants in their own assessment. From this perspective these skills will

develop the capacity of determining appropritendards, critical tasks aother

such skills. Boud (2000) refers to this as O6su:
defines as Oassessment that meets the ne
the ability of students to meet the own future | el@l).ni ng ne
Carless (200 ref ers-ordoedatedrmaissgssment 6, wher
certification purposes overlap substantially when the assessment strategy is
functioning effectively. He posits that when students are involved in the
assessment strategy, they develop b et t er understanding of
and engage more actively with criteria e
active involvement/engagement is achieved by drafting criteria, engaging with

quality exemplars, peer feedback/assessment and thelopgment of self

evaluation skills as factors that contribute to the learning environment.

15
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(steps in learning) °

Decisions about how to Collection of evidence

take next steps

relating to goals

Next Steps in Evidence

Learning

Decisions about Interpretation of

next steps evidence

Judgement of

achievement
(criterion-referenced
and student
referenced)

Source: Harlen, 2012, p. !

Figure 2 Assessment for formative purposes (Harlen 2012:90)

2.3 Learning Culture, Learning Environment

The formal purposes and goals of any assessment strategy are influenced by the
learning culture and learning environment of any given context. A learning culture
is defined as fAthe soci al practices thro

2007:18). The learning culture is not just the course/programme being studied.

16



Peim and Hodkinson (2007) advise that, when engaging with learning cultures,
researchers must address O0implicitly or
cont ext 0t tehewdrolcdad amdht ext of practi ce
Eccl estone (2008) depi ct a |l earning cu
participants such as parents, college managers at various levels, policy makers and
nati onal awar di ng b o das enploasised2by JaBnes7ahg . H
Biesta (2007), Davies and Ecclestone (2008) caution against using the term
learning culture synonymously with learning environment since the environment

or context is only part of that learning culture. How a course/programme is

viewed by students, teachers, managers, awarding bodies all contribute to the
learning culture as each have differing views, beliefs and expectations about the
course/ programme, students6é abilities an
implicit or explicit, accurate or falsehe assumptions on which they are based,

will all influence the learning culture of that course/programme, in subtle,

sometimes hidden and contradictory or unintended ways.

Hodkinson, Biesta and James (2007) give guidance asatdearning cultures are
understood. They offer a number of dimensions which when considered in
relation to each other should form the basis of understanding a particular learning

culture. These dimensions are:

Ot he positions, dthespdesti ti ons and a:
the positions, dispositions and actions of the tutor;
the location and resources of the learning site;
the syllabus or course specification, the assessment and
qualification specifications;
1 the time tutors and students spend together, thteiF i
relationships, and the range of other learning sites students
are engaged with;
1 college management and procedures, together with funding
and inspection body procedures and regulations, and

government policy;
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1 wider vocational and academic cultureswbiich any
|l earning site iIs parto

1 wider social and cultural values and practices, for example
around issues of social class, gender and ethnicity, the
nature of employment opportunities, social and family life,
and the perceived status of further educatin) as a
sector6 (Hodkinson et al 2007:415).

Although their study was situated in further education in the UK, it has resonance
for other third level education institutions as many of these would have had their
origins as further education and vocational education providers. Hodkinson et al
(2007) define the I earning culture for t
which people |l earnd (p: 419) and so is n

learring. The dimensions above all influence the learning culture, but not always

from within the |l earning sitediébabiftus®
areusedinthest udy to expand on the outside in
tooltounder st and how | e arHodkimsgn eccald0@7421)arel wor k 6
Ohabitusdéd as incorporating the individua

includes such things as what they expect of the teaching, learning and outcomes to

be from a particulatearning site and their own participation in those activities,
(Postl ethwaite and Maul Il , 2007) . Bour di
can and do change; Hodki nson et al (200
mechanism that can bring aboutsech anged (p: 425) .

Il n order O6to i mprove |l earning, the | earn
et al 2007b: 401) . By understanding the
can be achieved and what cannott@ (i bid)
(2007b) identify a number of different learning cultures, having investigated
seventeen sites: cultures of convergence and synergy, cultures of division and
conflict, and cultures that mix convergence and divergence. The findings showed

learning wasmost successful where the culture of convergence and synergy was
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strongest. The culture of division and conflict present challenges which may
promote worthwhile learning, but findings from their study showed conflicts
6generally actdecaani bgori(OO7bod40Fat The
from how the tutors and students valued the course differently to there being no
vocational element to the course although it was a General National Vocational
Qualification. A mix of convergent and divergdattors was found at a number

of sites under investigation which neither promote nor hinder the learning. The

article concludes that much of these findings are influenced by what is perceived

as good learning. Good learning, according to Peim and Hadkins ( 2007) O s
| east partly, but not necessarily, soci
earlier American study which informs the reader that learning is primarily a social
process (Shepard, 2000).

This social process will be facilitated by treatning environment. Postlethwaite

and Maull (2007) discuss positive and negative learning environments, positive
showing characteristics of O&écohesiveness
goal direction, democr acy reasntide negativei r o n me |
learning environmentat least in the settings they studiésl,characterised by
6friction, cliqgueness, apat hMcDowdlies or gani
al (2011) argue that, in order to support student learning, it is aredflronment

that is required. This environment encompasses: rich formal feedback (tutor and

self); rich informal feedback (teaching and peer interaction); space to practice the
knowledge, skills and understanding acquired; assessment tasks that arécauthen

enables students to develop as independent and autonomous learners; has a
balance between formative and summative assessments, (McDowell et al 2011).

Sadler (1998) described a similar concept, in which the commitment of teachers to
improve learning § at the forefront of AfL. This, suggests McDowell and

coll eagues, i S Oassessment énvironmefitu c c e s s 0
encourages the student to take responsibility for his/her own learning, by helping
O0students to devel omy o n(dvecpDeorwdeel nlc ee ta nadl a2u0i
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In relation to perceptions or constructions of autonomy, Ecclestone (2004) focuses

on the 6comfort zoned in which students |
complex mix of expectations and motivations, teachimg) @assessment activities

and relationshipsé (Ecclestone 2004:30).
education assessment systems, she argue
teachers and students from the confusing changes that were arising from repeated
political attempts to reform the . . : a
Hodkinson et al (2007) , Ecclestone wuses
to investigate how students are affected by the assessment regime in place at their
paticular institution. Ecclestone (2007) concluded that researchers, teachers,
managersandp ol i cy makers need to understand o0

are developed or hindered by . . . asses:

In their study & AfL in general vocational qualification®avies and Ecclestone
(2008) discuss learning cultures and their relationship with formative assessment,
arguing that learning cultures can be expansive or restrictive. An expansive

learning culture includes thE act ors t hat fenabl e studen

engagement with the subject being studied . . . as well as enhancing their own
|l earning processes, rather than merely n
2008: 75) . Such a c forimativerassessntbrt antd acts aishae 6 s p

springboard forEWL (ibid). At the opposite end of the continuum is the
restrictive | earning culture, which foll
can be a straitjacket to learning (ibid). These authors dtionathat the

restrictive learning culture is no less good than the expansive one, stating that it
can/may be appropriate to have a restrictive learning culture which would build
studentsd confidence which coul divein ti me
|l earningd (Davis and Eccl estone, 2008: 75

and does not become a straitjacket to learning is the key issue in this discourse.
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This study is investigating the AfL environment and so the chapter continues with

anexamination of the role of formative assessment and AfL.

2.4  Formative Assessment and Assessment for Learning

Formative Assessment is considered tbleler term, used firstly in 1967 by

Scriven when distinguishing between summative and forma@gsessment

(Scriven, 1967) Formative assessment is also confused with continuous
assessment (ad hoc tests, practical work performed over a semester/term and
collated to give a summagwesult). The term AfL is deemed the nepwbrase

having first enteed the discourse in the late 1980s and early 1990s (Gardner,

2012). McDowell et al(2011) suggest dissatisfaction with equating AfL with

formative assessment and they define Afsteadas an assessment environment.
Academics researching in the field lwprobably all concur with Ecclestone
(2010) in that 0 ertigetddinitionsof farrative aseessingnt n o  wa
(p: 33). Frmative assessment is often referied as AfL as opposed to
Oassessment of | earni ngd6 ( Backettp2@li,ve ass
Gardner, 2012)These definitions link with how Harlen (2012) discussed the use

of the evidence gathered from the assessment task or test. On the one hand,
evidence that is uddgo enhance the teaching and learning falls under the heading

of AfL, while that gathered for reporting achievement is classified as assessment

of learning. Gardner (2012) suggests that it is the ten prin@plefrward by the

Assessment Reform Group (2002) that underpins many afet@tions found in

the literatire and which therefore makiee practice oAfL 6 a compl ex weave
activities involving pedagogic style, studgatcher interaction, setéflection

(teacher and studenmotivationandavaret y of assessment proc
20123).

In a simlar vein, Swaffield (2011) discusses how AfL differs from formative
assessment. She argues that AfL is a teaching and learning process, while

formative assessment is a purpose of assessment; AfL is concerned with the here
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and now, concurring with Klenowsk2009), formative assessment has a longer

time span; the benefits of AfL are garnered by the particular learning environment
whereas formative assessment can be of u
AfL is active, they are independent and skiected as opposed to those students
participating in formative assessment wh
deci sions and actionsdé6 (Swaffield, 2011:
whereas formative assessment provides information thatbeaused to guide

future | earning; finally AfL, according
| earning how to | earn as wel/l as speci f

formative assessment is focused on module content.

For the purpose of this éBis this distinction suggests that it is the term AfL

which should be used because the term el
0l etterd of the practices associated wif
Drummond, 2006). The term also allotte researcher to consider the tensions

of process and practiq€rook, Gross & Dymott, 2006), and of espoused goals

and everyday realities. It is the &spir
EWL, but forces at play in HE may, unwittingly, hamlee springboard effect

and create a straitjacket in its place.

2.5  Assessment for Learning (AfL) — Meaning, Process and Practice.

To define AfL is, at first attempt, a simple task. A number of definitions are

presented in the literature. Black and Wiliam (1998) brought the topic to the

forefront of educational research and defined this type of assessment as
encompassing a | Hertakeh by wacherg tamdion byi tlees un
students, which provide information to be used as feedback to modify the teaching

and | earning activities I nTenwyedrscldter,t hey a
Popham defined formati ve teachereandssmeéents as O
during instruction that provides feedback to adjusgoimg teaching and learning

to improve student s o6 raucchtiieovneanhe nad u tocfo merstoe
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2009. The now defunct Assessment Reform Group (ARG) recommended in

2001 that the terms formative assessment and diagnostic assessment be replaced

with AfL. The ARG defined AfL agsit he process of seeking

evidence for use by learners and their teachers, to identify where the learners are

in their learning, wnee t hey need to go and how best
Gardner 2012:3).Pau Black claimed that AfL becamé a free brand na
attach to any pradAdtiteée OBhack, | p0eénat)
on Assessment f or | 200%asedombgrieratiorNdefinitiod e al and
of AfL was generated, Oassessment for | ¢
students, teachers and peers that seeks, reflects upon and responds to information

from dialogue, demonstration and observation in wayg #nhance ongoing

l earni ngd ( KI éMany awshkrs in the2field & as@essment use the

terms formative assessment aAtL synonymously, (Ecclestone 201R2007;

Davies and Ecclestone, 20@Bgclestone & Pryor 2003; Marshall & Drumond,

2006; McDowell et al 2006 Torrance, 2012; James and Pedd®f06). In

contrast, Stiggins (2002) cautioned against using the terms synonymously and

submits that it is the involvement of students in the process that distinguishes the

two. Another cautionary noteomesfrom Ecclestone & Pryor (2003) who state

that oéwithout a specific link to | earnin
be I|little more than conscientious summa
gual ity assurance purp®ses than for | ear |

According to Randy Bennett, definitions are oversimplified (Bennett, 2011). It is
how these definitions and their elaborations are interpreted that deliver meaning
and understanding. Bennett (2011) criticises AfL on several grounds, namely
definitional, effectiveness, domain dependency, measurement, professional
development and system issues. Definitions can be instruments or processes
(Bennett, 2011), interpreted in their spirit or to the letter (Marshall & Drummond,
2006) and through narrow ordad viewpoints. If the definitions of formative
assessment/AfL are considered as instruments, then AfL is nothing more than a

series of diagnostic tests delivered regularly from which the teacher/lecturer can
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obtain (upward trending) eces. In contrasRopham (2006views the definition

from a process viewpoint whereby assessment produces a grade and, more

i mportantly a o6équalitative insight i nto
Bennett continues his argument in stating that one without thex @thnot the

solution: instead the integration of the processes anddebiied instruments

might advance learning.

The word Oprocessdé is problematic when
depending on how that word is interpreted, will determine BdL is viewed.

Crook et al (2006) discuss the tensions between the process of assessment and the
practice of assessment in a higher education context. The process of assessment
can be defined as a sequence of stages with measurable inputs and dedputs.

simply, in order to complete the assessment the student must complete stage A, B

and C with little concern for how those stages are completed. Policy makers and
higher education management teams view this type of assessment as appropriate

as it provieges valid and reliable outputs that provide an audit trail and can
withstand independent scrutiny from various external parties, (Crook et al 2006),

thus fulfilling the quality assurance required from an assessment regime.

The practice of assessment isidefed as O&érecurrent modes
medi ated by shared cultural resourceso
dependent on communication and negotiation, ingenuity and serendipity,
judgement and insight, thus suggesting assessment ilysooiastructed Biggs,

2002 and dependent on the assessment environment and culture asetidoys

McDowell et al (2011). However, the notion of process and practice of
assessment are notteahatives. Crook et al (200@€)Jaim that the process of

asss s ment provides a scaffold for the pr:

processtolifeand i ndeed, | i97)e to processd (ibid
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This thesis is investigating how AfL is perceived by lecturers and students in a
higher education business school, sis tieview will continue with a focus on

classroom practice and student learning.

2.5.1 AfL Practices

TheA R G ¢es principles oAfL (2002) are the foundation stones for many, if not

all, AfL definitions and the implementation of the environment associated with

this assessment strategy. If the meaning of principle is taken as a code of conduct

(The Penguin English Dictionary, 2002)esie ten principles can be interpreted as

a series of actions designed to achieve an end, which is the definition of the word
Oprocess @ IEmgtlhe hs &m ct itemmprancipjes are tHelhae ARGO ¢
process scaffolding the practice (Crook et al 208&) in order to bring this

process to lifeAfL enactorsrequirepractice guidelines.

The principles/processes of AfL, as summarised by Gardner (2012) include
effective planningfocuses on how students leaisicentral to classroom practice;

is a key pofessional skill;is sensitive and constructivefosters motivation;
promotes understanding of goals and critetiejps learners know how to
improve; develops the capacity for sedssessmentiecognkzes all educational
achievemen(2012:3) So this isa mere list of what AfL is, and alone will not
facilitate or promoteEWL (for further discussion on this see below). It is the
enactment of these principles, by means of practices, that will guide lecturers and
students in the adoption of AflLiteratureinforms the reader of four main AfL
practices, being questioning, feedback, sharing criteria with the learner and peer
and selfassessment (Black & Wiliam, 1998003 Black et al, 2006; Marshall &

Drummond 2006; James & Pedder, 200Bhese are discussadturn below.

Questioning or dialogue between teacher and student; student and teacher; student

and student is an essential part of classroom practices. The underlying idea
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behind questioning is thah order to progresseachers need to know the é&of
existing understanding, students must be involved and the learning should take
place in a social and community environment (Black et al, 2006). However, the
type of questioning will determine whethar not it fits with AfL principles For
example,giving the student sufficient time to think about the question asked,
encouraging them to listen to their peers and ensuring that each student is
comfortable with giving their opinions in the classroom setting are techniques
employed to enrich classroomathgue. Questions need to explore students
understanding, enable the exchange of ideas and to articulate thoughts and
answers. To do sthe questions need to be opamded. Teachers will need time

and effort. Qu e st i on «riticaktethe ddveloprbeat off r a me d
studmt sd6 wunderstandi n @@3).( Bhkese guesticasnghoul®Vvi | i am

allow for broadranging discussions, and all answers, correct or otherwise should
contribute to the overall understanding of the toplhis practicebrings life to a

number of the principles summarised in the table below (Table 1).

Feedback is what students want and lots of it (Scaife & Wellington, 2010).

Feedback has been defined fAas anything
( NI
&

capacity to selfequ| at e t heir o wn amdeMadfanlanddiakn ¢ e 0

2006:205)i t s pur pose, according to Hatt:i

di screpancies between current understand.]

Davies and Ecclestone (2008) quoted a

pa.

OFeedback is the main thing
anything unless I 6m having feedback,
doesnét matter whether itdaesanpositive
sort of steer yourself in the right

(James, Group 3, first interview, cited in Davies & Ecclestone 2008:82)

This viewpoint concurs withesearchwhich shows that feedback has a direct
impact on student learning and achievem@ibxham, 2007) but these two
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concepts are not the same. Learning, put simply, is acquiring knowledge or skills,
achievement can be defined as how a student performs in a test or Gobbse.

and Simpson(2004) cite Hattie (1987) when stating thatddea c k i s t he oOr
powerful singleinfluen e 6 on st udent 6s Black &and Wiliaemme nt s,
(1998) suggest that it is feedback rather than teaching that has a positive effect on
learning. The learning culture and the environment within that culturg w

determine if this feedback leads to instrumentalistnstrumentalism is when the

assessment itself becomes an end in itself and this adaption can change teaching

and assessment methods, erode subject content, impact on the teacher/student
relatonsh p and question the teachersod6 educat
2012). In such an environment, the quality assurance measures and other targets

set by policy makers and management are ranked abo#/Nheon a particular

module but if the lectars/teachers are aware of these processes, there is more

chance that the practice of feedback can be enacted in ways which scaffold

studentsdé | earning.

According to proponents of AfL(Black & Wiliam, 1998, 2003; Yorke,
2003Hounsell, 2007; Hattie & Timpest, 2007; Davies & Ecclestone, 2008)
feedback should help the student to close the gap between what they now know

and what they need to know, thus focusing the learning needs of the
individual/group. Feedback should have understandable language, shaiddrbe

and specific, balance between positive and negative comments, but most
importantly be delivered in a timely manner. Feedback is of little use to the
student if they have little or no time to act upon it. Giahd Simpson(2004)

st at es abktishimelyfinghatdt lis received by students while it still matters

to them and in time for them to pay attention to further learning or receive further
assistane 6 (18).00 ble effective the feedback must address the following
guestionsl @gWwWhegé®,amow am | going?, and
Timperley, 2007:86)0 Wedrlaft edd feedback can (a) a
optimise the quality of the learning, and (c) raise standards/levels. Students in

higher education want to achieve thesbpossible result, but sometimes are at a
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loss as to how to set about achieving a higher standard. Feedback can reduce
competitiveness among students and increaseirtaskvement, (Black et al

2006) .-croaWetleld 6 f eedback s hofuthadlprobess t he s
(Hounsell, 2007), provided the student is aware of how to interpret and use it

(Yorke, 2003). In discussing their study, Black & Wiliam (2003) inform their
reader s, having been asked O6what makes
severaly ear s of i nvestigation, was 6good f ece

Table 1 below depicts how feedback fits with the ARG principles.

Sharing criteria with students is nostandalone issue. Black and Wilia(2003)

suggest that this notion of shay the learning criteria with the student has

become one with feedback and ssdsessmerthus using the learning criteria as a
framework which O6hel ped | earners decide
their own work and how to structure or detail theie x t pi ece of wor ko
al , 2003:31) . Learners oroemsnatucmenres 660 @b
learning and placing the student at the centre of thehteg, learning and

assessment is more likelylead to a promotion of learning,déder et al 2005)

Table 1: How AfL Practices align with the ARG’s Principles of AfL

AfL Practice$Q=questioning; F=Feedback;
ARG Principles SC=Shared Criteria; P+SA=Peer and self assessn
Effective Planning Q; F; SC; P+SA
Focus on hovstudents learn F. P+SA
Central to Classroom Practice Q; F, sSC
A key professional skill Q; F; P+SA
Sensitive and constructive Q; F (Can be); P+SA (Should be)
Fosters motivation Q; F; SC; P+SA
Promotes understanding of Goals and Criter Q; F; SC; P+SA
Helps learners know how to improve F; P+SA (depending on learning environmer
Develops the capacity for sedssessment Q; SC; P+SA
Recognises all educational achievement Q; F (Should); P+SA (Should
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Anot her key ar gument earand teHassessnieht méke e | d i
uni que contributions to t hteydecwedmsp ment
that cannot be achievd i n any ot her way200 0@BBI5&Bgk andad
key to enhancingnetacognition, selflirection, and, through peer discussions, the

soci al di mensi ons of | 8laxhami(20Q/pstateBhata c k et
60self and peer assessment are cruci al el
their assessment and bew® more autonomous learn@r§: 3) The benefit of

peer assessmeninclude the language uset the dayby-day language of
studentsthat students accept criticism from one another that they may ngbtacce

from the teacher, strengthening of the stud®nte and improvedommunicaton

between teacher and learnBy participating in peeassessment the student can

develop the objectivity requirefdr effective sefassessmemwhich, according to

Black and Wiliam,(2003:49)6i s e s s e nt ilmordertopeerlardsett-ni n g o .
assessand for the benefits, as discussed above to be readisstnts need to be

coached in the habits and skills required for such assessment.

Educators in the U.S.A. have similar practices, termed processes, and recbmme
that teachers assessing for learning should do so by understanding and articulating
in advance of teaching the achievement targets, outline these to students in
language understood by said students, build student confidence in themselves as
learners, gie frequent descriptive feedback to include ideas as to hownthgy
improve, continuously adjust teaching based on results of assessment, and coach
students in the art of sedissessmel{Stiggins, 2002)

Nevertheless, despite the optimistic hopes alaims evident in the literature

discussed aboveguestioning, feedback, sharing criteria and pemrd self

assessment alone may not leadeWL and may in fact contribute to the rise in
instrumentalism. One criticism of the practices of Afls t hat tfthedcoachi

gr ade6 wh igrade inflatema dTée irttegpretation and implementation of
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these practicedy teachers will determine whether or not theycourage the
deeper learning approachDifficulties arise in the conversion &fL strategies
and policies principles and processes into classroom practices and the learning

cultures in which they take place.

Here ast hor s have di scussed Aft,h(®arsload gi r i t 6 é
Drummond, 2006; Derrick et al, 2008), convergent dnergent (Torrance &

Pryor, 1998) instrumental and sustainable (Davies & Ecclestone, (2088heir

2006 study, Marshall and Drummond described lessons which promoted pupil
autonomy <captured the Ospirité of Af L,
practices outlined abovr a technicalwaywer e sti cking to the 0l
al (2008) state that teachers who enact
become more independent, critical learners within subject domains, in contrast to

teachers whose formative assessment activities were designed to transmit

knowl edge and skil | s @aviedDand Ecclestene @08) a | 2
define instrumental formative assessment
endd (p: 7 3 ) coachitgita the gedeg an@ sustasnable formative

assessment as that which O0requires stude
and insights into the learning process through deep engagement with feedback,

qguestioning and so fortho (p: 73).

In light of these argumentand the apparent discrepancies between aims and
practice it is how providers of HEmplement ancenact the practices of AfL that

will determine whether these will contribute EWL, especially now that AfL is

at the heart of higher eduaati policy, both at European, national and local level.

As such stake hol derdsownay iwiigw att hive adi
enacted to comply with regulation. The literature informs us that the majority of
academic staff accept the benefits of AfA question posed in this study is how

the practices of AfL are perceived by lecturers and whether these practices
contribute toEWL, because, as | have aimed to show so far, the enactment of

these practices is not straight forward (Black & Wiliam, 19®8iam et al, 2004)
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and may not produce the positive effects presented in the literature (Smith &
Gorard, 2005).

2.6 How lecturers perceive/implement these practices

How those tasked with implementing the practices of AfL interpret them, and the
learningcultures in which they do this, are therefore crucial to their sucdess.
secondary school contexiylarshall and Drummond (2006) found that the
implementation of the AfL practices of questioning, feedback, shared criteria,

peer and seHassessment gan reality very difficult, with only one fifth of those

i ncluded in their st udywheredearhigautanomy ¢t he
was promoted, i n contrast to those that
that is only the procedures were place.Their research claims thattroducing

AfL into classroom practice is heasy forteacherdécturers to achievgMarshall

and Drummond, 2006)n a school context Webb and Jones, (2009) concur with

this argument. OThe iclasprbomnhem beaomésabbouto f A f

much more than the application of certain procedures . . . but about the realization

of certain princ pl es of t e a c h(Marghall @and Brummend,r ni ng o6

2006:135).James and Pedder (2006) question if there is a nedthime values
and beliefs in order to change practice and state that if consideration is given to
the fundamentals of learnirigwhy, what, how, whoni 6 as ses s ment f or

may represent a powerful approach to leveraging the full educational benefits of

6

these methodsd (James and Pedder 2006: 11.

One of the questions being investigated

and i mplement AfL practices?06 | mplement.

barriers, incluthg resources and pedagogy, but, according to advocates)
implemented has many benefits not only for the student but also for the lecturer
(Irons, 2008).

31



As previously alluded to, it is the enactment rather than the implementation of
these practices # may lead to EWL, the difference between the two being the
participation of all actors, i.e. lecturers and students, involvedeirptbcess, as

well as the ways in which curriculum and assessment content and tasks are
formulated and interpretedA lecturer may implement AfL, but if the student
cohort are not actively participating with the practices, AfL will not bring the

perceived benefits, as discussed below.

2.7  Barriers/pressures on the implementation of AfL practices
2.7.1 Problem of Resources
a) Lecturer

The role of lecturer in thhigher education institutioBusiness Schopln which

this study is being conducted, relating to assessment is to, for each module they

teach prepare students for assessment, set examsapersuggested solutions,
correct studentsd6 scripts, compl ete paper
attend programme board meeting, all/l of w
bureaucratisation of teaching. The average teaching timetable for lecturers is 18

hours per wek, so each lecturer has a heavy workloBdch module is designed

with learning outcomes and is delivered over a twelve week period. On
completion of the module, students must provide evidence that these learning
outcomes have been achieved throughecatreferenced assessment (CRA). In
addition to this o6teachingd rol e, l ectur
required to be O6research activebo, gener
community via consultancy and voluntary work and parit@pin institutional
administration, i.e. academic council. Engaging with new initiatives and practices,
although wel comed by |l ecturers, may be
environment and their bel i ef about wha't
(Harrison, 2005:260).
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In this context, ehools and departments must give opportunities for academic

staff to take part in staff development, training and support in order to change
practices. Pedder et al adviemwththdhat i f
challenges and cultural shifts involved, they need to continue learning, and to be
encouraged and supported by schools that are committed sensitively to the
continuing professional | earninBackof t hei
and Wiliam (1998) recognist h at teaching staff need A
supported in trying to establishnewpracdé s i n f or mat i6l)but asses s |
any policy introduced must fibe incorpora
prectice inhisoh e r o wn 62).amaras (A0@R) also recommends that where
institutes of highres awaici®8)lsupmas bifapide t h e
be provided through time and staff developméntplementing AfL involves
changing st udentnagandse Irequerds dimeaahdy givien thee a
economic pressusein the vast majority of countries presently, third level
institutions needo ma ke @At he best usred odnelregeytou r (eY &
2001: 119). Yet the monetary cost of supporting each teashapproximately

8% of their annual salary costs which is relatively small, given that this cost is a

onceoff (Wiliam et al, 2004).

b) Student Numbers

HE is no longer the preserve of the few and over the past two decades the
numbers gaining access to thievel education has increased globally. In Ireland

alone the numbers of Leaving Certificate students entering third level education

rose from25%in1®6 t o 54% in 2003 ,ROOB3EGr dlsy and C
increase has an impact on HE institute Ifaes, such asclass room size, library,

canteen, parkig, staffing The majority of HE institutions now have larger class

sizes. Gibb and Jenkin§1992) posit that the traditional lecture and assessment

practices are not an effective teaching and legrmool for larger class sizes.

Yorke (2003) argues that the increase in the student/staff ratio leads to less time

and attention being given to the individual studeM/hat has resulted is that

lecturing staff have taeview their pedagogical strategién order to maintain

33



standards and quality.One of the key elements of AfL is that of feedback.
Providing quality feedback t o-buedeninggr ge nu
staffd (Ecclestone and Huwselh(2007) su@s& 9 ) i's r
ways to reduce the 0 wauwidrglfeedbatlioto stutlents.h e | e cC
Gibbs and Jenking 1 9 9 2) ¢ o mmessnstgnifitahtachiang® occurs, staff

and students will collapse inanatiegh t o keep the ol d syster
would apper to have credence in current higher education settings and impacts on

how lecturers teach.
2.7.2 Impact on Pedagogy

Academics must balance research activities and teaching activilteeugh

pedagogy is the art of teaching, it lexording to Candy (2000& reputation of

being fia rred aandetuydemman ®94n Many extendl i ce 0 (
observers of the HE sector see the role of the lecturer as one direatisof@r as

the lecturer passes his/her knowledge/skdlghe student, and that student has

only one aim and that is to regurgitate that knowledge/skill in any assessment
strategy. Marshall and Drummond (2006) quote one of their project participants

when questioned about studentsdé attitude:

0 Shei | a:Alotofthem see learning as being taught and their
parents see learning as being taught

Interviewer: What does that mean, learning as being taught?
Sheila: The teacher delivers, the chil d
(Marshall and Drummond006145)

This evokes a very finarrow and restricte
What teaching aims to do is fistimulate a.
students to be critical, creative thinkers, with the capacity to go on learning after
their col |l eqgied: 274).ylspeaulatdat this is motonly the aim of

teaching per se, but also the aim of eachviddal lecturer in higher education.

Irons 2008 posit® what is it that motivates acaden

ttaching and research, and he points out
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teaching more rewat H0L)n dAgana lods (20@3t101s f yi ng o
recommends using the processes of formative assessment to obtain an answer to

that question. Feedbackdm students) and peer observation are two processes
that allow | ecturing staff gaVYebhthesensi ght
processes may satisfy the individual teacher, but fail to satisfy the recording and
certification of achievement requment of the institute.

