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Abstract

The challenge to enhance staff development processes in a way that reflects a
changing global learning environment and supports academic staff in their
efforts to integrate the affordances of the rapidly changing learning technology
opportunities into their learning environments is a common one for many of
the institutions in higher education. This dissertation records a response to this
challenge in the context of a higher education institution in Ireland.

In an attempt to understand how a selected cross-section of the academic staff
of the institution were aware of the pedagogical underpinning required for the
effective use of learning technologies, a grounded theory approach was used to
interpret their individual and degree group responses to a guided interview
process. Co-raters independently identified learning issues raised by the
informants in the recorded data, and, reliability tests were performed on the
results from the co-raters. Having identified the highest occurring learning
issues from this phase of analysis these key issues were taken back to the
informants for further discussion in focus groups aimed at clarifying their
thinking regarding these issues.

Cluster Analysis was used at the next phase to inform how best to analyse the
recordings of the focus groups. The application of grounded theory methods is
set out in a way to provide transparency, seeking to respond to the, sometimes
critical, comment made regarding the use of this methodology. The use of
grounded theory methods enabled themes to be identified from the focus
group data leading to a definition of theory that affirmed some existing

theoretical positions and extended others by more specific identity of the role



that academic management need to play in understanding, and planning for the
integration of, the use of learning technologies by the academic staff for whom

they have management responsibility.
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CHAPTER 1

INTRODUCTION TO THE RESEARCH



1.1 The Motivation for the Research

1.1.1 An Institutional Strategic Plan for Change

This research is focused within the context of a higher education (HE)
institution in the Republic of Ireland. During their term of appointment, the
governing body of the institution adopted a strategic plan. The strategic
planning was placed in a 15-year timeframe, supported by 3-year operational
plans, the preparation of which commenced immediately.

One key objective under the strategy referred to flexible leading-edge
electronic capabilities, seeking to position the institution as a state-of-the-art
university with the capacity to deliver programmes flexibly, effectively and to
the highest standards. To be able to achieve such capacity would involve using
the latest technology, on and off campus to an enhanced student base.

Some of the key goals, set out as bullet points, under this strategic
objective, referred to hardware provision, and other goals, relating to academic
programmes, included the following:

e To develop flexible web-based course delivery mechanisms, flexible
means of entry, new knowledge domains, rapid response to changing
needs; and

¢ To develop modularised e-learning programmes as a feature of a rapid,
flexible and cost effective response capability.

The common objective, in all elements of the strategic plan, continues
to be the achievement of excellence, through processes of continuous
improvement of staff, programmes and facilities.

As a senior faculty manager in the institution, one of my

responsibilities was to contribute to the implementation of the strategic plan, a



key focus of which was to move to a more student-centred learning
environment, which broadly speaking means understanding pedagogic matters
from the students’ point of view (McLean 2006:84), and which will be
developed in more detail (Trigwell et al. 2005:252,253) below when
discussing changes in teaching and learning.

During reflection on the strategy the words and phrases that began to
raise significant questions for me as a manager included the following:
flexible leading-edge electronic capabilities, using the latest technology on and
off campus, flexible web-based course delivery mechanisms, new knowledge
domains, modularised e-learning programmes, and the achievement of
excellence through processes of continuous improvement of staff.

With a personal academic discipline and management experience
background in computer software applications the questions began to focus
because I realised how much needed to be achieved in order to make the
strategic plan become a reality and not just an aspiration. The institution had
invested substantially in technology. Many of my staff colleagues aspire to
achieve excellence in their daily contact with students, but to enable them to
engage effectively with the latest technology, in the delivery of flexible web-
based courses, would require considered reflection on what the processes of
continuous improvement of staff might comprise.

How much the strategic decision affecting institutional policy was
informed by related research is difficult to determine with accuracy because a
new governing body has since been appointed and minutes of earlier
proceedings do not contain such details. However the questions that were

generated by reflection on the strategy led to a considered approach regarding



its implementation and eventually became focused into a specific research
question that drove the research that is documented in this thesis. This
introduction seeks to capture the elements of the process that led to a
focussing of the research question and to outline the structure of the thesis.

In particular, questions regarding the meaning of, and the
understanding that defined the use of, concepts and phrases, such as ‘staff
development” (Webb 1996:1), and ‘Information and Communication
Technologies’ (ICTs) and ‘e-learning’ (Ravenscroft 2003a:4) began to demand
more careful attention. These concepts and phrases will be addressed in further

detail in the next chapter.

My participation in the research as an agent as well as a researcher is
acknowledged. Clearly there are all kinds of questions of subjectivity,
objectivity, distance and professional issues, which I recognise from the outset

and is also a theme that I will return to later.

1.1.2 Resources to support the Challenge of Change

To support the implementation of the strategic plan the governing body
made provision for two new significant resources, a Learning and Teaching
Centre (LTC), staffed mainly by colleagues from an Education discipline,
some of whom also had experience of ICTs, and, a Learning Technology
Team (LTT), composed of staff with both an educational and a technological
background. The influence of the existing Staff Development Office was also
extended through the appointment of additional staff to facilitate more
enhanced planning and additional training course offerings. While these

resources made possible new opportunities for staff in the institution to



participate in their personal development, very few research findings were
available to inform how best to focus the processes for staff development to
support the provision of e-learning (McShane 2004:5). I will expand on this
issue of the lack of available research in that area in the next chapter.

I attended some of these new course offerings by the LTC and formed
an assumption that these new resources appeared to have attracted the
attention of those who might be described as the early adopters, or those most
keenly interested. Notwithstanding this keen interest it was noticeable, for
example, that although there was a strong emphasis during the delivery of the
courses on the need for a rigorous pedagogical (another word that I will return
to in the next chapter) underpinning for the design and delivery of e-learning,
participants were also looking for a sense of emotional identity (Salmon
2003:83), and someone to model the required skills. The question of how best
these expensive resources should be used by, and for, staff still needed to be
informed by research. During the course of this research that question, quite
separately, began to be asked by the staff of the LTC themselves, in drawing
up their own research agenda. That in itself was an encouragement to continue
with this research as it suggested that the question had not been adequately
addressed when allocating the resources.

The challenge facing this institution to find ways to support staff
development in order to prepare academic staff to meet the demands of
teaching and learning, when including the use of an online environment, was a
common one (Newton 2003:436) that developed over the past few decades,
and recognized across the sector internationally. One example, in the UK, put

in place to support staff, was when the Department of Education and Science



funded, through the four HE funding bodies in England, Scotland, Wales and
Northern Ireland, the Learning & Teaching Support Network (LTSN).
Consisting of a network of 24 subject centres, based in higher education
institutions throughout the UK, the LTSN offers subject-specific expertise and
information on learning and teaching; with a Generic Centre offering expertise
and information on learning and teaching issues that cross subject boundaries.
The network is managed, and co-coordinated, by an Executive, located with
the Institute for Learning and Teaching (ILT) in York. Part of the Higher

Education Academy as of 1 May 2004, the LTSN continues to promote high

quality learning and teaching through the development and transfer of good
practices in all disciplines (LTSN 2004). The Academy also aims to shape the
thinking of policy makers and provide the HE communities with a stronger
voice in national debates and discussions.

In the wider context of this research I enquired if this support is
effective. One of the centres carried out an evaluation for the LTSN Executive
Annual Report in 2002. The evaluation, among other questions related to its
profile, asked if the centre had any impact on learning and teaching and
concluded (LTSN 2002) that the Centre’s impact on learning and teaching was
still probably relatively small. Most respondents felt it was too early for much
of an impact to have been made. They also pointed out how hard it was to
measure this. The intention of the support network was to enable academic
staff to join a network of colleagues in a common discipline to offer relevant
support as they were trying to exploit the use of ICTs to develop their existing

programmes. However the evaluation also noted that the extent to which the



LTSN profile has been raised varies greatly from institution to institution
(LTSN 2002).

Perhaps this suggests that some staff did not benefit from such support
simply because they were unaware that it was available. Until more recently,
for a variety of reasons, some staff may even have ignored the impact of
technology in higher education. However the development of the technology,
and the expectation of the current student generation to be involved in its use
for learning (Oblinger & Oblinger 2005 : chapter 3), has meant that higher
education staff have become more and more affected, either by using it or by
lack of using it.

Partly to provide a sense of the emotional identity, earlier mentioned,
but also to share the challenge we faced as a staff team in the school for which
I had responsibility to introduce the use of technology into the learning
environment, I, as the senior faculty manager responsible, decided to take
ownership of the problem, using this research to address the challenges to
implement the institutional strategy on courses for which we, as an academic
staff team, had responsibility together. How we started to work together as a

team is described below.

1.2 The Initial Response to the Challenges

1.2.1 The initial approach using Problem Based Learning.

When beginning to engage with the literature to support reflection on
these challenges, having been given as a senior faculty manager the role of
implementing effectively the strategic plan of the institution, problem based

learning (PBL) (Barrows & Kelson 1999:2-8), seemed to me to be a possible



way forward for the selected staff team in the school. I will discuss the details
of the selection and composition of the team below, after having considered
the following concepts and principles related to PBL. Harland suggests that
Vygotsky’s zone of proximal development (Vygotsky 1978:84-91) might
guide teaching and learning activities in PBL. Vygotsky’s starting point for
instruction is the learner’s current knowledge and skills and this is also where
PBL begins (Harland 2003a:266,270). Goodnough traces it back to the work
of Dewey (Goodnough 2006:302), who emphasised the connections amongst
doing, thinking and learning. Learning, according to Dewey, should give
students something to do and the doing is of such a nature as to demand
thinking and intentional connections (Dewey 2003:151).

A useful paper, (Gijselaers 1996:14,15), connecting problem based
practices with educational theory focuses three principles that are relevant to
addressing the “problem” of introducing ICTs into the learning environment.
Within the staff team there were social and contextual factors that would
influence our learning together about the use of ICTs. Secondly, along with
other researchers, (Glaser 1991:132), (Barrows & Kelson 1999:2), in that field
it is argued that PBL derives from the theory that learning is a process where
learners actively construct knowledge and is not a receptive process, and
thirdly, that cognitive processes called metacognition, (Bruer 1993:68), which
I will also develop later, affect the use of knowledge.

Furthermore, by reflecting on the complexity of the environment that
learners, (in this case, the selected academic staff team), should be able to
function in after their learning, in PBL they are given ownership of the process

to develop a solution, using the environment to support and challenge their



thinking (Savery & Duffy 1995:139). Another argument for PBL is that the
self-directed learning model should prepare those involved to be effective
participants in their community (Duffy & Cunningham 1997:190). These
criteria seemed to suggest outcomes that would contribute to resolving the
challenge we faced.

Using Constructivist principles, (Spiro 1991:27,28), when applying
PBL, students learn to be interdependent learners motivated to solve a
“problem”, which is a real world example where possible. It was obvious that
we had a “problem”, and it was a real-world problem in PBL terminology
(Kiley et al. 2002:2), which was no one’s fault. It was an issue that arose out
of the challenge for faculty managers to lead the implementation in order to
achieve the clear objectives in the strategic plan of the institution.

Initially in PBL, students explore the problem using their prior
knowledge and experience (Duffy & Cunningham 1997:191). They then
analyse the problem and formulate hypotheses that might explain the
problem. They use this information to determine the further information
they require in order to understand and to solve the problem (Kiley
2000:1).

The strategic plan itself suggested that some of the stated specific
objectives should be achieved through continuous staff development, but
without defining what that might involve. This presented a challenge to us as a
staff team. So I encouraged the selected staff team, the composition of which
is described in the next section, to accept the challenge we faced together as an
opportunity to apply some of these research findings regarding PBL, in order

to address the “problem” of how, strategically (Savin-Baden 2000), to support



staff development in the move to online learning in the institution. I say some
of the research findings because all the concepts associated with PBL were not
applied rigorously. That may have contributed to the limitations experienced
since it is argued (Murray & Savin-Baden 2000:107) that for problem-based

learning to succeed, a sound programme of staff development is required.

1.2.2  Selection and activities of the initial staff team.

At the beginning of the research journey, a number of academic staff,
who were teaching on two degree programmes, were selected and invited to
resolve the “problem” of ‘how to deliver their programmes effectively in an
online mode within their academic community’. The selection was based on
two criteria. Both programmes had the potential to be delivered among a
student community that was dispersed across the nation by exploiting the
affordances (Gibson 1979), another concept that I will develop later, of ICTs.
Secondly, to overcome the practical reality of a suitable meeting time, the
academic teaching staff involved on each degree needed to be able to attend
working lunch hour sessions weekly to commence the process as soon as
possible. In practice that narrowed the focus to full-time members of academic
staff within the faculty who were on the premises, but excluded part-time
colleagues whose day employment was elsewhere.

In this case the selected members of academic staff had opportunity to
become a community of learners, interdependent on each other’s specific
expertise, based on the concept that meaning arises and evolves during

interactions that are influenced by the social relations within a community of
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practice (Vygotsky 1978). There are issues associated with communities of
practice that need discussion, which again I will develop in the next chapter.

In this way, using PBL, the process of investigation was commenced
with the intention to provide a solution to the “problem”. I also hoped to build
a sense of involvement for these staff with the possible solutions to the
problems each might encounter in their ongoing course development when
using ICTs.

For a number of reasons, which I will explain later when discussing
data collection and analysis, this initial PBL phase of the research proved to be
somewhat limiting in terms of the data available. Nevertheless I mention it
here because the experience gained, together with a more thorough search of
literature associated with improving staff development processes to facilitate
the inclusion of the use of ICTs into teaching and learning, did inform how a
more comprehensive approach might provide a richer source of data. An
attempt was made during this PBL phase to establish some baseline data using
a questionnaire (see Appendix 1). The data sources will be discussed when
considering data collection but suffice it to say here that two video recordings
were also made, a little later, of discussions by each of these two staff groups
around the same questions that had been posed in the questionnaire to the
individuals on the staff team. They will be discussed further in the chapter on
data collection and analysis in relation to the contribution they made to the
research.

However very quickly it became obvious that a more focused piece of
research was required, with a wider cohort of programmes and a more

representative group of staff in order to provide some breadth and depth of
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data for analysis. It was also recognised that a more thorough understanding of

the changing learning environment, which I will now discuss, was required.

1.3 The Impact of a changing Learning Environment

1.3.1 Institutional Change in an International Context

While undertaking the PBL studies together as a staff team, two other
significant factors began to impact the changing learning environment. Based
on European legislation, to which the Irish government had signed up, a new
National Qualifications Authority of Ireland (NQAI) was established by law.
This quickened the demand for a thorough review of all programmes offered
by the institution. Urgent priority was to be given to ensure that all
programmes had clear learning outcomes, which mapped on to a National Grid
of Learning (NQAI 2007) to facilitate student transfer and progression across
the national and European higher education spectrum. Then to increase the
complexity of the environment in which the research was conducted the
Academic Council of the institution approved a move to introduce
Modularisation (DIT 2006; HEA 2006; UCD 2006) for all programmes, while
at the same time conducting the work required for national compliance with
the NQALI for learning progression and transfer. Again I am not sure how
much research findings, see (McLean 2006:45) in connection with
modularisation, were used to underpin these institutional, national and
European decisions which are intended to have strategic implications for the
enhancement of the learning environment of the institution. These changes
began to focus the need for academic staff to engage with teaching, learning

and assessment strategies, which together with the changes occurring with
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technology suggested that this research should consider the understanding that
academic staff had of, and the use they made of, related learning theories,
which I will discuss in the next section, in their design, development and
delivery of academic programmes.

In coming up with an eventual research question, to try to understand
how to improve staff development processes in the context of this research I
eventually considered it would be a useful and necessary starting point to
investigate what understanding academic staff in the institution had of learning
theories they were using, explicitly or implicitly, to underpin their existing
course design, development and representation for delivery. I will discuss later
how these elements of design, development and the representation used for
delivery influenced the framework selected for the research. Should there be
limitation in such understanding by the academic staff, to ask those staff to
develop programmes for a learning environment that was extended to include
the use of technology, might mean that any insecure foundations in
understanding learning in a technology-reduced environment were likely to
prove even more inadequate when trying to ensure a healthy student-centred
learning environment in one that was more technology dependant. The
investigation was considered important in order to understand how better to
support the academic staff through improving staff development processes, as
they would develop new course designs, which would use ICTs to assist in the
presentation of the learning material.

In order to support the extent of change that the institution was
embarking upon I was seconded at that time to a faculty-wide post with

responsibilities for Learning Development in relation to the engagement with
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the Quality Authority framework for learning, the conversion of programmes
to a modular format, and to provide learning support for all academic staff in
the faculty. This secondment was opportune as it provided better focus in my
daily responsibilities in relation to this research compared to the broader and

less focused responsibilities I had previously in managing a school.

1.3.2 Changes in Learning and Teaching

At the risk of appearing to take a somewhat simplistic approach to
change in learning and teaching, while noting that other writing argues that
educational change is complex, (Fullan 1993:37, 2001:xi), I want to, as it
were, reflect, in this introduction to the research, and survey, some of the key
trends promoted in the understanding of learning over roughly the last half
century, though of course others, too many to list here, made earlier
contributions to these specific trends in the field. I do so because I want to
then consider in the following section some of the changes in technology that
seem to have paralleled these fairly dominant emphases in learning theory,
that have probably also affected the development of technology to support
learning and teaching.

The principles of Behaviourist theory (Skinner 1954:86-97)
emphasised that learning, in which activity is important, is helped when
objectives are clear, and, that repetition and generalisation, motivated through
reinforcement, encourage stereotyped responses. The approach has strengths
when the desired, correct responses are building new learning, but it lacks the
flexibility to deal with responses that are incorrect due to a lack of remedial

strategies.
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A more structured methodology of task analysis to enhance conceptual
and procedural knowledge (Gagné & Medsker 1996:32,57,66) and based on
cognitive information-processing models (Gagné & Medsker 1996:10) still
tends to be based on the concept of pre-structured practice. Both these
approaches, by Skinner and Gagné, tend not to give much initiative to students
because the approach to learning is mainly pre-planned by the teacher.

There seems to be more emphasis given to student control over their
learning in the Constructivist approach, both in the activity-oriented cognitive
processes (Piaget 1978:65), and, where the learning activity is located in and
supported by social interaction (Vygotsky 1978:84), between learners and
teachers. Related to behaviour, but more aligned to the social interactions than
to repetitive reinforcement is social cognitive learning (Bandura 1977), where
the emphasis is on observation of others leading to the consequent modelling
of behaviour by the observing learner.

That concept raises the issue of learning that is situated (Lave &
Wegner 1991:32-34) in real life experiences. Sometimes the cognitive
emphasis in learning can be regarded as somewhat abstract, whereas by
locating the learning in a specific event, authentic learning can occur, through
engagement within the learning environment, by remembering and
understanding issues that are raised through the learning. Where this approach
to learning is situated in group involvement as a community (Wenger
1998:45), an emphasis on analytical learning can result, although the
community aspect does not necessarily imply that learning can only be

experienced where there is agreement (Fullan 2005:46) across the community.
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Finally in this brief, broad survey of different explanations that
describe how learning can be experienced I conclude with activity theory
(Engestrom 2000:960-969) which builds on Vygotsky’s work in the socio-
cultural field by providing a framework to understand the potential gaps in the
sub-systems that make up the learning and development environment.

In the context of this research, in the enhanced learning environment
that included the use of technology to support learning and teaching, I began
to ask if this rich, varied tapestry that is composed of a spectrum of learning
theories, some of them interlinked, would still adequately explain learning, or
would there need to be additional theorising developed to explain new aspects
of learning related to the use of the technology.

The relationship between teaching and learning is sometimes referred
to as pedagogy, although I recognise that to be a contested term (Cannon
2001:415), (Stierer 2004:277), and is an issue that I will develop in more
detail in the next chapter. I raise the term here because the strategic plan of the
institution seeks change through a move to a student-centred learning
environment. Reference has been made in the literature to teacher-focused and
student-focused emphases (Trigwell et al. 2005:252,253). The intention in the
learning process can vary, from information transfer, through concept
acquisition and conceptual development to eventually achieving conceptual
change, as the activity changes from teacher activity to student activity across
a continuum of five mixtures of experiences where the combination of teacher
or student focus with teacher or student activity varies. At one end of a
continuum, where the emphasis is teacher focused, the activities can vary from

teacher activity, with the sole learning intention of transferring information to
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students, to more emphasis on student activity, but still with the intention of
transferring information to students. Moving along the continuum, in seeking
to engage the students more in the activity of the learning process, while still
maintaining a teacher focus, the student activity can have the learning
intention of the student acquiring concepts in the particular discipline. Moving
towards the other end of the continuum, to a student focus combined with the
student activity, can have the learning intention of the students developing
their own concepts, and at the student focused end of the continuum, the
student activity can have the intention of the students changing their
conceptions. This variety of learning experience, across the continuum,
captures the context of some of the challenges we faced in moving to a
student-centred learning environment.

In the strategic plan to move to a student-centred learning
environment, it is likely that there will be a number of different ways in which
teachers will experience change in their understanding of the subject matter
they teach. Some of these may be related to the subject itself and some may be
related to how the subject is delivered. I will discuss some of the findings from
the literature related to this experience of change (Trigwell et al. 2005:255)
and the experience of teaching and learning in the next chapter.