Currently, lecturers in higher education are working within a-siglkes testing

and performance environment. Such an environment can be associated with

|l ecturers focusing on test conttmgt , coa
transmission styles of teachingd (Harl en
result, but a corresponding rise in achievement may not be evident. Harlen (2005)
claims that this rise in grades sts as a
content and not to increased achievement
negative effects on student motivation for learning. Ecclestone and Swann (1999)

di scussed how | ecturers may award higher
challenges frm st udentsdo (p: 386) . Yorke (20C
dependenced which he defines as being 0j
teacher to say what has to be done and does not seek to go beyond the boundaries

that he or she believestobecms cr i bi ng the taskdéd (p: 489

Black and Wiliam(1998) discuss how a change in assessment practices will have

an impact on pedagogy. They suggest that any change will be slow given that
teaching practi ces rwahole pafieenobpedhgpgd (wibti di n
19). For formative assessment to be successful/effe@@lack and Wiliam,

1998) the lecture should consider the task under hand, lecturer/student discussion,
frequent tests rather than:amg@alnl Hamr | ro
(2005) words of caution regarding studer
here- but to the fore is the studéstinvolvement in the assessment procédss

|l ecturer/ student i nvol vement Itesachibgr i ngi ng
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and learning processes and decigiwaking (Pedder et al, 2005:216), which is

central to AfL. This new relationship involves a shift in the learning culture,

which according to Webb and Jones (2009), is crucial to the success of AfL, and
environnent, a point that is discussed in detail below. Howevee of the

pivotal findings of resarch conducted by Volante and Beck@11) was that
Afassessmért asltoull é&bor at buvseme pectwersdaairedd ( p :

the perceived dilution of #ir authoity hard to accept.

Much research has been conducted on how teachers/lecturers can be aided in the
development of AfL within their classroom (for example the Learning How to
Learn Project and t he Ki n g 0/Assesbheedt w a y O x
Project). WebbandJon¢gs2 009) question why | ecturers
before changes in classroom practice were evident. They posit that introducing

AfL practices are easier said than done, changing from one system to another

takes time, ingiaed pedagogical knowledge bases may need adjusting and

finally dialogue and questioning were not easily achieved. Similar to Marshall

and Drummonddés (2006) o6éspirité and Ol ettt
suggest s t hat f ocusirynag a étage in tdevalopreent.w a s n
However, where teachers saw tools as the qbpbety failed to focus on

devel oping the student s 6ngunddhrerclassreomdi n g,
cul tur®9 (ibid

Yorke (2003) and Harrison (2005) both discuss heeaturers may change or
enhance pedagogic practices so as to promote deeper learning. McMahon (2006)
identifies seven maxims which when implemented should lead to teaching for

more effective learning. Yorke (2003) concludes his article by indicating that

what I s required is a oradical reconstru
expense of | ecturing hours, which he con
for enhancing student l earningd (p: 497

(2006) argue thakducational research deals with probabilities not certainties and
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only when lecturers see benefits for themselves and the student, and their
institutions support the implementation of findings, will research be valued by

those tasked with its enactment.

2.8 Benefits for Academic Staff

Despite these complex pressures, however, Yakeggests t hat At he
assessing has an effect on the asses as wel |l as 482he stud
Har greaves (2004) hi ghlights t hgh benef.
assessment for learnirgpth teachers and students are led to think afresh about

the purposes of assessment ¢é They wunders
and how this helps students to learn better. Moreover this can be achieved
without extra effor, and sometimes reduce effort. Though the early stages require

work, there is a later payoff, for AfL is a teaching strategy of very high levérage
working smarter, .irang (2008aadwdsesr that wheénOtlded : 2 4 )
strategies are seen as persotevelopment rather than a rule imposed from

above individual lecturing staff will find the process more constructive and

beneficial.

Seen in this light, the practices of AfLquestioning, feedback, sharing criteria

with the learner and peeand selfassessment d&an be an interesting and

informative way to reflect, and ultimae | y enhance, your t ea
200898). Scaifeand Wellington(2010) indicate similar actionln doing so, the

lecturer benefits in a number of ways.

Firstly, the relationships between lecturer/student and lecturer/colleagues become
more personalised. Frequent communications with colleagues aids problem
sharing/solving and reflection, critical reflection being one component of
enhancing teaching, leang and assessment strategies (Yorke, 2003). Sharing

i deas and probl ems wi t h coll eagues al | a
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validation and acceptance ... and thus develop their sense dfaseteacher

wi thin this communi ty o0 hout fefteation, iteachens, 2005
cannot change their practice in a contr
2005:218).

Secondly, AfL practices allow teachers t

learning, but also their own. Pedder et al (2005)ohyph e si sed t hat t €
learning is an embedded feature of classroom practice; is extended through
consulting different sources of knowledge; is expanded through collaborative

activity; and is deepened through talking about and valuing learning. Acgordin

to the research, the expanded role is reflected in the ten principles of AfL as

presented by the Assessment Reform Group in 2002 (Pedder et al, 2005).

The third opportunity arises when the assessment task is authentic, linking

| ear ni ng t eriensds,anddimllythé regubarcommunication between

lecturer and students results in the holistic, not just academic, development,

0t eachers can build up a picture of stud
activities and 242p 8daife ét,al (201)alsd recammeri that s

staff take partin pedagogy discussions, reflection on teaching, learning and
assessment practices and the idea of sharing good practice. Their research found a

Awi despread i nter esne.nt. .p.roafc ts (a8 nagn dg o odde

Irons (2008)nvestigates how one particular AfL practice, that of feedback, can be

of benefit to each individual lecturer. He offers a list of actions that may develop

as a result of feedback from students and peéfhe six actions link to the
opportunities outlined above and what Harrison (2005) termed personalisation;
ownership; contextual authenticity and recognition of diversitft e ac her s | ear
about themselves and the improvement in their practices, ingsathey try to

make changes in their own professional a
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Teachers 6hold themsel ves r e s pdornesni dbsl e
l earningd6 ( Mar s,2@06:144) aut also Betievemimabde\eloping

pupil autonomyis at the heart of their teaching (ibid). One of the key elements of

AfL is the promotion of pupil autonomy and so the enactment and enhante

of the process and practice of AfL can only be of benefit to lecturers/teachers and

in turn influence how thestudents learn.

2.9  Influences on Student Learning

Thus far, this review of the literature has placed the student at the centre of an AfL
environment and culture. This section is concerned with the influences on student
learning, how they approach their learning and what teadbarging

environment promotes the approach most sought after.

A product of Ent wi st Hing ansl Leargirtg @dvironntenth anc i n
(ETL) project presented a conceptual framework indicating influences on student
learning reproduced below. At the centre of this framework is the quality of the

learning achieved.

Students come to higher education from maiiyerent routes: directly from

secondary school, return to education, adult learners,dimect routes. The
experiences that such a diverse cohort brings to the learning environment should

not be underestimated. Entwistle et al (2002) cite studyshalbiich have been
firmly established el sewhere may be Oi
(2002:4). One of the many aims of higher education is to aid the student in
becoming an independent and autonomous learner capable-cégaéétion, but

prior edicational experience may have relied heavily on teacher guidance and/or

very prescriptive assessment regimes which again are not appropriate in a higher
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education setting (Vermunt, 1998). These factors together with the tedching
learning environment frorwhich these experiences were garnered all contribute
to the approaches to learning and studying adopted by the individual student. A
further contributor is the power of groups and their influence; learning is a

socialisation process and students havege Imfluence on learning cultures too.

Figure 3: Conceptual framework indicating influences on student learning

The existing knowledge, understanding, abilitie
motives and conceptions/styles of learning
students already have

How students How studentgerceive the

approach learning J >L teachinglearning

and studyina v environment

7} 7}
\ QUALITY OF
LEARNING
ACHIEVED
How course material is 1) ( Howa teachinglearning
—P environment is designed

selected, organised, <

presented and assessed and implemented

What students are
expected to learn
and understand

*

Uni versity
ways of thinking
about teachina

&

(Entwistle, 2003:1)
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2.10 How students approach learning and studying

According to Marton and Saljo (199/8arning is seen as:

1 A quantitative increase in knowledge

1 Memorising

1 The acquisition of facts, methods, procedures which can be retained for
future use

1 The abstraction of meaning

An interpretive process aimed at understanding reality

1 Changing as a person.

=

Few of us working in a higher education context have not heard of these
conceptions of learning as illuminated by the work of Marton and Saljo (1997)
and Marton, Dall 6 Al ba and Beaty (1993) .
described as primarily reprodag material while four, five and six deal primarily
with seeking meaning (Trigwell & Ashwin, 2006). How students set out to
achieve this learning is commonly known as approachesataihg and studying
(Biggs, 1996, 2002Entwistle, 1997; Prosser & Tmeell, 1999; McCune 2003).
According to this research, these approaches to learning and studying are sub
divided into four concepts deep approach, surface approach, monitoring
studying and organisation and effort in studying (Entwistle, 1997; McCune,
200). Each concept has a number of attributes which give the concept its

uniqueness however these concepts do not operate in an all or nothing fashion.

The deep approach is that which is considered desirable and good where the
individual tries to understandnd take meaning from a given learning moment.
The surface approach is adapted when the student does not make sense or
meaning of the content, they simply try to memorise it. The deep/surface debate
favours the deep approach with many researchersgtatahthe surface approach

oL}

is O6inappropriate and should be discour

(@)}

with poorer guality |l earning outcomes
discourse on how students learn has a long history, previous categosiseave
included O0simpled to 6écompl exdi,fielcogni t i\
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independent continuum and but it is the deep/surface divide that has gained

longevity. The literature for this debate suggests that it is the simplicity and

universdity of the metaphor, that make it so, (Webb, 1997).

It is appealing,

acceptable, practical and generalisable but not without its challenges.

Table 2: Attributes of Approaches to Learning

Deep approach

The intention to understand ideas for yourself
Making links between topics

Relating what is learning to the wider world

Looking for patterns and underlying principles
Checking evidence and relating it to conclusions
Examining logic and argument cautiously and critical
Becoming actively interested in the course content

Monitoring studying

Keeping your studies wifocused

Monitoring understanding and addressing any problet
Monitoring and developing generic skills

Monitoring and enhancing thguality of work produced

Surface approach
The intention to cope minimally witthe course
requirements

Studying without reflecting on purpose or strategy
Treating the course as unrelated bits of knowledge
Memorising without understanding

Accepting ideas without questioning them

Organisation and effort in studying

Organising your studies
Managing time and effort effectively
Maintaining concentration

(McCune, 2003:3)

We as educationalists have been advised to avoid (some put it more strongly,

namely despise) the surface approach (Prosser & Trigwell, 1999; McMahon,

2006; Saljo, 1979). Yet is the surface approach all bad? If the assessment regime
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rewards such behavigur t hen adopting t he sur face
unreasonabl e choice for studentsd ( McMah
the Chinese learner to explain when the use of the surface approach is helpful.

0Chinese | earners use torsaitrd aices, (b wt ef o
(understanding) pur poseso (Webb, 1997: 20
Webb (1997) suggests a 6éback and forth m

appoach to learning. Brooks and Grennon Bro¢k899) also refer to the

compl exities of | earning and that the sea
a different rout e f Bloxhae §2007) bali¢vesdhatrtied ( 1 9 9
approach to | earning is oénot a fixed ch.
[ st udpartcsedgt i on of t he | e aWhatieatlystudentvi r o n m

learns is not controlled by the teacher/lecturer; it is how they approach their
learning that may be influenced. The research suggests that it is the learning
environment that ultimatelynforms the learning approach adopted by each
individual student. The environment which is AfL promotes questioning,
feedback, peerand selfassessment and sharing criteria in other words the active
participation of students. The social process thd¢asning is underpinned by

this active participation so suggesting that AfL promotes the deep approach to

learning.

2.11 The teaching-learning environment

The idea of a teachiAlgarning environment is used to describe the various

concepts that influencehe students learning both within and outside the
module/course. Within each module these concepts include course contexts;
teaching and assessment content ; teacher
reflective practice; stafftudent relationshipsnd students and student cultures.

Entwistle, McCune and Hounsell (2002) present these concepts as a conceptual

map which they suggest hel ps them o6to f
|l earning environment 66 (p. 8tjyingtofihdhe pr o]
ways in which lecturers in higher education can enhance the tedehmgg

environment which encourages higher quality learning.
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Course context includes learning outcomes, course design and organisation,
contact hours and workloadna the choices provided for the student. The
importance of the assessment strategy for each module/course cannot-be over
stated it is seen as one of the main drivers of student learning (Brd¢mght,

1994; Entwistle, 1997Gibbs & Simpson2004; Boud &Falchikov, 2@7; Scaife

& Wellington, 2010) Teaching methods, guidance and the safflent
relationship all play a central role in the teachiegrning environment. How the
individual student perceives this environment and context is influenced/bgih

own beliefs, norms and values and prior learning experiences, much of which is

outside the control of the higher education provider.

As stated, thesdimensionsform part of the teachintparning environment, but

individually will not lead to higer quality learning, what is required is Biggs

(1996) notion of constructive alignment. Constructive alignment refers to how

each of the aforementioned concepts works in harmony to provide the
environment which encourages high quality learning. En®viD03) argues

that constructive alignment does not do justice to the complexities between staff,
studentsand context- both course and institutional. Entwistle also purports that

this notion is often viewed fra&am the te
explicit account of the variety of goal s
and Grennon Brook§1999) however place the teacher/lecturer at the heart of
constructive alignment in quoting one st
Starforhe cl ass. You donodot tell us where t
(1999:23). Perkins (1999) too argues that constructive alignment is not suitable

for all, as this teaching and | earning si
learners, and noa | | |l earners respond well to tF
concludes that such a strategy when used

(1999:8) can lead to better ways of teaching and learning.
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The study under consideration is investigating hetudents perceive two
particular teachingearning environments, an AfL environment and a-Adin
environment and in particular what aspects of these teaching and learning
environments are most likely to encourage student engagement with studying and
in turn EWL. The descriptive concepts of the AfL environment have been defined

as one which:

T 6i s rich i n for mal feedback (e.

assessment systems),
71 is rich in informal feedback through dialogic teaching and
peer interaction,
1 provides oppdunities to try out and practice knowledge,
skills and understanding,
has assessment tasks which are authentic or relevant,
assists students to develop independence and autonomy, and
1 has an appropriate balance between formative and

summative assessment.

(McDowell et al., 2011:750)

Similar concepts were put forward by De Corte (1995) which provided ways of
creating powerful learning environments. Such an environment allows the student
to selfregulate their learning and provides opportunities to improve via the
practising of skills ad rehearsing subject knowledge prior to being summatively

assessed, thereby encouraging higher quality learning.

The factors which contribute to this assessment environment are staff support and
module design, engagement with subject matter and pppodu Staff support

and module design includes staff guidance, support and feedback, and the clarity
of assessment, | earning and teaching,

(2003) conceptual majp teaching and assessing content and -staffent
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relationship. Engagement with subject matter incorporates factors such as
understanding and changing views on the subject matter, interest, enjoyment and
choice, again |linking to t iwamurseuaoontextser con
and students and studsnd cul t ur e. The final factor

peer support.

Earlier in this chapter, the reader was cautioned against using the terms learning
culture and learning environment synonymously (Davies and Ecclestone, 2008)
but if you map the dimesions of the learning culture as described by Hodkinson

et al (2007) with the descriptive concepts of the AfL environment (McDowell et
al, 2011) outlined above, what results is a high level of commonality among the
factors. The positions, dispositions aadtions of tutors and students are
fashioned by the formal and informal feedback, in the form of tutor comment,
self and peemassessments, peer interactions and dialogic teaching, and the trying
out and practicing of knowledge and skills. The syllabngd assessment
specification is parallel to balancing summative and formative assessment and
setting assessment tasks that are authentic and relevant. The relationships
between tutestudent and studestudent are developed and maintained by the
interactons of feedback, peersessment, trying out and praaii skills. There

is a perceived notion that all vocational and academic communities promote
independent and autonomous learners which is central to the aims of AfL. The
final commonality relates temployment opportunities (included in Hodkinson et

al, 2007 final dimension). By adopting the AfL environment, students are given
opportunities 6to try out and practice
(McDowell et al, 2011: 750) and to develop adependent, autonomous learners.

It is these qualities that make our graduates employable. McDowell et al (2011)
do not include location/resources or management in their concepts of the AfL

environment.
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Giventheover | ap bet ween HdihénsionsanchMcBawellatl ( 200
al ( 201 1)oatned ebove it is pntlesstandable why practitioners would

and do use the terms learning culture and learning environment synonymously.
Irrespective of the choice of terms, the literature has foundhbateep approach

to learning is more likely when an AfL environment is in place (McDowell et al,

2011). Is this therEWL?

2.12  Educationally Worthwhile Learning

There is no one definition of whBW.L is; its meaning may be explicitly stated or

implicitly assumed. Reeading the articles, papers and books used thus far in this
literature review from anEWL view point highlights this lack of a single

definition but these authors do put forward a number of ideas which contribute to

the discourse. Thesa&leas include understanding/metagnitive knowledge;
independent learner and the promotion of autonomy:witee and lifelong

learning; and selassessment/salégulation. Underpinning the phrase is how the

word O6success6 i s avoudblemttomea an und&taking e s s i
(The Penguin English Dictionary, 2002), so within an educational context,
meeting targets, mastering subject skills and knowledge, intrinsic motivation,
gaining confidence are attributes that deem a student to be gutcdgarely is

the word O0grade6 uEWLdor ihdeed gsuecsss,ryet palicy t he t
makers, politicians, parentsand indeed students themselvgdace greater
importance on the grade classification, so it is not unusu&\dr to be defined

at least tacitly,in terms of grades and other award classifications.

Ramsden (1988) argues that, in an educational setting, if learning means anything
0i't means a movement towards being abl e

recognising the power and elegance of concepts in a subject area, and towards
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being able to apglwhat one has learned in class to problems outside class. It
means a realisation that O0academic | earn
live in. It means having hanged oneds 1bp dneerpetingithisli ngoé (
quotation suggests thadEWL is an understanding of ideas, processes and
phenomena of a given subject and Obeing
exigencies of the tasks in which one is
too promotes evaluating and creating ideas as alt resumetacognitive

knowl edge of the subject, which are ref

categories of outcomes.

Authors that offer the creation of the independent learner and the promotion of

learning autonomy a€££WL, al | cite Vy g oof praxymals (197¢
development, the gap between what the student now knows and what he/she is
capable of knowing with the appropriate support and guidance from the teacher.
James and Lewi s (2012) suggest t hat cl
associated witlcreativity, because it provides a description of how knowledge

and practices can be transformedo (p: 1
believe that it is this d6activity based
promote independent learning. Harrg@005) too implies that creating learning

autonomy iSEWL, but cautions Oteachers can on
learning for the student (p: 259). Yorke (2003) argues that students graduating
from higher educati on iitgte operateisudcaessiuly ne e d

in the worldT be this at work, in voluntary service or generally in the home or

communityo (p: 491) again implying the
autonomy as being one of the desirable attributes held by higher educatio

graduates (Falchikov, 2007) . Anot her a
continue | earningé when and wheré& requir

and technologyr i ch environmentd (James and Lewi s

Black et al, (2006) suggest thBEWL underpins lifelong learning which has
become a pervading concept in the knowl
Report (1997) stated that 0t he worl d of
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will increasingly need to develop new capabilities and tanage their own

devel opment and | earning throughout | ife
this |l earning society is to be sustainedc
produce confident, independent asd autor

hindered/discouraged by the increased focus on grade point averages, standardised
testing and testing anxiety (Kvale, 2007). A contradiction exists between

assessment strategies that promotellileng | ear ni ng and one us
instrumentfoe conomi ¢ accountabilityd (Kvale, 2
Sefassessment is seen by others (Tan, 200
for |l earning beyond wuniversity education

the main aims of higher education. Kvale (20@ites from an 1852 Oxford
University committee stating that examin
of ... selfinstruction, voluntary labour, and seéfx a mi nati oné (p: 62) .
160 years later there is little evidence in the Irish higheic&tbn sector of the

promotion of such habits.

Pedder et al (2005) in reporting some of the findings of their Learning How to

Learn project stated that the aims of the project was to further the understanding

of effective learning. Did they use thiexymn as an alternative ®WL? Do these

terms mean the same, if indeed a meaning can be attached to both? McMahon

(2005) equates effective learning with deep learning. Davies & Ecclestone (2008)

and Ecclestone (2010) both discuss cases which show hader wertain
conditions, teaching and assessment met
more meaningful |l earningd (Ecclestone, 2

meaningful learning is offered.

McMahon (2005) too, does not offer an explanatiomeédp learning, but rather
offers seven maxims of practice, one of which suggests that assessment should
reward evidence of higher order thinking and learning, concurring with what
Ramsden (1988), Boud (2007) and Knight (2007) presented as learning for
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undestanding and meteognitive knowledge. The other maxims include making
intended learning process explicit, feedback, and active participation from
students (McMahon, 2005). These maxims link to the practices of AfL, namely
sharing criteria, feedback, @muestioning, thus forming a tentative link between
the termsEWL and effective learning. This is further substantiated by the
practices of both effectiveand assessment fdearning which are closely aligned

in the literature.

In light of this suppasion and n the contextofthist udy, i f | marry [
asertain that O6éacademic | earning é means
(1988:15) with Boudds claim that l ear nin
awareness to the exigencies oftrekas i n whi ch one is enga(

understanding of EWL is transformative (Ashwin et al., 2014) insofar as a HE
graduate should be in a position to act on his/her initiative, balisetited, sel
governed and, impomtdly, selfregulated/assessedThese attributes may,
according to Boud and Falchikov (2007) be developed by the assessment
strategies experienced in higher education.

2.13  Summary

This chapter provides the reader with an insightlafms about the aims and
practice ofassessment in a higher education setting. Assessment has a dual role,
one being the recording and reporting of achievement, the other being the
promotion of learning and fulfilling both using the same assessment strategy is not
always straight forwardThe learning culture within the higher education institute

will influence the assessment strategy. Strategies of assessment are commonly
termed summative assessment and formative assessment, or assessment of
learning and AfL. This thesis is concernedhafiltrmative assessment or AfL, the

|l atter term being adopted as it encapsul
practices associated with this assessment strategy (Marshall and Drummond,
2006). The term also allows the researcher to condideiension of process and

practice (Crook, Gross & Dyatt, 2006). This literature review illuminated a lack
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of research on AfL practices and procedures in the Irish HE context. In order to
address this gap my research asks: What are the AfL practicgscamadiures in

place and how are these enacted?

In higher education classrooms, it is the lecturers who are tasked with the
implementation of any new initiatives, and this literature revesaminedhow

the implementation of AfL practices in their clagsms is undertaken. As with

any enactment of new strategies there are barriers and benefits associated with the
implementation. The barriers are linked to resources and pedagogylairhed
benefits include personal development and enhanced teachicticgsa The

paucity of research on the implementation of AfL practices in the context of this
study may be addressed by the following question: How do lecturers perceive
AfL?

As already statedfuwdents believethdtas sessment i s smsmet hing
rather than for them, e t alone by t hem$201033pand e and
students view themselves o6as outside th
Swann, 1999:383)The approaches students take to learning fall into two
categories, deep amsdrface. Itis the deep approach to learningritaaty authors

on assessment and learning considppropriate to higher education. This

approach can be promoted by the teaching and learning environment in any given
classroom, with the research indicagtinat the AfL environment is most efitive

(McDowell et al, 2011). If this view is accepted how then does assessment
influence student learningn other words: What are the implications of AfL

practices for studentdés | earning?

The concept ofEWL is then considered The literature does not provide a
definition and its meaning may be implicitly or explicitly stated. The literature

reviewed suggests that learning which creates understanding and high order
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thinking of the subject content; learner indepamze and autonomy; promotes

life-long learning; and selissessment is educationally worthwhile or effective.
Drawing on Davies and Ecclestoneds 2008
springboard or straitjackel,put forward mytentative definitionof the term and

questiondo AfL practices act as a springboard or straitjackeEnL?

The next chapter sets out the methodology, methods and data analysis | selected in
order to address this ovarching question and to explain why | approached my
studythe way | did.
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3.  Methodology and Methods

This chapter discusses the methodological approach adopted, and the methods
used to gather data for this study. Some researchers regard methodology as a kind
of map, while a rathod is a set odtagesakento travel between two places on

that map, (Jonker & Pennink, 2010). The factors influencing the methodological
approach, for example my positionality in relation to this study, will be considered
together with the theories underpinning thejgcband providing a framework for

the data gathering and interpretation process. The methods chosen to collect data
need to be fit for purpose, namely to address the research question and aims while
complying with any ethical protocols relating to theearch participants. The
chapter is divided into two sections, the first will explain the methodological
approach adopted and any ethical issues arising, the second section will consider
the methods used to gather data and the challenges they present.

Chapter 1 outlined my research interest in assessment strategies, with particular
emphasis on AfL and how it impacts on both student and lecturer. It would be too
ambitious to interview all lecturers and observe all students, the reason being
twofold, a) the quantity of data from approximately 90 lectures and 1,500 students
would be excessive and b) the time required was not possible for-@mfell
lecturer/partime EdD candidate. With these limitations in mihdecidedto

include all third year undergilaate students in my study, some would be
surveyed only, others surveyed and observed while a few would be asked to
complete the survey instrument, be observed during class and take part in a focus
group. Collecting this data using three different methwidisaid the validity and
authenticity of the findings. Interviews were conducted with lecturers who
granted access to their classroom for observation purposes and those that | feel are
Opotentially able to providet&i gOIfvean
2004:129).
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3.1  Methodological Approach
3.1.1 Research Process and Design

The research design, questions, methodology and analysis will depend on how the
researcher views reality (ontologyklationship between the researcher and the
environment (human natur@nd howthe researcher and participants regard the

nature of knowledge (epistemology), not the nature of knowledge per se but
whether it is constructed subjectively or objectiveccording to Pat Sikesna

i ndi vi du achléapproazm isdestribegl abjective if a person views
reality O0as external, independent, given
the opposite ends of a spectrum real ity is viewed O0as s
subjectively experienced and the uksof human thought as expressed through

| anguaged (i bid, 2904 2OY i vi sltn shegeosa dr & eelr
out side onesel f,20046)HwHerdas mbjedivists paliavéd that
reality is O6made up ofnmbhabdetangubler asn
20047). The objectivist is likely to study phenomenattfill a positive criteria

rather than human beliefs and interestsother wordsthe aim is to make data,

research questions and analysasuefree. In contrast, he subjectivist will make

a choice based on his/her own beliefs, interests and values, i.e. value laden.

Wh a't do | mean by values? Greenbanksod
impact on ducational researchjescribing four types of valueveing mora

(knowing the right thing to do competency(the most effective way of doing

something; personalwhat a person hopes to achieve for themsglard social

(how an individual wishes society to operate including palif educational

beliefs). May (20QL(b)) presents values as being positive and normative, in other
words Owhat ared as opposed to Maywhat ou
contends that a researcher must look at culture, history and power when looking at
values. Cultures vary and havéfelent valuesso thatwhat is acceptable in one

may not be i n an osbthawhatis éonsideréedavroyg atcohnea n ge s 6
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poi nt in time may be nor mal as time pr

di stributed between groupsé, (May, 2001(( |

As mentioned aboveobjectivism aims to bealue free, insofar as a researcher

wi | | be searchbhbirng ftomctlé e o mpnidoidgi on of
so, eliminates preconceptions, personal values and judgements. Greenbank
(2003) cited a numbef authors who argue against this vaheutral notion with

the most natble being Eisner (1998) whetates 6 The f act s never S
themselves. What we say depends upon the questiens & s k 0 . May (20
supportst hi s, by st athouldgnake their.the@issehypotbdses ors s
guiding influences explicit and not hide behind the notion that facts can speak for

t hemsel veso.

In contrast, gbjectivism by its nature is valtladen where research can result in

different or multiplerealities, interpretations and understandind®esearchers

with this ontological stance accept the influence of their values rather than
depersonalise the research in questiiay 6 s 2001 ( b) article s
research contains valyelBe they impcit or explicit. This does not render the
research invalid but recognising these
research process itseldf and thereby sha
suggesting that values enter the research process atag#s and gives the

following examples:

Interests leading to the research
Aims, objectives and design of research project
Data collection process

Interpretation of the data

ok~ 0N PF

The use made of the research findings.
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May advees that with stages one to fouroae the researcher must be aware of

the values involved, but when one arrive
of values and how they affect reseabthat becomes apparent. The research
findings may have o6éuni nt punpdsesdnotintemiede qu e nc
by the researcher. If the researcher has not stated his/her values at the outset
these Ouonsnegegmemrdesd can be probl emati c.

and my study will be discussed below.

Above,| referred to the ontolgy spectruml will now look at theepistemological

spectrum. At one extreme we have positivism, the other interpretive. Positivism

i s Obased on the rationalistic, empirici
Francis Bacon, John Locke, Augustl@o e, and Emmanuel Kant 6 (
and Oreflects a deterministic philosoph

effectsor out comes 6 .( CrAecscwerldli,ng2 0t0o3 )Mer t ens (
world can be studied in the same way as the natural worlthere is a method

for studying the socialawr | d t hat i s explhatiors of arcausal and
nature can be pr ovi dnetrdis Gerhatdt (@004) wigp agai n
qguestions the asmption that data participants andntext do not change or

evolve. Positivist will develop hypothese(to prove or disprove), collect data

using measurements and observations and armlffs# data via quantitative
analytic methods. Positivist research
methods of data colléeon a n d anal ysi so, ( MD@BK enzi e
Methodologies/research tactics favoured by positivists include laboratory

experiments, largscale surveys, simulation modelling, forecasting research etc.