I mentioned earlier that some of the likely changes in seeking to move
to a student-centred learning environment are linked to the changes occurring
when using available technologies for learning and teaching. I will now
introduce discussion on these changes in available technology, recognising the
expectation, mentioned earlier, of the more recent generation of students of the

use of technology in the learning environment.
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1.3.3 Changes in Technology

The development of effective use of technologies for learning and
teaching, as a desired outcome of the strategic plan, was in line with the
aspiration of most educational institutions and the policy makers who fund
them. However the achievement of the desired outcomes and their related
potential in learning is still a challenge. There is little evidence of change of
the radical kind, observable for example in the commercial world, despite an
ambitious programme of investment in ICT resources, infrastructure and

teacher training (Somekh 2001:168).

Various suggestions to try to explain why, include the impact of deep
rooted, longstanding traditions and authority structures, rules of behaviour and
the division of labour in schools (Somekh 2001:168), and the fact that e-
learning is a relatively recent area of study, which is beginning to emerge as a
distinctive research area (Conole et al. 2003:1), which in turn probably is
reflected in many described instances of e-learning that claim to draw on
theoretical positions, such as constructivism, without explaining how they

embody the principles and values of that approach (Conole et al. 2004a:17).

Most of the models using technology to support teaching and learning
tend to emphasise either a constructivist or a conversational approach (Daly
2006:92), (Laurillard 2002:102,103), (Salmon 2003:48,49) but they are not
without a critical analysis and comment (Lisewski & Joyce 2003:56), pointing
out the dangers of their becoming too dominant a discourse. This issue needs
deeper discussion than can be given here in an introduction and will also be

taken up in the next chapter.
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In an attempt to enable academic staff to draw more easily on a wide
range of the models and perspectives, with more effective pedagogical
foundations associated with them, when they seek to introduce technology to
support learning and teaching, a toolkit (Conole et al. 2004a:18) has been
offered as a potential support. While this may be very helpful towards
encouraging thoughtful engagement with pedagogy and design when using
technology, there is still a danger. Often there is an emphasis on technology
which is too structured and prescriptive in its instructional design, a constraint
which tends to characterise products developed mainly by technologists,
without much input from or reference to instructional designers. The result is
that application of the technologies by instructional designers to learning
environments is often limited by the constraint of the technology.

The rapid development of learning technologies has tended to locate
the technology as the driver of change in learning, rather than in the ways that
the technology is used (Goodyear 2001:19). Simply adapting the use of the
technology itself is unlikely to deliver the desired benefits for learning, but
merely to encourage assimilation of the superficial trappings of some new
practice (Fullan 2001:37), such as for example using software like PowerPoint
instead of an overhead projector for delivery of lectures, which only
encourages people to think they have changed. The danger in this practice is
that it could consolidate the view that good teaching is the transmission of
information (Daly 2006:90), a view that I will comment on later in relation to
some findings from this research.

This raises the issue of how to exploit more effectively what is

increasingly referred to as the affordances of the technology. As I have stated
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earlier, the discussion on affordances (Gibson 1979:127-146) will be
developed later, suffice it to mention here a more simple definition of the
term, (Salmon 2003:33), namely of what the technology enables or creates the
opportunity for. To develop the discussion later I will examine some of the
ways the technology might be able to facilitate interaction for learning both
individually and as a community, and also across the continuum of activities
mentioned above in relation to changes in teaching and learning in the
endeavour to increase the sense of learner-centred activities.

The changes over the past two decades have been rapid, in both the
range of software platforms available to support learning and teaching, for
example high level Learning Management Systems such as WebCT (Joyes &
Frize 2005:34), and the hardware on which they run, with the enhanced
capacity in memory to support data storage, increased speed of the microchips
to enable acceptable processing response times, and the necessary increased
bandwidth to facilitate data transfer and speed of communication.

Some of these changes have impacted the public generally, e.g. the use
of email, mobile technology and the world-wide-web, while others have had
more specific relevance to academic learning and teaching institutions, e.g. the
use of a variety of learning platforms to support course delivery, and a whole
range of developments using audio and video technologies.

The potential advantages associated with these developments offer new
opportunities for knowledge creation (Scardamalia 1996:149-163), (Bereiter
2002: ch 8), but their potential for learning is not yet fully understood (Salmon

2003):12, (Preece 2000:xii), (Kirkwood & Price 2005:265), and, there are
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significant challenges posed for investigation by the various strands of

research in the field (Conole 2005:171,172).

14 Focusing the key issues.

1.4.1 Change in the Learning Environment.

As has been introduced above, the complex environment (Fullan
2001:xi), within which this research is conducted has been undergoing, and
continues to undergo change in various ways. There is change in the move to
student-centred learning, change in understanding of the pedagogy related to
such a move, change in technologies available to represent course design,
change in the affordances of the technology, in turn affecting change in the
social relationships among staff and students, and consequently impacting on
the institutional culture, which includes how teachers come to question and
change their beliefs and habits (Fullan 2001:34), and the staff development
processes which need to be developed to support academic staff within this
changing environment.

The discussion of pedagogy and staff development, including the
practical skills development necessary to use the technologies, and the new
learning to be undertaken to represent course design using those technologies,
seemed to fit within the wider context of a socio-cultural framework, (Bruner
1996:x-xii), within which staff, as learners together, could construct new ideas
or concepts based upon their current/past knowledge. Meanings have their
origins and their significance in the culture in which they are created. It is this
cultural situatedness of meanings that assures their negotiability, and

ultimately their communicatability (Bruner 1996:3).

21



Apart from what is claimed theoretically regarding learning and
teaching, quite a number of staff in higher education, except perhaps those
with an Education discipline, or those having undertaken such studies as part
of their continuing development, seem to have limited knowledge or
experience of the pedagogy that underpins a good learning and teaching
environment. This would appear to be the case in the present study, based on
discussions with colleagues associated with the context in which the study is
located. T will develop this further in the discussion of the findings of the

research.

1.4.2 Guiding Concepts of Change

Some research findings in the area of ‘Change’ as it affects institutions
distinguish between ‘re-structuring’ and ‘re-culturing’ an organisation (Fullan
1998:5, 2001:34 2005:69). The findings suggest that while re-structuring is
relatively easy to plan, re-structuring by itself, makes little difference to
improvement in teaching and learning. What does make a difference is re-
culturing (Fullan 2001:34), that is how teachers come to question and change
their beliefs and habits. That is a more difficult challenge. While both re-
structuring and re-culturing involve people, the re-structuring can be imposed
by those with authority or power to do so, whereas re-culturing requires the
co-operation of all the people involved in the change, with their range of
attitudes, traditional ways of working and mixed motivations towards change.
Additional questions therefore arose, related to the implementation of the
strategic plan. Would the implementation of the strategic plan contribute to re-

culturing the organisation? If so, how would this best be achieved? Certainly
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the desired outcomes of the strategic plan seemed to be an expectation of re-
culture and in trying to unpack objectives of the Plan, the questions related to
pedagogy, the enhanced use of technology, related staff development, and
change of culture began to emerge as key strands for investigation.

The provision of the LTC and the LTT could be seen as a re-
structuring change. Their provision brought into the context some related
structural and institutional issues that presented some new challenges and
tensions. From a management perspective their introduction provided a
support for learners across the institution; however the use of the resources
was left to individual choice. Colleagues, who value their own autonomy
greatly (Brew 1995:7), (Blackmore & Blackwell 2006:374,375), (Newton
2003:432), viewed the resource from different perspectives. Some seemed to
have welcomed the facilities warmly as an opportunity for personal
development, others have regarded them as yet more demand on their
jealously guarded personal time and space. A primary emphasis from the LTC
and the LTT has been to prioritise in their course provision, that the theoretical
underpinning necessary for course design, development and delivery is
absolutely essential. This emphasis supported the development of the research
by contributing a necessary element of the ‘situatedness’ (Lave & Wegner
1991:32-34) as many of the staff associated with the research interacted with
the support centres during the process of data collection.

The governing body may have thought that theoretically by
encouraging attention to be given to staff development, the re-culturing of the

organisation would be more effective, both in achieving cultural change and in
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social cohesion among the staff. The question is how best to facilitate staff
development.

I will discuss some of what is known about staff development
generally in the next chapter, and seek there to identify significant unknowns
when considering what is needed to ensure an enhanced learning and teaching
environment in which staff include ICTs as part of their design and delivery of
academic programmes. The affordances, even using the simple definition
given earlier, of the technology are not yet fully understood, in turn limiting

how they may best be exploited.

1.4.3 Guiding and Emergent Questions

The broader question that this research sought to answer was ‘What
processes for continuous improvement of academic staff within the institution
would best enable them, drawing on new knowledge domains, to develop
modularised e-learning programmes, which would include the use of flexible
web-based delivery mechanisms based on the latest technology to enhance the
learning and teaching’?

Many academic staff members in the institution are regarded by their
peers and students to be competent professionals in their field of discipline,
committed to provide a quality learning environment. They have not however
used the latest technology to support their delivery. This is particularly the
case where these academic staff are themselves ‘people-centred’ and are
involved with ‘people-centred’ courses, which have little involvement with
technology in the delivery, since face to face contact contributes much to the

existing learning process.
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Another question on the periphery of the research was ‘Are the
existing learning theories adequate to explain the learning such staff members
are processing, or has the technology introduced additional variables?’

Within this complex environment, where the objective was to provide
a quality student-centred learning environment, initially it was difficult to
focus the research because of so many related questions. Would the demands
of the strategic plan to introduce at least some delivery, using the technology
available, make demands on academic staff that could be detrimental to their
creation of a supportive learning environment? How would the new forms of
delivery affect their teaching and student learning? What demands would the
new forms of delivery make on academic staff when they had little or no
understanding of the pedagogy involved?

In seeking to conclude this introduction to the thesis these guiding and
emergent questions helped to focus a number of issues.

There were:

e the challenges at the individual staff level related to the use of
technology;

¢ the challenges through changes in pedagogy related to that technology;

e the significant shift in learning and teaching, afforded apparently by
the technology, affecting the new and growing research discipline of e-
learning;

® a major disturbance in relation to the previous position of lecturer

autonomy, which is related to these first three points;
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e structural implications fed by the need for the LTC and LTT to
establish new relationships with faculty and academic management,
and with academic staff;

e the expectation of a cultural shift from the previous ways of learning,
teaching and knowing;

e the introduction of national and institutional criteria hastening the
demand for change in learning outcomes;

® an organisation that superficially looks much the same to its customers
five years on, but in a changed European and National context of
Qualifications.

Influenced by such a complex environment, the rest of this
introduction provides a brief statement of the areas that will be developed in
more depth later in the thesis, namely the review of the literature, the
overarching methodology, the framework for the research and the collection of
the data, its analysis, and resulting conclusions and recommendations. I will
then state clearly the formal research question as a concluding focus. To be
clear on terminology I will use the term ‘methods’ as the practical approaches,
the tools and techniques used to collect and analyse the data. ‘Methodology’
comprises the frameworks and concepts in which the methods are situated and
which provide the rationale and justification for the methods that are selected

and the ways in which they are used (Stierer & Antoniou 2004:278).

1.4.4 The Thesis Outline
The Literature Review, to be given in Chapter 2, was informed by this

context of the research. A number of inter-related themes are framing, and
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guiding this research. They include staff development, particularly related to
the use of information and communications technologies for the design,
development and delivery of learning and teaching, with the resulting changes
of culture that accompany, and are encouraged by, the affordances of such
technologies. These changes of culture, impinging on staff autonomy, are
foundational for institutional reform that will encourage and be reflected by
the establishment of a student-centred learning environment. The aim will be
to review key aspects of these related fields, but to do so in such a way that
integrates the information and provides a coherent background for the work
that follows, rather than to attempt a compartmentalised series of mini-reviews
for each theme.

A consideration of some literature on supporting change in higher
education is also integrated to inform issues on institutional development and
change since the research seeks to contribute to an effective delivery of the
institution’s strategic plan. These various sources suggested that a variety of
approaches to, or blend of learning (Daly 2006:90,91) that included online
learning, might better serve the objective of improved student learning (Garten
2000:369), (Mason 1999:7), (Westbrook 2006:479,480). The concept of a
blended mode (Salmon 2005:203) refers to the gradual integration of online
components into the more traditional face to face approaches. In chapter 2
definitions and meanings of some key terms such as staff development,
pedagogy, affordances of the technology and constructivism are given. The
rationale underpinning this study of staff development in higher education is

also discussed.
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As will be argued in Chapter 3 a theoretical framework, robust enough
to guide the study but nevertheless held tentatively, was developed to serve in
seeking an answer to the research question, through considering the learning
issues that apply to the linkage between staff development and course design,
development and representation when using ICTs in a blend of learning
approaches, bearing in mind, based on the data from the PBL pilot, the
apparent lack of pedagogical awareness for a number of staff in the faculty.
The theoretical framework for the research evolved from the triangular model,
(Houssaye 1994) used to describe the teaching and learning of knowledge by
teacher and student. I will explain why this was extended to a tetrahedron in
order to include the aspect of representation of the knowledge. Initial debate
on this design with international colleagues is also elaborated.

The study of the literature progressed, in the attempt to try to
understand what theories for learning and teaching were being used by staff,
implicitly or explicitly, following a possible change in paradigm (Kuhn
1996:12), encouraged by the affordances of technology, which I discuss in the
next chapter. Having explained the choice of methodology in chapter 2 it will
then be argued in Chapter 4 that the use of a grounded theory approach (Glaser
& Strauss 1967) would best facilitate the identity of emergent themes arising
from the data collected through individual and group interviews held with the
staff. Chapters 3 and 4 together contain the argument for the theoretical
framework and the use of grounded theory.

The use of grounded theory was regarded as a suitable supportive
method alongside the tentatively held research framework. It has been argued

(Somekh 2001:169) , that, for the researcher to have a genuinely open mind, a
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grounded theory approach to the collection and analysis of data is appropriate.
I will develop the case for using grounded theory in this instance, and supply
examples to explain the approach I have adopted. Acknowledging the
subjective tendencies inherent in my involvement in the research and
emphasised by the use of grounded theory to interpret the data collected from
colleagues, considerable effort is made to counter-balance this. It includes a
description of the process, trying to explain as transparently and as rigorously
as possible, the approach used in practice to collect and mine the data,
including a theoretical positioning and a critical analysis of the steps of the
process. This is covered in Chapters 5, 6 and 7, which combine the entire data
collection and analysis process. This approach is adopted because the data
collection and analysis is at the core of the research activity. To help guide
understanding of these chapters, I will present early in the chapter in Table
5.2, the three phases used in the process, giving some indication of the time
frame involved. Additional Tables, 5.3.2.1a, 5.3.2.1b and 6.1 support this
table. They express how the data analysis was built over the three phases,
through six levels, from preparing to collect the data through to theorising the
dominant phenomena that emerged. The chapters include an explanation of
how three colleagues, from the Learning & Teaching Centre contributed, as
independent co-raters of the data, to the level 1 stage of data analysis. They
had no relationship to the staff or programmes selected as the data sources,
and worked independently to identify learning issues arising from the data.
The analysis of the data at level 1 by these three colleagues
independently revealed an unexpected consistency, which is commented on in

more detail in Chapter 8. The identity of emergent learning categories arising
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from the analysis at levels 1 and 2 were reflected back to the interviewees
(Blackmore & Blackwell 2006:377), through focus group discussions at level
3. These focus groups were then used to try to provide further clarity on the
themes and thus inform reflection and analysis at levels 4 and 5, from which
conclusions were drawn at level 6. Critical comment on the findings is set out
in Chapter 8, leading to the conclusions and suggestions for further research in

Chapter 9.

1.4.5 The focused Research Question

The initial questions, set out earlier in this chapter, that catalysed the
decision to start the journey, were significantly informed along the way by
developing an understanding of the literature, which in turn enriched my
knowledge of the data likely to be required, and eventually influenced the
decision on the methodology and methods selected. The questions began to
merge into one focussed on the best way to support personal development.
The eventual refined research question can be traced from this somewhat
individually focussed one that originally began to define this research work -:
‘What is the best way to support personal development to enable staff to use
information and communications technology in a way that will enhance
teaching and learning?

The primary research goal went through some evolutionary phases.
Within the first few weeks of beginning to formalise this as the research area,
having formed this somewhat individually focussed question as my key

question, on further reflection I decided that identifying the answer to the best
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way for one person might not be the best way for another. The question was

too personalised and individualistic.

However the one that eventually guided the research evolved from this
individually focussed one to a question that, if addressed through the research

and answered could make an impact at an institutional level -:

‘How can the institution improve staff development processes to enable staff to
develop a blend of learning, including online, to enhance learning and
teaching?
The difference between two questions is really three fold:
@) in semantic terms the emphasis has shifted from the individual to
the group staff development process and
(ii) with regards to the learning focus, the emphasis has moved to a
blend of learning, rather than just using ICTs, and
(iii))  since processes tend to go through evolutionary steps of
improvement as our understanding of people, learning and
technology increases with the affordances, what may appear to be
the best at the current time is likely to be outdated rather quickly.
That may be helpful in terms of the generalisability of the study, and
its applicability to others who are looking at the study at the institutional level
to make some comparisons. In focusing the question my supervisor also
encouraged me to look out in that way.
To try to be a little more comprehensive in giving a complete answer
to why the question was changed it also has to be admitted that focusing on
change at the level of the individual is complex because it can be quite

intricate and delicate, and can also be very problematic, because of the
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challenge to feel confident that you’ve identified the real issues related to an
individual, because of the complexity of that person’s individual context, and
it is certainly very difficult to relate any changes that you think you have
identified at the individual level to changes in subsequent delivery of teaching
and student learning generally. So it is probably a more difficult area to
research accurately and maybe one for that reason that would be less likely to
produce results that would be portable.

It should be noted that deliberately I do not use the term ‘blended
learning’, though I tried to define the term ‘blended mode’ above, because it is
argued (Oliver & Trigwell 2005:17) that it is ill-defined and inconsistently
used and I agree with much of the article. The term is loosely used and while I
recognise that there is a growing research community with this focus of
‘blended learning’ (Dziuban et al. 2004:2), (Heinze 2004:3), until some
agreement can be established regarding the meaning of the term each article
needs to interpreted carefully in its own learning environment context. Draffan
and Rainger use the definition from the wikipedia.org site (Draffan & Rainger
2006:55) and I am aware that they have developed a model of the challenges
to blended learning but in their final paragraph they seem to be unaware of
significant scholarship in higher education regarding Vygotsky, for example
the use of activity theory (Engestrom 1999:19-21, 2000:960-969), and this

undermines my confidence in the argument.

To close off this introduction as a summary this study contributes new

knowledge in research and practice in the following ways:
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¢ by providing rigour and transparency in the application of grounded
theory methods to identify theory during the analysis of qualitative
data, including the use of cluster analysis and vector cosines (Everitt et
al. 2001 : chapter 1), to guide the approach to the analysis;

¢ by extending the existing knowledge about the management of change
at a systemic level through identifying specific ways in which that
change can be enhanced; and

® by establishing that development and change in the understanding and
experience of academic management through group learning regarding
the use of ICTs would contribute significantly to growth and change of
knowledge delivery in using ICTs among academic staff in developing

their learning environments.
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CHAPTER 2

THE CONTEXT OF THE RESEARCH:

STAFF DEVELOPMENT

IN A CHANGING TECHNOLOGY AND LEARNING ENVIRONMENT

34



2.1 Introduction
2.1.1 How the Research Question informed the Literature Review

The various elements of the research question, together with the need
to define a framework and strategy suitable for the research, informed and

guided the literature review.

As indicated in the previous chapter, words, such as staff development,
learning and teaching in the context of student-centred learning, e-learning,
online learning, and, the learning and teaching affordances related to
technology, need discussion and definition. I will also expand on some of the
theories associated with learning such as constructivism, introduced in the
previous chapter, including some comment on the contested term of pedagogy,
as I prepare a case for how the methodology used and the chosen framework
of the research were arrived at. Both the framework and the methods used will

then be discussed over the next two chapters.

The elements of the research question that shaped the context of the
research were focused on the particular theme of improving staff development
processes within a higher education institution, in order to enhance learning
and teaching, at a time of international, national and institutional change,
impacted by the technological change that in turn is still driving change in
curriculum development.

The global developments that were influencing the change taking place
within the institution concerned the introduction of the use of ICTs as part of
the learning and teaching process, so part of the structured review considers
how the introduction of ICTs impact staff development needs as the

technology is made available.
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I also considered it necessary to review the literature on supporting
change in higher education because one of the goals of the research was to
make practical recommendations to the institution on how better to support
staff development as the academic staff members of the institution go through

this change.

The literature review was ongoing. Later, in chapter 4, I will discuss in
more detail how further critical appraisal of related literature contributed to the
methods used, and, in chapter 5, the collection of data. As will be argued in
those chapters I needed to find a set of guidelines to process the data collected
for the research, and, given the tentative framework used for the research
(which is also discussed later in chapter 3) I concluded that the literature on

grounded theory should also be reviewed.

2.2 The Understanding and Meaning of Terms used

2.2.1 Staff Development

There is a need to have clear definition of what staff development
means and there are other terms used, for example academic development and
educational development, that are understood to be very closely related.