I nterpretivist researchdrsesfahmmaéan expders
tend to rely on the Opaeitngi ppotdeédd] eWw€
2007. With this paradigm the researcher is likely to recognise the influence of

their own background and experiences (in other wordkjes)on the research

procesgCreswell, 200y. Researchers working under this paradigm are likely to

56



employ qualitative methodologies. According to Strauss and Corbin (1990)
qualitative research is any research that produces results without using dtatistica
procedures or other measurement techniques. Qualitative researchers will usually

begin with observations, followed by collecting data that will support, contradict

orlead inoter di r e anusgt oftansstobsindrt aféneralisingoutside the

sampl e (&erhardtj 208400) However, Mackenzie and Knip@006)

suggest that although interpretivists favour qualitative methodologiesixed

met hod (using both qualitative and quant |
descrpt i ono. Research tactics favoured by
action research, ethnographic, focus groups, participagtver and game or role

playing.

If we are to believe that the quantitative paradigm is vakee then bias and

judgemats are not relevant. However if we look at the many procedures under

the quantitative labelt hey | end themselves to O6dual
2004) In other wordsthe researcher can use a research strategy whatever his/her
epistemological posidn. Gerhardt (2004) supports this argument saying that

where qualitative research methods are supplemented with quantitative methods

(or vice versa) the outcomes of(bdbhe rese
2004: 99 O6Leary ( 20 1lebd discussng ¢the use of whe case study

met hodol ogy, whi ch she says 6all ows roe

guantitative/qualitative dividebd (p: 175

Does the ontological and epistemological stance of the researcher matter? | would

argue that theresino right or wrong stance. What is important is for the
researcher to apply methods that suit the question/problem rather than methods
that suit oneds ontol ogical and epistemo
investigation into the student andterer perspectives of AfL is bridging the gap

between research and practice, researcher and practitioner, and as Alan Carter

(2012) suggests, in his doctoral thesisout AfL in a college engineering
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programme a new paradigm, requiring new modes of king is needed in

educational research. Until such a paradigm is available, a philosophical review

allows the researcher to consider other possibilities available to address his or her
particul ar guestion and will altheio enhan

chosen methodology and, in turn, their results.

A good research question is <critical t o
provides boundaries, direction, definitions and a frame of reference. Without
Aficlear articul atyioaun acfe ycwrl | gudgtaived | i n
2010:47). That clear articulation will come from an understanding of the

resear cher s dhispasisiagndlity onal i tvy.

needs to be stateeiplicitly at an early stage of the research design, as that
positionwill influence methodologies, proceduresdamn how data is interpreted.
Also, by stating on& position explicitly at the outset, the author is setting

signposts for the reader.

My background is that of an accountant and traditionally such a backigroun

would imply an objective view of reality and the obtaining the truth ld/ou

involve quantifiable methoddpcating myself broadly inthe objectivist position

(Holden et al 2004). This is not always the case, as at the most basic level every
accountanteeds the insighlinterests, beliefs, perceptionsf) the client (person)

to obtain the relevant necessary information as it exists at a point irfitichiag

myself inthe subjectivist position (ibid)With this in mind, | am of the viewhat

researchis are required to be open to selecting methodologies and procedures that

are suitable toaddr ess their research question,
met hodol ogy and the research problem may
14).
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According toO6 Leary (2005) framing the resear
starting poim  f or the resed) and sejsout a stdgyystep (i bi d:
process to aid questiatevelopment. These steps involve addressing issues on

topic, context, goal, nature dfie question and relationship. Answering these

should lead to a question(s) that is likely to need clarification, narrowing etc.

Once the researcher is happy with the quest@® Leary (2005, 201
forward a checklist to ascertain if the questionid oabl ed6 (2010: 50) ai
that if the researcher is Auncomfortable

may need adjustment.

The question for thisstudy is Do AfL practices act as a Springboard or
Straitjacket forEWL? This question arisesrdm my 18 years of teaching
experience in a higher educatiahis therefore a practical question through which

| want to examine aspects of assessment practices, which according to the
literature are at the heart of any education system influencingldxitirers and
studentsAs a student and during the early stages of my lecturing career, | was of
the belief that assessment was something done to the student, concurring with the
findings of Scaife and Wellington (2010). Worthwhile learning waisa tem in

my vocabulary. Teaching, learning and assessment were three very different and
separate elements of any course/programime did the teaching, they (the
students) did the learning, assessment was to ascertagyihad done enough
learning topassthe test. | began to question my beliefs when taking a group for

an accounting modulehe third in a series of thremd the students, all of whom

had passed the prequisite module, did not understand the basics of the module.
When | questioned the gup on this, the students informed me that they
6crammeddé for exams and once ovéhs that i
changed my views of the purposes of assessment and of the benefits of learning
at, or indeed attending, higher education instins. During this research process

and attendance at the EdD weekends has led me to question and change my own

assessment practices.
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My philosophical stance is a socially constructivist one where | am collecting
subjective accounts and perceptions that explain how lecturers and students
experience assessment o6in their worl do i

for both studentsral lecturers in the HE setting while being conscious that | will:

0éseek the truth whil st knowing that
remain provisional é witriicmor regardi ni
I mprovement . 0 (Pring, 2004:116)

A case study ntaodology will allow me to gather data using multiple and varied
met hods, as Sikes (2004) informs her rea

perspectives and interpretations are al mi

3.1.2 Case Study

T h eessénceof good € i enced ( Thomas, 2011:i123) s |
depthfrom many different anglesThe use of a case study methodology allows

for such investigation. A case study is defined as:

0 A met hod of studying el ement s of
comprehensive degption and analysis of a single situation or

case, e.g. a detailed study of an individual, setting, group, episode,

or eventao (Ob6Leary, 2010:174)
This definition is easily unpdrersntomec.ad
and O6contexté, to explain what the case

6case study as a r es e aenarhpassingmathod gy ¢ o myg
covering the logic of design, data collection techniques, and specific approaches

toddad a anal ys i Gxe stgdiebarednot a indthather a focus on the

Owhat 6 is to be studied. The focus wildl
from many angles (Skate, 2005; Wellington, 2000; Thomas, 2011; Denscombe,

2003). Thomas (201 stresses the oOparticularo ra
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doing so researchers wildl 6get closer t
something happening.

Literature describes different types of case stutdiegploratory, descriptive and
explanatoryYin (2002), intrinsic and instrumental (Stake, 2005), and histerical
organisational, observational and the life history (Bogden & Biklen, 1982, as cited

in Wellington, 2000). Thomas (2011) describes cases as containers, as situation

and as argumentMany of these types overlap and rather than concentrating on

the type of case study being undertaken, it is more important for the researcher to

build a picture - a three dimensional picture (Thomas, 2041a&j the case which

wi | | captur er e@dlhiet ytdoe x(t futr een hoofu s e , 1979 a:
2000:94).

When should the case study method be employedih (2002) asserts that case

study methodology should be wused when 0
asked about a contemporary set of everts avhich the investigator has little or

no cont r oGiiham( (2000 sdpportDthe. use of case study when you
Owant to understand people in real i fe
operated6 (ibid: 11) us i nhgtthimaeuggesispthatt s our c

where the researcher wants to investigate one or a small number of units,

coll ecting and analysing dsataf akaoch @0as:¢
when studyinginat ur al |y occurring cases wher e
vara bl es 0, guantification of t hat data ni
Amet hods and sources of datao while ai

processeso (Thomas, 2011:10).

Formystudy the topic wunder I Af @racticesgandt i on i s
perceptions?®o. The unit under nstiiitee st i gat

of Technology The data to collect will include the what, why, how and when of
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AfL methods, thus inquiring about large nwergof features. | amot seeking to

contol or intervene at any point in the data collection proce3sing a social

constructivist, the knowledge will be obtained via social interactions not scientific
principles therefore | am not seeking to produce replicabldtsebut aim to

produce genatisa bl e fi ndings based on analysis o
on a critical |l iterature review land omni
light of these pointsl feel justified in using a case study approach while being

aware of the advantag@nd more importantly the disadvantages of this method as

they pertain to this research project.

3.2  The Case Study Debate

The case study approach is not without its strengths and weaknesses. Authors

have offered lists and tables of advantages disddvantages of using this

approach to research (Wellington, 2000; Thomas, 2@dnscombe, 2003;

Donmoyer, 200R The advantages include terms such as illustrative, insightful,
accessible, metavaluation and uniquenes® 6 Leary (2010)e believ
studies allow researchers O0to bust t hr ot
strategies for data collection could easily include both survey research-and in
depth interviewingo (ibid: 175)

It is the weaknesses/disadvantages that need the rese@rchesst t ent i on.
Generalisability validity and sampling are the commonly cited weaknesses of the

case study methodology. Yin (2002) adds time, that they take too long, as a

further weakness.Generalisation, or lack thereof, is seen as one of the main
weaknesses of the case study approach to qualitative research. The case study
concentrates on one instance and does not purpbetgeneralisablét is the use
made/interpretation of the findis that are relevant (Thoma€)14; Yin, 2002;

Hammersley and Gomm, 2002Eisner (1998) too had a similar view of
general i si ng fgeneralisircanche segardedtnat dnyy,as gwoing

beyond the information given, but also as transferring Wwhatbeen learned from
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one situation or task to another é if e:
repertoire, It is unli kel y Tthheati omwma nrse sa
upon the readero (Wellington 20and: 99) ,
present the evi dence AganiErsiery(I098] stdtedthat n gt on
6connections have to be |Dbgerefalisatiohdyy r eader
analogy and extrapolation, not by a watertight logic applied to a common
language. (ibid: 21)1 and thereby they stray into more objectivist/positivist ideas

about oOrealityd |l inking to what Wellingt
philosophical positioning is rarely cleaut, tends to lie on a continuum, and can

sometimes be contradicor y 6 (i bi d: 99) .

The issue of sampling is closely linked to generalising. The unit under
investigation is a single case, but is investigated using multiple sources of

evidence thus allowing the collection of
to explore and interpret significant asp
(1998) describes the data collection str
meal €& each course connects with and c¢om

0 The @af apasesreport is not to represent the world, but to represent the
cased6 (Stake, 2005: 460) . That report n
credibility being validity and reliability. These measures are discussed below.
Acknowledging these weakres s and taking not e of We
cauti onar yasenstutlyeis diffitdt to do well so the researcher
contemplating a case study should be experienced in all the requisite separate
methods. He or she should have a deep understanding aakiant literature,

be a good questieasker, listener and observer, be adaptable, flexible and have an

i nquiring and ul9® thasrendgths wfithe dase study bpprdach

allows me to gather rich, thick data whicluitlinates the unit undstudy.
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3.3  Plan for the Case Study

The object under investigation is the learning environment that helps or hinders

AfL bounded within an Irish Higher Education institute, my workplace. Having

an object and placing it in a context is what makesthisdlsy a O6case study
flexible approach to the data collection phase, afforded by the case study
approach, was demanded by the research questions as outlined in the introductory
section of this chapter. | aim to gain insight into how people behavefHemd,

i.e. the things that contribute to the creation and shaping of a learning culture, and
these Gillham (2000) asserts can only b
worl d and what they are trying to do i
paricipants for the study were considere@he participants are all based in the
BusinessSchool but what makes this a case is the focus being placed on their
practices andgrceptions of AfL and the interaction of these in particular learning

cultures Both the student and lecturer view was required to get an overall picture

i I am looking for that thredimensional picture.

Given the large cohort of students, the obvious method of ascertaining their views

on AfL was vVvia a sur V@) yid outiine howahsesa of . oo L
the case study allowed researchers to break through the quantitative/qualitative

divide. This instrument covered factors relating to influences on student learning
approaches to learning; teaching, assessment and learmwigonenent.

Observing students during class time will further my understandingleegden

the knowledge gain through the survey.

The lecturers participating in the study were asked their views on issues including
meaning and practice of AfL, the benefiisd barriers of implementation and how

they understand the terBWL. The involvement of the students and lecturers
should provide me with the evidence | ne

breath and hear the sound of voicesd (Thi
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34 Ethical Issues

This investigation was conducted within my own workplace and so the concept of

insider/outsider raised a number of concerns. Hellawell (2006) informs readers

t hat the traditional view of researcher
6dd ute their objectivitydo (ibid: 485) .
feature of educational research and Omay

process site selection, method of sampling, documentary analysis, observation
techniquesand t he way meaning I s constructed
The accepted definition given by Merton (1972, cited in Mercer, 2007; Hellawell,

2006 ; Hockey, 1993) , states O6insiders at
collectives or occupants dfpecified social statuses. Outsiders are the non

me mber s06 ( Me insiderreseazlOwWag firsB gut forward by Vygotsky
(1962, as cited in Costley et al 2010) c
is influenced not only by social and auial aspects but alscontext, thereby

suggesting that the position of the insider researcher is not unproblematic.

The literature on insider research in educational context is not extensive, which

given the number of institutions offering Doctorate iruEation programmes is

surprising (Mercer, 2007)Hockey (1993) and Mercer (2007) both supply a list of

the pros and cons of emic (inside/native) resealdwis (2005) offers the

advantages and disadvantages. The use of the terms pros/cons and
advantagesiisadvantages imply a dichotomy, an either/or position. However, |

would argue that this is not the case. The concept of insider/outsider should be
viewed as a continuum where o6the two pos
frequently in a continualtsat e of fluxdé (Davi s, 2005: 8°
concurs in that by taking the continuum view, the researcher is more likely to
recognise the strengths and weaknesses of both.

Caution is advised as researching within@ravn institution can blur thenes of

the worklife balance (Mercer, 2007; Costley et al, 2D10This project was
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completed within a 24 month timeframe and so the challenge tothkeepsearch
separate from the O6rest of | ifebd was not

thiswould be the case from the outset

Insider researchers have their own knowledge of a particular issue but also have
access to others (peers) who can enhance that knowledge.

I nterviewing/ observing oneds own peers r
(1993) names these concerns as personal hostility; status differences; peer
assessment; discipline hostility; confidentiality; filtering process; and intimate
knowledge. For me, addressing each of these was in itself -aefiekive
process. | have workewithin the research site for the past eighteen years, shared
office space with a number of different charactersis only since my first year

of this EdD programme that | have had the luxury of my own officend
thankfully I am of the belief that éne is very little personal hostility among my
colleagues. Similarly, there is no status difference among colleagues within the
Business school: an open door policy is very much in operation among

management, lecturers and administration.

Confidentialty is maintained by means of not disclosing the names of those
participating in the lecturer observations and interviews in the final report.
Discipline hostility in the form of friendly banter does exist, such as hard/soft
modules but only interms oftome nt s such as 6oh you acco
bl ack or whiteo. Peer assessment, part:.i
each other, but that fear faded as the observation/interview progressed. The two
concerns that required a greater reflattare the filtering process and intimate
knowledge. The filtering process Hockey (1993) suggests is whereby participants
give responses which are oOidealised ver
everyday | ifed (ibid: 2dhta gollectionmethod efg at e t
observing classroom practice prior to interviewing individual lecturers (Swann &

Brown, 1997) was employed. In doing so | want to observe the lecturer in
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practice in order to compare this with his/her perception of what he/sh#oha,
thus depicting O6everyday |ifed (Hockey,

Finally, intimate knowledge was perhaps the biggest concern. A number of my
colleagues are close frientdsve socialise togethermany knew of my research

topic and this familiarity might haveed t o &éobvi ousd questi on

shared experiences not raised and many things being taken for granted (Mercer,
2007). These may have impacted on the data collection, analysis and
interpretation had they not been acknowledged from the outs&his
acknowledgementtogether with a professional and respectful approach to my
peersshould helpsustainme 1 n my &6 pr a (Costley etalc20l®uni t yo
which is small, integrated and closedwit.

Power, access, familiarity and ethics have been included in many articles as being

the challenges to insider research (Costley et al, 2CGh@yvez, 2008Mercer,

2007; Platt, 1981).Li ke Mercer (2007) | aml4pj ust d
The elemenbf power will not have a major impact ooollecting data from my

peersas t he researcher and the participant
(Mercer 2007:14). However, when dealing with the students, care must be taken

to control the perceived peer imbalance between lecturer and student so as not

to influence the data collectedThe student survey was distributed by me to

students who | did not |l ecture or correc

over them was é n o nsessions IAsat attthe esidecobthee r v a t i

classroom, beingangmar t i ci pant , and blended into
exerted. | accept that I, as owner of my researchpbaer over topic, questions

and to some extent time and place, altifothe time anghlace wasagreed upon

by all parties. The pilot study for the survey instrument did highlight a number of
observations from students (discussed below) and so | am confident that this

i nvestigation was compl eted witstamut t he

coming to play.
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Being an insideraccesdo the research sitgan be more easily granted, involves

less travel, data collection is less thet@nsuming and the researcher has greater

flexibility when arranging interview timingThat is the theory,in practice

however obtaining access to classrooms did provide a number of obstacles such as
short modul e ti mes, students on flexible
my timetable to mention but a few, which resonate with the obstacles higtlighte

by Chavez (2008). The concerns discussed above in relation to researching peers

are relevant here.

Insider researchehave an advantage of knowing (if not always understanding)

the social settings within the organisation. Lack of impartiality andlenos

associated with fresh and objective views of data are draw backs of familiarity
(Hockey, 1993; Davis, 200%4ercer, 2007; Costley et al, 2010The familiarity

|l eads to a number of di | emmas, 6everybo
(Mercer, 2007y | eading to informant bias and th
reali tyd as discussed above; common expe
and dédnowher e ti evhahanddhevd muchi db wedtell pattitipants of

the study before and aftandy participate. Mercer (2007) suggests that only an

out sider can achieve an objective account

detachmento (ibid; 5) to do so.

Finally, the ethics otonducting insider researchie@asmany implications.As an
insider, Imust comply not only with the code of practice of the University of
Sheffield (School bEducation) but also within mgwn work institution. The
ethicalissues include participant anonymity, articulating an informed perspective,
ownership of theesearch, conforming to local rules and practices, (Costley et al,
2010). Ethical clearance for this was obtained from both institutions in December
2013 and January 2014, thus allowing me to start my data collection.
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3.5  Sample Selection

The firststep was surveying the students followed by classroom observation. The
second phase involved the lecturers, and as outlined below, their classroom
practices were first observed and then each lecturer was interviewed. The
literature informs us of two diffrent types of sampling in the social sciences,
probability and purposive, Tablel&®low sets out the comparisons between both.
Probability sampling is primarily used in quantitative studies where the
participants are randomly selected from an entire jadipn (Teddlie & Lu,
2007). My student population was chosen following the pilot study when it was
decided that students in the third year of their programme would be suitable
candidates as they have the necessary experience of both AfL amflLnon
moduks, thus using purposive sampling techniques.

Purposive sampling may be defined as O0se
individuals, institutions) based on specific purposes associated with answering a
research studyods pguesti 6ssmpl(ybpdt, 200€& :
what needs to be known and sets out to find people who can are willing to provide

the information by virtue of knowl edge
Tongco (2007) details the steps involved in purposivepiag) decide on the

research problem; determine the type of information needed; define the qualities

the informants should or should not have; find your informants based on these
gualities; use appropriate dat athatol | ect i
purposive sampling is an inherently bias
not only followed for the survey participants, but also those classes selected for
student observations. Focus groups members were invited from these observed

students
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Table 3

Comparisons Between Purposive and Probability Sampling Techniques

Dimension Contrast

Purposive Sampling

Probability Sampling

Other Names

Overall purpose of
sampling

Issue of generalizability

Rationale for selecting
cases/units

Sample size

Depth/breadth of
information per case/unit

When the sample is selected
How selection is made

Sampling frame

Form of data generated

Purposive sampling
Nonprobability sampling
Qualitative sampling

Designed to generate a sampl
that will address research
questions

Sometimes seeks a form of
generalisability(transferability)

To address specific purposes
related to research questions
The researcher selects cases
she or he can learn the most
from

Typically small

Focus on depth of information
generated by the cases

Before the study begins, durin
thestudy, or both

Utilizes expert judgement

Informal sampling frame
somewhat larger than sample

Focus on narrative data
Numeric data can also be
generated

Scientific sampling
Randon sampling
Quantitative sampling

Designed to generate a samg
that will address research
guestions

Seeks a form of
generalisabilityexternal
validity)

The researcher selects cases
that are collectively
representative of the
population

Large enough to ealish
representativeness

Focus on breadth of
information generated by the
sampling units

Before the study begins

Often based on application of
mathematical formulas

Formal sampling frame
typically much larger than
sample

Focus on numeric data
Narrative data can also be
generated

The choice of lecturer was more difficult. | was aware of my own preconceived
notions of who might give me the responses | was hoping to gain, so to avoid my
biased selection of potential participants | adopted a purposive random approach
to selecting mysample.
lecturers who delivered third year modules. | divided these into two groups, one
comprised of lecturers whose modules, on paper, would be AfL orientated, the
other those that are n@kfL orientated The names of lecturers in each group

were placed in a hat (literally) and | asked two colleagues to select three names

To maintain consistency, | only considered those

Teddlie & Yu, 2007:84
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from each. | approached each of these individuals and asked them to participate
in my studyi allowing me to observe their classrogractice and then to be

interviewed. Thankfully all agreed.

3.6 Data Collection Methods
3.6.1 Survey

A key element of this study is the student response to Adlorder to gather data

from a large number of students, the employment of a survey instrument was

deemed appropriate. I used wietionalO6Lear y
survey as my aim is to gengraisdisdingstbacka 6t ar g
to that populationd (Ob6bLeary, 2010:181) .

revealed an existing survey instrument, the AfLQ developed by McDowell and
colleagues at the Centre for Excellence in Teaching and Learning at Northumbria
University (2011).

Table 4: Research Activities and Timescale

Group BBS3 | BBUS3 | BaA3 | BAMkt3 Timescale
No. No. No. No.
Participating | Participating Participating Participating

Activity
Negotiations for
access February2014
AccessGranted February2014
Distribution of
Survey 56 38 48 24 March-2014
Classroom
Observation 38 April-May 2014
Focus Group 8 May-2014
Lecturer SeptembeOctober
Interviews 2 2 2 2014

71




My study is investigating a similar aspect exploring the student response to AfL,
so in the words of Ob6bLeary (2010:184)
Permission from the authors was sought, granted and the questionnaire adopted
for my study. Thequestionnaire (see Appendix 1) consists of two sections,
section 1i approaches to learning and studying, and sectioreZperiences of
teaching and learning on this module. Section one contains 20 items, section 2
contains 27 items. Both sections udeve-point Likert response scalfor further
discussion, see belowrarticipants are required to complete the survey instrument

twice, once for a noAfL module and again for an AfL module.

A pilot study was deemed necessary so as to identify if the survey instrument in
its original form is appropriate to address my research question and to ascertain if
the participants selected are suitable and also to establish the timing of the
distribution of the survey instrumentThe students selected to participate in the
pilot study are third year Bachelor of Business (BBS) Honours degree students,
specialising in accountingThe BBS degree is the flagship course of the School
of Business and is a lfetime four year honours degree programme. This
programme has been in existence for over twéimgyyears and attracts over 200
studentseach year. It offers studentwo years of general business with five
specialist streams in the last two yearshef ¢oursé Accounting, Economics and
Finance, Human Resources Management, Management and Marketing. The aim
of the prgramme and overall policy of thBusiness School is to provide the
educational opportunities for the studertsat will provide them wh the
knowledge and skills that are required and valued in the business environment
(BBS Course Review, 2004).

The modules under revieat the pilot stageeretaxation (norAfL) and business
strategy (AfL). The taxation module is one where the assedgsthearning and
teaching is conducted in a traditional manner with an end of semester

examination. The business strategy module differs insofar as the assessment,
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learning and teaching fits into what can be described as an environment which is
rich in formal and informal feedback, provides opportunities for students to test
out new ideas and concepts, develops independence and learning autSnomy.
while the students were all enrolled on the one programme two very contrasting

modules were included in tipdlot study phase of this research.

The resulting findings corresponded with that of the McDowell et al (2011) study
in the main and so | was confident of using the instrument in the main study. The
instrument itself was not adaptedowever in light of the observations made
during the data collection phase the following points were incorporated into the
main study. Participants would be third year Business School studeoksed

in both perceived AfL and neAfL modules; the survey instmient would be
distributed during week 9 of a twelve week semester, thus allowing for the
students to have participated in the module for a reasonable period prior to
commenting on the said module; when distributing the survey instrument, the
researcher wilexplicitly state that it is the module, not the lecturer that is being
considered; and finally during weeks ten, eleven and twelve, the researcher will
observe one group of students during class, one hour for an AfL module and one

for a norAfL module.

An issue not highlighted by the pilot study, but may be during the data collection

stage is the use of the fimint Likert scale with the middle or midpoint

category. According to Kulas and Stachowski (2009) respondents select this
category tbwlyerma@¢®) no attitude or opiniol
terms of evalwuation, or (3) they have no
(p: 489). Others cite indifference and lack of caring (Nowlis et al, 2002);
unwillingness to answer a persémaestion (Tourangeau et al 1997) or lack of
understanding/clarity (Goldberg, 1981). However, Kulas and Stachowski

concluded their study by stating that or
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provided when they compl €} butagsauggedtedonnai r
above, interpreting this migoint category igar from straight forward.

Research (Matell &acoby, 1972; Garland, 1991; Hartley, 2013) suggests that as

the number of scale points increases the use of thepomd decreases, but

Worcester & Burns (1975) and Garland (1991) discuss how the elimination of the
mid-point category forces the respontldo make a choice. This debate is
ongoing but the common recommendation i s
position on the Likert scale is context specific (Garland, 1991; Kulas &
Stachowski, 2009).In light of this debate and given that tlssdy is using an

existing survey instrument with a five point Likert scale, the influence on the data

of the midpoint category will be evidenced at the analysis and discussion phase

of this project.

A total of 166 questionnaires were completed.

The suvey instrument was distributed in April 2014. Access to students was
granted by individual lecturers. | explained to each group what | was
investigating and gave each potential participant an information sheet. Once this
was read, consent forms were @givand those who did not want to participate
were asked to leave the room. To my surprise, no student failed to complete the
consent form, giving me an initial response rate of 100%. The questionnaire was
then distributed. Once completed, the form wasded back to me at which point

a unique identification code was attached. This code only identifies to me the
class and module to which it relates. Neither | nor anyone else would be able to
identify what student completed a particular questionnaire en/this method of

data collection was complete, the observation phase began.
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3.6.2 Observation

Yin (2009) informs readers that one of the common data collection methods of the
case study methodology is that oef obser
circumstances of being in or around angming social setting for the purpose of
making a qualitative analysis of that se
observation will take place on two fronts, firstly students will be observe in their
classroom as a means of supplementing or checking on the data collected in
surveys (Foster, 1996). Secondly, how lecturers implement AfL will be observed

prior to interview as this will identify the pertinent questions and issues to discuss

with my interviewes In both instances the research will see for herself thaw

classroom practices at the centre of this study are enacted and may illuminate any

gulf which exists between what people say they do and what they actually do.

Observation is an indirect a@atcollection method and exists regardless of a
researcherdés probing, the researcher jus:
(O6bLeary, 2010). Vinten, (1994) <caution
task but i s &éa dnwhihadnextesske bdadkgrodind &anowladgei t y f
and understanding 1s requiredo, (i bid:
observing is an activity that requires discipline and concentration, as what the
researcher is trying thnagedo (iCotdto:m makelt
Foster, 1996; May, 2001).

Observational studies are not common in quantitative studies, but are seen as
fundamental to qualitative research (Silverman, 201Ihe advantages of

observing include the researcher seeing fosdiiewhat is actually happening in

the real wor |;din, 20D9);Las emenyoned above,0t is a direct

met hod of data collection (Gill ham, 200
accurate insight into situaginennl®94x han wo
what Cotton et al (2010) descrMebems as gi v
(2010) describes this thick description

the ti me, pl ace, context and cultured (i
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the research to make judgements about the transferability of the findingsrto the

own context.

Where advantages exist, so too do pitfalls. The literature offers reactivity as being
the most common of these (Yin, 2009; Foster, 1996; Cotton et al, 2010; Vinten,
1994). Reactivity is how the behaviour of the observed is influengduebact of
observation, either consciously or unconsciously the normal behaviour is likely to
change. Another associated pitfall is that of analysing theidalservations are
interpreted by the researcher which are subjective and can be biased|eatlich

to problems of validity and reliability, (see below for further discussion). Time
and costs are also highlighted as pitfalls to this data collection apgralete is

a tendency to collect large quantities data, Cotton et al (2010) posit thatwone ho
of observation requiresi46 hours transcription.

For the purpose of this study, | suggest that the advantages outweigh the pitfalls
and so an overt ngparticipatory observer role is adopted for both instances of
observation. This role allows thesearcher to inform participants of the topic

under investigation and that they are being observed. | will not engage in
classroom activities but will sit in the corner of the classroom watching what
people do and listening to what they say (Gillham, 20@@pt Silverman (2011)
refers to as the o6naturali st model 6, c ha
understanding O6meani ngs 6; asking 6what
snapshots of the field. An unstructured technique is used so that exdi/atosns

can be recorded and at a later stage searched for emerging themes/patterns
(O6bLeary, 2010) .

The students participating in this study are observed once the survey instrument is
distributed and completed. The risks associated with the survéyodet data

collection 1 selectivity, memory limitations, po$ioc rationalisation and
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stereotyping shoul d be reduced by using the 06o0ob
see, firsthand the kinds of interactions which
2010:465). Two cohorts are selected, one group in an AfL environment, the

second group in a neAfL environment. Each group wasbserved for one

hour/class period each week for three weeks thus giving six hours of student
classroom data. Lecturers partaiipg in the study were observed prior to

i nterview t hus Bafortheteacherganddesearsheraabautdwhi€ého c

the teacher could talké (Swann & Brown,

Brown, this discour ages sdarehercwitteidealized f r om p
accounts of their teaching agdneralisatons ot | i nked directly to
101).

| acknowledge that there are limitations in gathering data from only two
classrooms and two lecturers, ageach situation is observelrée timesthis

should allow for an irdepth view of what happens in each environméram not

aiming to generalise from this case study or from this particular data collection
method but as discussed above it isdgheeful and systematinterpretatio of the
findings that are relevant (Thomas, 2011; Yin, 2002; Hammersley and Gomm,
2002). The data gathered from these observations are not stand alone and should,

as Eisner (1998) stated, and | quoted ab:

3.6.3 Focus Groups

OFocus groups are a deceptively simple m
a small group of people who usually share a particular characteristic and
encouraging an infor mal group discussion

setofisues6 (Silverman, 2011:227) .
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In common with much social science research, the focus group in this study was

empl oyed oO6to clarify, extend or gualify
(Sil ver man, 2011:210) . Def i ne ddataa s 6a I
through group interaction on a topic de

2004:263) this data collection method is as popular as the interview in qualitative
research (Wilkinson, 2011). Focus groups, rather than group interviews, allow
participants to express their views on the topic while being prompted by the views
of others (Greenbaum, 2000; Morgan, 2004,

This o6group effectdé (Morgan, 2004: 272)
focus groups. It allows participanto interact with each other in an informal

setting where an open discussion is encouraged. However, if not facilitated or
directed effectively this group think may be a weakness of this data collection

method.

The role of the facilitator/moderator te direct the discussion, encourage and
ensure that all participants are involved (Greenbaum, 2000; Silverman, 2011) and
not allow one or two members to dominate thteractionwhile remaining non

directive in the process (Ritchie & Lewis, 2003).

For the studentshe shared characteris{8ilverman, 2011) in the context of this

studyis thatthey are all studying the same modules on a given programme. The
number of focus group members is 8, the literature recommends between four and
twelve participah s ( Gr eenbaum, 2000; Mo rThis n 200
same literature also recommends between 90 and 120 minutes for each session

and given that the participants need to concentrate for that period of time, this

may be challenging for some.

These chédénges, the group effect, dominant voice, role of facilitator/moderator

will only hinder the interactions between participants if not managed effectively.
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To do so, | took advice from Kitzinger (1994) who informed her readers that

focus group sessions shd d be Oo6conducted in a relaxe
interventions from the facilitatd¢rat | east at firstdé (p:106)
maximise the interaction and in turn the data gathered, the facilitator may need to

urge debate, challenge taken gpanted assumptions and encourage discusdion

i nconsi stencies both between participan
106)

A focus group for my lecturer participants was considered, but in light of my
insider knowledge of theersonalitieswho lecture to the third year students, |
believe that one or two individuals would dominate the conversations, so not
allowing for all voices to be hedlopinions expressedr-urthermore, as the
Business school under investigation has less than 90 acasdiaifj | worried that

some participants may not share honest opinions as they may be subjected to
criticism from other colleagues. For these reas@rgunterviews to collecting

data from these participants was deemedntost appropriate method fohnis

study.

3.6.4 Interview

Researchers have described interviews as a special form of conversation
(Denscombe, 2003; Holstein & Gubrium, 1997; May, 200Ijhis form of
conversation will be used to explore issues, opinions and experiences raised
during the observatiorsessions in more depth. The advantage in doing so is the
researcher can first identify a range of perspectives and experien¢ssglanting

from these areasonfirm and clarify, or otherwise where required. The interview
should draw attention to commonalities and differences in what has been observed

and what individuals actually say they do.
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I nterviewing has Dbeing defi nadvolees fia me
researchers seeking opended answers related to a number of questions, topic
areas, or themeso (OdbLeary, 2010:194) .
relevant, valid and reliable. Literature informs readers of the many different

forms ofinterview for example formal and informal, structured, setmictured,

unstructured, ond>-one and group ( May, 2001; Od6Le
Gubrium, 1997). The topic under investigation will determine the type of
interview used. No interview type t®nsidered better than the other (May, 2001;
Silverman, 2011).

For this research project, informalemistructured interviews wereonducted

oncethe observation process was completed. Informal is appropriate bétause
participants are work colleags/students of the researcher and interviewer and
interviewees should be comfortable with each otlaexd the purpose of the

researchA word of caution must be added here, being an insider familiarity may

|l ead Ot o thicker ddadgardiept i(avlres ccerr , g r2ddat7e
needs to be achieved is to make what is familiar strange (DeWalt & DeWalt,
2002; Mercer, 2007; O6Leary, 2010) so as
easy, comfortable assumptions and not challenging preconcepfisrstatecithe

research participants werhosen from twodepartments within the Business

School, namely Departmeat Management and Organisation and Bregpartment

of Accounting and Ecarmics and lectured to third year undergraduate students
Semistructured as the interviews weseeking to clarify and explain issues that

arose during thelassroom observations.

Data collection via interviewing does present a number dflenos.  Interviews,
as statedare special forms of conversation and as sareha potential source of
bias, error, misunderstanding or misdirection (Holstein & Gubrium, 1997).

Rapley argues against interviews being conversations and suggests they are
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0 c 0 nv eal mutayouy asnthe interviewerdo mve some | evel of
(2007:26).

Interviews are used in 90% of all social science investigations (Holstein &
Gubrium, 1997; Silverman, 2011), so the potential problems must be outweighed

by the opportunities presented by this data collection method. @ Many authors

(May, 2001; Dea s c o mb e, 2003; ObLeary, 2010; Si |y
lists of the advantages or opportunities of interviewing as a data collection

method. These lists include developing rapport and trust between interviewer and
interviewee; provides rich, ideph qualitative data; allows for nererbal as well

as verbal data; flexible enough to allow the researcher to explore issues as they

arise; and are structured enough to generate standardized, quantifiable data.

In order to provide the rich data requirederviewsneed to be participatory, not
only for the interviewee, but also the interviewer. The information gained results
from a collaboration between parties to the interview process (Holstein &
Gubrium, 1997; May 2001; Silverman, 2011). For thislatmiration to be
successfylcareful preparation and planning is necessary. Formulating interview
questions, selecting participants, recording, transcribing, interpreting, analysing
and reporting the findings need to be considered at the outset whilengllfor
flexibility as the project progresses. In doing so, the interview process should
provide the researchavith the rich, relevant, credibl#ata required to address the

topic under investigation.

3.6.5 Interview Protocol

A protocol (Skate, 1995) outlines the schedule and the general rules to be used

during the interview process. This protocol captures the purpose of the interview;
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the structure of the interview; question design and ordering and finally the
operational isses involved with the interviews. The interview is being conducted
to ascertain | ecturersd perceptions of

their own classroom and whether such practices contribliE@/Aa

As each lecturer has different bé&ieand perceptions with regard to assessment
strategies and favourable or unfavourable conditions for worthwhile learning, the
interview schedule should be flexible enough to allow participants to contribute
what they feel is relevant and appropriate tdradsing the research questions. To
facilitate this contribution, a serstructured interview approach was used while
interviewing participants individually. A group interview was considered, but the
study is aiming to investigate views of lecturerslt that group interviews could
possibly be dominated by one or two individuals at the expense of others whose

contribution is equally valued.

The first stage of the interview will inform the interviewee about the research,

care being taken not to biaseth i nt er vi ewees o response.

information sheet will be explained and consent form signed (or otherwise). The

interview schedule set out in Appendixwas followed. The interview will be

A

recorded with the i nt ertranscebedck r Rebordimge r mi s s

allows the interviewer to concentrate on the questions and answers, but if being
recorded is uneasy for the interviewee, note taking will replace the tape. A copy
of the transcription will be given to each interviewee in ordeatwate or amend
as required. A pilot study took place in September 2014 in order t@nmoe any
deficiencies that might arise or unduly influence the research project. On
completion no discrepancies arose and the study went live within the School of

Busness during September/Octol2§¥14 at a place convenient to both parties.

In considering the questions to include in the interview schedule, issues identified

at the observation stage, questions included in the student survey instrument,
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together with gestions which have emerged from the relevant literature, were
reviewed in the context of the research questions.

3.6.6 Transcription of Focus Groups and Interviews

The focus group was recorded and transcribed manually using Microsoft Word.
All interviews were digitally recorded and transcribed manualbyain, using
Microsoft Word. The time cost involved with transcribing was considesieduld

| employ someone to do it for mebut | was of the opinion that by doing the
transcription myself the lat@malysis of that data would be easier. Similarly, the
use of a computer programme, NVivo to help store and analyse the data was
considered, but as the survey instrument required the use of SPSS, learning

another computer based promirae was beyond my cdpiéties.

3.7  Approaches to data analysis

The purpose of this section is to inform the reader ti@wdata will be analysed

At the beginning of this study, and indeed the EdD programme, the act of data
collection, was | believed, the biggest obstdolevercomebecause it waduring
mymaster s6 degr e agealised that this is eat thel cash. aThesraw

data tells me nothing unti.l I anal yse a
novelist George EIliot oAl I msyaohi ngs,
interpretationé (2010:230) .

Social research offers two categories of analysis, being positivist or interpretivist,
these being polar opposites on the subjedaiiyective continuum. This appears

to be very simplistic but in reality data analyssfar from simple. In practice,
positivist research and interpretivist research are not mutually exclusive, but they

do offer differing and contrasting positions relating to a number of assumptions,
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(Denscombe, 2003). Positivist research tends to be koge with a specific
focususing numbers and analysis ath@ researcher is detached from the data.
Interpretivist research, in contrast, is associated with small scale studies viewed
from a holistic perspective using description and words interpretedhé
researcher whose values, beliefs and experiences will influence the analysis
(Denscombe, 2003; Silverman, 2011).

This study is investigating how Aflpractices influenciEWL. A case study
approach was employed using both quantitative (survey) arditajive
(observationdgocus groupand interviews) as the modes of data collection. The
analysis is undertaken from an interpretivist view poinbinQ so,enables me to
examine the wayparticipants understand abdhave towards the practice of AfL.
Advantagesnclude gaining access to rich detailetadthat is grounded in reality,
although interpretivists think o6érealityéo
or set. Subsequently, ambiguity and contradictions are accepted. Disadvantages
of this analytical approach include the perceived lack of generalisaigrgwn

role (biases, pr&onceptions) in angsing and interpreting the data; words and
descriptions can be taken out of context, and the temptation to oversimplify

(Denscombe, 2003).

3.7.1 Survey Analysis

With over 150s ur vey i nstruments to anal yse, t he
whol e way through your anal ysfirsiGendO§lbe a
computer package, SPSS (in line with the original study from which the survey
instrument was adopted) was employed to store, manage and analyse the data, but

as the pilot study highlighted there can be a tendency to allow yourself become
engulfed in the numbers, graphs and other outputs and lose a sense of what the

study istryingt o i nvestigat e. O0Keeping a keen

i mperatived (OO6Leary, 2010: 231) , and ac

analysis. This process requires the researcher to: manage and organise the raw
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data; systematically code and entbe data; engage in reflective statistical

analysis; interpret meaning; uncover and discover findings; and finally draw
relevant conclusions. The aim is that | am constantly moving between the data

and the research questions in order to tease out tbostusions, both expected

and unexpected. Using a pgristing survey instrument, the findings of which are

we | | documented does |l ead the researcher
so this reflective approach has helped in maintaining focus odatayand my

research questions.

The analysis of the data started during the summer 2014 insofar as the mountain

of survey instruments were organised, coded (given an identification mark) and
data entered in SPSS. Engagement with reflective statistnzdysis raised a

number of concernsl am of an age where my training as an accountant required

the use of pencil and paper, not computers so this aspect was daunting. Reading
various books on the how and why of SPSS gave me little coméatiittedlyl

now realise my reading list was for statistics experts, not students likeunti
O6Leary (2010) provided sol ace:-firstDoi ng
century is more about your ability to use statistical software than your ability to
calwml at e means, modes, medi ans, and stand:
She contends that, like most social science students, | need a basic understand in
order to undertake relatively straightforward statistical analysis but if my study

requires experhelp, get it.

3.7.2 Observational Data

As with other types of qualitative data, observational data is traditionally analysed

as it is collected we humans do not have the ability to disengage our thinking
processes when | istening to and observi.
Thisisp obl ematic as the observations owil/l
biases, prejudices, worldviews, and paradigms both recognized and

unrecogni zed, conscious and subconscious
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wanted to gain insight into a) what seinds actually do rather than rely on the

survey instrument which is based on what they think they do; and b) for lecturer
interviews, todeterminethe important questions want to adress with my

respondents Wor ki ng with t hengfiniaad afbstractimg e s r e c
outod (Ob6bLeary, 2010: 263) meanings achi ev
Similar to that used to analyse the data collected using the survey method, but

rather than using statistics as an aid to interpretation, with obsealatiata

thematic analysis is used. With survey analysis, the process is a step by step
approachi over simplified here for differentiation purposés enter data,
statistical anal ysi s, Il nterpret, the wuse
more organic process that sees these three steps all influencing each other and

working in overlapping cyclesdéd (Ob6bLeary,

During the data collection phase, the field notes were made during each
observation session and so were in need of tidymg Once this was complete

each narrative was read andread noting general impressions and my own

biases. The next step was to code the data into themes thereby reducing and
sorting the data under these headings. Once the themes had been idéstified t

data was re&ead this time looking for relationships and connections between the

t hemes. With the student observation dat
observations are used to supplement and check the findings from the survey
instruments. Mapi ng (ObLeary, 2 0 dé&terminedythemlest a t o
was the next step. The mapping and the understanding emanating from it are
linked back to the literature and the survey findings to answer the research
questions. The lecturer observation daihnot have predetermined themesas

it is used to form the basis of the interview schedaed so a map developed as

the data was read andnead.

86



3.7.3 Analysing Focus Groups and Interviews

To interpret thefocus group andnterview data, | ddded to employ a thematic
analysis approach as | aim to investiga
their reality of AfL. 0Thematic anal ysi
and reporting patterns (themek)ltiswai t hin d
relatively easy method to learn and do and its main advantage is in its flexibility.
Thematic anal ysi s-ex&tingthenroett iweadl tfor aameyw opr rke
and Clarke,2006:9) can be used inductively or deductively, patterns can be
identified either at a semantic or latent level, and can be conducted within the

realist and constructionist paradigms. These issues need to be explicitly stated

and repeatedly asked both before and during the analysis process. | have read
through the liteature on AfL, have analysed the survey findings and made my
observations, thefore | have coded théranscripts deductively specific to my

research questions as opposed to the questions evolving from the data, as was the
case with the observation of | ectureros
explicitly i on a semantic level, allowed for patie to progress from descriptio

to interpretation (Braun and Clark2006). On a latent level, thematic analysis

aims to identify the underlying assumptions and ideas behind the language used.
Epistemologically, this research is framed by the constigtiparadigm, so the

use of thematic analysis is appropriate
and experience are socially produced aedprr oducedd (Braun an
2006:14)

Thematic analysis is not to be rushed and is a recursive rhtreintear process

(Braun and Clarke2006) and the table, reproduced below, may imply a step by

step approach, the reality is that | moved back and forth through the phases in

order to generate credible interpretations. The table is a guide, not hard and fast
rules pertaining to thematic analysi s, a

the research questions and dat ab, (i bi d,
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As stated above afbcus groups anthterviews were recorded and transcribed.
Eachinterviewtranscript was given tthe interviewee to amend as required. The

act of transcription did indeed begin the familiarisation with the data phase.
When returned each transcript was read and ideas, first impressions were noted.
Codes are appliechi a 6d rhiewearnyd ( Brkea2006:18pmadner@$ |
approached the data with specific questions in mind. The number of codes were
then reduced to potenti al t hemes and |

may combinetoformaoav er ar chi ng t he m2006:10)Br aun and

Phase 4 required reviewing and refining those themes on two levels. Level 1 read

each coded extract for each possible theme to determine if a coherent pattern is
emerging, and Level 2 how these themes r
an ongoing @ gani c pr ocess o0 200B21)aso meodmgndas Cl ar k e
expected. Naming and defining themes follows identifying what is interesting
about each and why this is the case. Th
logical, nonrepetitive, and intesting account of the story the data teilvithin

and across t heme 2@6:23) Bheraes are then ckpor@=d backk e

to participants for clarification and further discussion in order to enhance

credibility and transferability.
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Table 5: Phases of Thematic Analysis

Phase Description of the process

1. Familiarising yourself with your date Transcribing the data (if necessary:, reading and re
reading the data, noting down initial ideas.

2. Generating initial codes: Codingnteresting features of the data in a systematic
fashion across the entire data set, collating data relev.
to each code.

3. Searching for Themes: Collating codes into potential themes, gathering all da
relevant to each potential theme

4. Reviewin@hemes: Checking if the themes work in relation to the coded
extracts (Level 1) and the entire data set (Level 2),
generating a thematic 'map' of the analysis.

5. Defining and naming themes: Ongoing analysis to refine the specifics of each theme
andthe overall story the analysis tells; generating clea
definitions and names for each theme.

6. Producing the report: The final opportunity for analysis. Selection of vivid,
compelling extract examples, final analysis of selectec
extracts, relating bacto the research questions and
literature, producing a scholarly report of the analysis.

(Braun & Clarke, 2006:35)

3.8 Validity and Reliability

For this study to be worthwhile, | need to produce a rigorous report. Rigor is
determined by validity and reliability words associated more with quantitative
studies than qualitative ones. Mor se e
validity remain apr opri ate concepts for attaining
(2002:13). The work of Guba and Lincoln in the early 1980s replaced these
measures of rigor with the concept of trustworthiness measured by credibility,

transferability, dependability and domability. How they relate t@ach other is
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set out in Table Gelow combining the work of Guba & Lincoln (1989) and
Mertens (2010).

Table 6
Measures of Research Rigor
Quantitative Studies Qualitative Studies Tools Used

Validity 7 Internal Credbility Member checks
Triangulation
Validity 7 External Transferability Thick Description
Multiple cases
Reliability Dependability Audit Trail
Obijectivity Confirmability Chain of Evidence

However, the use of the quantitative terms in qualitative research are common

place in UK and European studies (Morse et al, 2002) and is acceptable as the
goal of all|l research is o6finding plausib
14). In his bo& Interpreting Qualitative Data, David Silverman (2011) uses the

terms validity and reliability as concepts of credible research, so too does the
work of Cotton et al (2010), Ob6Leary (20:

Credibility equated with internal \idity is concerned with having sufficient data

to support claims made in the research project and is achieved via member checks

and triangulation. Silverman (2011) offers two types of validation errors, type

one believing that a statement is true whers ihot, and type two rejecting a

statement when in fact it is true. These may occur as a result of reactivity and
researcher biases. More importantly how they can be avoided/limited in this
study. Member <checks, or r By alowntltke nt 6 s v
researcher to seek verification from participants about themes and constructs
developed from the data collected and analysed (Mertens, 2010). These checks

may be formal or informal, technical or reflexive but compatible with the

particular research design and process (ibid). Triangulation uses a number of
combined methods in order to produce 0a
objective representation of the object [
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findings obtained are the same amsar, then the validity of those findings and
conclusions has been established (Silverman, 2011). However, according to

Sil ver man, (2011) triangul ati on and re
i nappropriate t o gualitative i caanetear c ho
6guaranteed the truth, while Denzin and

these tools are Obest understood as a st
richness and depth to any inquieth@ad (1 bi d
triangulation is not appropriate for all, that it can be used for factual information

member checks should be used for all other types of data.

Each of these credibility measures were employed for this study. Triangulation in

the form of multii methods, survey observation, observatioin interview has

added breadth and depth to the investiga
collection leads to richer understanding of the social context and the participants

t hereind ( Ka untelviewctdanscri@gsOn@rd giver to interviewees so

they may validate or amend as appropriate.

Transferability equated with external vV a
make judgements based on similarities and differences when comparing the
research sitwuations to their owno ( Mert
afforded by the case study approach (Thomas, 2011) will provide sufficient detalil
to allow those judgements to be made. In the context of this study, the thick

description was obtaed from the various data collection strategies employed.

Dependability, or reliability in quantitative terms, requires transparemgying a
detailed description of the research strategy and data analysis methods, and
explicitly stating the theoretal stance from which the interpretations take place
(Silverman, 2011). Yin (2002) advises the use of a case study protocol detailing

each step of the research process, an audit trail as a tool to aid transparency. A
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problem with dependability is thahe social world is always changing so
replication of any given study is not always possible. In regard to the data
collection methods employed for this study, dependability was enhanced by
maintaining observation field notes in the manner prescribed Bgrdo(1971)

and Gillham (2000), that is taking short notes at time of observation, expanding
these as soon as possible once the session is complete, maintain a journal and the
analysis and interpretation is a continuous reflective process. Silvermal) (201
further advised that the researcher should distinguish between the ideas and
concepts introduced by the participant (emic analysis) and the researcher (etic
analysis) themselves. Dependability of interviews is achieved by thegineg

of the intervew schedule, recording interviews, transcribing and finally

Opresenting |l ong extracts of data in the

Finally confirmability, equating to objectivity, means how the influences of my

values and judgements are mingel in the research. Aaciing to Mertens
(2010)confirmability means Ot hat the data
figments of the researcherd6s i maginati on
providing a 6échain of e vity & enaictaenéd by For n
keeping all completed survey instruments, observational field notes, focus group

transcript and interview transcripts.

In the first section of this chapter | attempted to outline my positionality, my

values and beliefs so as to enathle reader to make their own judgements and
interpretations about this research. Wellington (2000) asserts that for case study
research ¢6éa | arge part of the onus rests
study research is a function oftheread as much as of the res
| have attempted to show rigor, measured by credibility, transferability,
dependability and confirmability throughout this investigation, but my success in

this endeavour is not judged by me, but by you théerea
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3.9 Summary

When considering thisr indeed any researgmnoject,the decisions as to how the
research will be done and what methodological approaches to adopt need to be
addressed. What are the appropriate methodologies and methods | should use to
answer my questions? This chapter begins with a review of my phiicabph
stance and how my work as an accountant (in a previous life) and now as lecturer
for the past 18 years has influenced that stance. My patrticipants are students and

coll eagues so the concept of déinsider re:

To answer my researchuegstion, a case study methodology was employed
allowing me to gather data from many and varied sourcasrvey, observation

and interview. Each of these and the justification for doing so was explained.
How the data was analysed is outlined. Finally, main aim is to produce a

rigorous reporand the measures of that rigoe discussed.

The next chapter reports on the data gathered, and if as | intended, | have followed

the advice of Sikes (2004) O6never to th
@bviousd, never to take anything for gra
unquestioneddé (ibid: 15) the reporting

allow the participants voice to be heard.
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4.  Findings — Setting the Scene

This chaptewill set the context of the study, which took place within a Business

School of an Institute of Technology in Ireland. The chapter provides the
background to the data gathered from survey, observation, focus group and
interviews which illuminate the leanyg culture within that institution and how it

impacts orEWL. The Business School has been offering programmes to students

since the foundation of the institution @970.1 t oinse @ f Il rel andods
integrated Business Schooks,unique learning community priding itself on its
relationship with its students. The School incorporates undergraduate,
postgraduate, executive and entrepreneurial education, with links to business, the
professions, and international educafion ( B u School &Velsite 2014:1)The
chapter includes an overview of t he Bu
modules delivered within an AfL environment and those that areAfilon The

students who participated in the survey, those classrooms which were dbserve

will be illustrated as will the lecturers who granted access to their classroom and

those that were interviewed.

4.1 Business School’s Assessment Policy

In March 2009, the Waterford Institute of Technology introduced a Learning,
Teaching & Assessemnt Strategy (LTAS), the pur pose
the student learning experience by establishing a framework fordogating

decision making across the Institute on the future development of Learning,
Teaching and As s@ostsbaoesndthios dgc@niet verel hoth

internal and external to the environment. Internal in the form of learner intake,

the curriculum, teaching, learning and assessment practices and the linkages
between research and learning, teaching and assessment. |Ekketoes

included national policy, European policy and the quality culture.
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In line with much rhetoric in higher education institutioms tnstituté Strategy
Plan20071 0 st ates that WAthe | earner i s at toh
45). The LTAS outlines the rights and responsibilities of the learner. The rights

relating to assessment include receiving information about methods of and criteria

for assessment in a timely manner, appropriate teaching in preparation for those
assessments nad to Arecei ve appropriate, comp

feedback following those assessmentso (L

The LTAS recommends dan appropriate bal
assessmento (p 20) SO0 aspintom sdidirected e t he
learner. At the time of writing the LTAS, the terminal exam was the most widely

used method of assessment and this document supported the movement away
from terminal exams to develop and design methods to assess deeper learning

Airat hermabtihanyamno memorise and recall i nf

The Assessment poy within the Business Schodaitates that each programme

must have published learning outcomes, the achievement of which leads to
attaining an award or graduating. Each progranma a number of modules

(normally 5 credits per modr), and each individual modulaust have its own

learning outcomes and published assessment strategy which should inform the
student in a timely fashion as to what [
The assessment strategy should be appropriate to the learning outcomes. Each
programme should have an assessment schedule which details each modules
assessment mode, method and deadlines, if appropriate. These assessment
strategies should be reviewed periodically to take account of any feedback from

students, lecturers and extereahminers.

The role of lecturer in the Business School relating to assessment is to, (for each

module they teach) prepare students for assessment, set exam paper and suggested
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solutions, correct studentsod6 scripts, C
examiners anattend programme board meetinghe average teaching timetable

for lecturers is 18 hours per week, so each lecturer has a heavy workload. The
requirement to provide timely constructive feedback is something that requires

time and resourcon which in the current economic climate in Ireland is ketyi

to be forthcoming, confirmingChunnuBr aydads ( 2abdudack of i ndi ng

resourcs.

Many of the students in higher education require teaching, particularly during

their first year. Thegui rement#i fect ®&d ebf udngaby i s con
modules, for examplmodules are taught over a 12 week period and the ledturer

student contact time is 3 or 4 hours per week. When reviewing the module
descriptors the required study time exceeds H@lrs, indicating to the student

the need for selflirected study. Many students,line with what the respondents

of Newton (2003) study suggesteed to be taught, want to be taught and are

unfamiliar with the concept of setfirected study/learning.

I f we are to accept Newtonébés (2003) conc
then the student is central to the assessment policy. Is this what the student
wants? A survey of firsgear studentat the HE institute (MacManus and Taylor
2013) where this study is locateshows that 80% of participants prefer CA to
exam based modules, with the same percentage stating they would prefer more
CA than exam based modules for the first year programme. Approximately 70%
of respondents mostly or definlgeagreed that they learnt best from CA modules
with 87% indicating that CA modules helped students to develop key
employability skills. The data gathered from the focus group concurs with this.
All but one of the focus group participants preéerCA modules. That one
dissenting voice told of her apparently photographic memory and how she can
recall just about anything she reads/writes and has always done bettamsa e

than in CAi she explained
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Owhen | was doing the doglxzaidng cert ,
never write an essay, but one day the teacher told me to write out
an essay, she corrected it and | wrote it out again. When the
teacher was happy that it would achieve a good grade, | learnt it off

by heart

Regarding feedback, 80% of participgum the MacManus and Taylor (2013)
studyare happy that they received timely feedbabky focus group participants
gave a mixed response to feedhaskrepaied in the next chapter

4.2  Students who completed Survey Instrument

In selecting students tmmplete the survey instrumeatguestionnaire to explore
students responses to AfLwas conscious of the need for these students to have
experienced botlAfL and nonrAfL environments. For this experience to be
meaningful, third year undergraduatedsnts were chosen. The reasons for this

are many: students have experienced five semesters of higher education; across all
programmes AfL and neAfL modules are delivered; my assertion that students
have grown in maturity which positioned them to conmgligte instrument in a

mature manner.

The suite of undergraduate programmes from which the participants were selected
include; Bachelor of Business (Honours); Bachelor of Business (Ordinary);
Bachelor of Arts (Honours) in Accounting and Bachelor of AH®nours) in
Marketing. Two other programmes offered by the Business School were not
considered as the students were on work placement or international study. The

numbers enrolled on these two programmes are small.

A further programme was omitted aseview of the programme documentation

and module descriptors revealed that the modules undertaken in semester six are
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nonAfL, so not allowing for a comparative. The modules chosen were
Management Accounting; Taxation; Managerial Accounting; Developing
Leadership Skills; Saleand Marketing; and Enterprisevhereas the original

survey instrument (McDowell et al, 2011) was distributed to students of English,

Education, Psychology and Engineering,

4.3 Classroom Observation — students

The classes to observeeeded to be selected from the third year cohort to
maintain consistency with the survey respondents. These classesfiiaalitto

my lecturing hours and | wanted observe the same group in both environments.
The class with best fit was the BachetdrBusiness (Ordinary) and the modules

were Managerial Accounting and Developing Leadership Skills.

A review of the module documentation does little to gain insight into the learning
culture on a particular programme. Instead, it informs the readke afidicative
content, teaching and assessment strategy, stletgater contact hours and
number of hours of independent/sdifected study. While worthwhilethis
technical approaclis generic across the Business School. To understand the
learning cilture, observing classroom practice is essential. To this end, the field
notes from my observations of this module together with data obtained from the
focus group will be used to illustrate some of the key factors shaping the culture at
that particular pint in time. Hodkinson et al (2007) offered a number of
dimensions which together aid the understanding of the learning culture and it is

under these dimensiofisat | aimto report my observations.

4.3.1 Course Specification, Assessment and Qualification

drhe Bachelor of Business is a three year ab initio degree that provides students

with specialised knowledge across a wide range of business ateaslegree
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focuses on developing student knowledge in critical areas of business studies in
conjunction with developing interpersonal and communication skills that are
necessaty n t odayo6s b us(WIiTeV8ebsitee 2014). rThenappéed t 6
nature of the coursallows graduates to undertake tasks and assignments similar
to those they may experience in industry and commerce. Entry requirements for
2013 and 2014 were 200 and 205 Irish Leavingiftmte points (see Appendix

I) respectively and applicants must bBapassed achieved Grade D3 five
subjects including English and Maths. From thisi#tybe assumed that students

on this programme are not academically high achievers. For some, anecdotal
evidence suggest s, with fewei expedctitne beibgepased e r
on them by the lecturing staff and school management as highlighted in the focus

group comments:

opt

OLevel 8 programme was too dauntingd

(Focus group Participant, Nov. 2014)

For mature and advanced entry students who have complgtmtlang back to
education programmgéhis is the only programme offered to them in the Business
School.

On graduating, students may apply for

ot

t he mai n busi ness functi ons acrldss al |

website), alternatively they may continue studying to achieve an Honours Degree
from the Business School. The focus group participants indicated that this is the
route many hope to follow. It is interesting to note that a large percentage of

graduates al in fact gain entry into the final year of the honours programme so

while the school sdé expectations of these

the students themselves who strive to achieve the award necessary to apply for the

level 8 programme Three focus group members expressed their wish to continue
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to Mastersod6 Degree (|l evel 9) , and two of

programme.
4.3.2 Location and Resources of the Learning site

The observed classrooms varied considerably. RerAfL module the room,

situated in one of the newer buildings, was airy, bright with free seating and the

|l ecturerds desk situated in the top corn
decorated the walls. This layout allowed for freedom of moverbett, lecturer

and student, which in turn encouraged freedom of expression and opinion. To an

outsider, it would be difficult to distinguish between lecturer and student.