Working professionals within the field of academic, educational and
teaching development, refer to the profession using different terminology for
quite specific and often historical reasons (Fraser 2001:54). A very broad
definition could be that staff development is a general term that can
encompass a whole set of processes that could take place in any context, not

just within a tertiary (HE) context, and could involve staff on any issue (Fraser
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2001:56). Such a definition is obviously too loose to apply to a study of
processes that are focused within an HE environment. Another definition,
suggests that staff development is normally considered to include the
institutional policies, programmes and procedures which facilitate and support
staff so that they may fully serve their own and their institution’s needs (Webb
1996:1). This latter definition is taken from within the context of higher
education, but is still not concise enough for this study as the range of staff
employed within an HE institution can be very broad. This work is focused
more on academic staff as distinct from administrative, or technical, support
staff.

The use of the word academic instead of staff, when referring to the
development of people who work in the academic teaching sector of HE,
seems to have arisen from the desire to encourage academic development to
become more accountable (Brew 2002:5), the argument being that it is too
easy to make assumptions about what will work in educational and academic
development work. I will discuss in more detail below the idea of a
relationship between being accountable and that for which one is to be held
accountable. For example, has someone defined a standard, and if so who has;
and why has what might be regarded by some as a gold standard, been set.

The term non-academic to describe some members of staff should be
avoided (Blackwell & Blackmore 2003:xiii), since it seeks to describe a large
group of people by what they are not. Administrative and technical support
staff are playing a significant and increasing role in the learning and teaching
environment as technologies develop, but in this research the focus is more

directly on the academic teaching and management staff.
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One way to elaborate the claim (Andresen 1996:38-49), although a
contested one (Jenkins 1999:281-284), that academic development should
have a more academic foundation, is a proposal (Harland & Staniforth
2003b:25), that many more research-active staff should contribute to its
knowledge base. This ongoing (Andresen 2000:24,26), argument is timely in
view of the changing role of academic development, as institutions become
more conscious of the need to support organisational change and policy
development. In particular it is very relevant to this piece of work because it
highlights one of the unknowns about staff development, regarding the change
in the role of the HE teacher, in light of the changing environment with the
introduction of technology to support teaching and learning. One of the
unknowns, in relation to the processes that might support staff development,
relates to the impact that academic teaching staff being research-active might
contribute to their development, in relation to teaching and learning using
learning technology. There is a view, (Lamon et al. 1999:3), that instead of
advancing our understanding of learning and teaching we are mired between
didactic and child-centred theories of schooling (Bereiter 1999: ch 11,:4),
because there are two cultures within the education profession. One is a
radical craft culture and the other is a research culture. There is commerce
between them, but this division, a division that does not exist in the more
progressive professions, stultifies each. Although this view is focused from
involvement with teachers and school reform perhaps it also has wider
systemic implication when arguing why educational reform has not yet

achieved what may be possible.

38



Earlier the emphasis on improvement was almost totally concerned
with teaching and learning (Warren Piper 1994:1,2). Fraser, mentioned above,
as far as Trigwell is aware (Eggins & Macdonald 2003:28) has conducted the
only empirical study of academic developers conceptions of academic
development. However, the author of the next chapter (Eggins & Macdonald,
2003:32-43), Land, writing two years earlier, in exploring the notions of
change that seem to underpin the ways in which academic developers practise
within specific organisational contexts and cultures (Land 2001:4), draws on a
two year empirical study across UK institutions! This study links concepts of
change to twelve different ‘orientations’ that developers consider appropriate
to the organisational forms, academic cultures, and sub-cultures, within which
they practise. For example, a managerial orientation would be concerned with
developing staff towards achieving institutional goals and mission, whereas an
internal consultant orientation would work with departments or teams in an
advisory capacity and function within the department or course team.

Land provides an opportunity for colleagues to examine their own
concepts of change, through a conceptual tool for auditing the extent to which
approaches used in academic development units might appropriately address
the cultures and needs of their organisations. The twelve orientations work at
various levels, or focus, from individuals to departments, or across the
institution, and to be effective, Land argues that each orientation needs to be
congruent with the organisational culture, or cultures, within which the
academic development is focused. He locates his argument within four main
patterns of organisational behaviour, hierarchical, collegial, anarchical and

political (Becher & Trowler 1989), but perhaps in work that is becoming
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dated, and in another model (McNay 1995:106), McNay considers the cultures
of universities ranging from collegial academy to corporate enterprise, and
emphasising collegium, bureaucracy, corporation and enterprise, which it is
argued co-exist in most universities, but with different balances between them.
However the earlier work of Becher and Trowler has since been updated,
based on reflections on a decade of profound changes in higher education
across the world (Becher & Trowler 2001:xiii). Over the decade the
complexities of universities, which have been echoed by others, (Fullan
1993:37, 2001:xi), (Middlehurst 1995:101), (Somekh 1998:12), and noted as
cumbersome bureaucracies (Hargreaves 1994:8), have been further affected by
major shifts in the topography of academic knowledge and more significantly
in the landscape in which it lies (Becher & Trowler 2001:1), not only in higher
education institutions and systems at the national and international level but
also in the socio-economic contexts in which they operate.

Land constructs an integrate model (Land 2001:9), of academic
development in which he attempts to align different orientations to academic
development with particular stakeholder groups. The model appears quite
complex, but that reflects the characteristics that define a range of stakeholder
groups within the HE environment and their needs, when considering their
academic development. The model is helpful as it supports reflection when
considering challenges of providing relevant development for academic staff
within the complexity of organisational culture. His plea for caution against
reading too much prescription or closure into the model needs to be heeded
because of the rapidity of change, but it is illuminative for reflection, although

it does contain substantial content that requires significant reflection. The
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impact it had in relation to this research was to affirm, because of the
complexities and rapidity of change, the tentativeness I had regarding what
orientation to academic development would be likely to serve the needs of the
institution. I will develop that below.

Whatever the organisational characteristics of an organisation, or the
orientation to academic development, there is a common identification across
all of them with change. Still, there appears to be no universal model for
delivering staff development in HE in the UK (Blackwell & Blackmore
2003:36), and that may be as a result of the complexities outlined above
regarding the characteristics of each organisation and the challenge to align
the orientation to academic development closely with those characteristics.

In the case of this research, the focus is on the processes that will
enhance academic development, specifically to support the introduction of
ICTs into the learning environment, and the staff referred to include both
academic teaching staff and academic management staff, some with more
exposure to using technology than others. While recognising the increasing
involvement of academic administrative staff and technical support staff, in
the overall system that enables learning and teaching to achieve the mission
objectives of the institution, I recognise that there are differently focused
development processes required for staff in these two areas, also important but
outside the focus of this work. Members of staff in academic management are
included in the staff group being considered because they do have a direct
influence and involvement with the delivery of learning and teaching.

When considering the need to understand staff development, other

more foundational questions come to the fore. For example, who is developing
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whom? The notion of development can have associations with the idea of
standards (Webb 1996:10), which could be used to identify improvements. Is
there, as hinted at earlier, a gold standard that we are aiming to achieve?
Another approach would be that there is mutual development going on
through academic colleagues learning together. What is the purpose of
development and what improvements are required? In whose judgement is any
change considered an improvement? Reflection on some of these questions
raises two more fundamental questions. What is the purpose of the education
we are seeking to provide? Why are we trying to enhance learning and
teaching? I attempt to address some of these fundamental questions in the next
section because they impact on the methodology chosen and so that the
research can be continued with a sense of integrity, but before doing so there
are some other terms that need discussion and understanding in order to bring

some clarity to how they are understood in this work.

2.2.2. Understanding the use of Pedagogy

Earlier I mentioned pedagogy to be a contested term. If a strict
definition is maintained, the use of the word in higher education is considered
to be quite unsuitable (Cannon 2001:415,416). The origin of the word is
derived from the Greek paedagogus, a trainer and teacher of boys, and as
someone who had oversight of their development there were overtones of
dogmatism and severity. Some, (Hase & Kenyon 2007:1), (Ashton & Newman
2006:828), (Conner 2004:1), who do not favour using the term in higher

education understand the pedagogic relationship between teacher and learner
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to be one where the teacher decides what the learner needs to know, how the
knowledge and skills should be taught, and when.

An alternative suggestion (Knowles 1984 : chapter 1), is made to use
andragogy, defined as the art and science of helping adults learn through
discovery learning (Knowles 1984:47,48), for which he later argues in
considerable detail (Knowles 1990:57-65). Notwithstanding the origin of the
word, the Oxford concise English dictionary does state the meaning of
pedagogy as the profession, science or theory of teaching (Pearsall
1999:1051). That understanding is widely accepted and continues to be widely
used even in higher education. One example is the use of the word pedagogy
in the title of a recent book (McLean 2006), which grapples with the serious
issues raised above concerning the purpose of higher education in general. In
seeking to progress this research the underpinning purpose of staff
development needs to be addressed in particular, and I will try to achieve that
in the next section when arguing how, and why the thesis is concerned with
staff development.

There is a suggestion (Hase & Kenyon 2007:2) that a third term,
heutagogy, the study of self determined learning, may provide an optimal
approach to learning for the twenty-first century. Others who have cited Hase
and Kenyon (Coughlan 2004:3), (Ashton & Newman 2006:825), were seeking
innovative approaches to learning beyond those normally associated with
pedagogy or andragogy, with a particular emphasis that focused on the need to
learn how to learn, and are learner rather than teacher centred. In both cases
they were seeking graduates ready to take their place in the 21% century

globalised knowledge economy.
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While recognising that the use of the word pedagogy, in relation to its
meaning in higher education, is a contested one, it is not the key focus of this
thesis to argue for a particular position in that debate. Despite the
attractiveness to use heutogogy, there are examples of learning theory where
the teacher does play a critical role in facilitating learning and I am not
convinced that sufficient empirical studies have been conducted to support the
use of heutagogy at this stage. The examples tend to have been specific case
studies.

Pedagogy and the related words, pedagogical and pedagogic have
come to have accepted meanings even within higher education (Stierer
2004:275), (Joyes & Frize 2005:34), (Kirkwood & Price 2005:260), (McLean
2006), (Yorke 2003:104), so rather than introduce the alternatives, such as
heutagogical and andragogic, when I continue to use pedagogy and its
adjectives I mean an activity which is aimed at developing minds to think
rationally (McLean 2006:22), as it is widely used and its meaning understood
to denote the profession, science or theory of teaching.

Just to round off the discussion, none of the above positions have
argued from a cultural aspect of learning and I am aware of the argument
(Bangura 2005:13-54) that after almost three centuries of employing western
approaches, the educational salvation for Africans hinges upon employing
indigenous African educational paradigms which can be subsumed under the
rubric of ubuntugogy, which is defined as the art and science of teaching and
learning, under-girded by humanity towards others.

When considering the challenge of staff development, and in that

context seeking to construct a pedagogy of teacher education, there are a
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number of dilemmas that teacher educators face (Tillema & Kremer-Hayon
2005:213). This concept of dilemma may provide a framework to disclose
how teachers realise their conceptions of teaching in actual teaching practice.
For example it might be useful to listen to teachers discuss their teaching
strategies to cope with the desired move to a student-centred learning
environment, that includes the use of learning technologies, in dilemmas
composed of theory and practice, reflection and action; supervising and
mentoring, delivery and enquiry, within the context of their professional
growth compared to remaining static in their own teaching and learning. This
may provide further insight into the experience of change in their conceptual
understanding of the subject matter they teach, which, as I outlined in the
previous chapter, is claimed to impact on the change, from simply transferring
knowledge to facilitating students to develop conceptual change in their
understanding of the subject matter (Trigwell et al. 2005:251).

Finally, before closing the discussion related to pedagogy, there are a
few brief points regarding models of teaching that are useful to note in that
they will contribute later when the framework of the research is discussed.

A diagrammatic representation of didactics (Kansanen 1995:347-352),
and pedagogy, is often presented in the form of a triangular model (Pepin

1999:57), as shown in Figure 2.2.2.
Knowledge

Process of learning Teaching

Pupil - - - Teacher
Teaching Relationship

Figure 2.2.2 Triangular Model of Teaching and Learning
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The terms Teacher, Pupil and Knowledge are generic. Knowledge for
example means all available knowledge in a specific subject. The term
Teacher carries with it all the components of the educational system that
assigns this role to him/her. The three axes of the triangle which link, for
example the teacher to the knowledge on the one hand and to the pupil on the
other, and also the pupil to the knowledge, are represented by processes and
conceptions as shown in Figure 2.2.2. How this relates to my framework is
developed in chapter 3.

Another classification of teachers’ knowledge, (Shulman 1987:8) , has
proven to be very stimulating to research related to teaching because it
identifies various components that contribute to a teachers’ knowledge base
overall. A more detailed discussion will be developed in the next chapter
particularly as an additional component may now need to be added with the
introduction of technology into teaching and learning. It is useful to note that
Shulman asserted that where the teacher cognition programme has clearly
fallen short is in the elucidation of teachers’ cognitive understanding of the
subject matter content and the relationships between such understanding and
the instruction teachers provide for students. This seems relevant in this
context regarding the effect of teachers’ cognitive understanding, or lack of
understanding, of the new technological affordances, which are discussed in
the next section, on the instruction teachers might provide for students.

A different approach, (Brown & Mclntyre 1993:70), uses a model that
lays emphasis on representing an integrated knowledge as distinct from the
individual components emphasised by Shulman. While their book is a very

readable account of a research project that involved primary and secondary

46



school teachers the editor’s introduction claims that as well as being of
immense value to all those involved in pre-service and in-service education, it
will also benefit those involved with curriculum innovation and appraisal. It is
about how teachers themselves make sense of what they do and from that
perspective it informed how I wanted to obtain initial data from staff, by
asking them to reflect on their teaching, and how I would use such data for
further analysis and development. Reflection-on-action refers to the process of
making sense of an action after it has occurred and possibly learning
something from the experience that extends one’s knowledge-base (Moon
1999:45). In this current work I am not anticipating making use of reflection-
in-action as the lecturers will not be involved in the action of teaching. It may
be a useful development of the work later. The value of the research of Brown
and Mclntyre is in how it reveals the complexity within and between teachers’
major concerns and it provides clear indications of the importance of
promoting reflective practice and the articulation and sharing of knowledge by
teachers about teaching (Brown & Mclntyre 1993:4-6). For completeness the
diagram of the model of Brown and MclIntyre is available in Figure 2.2.2.ii

(The Model of Brown and Mclntyre) in Appendix 2.

2.2.3 What is meant by affordances in an e-learning context?

The term e-learning tends to be used loosely both in the literature,
(Ravenscroft 2003a:3), and in discussion generally about learning using
technology. Online learning, internet-based learning, web-based learning and
e-learning are used interchangeably (Capper 2001:245), in this case

deliberately. Some examples from the range of technology applications for
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learning (Conole 2002:8,9), are simply the use of email to support
communication and collaboration; searching the world wide web, accessed
through specialised information gateways such as Intute, the new face of
Resource Discovery Network to enable access to the resources of the learning
environment; a variety of learning management systems (LMS) such as
WebCT, which attempt to join up virtual learning environments (VLEs) with
institutional administration systems (Britain & Liber 2004:4); specific
computer based materials and media for interactive learning, networked
learning (de Laat et al. 2006:101); (Hodgson & Reynolds 2005:12) (Jones
2004:88,89) applications using distance education; and increasingly the use of
audio, video and mobile facilities. For some, e-learning means a fully online
course; for others, it means the use of a learning management system and for
others with a rather limited understanding of learning, it can even be access to
the provision of lecture notes in the form of PowerPoint slides!

The European Union definition of e-learning is, ‘using new multimedia
technologies and the Internet to improve the quality of learning by facilitating
access to facilities and services as well as remote exchanges and collaboration’
(EC Publication 2003:3). The definition is quite broad, but it contains key
concepts such as the quality of learning, facilitation, exchange and
collaboration (Daly 2006:89). However, it does not contain any mention of
related pedagogy or learning theory that would underpin the learning
supported by technology. The role of technology should be to support rather
than dictate an underlying pedagogic design (Joyes & Frize 2005:34). In order
not to be restrictive, and to recognise the broad use of the term e-learning in

both the literature and general discussion, and which is likely to be the
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meaning that is understood by participants used for collection of data for this
research, in this case I will use it to represent learning that is assisted,
augmented or ‘delivered’ by technology (Ravenscroft 2003a:3).

A lot has been written about the technology and its potential, but not so
much about what the teachers and learners actually do online (Salmon
2003:12). It is not the technologies, but the educational purposes and the
pedagogy that must provide the lead (Kirkwood & Price 2005:257), with
students not only understanding how to work with ICTs, but why it is of
benefit for them to do so. However one reason for the lack of application of
models and theories by e-learning practitioners may be that, as academics
outside the specific field of education, they find the diverse array of theoretical
perspectives overwhelming. Evidence suggests that they are unclear about
how to use the technology appropriately, and its application is often based on
common sense rather than being theoretically informed by pedagogical theory
(Conole et al. 2004a:17,18).

It is time therefore to develop the discussion about affordances, beyond
the simple definition (Salmon 2003:33), of what the technology enables or
creates the opportunity for. It is difficult to exploit the properties of
technology in specific learning and teaching contexts, if the ‘affordances’ are
not understood.

The concept of affordances (Gibson 1979:127-146) has been
developed as the perceived and actual properties of a thing, primarily those
functional properties that determine just how the thing could possibly be used
(Pea 1997:51-54). As a practical support a taxonomy of affordances (Conole

& Dyke 2004b:116-120), is offered to help contribute to a better

49



understanding of the nature and properties of the use of ICT for learning and
teaching. The taxonomy provides a description of the affordances listed, with
both positive and negative connotations. I will refer only to some of them
below as the discussion about, and further research on, the use of the
taxonomy is ongoing (Conole & Dyke 2004b:122) and begins to diverge from
the focus of this work. However I do have reservations about the extent to
which the taxonomy can convey the breadth of what affordances encompass,
for the reasons below. Conole & Dyke also recognise that the fundamental
issue is the level of granularity at which the taxonomy might be appropriate
(Conole & Dyke 2004b:122), and whether it is a useful philosophical critique
of the inherent affordances of ICT at a general level or whether it can be used
more explicitly in terms of mapping to particular ones. Further research and
time will inform this. My current reservations are as follows.

Pea argues (Pea 1997:52), that research examining the concept of
affordances is critical if we are to build a science of distributed intelligence
and a more flexible design orientation to the practices of education. The issues
are made more complex because the technical tool which is being used to
assist the development of cognition by the person(s) using the tool also can
contain some intelligence. So when the tool is used in an activity of learning,
the idea of an affordance is not simply that which resides in the tool, but the
culture and context of the learning environment in which the tool is being used
also contribute to the achievement of increased understanding. Gibson’s
insights on affordances, which emphasised the affordance structure of the tool,
underplay the cultural factors involved in learning to use humanly designed

objects. Better design of the tool makes it easier to accomplish functions when
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using it, but it is the tacit intelligence in the tool, designed into it by intelligent
people in the first instance, combined with the constructivist learning that is
experienced when using the tool that contributes to the affordances as a whole.
Such is the range of tools and the opportunity to design and develop even
more intelligence within them, and then to apply them in an increasingly
diverse way that makes the research agenda open and challenging, and also
suggests that the taxonomy of affordances may be limited in use, depending
on how it is applied to develop better understanding of the affordances.

In the context of learning and teaching, one affordance is the potential
ICT has in terms of access to resources, both to allow access to the technical
resources and through them to access a range of online materials and
knowledge bases. In turn that enables resources to be shared, providing useful
storage facilities for students to record their work, but also sharing practice
through the use of the learning resources. There are benefits and disadvantages
associated with such access. Isolated learners can be linked up to learning
communities, but how such communities are supported has implications for e-
moderators (Salmon 2003 : chapter 3), in terms of provision of a strong social
scaffold (Seely-Brown & Duguid 2002:87-89), which if inadequate may even
be harmful. It is also claimed (Salmon 2003:80), that despite the potential
offered by technological infrastructure and support, even when worthwhile
learning applications are developed, without staff development nothing is
likely to happen beyond pilot schemes. Given the substantial financial and
technical support available in this institution, this research was started to
investigate possible ways forward that will enhance the support of academic

staff development to use the investments effectively.
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Another potential affordance is to facilitate the development of concept
acquisition, conceptual development and conceptual change (Trigwell et al.
2005:253), through enabling academic staff to apply learning technology
support effectively. As mentioned in the previous chapter, because the
learning technology enables access to electronic sources of knowledge,
facilitates interaction among student groups, and allows academic staff to
moderate learning within their learning environment, this is a valuable
affordance. As the academic staff do so, and thus experience change in their
understanding by addressing and re-interpreting problematic knowledge in the
context of the group work, they are more likely to experience teaching as
student-focused (Trigwell et al. 2005:262).