In contrast, the classroom for né&fL module located in the older building was

dark with artificial l' 1t ghting, fixed the
the top and centre of the room. The white boards and screen were fixed behind

that desk.Once seated, students had no freedom of movement and the lecturer, at

least during the observed sessions, tended to remain behind the desk. There is a

clear distinction between lecturer and student on this module.

4.3.3 Syllabus; time students and lecturers spend together

The AfL module covers five topics over the 12 week semester, three hours per

week. Each topic is delivered and assessed by means of

1) Lecture, role play, film, games;
2) Group task four members per group;
3) Academic Articles;

4) 1,000 wordassignment, based on the first three components.

When corrected, feedback is given via notes written on assignments and verbally
to each group with individual feedback being available on request. Each topic
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builds on the last, so evidence of learning @mdgression should be seen as

assignments are completed.

The nonrAfL module covers a similar number of topics over the 12 week
semester, four hours per week. For each topic the lecturer puts notes and question
banks on the schoot$aedo download toruse duringltlass.h st u
Topics are delivered didactically and assessed by means of a 2 hour end of
semester exam consisting of both computational and theory type questions.

Il nformal f eedback i stheé&ectumer rhag trk teroughrihe 6 h o me w
solution on the white boardbut there are no regulations for providing formal

feedback on the actual exam.

4.3.4 AfL Module - Position, disposition and actions of students and

lecturer

This group is large, approximately 50 students with a number of Erasmus
participants. It was interesting to note that for each of the observed classes, these
non-national students all sat at the front of the room, while the Irish students
fought bfack tskeat & o. This 6édback seatd pos
to constant chatter, lack of interest in the topic/module and sleep. One such
student was observed filing her nails and when she became aware of being
observed she frowned and put the filglaway, (April, 2014).

There was a tendency among the cohort to take verbatim notes rather than listen to
what the lecturer was saying, yet when asked to take naiasthe content of a
video clipi few did so. Again, it was very interesting totediow engaged the
Erasmus students were with that video clip, compared to the Irish students whose

body language and facial expressions screamed boredom (March, 2014).
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Students do not take the opportunity to ask questions, but when real life situations
are applied to the topic under discussion, there was a complete transformation in
the class, with all students engaged in the discussion, wanting their opinion to be
heard (April, 2014).

The lecturer is female, working in the Business School for the pagtar@ and
her approach to teaching and learning is best described by her staff profile
Oteachingdé entry:

6l believe that when individuals ar
achieve their potenti al and have
performanceimprove when they are positively engaged in the

learning process. To this end, | am particularly interested in
experiential teaching and learning methodologies and | have
attended training courses to develop my understanding of both

ProblemBased Learning(PBL and bl ended | earning

(Lecturer Staff Profile, 2014)

This statement is confirmed by observations where the lecturer tries to engage the
students actively with the learning process via the various methods of content

delivery, promotingliscussiorusing prompts and ensuring that:

the student is never wrong; the question/answer is turned so that the
student feels he has contributed to the discussion, also allowing for

a more confident response the next and subsequent time.

(April, 2014)

Problembased learning was also observed, where the students are required to

solve a real life business problem. Each student group had to convene a meeting
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to decide on a patrticular strategydolve that problem. One group member took
on the role of observérthis rotated among the group members for different tasks

i who had to report to the class as a whole.

frhe purpose of todayés cl a&ss is to re

(Lecturer, April 2014)

This reflectivity required each observer to report on the actions of their group
members and how those actions relate to the theory underpinning the topic under
consideration. How the problem was solved by each group sessded and

how to incorporate these alternative solutions into the forthcoming assignment was

considered.

4.3.5 Non-AfL Module - Position, disposition and actions of students and

lecturer

A slightly different cohort, in that th@eumber of students on this module is
smalleras compared to the AfL modul&he Erasmus studentsho participated
on the AfL module are not required to enrol on atidules on this programme,
they have the choice of selecting from #rdire suite of modek in the Business

School.

Similar to the AfL module, on entering the classroom studextisd for the back
seat then, when seatedhe process of settling in began, i.e. finding pen and
paper, calculator and laptog-ifteen minutes into the first olxved session, some
were still emptying bags. The group is easily distracted: illustrated by the

accident al opening of the door which res:
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Notes are taken verbatim, although the same notes are availablerdagtogs.
Rather than using the laptops for class purposes, a number were being used to

watch o6you tubed clips and films none

A student has just begun to watch a movie on his laptop, with those
sitting beside antehind him joining in. (April, 2014)

Computational type questions are favoured by the cohort with many students

asking for more examples but when asked to produce the attempts on the
questions previously distributed, very few students were in aigog do so.

Yet these questions are similar to what to expect in the end of semester exam.
When the exam was mentioned, the atmosphere in the room changed, heads
raised, and like soldiers, the students, stood to attention to glean whatever

information was being given. Theory based questions, even when related to real

life situations, were greeted with little response and no engagement an entry in my

field notes describe this style of question:

If | were a student, would | be bored? Yes, the topigoisgreat,
but the lecturer is making it as interesting as possible, using real
world examples but to no aViastudents just not engaging.

(April, 2014)

The lecturer is male, d@nhas been lecturing the Business School for the past 11
years on a range of accounting modules at various levels. A qualified accountant
having worked in that sector for a number of years prior to joining the HE sector,
his teaching approach is didactwith little input from the student cohort. This

lack of input from the student body is at times -smlposed. For example,
towards the end of the semester the lecturer asked that the group email him

regarding what topics they wanted to cover in thestexi class. No student did
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and at the beginning of that revision class, they were again asked if they had any
particular topic to revise the response was silence and when given the option the

students left the room rather than take the opportunity fosioev

The lecture notes and the question and solution banks available to students are
very comprehensive, covering the given topic in great detail, questions range from
very basic to very advanced. A review
that hese questions are very similar to what appears on those exams, by doing so
the lecture, perhaps unknown to himself is promoting rote learning with this
particular group. The observations indicttat this is what students wawhy

this is so may be as the result of wider social and cultural values and practices.

4.3.6 Wider social and cultural values and practices

A focus group was conducted in November 2014 with a group of students from the
Bachelor of Business programme txpre the wider social and cultural values
and practices of this particular group. The group comprised a mix of mature, non
national and traditional students which led to a varied and lively discussion. The
mature students had come to college followialg fedundancy and viewed this

opportumurt yseacsondd chance, to make | ife

(mature student). The nerational students came from Eastern Europe and Asia,
i n | r edetndo uro edd u c dnorinational istadenEumdgps fees aréd
high for these student@ve c annot @mother noghatibnal stiident).l 6

Only three members of the focus group have-pare employment. Thesasons
offered as to why others did not have jobs was the lack of time antk#teto

concentrate on college work.
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All of these students have obtained the Irish Leaving Certificate or equivalent and
the majority are the first in their immediate family to enter Higher Education.
None of the parents of the focus group members hadjusliifications, with one

participant informing me:
60it wasnb6t thenddone t hFAGBY back t he

All participants have cousins who have a HE qualification, and it is these relations
who inspired these st ud e rtheyhaviegood st e r
with prospect8 a cng  on& focus group member.

The huge expansion in higher education in recent years has made the exploration
of the wider social and cultural values and practices of the entire population of
this studyimpossiblefor this limited investigation, but what was uncovered in the
focus group was the desire of these students to achieve, to progress not only in
their existing world of HE but irhie wider arena of life itsklbut their actions and

practies either beliehis or offer a very particular view of what this means.

4.4 Summary

The aim of this chapter was to illuminate for the reader the learning cuiture
place in both the AfL and neAfL classroom. These findings suggest an
expansive (Davies &cclestone, 2008)earning culture in the AfL environment
enabling 6students to maximise their
. as well as enhancing their own learning processes, rather than merelygmeeti
t ar g et 8008:7%).inlconthast, he noRAfL environment was found to be
restrictive (Davies and Ecclestone, 2008) or one in which division and conflict

t

exist (Hodkinson et al, 2007bwhich é g exatly acted as barriers® | ear ni ng 6

(ibid, 2007b:407). The differentiation betweetihe two modules is, as highlighted
in the next two chapters, as a result of module/curriculum deaggessment
content/tasland not the practices and teaching style of the individual lecturer.
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The nex-t chapter presents thekBeelearmitigudent s ¢
environments to determine which might lead to educationally worthwhile

learning.
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5. The Students’ Perspective

This chapter presents the stimganiAiLsd expe
modules and modules that are delivered in a more traditional manner, and how

they interact with the challenges of botlihe themes generated by my findings,

obtained via surveyMcDowell et al, 2011)classroom observation and focus

group concur in the ain with themes found in the literature. A cautionary note,

as is usual in social science research, the literature review was conducted prior to
gathering and analysing the data, an established survey instrument was used, so

the themes generated from firelings were deducted from the literature.

5.1 The Learning Environment

OA key purpose of the questionnaire was
differently to AflLand noPAf L modul esé ( McDowel | et al ,
of the survey findings sggst that students do not distinguish between differing
assessment and learningreanments. Table8 below depicts the conditions for

an AfL environment (the components of each are set out in Tabléhé&ynean

scoresand the standard deviatioralculated from my datattributed to each.

Analysis of the focus group data and the observation of classroom practice
however reveal a different picture. The focus group participants had never heard
of the terms formative assessment or AfL with oheusd e nt as ki ng O01i sn:q
fancy term for CA?0 | f t hat iI's so, t h
i nteractive and that Oyou | ear rRAfLmor e i n

classroom O6you are just going through t hi

108



Table 7: Components of the Conditions for an AfL Environment

Conditions for an AfL
environment

Components /Survey Questions

Formal feedback

1,4,16,18,19,22,23,25,27

Informal feedback

1,5,6,7,8,9,10,11,15,25

Practice knowledge, skills and
understanding

4,5,6,12,14,16,20,21,22,23,27

Assessment tasks which are
authentic

2,3,4,8,9,10,13,14,15,17,20,24,26

Develop student autonomy

2,3,5,7,9,11,12,14,22,23,27

Balance of Summative and
Formative Asseasent

1,3,4,7,8,11,12,13,14,17,18,19,20,21,22,23,24

27

Table 8: Conditions for an AfL Environment Mean Scores

(findings from this research)

Conditions for an AfL environment AfL Module non-AfL Module
Mean | Std Deviation | Mean | StdDeviation

Formal feedback 2.28 0.917 2.41 0.993
Informal feedback 2.16 0.992 2.53 0.133
Practise kn(_)WIedge, skills and 295 0.015 251 0.245
understanding

Assessment tasks which are authent| 2.37 0.946 2.67 0.854
Develop student autonomy 2.39 0.364 2.71 0.523
Balance of Summative and Formativ 239 1021 o5 1067

Assessment
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Observations of the AfLmodule classroom did satisfy the conditions and
highlighted an environment that is rich with informal feedback, students applying
knowledge skill and understand to authentic tasks with a balance of summative
and formative assessment illuminated in thdof@ing manner during the first

observation session:

The topic being covered was team leaders. In previous class time,
students were given notes and articles to gain an understanding of
the topic, followed by group session whereby the students held
busnhess meetings to decide on a particulargatned strategy.
The purpose of this class was to reflect on what happened during
that class. Lecturer began by giving informal feedback on how, in
her opinion the groups worked with particular emphasis otetira
leader. It was not long before the students began to engage in this
informal feedback, commenting on their own contribution and the
contributions of their team members. This peand self
assessment was based on lecture notes and articles. dbwass
which students hadeviewed and studied these hants. Those
that did had the ability to apply thi
wor |l do t as k .-studenfT diseourde evast formaive in
nature, no contribution wasdght or wrong, each was used to
progress the discussion which formed the basis of the 1,000 word
summative assignment.

(March, 2014)

This learning environment was demonstrated furthether second observation

session:

The topic under consideration was leadership style and a film
showing a number of orchestral conductors to highlight different
styles was viewed. Once complete the lecturer began the discussion

by asking a number of questi® about each leadership style. As
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with the previous week, the students engaged with the topic, peer
and lecture informal feedback was free flowing, no answer being
right or wrong each acted as a springboard for further discussion

which appeared to aidarification and understanding of the topic.

(April, 2014)

Learner autonomy descri bed as the ability t
(Holec 1981) and discussed gage 48 is developed over time and this was
confirmed in the AfL module over the observation period. During the first session
the students were slow to contribute and needed prompts from the lecturer to
engage with the topic. Confidence, knowledge dkitissdeveloped and grew

over the period as illustrated by this observation:

The group has a number of Erasmus students, whose first language
is not English. During the first observation session, this cohort
were very quiet and appeared to be disengageatdywhen asked a
direct question one particular student did respond and raised a
number of very relevant points for discussion. Three weeks later
these students were actively engaging in the discussion, in fact

began the confident, competent discussioa humber of instances

(April, 2014)

Within this module formal feedback is given when requested by an individual
student. During week 11 of the twelve wesémester a number of students
approached the lecturer requesting feedback and appointments were made. A
number of these same students requested group rather than individual feedback

even though the assignment was submitted on an individual basis.
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The suvey response for the neAfL module suggested that the learning
environment also satisfies the conditions for an AfL environment, the reality, as
observed, illustrates a rather different picture. Formal feedback was not observed

in any of the observatiogessions as this module is assessed as a two hour end of
semester exam. Informal feedback between lecturer and student was noted but
only in a 6is my ho me-aodrs&fassessmént réisedeanner ,

number of concerns for this observer, édaample:

The solution to a computational question was written on the white

board with the | -bysttuerpedr adpeptraoialcihn g na hdo
get to the right answer. The students sitting closest to me had not

completed the homework and so rather tbancentrating on how

to work through the question, they franticly took down the solution.

When the opportunity arose for some feedback on their own work,

they spoke among themselves rather than the lecturer. The student

who was giving her version of theolution was incorrect in her

understanding (I lecture on a similar module), but the students in

this subgroup seem to accept this version rather than asking the

lecturer, who gives ample opportunity for them to do so.

(March, 2014)

Practising knowledge, skill and understanding on this #fh module was

facilitated by means of a question bank being made available to each student to
downl oad from the institutesd | earning b
formed the basis for each of thiasses | observed, however, a large percentage of

the group had not downloaded a cdpwlthough the majority of students had

laptops at their disposal.

When working through a solution, the lecturer showed the question

while completing the solution orhé white board. Rather than
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follow the solution, a number of students took down the question
which they had available to them at the click of adyut

(March, 2014)

When this observation was put to the focus group, the response startled me:

Student: 0l tdbs easier to |l earn the quest.
Me: 6Sorry, but why would you want |
Student: 6l f you don6t | earn the questio

solutiono

As | type this exchange, | am even more baffled by ihe®tocus group members
stated that i f vy o uyouhave the questiowand dolotien aj u e st i
on the same p ag.eThisdesctibhsewhat thetiteratpré labele a&
rote/surface learning and challenges what advocates ofb&fieve, discussed at

length above.

This was not the only incident. During another observed class session, the topic
being covered was theory rather than computational and again the lecture notes
and hand outs were available on the learning blackbdatd s

Few students had the notes printed out or downloaded and so are

concentrating on note taking rather than the explanation.
(April, 2014)

There was no assessment task observed, so | cannot report any findings on this
condition. Developing student autonomy, whereby the student becomes an

independent, responsible and gelfjulated learngrwas not obvious in this
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module. In fact the opposite was observed. Students are dependenleciutiee

to provide notes, hawdts, questiorbanks and solutions. As outlined above a

| arge number of students did not downl oa
is called into question. This lack of autonomy was demonstrated in the final

observation class:

The lecturer had asked the stotteto forward to him topics for

revision during the final week of class time. Not one student
contacted the lecturer and during that final week they, the students,
opt to leave class early rather than accept the opportunity for

revision work. (April, 2014)

The assessment strategy on this module was entirely summative, so there was no
balance between that aridrmative assessment, put simgdy a focus group

participantyouaré hi t @i eimda old i(RG5.m ex amd

The analysis of the survey instrument indicated little or no difference between the
learning environments of modules where AfL is promoted and where it is not. In
reality, the AfL module does appear to satisfy the conditions for AfL, while the

nonAfL module does not.

Further analysis on the findings from each module, using principal component
analysis, helps to explain these findings in more detail. Four components/themes
(Table 9) are derived from the survey respondents, compared to three in the
original study (McDowell et al, 2011), staff support and module design;
engagement with the subject matter; assessment, feedback and grade; and peer
support. Each of these themes Wil discussed below using data garnered from

the survey instrument, classroom observations and the focus group.
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Table 9: Section 2: Module experience: principal component analysis

Rotated Component Matrix®

Component

1 2 3 4

Q21 .648
Q2.2 489
Q2.3 .397
Q24 .787
Q25 799
Q2.6 791
Q2.7 457
Q2.8 .555
Q2.9 576
Q2.10 575
Q2.11 .607
Q2.12 579
Q2.13 513
Q2.14 731
Q2.15 436
Q2.16 521
Q2.17 .326
Q2.18 .596
Q2.19 .806
Q2.20 .375
Q2.21 .676
Q2.22 462
Q2.23 .535
Q2.24 721
Q2.25 .707
Q2.26 713
Q2.27 .604

Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.

a. Rotation converged in 6 iterations.

5.1.1 Staff Support and Module Design

Elements contributing to this theme include staff patient in explaining; staff
support in approaching set work; students are encouraged to think about how best
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to tackle setork; clarity as to what student is to learn and what to expect from
assessment; what was being taught matches what students are to learn and the

assessed work; and the module is more about learning than assessment.

One item,this module is more about leang than jumping through assessment
hoopswas not categorised in any component in McDowell et al (2011) study but

my analysis categorised it under this theme. This, | suggestbe attributed to

the teaching, learning and assessment strategy adoptéldeblecturer at the

module design stage. When considering the AfL module, students linked the
statementd | was prompted to think about how
mi g ht i tongpaff suppertd This survey finding was supported by the data
gathered at the focus group phase, as the students described how the-ledturer

class discussion on assignment feedback, developedsselésment capabilities

which aided future selimprovement.

Survey findings for the neAfL modules included element®lating to choice;
choice as to how students went about their learnamgichoice of what aspects of
the module to concentrate .ofhese elements would appeaetwourage surface
learning, concurring with the findings frothe classroom observations atit

focus groupwith both suggestinthe studentérote learn for nosAfL modules.

5.1.2 Engagement with Subject Matter

This theme is comprisedf teaching, understanding, enjoyment, support,
opportunities to develop skills, test out ideas and relevance to outside world.
These el ements are consistent with those
study. Analysis of my survey instruments aisoludedstaff enthusiasm about

the subjectunder this theme. The lecturer on the AfL module utilised many

different strategies to deliver the module and to engage the students, for example

during the observation phase, notes, articles, role play, gamdsfiams were
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empl oyed, al |l of which showed the | ectur
group. This choice, together with opportunities to develop skills in this subject,

was clearly evidenced in the observation of the AfL module, as each group

membe had to take on the leadership role at least once during the semester, and

his/her abilities playing that role was assessed by the other group members.

Other elements included under this heading are working and talking to each other,
evidenced during the AfL classroom activities, further encouraged engagement
with the module content, but this working and talking together was driven by the
lecturer and aegquirement of completing the given task. These elements, working
and talking to each other, were not categorised under this theme for tiAd¢Lnon

modules rather included in the pesmpport theme discussed below.

In relation to the no#\fL module, the catent included many threshold concepts

which require a didactic method of teaching. Obsemsuatiwvould suggest that the
non-engagement with the subject matter stems from this teaching method as the
student cohort do not view themselves as active pantitspa the learning.6 We

donét do anything in class, just sit thei
the board ( FG 5) . This quote from the focu
group of s tiondtewatdstite n@AfL snpdals, which may gain,be

a result ofmodule design rather than pedagogical styles or relationships between

lecturers and students.

5.1.3 Assessment, Feedback and Grades

This component did not emerge in the original study (McDowell et al, 2011).
Analysing my studentsd responses for the
relate to the assessment method itself, feedback and grades. The assessment
method on this module wdsre 1000 word assignments completed over the 12
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week semester. The lecturer supported the students in their approach to that

assignment as revealed during classroom observations:

How to approach the questions in the next assignment were
discussed. (April, 2014)

d dondét want you to give me a summar )
assignment, | want you to show me how you think about and

understand fte assignment topia).

(AE 1, AfL Lecturer, March, 2014)

The survey instrument asked participants to consider feedback as a means to
improve learning and clarify understanding, which 48% of students
agreed/strongly agreed with. Classroom observations suggest a much improved

stance:

Verbal feedback on prewis assignment began a heated debate on
the assignment topic and how those that did not get the grade they
expected could improve. This debate was general, not relating to
any one individual and the lecturer reminded students of her

availability to given érmal feedback on an individual basis.

(March, 2014)

Focus group participants also discussed the issue of feedback. Feedback, in their
opinion, should be verbal, &id understanding, but is only appropriate when you

can use that feedback for future assignments and assessments. Feedback with no
grade is of little use, according to the focus group membedsvas t h o u t knowi

where you currently stand, you cannotusk e f eedbad¢FG3)t o | mpr ove
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Good grades are awarded for understanding the subject rather than rote learning
the content, according twver 74% ofthe survey respondents. This contrasts with
classroom observations and focus group comments. Fompéxamy observation

field notes include:

Very few students taking notes on what the lectuas explaining.
(March, 214)

Total lack of interest when lecturer breaking solution down into
simplified steps with wayegloywd udent con
want It done i n tdhet oe xuannd, e,ragd adh dn dhto wid
guestionignored by the lecturer. (March, 2014)

5.1.4 Peer Support

A final theme/component identified focuses on peer support. For my stisdy

theme emerged from bottlassroomenvironments but observations revealed

different types of support. In the nédL classroom, peer support in the form of

working (60% of respndents)and talking(72%) with other students helped in

developing an understanding of the subject and improves learning together with
students supporting each otH€0%) when needed(survey response analysis).

Observation data would suggest that thalents do work, talk and support each

other, butasmy observation note on page 18 ove showed, it i s
expertd on whom the other students pl ac:e

role is unwarranted.

Similarly, the survey instrument sgested that within the AfL environment
students support each other and tried to give help when it was needed. Evidence at
the observation phase revealed a tendency to support friends rather than the class

as an entity, illustrated in the following:
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Classwere divided into selfelected suigroups. When responding
to the questions posited by the lecturer the nominated speaker was
supported by his/her group members with each member joining the

discussion and nodulj agreement. (March, 2014)

Subgroups today were selected by the lecturer. When answering
questions the group did not support the speaker from their own
group, but when their friend in another syioup was responding
they shared their views which could have erdeahnthe response of

their own group. (April, 2014)

Concluding this section, the findings of the survey show little or no difference
between the two module types under investigation. However, the observed
practicesand responses reality reveals a stark difference in how the majority of
students engage with each type of module. The results for observed modules are
significantly different the average grade for the AfL module was 62% while that
of the norAfL module was 41%. So while the findings from the survey
instrument do not correspond with the findings of McDowell et al, (2011) the
findings in my study indicate that reality is that these students do respond
differently to AfL and nopAfL modules.

5.2 Approaches to Learning

The literature informs us that it is the learning culture that influences how the
student approaches his/her learning. This section details how the student body
who complete the survey instrument responded to items relating to approaches to
learning and studying. Similar to the original study (McDowell et al, 2011), three
components were identified, namedyrface approachdeep approactand effort

and organisation Tables 10, 11 and l#&low depict the findings from my study.
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5.2.1 Effort and Organisation

Table 10: Survey Findings — Effort and Organisation

Effort and Organisation

Question/Statement Agree| Disagree| Neutral
1.3 | have generally put a lot of effort into my studying 57% 14% 28%
1.6 I've been quiteystematic & organised in my studying 49% 31% 20%
1.11 I've organised my study time to make best use of it 42% 3% 19%
1.17 Concentration is not usually a problem for me 53% 27% 19%
1.20 If I don't understanding something while studying, | try 56% 20% 24%
different approach

Overall, the survey findings suggest that the respondents do not have a good

approach to studying. Some illustrations:
60% of respondents do not organise their study time;
47% find it hard to concentrate;

44% do not try different approaches when they fail to understanding the

topic; and

43% admit to not putting effort into their study.

These findings are confirmed by the observation of classroom practice where, in

the nonAfL environment, students werdbcs er ved watching Oyou t
relevant to class topic, no notes or question banks were downloaded or printed

out, students were easily distracted and it took 15 minutes for the majority to

prepare themselves for class. During class it was obsémaedhe students did

not know when or how to take notes. For example:

Lecturer said hedd gi ve ti me t o t a
explanation and him working through the solution, however a large
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percentage of the group began taking down the example
immediately. (March, 2014)

A further example where students did not know how to take notes is the taking of

verbatim notes:

One student has asked the lecturer to repeat the sentence, when he
does, she states ditrhsatt tiismendo ta nwh acto nyta
by reciting the exact wording of higdt utterance.

(March, 2014)

The revision class highlighted the lack of effort and organisation among the entire
group. As stated above, the lecturer had reqdebte students contact him with
topics for revision, none did so, but during the last class of the semester, a number
of students were concerned with issues pertaining to the exam including time
allowed, number of questions to answer and exam paper forfoathis observer,

this suggested a lack of effort and organisation, but during the focus group phase
participants from this same group highlighted just how organised the group was
and the efforts they adopted to enable and enhance their learning dyidgsttor
examplethi s group, while discussing 6reading
with their study group members. Elaborating, | discovered that these students had
formed study groups, meeting at a minimum twice a week, and every member of
the chss had active membership of a study group. These small groups existed
outside modules but facilitated a sharing of knowledge, learning and studying

among a ver motivated group of learners.

In the AfL environment, the majority of students appeared tarmre effort and
organisation into their learning and studying. As with all large groupings there
were some anomalies. Two students were observed sleeping during class time,

another filing her nails when supposed to be taking notes on a video clip, that
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same student clearing out her handbag and when asked to stop doing so, she asked
if she could be excused from class, to which the lecturer replied yes. These and
other behaviours are frustrating not only to the lecturer but so too for the group as

a whok. My own observation field notes commentary is:

Same two students completely disengaged. Why theyere is a
mystery! (April, 2014)

A very interesting observain from the AfL environment wathe reaction of the
Erasmus students in comsmn to the Irish students. The Erasmus students were
highly engaged with the task while the Irish students did not show the same level
of engagement. This task involved music not speech so no language barriers

existed, a factor which might be used tplein this differential in a language task.

5.2.2 Surface Approach

Table 11: Survey Findings — Surface Approach to Learning

Surface Approach

Question/Statement Agree| Disagree| Neutral

1.1 Often had trouble making sense of thimgVe to
remember 56% 25% 19%

1.4 Tend to read very little beyond what is required to pass| 41% 37% 21%

1.5 Much of what I've learned seems no more than bits ang 36% 38% 24%
pieces in my mind
1.8 | concentrate on what | need to know to pass 54% 29% 17%
1.12 Gear my studying to what is required for assignments 70% 15% 15%
exams

83% 9% 7%

1.15 | like to be told precisely what to do in essays/assignm

1.16 | tend to take what we've been taught at face value, 46% 30% 23%
without questioning it

1.19 Going through thmotions of studying without seeing 3204 350 33%
where I'm going
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Eight items on the survey instrument were grouped into this category, with the

majority of students indicating that they adopt a surface approdbbkitdearning

andstudying. 8% of respondents replied positive

precisely what to do in essaygsnd ot her assY%gespordedt s 6 an.

positively to 0l geared my studying cl os

assignment s Bahnofl thesexrespoasés are confirmed by classroom

observations, particularly the nénaf L ¢l assr oom, where stud:¢

engagement change completely with any mention of exam.

Student : 6Can you put more question
Il nstituteds Blackboard | earning space]
Lecturer: 6You have all the question
those, you have no problem with the e:
Student : 0Yea, but which ones shoul
dondt want t o wagant, ethensjudents jomedin At t hi

and commenting on the relevance of doing questicaitsniay not

come up on the exam? (April, 2014)

Similarly, during the final week of the semester, the lecturer suggested that he

recapped on issues pertainingth® forthcoming exam, including exam paper

ayout, exam | ocation, time allowed and

response are §$impoel dolsedENLEpPi n dropd ( /

Students in this neAfL environment did not ask quéshs, subjectelated or

otherwise, and were very accepting of what the lecturer said. During the first

observation session, the lecturer paused, a number of times, to allow questions,

but there was no response. He did this three times during that onsdssion
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and not one question was asked. This was repeated during the second observed
session, and during the final session, questions were asked, but had these students
being listening and attentive during class, their concerns and questions had

previausly been addressed and answered.

In the AfL environment, these same students were more open to discussion when
prompted by the lecturer; questions were posed and led to further debate among
the students themselves. When the lecturer gavdifeeaxamples each and
every student contributed to the discussion, with one student outlining the
leadership style of his boss which led to the class going beyond its designated
time. These discussions and debates were not stledgmather initiated and

directed by the lecturer.

This issue of not asking questions was put to the focus group members and the

responses are simple:

FG2 6 You just donodt, simple asb
FG6 6 Not a chancebd

FG3 61 6d be too embarrassed to ask que:

These responses, while womrgi are not surprising and may be as a result of a

shy/timid student, but it is this final comment that causes deep concern:

FG5 6Some | ecturers make a fool of y O
front of y 0 (to whith thers mwast tetal 6
agreement).
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The assessment strategy for this AfL module was via five assignments, requiring
the student to write 1,000 words on the topic under consideration. Similarly to the
nonAfL module, the mention of the word assignment did trigger student
engagement, but nan the same manner. There was the expected moaning, but
the discussion related to feedck from the previous assignment and how to
incorporate the games and group tasks into the current assignment. This
assignment was submitted by many students duriggfimal observation hour

although the submission date was not until the following week.

My observations did note an element within the class that did not engage with the
learning as fully as other students did and appeared consistently bored-and dis
interested in the modul e, but when | as ke
students handed in assignments on ti meo,
they received feedback on previous assignments, the only issue that concerned

them was the grade achexli  This observation highlights the linkage between

the surface approach to learning and instrumentalism. This instrumentalism was
highlighted again during the focus group when students confirmed that they rote

| ear n f what cloixeadmwe havihe last assignment is due in last day of
semester so wedll be working on that wunt
e X a m$hé rote learning acts as a straitjacket for many as, when they do not
remember module content for the next semesterstaent expressed feeling:

FG 1 d&Stupid, but first priority is to get the grade we need to
progress, once we finish the degree we can worry about how

we | earn/ studyod.

Further comments from another student told of feelings of frustration arising from
notr emembering module content from one se
choice do we have?0 | s thaproachtiotearrtng gi ven

and studying?
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5.2.3 Deep Approach

The focus group defined deep learning as:

FG2 6Learni hgabei ngr mor ed

FG 3

(@]

Doing everyth
ven the readi

D

i ng
ngo

you

ar e

Table 12: Survey Findings — Deep Approach to Learning

asked,

Deep Approach
Question/Statement Agree | Disagree | Neutral
1.2 I've been over the work thheck my reasoning and 69% 10% 21%
see that it makes sense
1.7 New ideas: | have often related them to practical 65% 19% 16%
real life contexts
1.9 Ideas I've come across in my academic reading 30% 36% 34%
often set me off on long chains of thought
1.10 Looked at evidence carefuttyreach my own 42% 23% 34%
conclusions
1.13 Important to follow the argument, or to see the 51% 16% 3204
reasons behind things
1.14 Tried to find better ways of tracking down relevg 44% 26% 200
information in this subject
1.18 In reading for this module, I've tried to find out f 3204 35% 33%
myself exactly what the author means
FG5 6 Doing that thing, handing

lecturer can comment then you can fix it so you get a

better gradeb6.

FG7 (|l aughing) oO0figuring

FG8 6 Seriously | ad

semester, for

S,

next

t 6s

semestero

out and

about
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The survey instrument produced seven items linked to the deep approach to
learning similar to McDowll et al (2011) findings. Two of these items relate to

reading which the survey participants do not do, according to these findings:

Item 1.9 |l deas | 6ve come across in the ac
me off on long chains of thoughbnly 30% ofrespondents agreed

with this statementand

tem 1.18:I n reading for this modul e, | 6V e
myself exactly what the author meanhsonly 32% respondents
agreed with this statement.

These findings were confirmed in the observations. Whedests on the AfL

module were required to read an academic article which the lecturer had chosen
for its oO6readabilityéo, |l ess than 10% of
so, with some of these only reading part of the article. The focus group
participans concurred with these findingsowever those few that do read the

articles do follow interesting threads with further readings and then share this

knowledge and understanding with other study group members.

The other five items refer tmakingsense of the workelating work to practical

or real life contextsr e ac hi ng o n e 6;%ollovimgrthe argumentanad s i 0 n
finding better ways to track down relevant information The student sé
agreed with the first two 69% and 65% respecyivaHowever, from the
observations of one particular class these findings do not concur with actual
classroom practices. What the observations show is that the students iAfi non
environment accept, unquestionably, what the lecturer says, do not appear6 t r y 6
for themselves and, when relating the work to real life examples, the students
appear disengaged and disinterested. In comparison, within the AfL environment

the students made sense of the work, by participating in various group tasks which

re-erforced the topic via role play and practical and real life situations.
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Less than 45% of respondents agreed with the items eachi ng oneds
conclusionsand finding better ways to track down relevant informatioifhe
observations did not provide amyidence that students in either environment

found better ways to track down information: indeed what was observed is that

the students relied heavily on the lecturers for notes, articles, question and
sol uti on b an kreach theiHowwcosck u dsalifficulsto abserve,

but on the AfL module, discussion and debate did appear to help students in their
understanding of the topic. Conversely, students on théflomodule relied on

each other for explanations (even if that explanation wasnect) of the topic

and solution to questions.

The i tem pfealtladwii mg tdared 64% apgreement with the
survey respondents and while the students observed in the AfL module, when
prompted by the lecturer, would concur with thisdfitg, those same students in
the noRAfL environment would negate this percentage, which suggests that the
AfL module promotes a deep approach to learning as found by McDowell et al
(2011), which should be rewarded by achieving higher grades.

5.3 End of Semester Results

The lecturers whose classes were observed gave the following end of semester

grades:
AfL Module: Averagei 62%; Highi 78%; Lowi 38%.

Non-AfL Module:  Averagei 41%; Highi 69%; Lowi 15%.

Is this a product of a deep approach tarméng or instrumentalismWithout
taking into consideration the |l ecturersdé

view, this question is unanswerable. Bhy combining the findings in this
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chapter with those presented chapter 6allows me to explorea reasonable

response to this questi¢gsee Discussion Chapter).

5.4 Summary

These findings address one of the research questions posed in thishstudy:
studentsod perceive the differing assessrt
their learning.

While the results of the survey instrument did not distinguish between these two
environments, thebservedclassroom practices and data gathered from the focus
groupilluminatethe differences that do exiStudents equate the terfiasmative
assessmerdnd AfL with continuous assessment confirming previous research
and believe that they learn more in this environment than on a more traditional,

exam module.

Approaches to learning and studying suggest that the students surveyed and
observed adat a surhce approach, withittle effort and organisation, and are very
dependent on the lecturer, regardless of the assessment environment. Observations
revealed that students are active participants in the AfL environment which may
be a result of staff supporh@ module design. This active participation leads to
higher levels of engagement with the subject matter which contrasts with the
reality of the norAfL classroom The focus group did indicate that students do

put effort and organisation into their studpd are a very motivated grquas
highlighted on page 122, buhis was not revealed during the survey or

observation phases.
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Tensions illuminated by these findings include the level of student dependency on
the lecturer, the assignments of the AfL medehting into time available for
exam stdy, teaching styles/method&ie emphasis on gradasd if these grades
are the result of deep learning or instrumentalisiihese tensions will be

considered further in the discussion chapter.

The next chaptewi | | report on the |l ecturersod

were obtained via observation@assroonpractice followed by interview.
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6. The Lecturers’ Perspective

This chapter presents the | ecturersod per
the HE Business School under investigation. To illustrate the differing
assessment environments, participants were asked to describe their assessment
practices and procedwewvhich were then linked, where possible,am AfL

environment. Barriers to implementing practices are then presented before
considering how the learning culture is influenced by them. Finally, the extent to

which participants understarieM/L is exploredand tleir views about whether

this maybe promoted and/or achieved under the current assessment policy within

the Institution.

Each participant was given an identification code to maintain confidentiality
MO 1, 2 and 3 AE 1, 2 and 3. The lecturers vaiowed me to observe their
classroom practices previously are identified as MO 2 and AE 1. Prior to the face
to-face interview, the participants were given the interview schedule to allow

them think about my questions.

6.1 Background, Role and Motivation

Al | respondents have at a minimum educat
or professional qualification. Similarly, all worked in industry prior to joining the

lecturing staff. The reasons cited for the move include an interest inrtgachi

resulting from an involvement in training others, to what the participant had

always wanted to do. One respondent stated that it was not something she had
thought about, but was asked/coaxedtg i v e (AE 3) and has goiv been

working in the school for two decades.

132



Another commonality is that none of them have a teaching qualification and when
recalling their introduction to this new work environment, they relied on the
memories of thosavho had taugtilectured them as students. Two participants

had completed mmous e pedagogy c olookisgenso deng@d anot h
master so degr(AE®). ODm patidipant das obtamed her PhD; two

are about to complete theirs and one just beginharg. These are not in the

field of education rather subject specific degrees.

The role of the lecturer was addressed. One or two respondents gave a detailed

list of the modules and programmes on which they lecture. Here MO 3 stated that

she wadsl iat &t or of | ear mE bhdescdbed hid iole fise r e n t
ai mitnog iomprove studentsd understanding ar
Those participants who hold a programme leader position, of which there are

three citeé pap er wo r &etingsgupdate and aneate new modules when
necessary and anyt hi nip lewhdecAE L Wmtholds s as ke
such a posi ti o ntendsttoafdll somnewhdreabetweerha nentarirgl e 06
and a facilitatoro.

Motivati ngstul dmt ir mpEAE adndde dhérs experience a

light bulb momen{fMO 2),6t o | ove the role, the subje
and, to (dM® el) .l d M @ the im@att sedoication darehéve 6n

S 0 me o0 n edéssribihgistiderds whomeshiaught in first year graduate with a
Mastersé degr ee myrstudedisPpmy own&fed e¢ iogsene n6 6
her motivators, while AE 2 states O6getti
the world of finance/ acotvaiomnind hlgé bssudest:
of whatever ability, I |l ove when | br eak
Put simply, participants in this study all put the student atctrdre of their

lecturing role. However, continued readingnoy study will reweal if they do the

same when considering assessment.
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6.2 Assessment: Purpose, Illustrations and Aims

Lecturers within the Business School view assessment as an indicator of student

achievement . When asked O6What mre the
Hi gher Education?d the overall response
learning:

MO 2 if student has met learning outcomes

MO 3 assessing learning outcomes

MO 1 assessing knowledge level

AE 2 assess level of learning

Two outliers to these sponses were given by participants both of whose
background is that of an accountant and who deliver modules within this field:

AE 1 to get students 6éwork readyé

AE 3 To prepare the student for the future, be that work or further
study, to enable theto contribute to society in an informed

manner.

Certification and reporting were also mentioned with MO 1 stating that the
purpose of assessment was 06to have somet
pass or failon paped ( her emphasi s)simlarly ihBtatiy r es por

Oprovide grade for inclusion in overal/

6.2.1 Hlustrations of Assessment Practices

All participants were asked to describe a recent assessment they had given to their
students. Those working in the Depagtth of Management and Organisation

responded very differently to their colleagues in the Department of Accounting
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and Economics. MO 2 and MO 3 both describe assessments which provide

opportunities to try out and practise skills and knowledge, are authant

develop learner independence:

MO 2 The class worked in teams of fdiwre (with a selselected

MO 3

team leader) to deliver a video recorded announcement to
launch an employee profsharing scheme in a fictional
company. The team leader was briefedtba task, and
asked to deliver it within a specified tifframe, using the
resources available within the team. One of the team
members acted as a monitor/observer. We then used this
experience to reflect on the team leaders skills in -goal
setting, assiging roles & responsibilities, motivation, time
keeping and of course leadership. Each team member then
reflected on the task and completed a reflective log to

document what they learned from the experience

A HR consultancy project fornmart of the assessment for
the HR Consulting module. The assignment involves
students working with a local company on a HR related
consultancy project which is chosen by the client. Initially
the students meet with the client in order to gain an
undersanding of the problem involved. A project proposal
document is then prepared which specifies the objectives
and the approach to be used in the assignment. The
students then carry out research on the project topic and
captured in a final report, which ithen presented to the

client.
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MO 1l My most common assessment is to give them a report

piece of writing to do over a period of weeks. During this

time | work with them on the content, structure, and
development of their writing styles. | check the work

presented to me and suggest changes where necessary. |

ask the students to share their work and compare their
progress (peer assessment), it ods
time and | sit and move between them all the time. | will ok

a piece of work howeverany times it is presented.

In contrast, both lecturers in the Accounting and Economics Department are only

examinations.

In contrast, AE 3 who, while constrained by the requirements of Accountancy
bodies, which insist on 100% examsed modules in ordéor the student to
qualify for exemptions from their professional examinations, introduced a method
of involving the student more in the assessment process while complying with the
above:

AE 3 | believe that if the students are given a role in their
assassment, they can learn more from it. With this in mind,
last semester, | got the students themselves to produce a
question, solution and marking scheme for question 1 on
the taxation paper. 2 groups of students producing one
guestion each. | guarantedtiat one of these questions
would be on the summer paper, the other on the autumn
repeat. The learning that the students did in this task was

far beyond my hopes.

AE 1 has &experimented with ao&etitesment

space of 2 daythe students are given a case study and must prepare a document
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and make a presentation to a panel of lecturers on the issues raised in that case
s t u(@dB19. What was he aiming to do with this case study?

6.2.2 Assessment Aims

AE 1 It was to getstudents to see the linkages between the
various modul es, and not- to treat
al oned. Essentially, |l wanted to
business world environment.

AE 3 To get the students to engage with the subject and the

assessmeiprocess

Similar aims were reported by the other participants:

MO 2 é identify the leadership potential of participants, develop
communication skills and examine how different
approaches to leadership can either stifle or stimulate
group cohesion, indidual motivation and ultimately, task

achievement.

MO3é a unique | earning opportunity f
they can apply the theoretical concepts that were
introduced during the module in a practical business
context. An applied learning project tiis nature ensures
graduates have gained or eal wor |l d
affords them the potential to enter organisations with

enhanced management skills.

Could these aims be achieved using a different assessment method?
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AE 1 Possibly, but this was thei r st attempt to &I
and it proved to be a success.

MO 2 The nature of the task could have been different but it
really had to be some form of experiential learning t 6 s
hard to learn about what kind of leader you are, without
being put in a #uation where you have to lead
experiential learning was really the only way to do this.

AE 3 Maybe, but this assessment method handed the
responsibility to them, it was in their hands

Under the theme Assessment: Purpose, lllustrations and Aims,d tslse that
had tried nortraditional assessment practices why others may not try different

methods and modes of assessment. Their responses were very similar. AE 1, AE

n k

3 and MO 1 used the word O6institutionald]

the jobs for such a long time, they did things that they have always done and were
not going to change. Another comment was that many of their colleagues had
never worked in the o6real worl dé ( AE
having completed pmary and master degrees and doctoral degrees (for some)
and commenced lecturing immediately. All three of these participants believe
that this leads to the institutionalisation of lecturers and a culture that protects
their job, their course and their mdds, rather than determining what is best for

the students. AE 1 gave an example:

AE 1 We are in school review mode and rather than starting with
a blank sheet, there are some who will come to meetings
armed with old course schedules and old module
desciptors and will fight tooth and nail to protect their

own. So what we will end up with is what we have done for
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the past 1015 years, the only difference is the edition of the
prescribed text!

AE 3 also agreed. She has been involved in 3 school reviswishas seen very

little change in modules and programmes in that time.

From the above findings, it appears that participants place their students at the
centre of the assessment strategy, which
2012:89) as depied earlieron page 16 The participantsoé pet

environment in relation to AfL is explored.

6.3 Formative Assessment and AfL

The literature highlights confusion surrounding the terms Formative Assessment

and AfL. This was reflected in participants

MO2 é monitoring student progress dur
module, and giving them feedback on their progress, (as
opposed to evaluating their learning at the end).
Continuous assessment isilbinto a number of modules |
teach. This requires designing a CA to match one or more

learning outcomes, along with marking schemes

MO1 é coming back to the student in ph
process to give feedback to the student on their progress
a particular piece of work. The idea is that they improve

during the cycle of formative feedback.

! In this HE institution a school review takes place every 5 years
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Two participants hinted at a deeper understanding:

AE1 é it means giving a student a chance to show their
strengths but also to make them aware of any
weaknesses/ gaps in knowledge in a
formative assessment 1isnd6t countin
encourage students to continue on the same path or can

al so act-ups cal dvwvwake

AE 3 Using assessment to provide feedback datermine the

next stage of teaching and learning

When asked about AfL, participants were less confident in their response. AfL
enables feedback and counts towards a final grade, whilst formative assessment is
not included in final grade (AE 1). MO 1 has heard the term but is not sure about

its meaning. MO 2 responded:

Il have read about it itlthikkugh | 6 m no:
Itds related to the student taking
learning so that they become better at managing their own

ability to learn

AE 3 Using assessment as a learning tool, making the student

responsible for their own learning.

However the remiani n g participantséo understandir

highlighted by the following
AE2 Not sur e, but I think itdés the sami

MO3 Donot know what it i s .
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The understanding described by MO 2 and AE 3 is aligned to the literature, but it

is the practices associated with AfL that link the theory to practice.

6.4 Assessment for Learning Practices

Questioning, feedback, sharing criteria and -satlid peemassessment are the
practices of AfL, or characteristics of an AfL environment. It isdbsek that
features most strongly in these findings with five of the six participants
highlighting feedback as the main practice of AfL. The other practices were not

mentioned by the respondents.

Interestingly, classroom observation of AE 1 and MO ZXfwes provided some

differing insight. For the sessions observed, each of these participants did start
each class with outlining what the aim of class was, therefore sharing criteria with

the group. Similarly, and contrary to the perceptions in theestucus group,

both AE 1 and MO 1 frequently allowed time for questions, MO 1 in particular
used student guestions as the <catalyst
classroom, when he asked O0any questions?
the goup, silence. Peeand selfassessment were also evident in both classroom
settings. MO 1 had the students complete group tasks and each student had both

to assess other group members and how their actions influenced their own. This
assessment was inded in the assignment handed in at the end of the given

topic. AE 1 gave question banks to each student, he completed some of these in
class and suggested that the student do the others in their own study time, after

which he gave a solution bank.

During interviews, | asked each interviewee about the practices of questioning,
sharing criteria and selind peefassessment, asking them to describe how these

are used in their classroom.
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AE 1

MO 2

If, by sharing criteria, you mean outlining the topic and
how it fits with the rest of the module, how it will be

assessed, percentage marks then yes, of course, | enact this

practice, but i tds not somet hing

good practice. On the questioning issue, | find it very
frustrating when | allowtime for questions and no one
asks, and | know that some have issues around a particular
topic, but what can | do, it appears to be in their culture,
not just the class you observed but my students in general.
Peer and seassessment, | do try to getudéents to work
through examples and questions together, working in
groups so as to share knowledge and assessment oneself
against other group members. It works sometimes but not

always, it is dependent on the individual student.

| begin each topicwith a discussion on the learning
outcomes for it, followed by a description of the content
and how that will be delivered, my expectations from the
student body, and how the topic will be assessed, so yes |
share the criteria with my students. Questians at the
heart of what we as lecturers do and | encourage students
to ask, ask, ask. Their questions allow me to gauge the
level of learning and understanding I donodt
guestioning a classroom practice, it is a necessity and a
two-way flow. Ihope my students engage with pesnd
selfassessment. They are required to include an element of
peerassessment in their assignment, and the better
assignments do include a section on -self

assessment/reflection.
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| put to both participants the comntefrom one member of the student focus

gr oup, n aome lecyurers make a faplsof you they humiliate you in front

of your cl assmat eso. Neither was surprised
identify one or two lecturers who have reputationstiits type of behaviour, but

no one in the Business School, neither the management nor fellow colleagues,

woul cbraes ed6 ¢ nvbQu g2hféo o b r s B(AE1Nto ahgllenge them

on it.

Yet, as earlier discussion in the thesis indicates, these practices alone do not lead

to AfL; instead, it is how they are implementing that may leaeMd._.

6.5 Implementing these practices
The initial data showed that my participants focus, in the noaifeedback:

AE 3 Feedback is constant in my classrooms. My lecturing style
is to deliver the information in one class then get the
students to do questions, starting with the basic continuing
to the advanced. | sit among my students every day, every
class giving them continuous feedback on what they are
doing. | am a great believer in 'show me where you
attempted to complete the question and | will help to

complete it'!!

MO 1 By breaking a CA into small manageable pieces and giving

feedback at evgrstage before continuing.

MO 2 In terms of AfL, the best example | can give is the one to

one meetings | would have periodically with my research
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students, to discuss their work and provide feedback on

their progress in that regard. This regularly addses

i ssues around the studentsdé | earn
developing the skills they need to complete their research

work. This process is very much driven by the student.

As mentioned above, my participants consider questioning, sharing criteria and
peer and self assessment as good practice, yet they became frustrated when |
tried to delve further into this area. | suggested that we, as a business school in a
nortuniversity higher education institution, adopt a more hamdapproach to

our teachig, resulting in the thinking that questioning, sharing criteria and peer
and seHassessment are not concepts/practices that can be easily separated from
their teaching approach. AE 1 responded that some colleagues are more suitable
to research than telaing and vice versa and our class sizes, compared to those in
universities, allowus to take this approach. MOi& of similar opinion and
advises that we in Ireland should perhaps look at the UK model where there are
differing types of employment conttacs at t hi r d forexample i nst it
teachi ng o (MO\). AB2nappeased to bedat a loss when asked about

implementing practicesandhegp | y answered O6just do them

6.5.1 Barriers to the implementation of AfL practices.

The barriers discussed by my participants can be categorisedassosize, time,

selfperception, otherand student Class size was referred to by all of the
participants, wthet biggesyl hhibikor is the tlass gize 6
experiential learmng approaches which incorporate feedback work well with

small groups but this is not always the
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Ti me was the second most referred to bar
timed (MDD Wgeksd semesters é lhertthah e t i me
| ect ur e s(/AEu tlo)r;a @dtnsadf 6 doubl e cl as(BEs ¢é an
3)

Some of the participants considered how their practices might be viewed by other

colleagues and by their students

MO 1 you have to be confident in your ptiae, you have
to maintain a relationship with the group and
motivate them to keep going

MO 2 sometimes we assume too much about our students
and it can be revealing to talk to them one to one to

get an insight into how they perceive module.

AE 3 If 1 think of handing control of the final assessment,
albeit one question worth 286 % of the total
marks, | tend to stress about standards, giving them
control, how others (lecturers) might perceive this,
students might rote learnhe solution which is

against the aim of doing this in the first place.

MO 3 Makes you more reflective, draining to implement
but worth it.

Other barriers included the exemptions awarded by the professional accountancy
bodies, facilitiesi some classroom features do not allow for freedom of

movement/group work,and institutional policies (discussed further below).
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Pedagogically the differees between AfL and ne&fL classrooms were

considered. Two participants did not comment as they were involved in one or

the other not both, so were not in a position to do so. Referring to th&fhon

modul e, f eM®l s2 odbl i ged t on thslteendune we liavea bi t
covered the mat er i alasimilarfeélingeexpessedlbyMd or t h-
3 and AE 3. AE 1 believes that his teaching strategy remains the same for both

envi r oasnéndttstry ink my content to the widrrsiness environment

anyway®o.

6.5.2 Benefits of implementing AfL practices

The barriers, while significant do not d
the benefits for students. The practices associated with AfL confer the following

advantages:

AE 3 They are taking responsibility for their own
assessment and in turn their own learning as they
are now setting the exam (can't blame me anymore).
Drawbacks include some students do not fully
participate in the task and they miss out on the

experience.

MO 2 feedback helps them to figure out where they are in
relation to where they need to be, but if the student
is consistently working towards deadlines it may be

stressful.

Both MO 1 and AE 1 commented that it is these practices that helputtents
|l earn from each other and wreatetkagosd a t eat

class environment 0.
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6.6 Learning Culture

Having elk@amrmninmego nyphrticipantg, dhe findings show that
respondents use the wordsilture and environmentsynonymously. Three

respondents used the wagrdsitiveto describe the environment in their classroom

Opositive but chall engingo (MO 2). Ot
6ent husi asticbo. But the responstes were
environment in his c¢classroom as being o0

students focused on getting exemptions

similarly despondent

Competitive, majority feeling each man for himself, instrumental
(were notkeen to produce the question for the final exam) in that
they want the grade that is all that matters. While the class is not
the flagship programme, it does contain the majority of high
achievers in the school. Ngrational students can hinder
progress Eastern Europeans want only to focus on what is on the
exam and nothing else, Asian students want numbers, numbers,

numbers and process, process, process

Classroom observations also revealed a mixture of factors associated with
culture/environment. Whin the norAfL classroom, the students were obviously

surface learners, concentrating only on what may be on the exam paper and not
linking that particular module to the programme as a whole or to the real world.

This particular class was a level 7 degnerogramme and the overall sense
emanating from the group was Onobody exp
this to the | ecturer, theeattitude of the mmatures ur pr i
students tend t.oMO2disagréeh and, trebapipianyitastthe r e 6
lecturer who creates the culture/environment so that the same group of students

can experience a number of different cultures during any given day. | also put to

these participants the role of parents, programamel institutiormanaement.

AE 1 believes many of our students, particularly first years, are in college because
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it is what their parents want them to be, they themselves did not experience higher
education and hold the view that it can lead to a better future for their drhid,

he contest s, feeds into the OHE for all.
without considering that not everyone is suitable for higher education. MO 1
concur s srhaasthigmegeducdii@athas @reated a monster that no one

knows howd controb .

Both of these participants place responsibility for classroom culture/environment
at the door of programme managers. A motivated, enthusiastic, confident
programme leader will encourage those qualities in a particular group and vice
versa. In relation to institution management, there can be tendencies to promote
the flagship programmes, but within the business school under investigation, the
participants state that all programmes are treated equally and level 6 students are
equal to level 9n terms of facilities, promotion, encouragement and expectation.
MO 3 advised:

What we in the Business School are aiming to do is getting
the student to be the best they can be regardless of

programme level and produce successful graduates

6.7 Educationally Worthwhile Learning

This notion of &édsuccessf ul graduated | ea
success and allows participants to consider wh&W4.. Each participant was
a s k BElav d@ you define 'success' in educational teéms?T h enseas e ghe

main relate to changing/transforming the student as described in the following:
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AE 1 students have maximised their abilities and that we have

prepared them properly to enable them to enter the

workplace

AE2 Change i n dbihtes, kndwiedheand thirking

AE 3 changing how the student views himself and the world around him,

breaking down barriers
MO 1 retaining knowledge for future use

MO 2 the struggling student who through determination and

perseverance achieves an academic award

MO 3 recognition in your field with good strong publications

asked MO 3 if this relates t o batthe

as we all need to strive for the ftop HE does, ofitmeset he

participants, equip students with these ideas of success, with AE 3 highlighting

the most important thing HE majo for students i® br ea ki ng

moreholistic, social view

MO 2 | would hope that HE encourages students to think more
about themselves, their workplaces, and their communities,
and to be able to build positive relationships with others in
their work and in their personal lives, based on an
understanding and appreciation of individual differences

and world views.

down

evelling the playing field, MG@htaok@ i ng

According to participants, factors that hinder success include the focus on exam

results, oveemphasis on retention and student numbers, module descriptors

being too rigid, peoel being afraid of change.

Lecturer autonomy and

independencéas explained on page ¥&nd tle work of the quality promotion

of fice ar e factors t hat contribute t
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office within the institute holds workshops marious teaching, learning and
assessment strategies which all lecturers are invited to attend. These workshops

allow discussion on differing approaches used among colleagues, across all
departments and schools. The aim is that these discussions willnfeethe

i nstituteds assessment policy. These, ho
shorter term time, lecturers are not always in a position to attesxturer

autonomy and independence in module delivery is, according to my respondents,

keywithmany | edtryriergs t®@ maAkEe8). a di fferencebod

6.7.1 Educationally Worthwhile Learning and Assessment Policy

Does the assessment policy promote worthwhile learning? This question divided

my participants in a manner that | was not expecting. Tresgwndents working

in the Department of Accounting and Economics are constrained by professional
body e x ewhietthe @thesséare not, so | thought the divide would be
departmental. | was wrong. MO 1 stated thatghe | i cy &épr omotes th
ge ting through the system, it takes thi:
| e v whiclo is not leading t&EWL. AE 3 and AE 2 concur. MO 2 and AE 1
heldamidpoi nt vi ew, without gi vi ragythiag def i ni
that links different ares o f business in the student
exer.ci sM@® 2 bel iflexibiléyss intolparated mto theeass@ssment

p o | iarythidg is achievable. MO 3 believes that the assessment policy does

promote worthwhile learning.

Particpants were given a speculative definition B#L, from the literature

reviewed as beinghe creation of the independent learner andpttoenotion of

learning autonomy, and asked for their opinion. All agreed with the ideal of the
independent learner, but as stated by M© 1 t i sndt ¢G.asyMO®o3 ach
admi tted to not being f amillecnmersae t h t he

becomng facilitators of |l earning, enabl in
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their | earning beyond t he AEcleypessafa t he m
similar view

At secondary school there is an oswnphasis on learning
by rote. It is important thatve change this and develop
students who can think for themselves and are able to
direct their own learning. They have to be able to react

and adapt to changing circumstance:

AE 3 agreed with the definition and stated f we cannot produce s
capable of taking what they have learnt in the HE environment and using that in

the workplace, what is the point in HE? Creating independent learners who take
responsibility for their own assessment is vital not dmythe continuation of HE

but for the economy as a whol ed.

Finally, participants were asked if their definition of success equat&iMb.
All but one did.

AE 3 Yes, if we can get the individual to view himself in terms
of society as a whole dnequip them with the tools
necessary to break barriers (of whatever nature) then we

have succeed in our role as educationalist.

AElYes, but it i's i mportant they we

facilitators to getting a degree, but as educators of people

In keeping with her more holistic, social view of the purpose of education,

MO 2 was the only dissenting voice
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| am not sure if they are the same. Success for some might
be simply completing a particular programme with a lot of
direction from the lecturer For others it might be the idea

of learner autonomy. It is in my opinion very

individualistic.

6.8 Summary

This chapter has presented the | ecturer
education. Assessment purposes, aims and practices werdecedsivith some
participants being restricted by t he a
examination exemptions. Classroom observations and interview data both
highlighted the synonymous use of the terms formative assessment and AfL and,
indeed, with ontinuous assessment. The practices of questioning, sharing criteria

and peerand selfassessment were considered good practice and not associated

with any one type of assessment environment. Class size and time were offered as
barriers to implementindiese practices. The practice of feedback was associated

more with the AfL environment in which the learning culture was described as
positive. The learning culture in the réfL environment was described as
competitive, yet both were dependent on thetuleer and the mature student

cohort.

As Chapter 2 showed, the literature reflects a view that the term educationally
worthwhile is underpinned by the word success. In an attempt to put a definition
to the term, participants were asked to express ihigrpretation ofEWL and

whether or not the assessment policy contributed to or promoted that

understanding.