Over the past fifty years as the variety of pedagogical and learning
theories have been developed and proposed; behaviourist (Skinner and
Gagné), cognitivist (Pask, Piaget and Papert), situated (Lave, Wenger and
Seely-Brown), social-constructivist (Vygotsky), socio-cultural (Engestrom)
and community-based (Wenger and Preece), a corresponding array of
technology systems, languages and activities have become available
(Ravenscroft 2003a:4). The affordance of the technology for each is limited in
its application even within the theoretical base for which it was developed. A
carefully constructed analysis and argument (Ravenscroft 2003a:10-11),
recognises the valuable conceptual resource of socio-cultural features that
have been provided by Lave and Wenger, and that this should be considered
when designing, cultivating and developing communication in online
communities, but Ravenscroft also argues that the central tenet of their

approach is too simplistic. This is because of their belief that the learning
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process takes place within a participation framework, not an individual mind
(Lave & Wegner 1991:15). I tend to agree with the conclusion that learning is
a process that takes place within a participation framework and also an
individual mind (Ravenscroft 2003a:11). Consequently in this research the
socio-cultural features and cognitive processes need to be combined through
involving the academic staff, from whom the data is collected, in both group
discussion to provide the socio-cultural aspects, and in individual reflection to
facilitate cognitive involvement, in order to benefit from both components of
learning.

When seeking to identify and benefit from the affordances of the
learning technology associated with different theoretical perspectives of
learning, limitations associated with these different perspectives have been
identified (Ravenscroft 2003a:5-11). For example, the inflexibility of the early
teaching machines, created to apply instructor-centred behaviourist
approaches, to cope with deviant behaviour of students using them; or the
relatively abstract and conceptual approach of the LOGO language (Papert
1980) to facilitate authentic learning in real situations. Specific developments
while providing affordances specific to a particular theoretical underpinning,
that were appreciated at the time of their development, have been found to
have limitations in meeting other aspects of learning support, using different
theoretical foundations, but for which they had not been designed in the first
place.

That prompts consideration of the implications for e-learning research
and development to increase the affordances of technology. Again, while the

development of new technology to support learning is not the focus of this
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research, there are related aspects that do contribute directly to this work.
Given the development of social-constructivist ideas, and the increased
emphasis on online learning communities, involving both social and cognitive
aspects of learning, there has been increasing diversification in approaches,
and an objective of this work is to focus on aspects that will improve staff
development processes, which includes exploiting whatever affordances
continue to be provided with increasingly sophisticated technology. It is held
(Ravenscroft 2003a:13) that effective e-learning usually requires or involves
high-quality discourse that leads to at least improved knowledge, and at best
conceptual development and improved understanding. For this to be possible
we need to adopt a more sophisticated approach to e-learning design that
accounts for necessary relationships between cognitive changes, dialogue
processes and the communities, or contexts for learning. I will develop how
this research makes a contribution to this, when presenting the outcomes from
the analysis of the data.

Finally, on affordances in an e-learning context, it is worth noting
continuing work (Ravenscroft et al. 2003b), using a socio-cultural approach
integrating social learning theory, with more focus on developing the
affordances through using animateurs as catalysts to invited participants, in
order to encourage interaction in online communities, with the objective of
their continuing involvement, as the animateurs then fade out of the interaction
allowing the community to grow in an organic way.

I will return to how the outcomes from this research can suggest ways

forward for further research and development concerning relationships
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between dialogue interactions and the cognitive exchanges that represent

learning.

2.2.4 The Constructivist approach to learning

Since a motivation for this research comes from the strategic plan of
the institution to move to a student-centred learning environment, a brief
consideration of related learning theory, in particular within the constructivist
paradigm, may help to clarify how both social constructivist (Vygotsky
1978:84-91) and cognitive constructivist (Piaget 1978:65) approaches can be
used in a learning environment supported by technology. Earlier, I discussed
how perceptions that staff have of teaching their subject can impact on
whether they emphasise the transfer of knowledge, and thus tend to a teacher-
centred approach, or if they emphasise conceptual development and therefore
are inclined more to a student-centred approach. The emphasis on learner-
centred cognitive processes associated with knowledge assimilation,
knowledge creation and conceptual construction are typical features of the
constructivist paradigm (Ravenscroft 2003a:7). Constructivism is based on the
notion that learners construct their own meanings (Sharpe 2004:134), and so
constructivist perspectives on learning exist across a wide spectrum (Levy
2006:226), embracing the more individualist-cognitivist, the social-
constructivist, and  social-constructionist  epistemologies. = Cognitive
constructivism is about how the individual learner understands things in terms
of developmental stages and learning styles. Learning activities developed to
facilitate the cognitive approach are based on the theory of constructionism

(Papert 1980:117), which holds that children learn best when they are in the
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active role of the designer and constructor. Papert says that this happens
especially felicitously when engaged in constructing in a public way, and
when the creation and end product are shared with others, the full effects of
constructionist learning take root. His emphasis, however, is on the
construction. Social constructivism emphasises how meanings and
understandings grow out of social encounters. Social constructionism,
however, emphasises the designing or constructing something in public, as
distinct from the learning that occurs just through social interaction.

Some examples related to the use of ICT might help in clarifying the
definitions and meanings that I am using for each. Working with others to
write or construct a computer programme to solve a business problem, I
understand to be social constructionist. Collaborating in a discussion group
where ideas and explanatory suggestions are benefiting the participants by
clarifying thinking on a topic, I understand to be social constructivist.
Developing a thesis as an individual to state a theory or a position, reasoning
out the argument based on knowledge of the related facts, I understand to be
individual cognitivist.

When applying professional knowledge in practice, it has been realised
that learning knowledge and using knowledge are not separate processes but
the same process (Eraut 1994:25). Eraut argues that the process of using
knowledge transforms that knowledge. However there is also the view
(Polanyi 1983:9,10), that it is not always possible to explain or discuss what is
known. In the case of this research it needs to be borne in mind that if
academic staff are going to be asked to talk about their knowledge of teaching,

and in particular to talk about using ICTs, which may be tacit knowledge,
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there may be limitations on the construction of new knowledge because they
may find it difficult to articulate what they may in fact know intuitively. That
sort of development, which enables them to construct explicit knowledge by

interrogating their tacit knowledge, is a goal of the research.

2.2.5 A possible Paradigm Change?

Before discussing the rationale underpinning this study on staff
development and then summarizing the conclusions of the review, I need to
make clear an assumption that underpins the work, namely that I accept the
broad position that there may be a significant change of paradigm, in the
whole field of technology in relation to learning, and there are implications of
that for how we then read and consider related issues.

A paradigm is essentially a worldwide view, a whole framework of
beliefs, values and methods, within which for example researchers carry out
work, in relation to what is to be observed, the kind of questions to be asked,
and how the results should be interpreted. I have mentioned a few paradigms
of learning above. Kuhn introduced the word when he adopted it to refer to a
set of practices that define a scientific discipline during a particular period of
time. Successive transition from one paradigm to another via revolution is the
usual developmental pattern of mature science (Kuhn 1996:10,24). An
example is the change from Newtonian theory of mechanics to Einstein’s
theory of Special Relativity, distinguished by what happens in relation to the
speed of matter. Kuhn did not however consider the concept of a paradigm
appropriate to the social sciences; in fact as he explains in his introduction, he

used the concept of paradigm to distinguish the social from the natural
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sciences. The idea of a social paradigm was introduced to address the concept
of change (Handa 1986), and the process became popularly known as a
paradigm shift.

The major focus of this dissertation is staff development in relation to
teaching and learning with new technologies. In reviewing the literature, it is
important to acknowledge at the outset that there is a significant challenge
here in that it is arguable that the new technologies are themselves changing
the ground rules and the possibilities of teaching and learning in a range of
contexts in ways that are as yet only partly understood, only partly researched
and therefore possibly may yet not be finally or well theorised. The
implication of that is two fold. First of all there is tentativeness in my mind
about which theories and which knowledge are going to be the most crucial
and the most robust in doing the research, and secondly there is a
corresponding tentativeness about the implications and the methods of the data
collections and the frameworks for understanding the data and reporting the
data. Since there is this corresponding tentativeness and uncertainty around
those, to try and make the points of confidence clear, I want to try and anchor
the work in various ways, but I am also aiming not to lose that sense of
tentativeness as part of how I want to present the work.

The assumption of a change of paradigm is based on the following
reasoning. Learning and teaching has been influenced by the availability of
various sources of learning resources over the centuries. Many of these
sources were oral until a ‘technology’ became available to record the

resources for learning.
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With the invention of moveable type, a change of paradigm occurred in
learning and teaching after the 15" century that consequently allowed books,
which contained much of the content for learning, to become accessible to
many more people. The impact was particularly strong, initially in Europe, and
later in America and other English speaking cultures.

My assumption that another paradigm change may have occurred with
the technological inventions, developments and affordances now available to
promote access to global learning, and teaching and learning resources, is
epitomized in the following (rather lengthy) extract from an article on how this
shift might shape institutional futures in the academic community:

... Higher education’s constancy is truly venerable, but does it
stem from innate characteristics of the institution or from the
constancy of its underlying technology? A look at history from
the modern perspective suggests the latter. Since the Gutenberg
Bible was printed in 1456 using moveable type, the technology
of information storage, retrieval, and transmission — the
university’s basic technology- has remained essentially
constant until the current era. Indeed, the use of written records
to supplement oral teaching goes back to the 5t century BC.
Since their inception, universities and colleges have relied upon
lectures, discussions, and the written word because these were
the only technologies available. Information technology has
opened new and fundamentally different options for teaching
and learning. History demonstrates that fundamental
technological change ultimately begets significant structural
change, regardless of whether the affected participants choose
to join or resist the movement. The changes that universities
have weathered over the centuries did not upend their basic
technology. Information technology does (Massy 1997).

This is a really critical article on how technology might shape
institutional futures. The relevance to this present study is two-fold. While
higher education’s constancy is truly venerable, the learning and teaching
affordances of the developing technology, and the corresponding challenge to

change existing learning and teaching practices through the use of that
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technology, begin to have implications for how the academy delivers its core
vision and values to increase knowledge and understanding among students
and staff, and to share the application of that with the society at large. These
two things which are probably significant in a global context seem to have
particular relevance in the current context in Ireland.

It has been suggested that ICT provides new ways of accessing
information and communicating ideas. As they become easier to access, these
new tools change the fabric of the culturally patterned ways in which we
undertake scholarship and work, and extend our capabilities through the
process of distributed cognition. It is only a matter of time until access to
powerful, portable technologies is available to all teachers and students
(Somekh 2001). Since that article was written still further steady advances in
processing power, memory capacity, applications software, accessibility to
knowledge bases and communities, with reducing costs, facilitate increasing
possibilities that impinge on learning and teaching. New technologies are not
only changing technology, they are changing work. That is absolutely relevant
to this present study because the study is not simply looking at technology in
teaching and learning, but rather the professional and cultural practices which
accompany that.

In higher education Nixon specifies three changing conditions that are
impacting on academic professional identity: the changing student body,
changes in curriculum, teaching and assessment and the changing conditions
at work (Nixon 1996:6). Academic teaching staff are responding by planning
more flexible responsive and inclusive programmes of study and they are

being required to teach differently. The reality is that the task of the academic
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teacher is shifting from the transmission of information towards the
management and facilitation of student learning partly because the current
student net generation expect to be involved in its use for learning (Oblinger &
Oblinger 2005 : chapter 3).

Jones notes that Steve Wosniak, one of the originators of the personal
computer at Apple has been quoted (Lyon 1995:54-73) as saying that the
inventors of the PC were self-consciously exploring the idea of a technological
revolution reshaping society (Jones 2004:84). Time will tell whether my

assumption of a change of paradigm is valid.

2.3 Philosophical Approaches to Staff Development

In the previous section while attempting to understand and explain the
terms used in this work, the important issue of the purpose for undertaking
staff development was raised. It is now opportune to reflect on the rationale
underpinning the approach taken that motivates this work and its relationship
to the methodology chosen.

It is a topic that is fascinatingly rich and has been informed over many
years as the research base has steadily increased, and is engaging by its very
nature. In the short space available, it is not possible to set out in
comprehensive detail the many strands of philosophical, scientific, political,
cultural, psychological, religious and other thought. Each of these could be
traced in much greater depth regarding how they have influenced current
understanding and thinking about ontological, epistemological, hermeneutical,

ethical and metaphysical influences on research related to staff development.
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The danger in being selective is that the depth of scholarship which underpins
each strand is such that, aspects inadequately covered or even not addressed,
which others with involvement in that focused scholarship may consider
critical to include, will be regarded by them as being overlooked. However
despite this somewhat broad-brush sketch, I endeavour to convey what
underpins this work leading eventually to the methodology chosen for it.

The question was raised earlier whether there was the gold standard of
an ideal teacher, which might be an objective for staff development. This
approach to staff development raises the issue of how that standard would be
reliably measured and is related to the research over the years that has been

informed by the positivist approach.

2.3.1 The weakness of a positivist approach

The approach based on positivism is one of the rich strands of research
and comment over many years which it is not possible to cover adequately
here. However the quote, ‘many people have come to the realization that the
age of progress is now over and we need to announce the death of
development’ (Webb 1996:32) comes as a rather stark conclusion at the end of
a chapter arguing that positive knowledge, or positivism, as a foundation for
practice, has been criticised as lacking insight into basic human understanding.
What is being argued is that in practical terms there is not this gold standard,
or ideal teacher whom we are trying to enable academic staff to become. There
is a lack of confidence in the method of measuring progress and a lack of

certainty that the results are reliable for many reasons (Popper 1979:204,342).
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In the chapter Webb surveys the background to positivism, a view of
the world that seeks to base knowledge on rational, logical and empirically
verifiable information (Webb 1996:10), and how the critique of positivist
scientific method concluded that scientific knowledge is provisional, that
reason and rationality are essentially critical in nature rather than foundational,
and, that progress is achieved through critique and refutation rather than the
assembly of truthful propositions upon secure foundations (Webb 1996:14).

The critique and the related arguments summarised by Webb,
concerning faith in reason and science, and evolution, and how they relate to
educational and staff development may be claimed to capture the broad thrust
of the many arguments advanced over much research, but of course they do
lack the detailed attention that is important. For example, in the discussion
about the role Kuhn played regarding his claim about change in natural
science occurring through challenges to an existing paradigm, Webb doesn’t
mention that Kuhn actually introduced the use of the word paradigm to
distinguish the natural sciences from the social sciences, within which he did
not consider the use of the word appropriate.

The detailed critique and discussion related to positivism need not be
repeated here, but they do raise the concept of what view of the world, or
worldview, this work is being influenced by. The phrase, the fundamental
perspective from which one addresses every issue of life, is offered as a
somewhat vague definition of a worldview (Sire 2004:24), and it is an issue

that will be developed more below.

2.3.2 Taking a Hermeneutics approach
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Having stated his stark conclusion regarding the dependence on a
positivist approach, and also argued it elsewhere (Webb 1993:99), Webb goes
on to argue (Webb 1996:59) how hermeneutics, that is, how we use and
understand language, as distinct from scientific method, places humanity and
understanding in the foreground and how it is by gaining understanding of our
shared humanity and of the position, concerns, thoughts and feelings of others,
that we might help them learn and develop. As the argument from this
perspective is stated more positively, it is questionable how deeply he believes
in the death of development. That conclusion might even be a case of the tacit
knowledge (Polanyi 1983), mentioned above, that Webb undoubtedly does
have regarding staff development, not being explained clearly, or it may be an
example of how a word needs to be understood, by me, in the context of a
whole sentence, in order to understand the meaning of the word, a concept he
attributes to Schleiermacher (Webb 1996:38) and something that is also
expanded on below.

The work attributed to Schleiermacher in describing clearly the
paradoxical nature of understanding, which he called the hermeneutical circle,
is particularly helpful. I agree with Webb that this is one of the most useful
tools in attempting to illuminate educational and personal development, and
identify with his emphasis that this is of fundamental educational importance
(Webb 1996:38).

Staff development is concerned with people, and the emphasis of even
using the word staff tends to objectify the flesh and blood human beings who
are staff. As with positivism, the details of the argument relating to

hermeneutics do not need to be repeated here, suffice it to say that the
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historical summary of the key thinkers and their arguments emphasises that
where natural science may seek explanation, human science seeks
understanding of human life. The hermeneutical view also includes the
ontological insight of our being-in-the-world before all else and our
consciousness of our own being (Webb 1996:57).

Ironically the word hermeneutics is associated with Hermes, the wing-
footed messenger of the gods to the mortals of the human world (Webb
1996:36). It is this notion, from the time of Plato, which underpins much of
positivism. It is based on an idealist position, which sees truth transcending the
everyday world of sensory experience, as opposed to the realist one where
truth resides in reality, in the world of human beings. The idealist position
nurtured the idea that the nature of truth was a matter for metaphysical
reflection, while the economic and political systems were grounded in the
every day experience of people.

What is needed is an approach that will link the metaphysical and the
application in a way that our knowledge and understanding of truth practically

informs action on how we live. This is what lies behind a worldview.

2.3.3 A worldview, modern circle and post-modern spiral.

A worldview is impacted and formed by views related to ontology,
epistemology, hermeneutics, ethics, moral issues, politics and economics. This
is where I find Schleiermacher’s suggestion of the hermeneutical circle
helpful. It is argued (Sire 2004:51) that, until the seventeenth century
ontological issues had been implicitly understood to be primary. In other

words, ‘what is’, or ontological thinking, informed how one can know, that is
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epistemological thinking, and ‘how one can understand and use language’, that
is hermeneutical thinking. These have an impact on ethical, moral, political
and economic issues. A discussion of the scholarship in that debate is also
beyond the scope of this work, but as a way forward I suggest that the
hermeneutical circle may help. Schleiermacher’s circle approach suggests that
we can only understand the meaning of a sentence by understanding the
meaning of each individual word of the sentence. Yet at the same time
individual words can have different interpretations. The meaning of a
particular word in a particular context depends on its place in the sentence and
by reference to the sentence as a whole. I suggest that a characteristic of the
debate about the order in which to address ontology, epistemology,
hermeneutics, ethics and moral issues appears to have similar complications.
Schleiermacher suggests that these should be considered as if in a circle of
understanding. It does not matter where one enters the circle of understanding,
rather the important thing is the subtlety of the relationship and the constant
shifting of the position between the part and the whole (Webb 1996:39). A
Christian position will conclude that ontology is primary, but others will argue
that how one conceives of a worldview depends on one’s worldview.

The term ‘modern’ has a long history (Habermas 1993:92), which
Habermas argues has stretched from the late 5™ century, though he recognises
that some writers restrict the concept of ‘modernity’ to the Renaissance. The
more recent ‘post-modern’ seems to date from the 1960’s. However there is a
view (Huyssen 1993:116) that there is a historical distinction between the
postmodernism of the 1960’s and that of the 1970’s and early 1980’s. In

recognising the vast scholarship behind these terms it is not possible to discuss
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them adequately here but in the context of a worldview that underpins this
work on staff development they are relevant. For example Hegel and Marx,
motivated to promote change, rather than just interpret the world in different
ways (Webb 1996:59) wanted to make an impact through societal change. In
this regard, building on the work of Marx, Habermas has contributed greatly to
the development of a critical theory of society (Habermas 1987:116-130).
However recent history has shown that the power of the state, Hegel’s view, or
seeking change through a class emphasis, the view of Marx, has not resolved
the complexities of seeking a fair and just society in the world. Habermas
argues (Habermas 1993:101), that instead of giving up modernity and its
project as a lost cause, as those grounded on postmodernity appear to have
done, we should learn from the mistakes of those extravagant programs that
have tried to negate modernity. Huyssen however cautions against accepting
the view of Habermas which he believes identified postmodernism with
various forms of conservatism (Huyssen 1993:128), and yet Habermas
respects Daniel Bell, whom he calls the most brilliant of the American
neoconservatives (Habermas 1993:94), and who sees religious revival to be
the only solution to the provision of a just society arguing that religious faith
tied to a faith in tradition will provide individuals with clearly defined
identities, and with existential security. This suggests that the positions of the
key players are connected within a complex circle of understanding. Perhaps
the concept of a circle is too rigid for the postmodernist as it suggests a sense
of closure involving conclusions being made within the circle, when they
prefer indeterminacy to determinacy (Belton 2002:3). To overcome that

rigidity the concept of a hermeneutical spiral has been proposed (Paterson &
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Higgs 2005:343). This provides a hypothetical space for all future
contributions in a structurally schematic form and it provides a mechanism for
testing their usefulness.

So while this scholarly debate continues to inform thinking it suggests
that perhaps even the use of Schleiermacher’s circle of paradox is too rigid
and a more plausible approach to adopt for this work might be the
hermeneutical spiral. The tentativeness that I have alluded to earlier identifies
with this position in relation to the theories of learning and the framework for
the research. That does not mean that I take a post-modern position and reject
the grand narratives that are offered by the various theoretical positions
referred to above. Rather I respect the scholarship behind those positions but
anticipate that further change is more likely to be proposed by each of them.
To ignore the potential contributions of philosophy to academic development
is to impoverish the level of debate and ultimately to reduce its effectiveness
in achieving its goals (Gosling 2003:70). This partly contributes to the

tentativeness with which I want to present the research.

2.3.4 Action Research, Activity Theory, Phenomenography

Finally, in this broad-brush attempt to capture the wider perspectives
on various methodologies that might be used for this study on staff
development in higher education, which in Webb’s view acts as the gatekeeper
to privilege and supplier of labour to capitalist enterprise (Webb 1996:65), 1
want to make some brief comments that lead up to why I decided on a
grounded theory approach, which will then be developed in detail in chapter 4.

The comments seem to fit here as they concern action research, activity theory
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and phenomenography, which have followed on from a critical theory of
society mentioned above, and they are related to the ideal that the
transformation of staff and the development of pedagogy can be progressed
through staff development.

From the perspective of critical theory the ideal response by staff
would be to realise their common interests in promoting a common purpose
that would change the learning environment of students and contribute to
change for a just future society. That ideal seems unlikely to be achieved
because of the inability to achieve common purpose. Based on the motivation
to take action to make change rather than to merely reflect, action research has
been developed as a collaborative approach to examine critically the actions of
individual group members as a process of changing lecturers’ conceptions of
teaching and learning (Gibbs 1995:21). Bourner et al. define action research as
‘a form of social research that, typically, involves making changes to resolve a
problem that exists in a social situation’ (Bourner et al. 2000:233) and it has
become somewhat codified as planning, acting, observing and reflecting
(Gibbs 1995:30). The concept of a spiral may be applied to commence a
further cycle for continuous development (Goodnough 2006:307), (McNiff
2006:36,37) or even a dual process to encompass macro, institutional, as well
as micro, course level change (Beaty & Cousin 2003:143,144) reflecting the
open ended improvement approach similar to that of the hermeneutical spiral.
A standard definition of action research is a form of collective self-reflective
enquiry undertaken by participants in social situations in order to improve the

rationality and justice of their own social and educational practices, as well as
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their understanding of these practices and the situations in which these
practices are carried out (Kemmis & McTaggart 1988 :5).

I agree with Webb’s view that contestability and a refusal to curtail
criticism should be hallmarks of staff development endeavours in the face of
reassurances that a particular position or approach leads to better education,
better staff development or a better world (Webb 1996:71). In this connection
the view that action research in higher education must consist of a group
process of rational reflection to generate a critique of the social and
educational milieu (Zuber-Skerritt 1994:122) seems too rigid. For example,
why can the response of a rational voluntary individual not make a significant
contribution, which is argued (Somekh 1998:12) as a key concept in
promoting change and something I will discuss below? In this work the
initiative was not coming from a collective group motivated to improve staff
development processes so action research was not chosen.

Activity Theory (Engestrom 1999, 2000) developed out of Vygotsky’s
work (Vygotsky 1978), from roots in Hegel and Marx and provides a
framework for learning and development which accepts that meaning arises
and evolves during interactions that are influenced by the social relations
within a community of practice, taking a socio-cognitive approach.
Vygotsky’s zone of proximal development (Vygotsky 1978:84) might possibly
inform PBL theoretically (Harland 2003a:264), and just after the initial PBL
stage of this research process I also became aware of the development of
activity theory from Engestrom’s work. At that time having decided to take a
more comprehensive approach than what appeared to be offered by PBL, I did

not give adequate reflection to the possibilities of using activity theory for this
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research at that time, thinking it was more appropriate to investigating
contradictions in systems. At the time I was not focussing on the institution’s
systems but my focus was on identifying methods to collect and process data
within a methodology and I realised that realised activity theory was not a
methodology (Jonassen 2000:97). I will discuss this in more detail later during
reflections on the research regarding how it might now be developed further.

Activity theory gives insight into the contradictions that may occur
within and between surrounding activities. Contradictions may occur between
systems that have different goals, responsibilities and accountability or
because individuals are concurrently members of multiple communities with
different roles, ways of working, and social relations. People must thus adjust
roles, beliefs and actions to resolve conflicts that may exist within and
between systems (Jonassen 2000:107,117,118).

In more recent work published since my earlier conclusion regarding
PBL, an approach using activity theory (Peruski & Mishra 2004:47,48), has
been applied to support academic staff in facing previously tacit thinking
about issues such as course design, teaching methods and philosophies on
teaching and learning. These issues have systemic relevance to how this work
may be developed and will be addressed further in Chapter 9.

But to return to the reflection on methodologies, in order to map the
qualitatively different ways in which people experience, conceptualise,
perceive, and understand various aspects of the world and phenomena in the
world around them, the research methodology of phenomenography (Bowden
& Walsh 2000) has been developed. Phenomenography differs from

phenomenology (Lyotard 1991: part II), in that it considers only second-order
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or conceptual thoughts of people. The aim of phenomenography (Marton
1981:180) is to find and systematise forms of thought, in terms of which
people interpret aspects of reality. Marton does not accept that it is possible to
separate that which is experienced from the experience per se. Phenomenology
on the other hand is concerned to understand how a subjective perception of
‘essence’ can be understood as distinct from particular circumstances, which
Marton considers too abstract, and I agree that a phenomenological approach
would not suit this work. However in seeking to present a critical review of
phenomenography as a qualitative research process, Alsop and Tompsett argue
(Alsop & Tompsett 2006:243) that although such studies are claimed to be
strictly empirical and non-constructivist (Svensson 1997:164), they must be
distinguished from both conventional science and educational psychology.
Alsop and Tompsett seem to agree however with the alignment with the
empirical tradition and non-constructivist approach. This suggests that such an
approach would not align with the constructivist approach being taken in this
work.

In this broad survey of the overarching philosophical orientation for
staff development no mention has been made of techniques of data collection
such as interviewing and general techniques of data analysis such as grounded
theory. These techniques are of some use in all of the methods (Ashworth
2003:104), though Ashworth uses ‘methods’ where I use ‘methodologies’.

This work, in seeking to understand the needs of colleagues in the
world of human experience is located in the constructivist paradigm which
grew out of the broad hermeneutical approach (Mackenzie & Knipe

2006:195), within which I am relying on the participant’s views of the
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situation being studied while recognising the impact of my own background
and experiences in seeking to understand these.

Within that constructivist paradigm then what I required was a set of
guidelines to process the data collected for the research, and given the
tentative framework used for the research which will also be discussed later in
chapter 3, I concluded that the literature on grounded theory should also be
reviewed. | want to do that as thoroughly as possible and therefore it requires a
chapter by itself which I will do in Chapter 4.

As a summary at this point to bring a focus to this discussion of
background rationale, this work is located within the paradigm of social
/cognitive constructivism and taking a theory generation approach within that

paradigm (Mackenzie & Knipe 2006:196) using a grounded theory approach.

2.4 Impact on Staff Development of Introducing ICTs

Having considered staff development issues related to teaching and
learning from the wider pedagogical and philosophical perspectives, this
section focuses more particularly on the impact on staff development by
introducing ICTs as part of a blend of learning, seeking to encourage student-
centred learning. Some aspects related to the affordances of the technology of

course have already been considered above.

2.4.1 The apparent emphasis on Training

When teaching with new technology, the most common form of

support given to academic staff seems to be to show them how to use the
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technology (Salmon 2003:12) rather than to investigate how the technology
can be used to aid the teaching and learning process (Conole et al. 2004a:18).
Salmon, as indicated earlier, suggests that training alone does not meet the
needs of online teachers to make the online teaching environment successful
for productive learners, because where training is provided it concentrates on
the use of the technology rather than on the role of the online teacher. It also
seems rather simplistic, in light of the earlier discussion on the complexity of
affordances, to define a staff development programme consisting of separate
components of what staff may need to learn, by identifying categories of skills
expertise regarded as crucial to improved performance. That sort of training in
performance skills falls far short of being able to apply pedagogical theory to
the practice of knowledge delivery in a particular (set of) academic
discipline(s). Schon argues that even knowing a theoretical principle is also
insufficient because teachers need to recognise a classroom event as one
where the principle applies. Therefore they also need the ability to identify
events and distinguish among cases (Schén 1987:33-40).

Wenger argues that there is an important distinction between education
and training which he has stated with sharp contrasts by comparing outbound
and inbound trajectories affecting our understanding of personal growth and
being.

Education, in its deepest sense and at whatever age it takes

place, concerns the opening of identities - exploring new ways

of being that lie beyond our current state. Whereas training

aims to create an inbound trajectory targeted at competence in a

specific practice, education must strive to open new dimensions

for the negotiation of the self. It places students on an outbound

trajectory toward a broad field of possible identities. Education

is not merely formative - it is transformative. (Wenger
1998:263).
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However Wenger also defines a wider range of trajectories (Wenger
1998:154) in relation to communities of practice within which we can
experience personal growth, or ‘constant becoming’, through participating in
the relations of engagement that constitute our community. There he argues,
along with four other trajectories, that his meaning of the inbound trajectory is
‘newcomers joining the community with the prospect of becoming full
participants in its practice. Their identities are invested in future participation,
even though their present position may be peripheral’. He then describes the
outbound trajectory as ‘one which leads out of a community as when children
grow up’. He suggests that it seems more natural to think of identity formation
in terms of all the learning involved in entering a community of practice and
that being on the way out of such a community involves developing new
relationships. This emphasis on all the learning involved when entering by the
inbound trajectory seems to me to be at variance with the concept of learning
being the outbound trajectory and training the inbound one. I thought it would
be useful to check by some empirical studies whether this distinction of
inbound and outbound trajectories as constructed is valid, but to date have
been unable to locate any specific claims. Also, picking up the earlier
discussion about affordances, and given that intelligence has been built into
the tools available, they then are carriers of major patterns of previous
reasoning (Pea 1997:53). They may now be used by a new generation with
little or no awareness of the struggle that went into defining them and adapting
them to the tasks for which they were created. But as such tools become
invisible in this sense, it becomes harder to see them as bearing intelligence;

instead we see the intelligence ‘residing’ in the individual mind using the
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tools. The point is that to be able to use these tools effectively, given their
inbuilt intelligence, requires sufficient knowledge of the affordances of the
tool. For that reason I find it difficult to separate the concepts of education and
training as both are interconnected through application of the tool.

Despite the contested claims for a distinction between education and
training, there is a common agreement that the challenge facing higher
education staff is, as Black asks, how best, given the new technologies
available to us, can we as educators accomplish the primary goals of higher
education (Black 2001:2)?

In the USA, seeking to bring some reason and research data to the
issue of online learning applications, The Institute for Higher Education
Policy, sponsored by the National Education Association, the nation’s largest
professional association of higher education staff, and Blackboard, a leading
online education company, have been exploring the issues under twenty four
benchmarks, divided into seven categories (Phipps & Merisotis 2000:2,3). One
of the categories in the study is concerned with Faculty Support Benchmarks.
However in the detail I have an underlying concern. The five benchmarks, out
of 45 in the study as a whole, identified and listed under Faculty Support,
pagel2, are

0 To provide technical assistance in course development.

0 Faculty members are assisted in transition from classroom teaching

to distance instruction.

0 Peer mentoring resources are available to faculty members

teaching online courses

0 Training continues throughout the progression of the online class

0 Faculty are provided with written resources to deal with
(technical) issues.
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In such a significant study it appears little attention is being given to
the educational understanding dimension and much support is being offered in
the technical skills dimension. That may of course reflect the interest of
vendors but is that the best way to offer support to staff as they attempt to
make the transition? The results of the benchmarks may suggest that staff have
other unidentified needs. While the benchmarks were regarded as very
important the three benchmarks concerning training and technical assistance
for faculty had lower scores than others. One faculty member lamented that
the technical aspect of online teaching is sometimes overwhelming. Another
faculty member wrote that ‘pedagogy of online learning must be part of
training and the online environment’ (Phipps & Merisotis 2000:20). In light of
the lack of clarity on these distinctions of understanding and technical training
it seemed necessary to be alert to the issue and how it impacts the academic

staff involved in this research.

2.4.2 The need for deeper Learning Perspectives.

Instructional strategies and tools must be based on some theory of
learning and cognition (Bednar et al. 1995:100-112; Bonk & Cunningham
1998:25). In a comprehensive article Bonk and Cunningham also find most
hope for computer supported collaborative learning developments within the
socio-cultural theoretical framework. While this article is more focused on the
technology aspects there are some helpful insights relating to pedagogy which
help to focus thinking on similar issues related to staff development. They
agree with Ravenscroft that the tools can be used within both the cognitive

constructivist viewpoint, from Piaget’s earlier work, emphasising individual
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constructions of knowledge, and the social constructivist position, relying on
Vygoysky’s work, emphasising the socio-cultural context. Their agreement
suggests that both these theoretical foundations may have relevance in the
related issues for staff development.

I mentioned earlier one attempt (Conole et al. 2003) to provide
supports to academic staff that encourage them to consider pedagogical issues
when considering the design of learning that incorporates the use of e-
learning. Their model articulates the key components of existing learning
theories, displays their inter-relationships and offers a means of mapping them
against each other. Academic members of staff are encouraged to engage with
the model, mapping learning theories to learning activities and associated
mediating tools and resources. How I used a simplified version of the model
with permission during the interview process of data collection will be

explained in Chapter 5.

2.4.3 Key Concepts of Innovative Change

(Somekh 1998) has drawn on a wide range of research that provides
insight into the process of innovation and change to see what can be learnt to
support innovations in the use of ICTs in higher education. Two aspects
seemed relevant to staff development. While recognising that innovation is
complex and challenging within large organisations such as universities
(Somekh 1998:12), she also believes that individual staff can make a
difference, if they can understand more about the complexity of innovation

and their own role within it and thus become ‘change agents’ rather than
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merely ‘users’. That involves finding ways to make a conscious contribution
to change both in individual teaching and in the organisation as a whole.

The consequential challenge for this particular research project was to
identify how best to incorporate this positive belief into effective staff
development. There are related issues of organisational culture, which needed
to be considered as these would impact on individual staff. There is also
general agreement in the literature that innovation goes through stages.

Fullan had introduced his classic study on change in educational
institutions and identified four stages (Fullan 1982). Over the years he refined
these and issued a revised model in 1991 (Fullan & Stiegelbauer 1991).
Drawing on his earlier work the project INTENT (Initial Teacher Education
and New Technology, 1990-92) had been set up to incorporate his
characteristic features of successful innovation. By analysing the process of
change in five, participant, initial teacher training institutions the project team
had identified significant differences between Fullan’s model for supporting
innovation and the model they derived empirically from their data. However
shortly after releasing their findings, when Fullan issued the new edition of his
book there was considerable overlap, indicating that the two analyses of the
original characteristics features, carried out by different research teams located
in different continents, had yielded similar outcomes (Somekh 1998). The
work done by the INTENT team identified five key concepts of successful
innovation (Somekh et al. 1997) and these argued for on the basis of ‘being
there’ and actually experiencing something to underline a sense of
authenticity. In summary the work of the INTENT team has shown that the

five key concepts involve the following:
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e those who manage change have to understand the complexity of the
situations they are in, the power structures and the differing
motivations of the people around them. ...There is no blueprint for
effective management, you have to deal with the situation you are in,
and act in whatever way best enables you to use the situation as a
stepping stone in the desired direction.

e the power of individuals to make a positive contribution to bringing
about change

e partnership — unusual alliances between the more powerful and the less
powerful in formal organizational hierarchies is extremely creative

* make teacher professional development central to the process of
planning and implementing change

® integrate theory and practice... action research provides a methodology

for achieving it. Encouraging participants to research the innovation

they are introducing, even in a very small way, is a powerful means of
supporting their development

While the supporting data was collected from teacher training institutions they

do suggest important principles that might be applied in some form over the

course of this research process, and in fact were motivational to continue in a

context where there were so many demands on staff time and other variables

affecting their participation. Some of the findings will be discussed in the later

chapters.

2.5  Conclusions

This targeted review of the literature leads to a number of conclusions
which have relevance to both the themes and the methodology for taking
forward the research in relation to those themes in the context of this study. It
will be convenient to summarise the themes in four groups, the first group in

relation to learning and teaching, the second group in relation to change in
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technology, the third group in relation to institutional change and the fourth
group in relation to methodology and methods.

Consideration of pedagogical and technological issues, existing models
of learning and teaching, and the underpinning rationale for staff development

helped to identify the following conclusions.

2.5.1 Learning & Teaching.

0 It might help to try to establish what pedagogies staff use, since their
grounding assumptions about learning and teaching directly determine
what they design.

0 Since there was the likelihood that these pedagogies were implicit in their
thinking and possibly not likely to be explicitly expressed it may help to
listen carefully to their thoughts on such issues and to be proactive to
include the staff in the process of data collection.

0 Reflection on some dilemmas related to teaching and learning might
encourage cognitive understanding of the subject matter content and the
relationships between such understanding and the instruction teachers
provide for students.

0 By encouraging reflection on their teaching, teaching expertise and
experience in the classroom, individual components of their knowledge of
teaching might surface. Where possible these individual components
should also be assessed from an integrated perspective and an attempt

made to integrate their responses into a ‘generalisable’ framework.
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0 It would be useful to determine how global access to learning and
teaching resources affects existing pedagogy and whether there are any
new categories in the knowledge base of teachers.

0 The research would need to accommodate the implications of national and
institutional culture on education systems and traditions.

0 Reflection on the data gathered might then help to identify what teachers
need to know and how they need to represent it to facilitate a student-

centred learning environment.

2.5.2 Change in Technology

Notwithstanding the assumption that a change of paradigm may have
occurred there may be possible unknowns regarding learning theories with the
introduction of the affordances of ICTs into the learning environment.

0 Existing research suggests that using technology changes the scope and
competencies required of academics. It therefore would be necessary to
seek to identify these changes in order to answer the research question of
how the institution could improve staff development processes to enable
staff to develop a blend of learning (including online) to enhance
Learning and Teaching.

0 Clarity needed to be brought to staff learning and training needs to ensure
that all academic staff members seeking to transition from traditional
learning develop their understanding of the role of the online teacher.

0 Across the range of different options for teaching and learning using these
technologies it would be important to clarify any distinction between the

contested trajectories of learning and technical training. Learning may be
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encouraged through new knowledge building communities established to
facilitate staff development. The research should seek to identify how
these communities would be formed and facilitated.

0 The changes in technology may also change the fabric of culturally
patterned ways in which scholarship and work are undertaken. It would be
essential to respond to these changes creatively and in a way that would
be supportive of staff.

0 Understanding and responding to these changes in institutional culture
appropriately would possibly contribute directly to achieving institutional

change.

2.5.3 Institutional Change

The strategic plan of the institution internally, backed up by the
national and international policy changes externally, is driving the change to a
student-centred learning environment. Additional to this it was important to
note that

0 Fundamental technological change may possibly ultimately beget
structural change. Therefore inclusiveness of staff in the process should
be established during the research to encourage and help identify relevant
and supportive staff development policies.

0 It could also be important to have an inclusive involvement with staff to
maximise the possibility that they accept that they can be change agents in
the wider process of institutional change.

0 It could be essential to identify how educational, structural and cultural

traditions affect staff development approaches.
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0 At a systemic level a change of culture that would bring together a radical
craft culture and a research culture may be needed to achieve effective
educational reform. Involvement of staff in the research process may
contribute to this.

0 The research should try to understand how best to accomplish primary
goals of higher education through a clearer policy (Trowler et al.

2005:440) for staff development.

2.5.4 Methodology and Methods

0 A socio-cultural theoretical framework seemed to be the most hopeful
way to investigate computer supported collaborative learning
developments. The policy of inclusiveness of staff would fit this
framework. However it was noted that tools associated with such
environments could also be used within both the cognitive constructivist
and the social constructivist viewpoints. Encouraging new knowledge
building communities might need to embrace the cognitive aspects at the
same time.

0 Involving staff that were representative of the culture of the organisation
could possibly provide a rich and diverse source of data collection from a
range of academic traditions, within the institutional culture.

0 Involving academic staff directly in the research process might be a way
to ‘use the research’ to influence change through them as it could
encourage them to become change agents.

0 The framework for the research needed to be flexible to encompass the

rich diversity that may arise from accessibility and availability of global
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learning resources, bearing in mind existing orientations to and the
possible change of paradigm related to global technical resources and
affordances for learning and teaching.

0 Ensuring that data was collected from staff in different academic
disciplines and in different faculties would provide opportunity for a
representation of the external business environment.

0 The use of a grounded theory approach held out a possible way to apply
principled analytical strategies which would directly support the
tentativeness of the research framework.

0 Analysis of the data should seek to identify individual components that
make up the knowledge teachers bring to any reflective processes of
teaching and learning. However an attempt should be made to retain an
emphasis on an integrated interpretation across all the individual
components.

0 The triangular model diagram representing the relationships between
knowledge, teacher and pupil needs extension to reflect how the

knowledge is represented using technology.

These four themes of learning and teaching, changes in technology,
institutional change, and methodology and methods are picked up in the
following chapters since they affected the framework of the research and the
methods chosen. In chapter four the literature on the related strategy of using a

grounded theory approach is also addressed in detail.
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CHAPTER 3

DEVELOPING A THEORETICAL FRAMEWORK FOR THE RESEARCH
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3.1 A Tentative but Robust Framework

3.1.1 Introduction

The targeted literature review, recorded in the previous chapter
suggested that the methodology of the work could be located in the
social/cognitive constructivist paradigm because an investigation of teaching
and learning when including technology support could be achieved through
social interaction and through cognitive processes. The review had also helped
to identify a number of conclusions that might take the research forward in the
investigation of changes in learning and teaching when impacted by changes
in technology. It also suggested that use of a grounded theory approach could
be effective as a method to analyse the data collected.

This short chapter is intended to establish how the theoretical
framework for the research evolved and why it was considered appropriate to
hold the framework rather tentatively when seeking to progress the research in
order to facilitate the possibility that some of the unknowns regarding the
apparent change of paradigm might be accommodated.