In the next chapter, the findings and the literature will be combined in order to

discuss the implications &WL in terms of success andtre¢ t ur er sd per ce
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aims of assessment in HE. This will underpin exploration of whether the AfL
practices, as applied in the context of this study, act as a springboard or
straitjacket folEWL (Ecclestone, 2010).
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7. Discussion of Findings

This chapter will discuss the data with reference to the research questions, themes
from the literature and the analysis of that data. The data was presented using
extracts from the student survey, classroom observations, student focus gdoup, an
lecturer interviews to illuminate the perceptions of AfL in an integrated Business

School in South East Ireland.

7.1 Assessment in Higher Education

The Bologna Process of 1999 sought convergence of the HE systems in Europe
with common quality assunae measures. Bloxham and Boyd (2007) argued that

this may lead to assessment of learning with an emphasis on selection and
certification. Within the Business School under investigation, the majority of
participants view the aim of assessment in HE agpruvide indicators of
achievement for certification and reporting purposes. Two participants suggested
alternative assessment purposes both relating to preparing the student for the
future in other words Owork reé@sie 6 (AE
using the one assessment strategy? Designing assessment methods that place the
student at the heart of that assessment is believed to provide the solution
(Berryman, 1991; Carless, 2007; Harlen, 2012).

One such strategy is AfL, a term often usgghonymously with formative
assessment (Ecclestone, 2010; Swaffield, 2011) both in the literature and in
practice. One question posed for this study is: how do lecturers perceive
assessment for leaning? | argue that terminology is irrelevant and atjrétaul

Black when he claimedilthoughvery critical of the tendency, hat Af L i s 6a
brand name to attach to any practicedo
approach to tedning, learning and assessmdnt this investigation, my findings
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concurred with those of Ecclestone (2010) and Swaffield (2011), in that the term
continuous assessment is used to describe the AfL envewnt, as depicted by
lecturersdescriptions, the observed sessions and course documentatiohowt is

the practicesssociated with AfL, questioning, feedback, shared criteria and peer

and sefassessmerdr e I mpl emented (6spiritdéd or o661 e

2006)which determine the assessment environment in any given classroom.

Referring to discussion earlien this thesis, it is important to note thdtist
implementation alone may not lead to an AfL environmémétead;it is the
enactment of the processes and practices that make #nsothese include
curriculum and assessment contenthis enactment cgiires buyin from all
participants. Evidence gathered during the observation of thé\th@tassroom
(sharing criteria, questioning, feedback in the form of working through solutions
on the white board) would suggest that the lecturer was indeed imylegthe
practices of AL. Yet, sincethe students showed little or no engagement with the

subject theenactmenof the process that is AfL did not take place.

7.2 Practices and Processes of Assessment for Learning

The literature informed us that the process of assessment fulfils quality assurance
requirements of any educational institution (Crook et al 2006), including
certification and reporting. The findings of this study would support this view,

but to bringthé oO6process to | ifed (Crook 2006: !

implemented.

Evidence of questioning, feedback, shared criteria and padrselfassessment

was observed in the AfL and the RAfL environment under investigation. It is

how they are immmented that differs. Marshall and Drummond (2006)

di scussed i mplementadti andi o0l eetmmsdof Bygp
| ect ur er s 8uggest that pithin thé Afle classroom these practices are

implemented to promote dener autonomy(spirit) while in the noRrAfL
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environment the lecturer does employ the practices of AfL, but does not appear to
promote that same spirit of learner autonomMghy might this be so? Authors

discussing the implementation of AfL practices acknowledge thahibt easy to

do so and present barriers and pressures
of these methodsd (James and Pedder 2006

student numbers and pedagogy.

The role of the lecturers participating ints st udy equates to Ne
bureaucratisation of teachingior some, these additional administrative duties

can be problematic, but anecdotally are deemed a necé&dsitynstitution does

encourage staff development and training via support amdirfg of continuous

professional development (CPD) on programmes either internal or external to the
institution. Participation on these programmes is optional. My findings showed

that lecturers do participate in staff development, undertaking doctodiest

pedagogy modules and various teaching, learning and assessment workshops.

But, as suggested by Black and WiligaP98), some teaching staff need to be

provoked into trying out new ideas and concepts and they may feel constrained by

6t heirobel waht abs possible within their
How the lecturer perceives each cohort contributes to what may or may not be
possible in each classroofhis is not one directional but iterative aridsi the

learning culture of eachstd e n t cohort t hat affects thi

assessment role.

Student numbers is another barrier illuminated in the literature and the findings of
this study. Feedback, the practice most commonly referred to by my participants,
is not easy to mvide in large grops of students (Ecclestone and Swal®09),

yet class size is the dominant barrier to implement practices, according to my
findings. Implementing new practices takes time. Time is another barrier
discussed by my participants, but diot feature in debates found in the literature.

These two constraints, class size and time, are outside the control of lecturing
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staff, and given the ewéncreasing numbers entering higher education, it seems
likely that this position will worsen beforenproving. This adds weight to Gibbs
and Jenking1992) advice:

ounl ess significant change occur s, st

i n an attempt to keep tH¥®21®L d system

The final challenge for implementing AfL praets is how these will impact on
pedagogy. The literature describes a
2000:274) where the teaching is one directional with the lecturer/teacher passing
knowledge to the student and the end of term assessment based orelhthe

student can repeat that knowledge. If this is our view of teaching, the adoption of

rote learning strategies by our students cannot be criticised, as such a restricted

view promotes such approaches to learning wtashl argued above, citing

Vermunt (1998)js not seen aappropriate in HE settings.

Thankfully, my findings do not refledhis viewpoint; instead my participants

view their teaching role as being facilitators of learning which concurs with

Candy (2000) who suggested that ttdcng shoul d O6encour age
critical, cr eat iHoweevdr,hd fatiktaionsole can,abtimes; 27 4)
be overplayedand my data reveal a tensiorOne participant, in describing a

recent assessment given to students, explainecsshewvill give feedback on any

one assignment as many times as the student requires. This facilitation of learning

is very questionable. | query if the final product/assignment is the work of the
student or the work of the lecturer? Such an approadathing and assessment

is spoonrfeeding and | argue that this strategy does not benefit either the student

or the lecturer in the long term and promotes what Yorke (2003) cautioned
against, Ol earned dependenced6 (2003:489) .
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From the outset of this reselr | was aware of the pedagogical differences
between AfL and no#\fL classrooms. The majority of the modules on which |
teach are deemed n&iL and the style of teaching is didacticThe reason, |
suggest, is that many are accountraged and requidea large number of
threshold concepts to be understood before progress can be nBademy
findings suggest that owstudents do not engage with this teaching style. A
solution may be found in wbboés (1997) explanation of
Chineselearner where rote learning and memorising are used for understanding
purposes.To achieve this will require changeutbchanging strategy is a slow
procesgsequiring lecturers to réhink their pedagogies and the students to become
active participants itheir learning and assessmernt assessment can be viewed

as a collaborative procebetween lecturer and studeas described by Volante
and Beckett(2011), lecturers must be confident in their own practice before
inviting students into the fold.

Paticipant AE 3 detailed her assessment method (giving students the opportunity
to write a question for the final exam) and expressed her concerns over standards
and how her strategy might be viewed by her colleagussigdesthat what AE

3 was aiming tado was to include the student in the assessment process while
remaining within the constraints of an exemption driven subject, and, rather than
stress over how her colleagues may view such a strategy, she should engage with
them about how the students béted from this approach. If the notion of
learning as a social process (Shepard, 2000; Peim and Hodkinson, 2007) is
accepted, the relationships between lecturers and between lecturer and students
are central to that process. These relationships foeéetirning culture of any

group.

7.3 Learning Culture

The literature identifies the differing types of learning cultures, with the authors
cautioning that many of these difference
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good | ear ni ngah 2000 dre undesstamd the fearning culture,
Hodkinson, Biesta and James (2007) offer a number of dimensions and place the
studentlecturer relationship at the heart of these. Examples of this relationship
were presented by my participants when coerang) barries to implementing

AfL practices and outlined on page 144

| believe that the relationship between the student and lecturer is central to
developing a learning culture that promd®&L. Analysing the findings further,
confirms my belief. In the AfL classroom the majority of students are actively
engaged and enthusiastalbeit heavily dependent on encouragement from the
lecturer. Students appeared to enjoy the class and the focysamafirmed that

they (the student) learn more from this environment. The lecturer mingled among
the student cohort and as the observation field notes suggest, it was difficult at
times to distinguish between lecturer and student. The method of teac g
environment gave the students an element of choice, each topic was delivered via
lecture notes, articles and group task, and assessed by a 1000 word assignment.
These lecturers who worked at developing and maintaining relationships with the

studens describe the culture as positive, engaged and enthusiastic.

In contrast, the neAfL classroom was more subdued, the majority of students

not engaging wit the lecturer/lecturelhe teaching method was didactic with the
lecturer staying at the top ¢iie classroom at all times (during the observation
sessions). This module was assessed via an end of semester two hour exam and
mentioning this changed the dispositions and actions of students. The focus group
data confirmed that for exablased modulesstudents adopt the rote learning
approach due to lack of time. The lecturers on these modules labelled the culture

as competitive, automated and grade orientated.
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These findings concur with Postlethwaite and Maull (2007) who outlined factors

which cortribute to a positive and a negative learning environment. The positive
environment facilitates the social process that is learning. However, | posit that it

i s t he | earner 0s own identity t hat f
creates/enhances the leimg culture of a particular classroom. The student
participants in this study were third year undergraduates, indicating an average

age of 20/ 21 years of age. The Iliterat
begins to take form at sixteen to eightgears of ag€llleris, 2014)so how can

we, as educators, expect our 20 year olds to fully engage with the social process

of learning? My view is further reflected in the findings, both from the lecturers

and the student focus group. The lecturers shatkit is the lecturer/programme

leader or mature student who influences the learning environment, the student

focus group suggesting that it is the mature student who determines the

at mosphere. 1l eris (2014) aidtvy sé@iss twiaa
an advanced kind of trial and error learning where many drafts of behaviour and
understandi ng ar e Itsuggestdhatle Wiffeéring (earrtng d : 159
environments offered to our studeritg, they restrictive or expansive (Davies &
Ecclestone, 2008), positive or negative (Postlethwaite & Maull, 2007), AfL or

nonAfL within the HE institution under investigatioenable this trial and error

learning I f that trial and error acts as O0a
(Davies & Ectestone, 2008:75), for example the active participation of students

on the AfL module as opposed to the didactic teaching style on théfhon
module,we, as educators, just may achieve EWL

7.4 Educationally Worthwhile Learning

As discussed in the literature review chapter, there is no definiti&W\df its

meaning is implicitly assumeahdis underpinned by the word success. How my
participants (lecturers) termed success in educational terms may be categorised in

a single word transformationfor examples of this, see page L4%ccording to

Knud llleris (2014), the definition of transformative learning as given by Mezirow
(2006) , otransformati on of t he l earner
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reference, a n(dezitow, 2006, as cited in Iierisn 2004:148), is a

very narrow definition and should include emotional and social elements.
Together the cognitive, the emotional an
as the most advanced leks|, 204: 149). Combmimgh | ear 1
this understanding of transformation with the views of the lecturers participating

in this study(see below for examples of these vievgsiggests thaEWL is

transformative learning. So, for the purpose of this study | offl a tentative

definition and askeds transformation of the student the most important thing in

HE?

While the many complex aims of HE are outside the scope of this study, | did ask
lecturers what they believe the most important thing HE can dsiddents Here
again, the responses médye categorised by the word transformation, as

illuminated by the following quotations

MO2 éHE encourages students to think m
their workplaces, and their communities, and to be able to
build pasitive relationships with others in their work and in
their personal lives, based on an understanding and
appreciation of individual differences and world views.

MO 1 not to be afraid of not knowing but being able to be

confident about learning and quisting new things.

AE 3 breaking down barriers, levelling the playing field,

changing the ités all about me a

But, where is the evidence that such aims have been realised? Glisczinski (2007)
states that 6t her e iIngmokeithar réinforciagvpatigrasn c e t h

t hat enable students to assimilate new e
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reference through which individuals fildt@t
318). Fausing on skill acquisitiommastering tasker being coached to meet the

assessment criteriainstrumental learning (Habermas, 1984joes not prepare
students for the work ©place, because 06ir
dynamically i rather than linearlyi i n post modern ki,ocietyo
2007:319). Instrumental learnifigb c o n s u me , compartmental i ze
i nf or mat i onhidwhatistbdents:and pdrehtys have come to expect from
educational providers but i's not approp
s o c i e d).y My péariicipants, quoted above, are aiming to produce graduates

who have the ability to be creative, critical thinkers ready for the world of work,

but these aims and beliefs as to what is important in HE are hindered by this
instrumentalism promoted yb need for grades (both student and school

management), exemption driven modules and award classifications.

During the writing of this discussion chapter, | was walking with some final year
students who were |l ooking faogendbfints ar
semester exams. | told them that we are trying to create critical thinkers for the

benefit of their future employers to which one responded:

Oempldbyredts want critical thinker s,
who will do what they (the employer) want, when they
want, how they waBB%4student)

If this is the belief held by our student body, albeit here just the meanderings of

one final year student who has secured employment subject to examination

results, then the adoption of rote/instrumental approaches to learning is justified,

at least from their gint of view and concur with Glisczinski (2007) who
suggested that 6in its simplest form, h i
l'ittl e more than obedient citizens who

i nstitutions, pr of eiscarnsky, 807:3a8).d or gani sat i
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7.5 Obedient citizens or Transformed learner?

This section aims to discuss the finding
to the literature and the research question posed at the outset of this study: What

aretheimpliat i ons of AfL practices on students

The learning environment was addressed in the first instanceth&ues within

this are staff support and module design; engagement with subject matter;
assessment, feedback and grades; and peer su@giadents, like lecturers, use

the termsAfL, formative assessment and continuous assessment synonymously.
Classroom observations provided evidence of an AfL environment leading me to
suggest that within the Business School under investigation AfL eqtmates
continuous assessment. As alluded to above, terminology, definitions and
labelling are not important; instead, it is the enactment of practices and process
that create the environment which influe
and processeare enacted via the sub themes, so each of these will now be

discussed in turn.

7.5.1 Staff support and module design

Staff support has a different meaning for each individual student. The student

cohort who participated in this study came from divdyaekgrounds and what

they expected from staff varied from one student to the next. Those coming to HE

from the traditional Irish secondary school system are teacher dependent and as

di scussed by Entwistle et al (redod@® ) t hi s
so as to challenge students to develop t
(ibid: 8). My study included third year students, the majority in their final year of

HE, yet high levels of dependency on lecturers were evident in both environments

under investigabn, albeit less so in the AfL classroom. Can this be attributed to

the fact that the institution in which this study was conducted does not, at the time

of writing, have wuniversity designation
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enviiooment 6 i n which to obtain their hi ghe
question suitable for a future study.

Confusion over the type and level of staff support was also evident. Within the

AfL environment, the | ect uraadass@gnmentso mpt i n
led to participants developing sa@ésessment capabilities which, in turn, led to

improved learning. This particular lecturer advised on assignment structure but

not content. This was vi ©Obsendatiobfithest udent
non-AfL classroom depicted a lecturer who strongly supported his students, yet it

would appear that these students do hotd this opinion with students

participaing in the focus group suggestititat for this particular module they rote

learn. & this a result of module design?

Module design encompasses syllabus, teaching and assessment. ForAfle non
module the didactic method of teaching was observed. From classroom
observations, it appears that students do not engage with such methddsy yet

(the students) believe that they have a degree of choice as to how they study and
what elements of the syllabus they should concentrate on. This choice, | posit
comes from the studentos ability to revi
questionsmay/will appear on their exam. End of semester exams have, | fear,
become repetitive, particularly for accountibgsed modules, so students can
choose what topics in the syllabus to ignore and what to concentrate on to attain
the best grade possible. ittle or no engagement with the subject matter is
required.

7.5.2 Engagement with the Subject Matter

In contrast, the AfL environment promotes engagement through the practice of
knowledge, skills and understanding, but what made this practice differdm
nonAfL environment was the authenticity of the task. Classroom observations

hi ghl i ghtwod |tdhée tdarsekasl i n whi ch tpgag st uden
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This active participation is purported to lead to deeper learning and higher grades,
but these are not the same as will be discussed below.

7.5.3 Assessment, Feedback and Grades

This theme emerged from the analysis of the Afodule. Two very different
assessment strategies were employed by the lecturers in the observed modules.
Students prefer and attain better grades in the AfL environment. Can this be
attributed to the feedback given? | would suggest yes. The literaitginlights

the importance of feedback; according to Scaife and Wellington (2010), this is
what students want and lots of it but given without a grade is of little use,
according to my focus group participanighis, feedback with no grade, contrasts
stakly with all the received wisdom from AfL advocates e.g. Black and Wiliam
(1998, 2003).

According to my survey respondentsnderstanding the subject, rather than

surface learning, will lead to good grades on modulebvered in an AfL

environment | posit thatwi t hi n this context, this o6ur
instrumentalismor coaching to the gradasthe good gradeare based on the

repetitive process that is the handing in of assignments basdédcture notes

preparedy the lecturerarticlesthat are handed to studetgthe lecturergroup

tasks organised and monitorieg the lectureiand feedback givehy the lecturer

Focus group participants admitted that they rarely read beyond what is given to

them, so are these good grades awardedf@ deep | ear ni ngo? It

discuss this surface/deep divide below.

7.5.4 Peer Support

The theme of peer support emerged from the original study from which the survey

instrument for my investigation was borrowed. However, analysis of my findings
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showed that peer support was a stalwhe category for the nehfL

environment, while it was corporated into and dependent upon staff support and

module design in the AfL environment. | suggest that the didactic teaching style

on the nopPAfL module contributes to this position. Although the lecturer on this

module was very supportive of his stunds, as described above, the students were

not active participants, did not appreciate the support offered by the lecturer and

so turned to the 6édeemed expertd for tha

peer rather than the lecturer.

Thus far in this discussion, the conclusion would appear to be that we, as a
Business School are encouraging our grad
aim is to promote critical thinking and learning autononmyarrowing the gap

between obedient aen and transformed learner may be achievedhdoy our

students approach their learnimdpich in turn may chage the perception of our

graduates.

7.6 Approaches to Learning

On first reading the literature in this field, it is the deep approach toingattmat

is required in higher education, so as providers of higher education we must
transform the learner from one who adopts a surface approach to what is
appropriate at this level. The majority of the students in this Business School
have been awardddr their surface approach to learning/instrumental learning at
second level and as stated above, the transformation to a different type of learning
is a gradual process. This process should be concluded by third year | suggest,
but fr om t hsgectigetthis daesinbtseem [ be so.

For nonrAfL modules where the assessment methods is the traditional end of
semester exam, studsrmrote learni memorising and regurgitate informatidn

because they have little time for anything etbe AfL modue assignments take
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up so much of their timeslthisdue to the effort and organisation skills,lack
thereof, of our studentsThe focus group did suggest otherwise, but | posit that
the students who were willing to participate in a focus group amenitbed to

their studies in the first instance and it is the survey and classroom observations

that show the true reality.

Glimmers of hope shine from the Afhodules for the surface/deep divide, where
students relate their learning to the wider world and become actively interested in
the course content (McCune, 2003). However this only occurs when instructed
and prompted by the lecturer, so while the lectigdrying to influence students

to adopt the deep approach to learning, the lecturer depew issue is raised
again, illustrating that owstudents a not independent or autonomous without the

drive and motivation an enthusiastic lecturer provides.

7.7 The surface-deep divide

Learner independency and autonomy are key components of deep learning. The
opposite is true for surface learning. Distinguishing between the surface and deep
approach to learning is extensively done in the literature yet mysfgroup

findings show that students did not appear to understand the terms, or if they do it

i's not something they are concerned wi

degree we can worry about how we | earn

not understand the word learning per se?

In general, many of our students do not read; do not ask questions; do not engage,;
and only become active participants when instructed to do so by lecturers. The
education system from which the majority of our shudeenter higher education
promotes rote/surface learningheir learning history is the surface approach,
with no other choice, and the assessment strategies with wiey have become

A

t h

o

accustomedawar d this approach to d e(aBcncilneggs t ante
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2004). At the time of writing, the Irish pogirimary sector is being asked by the
government to adopt an AfL approach at the junior cycle. This request is being
met with much oppositionesulting in teachers unions taking strike and \wtork

rule action. Soif the teachers, with whom our students have engaged for the past
Six years are adverse to the adoption of AfL practices, how can we, in higher
education encourage themadopt a deep approach to learrfing

The literature informs udhat it is the learning culture, or more specifically the
environment within the culture, that influences learning. Evidence from my
findings particularly classroom observations highlight two different learning
environments which the students are engaged Each environment offered

di fferent teaching, | earning and assess
dependencyd (Yor ke, 2003) was equal i n
study, it appears that it is not the learning environment that infhselearning, it

is their oO6comfort zoned that | mpacts on
and extracting them from this is not easy. Ecclestone (2004) discussed that within

a vocational education system it was the comfort zone that protectedhieoth t
students and teachers from the changes in and refuifrassessment regimes. |

suggest that the comfort zone of my student participants is restricting
transformative | earning and they graduat
form of highereduet i ond (Gl i sczinski, 2007:318) .

7.8 Summary

This discussion chapter began with a focus on assessment in higher education and
the practices that bring this process to life (Crook, 2006). Research has defined,
labelled, termed these processes pwattices, thereby setting boundaries for their
implementation and enactment in pragic My (lecturer) participants were not
familiar with many of the terminologies provided by the literature but do
recognise good practice in teaching and learning. |&ilyi they recognise the
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different teaching, learning and assessment environments offered to students and
the diverse attitudes towards both.

These diverse attitudes contribute to positive and negative learning cultures. The

AfL environment provideshie positive learning culture, but this | argued is the
result of the studentsd active participse
Students too, view the Afmodule in positive terms, but whethecontributeso

EWL is questionable.

My discussio of the literature review and the findings have led me to suggest that
EWL is transformative learning, and while this transformation may be cited as the
aim of many in working in HE, this investigation found little evidence of that aim
being achieved. 8tlents do graduate, some quite successfully. Success equates
to high grades and overall degree classification and while this may satisfy the
certification and reporting requirements of HE, if there is no transformed learning,
our students/graduates armply obedient citizensalbeit highly qualified ones.
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8. So What and Who Cares?

The title for this research implications chapter stems from comments made by
Professor Arthur Money, Emeritus Professor at Henley Business School,
University of Reading, during research methods workshops delivered at my
workplace. He suggsted that researchers, novasel experienced, should always

ask themselves O0so what and who careso6 a
This phrase has never being asvaht for me as it is now at this stage of my

study as | consider my response to a question raised by a delegate at the 2015

Hi gher Education Conference at Sheffield

youknowwhat are you going to do with it?%6

This was a small scale case study at an integrated Business School in the South
East of Ireland conducted at a micro level to discover the views held by third year
undergraduate students and six of their lecturerd\fhn during the academic
years 2013 an@014. In this final chapter, | will review the findings referring to

the research question and its tethsubquestions.

AfL is a term used in the literature to describe the enactment of a set of practices
which may result in our students adopting a deepemoapp to learning. | use the
word enactment, as the simple implementation of these practices Aflnats
prescribed by its early advocates Paul Black and Dylan Wiliam (1998). Although
the term was not familiar to the participants in this study, thdeece did show

that the practices of feedback, questioning, sharing criteria and qrestrself
assessment are commonplace in their classso allowing me to conclude that i

is the enactment of the practices that bring the process to life and lifecespro
(Crook, 2006).
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Evidence suggests that tHedents approach their learning in a surface way, even

when encouraged to do otherwise. The cohort under ige¢isth showed
evidence of highh evel s of 0l earned dependenced (
heavily placed on the lecturer, mature student or deemed expert in the group when

completing tasks and assignment in both assessment environments under study.

Rote learningappears to béhe domnant approach to learning adopted by our

student cohort. | would argue that we cannot expect less because we promote it.

In the wider context of my study, students who attain high grades are celebrated

by being included on t hm®m &ehaynad of each st an
programme are presented with a certificate of achievement. This accolade is
awarded on results only; course leaders, lecturers and peers are not asked to
nominate candidates, so those who may not attain the highest grade will never

make the List. The learning culture encouraged by such learning is restrictive

(Davies & Ecclestone, 2008), centred on meeting targets both institutional and

individual and does not facilitate the social process that is learning.

Based on my finding asan insider researcher, | will discuss the implications and
offer some recommendations for future research. Finallylllaehclude with
somethoughts ormy plans for dissemination and publication of my thesisthad
relationship between Afand EWL

8.1  Overview of the Study

This study hassuggestedhat the purpose and goals of assessment in higher
education have not changed in recent times. It still dominates the ways in which

our students approach their learning (Gibbs and Simpson, 2004) anchépw t

view the key purposes dfigher education (Boud and Falchikov, 2003). Students
should be at the heart of any assessment

outside the assessment processod6 (Ecclest
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discourse focugkon certification and achievement in higher education, how can
we, the educators, set out to place the students at the centre of the assessment
process? The literature provided the answer in the forxilofthe buzz term for
improved learning since tHE990s. Definitions were proposed &Bk & Wiliam,
1998; Popham, 200ARG, 2011; Klenowski, 2009) and practices and processes
were developed (for example Black & Wdiln, 1998; ARG, 2002, Gibbs and
Simpson 2004; Hounsell 2007). How these practices werplementedin
different types of educational contextame under the spotlight (Marshall &
Drummond, 2006; Torrance & Pryor, 1998; Davies & Ecclestone, 2008) and
tensions illuminated by that implementation include problems of resources
(Harrison, 2005; Pedd et al, 2005; Yorke, 2003) and the impact on pedagogy
(Webband Jones2009; Irons, 2008; Ecclestone & Swann, 1999).

What are theAfL practice and procedures ifgce and how are these enacted?

In contrast to many of the aspirations embodied in liteésature my findings

show that the majority of my participts did not understand the tedflL. This

and other termaused to describe assessments that are not end of teemes
examinationsare used synonymously with continuous assessment. Classroom
obsevations did illuminate practices that are attributable to the AfL environment.
The practices of Afli feedback, questioning, sharing criteria and-sa&iid peer

assessmeiitare all evidenced in the classrooms

Enacting these practices and proceduseesiat easy and as stated previously,
requires the buyn of lecturer and student. My findings show that in the AfL
environmentenactment was taking place, however in the-Afin environment
the lecturer was implementing these practices, but as the stalent were not
actively engaged with the procedures, AfL did not take place.
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How do lecturers perceive AfL?

When questioned, lecturers did not view questionfagdback,sharing criteria

and self and peefassessment as being attributable to any one environment, rather
it is viewed as good teaching and learning practieeedback was highlighted as

the main concern as time and class size are considered barriers tongrovidi
quality feedback to the student cohort. These, and the other barriers mentioned in
section 6.5.1 do not deter the lectuh@m implementing/enacting the practices

and procedures of AfL as the benefits for both lecturer and student outweigh

them.

Whatare the implications oAfL practices on students learning?

According to researchlgcing the student at the heart of the assessment process
should influence how they approach their felag. Approaches to learning are
discussed in the literature under four concepts, deep approach, surface approach,
monitoring study and organisation and effort (Entwistle, 1997, McCune, 2003),
with the deep approach being sought after in higher education (Prosser and
Trigwell, 1992). Despite being regarded widely in the literature as inferior to
deep learning, he surface approach is not all bad insofar as it is used for
understanding purposes (Webb, 1997). The findings from this study obtained via
survey instrument, classroom observatiand student focus group indicate that
the majority of students dan fact adopt a surface approach to their learning.
Again, in theory at leasthé AfL environment should offer these students the

conditions where the adoption of the deep approatdataing is encouraged.

This learning environment is determined by factors which include staff support
and module design, engagement with subject matter and peer support (McDowell

et al, 2011) and when these are constructively aligned (Biggs, 19960 leagher
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quality learning. hi s environment may not be suital
the right pl ace for the right pur posed

students and lecturers.

Students participating in this study are currently offemed types ofteaching,
learning and assessment environments, namely continuous assessment and end of
semester examination. Findings from the student perspettggesthat students

learn better in the former environment with end of semester resultsncoigf

their perspective, but learning cannot be equated with results/grades. This type of
learning is referred to by Yorke (2003) as learned dependency which may

promote nstrumentalism and not lead to EWL

How do these practices contribute to EWL?

This term, educationally worthwhile learning is, in the main, implicitly assumed
in the literature. Underpinning the phrase is success, which is defined as a
favourable outcome of an undertaking (The Penguin English Dictionary, 2002).
Grades are used bstudents, their parents, politicians and policy makers to
determine success and so can be interpret&i\ds But those grades awarded

as a result of rote learning and memorising cannot and should not provide the

foundations for future independent andcenetmous learning.

My lecturer participants described success in educational testmansforming

the individual (as illuminated in secti@6.7 and 7.4 and believe in the ideal of

the independent learner. Achieving this is not easy with one resgonden
suggesting that it is Overy individuali s
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My student participants were not asked directly what they understood by the term
EWL, but during the focus group phase the students did indicate that a third level
education would improve their job prospects and in turn their lifestyles. However,
the quoés from two students, restated here, do questltmat students believe to

bethe many aims of HE:

6empl oyers dondét want <critical thinke:]
will do what they (the employer) want, when they want, how

they wanto (BBS 4 student)

@ once we finish the degree we can wor

(FG1)

8.2 Limitations

This study was not without its limitations.

It was a small scale study, much smaller than the study from which the survey
instrument was ampted, with 166 students completing the questionnaire, ten
volunteering to take part in the focus group and six lecturers. It could, therefore,

be argued that the findjs are not immediately generalide as they relate to one

cohort, one school and omeo | | eg e . But , as Wolcott (1
study is unique, but not so unique that we cannot learn from it and apply its

lessos more generallyd (i1 bid: rdd¥Welljngtonconcurr
(2000)

The time period for my study was tleezademic years 2013 ar&Dl4. The
findings and perspectives garnered from students are just a snap shot in time and

may not bear resemblance to previous or future year cohorts.
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Another studentelated limitation arose during the pilot study of the survey
instrument. Students commented that their responses were dependent on the
lecturer they had for a particular module. This study was not about individual
lecturers, rather about the assessn@rtd learning environments in which the
students participated. At the live stage of data collection, this witsraged to
students, but there is no way of knowingthey really understood thisr not.
Another limitation arising from the survey instrant, which did not arise at the

pilot study phase, was the use of a neutral point on the Likert scale, number 3 on a
five point scale.In the context of this study this neutral position was adopted by
approximately 20% ofarticipants as shown on Tableg 11and12.