Learning Technology is a relatively young research area (Conole et al.
2003:1) with many unknowns, such as what additional elements of, or even
new theories of learning underpin the design of the technology, how
integrating the use of such technology impacts learning in collaborative
communities (Ravenscroft 2003a:11), and how the structures of educational
institutions could be radically changed (Fullan 2005:24) to enable ICTs to
transform learning. These become more focused as key issues to be
investigated when trying to understand how some staff members, who, based

on the initial PBL meetings with the initial staff team, may have limited
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pedagogical awareness, seek to introduce the use of ICTs into their learning
and teaching.

Reflecting on recent discussions with academic colleagues in the
institution, there appear to be those who have some pedagogical understanding
of how their academic material should be delivered, but have limited
understanding of how the affordances and constraints of technology may
interact with educational theory to advance learning and teaching that is
pedagogically sound.

The reciprocal corollary of course is that technical staff, having a set of
technical skills with which they are comfortable and understanding of how
these learning tools can function, may not have the pedagogical awareness
required to apply the tools effectively to learning and teaching in a specific
academic discipline (Mishra & Koehler 2002:2).

Sometimes tools and other supports that are made available to non-
technical users seem to have been developed in a generalised form and as such
may not be suitable to use across a number of disciplines. The affordances of
the technology are therefore not maximised, since the staff from both these
backgrounds have little or no collaborative involvement in designing and
developing course materials using technology supports.

The design, development, representation and delivery of learning and
teaching which intentionally incorporate online delivery in the blend of
learning, can all be impacted by the affordances of the technology now
available as global resource.

For these reasons, apart from the assumed change of paradigm that

may have taken place in this learning and teaching context, I wanted to

88



develop with some tentativeness a theoretical framework for the research.
Despite the tentativeness, the framework needed to be robust enough to enable

the research to progress successfully.

3.1.2 From Triangle to Tetrahedron.

I mentioned in the previous chapter that the learning and teaching
relationships between Teacher and Pupil, and the Knowledge being shared
between them has been represented with a triangular framework, Figure 2.2.2,
but that this needed extension to include how knowledge is represented using
technology. Reflecting on how this could be extended, it seemed important to
understand more about the knowledge that teachers had a need to represent.

The classification by Shulman (Shulman 1987: 8), of teachers’
knowledge has proven to be very stimulating for research into teachers’
cognitions and has significantly influenced the debate about pedagogy. Since
they will be referred to below, for completeness the issues are summarised
here. Shulman was responding to four questions:

e What are the sources of the knowledge base for teaching?

¢ In what terms can these sources be conceptualised?

e What are the processes of pedagogical reasoning and action?
and

e What are the implications for teaching policy and educational

reform? (Shulman 1987: 1).

He describes teachers' practice as drawing upon a professional
knowledge base built up from the following seven elements, which I will
discuss more below:

¢ content knowledge (i.e. knowledge of subject matter);

e general pedagogical knowledge, with special reference to the broad

principles and strategies of classroom management and organization
that appear to transcend subject matter;
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e curriculum knowledge, with particular grasp of the materials, and
programs that serve as ‘tools of the trade’ for teachers;

® pedagogical content knowledge, that special amalgam of content and
pedagogy that is uniquely the province of teachers, their own special
form of professional understanding;

¢ knowledge of learners and their characteristics;

® knowledge of educational contexts, ranging from the workings of
the group or classroom, the governance and financing of school
districts to the character of communities and cultures; and

e knowledge of educational ends, purposes and values and their
philosophical and historical grounds.

Recently, attempts have been made (Salmon 2005:212), (Laurillard
2002:103), to come up with some models for effective integration of
technology in the design and delivery process so that learning is enhanced. As
noted earlier, technology alone does not lead to change. Rather it is the way in
which teachers use the technology that has the potential to change education.
(Carr et al. 1998:5-15).

Another specific example was a Transactional Model (Mishra &
Koehler 2002:3), where Content, Technology, Representation and Pedagogy
were identified as four components that needed to be integrated for good
online courses. Mishra and Koehler et al. used a diagrammatical representation

based on a tetrahedron, see Figure 3.1.1.

Pedagogy

Technology Content

Representation

Figure 3.1.1 —Transactional Model of Mishra and Koehler
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They claimed that the model formed the basis for how we think about
technology in teaching in general and in particular how we think about
developing faculty (staff, my insert) to teach online. They argued that
separating these four key issues is an analytic act and one that is extremely
difficult, as the four exist in a state of dynamic equilibrium, relating their
argument to the philosopher Kuhn on the state of ‘essential tension’ (Kuhn
1979) in (Mishra & Koehler 2002:4).

In trying to establish a theoretical framework suitable for the research,
I began to conclude that there may be a range of key components between
which there are such interdependent relationships and had, concurrently with
Koehler and Mishra, drafted a tetrahedral representation. Decisions about any
one of the components that could be represented at the corners of the
tetrahedron had implications and consequences for others related to them.
However the components I identified were not the same as those identified by
Koehler and Mishra with whom I communicated at the time. I argued that the
technology was more accurately described as simply another ‘more
sophisticated’ form of the representation of the course design and content,
earlier examples being the blackboard, or slate and chalk. Moreover I was
convinced that the concept of pedagogy was better represented, not as a
component, but through the learning theories that related some of the
components to each other.

It is interesting to note that Koehler and Mishra et al. have amended
their thinking in the published version of the paper (Koehler et al. 2004:48)
and in an intermediate paper have also identified a possible additional

component in the knowledge base for teachers. By reverting to a triangular
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model, see Figure 3.1.2, they have included in the definition of technology
both the ‘commonplace’, like chalkboards, and the ‘advanced’, such as digital
computers, thus incorporating into the technology node the concept of

representation.

Content

Pedagogy Technology

Figure 3.1.2 Triangular Model of Mishra & Koehler
They argue that the framework emphasises the connections,
interactions, affordances, and constraints between and among the content,
pedagogy and technology

....that is we make an argument similar to that of Shulman
(1986) who argued that knowing a content domain, and general
purpose pedagogical techniques was not sufficient — arguing
instead for a form of context-specific and highly integrated way
of knowing that he labelled “pedagogical content knowledge”
(Mishra et al. 2004:2).

Pedagogy Technology

Figure 3.1.3— Model arguing for Pedagogical Technological Content
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They develop the argument that by the addition of technology into a model of
teaching requires knowledge about technology, but also knowledge of the
complex interplay of Content (C), Pedagogy (P), and Technology (T), see
Figure 3.1.3. Thus they extend Shulman’s argument beyond a sensitivity to
pedagogical content knowledge to include content-technology knowledge (C-
T), pedagogical-technology knowledge (P-T), and even pedagogical-
technological-content knowledge (C-P-T) (Keating & Evans 2001) in (Mishra
et al. 2004:2).

Basically this is a supportive argument to the one made earlier in this
chapter that there is a need to integrate the components of knowledge and
skills sets of the specialists in technology design, domain content, and
pedagogy to maximise the representation of the knowledge for effective
delivery. The argument suggests that it would be useful to be alert to the
possibility that additional components might now need to be added to
Shulman’s model, and in particular one of pedagogical-technological-content
knowledge, giving another reason to hold tentatively the framework for the
research described below.

Pedagogical content knowledge was considered by Shulman to be of
special interest because it identifies distinctive bodies of knowledge for
teaching. It represents the merging of content and pedagogy into an
understanding of how particular topics, problems or issues are organized,
represented, and adapted to the diverse interests and abilities of learners, and
presented for instruction. An additional distinctive body of knowledge now of
course is how technology can be understood and used to help organise,

represent and present knowledge in a variety of subject areas.
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A useful study in distinct yet interrelated components; orientations to
teaching, knowledge of the curriculum, knowledge of student understanding,
knowledge of assessment and knowledge of instructional strategies
(Goodnough 2006:304,305) used by Goodnough to explore her pedagogical
content knowledge in the use of PBL could be developed in order to explore
pedagogical technological content knowledge of the affordances of the
technology.

In seeking a robust framework that would facilitate the research as it
developed, I had drafted a number of tetrahedral models with various key
concepts allocated to the nodes. Trying to fit the range of tetrahedrons together
into one composite framework so that the same concept represented by a node
was located at the same physical point produced quite an elaborate ‘bee-hive
like structure’. It certainly gave a visual picture of the complexity of the
various and integrated relationships, but it was too complex to use as a
working framework. In the end one particular tetrahedron, Figure 3.1.4. was

identified to bring focus to the research with four key components.

Knowledge

—
Learning Theories

Staft
Student

Representation

Figure 3.1.4 — The tetrahedral Research Model
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The node for Knowledge included the curriculum, (Kansanen
1999:24,25), the syllabus, the components of the teacher’s knowledge and
such matters that would be included in the broad body of knowledge,
associated with an academic discipline as suggested in Shulman’s model.

The Representation was intended to include how the body of
knowledge would be communicated between staff and student, allowing both
to be learners, using whatever ‘technology’ was deemed effective, and
including the affordances of ICTs, thus including a possible consideration of
pedagogical technological content knowledge.

The theoretical framework is designed to facilitate consideration of
both staff and student sides of the tetrahedron as the research progresses but
the first phase is to give focus to the staff side. In further possible
investigations, noting the relationships between staff and student, it is intended
to follow up the perceived learning by the student and in particular to look for
any correlation between student learning and staff learning and development
following the implementation of the proposed improvements, that are set out
in this thesis in support of staff development to enable staff members in the
institution to use ICTs effectively.

Represented by the edges of the tetrahedron there are relationships and
theoretical underpinnings on how the staff and student learn through
constructing an understanding of the representation of the knowledge, similar
to the knowledge-building environments (Scardamalia 1996), (Bereiter 2002)

mentioned in chapter 1.

3.1.3 Recognising the Learning Environment
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Since this work is particularly focused on the context of one particular
institution at a time of considerable change, with the associated challenges on
how to improve staff development processes to enable staff use ICTs in a way
that will enhance teaching and learning, it is important to include in the
framework acknowledgment of the learning environment.

This element has been missed in a number of grounded theory studies
leaving them open to the challenge of being decontextualised, and by
extension objectified (Charmaz 2005a:511). When considering in the next
chapter why the procedures associated with grounded theory were selected as

a method to collect and analyse the data, I will develop this in more detail.

The Learning Environment for
Staff Development

Knowledge

—
Learning Theories

Staff
Student

Representation

All locations where learning occurs

Figure 3.1.5 — The Research Framework in the Learning Environment

In this study the context of the learning includes the broader business

environment, and other situations where non-formal learning (Eraut et al.
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2004) is experienced, because both the academic staff and the students would
be influenced by, experience development within, and learn through their
involvement with the workplace and other opportunities to use technology. So
Figure 3.1.5 shows as a diagrammatic representation of the framework for the
research, where the circular boundary represents the learning environment,

within which the processes of staff development are being experienced.

3.1.4 The linkage of the Framework with the Methodology and Methods

Using a socio-cultural emphasis that includes social constructivist and
cognitive constructivist approaches for learning the intention is to investigate
what is happening between the components, as represented by the nodes of the
tetrahedron, regarding learning and teaching issues and theories, as
represented by the edges of the tetrahedron, concentrating in this dissertation
on the staff related aspects only. It was considered essential to have a better
understanding of these relationships, learning issues and theories in order to
provide an informed answer to the question of how best to improve staff
development processes to enable staff within the institution to use ICTs in a
way that will enhance teaching and learning.

As will be described in the data collection methods below, towards the
end of the interview process with the academic staff involved in the research,
they were asked to comment on this tentative framework for the research. In
addition, using an associated handout, I also asked them to engage with a
simplified version of the ‘toolkit’ (Conole et al. 2004:24) offered as a model to
encourage staff to develop pedagogically driven approaches to learning design

(see Appendix 3).
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CHAPTER 4

SELECTING THE METHODOLOGY
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4.1 The Influence of the Context

4.1.1 Introduction

In the grouped conclusions from the targeted literature review
summarised in section, 2.5.4, I identified that a socio-cultural theoretical
framework seemed to offer the most hopeful way to investigate computer
supported collaborative learning developments. The tools associated with such
environments could be used within both the cognitive constructivist and the
social constructivist viewpoints.

One possible way to build theories that might underpin the
relationships between staff, the knowledge they are building, and how they
apply that knowledge to the design, development and representation of
learning material, including the use of ICTs would be to test pre-existing
hypotheses that came from somewhere, suggested by someone. An alternative
approach, which underlies the theoretical basis for a grounded theory approach
is to use data, suitably collected to provide richness and diversity, in such a
way that it stimulates and shapes the inductive processes of the researcher, as
is elegantly stated by Charmaz:

Let the world appear anew through your data. Gathering rich

data gives solid material for building a significant analysis.

Rich data are detailed focused and full. They reveal

participants’ views, feelings, intentions, and actions as well as

the contexts and structures of their lives (Charmaz 2006:14).

The guidelines to use in this latter approach have been outlined
extensively in the literature on grounded theory covering a wide range of
problem areas and indeed indicating some confusion over what exactly the

grounded theory method consists of. A particularly succinct and informative

paper is the winning Graduate Student Research Paper from the 1996 Midwest
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Research-To-Practice Conference in Adult, Continuing and Community
Education (Babchuk 1997) in which he draws on an exhaustive review of the
relevant literature up to that time, coupled with hands-on experience with this
method. Without taking sides, he presents the key issues that distinguish the
different understanding of grounded theory that arose between Glaser and
Strauss in the years following their joint introduction of the method (Glaser &
Strauss 1967).

In this chapter I discuss the key features in the method that are
associated with the recognised scholars who are still continuing the work to
develop the method up to this present time (Charmaz 2005b), interweaving the
discussion with how I have applied the method to this research.

All grounded theory researchers agree that a grounded theory approach
suits a qualitative methodology deriving its name from the practice of
generating theory from research that is “grounded” in data, although I will
discuss the accuracy of this statement later when considering the distinction
between observed data and the phenomena that any theories constructed from
the data seek to explain.

Since I came to be increasingly convinced that the use of grounded
theory methods held out a possible way to apply principled analytical
strategies to the data collected, this chapter reflects a review of some relevant
literature associated with this method in such a way that argues why I was
eventually comfortable with that choice. Further comment will also be made in
the next chapters on data collection and analysis regarding the identity and
selection of categories emerging from the data using this method, and how an

attempt has been made to minimise the impact of subjectivity in the associated
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problem of reliability in identifying categories and themes using grounded
theory techniques, while trying to find ways to improve staff development
processes in order to prepare staff effectively to meet the demands of teaching

and learning, including the use of an online environment.

4.1.2 Responses to conclusions from the literature review

Within the socio-cultural framework, with both cognitive and
constructivist emphases, a very deliberate policy to include the staff in the
research activity was also identified in the grouped conclusions as a helpful
approach to begin to understand how best to improve staff development
processes that would enable the staff to use ICTs in ways that will enhance
teaching and learning.

Asking staff to remake knowledge in the present by encouraging them
to talk about teaching was also likely to provide a rich and diverse source of
data. The diversity could be deliberately encouraged by selecting a mix of
academic disciplines from a range of departments across different faculties of
the institution, which were representative of various business sectors within
the national culture. Bearing in mind the international trend towards lifelong
learning, particularly facilitated by using ICTs, further diversity could be
provided by selecting a range of degrees offered from both a full-time and
part-time mode of delivery. It has become increasingly difficult to draw the
boundary between full-time and part-time study, and in time this may be even
more blurred. However there is still some distinction between those studying
part-time while holding down full-time employment, and those supposedly

studying full-time while supporting themselves with part-time employment.
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The choice of academic members of staff that provide the teaching resource on
degree programmes offered across such a mix of academic disciplines could
also be selective to include full-time and part-time associate staff. Each of the
staff teaching on most degree programmes is likely to bring a diverse range of
knowledge, competence, and skill in using ICTs, from very limited
involvement to a more confident application of the technology. The detail of
the rationale for the selection of the academic disciplines, the degrees, and the
staff is discussed later.

This chapter will therefore discuss the relationship between the
research question, that had been focused through the structured literature
review, the theoretical framework for the research, the suggested methods to
capture the data, and, how the choice of a grounded theory method as a
principled analytical strategy for analysis of that data, might provide the

flexibility I was keen to preserve and maintain as the research developed.

4.2 Taking a Grounded Theory approach

4.2.1 Characteristics of grounded theory and grounded theorists.

In the endeavour to be flexible and open to the consequences of
uncertainty surrounding the use of ICTs, a key driver in my thinking was to
recognise the urge to avoid uncertainty and to get quick closure. The reflective
and slow process of constant comparison at the heart of methods associated
with grounded theory, seeking to identify categories within the data, seemed
likely to alleviate this trend, although in the crucible of the comparison
process it is difficult to decide when to conclude that further reflection will

cease to contribute meaningful new characteristics for a category. Closure has
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to come eventually for this piece of research to retain its practical benefits
though, undoubtedly, there could be further enlightenment through continued
reflection.

Since I also wanted to identify what theories staff were using,
explicitly or implicitly, in their delivery of learning and since I did not know
what these theories were, I considered that identifying theory grounded in the
data is more likely to ‘fit’ the data than theory generated from a priori
assumptions. Therefore a grounded theory approach seeking to generate theory
seemed reasonable. Such theory was likely also to be usable in practical
applications, which was a specific objective for the outcome of the research
project.

Another characteristic that is open to challenge in taking a grounded
theory approach is my involvement as an instrument on the research process. I
will discuss the attempt made to balance the ‘negative’ aspect of subjectivity a
little later, but it is perhaps worth noting that there are also some ‘positive’
attributes, which can be further developed through carrying out the research:

The self as an instrument in the data collection and analysis

process is a point underscored by Rew, Bechtel, and Sapp

(1993), who listed the following as attributes needed by

qualitative  researchers: appropriateness,  authenticity,

credibility, intuitiveness, receptivity, reciprocity, and sensitivity

(Strauss & Corbin 1998:6).

While I am not the best person to recognise how much I possess these
qualities, I believe some of them have been nurtured through the discipline of
using the grounded theory approach. Hopefully my arguments will encourage

confidence in my credibility. I will endeavour in this chapter and the next to

present an authentic record of the processes used in the research. In doing so a
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measure will be established of the appropriateness of the decisions taken in
light of the fact that I do not believe it would have been practical to stick
rigidly to the original position of Glaser’s definition, developed below, of pure
grounded theory. It requires effort to remain somewhat detached from the data
in order to be able to critically analyse situations that are the focus of
comments from colleagues. At the same time sensitivity to the words and
actions of respondents is required to pick up nuances that contribute to the
reflective processes with the data and the ongoing analysis of it.

Having a defined set of procedures to guide the research along a
principled approach, while remaining flexible and aware of the dangers of
implementing them in a purely rote manner, developed a sense of absorption
and devotion to the analytical process. The recurrent cycle of noting a growing
variety of characteristics within the data, being able to compare these through
reflection and thus develop relationships between the characteristics allowed
increasing awareness to be developed concerning the thinking of the
respondents. This process followed the approach of Glaser and Strauss:

On the factual level, evidence collected from other comparative

groups is used to check out whether the initial evidence was

correct. Is the fact a fact? Thus facts are replicated with

comparative evidence, either internally (within a study), or
externally (outside a study), or both. Sociologists generally

agree that replications are the best means of validating facts

(Glaser & Strauss 1967:23).

This characteristic of grounded theory also suggested that it might be a
useful strategy to contribute to the identity of an integrated understanding, as

desired by Brown and Mclntyre, of the various facets of teachers’ knowledge

by supporting the establishment of relationships between various components.
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While I was satisfied that a grounded theory approach could help to
reduce the possibility of missing any new theoretical understanding related to
the use of ICTs, I was conscious that by progressive focussing of the emerging
categories, thus limiting the eventual scope of the investigation, some of the
‘newer’ categories, if there are any, might not be as closely scrutinised as
those identified as the ‘core’ or dominant categories.

Another benefit I perceived in taking a grounded theory approach was
that the guidelines established by the authors of the method guided and
provided a style for the research by offering a strategy for handling the data,
providing modes of conceptualisation for describing and explaining the
phenomena arising within it. Where I struggled was to decide which
guidelines were flexible and which were non-negotiable, since the key
Grounded Theorists seemed unable to agree an answer to this dilemma. These
following sections of this chapter are my authentic attempt to argue a
principled position for the stance I have become comfortable in adopting and

applying in this case.

4.2.2 Using the constant comparative method.

In this method data collection, analysis, and, eventual theory stand in
close relationship to one another. A common acceptance by Glaser, Strauss,
Corbin and Charmaz, whose developments and understanding of the definition
of grounded theory are summarised and compared below, is that the clear
objective of using comparative analysis is to generate theory, rather than to
validate theory.

In generating theory it is not the ‘fact’ in the data that is critical. It is

probably a fact that not all ‘facts’ in the data can be relied upon as truly
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accurate regarding trustworthiness, since there are many possible variables
affecting such a ‘fact’. The important element is the conceptual category to
which the ‘fact’ can be aligned and the property that can be assigned to that
category. Such a concept, and its properties, is the key element for constant
comparison. While it may be that such a conceptual category is generated
from one ‘fact’ of data, gradually through the analysis, the category is likely to
become populated with more ‘facts’ from the data. Thus the possibility that
one, or a few of these ‘facts’ is not trustworthy becomes less of a problem
when the density of the category increases. A necessary element therefore in
providing a sense of integrity to the analysis process is to clearly specify the
rationale for including a fact within a category, and then to distinguish
between the category and the property that describes it, and to give some
understanding of the density of the category. In the chapters on data collection
and analysis I endeavour to do this within the limitation of available space and
time, but hopefully what is documented will provide sufficient clarity to
support the integrity of the entire process. The category and the property
associated with it are concepts indicated by the data and not the data itself. By
constantly comparing many groups, or concepts, attention is drawn to many
similarities and also to differences. Considering these similarities and
differences leads to the generation of abstract categories and their properties,
which, since they emerge from the data, lay the foundation of the theory that
emerges to explain the data collected from staff on learning and teaching. The
process involves capturing the large number of initial categories, continuing
the analysis and constant comparison among these to identify an increasingly

smaller number of higher-level categories that integrate and conceptualise the
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key issues from which the theory emerges. The more detailed examples of
what happened in practice, as described in the next two chapters, endeavour to

make this transparent and principled.

4.2.3 Analysis informing new data collection

Part of the analysis process involves description of the categories. In
some cases the initial description may even already be there in the words of
the respondent, which are known as ‘in vivo codes’ (Strauss & Corbin
1998:105). The description is the basis for more abstract interpretations of the
data and eventually may lead to theory development, although it may not
necessarily do so if a category is eventually subsumed into a higher level,
more abstract category based on careful consideration of the description and
the contexts associated with the original category. Description embodies the
concepts. The description is not theory but it is basic to theorizing, and
theoretical explanations are validated through further data gathering. The
objective is to build dense, well-developed and comprehensive theory. In
going through this constant qualitative analysis process, the concepts and their
relationships emerge from the data, thus providing further information that
makes it possible to decide how to proceed with further data collection that

will further inform the analysis process.

4.3 The Continuum of Grounded Theory Methods

4.3.1 Glaser and Strauss: Beginning steps
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In order to introduce the rationale for the ‘version’ of grounded theory
that I eventually used, I want briefly to describe the position of key scholars
associated with the method so that I can then argue a case for my choice.
Working together, Glaser and Strauss described their development as a new
approach to scientific investigation (Glaser & Strauss 1967:1). When their
book was published they conceived grounded theory to be the beginning of a
venture in the development of improved methods for discovering grounded
theory.

They sought to further the systematisation of the collection, coding and
analysis of qualitative data for the generation of theory, but argued that both
qualitative and quantitative data could be used to that end. In particular they
wished to provide researchers with a set of categories for writing theories

within a rhetoric of generating theory, to balance out that of verifying theory.

As the method had just been released there were various positions, counter-
positions and examples stated rather than offering clear-cut procedures and
definitions because they believed that their slight knowledge makes any
formulation premature (Glaser & Strauss 1967:1).

Their stated principal aim was to stimulate other theorists to codify and
publish their own methods for generating theory, and in their own attempt to
discuss methods and processes for discovering grounded theory, they for the
most part kept the discussion open-minded to stimulate rather than freeze
thinking about the topic.

Their method was to use comparative analysis to generate theory,
regardless of the size of the social unit being analysed. By comparing evidence

from the range of sources within the unit of collection, the objective is to

108



check out whether the initial evidence is correct, asking the question ‘is a
‘fact’ a fact?” The replication of facts is noted through comparative evidence.
They also noted, and disassociated themselves from one unfortunate use of the
comparisons: to debunk, disprove, or discount the work of colleagues. In
particular they intended to hold a dialogue with those who “put down” the
comparative strategy as “not especially original”.

Subsequent research and refinement of the method led to the
publication of Theoretical Sensitivity (Glaser 1978) and The Basics of

Grounded Theory Analysis (Glaser 1992).

4.3.2  Strauss and Corbin: Firming up procedures

However during this time Strauss had teamed up with Corbin and by
1992 two somewhat distinct approaches had evolved based on the original
work, each with its own underlying epistemology and attendant properties.
Babchuk concludes that the differences between the two approaches are
paramount to an understanding of grounded theory and may have profound
effects on how adult educators conceptualise and operationalise this method
(Babchuk 1997:2).

Collaboration with Corbin led Strauss and Corbin to produce The
Basics of Qualitative Research, since revised (Strauss & Corbin 1998).
Arising out of these differences, and in an attempt to be supportive to those
wishing to use the approach, Babchuk critically assesses the key elements of
grounded theory as a potentially viable approach for qualitative research and

identifies the need to evaluate grounded theory analysis. I will discuss
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evaluation further below as it is more important here to develop the argument
for why I chose grounded theory as a strategy for data collection and analysis.

At the heart of grounded theory analysis is the coding process, which
consists of three types: open, axial, and selective. These, too, will be further
explained in the following sections, with examples to clarify them in the
chapters on data collection and analysis, so that I can continue here to focus on
the rationale behind my choice of grounded theory as the method for this
research. I have argued that I want to hold the theoretical framework for this
research tentatively, and the differences between the principal authors of the
method suggest there is good reason for tentativeness. It is precisely in this
area of coding that the differences between Glaser and Strauss are emphasised.
Glaser takes exception to the guidelines systematically outlined by Strauss and
Corbin in their text concerning the modus operandi for all three coding
strategies (Strauss & Corbin 1990:101,123,143).

This point becomes particularly evident with regard to Strauss and
Corbin’s treatment of axial coding which they view as a process of “putting
data back together in new ways by making connections between categories
and subcategories” (Strauss & Corbin 1990:97). This is done they argue
through conceptual elaboration of categories by means of a coding paradigm
denoting causal conditions, context, action/interactional strategies, and
consequences. In Glaser’s view this process can all too easily result in
researchers missing the relevance of the data by forcing it into a preconceived
network. He believes that Strauss and Corbin’s overemphasis on extracting
detail from the data by means of a pre-structured paradigm yields full

conceptual description at the expense of theory development or generation.
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Strauss and Corbin believe that ‘The research question in a grounded
theory study is a statement that identifies the phenomenon to be studied’
(Strauss & Corbin 1990:38). Conversely, Glaser emphatically stresses that the
research problem itself is discovered through emergence as a natural by-
product of open coding, theoretical sampling, and constant comparison.
Ideally, the grounded theorist begins his or her study ‘with the abstract
wonderment of what is going on that is an issue and how it is handled’
(Babchuk 1997:3).

It appears to me that the laudable, open-minded concern to stimulate
thinking and not to debunk the work of colleagues had got somewhat lost in
the process during these formative years for the method.

My position seemed to be more aligned to that of Strauss and Corbin at
this stage, particularly as this piece of work had already become focussed
around a research question and the problem being investigated was already
focused, rather than going to become a by-product of the coding process of
grounded theory, which seems to be Glaser’s position. I also found the
definition of procedures for the analytical and coding processes, suggested by
Strauss and Corbin, particularly supportive in my quest to find a suitable
principled approach to the work. It seems reasonable to me that the original
research question, having been considered in the context of searching the
literature and been refined to be somewhat less open-ended could now lead me
to examine the data from a specific perspective and to use suitable data-
gathering techniques and modes of analysis. I was satisfied that taking this
approach would enable the research to progress as the issues and problems of

the area under investigation emerged. I was also more comfortable with the
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position of Strauss and Corbin that there are procedures to help provide some
standardisation and rigour to the process. However these procedures were
designed not to be followed dogmatically but rather to be used creatively and
flexibly by the researchers as they deem appropriate (Strauss & Corbin

1998:13).

4.3.3 Charmaz (and Glaser) — grounded theory for the 21* century

As the grounded theory approach has continued to be developed and
applied across a growing spectrum of qualitative studies, Charmaz has added
another ‘version’ as a vision for future qualitative research, that of
Constructivist Grounded Theory. Constructivist grounded theory celebrates
first hand knowledge of empirical worlds, takes a middle ground between
postmodernism and positivism, and offers accessible methods for taking
qualitative research into the 21* century. Constructivism assumes the
relativism of multiple social realities, recognises the mutual creation of
knowledge by the viewer and the viewed, and aims toward interpretive
understanding of subjects’ meaning.” (Charmaz 1994:509).

Charmaz argues that researchers can use grounded theory methods
whether they are working from an objectivist or a constructivist perspective.
The rigour of grounded theory approaches offers qualitative researchers a set
of clear guidelines from which to build explanatory frameworks that specify
relationships among concepts. Grounded theory methods do not detail data
collection techniques; they move, as Charmaz notes, each step of the analytic
process toward the development, refinement and interrelation of concepts.

In brief the strategies of grounded theory include (a)
simultaneous collection and analysis of data, (b) a two step data
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coding process, (c) comparative methods, (d) memo writing

aimed at construction of conceptual analyses, (e) sampling to

refine the researchers emerging theoretical ideas and (f)

integration of the theoretical framework (Charmaz 1994:510).

Glaser, however, in what he calls ‘the excellent article by Charmaz on
constructivist grounded theory’, refers to and uses it as scholarly inspiration to
get at the fundamental issues on why grounded theory is not constructivist! He
seems to transfer the adjective constructivist from the theory, as used by
Charmaz, to the data...

I show that constructivist data, if it exists at all, is a very, very

small part of the data that grounded theory uses. (Glaser

2002:1).

I agree that grounded theory uses a much wider scope of data than
‘constructivist data’ but Charmaz doesn’t seem to me to make that claim,
arguing rather that the grounded theory approach can be refined to embrace a
constructivist viewpoint. That seemed to be the stance I was taking, because
‘Constructivism assumes the relativism of multiple social realities’, (as
reflected in my range of colleagues and their learning and teaching
environments selected for the research), ‘recognises the mutual creation of
knowledge by the viewer and the viewed’ (recognising my participation
alongside them in the research), and ‘aims toward interpretive understanding
of subjects’ meaning’ (which was my clear objective).

So perhaps, from my less experienced position of a researcher seeking
a principled method to progress the analysis of the data, rather than one
seeking to become associated with a particular theoretical stance, it is apt to

use a quote used in Babchuk’s article:

“It is a capital mistake to theorise before one has data” Sherlock
Holmes!
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4.3.4 Concluding comments on grounded theory literature

Despite these openly argued differences between the originators of
grounded theory, and their successors, in an unexpected way I was even more
encouraged to trust the method. The encouragement stemmed from the fact
that both sides had reasoned arguments for their position, and it seems to me
the method was robust and had flexibility of definition that could
accommodate somewhat variant views. What is important is that a principled
argument can be made for whatever ‘name’ is given to the particular position,
and I endeavour to provide that theoretical argument in the next section,
backed up later by a transparent presentation of the practical data analysis and
further collection in Chapters 6 and 7. In between these chapters, in Chapter 5,
I will seek to bridge the theoretical adoption of the grounded theory method in
this chapter with the practical application of the method for data analysis in
Chapter 6, by providing a description of how the full data set was populated.

Since Glaser considers that the conception of Strauss and Corbin has
deviated so completely from the original, he calls it by a different name, “full
conceptual description”. But the grounded theory approach in my view allows
researchers to use the ‘strategy’, grappling with the problems of interpreting
data, regardless of the granularity of the analytical focus, the coding method,
or the method of data generation. Many others have written of the value of
using this approach and argued for its validity. Babchuk sets out more details
in a comprehensive list arguing, with which I agree, that

A cursory examination of these studies indicates that grounded
theory has been viewed by scholars and practitioners in
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education and adult education as an umbrella term which

encompasses an entire spectrum of procedures and practices

seen as falling under the domain of this methodology (Babchuk

1997:4).

One such paper not listed by Babchuk, takes grounded theory even
further by providing a methodological reconstruction of Glaser and Strauss’s
perspective on social science enquiry, and takes the view that grounded theory
is best regarded as a general theory of scientific method concerned with
detection and explanation of social phenomena (Haig 1995:1). It is a
stimulating paper that encompasses the key issues underlying the method,
clarifying why Haig thinks grounded theory can be strengthened by
reconstructing it in accordance with recent developments in scientific realist
methodology, calling the resulting improvements “abductive explanatory
inferentialism” (AEI). This supportive argument further strengthened my
confidence in the theoretical foundation for grounded theory, introducing yet
another ‘name’ for the developing method, and my confidence was further
consolidated by a response to Haig, which uses his work to reflect on recent
tensions in the research literature on effective teaching (Kinach 1995:2), but in
the interest of time and space I will not develop that here.

In concluding this section on the literature associated with grounded
theory, it is however worth noting a few other key points made by Haig and
Kinach, which contribute to the section by seeking to further clarify the
theoretical basis for the method. It is agreed that the general goal of grounded
theory is to construct theories in order to understand phenomena. The
quotations below are set out to establish some helpful definitions that in my

view clarify some key concepts underlying the method. Haig understands a

good grounded theory is one that is:
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(1) inductively derived from the data, (2) subjected to

theoretical elaboration, and (3) judged adequate to its domain

with respect to a number of evaluative criteria (Haig 1995:1).

Charmaz summarises it slightly differently, quoting from Glaser and Strauss:

a completed grounded theory meets the following criteria: a

close fit with the data, usefulness, conceptual density,

durability over time, modifiability, and explanatory power.

(Glaser, 1978, 1992, Glaser & Strauss, 1967) in (Charmaz

2006:6).

These expected outcomes can be used to judge the theory arising from this
research.

When trying to position grounded theory as a general theory of
scientific method Haig in his enthusiasm to explain how enquiry is possible,
and at the same time provide guidance for the conduct of the research argues
that the account of problems that boasts these twin virtues is the constraint-
composition theory (Haig 1995:2). Briefly stated, the constraint-composition
theory asserts that a problem comprises all the constraints on its solution,
along with the demand that a solution be found. On this formulation the
constraints are actually constitutive of the problem itself; they characterise the
problem and give it structure. The explicit demand that a solution be found
arises from the goals of the research program, the pursuit of which leads, it is
to be hoped, to filling an outstanding gap in the problem’s structure

Haig argues that while Glaser and Strauss clearly understand the
importance of understanding method in the context of problem-solving, they
misunderstand the relationship between problems and method by presupposing
that problems and methods are separate parts of inquiry. However in taking

this position he seems not to accept the difference that arose between Glaser

and Strauss over the issue of the research question. Glaser, clearly in my view,
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argues that the research problem itself is discovered through emergence as a
natural by-product of the reflective coding process. Strauss takes the position
that the research question identifies the phenomenon to be studied. .

As I argued above I incline to the position of Strauss on the research
question and that is why I hope to resolve the problem stated in the research
question through integrating it with the method for the research. I argue that
‘my version’ is principled and robust and seeks to accommodate the rigour
argued for by the authors of the various versions discussed above.

I also referred earlier to the distinction between observed data and the
phenomena that any theories constructed from the data seek to explain and
predict. Haig argues that failure to distinguish between data and phenomenon
produces a misleading account of the nature of science, for it is typically
phenomena, not data, that our theories are constructed to explain and predict.
Thus properly formulated, grounded theories should be taken as grounded in
phenomena, not data. Phenomena are relatively stable, recurrent general
features of the world that we seek to explain. Data, by contrast, are
idiosyncratic to particular investigative contexts. They are not as stable and
general as phenomena. Data are recordings or reports that are perceptually
accessible. Thus they are observable and open to public inspection.
Phenomena are not, in general, observable. The importance of data lies in the
fact that they serve as evidence for the phenomena under investigation. In
extracting phenomena from the data, we often engage in data reduction using
statistical methods. Generally speaking, statistical methods are of direct help
in the detection of phenomena, but not in the construction of explanatory

theories (Haig 1995:3).
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When responding to Haig (Kinach 1995:2), Kinach adds some further
explanatory comment on how Haig goes beyond Glaser and Strauss’s
discussion of theory construction to theory verification. I accept that data
provide evidence for the phenomena (or theoretical categories) which social
science researchers investigate. But while Haig argues that reliability of data
forms the basis for claiming that phenomena exist he goes further to say that
reliability is the basis for justifying claims about phenomena. Kinach
understands that judgments about explanatory coherence are the appropriate
grounds for theory acceptance, which leads her to the conclusion that in
discussing theory appraisal Haig goes beyond Glaser and Strauss to what
philosophers call ‘inference to the best explanation’ (Kinach 1995:1). Later in
this work I will construct theory from the phenomena I detected in the data but
the inference of the best explanation I believe will be tested when that theory
is applied within the learning environment from which the data was collected.

These ongoing developments of new understanding related to
grounded theory may suggest why there are differences between Glaser and
Strauss, and between them and others, who continue to develop the
understanding and application of grounded theory, as the method continues to
evolve in its depth of theoretical rigour and application to problem solving
through data analysis. As a method it seemed to me very suitable to apply, to
enable this research to be progressed with the tentatively held framework, and
the uncertainties associated with the possible change of paradigm in relation to

the affordances of the technology and their impact on learning and teaching.

4.3.5 Evaluating the ‘version’ of grounded theory
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Having outlined my reasons for the growing confidence underpinning
the choice of grounded theory as a method, I want to return to the
recommendation by Babchuk, based on his comprehensive survey of the
related literature, that each use of grounded theory for analysis should be
evaluated. Each use should clearly establish which ‘version’ of the method has
been used, and why, in order to be consistent in applying principles underlying
the method. The procedures and canons of grounded theory must be taken
seriously otherwise researchers end up claiming to have used a grounded
theory approach when they have used only some of its procedures or have

used them incorrectly (Strauss & Corbin 1990:6).

This sub-section provides general ‘theoretical’ evaluative comments
regarding which version and why. The more detailed ‘practical’ response for
evaluation is set out in the next three chapters, Chapter 5 providing how the
application of grounded theory methods contributed to the data collection and
how I proposed to apply the method to the data collected, followed in Chapters
6 and 7, with a transparent description of the actual application of the method
throughout the data analysis.

Glaser seems to emphasise that grounded theory relies on a series of
steps, none of which can be missed, if the analyst wishes to generate a quality
theory. However his criticism of Strauss and Corbin’s version is that it tortures
the data through heaps of rules and fracture methods that are hard to remember
and follow, and yield low-level abstract description. Strauss and Corbin
advocate flexibility allowing individual researchers to invent specific

procedures (Strauss & Corbin 1994:276), and while they set out procedures
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and techniques, do not wish to imply rigid adherence to them” (Strauss &
Corbin 1990:59).

My choice of ‘version’ is more aligned to the flexibility associated
with Strauss and Corbin, although I have not rigidly adhered to their ‘version’,
rather seeking to be consistent in application of the principles while adopting a
method that most suited the context of the research. I also take the position of
Strauss and Corbin that the research question in a grounded theory study is a
statement that identifies the phenomenon to be studied. However, I seek to
move beyond the position of Glaser, and somewhat beyond that of Strauss and
Corbin, because I agree with Charmaz’s reasoning.

Glaser gave grounded theory its original objectivist cast with its

emphases in logic, analytical procedures, comparative methods,

and conceptual development and assumptions about an external

but discernable world, unbiased observer and discovered theory

(Charmaz 2005a:509).

While I am comfortable with much of Glaser’s original emphases as
identified by Charmaz, I am not an unbiased observer and I do not wish to
make assumptions about objectivity. Charmaz also challenges the assumptions
about objectivity, but goes further to challenge the view that the world is an
external reality, the relations between the viewer and the viewed, the nature of
data, and the authors’ representations of research participants, instead viewing
positivist givens as social constructions to question and alter. Again I find my
position comfortable with much of this, particularly the dangers in my possible
(mis)-representations of research participants and my interpretation of the data
derived from their involvement, and certainly embrace the desire to question

and challenge ‘givens’, but I struggle to fully embrace the position of

challenging the world as an external reality. There seems to me to be a danger
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in the desire by the postmodernist views to challenge the objectivist position
and to make this challenge with what comes across as very objectivist
statements. An article that supports my identification of this danger has been
written by a philosopher friend with whom I had an interesting discussion
while formulating my personal position (Zuboff 19951-5). So while I go
beyond the position in the use of grounded theory as adopted by Strauss and
Corbin, with that associated positivist and objectivist cast, I fall somewhat
short of the total position taken by Charmaz, while embracing the
constructivist re-envisioning of the method. I accept that the methods we as
researchers use, while merely tools, do influence what we observe, and I
accept that my preconceived, even somewhat unconscious beliefs influence
how I reflect, and so impact on what I am even able to detect in what I do
observe. In other words, I am not claiming to be a neutral observer, and I
recognise that I have already made assumptions which will impact my
judgments and reflections.

Strauss and Corbin’s versions of grounded theory emphasised
meaning, action and process, consistent with his intellectual roots in
pragmatism (Hickman & Alexander 1998:3-7) and symbolic interactionism
(Prus 1995 : Chapters 1-3). I accept willingly that my interpretation of events
in this research is going to be influenced by my personal interaction with
symbols and representation of the observed world in which I function.

The framework for the research is also located in the constructivist
position seeking to emphasise the contextual backdrop of the staff interviews,
situated within the learning environment of the respondents and their student

groups, at a period of time when change is being observed in the institution.
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So ‘my version’ of grounded theory is located between the positions of
Stauss and Charmaz as a set of flexible analytic guidelines that enable me to
focus the data collection and to build middle-range theories through successive
levels of data analysis and conceptual development as argued by Charmaz

Grounded theory methods provide the tools that researchers can

— and do — use from any philosophical perspective — or political
agenda (Charmaz 2005b: footnote 10,:531).