The insiderness of my research may als@bnsidered a limitationl. had ease of
access to the students, but in my position as lecturer, although not their lecturer,
perhaps they felthey had little choice but to take part in the study: iMsider
position allowed me insight into the choice of lecture to participate in my study.
Such insight or choice would not have been available if | had been an outsider and
so these findings should be viewed with this in middwever, the reader shaul

note that | am welliked andrespected among my colleagues and those that
participated in my study knew | wanted the truth, or their version of it, rather than
what they perceived to be the answers | required. This knowledge has given me
confidence irthe findings and my interpretation of them.

For my final limitation, | will quote from the thesis of a fellow Edident, who

also carried out an idepth study of AfL in a tertiary college in England, at
University of the West of Englandvh o so el oquent !l y- put
researcher, | have endeavoured to be open and honest, but recognise that my
findings are always constructions of my mind, remain tentative and are never
definii ve (Carter, 2012)60.

176



8.3 Recommendations

The recommendations arising from this research study are broken into three

sections; implications for theory; practice and further research.

8.3.1 Implications for theory

At the beginning of this study I, foolishly, set myself the task of defining the term
EWL. In contrast to researchers who have contributed to the discourse, | would
arguethat definitions and the resulting boundaries may foausre research on
these rather than the essdmpeit of what is EWL. | offer a tentative
definition/understanidg of the term for the purpose of this study, duggest that
what was found in the literature review for this studgmely that EWL is
explicitly stated or implicitly assumed as it should bandallows the reader to
conjure his/her own thoughts ammderpretations.

The practices associated wikfL; feedback, questioning, sharing criteria and
peer and selfassessment, are nsom my findings deemed to bexclusive to

any onelearning environmentin this study As my study also confirms, this
problem has led to the overse of the term AFL, to describe any form of
assessment that is not the traditional end of semester examination, a fact Paul
Black (2006) was very critical of. This tendency has undermthevhat he
advocates of AfL promoted initially and | posit that in the Iisgher education
system, the enactment, @nd subsequent implementationtieése practices need

further attention.
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8.3.2 Implications for practice
This study has illuminated a numberpoéctical implications, summarised as:

Assessment is not only at the heart of students learning it is also at the heart of
any educational institution. Many third level providers in the Republic of Ireland,
similar to the UK, are, in the main, state feddand so accountability plays a key

part in the day to day life of those institutions. Accountability in terms of our
graduates is viead in terms of grades and award classifications. What quality
mark indicates that we, the education providers, haamat the aims of higher
education? A degree classification based on assessment that has been awarded for

surface/rote learning is of little use to the graduate or his/her future employer(s).

A further implication from this study is allowing the letuspace to change their
module. Semesterisation, ntatturing duties, student numbers alfiilitate
against implementing change to any given module, its teaching, learning and
assessment. would argue thatdcturers who want to enact change should be
encouraged and given space to do so. The incoming President of the institute in
which this study was conducted sent a very motivating email to us, his colleagues,
on his appointment to the role. The commensiaptin relation tospace for

change is:

Ovou are the expert in your area and you should be given the
platform to suggest and i mpl ement <cha
change, you suggest something, we try it and if it works we keep it.

I f it doesno6tl emaorrnke d hseonmeateh ihnagvbe

(Donnely, April 2015, internal staff email)

My research hasuggestedhe need for lecturers to participate in continuous

professional development. Courses are offered by the quality pom®office in
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the institutionThi s O6si tuated | earning of profess
woul d allow | ecturers to engage O6in envi
to extern their own practice through participation inphe act i ces of ot hel
27), thus enabling pactii pant s t o i mpl ement the O&spiri
AfL practices (Marshall & Drummond, (2006)}owever,participation on these

programmes is optionalThe findingsfrom this researclshow that none of the

participants in this study have any teacher education qualifications. This paucity

of pedagogical trainingnay hinderthe understanding of teaching, learning and
assessment and subsequently impedes the enactment and implemensatioa. of

To negate this imbalance Iggest that these CPD programmehigere the focus

is on the enhancement of learniaigd its complex relationship with Aflshould

be mandatory for all lecturing staff. In this way new ideas on teaching, learning

and assssnent methods can I#hared,debated andonsidered for use in their

classroom.

In higher education today, students are viewed as consumers/customers. They

have expectations, artiere is huge pressure to meet thénssing from this

equation is accauability. Who will take the blame if those expectations are not

satisfied? Our students netdbe encourageid take responsibility for their own

actions. Accountability, according to Lopez (
responsibility by the fet that the latter is an essential component of authority
which cannot be del egatedd (i bid: 231) .
they are given clearly defined expectations/requirements of a particular module

and the resources required to ackiethem. Once equipped with these
requirements and resousce i 't i s e ac h respahsibiity o utdise st ude
them as deemed necessaWy findings suggest thatdzoming active participants

in their classroonandin their learningnaybe the first step in that direction.

For the students | propose a Ol earning h
one programmes to allow students realise that the type of ledh@pgindertook

at second levebf the Irish education systens not appropriate for higher
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education and to introduce the characteristics of deep learningcolthdinitiate
an approach to studying and learni(igntwistle, 2003; McCune, 2003hat
should be further developed duritigeir HE experience whichmaythen promote

learner independence and autonomy in their future work place.
8.3.3 Implications for future research

There are a number of opportunities for future research that | have igkbmisfia

result of thisstudy.

Widening the scope of this currenwestigation to include all third year students
in all schools across the institute would add impetus to the implications for

practice outlined above.

A comparative study between the Institute of Technologies and University sector
could establish the fierences and similarities between the two environments and

provide insight into the impact that these differences have on learning.

To i mpl ement in first year semester one
follow the impact of this on the studeragproaches to learning during the course

of their studies.

8.4 Dissemination and Publication

Throughout this research journey, | have discussed my research question and
findings with different people, for exampley EdD cohortmy work colleagues

my students, my Head of Department and Head of School. What | recall from
each conversation is the level of interest each group had in my research giving me
the confidence to assert that my question is one that needs tdriessadl in this

context. |,therefae, began the dissemination process duringdberse of this
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project the literature review chapter was presented at the Irish Academy of
Management Conference in September 2(B&wve, 2013, my pilot study was
presented at the same conference in thevalg year (Bowe&014), and my
findings from the students perspective was presented at the HE Conference in
Sheffield University Bowe-Deegan, 2015)The positive responses to my research
have encouraged me to continue to disseminate my findings so tlahtst,
lecturers school management and policy makers may consider the implications of

my findings on future learning, teaching and assessment strategies.

In terms of publications from this thesis, my 2013, Irish Academy of Management

paper wPape®mB&sitn the Teaching and Learni

published. In future publit@ns, my goal igo focus on two separate strands of
my findings. The first wswhllethe secomd o0n
will consider lecture spéispective in the context of the Irish higher education
system. My target publicationsare Assessment in Education: Principles, Policy

and Practice; and Assessment and Evaluation in Higher Education.

8.5 Conclusion

This research was a small scale, single case study Gifthen an integrated
Business School. The findings offer insights into the teaching learning and
assessment environments offered to third year undergraduate students and how
these influence their pproaches to learning. The teaching learning and
assessment strategy for the institution promafies but reality shows a different

truth.

Despite the pressuresutliined | conclude that we should not be too hard on
ourselves, the educators. As a social prqd¢hssart of learning has many actors,
(lecturers, students, management, administrators, policy makers, politicians) and

if any group have not developed their owdentity, the part they play in the
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process is limited. My student participants had an average age of 20/21 years.
The age at whi ch afolly formediisvtheid latead0@leris,i dent i t
2014) perhapstherefore we cannot expect our undeegluates to fully mgage

with the learning processnd so hindethe enactment of AfL practices.

The lecturerand the variety of learning environments offered during the course of

each particular programmeuides the students through the learning procéss

the lecturer who establishes, develops and maintains relationships with students so
they may engage with the different learning and assessment environments that
they will encounter at HE. This variety of learning environments allgvthe

student ® engage with the many ways in which learning and assessmeriiemay
undertaken. In so doing each individual student can experience different modes of
learning and assessment as described by llleris (208tas i al | @@md né nigdr
which provides the stdentwith the tools necessary to adapt to changingdsor

outside of higher education

Finally, | turn my thoughts t&WL, aterm that has invadedy mind for the past

two years. Watis it and how do we achieve it®ithout knowing what it was, a
definition per se, how could | know iAfL contributed in any way to its
achievement? The literature review did nothing to refwe meanings were
vague orimplicitly assumed in many cases. | gave mytipgrantsa tentative
definition/my understanding of thermandthe majority agreed with it, but | was

not satisfied. So what and who cares? | obviouslyrdthe middle of analysing

my data, he 2015 Higher Education Conémce at Sheffield University was a
standut moment for me. | listed to ProfessorPaul Ashwin from the
Department of Educational Research at Lancaster University, whose research
i nterests include studentsod andspemcademic
aboutthe transformed learnet read his papef(Ashwin et al, 2014)and have

since concludea the light of my findingghatthe outcomes dEWL equate with

the outcomes of transformative learning.
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So to answer my ovarching research questiodo assessmentof learning
practices act as apsngboard or straitjacket for educatonally worthwhile
learning? As both a researcher and a practitioner | conclude that the practices of
questioning, feedback, sharing criteria and pesrd selassessment are not
exclusive to AfL | conclude that iis the enactment of these practicesany
classroom environmentithin particular institutional learning cultureshat

determine if they act as a springboard or straitjackEw/tth..
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Appendix A
Ethical Approval from Sheffield University

Patricia Bowe-Deegan Head of School
EdD Higher Education Professor Cathy Nutbrown

School of Education
388 Glossop Road
Sheffield

S10 2JA

31 March 2016 Telephone#4 (0)114 222 8096
Emailedd@sheffield.ac.uk

Dear Patricia

ETHICAL APPROVAL LETTER

Springboard or Straitjacket: Assessment for Learning as an Educationally
Worthwhile Learning Tool, a case study in an Irish Higher Education
Institute.

Thank you for submitting your ethics application. | am writing to confirm that your
application has now been approved.

We recommend you refer to the reviewerso add
attached). You should discuss how you are going to respond to these comments
with your supervisor BEFORE you proceed with your research.

This letter is evidence that your application has been approved and should be
included as an Appendix in your final submission.

Good luck with your research.

Yours sincerely

Y

Professor Dan Goodley

Chair of the School of Education Ethics Review Panel

cc Prof. Kathryn Ecclestone
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Appendix B

Ethical Confirmation from Waterford Institute of Technology

Dear Patricia,

We are delighted to note how your research degree work is progres3inig. note is to
confirm that the academic management team of the School has discussed your work
and is satisfied it meets ethical standards especially for disclosure to the studédrds.
approval in your supervising university can extend to WIT.

This approval will beoted at our next School Board meetinggain, well done on your
best paper awed at IAM 2013.

Regards,

Tom.

Dr. Thomas O'Toole,

Head of School of Business and Chair, School Board.
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Appendix C

AfL Questionnaire

Section 1: approaches to learning and studying

Strongly Neither Agree Strongly
Agree Agree nor disagree Disagree Disagree
1.1 | 6ve often had trouble in making send&e @8f tBe thdngs 51 have
12 | 6ve beewnorokvelroviechedone to check my relaso2ni ngd and4see 5 hat it
1.3 | have generally put a lot of effort into my studying. 1 2 3 4 5
1.4 | have tended to read very little beyond what is actually requo pass. 1 2 3 4 5
15 Much of what |1 6ve | earned seems no more than | ots of wunrel at
1 2 3 4 5
16 On the whole, |1 6ve been quite systemati 2 an@8 orgdanisb&d i n my

1.7 In making sense of new ideas, | have often related them to practical or real life contexts.

1 2 3
1.8 I concentrated on learning just those bits of information | have to know to pass. 1 2 3
1.9 | d e a somk écross ineny academic reading often set me off on long chains of thought.
1 2 3 4 5
110 | 6ve | ooked at evidence carefully tolredch By owin cobcl usi on.
111 I 6ve or gani s e dfullyiyg makd thedgst useiofite car e 1 2 3 4 5

1.12 | geared my studying closely to just what seems to be required for assignments and exams.
1 2 3 4 5
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1.13
1.14
1.15
1.16
1.17
1.18

1.19
1.20

It has been important for me to follow the argument, or to see thensebshind things.1 2 3 4 5

|l 6ve tried to find better ways of trackBng 8own 4 eleBant inf

| like to be told precisely what to do in essays or other assignments. 1 2 3 4 5

|l 6ve tended to take what wedve been flaught 8t face value wit

Concentration has not wuswually been alpr@adbl et ford me, 5unl ess

In reading for this modu e | 6ve tried to find out for myself exactly what
1 2 3 4 5

|l 6ve just been going through the motilon2 of 3studdyi ngbwithout

I f 1 6ve not underwhewdsthdwnigsgwel dvetbbuigédd &8 di f4d4ereldt appr o:
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Section 2: Experiences of teaching and learning on this module

Strongly Neither Agree Strongly
Agree  Agree nordisagree Disagree Disagree

2.1 It was clear to me what | was supposed to learn. 1 2 3 4 5
2.2  We were given a good deal of choice over how we went about learning. 1 2 3 4 5
2.3  We were dbwed some choice over what aspects of the subject to concentrdte on. 2 3 4 5
2.4  What we were taught seemed to match what we were supposed to learn. 1 2 3 4 5
2.5  Working with other students on this module helpedonedge how my

own learning was going. 1 2 3
2.6  Talking with other students helped me to develop my understanding. 1
2.7  On this module | was prompted to think about how well | was learning

and how I might improve. 1 2 3 4 5
2.8  The teaching encouraged me to rethink my understanding of some aspects

of the subject. 1 2 3 4 5
2.9  This module has given me a sense of what goes on behincetimeescs 6 i n

this subject area. 1 2 3 4 5
2.10 The teaching in this module helped me to think about the evidence

underpinning different views. 1 2 3
2.11 Students supported each other and tried to gilgevaeen it was needed. 1 2 3
2.12 On this module | was given plenty of opportunities to develop my

skills in the subject. 1 2 3 4 5
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2.13
2.14
2.15
2.16

2.17
2.18
2.19
2.20

2.21
2.22

2.23

2.24
2.25

2.26
2.27

| found most of what | learned in this module really interesting. 1

This module encouraged me to relate what | learned to issues in the wider vorld.

Staff tried to share their enthusiasm about the subject with us. 1

On this malule | was given plenty of opportunities to test out ideas and

ways of thinking about the subject. 1
| enjoyed being involved in this module. 1
Staff were patient in explaining thingghich seemed difficult to grasp. 1

It was clear to me what was expected in the assessed work for this modulel
This module seemed to be more about learning than jumping through
assessment hosp 1
| could see how the set work fitted in with what we were supposed to learn.1
Throughout the module | was encouraged to think how best to tackle the
set work. 1
The feedback given on my work during the module helped me to improve
my ways of learning and studying 1
You had to really understand the subject to get good marks in this module. 1
Staff gave me the support | needed to help me approach the set work for
this module. 1
To do well in this module, you had to think critically about the topics. 1
The feedbac given on my work during the module helpgdrify thinks

I hadndét fully understood. 1

N DN

N N N DN

N

w

w W w w

A A M b

o o o1 o1
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Appendix D

Lecturers’ Interview Schedule

1. Your background, how did you get into H.E?

2. Describe yourole as a lecturer in the Business School

3. What motivates your teaching role?

4. What are the downsides?

5. Can you describe for me a typical assessment you have done recently?

6. What were you aiming 'to do' with that assessment?

7. Are thereother assessment methods that could have given you the same result?

8. When you use, say, an essay v. a MCQ test, are they doing different things? Do they he

different purposes?

9. What do you consider to be the general purposes of assessrhiért

10.
11.
12.

13.

14.

15.

16.

17.

18.

19.

20.

21.
22.

Have you come across the term Formative Assessment? If yes, what does it mean to y
Have you come across the term Assessment for Learning? If yes, what does it mean tc

What practices or activities do you associate with Forragissessment/Assessment

for Learning?

How do you put (name the aforementioned practices/activities) into practise?

What factors hinder you from being able to implement these practices in your classroor
Thinking of (practice/activity)how does this benefit you? What are the drawbacks?
Thinking of (practice/activity), how does this benefit your students?

What are the drawbacks?

How does your lecturing and assessment change when delivering an AfL module

as comparedo a norAfL one?

Thinking about class X, how would you describe its overall climate?

What sort of organisational aspects affect it? How do students and their

attitudes affect it?

How do you define 'success'educational terms?

What is the most important thing you see HE doing for students?

What's most worthwhile to you?

So, what factors in your department/course hinder that goal? What factors promote it?

Thinking about the assessmeulicy specifically, does that

[Type text]



promote worthwhile learning?
23. One definition of Educationally Worthwhile Learning is 'the creation of the
independent learn@nd the promotion of learning autonomy'. What do you think?

24.You defined success asé Does this equate to

[Type text]



Appendix E

Student Information Sheet

1. Research Project Title:
Springboard or Straitjacket: Assessment for Learning as an Educationally

Worthwhile Learning Tool, aase study in an Irish Higher Education Institute.
2. Invitation paragraph

You are being invited to take part in a research project. Before you decide it is
important for you to understand why the research is being done and what it will
involve. Pleasdake time to read the following information carefully and discuss it
with others if you wish. Ask me if there is anything that is not clear or if you would
like more information. Take time to decide whether or not you wish to take part.
Thank you for readig this.

3. What is the project’s purpose?

The purpose of this project is to explore how assessment practices influence student
learning. With seventeen years lecturing experience, this researcher believes that the
traditional end of semester/term/year exam does not promote the individual siudents
learning. Assessment for learning or Formative assessment is a strategy whereby
assessment is used to inform the next stage in the learning cycle via feédback
lecturer, peer and self. The aim of this project is to investigate if this is how
assessmerior learning is perceived by lecturing staff and students. The project will

be conducted over a two year period with the data collection period is from January
to May 2014.

4. Why have I been chosen?

The aim of the project is to investigate perceptiohassessment for learning. Third

year undergraduate students have been identified as appropriate research participants
as they have experienced different assessment strategies over the previous two years
of studying at a higher education institute. isTehould enable you, the third year
student to answer the questions set out in the research questionnaire.

5. Do | have to take part?

It is up to you to decide whether or not to take déstou do decide to take part you
will be given this information tseet to keep (and be asked to sign a consent form)
and you can still withdraw at any time. You do not have to give a reason.

[Type text]



6. What will happen to me if | take part?

You will be required to complete a questionnaire, which should take no longer than
thirty minutes. Your honesty in answering the questions is greatly appreciated.

7. What do | have to do?

Other than what is stated at question 6 above you the participant will have no other
responsibilities to the project.

8. What are the possible disadvantages and risks of taking part?

Other than giving of your time and expressing your opinions, the researcher does not
foresee any possible disadvantages or risks associated with you taking part in the
project. However, if at any time during yourfiepation you feel disadvantaged or

at risk you may withdraw without giving a reason. Similarly, if the researcher
encounters a situation where disadvantage or risks may arise, you will be informed
immediately.

9. What are the possible benefits of taking part?

Whilst there are no immediate benefits for those people participating in the project, it
is hoped that this work will contribute to the teaching learning and assessment
strategy of the higher education institute. It is also hoped that the pvaject
promote the benefits of assessment for learning practices.

10.  What happens if the research study stops earlier than expected?

The project is being conducted to fulfil the requirements of a Doctorate in Education
programme. It is not envisaged thaetproject will stop earlier than expected,
however if any unforeseen events to occur which will require the study to stop
participants will be notified and given details as to why this is the case.

11.  What if something goes wrong?

If you, for any reasarhave issue with any aspect of your participation in the project
you should first address your complaint to the researcher or her supérvisor
Professor Kathryn Ecclestone, University of Sheffield. If you are not satisfied by
their response you may cootaThe Secretary, School of Education, Sheffield
University, Sheffield, UK.

12.  Will my taking part in this project be kept confidential?

You will complete the questionnaire anonymously and the only way the project will
identify you is as a third year undergraduate student at the named institute. By the
time the project is complete it is likely you will have graduated from your course of

[Type text]



study further protecting your identity. The completed questionnaires will be kept for
the duration of the project and then destroyed.

13. What will happen to the results of the research project?

As stated, this project is being conducted so as to fulfitefairement of a Doctoral

in Education programme of study. Another requirement is to publish from the thesis.
Here again your identity will remain confidential. If you have completed a
guestionnaire, you will be offered a copy of the findings and aizaly

14.  Who is organising and funding the research?
The research is not sponsored or funded by any organisation or company.

15.  Who has ethically reviewed the project?

This project has been ethicall yatd@ppr ove:t
University of Sheffield-et hi cs review procedure. The L
Committee monitors the application and d

Procedure across the University.
16.  Contact for further information

Should you require furthénformation please contact me, Patricia Beleegan at
+ 353 (0)51 834027 or via emaitipl1pb@sheffield.ac.uk

The supervisor for this research project is Professor Kathryn Ecclestone, email
k.ecclestone @dffield.ac.uk

Finally, each participant will be given a copy of the information sheet and a
signed consent form to keep. | would like to thank you for taking time to read
this information sheet and if you have decided to volunteer as a participant, |
look forward to working with you in the coming months.

[Type text]


mailto:edp11pb@sheffield.ac.uk

Appendix F

Lecturer Information Sheet

1. Research Project Title:
Springboard or Straitjacket: Assessment for Learning as an Educationally
Worthwhile Learning Tool, a case study in an Iféigher Education Institute.

2. Invitation paragraph

You are being invited to take part in a research project. Before you decide it is
important for you to understand why the research is being done and what it will
involve. Please take time to read the daling information carefully and discuss it
with others if you wish. Ask me if there is anything that is not clear or if you would
like more information. Take time to decide whether or not you wish to take part.
Thank you for reading this.

3. What is the project’s purpose?

The purpose of this project is to explore how assessment practices influence student
learning. With seventeen years lecturing experience, this researcher believes that the
traditional end of semester/term/year exam does not promotedthewni d u a | stud
learning. Assessment for learning or Formative assessment is a strategy whereby
assessment is used to inform the next stage in the learning cycle via feédback
lecturer, peer and self. The aim of this project is to investigate ifishiw
assessment for learning is perceived by lecturing staff and students. The project will

be conducted over a two year period with the data collection period is from January

to May 2014.

4. Why have I been chosen?

The aim of the project is to invégate perceptions of assessment for learning.
Lecturersd have been chosen foll owing a
are assessed. The researcher believes you practice assessment for learning in your

classroom and so would value your input itite project.
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5. Do I have to take part?

It is up to you to decide whether or not to take gagtou do decide to take part you
will be given this information sheet to keep (and be asked to sign a consent form)

and you can still withdraw at any tim&.ou do not have to give a reason.

6. What will happen to me if | take part?
You will be required to participate in the project in three phases:
Phase I The researcher will observe your assessment practices
Phase 2 Participate in a focus group
Phases - You may be asked to participate in a 45 minute interview.
7. What do I have to do?

Other than what is stated at question 6 above you the participant will have no other
responsibilities to the project.

8. What are the possible disadvantages and risks of taking part?

Other than giving of your time and expressing your opinions, the researcher does not
foresee any possible disadvantages or risks associated with you taking part in the
project. However, if at any time during your participation you feel disathged or

at risk you may withdraw without giving a reason. Similarly, if the researcher
encounters a situation where disadvantage or risks may arise, you will be informed

immediately.
9. What are the possible benefits of taking part?

Whilst there ar@o immediate benefits for those people participating in the project, it
is hoped that this work will contribute to the teaching learning and assessment
strategy of the higher education institute. It is also hoped that the project will

promote the benefitsf assessment for learning practices.
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10.  What happens if the research study stops earlier than expected?

The project is being conducted to fulfil the requirements of a Doctorate in Education
programme. It is not envisaged that the project will staofieeahan expected,
however if any unforeseen events to occur which will require the study to stop

participants will be notified and given details as to why this is the case.
11.  What if something goes wrong?

If you, for any reason, have issue with aspect of your participation in the project
you should first address your complaint to the researcher or her supérvisor
Professor Kathryn Ecclestone, University of Sheffield. If you are not satisfied by
their response you may contact The Secretary, $cbbdeducation, Sheffield
University, Sheffield, UK.

12.  Will my taking part in this project be kept confidential?

In reporting and analysing your views and opinions, the researcher will assign a
pseudonym to each participant thus safe guarding youritigerit you are selected

and agree to partake in the interview phase, the interview may be recorded. If this
happens, the audio recordings will be used only for analysis. No other use will be
made of them without your written permission, and no oner atiaa the researcher

and her supervisor will be allowed access to the original recordings. Once the
project reaches completion the recordings will be destroyed.

13. What will happen to the results of the research project?

As stated, this project is lmgj conducted so as to fulfil the requirement of a Doctoral
in Education programme of study. Another requirement is to publish from the thesis.
Here again your identity will remain confidential. If you participate in the

observation and focus group phageu will

be offer a copy of the findings and analysis. Those of you being interviewed will
once the recording is transcribed receive a copy to confirm and verify what has been
recorded. You will also be offered a copy of the findings and analystsedddta

collected.
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14.  Who is organising and funding the research?
The research is not sponsored or funded by any organisation or company.
15.  Who has ethically reviewed the project?

This project has been ethicall yaadhppr ove:t
University of Sheffield et hi ¢s review procedur e. The L
Commi ttee monitors the application and d

Procedure across the University.
16.  Contact for further information

Should you regire further information please contact me, Patricia BDgegan at
+ 353 (0)51 834027 or via emaitipl1pb@sheffield.ac.uk

The supervisor for this research project is Professor Kathryn Ecclestone, emalil

k.ecclestone@sheffield.ac.uk

Finally, each participant will be given a copy of the information sheet and a
signed consent form to keep. | would like to thank you for taking time to read
this information sheet and if you have decided to volunteer as a participant, |

look forward to working with you in the coming months.
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Appendix G

Student Consent Form

Title of Project Springboard or Straitjacket: Assessment for Learning as an Educationally
Worthwhile Learning Tool, a case study in an Iridigher Education Institute.

Name of Researcher: Patricia BoweDeegan

ParticipantPseudonynfor this project:

Please
initial box

1. | confirm that | have read and undeastd the information sheet
dated[insert date]for the above project and have had

the opportunity to ask questions.

2. lunderstand that my participation is voluntary and that | am free to withdraw
at any time without giving any reasoftontact number of researcher(051)834027

3. lunderstand that myesponses will be anonymised before analysis.
| give permission for members of the research team to have access
to my anonymised responses.

4. 1 agree to take part in the above research project.

Name of Participant Date Signature

Patricia BoweDeegan
Researcher Date Signature

To be signed and dated in presence of the participant

Copies: Once this has been signed by all parties the participant should receive a copy of the
signed and dated participant consent form, the letterwvatten script/information sheet

and any other written information provided to the participants. A copy fostgeed and

RIFIGSR O2yaSyd F2NY &akKz2dzZ R 0SS LI IFOSR Ay GKS
must be kept in a secure location.
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Appendix H

Lecturer Consent Form

Title of Project Springboard or Straitjacket: Assessment for Learning agdncationally
Worthwhile Learning Tool, a case study in an Irish Higher Education Institute.

Name of Researcher: Patricia BoweDeegan

ParticipantPseudonynfor this project:

Please initial box

4. | confirm that | have read and undeasidthe information sheet
dated[insert date]for the above project and have had

the opportunity to ask questions.

5. lunderstand that my participation is voluntary and that | am free to withdraw

at any time without giving any reasoftontact number of reseaher(051)83402y

6. | understand that my responses will be anonymised before analysis.

| give permission for members of the research team to have access
to my anonymised responses.

5. | agree to take part in the above research project.

Name of Participant Date Signature

Patricia BoweDeegan
Researcher Date Signature

To be signed and dated in presence of the participant

Caies: Once this has been signed by all parties the participant should receive a copy of
the signed and dated participant consent form, the letterfpnetten script/information
sheet and any other written information provided to the participants. A éopthe signed

YR RIFIGSR O2yaSyid FT2N) aK2dZ R 6S LI IFOSR Ay

must be kept in a secure location.
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Appendix |
Irish Leaving Certificate Examination Points Calculation Grid

Leaving Cert Grade Higher Paper Lower Paper Maths Foundation #

Al 100 60 20
A2 90 50 15
Bl 85 45 10
B2 80 40 5
B3 75 35

C1 70 30

C2 65 25

C3 60 20

D1 55 15

D2 50 10

D3 45 5

LCVP points awarded: Distinction - 70, Merit - 50, Pass - 30

* 25 bonus points will beadded to the points score for Leaving Certificate Higher
Level Mathematics.

# Points for Foundation Level Mathematics will be awarded by certain institutions.
Applicants should refer to the HEI literature for full details.

NCAD does not award points faeaving Certificate or other examinations. Consult
NCAD literature for details.

Applicants for undergraduate medicine courses should consult the literature of the
appropriate institution for information on assessment procedures.

All HEIs award points foresults in Leaving Certificate Vocational Programme Link
Modules, in place of a sixth Leaving Certificate subject. However, not all HEIs count
LCVP as meeting eligibility requirements in regard to passing subjects. Applicants
should refer to HEI literaturier full details.

Accompanying conditions:

1. The six best results, in recognised subjects, in one Leaving Certificate
Examination will be counted for points computation.

2. One sitting only of the Leaving Certificate Examination will be counted for
points purpses.

3. Inthe case of certain subjects, e.g. Home Economics (General), Foundation
Level Mathematics or Foundation Level Irish, some HEIs may not award the
points shown above. If in any doubt, check with the Admissions Office of the
appropriate HEIs.

4. Remember, you must first meet the minimum entry requirements in order to
be considered for entry to a course. The bonus points are included in the
overall points calculation only when Mathematics is one of the applicant's
best six subjects following the @dition of the bonus.
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