This use of a grounded theory approach has enabled me to remain
close to the world in which the research study is located and to develop an
integrated set of theoretical concepts through synthesis and interpretation of
the collected data by establishing relationships between the phenomena
emerging from the data.

Among the criteria suggested for use in the validation process are
judgments about validity, reliability and generalizability, as well as
judgements about the research process and the empirical grounding of the
research findings. How these criteria are applied and complied with, including
the specifics of ‘my version’ and the argument of the case for making the
decisions that I did, is developed in the next three chapters on collection of the
Data Set, and the Data Analysis, which of course also informed ongoing on-
going data collection. However as a brief concluding section to this chapter I
want to open the door into the collected Data Set, and then use the next
chapter to establish a bridge between this theoretical perspective on the
method and the practical application of it in the data analysis, by clarifying

how I used some of the important instruments employed to collect the data.
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4.4 Connecting the Method to the Data Analysis

4.4.1 Instruments for the collection of the Data.

As has been argued from the findings in the literature and referred to
on a number of occasions in earlier chapters, a key contribution to the
collection of data would be derived from listening to members of staff talking
about teaching. This suggested the use of interview, both individual and group,
and to facilitate the analysis process, it seemed necessary to record these. Both
digital voice and video recordings were used, and supplemented with further
focus group discussion, which were also digitally recorded and videoed.

Since I have not yet referred to any literature findings relating to the
use of Interviews, or the use of Video, and the recording of such, it is
appropriate to preface the next chapters on the analysis process and the
findings with a more thorough account on the decision stages that were
enacted in order to determine how best to deal with the data. This will be
better defended in relation to literature and for this reason I shall give it

separate treatment in a chapter in its own right in chapter 5.
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CHAPTER 5

POPULATING THE DATA SET
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5.1 The Methods for Data Collection

5.1.1 Introduction

By the end of this chapter my objective is to provide an overview of
the data set, having described what I tried to achieve through the data
collection instruments that were used, and the ways in which the data collected
was recorded and analysed, in order to provide the reader with a sense of the
shape of the data and the scope, and the ways in which I developed the
analysis in terms of depth and level and also chronologically in terms of theme
and activity.

In this research there were three phases of data gathering, which are
described below as Phase 1, during which the initial data gathering helped to
identify the research problem, Phase 2, when the substantive data collection to
inform the research was obtained and Phase 3, when Focus Groups were used
to obtain a sharper focus on the phenomena identified in the data from Phase
2.

To prepare for a discussion of the three Phases, this section briefly
outlines what instruments were used in the research, and why and how some
of them were developed and then used. These instruments included a variety
of types of interviews, questionnaires, questions used at interview, recordings,
both digital and video, and the use of focus groups to seek to further clarify
issues in more detail. In an effort not to digress too broadly, I will discuss the
instruments used roughly in the order that they arose chronologically during
the research process. It should be noted also that at each phase, using any
instrument, all respondents were given a commitment to confidentiality of any

material gathered. The commitment was given verbally as well as obtaining a
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written commitment signed by the participants. Most of the data is available in
a compressed digital format on DVD, accessible, but suitably edited to fulfil
the commitment to this anonymity, by contacting the Office of Academic
Affairs of the institution. I can make this arrangement if contacted by email, or
through the School of Education at the University of Nottingham. A second
DVD, confidential only to the examiners of this thesis, containing the video
versions of the Focus Group data at Phase 3, is provided to back up the
arguments of the analysis that resulted in the themes arising out of the work.
In certain circumstances, under strict conditions, this second DVD may be
made available in the interest of further research. I have however also
provided on the first anonymised DVD a textual record for each focus group

corresponding to the confidential video data contained on the second DVD.

5.1.2 Initial Interviews - Phase 1 - Informal, Conversational interviews

At the most basic level interviews are conversations. Qualitative
research interviews (Smith 2004:104) are attempts to understand the world
from the subjects’ point of view, to unfold the meaning of peoples’
experiences, to uncover their lived world prior to scientific explanations
(Kvale 1996:1). Interviews that are conducted for qualitative research rely for
their quality on the nature of the interactions with the interviewees (Partington
2001:32). Such quality embraces issues like the importance of empathy and
rapport, listening and questioning, restatement, clarification and persistence
(Wolcott 1990:61-102). However in order to achieve quality in these areas, it
is important to step back a little further to the preparation process. Key to the

conduct of useful research is gathering reliable information (Litkowski
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1991:20,52). That involves careful preparation depending on the nature of the
interview to be conducted, and being well prepared in order to maximise the
opportunities provided at the interview. Such preparation involves designing
questions, questionnaires, and locating a suitable environment and time, where
there will be no distractions from the interaction between interviewee and
interviewer, so that the researcher can get the kind of information required to
draw valid conclusions.

Various types of interviews were used at different phases, and to
remain focused rather than give a deeper analysis of literature related to the
use of interviews, I will only refer to the types specifically used in the
research. The Informal, Conversational interview was used initially, where no
predetermined questions were asked in order to remain as open and adaptable
as possible (McNamara 1999:1) to the issues identified by the group as they
responded to their analysis of the ‘problem’ being discussed. In this case the
issues were raised by two teams of staff addressing the real world Problem
Based Learning (PBL) ‘problem’ of introducing the use of ICTs to support the
learning process in their two degrees. I, as the researcher, led the interviews in
which the format was very open as associated with a PBL environment. All
staff involved in the meeting could raise any issue related to the ‘problem’
being discussed. The use of these interviews contributed in this more
exploratory, initial Phase 1 of the research by identifying the underlying
weaknesses inherent in the initial approach and, although exploratory in nature
Phase 1 contributed significantly to the more planned approach of Phase 2.
Some of these relative weaknesses are referred to later in 5.3.1 under initial

data collection.
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5.1.3 Questionnaires — Phase 1

Phase 1 also used a questionnaire to gather personal feedback for use
as a baseline of data and to guide a group discussion (see below). The
questionnaire is shown in Appendix 1. The data collected was useful to refer
back to later. A questionnaire is a well-known tool for research, but even a
popular and well-validated questionnaire can be misused (UBHT 2002:1). In
particular it cannot be assumed that such a questionnaire, validated in one
context, can be transferred to a different group in another context. The purpose
of this questionnaire was to gather personal information from each participant
staff member under three broad headings: the extent of their Prior Learning
and Teaching, their current Learning and Teaching using technology, and their
experience after having used a PBL approach for two meetings. The
questionnaire was designed to make each question relate to only one point.
Time was spent in an effort to make the presentation of the questionnaire look
neat. Sufficient space was designed into the questionnaire to encourage the
respondent to write meaningful comments without encouraging verbosity. It
was not intended to score the results returned on the questionnaires, but the
responses were helpful by contributing to the baseline of data and also by
informing the participants how the weaknesses identified at this stage could be
more rigorously addressed. The questionnaire was also used to focus the issues
at two group discussions, elaborated on below, with the staff. Since the two
groups with whom it was used were facing the same challenges, by very minor
adjustments, referring to the particular degree context, effectively the same

questionnaire could be used with both groups.
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5.1.4  Group Discussions — Phase 1

A Group Discussion is a discussion with about 6 -12 people. When
chairing a group discussion, it is important to be aware of the effect of group
cohesion when people feel that they are being accepted in a group. When
people feel that they belong to the group, they tend to be more willing to give
a positive contribution to the group atmosphere. Various group dynamics can
influence how a group discussion develops (Schreurs 2005:1) because the
individual participants are impacted differently by the range of interactions
experienced For example some participants may be influenced to conform to a
majority view, or a dominantly led view. In that scenario there is a danger of
less dominant but nevertheless important contributors not being heard. The
impact of conformation, when an individual tends to adapt his or her own
opinion to the norm of the group, requires the moderator or chair of the group
to be aware of this and to encourage individual opinions. Group discussions
allow the exchange of information and can give the experience of working in a
team (Trekk Team 2005:1) because of a common commitment to, but not
necessarily unanimity on the task being discussed. This approach early on in
the research facilitated the development of a sense of ‘team’ among the two
groups of staff members and enabled me to draw on their ideas and expertise
as well as acknowledging that they were valued members of staff. Various
roles and tasks tend to be taken up by different members of a group (Trekk
Team 2005:1). Positive and negative roles can influence the group. For
example people who initiate ideas are invaluable, but those who seek

information can equally stimulate the discussion. Then there may be those
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who can facilitate the process by, for example, documenting minutes or
decisions. It is useful too for the chair to be able to provide a good summary at
the end of the proceedings. These roles are more task-oriented. On the more
social side there are those who seek to maintain harmony, others relieve
tension, or encourage compromise. Examples of the negative roles that need to
be avoided where possible are, someone who is disgruntled and tends to
inhibit discussion by their critical remarks, or someone who attacks comments
made by others before listening carefully to the contribution being made. The
chair needs to use skill to lessen the impact of a dominant contributor, or
someone who for whatever reason may not take the issue under discussion
seriously, tending instead to cause distraction by flippant comments. To
prepare for these possible roles and tasks being present, it was useful to agree
ground rules early on and to remind the groups regularly of the agreed rules at
the start of each discussion. Since these discussions were only able to take
place during lunch hours, the staff also appreciated the provision of
refreshments prior to the commencement of the formal discussion. That social

interaction in itself contributed to the development of team spirit.

5.1.5 Video recording — Phasel and Phase 3.

I also decided to video the two group discussions at Phase 1 and used
this facility again at Phase 3. From reading some recent articles it appears that
relatively little systematic research has been conducted on the feasibility and
effectiveness of various types and uses of video in education (Bowman
1994:1-3); (Hollingsworth 2005:147). In a comprehensive article (Harrison et

al. 2006:1) it is argued that there is a good deal of work to be done in this
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relatively new field and that defining the research agenda is an important part
of that work. In this research however I was not seeking to use video primarily
as a tool for the development of teachers’ learning, nor as source for extensive
data analysis but more as a supportive recording medium. Further extensive
data analysis might be a useful development of the research as there are tools
available to support qualitative and quantitative methods to analyse video data.
For example, it might be useful to investigate the collected video data in more
detail to compare individual responses with the overall findings from this
research. The main purpose in using video was to be able to observe the
interviews and discussion in a ‘slowed down’ mode to enable a more detailed
record to be retained than was possible by trying to take notes. There are other
additional unique and especially powerful affordances offered by the use of
video to support teaching and learning (Bowman 1994:3). An example might
be that reviewing the video could offer some insight into analysing facial
expressions with a degree of detail possible only on video (Cole 1996:591).
Other benefits that accrue from using video include; having greater flexibility
than that provided by observations that had been recorded manually by note-
taking, allowing retrospective analysis at leisure and in much greater depth
than would be possible using techniques involving live coding, and enabling
categorisation of the data to be more fully developed after viewing the tapes
and adopting an ‘open minded stance’, allowing the data itself to influence the
design of a ‘category system derived from analysing it rather than being
imposed on it’. (Bowman 1994:1).

This last finding by Bowman was interesting in light of the choice of a

grounded theory approach as a suitable method for data analysis in this
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research. Some important practical issues were also noted from the brief
survey of related literature. It is important to prepare well for the video session
including, where possible, the support of a technically qualified colleague to
ensure that all the equipment functions at a maximum level. Issues like sound
level, suitable location of unobtrusive cameras, checking angles and reliability.
Potential problems identified were the implications for transcription if a
suitable sound quality was not achieved, and the impact on respondents due to
the effect of the presence of both the researcher and the camera. It was helpful
to note that where the situation being observed is sufficiently engrossing and
demanding of the participant’s attention that he or she, at least temporarily,
forgets the observer’s presence (Smith 1981) quoted in (Bowman 1994:3). On
a more positive note, using video tapes allows for revisiting of the data for
further analysis, or for analysis on a different basis as might be a desired
development with this research to obtain greater depth in the analysis, or to

use the data retrospectively for some new related purposes.

5.1.6  Further Interviews - Phase 2 — General Interview Guide Approach.
Returning to other types of data collection instruments used at Phase 2
and Phase 3, where the substantial data collection took place, a more
structured approach (Murray & Savin-Baden 2000:116) was used than the
informal conversational interviews used at Phase 1. During Phase 2, as will be
explained below, the scope of the data collection was expanded from two to
five degree groups. The selection of the members of staff for interview is also

elaborated on below in 5.2.
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The general interview guide approach (Patton 2002:342) was selected
for the 23 individual staff interviews. This was intended to ensure that the
same general areas of information were collected from each interviewee, in
order to achieve more focus than the conversational approach, but still
allowing a degree of freedom and adaptability in getting the information from
the interviewee. Pre-prepared questions, carefully constructed to guide the
interview, underpin the process. There is the danger of forcing the interviewee
to provide data with a specific content by having a pre-conceived framework.
Being aware of that possibility, this approach had to be weighed up against
being so open-ended that the interview would become so unfocused as to be
unhelpful. I would argue that having a well-prepared and considered open-
ended interview guide to explore the topic actually can prevent the danger of
rash un-considered questions in response to the discussion taking place.
Making all telephone calls, internal or external, inaccessible, prevents
telephone interference, so that the possible impact of disruption is minimised.
The interviewee can be talked through the process to be used, with any
supporting documentation that is also to be included, so that there are no
surprises. Again confidentiality can be assured and at the end the interviewees
can be thanked and asked to maintain confidentiality with other colleagues
regarding the questions discussed. The initial question (and welcome) should
seek to make the interviewee feel relaxed and positively comfortable with the
interview. Follow up questions should be introduced as naturally as possible to
maintain a ‘flow’ to the discussion and flexibility applied regarding the time

allocated to answer each question.

133



During Phase 2 a further set of five Group Interviews was also
obtained with each degree group using the Group Discussion approach as

described above at Phase 1.

5.1.7 Digital Recording — Phase 2 and Phase 3

During Phase 1, video recording was available using the professionally
trained staff of the telematics laboratory of the institute to facilitate the process
using more sophisticated recording equipment. At a later date it was possible
to have these videos transferred, using digital technology, on to DVD. For
Phase 2, I had to conduct interviews, usually in my room with the more
standard recording equipment. However using a small tape recorder rather
than professional quality recording can have limitations. Making analogue
recordings using cassette tape can introduces noise, particularly hiss, which
can drown out softly spoken words and makes transcription of normal speech
difficult and tiring (Gilbert 2002:1), so a good tape recorder is indispensable to
fine fieldwork (Patton 2002:380).

Fortunately with the improvements in technology it is possible to
record digitally. A very small digital recording device such as the Sony IC
Recorder ICD-MS515, as used in this research, can be used, located
unobtrusively at a corner of the table during the interviews. It is worthwhile
having a compatible stereo microphone such as the small portable Sony ECM-
DS70P, to maximise the recording ability. Care needs to be taken to ensure
that batteries will last for the duration of the interview, expected to be about
20 to 30 minutes for individuals or 45 minutes to one hour for groups. Similar

precautions need to be taken, regarding sound quality, to those noted above in
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recording video. In addition it is important to ensure that sufficient recording
capacity is available on the digital memory. I followed the advice not to try to
use software that was available for voice recognition when these recordings
were being transcribed into text. It may be possible to ‘train’ the software to
recognise one particular voice, but the technicalities have not yet been
overcome to recognise multiple voices as in this case with so many different
staff involved. In order not to lose data it is important immediately after the
recording to take back-up copies on to computer files. One enormous
advantage of using digital recording is to have available on computer a digital
voice file, created, and able to be manipulated by software such as the Sony
Memory Stick Voice Editor, Version 2.04. The voice file can relatively easily
be transcribed into a text file on the same computer, having access to both files
simultaneously on two windows of the screen. That makes it possible to
synchronise control of both sets of software. Another advantage is that the
voice file can also be slowed down, and increased in volume to maximise
accuracy during the transcription. It is also possible to insert time indicators
into the text at specified intervals, to facilitate easy recovery of particular
sections of voice when it is necessary to listen again to that section for more
reflection. One disadvantage is that the rate of conversion of voice into text is
likely to be approximately four times greater than recording voice (Davidson
2002:3). I found this to be the case. Unquestionably it appeared very beneficial
to have so much data collected on to such a small and light piece of equipment
that I could take anywhere for transcription or for further listening and
reflection, although once transferred to a computer file it is also portable via a

USB port using a removable flash memory card.
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5.1.8 Focus Groups — Phase 3

The decision to use Focus Groups was not one that was planned at an
early stage of the research, but it is appropriate to discuss the issue here
because they were used later in the third Phase of data collection. Since there
are methodological issues connected with focus groups, these will be dealt
with here. To obtain a finer focus on issues arising from the interviews at
Phase 2, focus groups seemed to be the way forward. Focus groups are a form
of group interviewing but it is important to distinguish between the two (Gibbs
1997:1). Group interviewing involves interviewing a number of people at the
same time, the emphasis being on questions and responses between the
researcher and the participants. Focus Groups however rely on interaction
within the group based on topics that are supplied by the researcher (Morgan
1997:12). That interaction is the crucial feature of focus groups because the
interaction between the participants highlights their view of the world, the
language they use about an issue and their values and beliefs about a situation.
Interaction also enables the participants to ask questions of each other, as well
as to re-evaluate and re-consider their own understandings of specific
situations (Kitzinger 1994:103-121), (Trigwell et al. 2005:254,255).

Criteria defined in an early article (Merton & Kendal 1946:541-557)
suggested that participants need to have a specific experience or opinion about
the topic under discussion. The main criteria was that they had to be able to
yield an amount of data that would enable a qualitative analysis to take place
(Dey 1993:82). Although focus groups have many advantages as with all

research methods, there are limitations. For example, I knew I would have
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little control over the interaction other than trying to keep participants focused
on the topic. The control could be a limitation if exercised in a directive way
but advantageous if used lightly to facilitate focus rather than distraction from
the topic that the group were seeking to clarify. The participants had to be
allowed to talk to each other, ask questions, and express doubts and opinions.
To prevent any potential limitations developing, the groups would need to be
carefully planned and moderated to achieve as consistent an approach as
possible. The same format should be used for each.

A potential limitation of these groups is that it cannot be assumed that
the individuals in the focus group are expressing their own definitive
individual view. However I considered that they were speaking in a specific
context, within the culture of the institution, which was directly relevant to
identifying how best to improve staff development processes. The method
potentially could discourage absolute honesty and openness because of various
fears of what colleagues might be thinking about their contributions, so it was
important to counteract that by endeavouring to create an atmosphere of
acceptance, commitment to honesty to try to make a difference to future
improvements to staff development, and to give re-assurance again of
anonymity. In addition to the technical issues, there is also the issue of the
authority position of this researcher and the associated issues related to
situated discourse. I have acknowledged my own subjectivity and I have
attempted to deal with this issue in an earlier chapter and clearly those points
are relevant here. In the final analysis these issues are not ultimately solvable;
except in so far as the data itself can provide an indication that the

participants’ willingness to engage frankly with sensitive and difficult issues
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did in fact occur. This is important and in a sense methodological discussion is
not going to resolve the issue but I will hope to argue successfully later on in
chapter 8 that there is internal evidence from the data, which suggests that the
participants were willing to engage in discussion of sensitive issues including
ones that did engage with power.

Four of the five Focus Group discussions could take place in one
faculty, thus facilitating video recordings directly on to DVD. The fifth could
only be digitally recorded in an audio format on the Sony Voice Recorder due
to the limitations of technology in the other faculty location. These videoed
recordings are available on the second, confidential Data Library DVD with a
corresponding, suitably anonymised, textual record on the first library DVD as

stated above in the Introduction.

5.2 The Data Collection Plan

5.2.1 Phase 1 — PBL, Questionnaires, Video Recording

Planning for this phase took place before a comprehensive literature
review was prompted by the outcomes from the data collected during the
Phase. Initially a rather more simplistic plan had been established to use the
approach of Problem Based Learning as a vehicle for focussing staff
discussion on the issue of developing use of ICTs in a learning environment
with two separate groups of staff on the two degrees in the one school. At that
time this was thought to be a realistic way forward to resolve the ‘problem’ of
how best to introduce the use of ICTs into the learning environment. In due

course this perspective was widened, and with all the groups there was
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ultimately a focus on the permeation of new technologies in all aspects of
teaching, nevertheless the contribution of this phase of data collection to the
more extensive plan of Phases 2 and 3, which were informed by the related
literature review, is of such significance that it needs to be recorded within the
overall description of the research that has taken place.

Key engagement with the staff, who also continued to contribute to the
later phases, enhanced by a broader source of data through deliberately
extending the range of staff involved, laid the foundations for the planning of
Phases 2 and 3. As part of the learning issues identified at the PBL meetings, I
offered to prepare a questionnaire to collect the baseline data so that it would
inform the developing thinking of the staff as the PBL process enfolded. From
the literature associated with PBL (Evensen & Hmelo 2000:114) I sourced a
useful instrument to analyse video recordings of discussions. Following
communication with the authors, I was granted written permission to use the
instrument and that prompted the planning to utilise the excellent video
facilities available in the telematics laboratory to record the group discussions
regarding the questionnaire. The intention was to obtain a different lens, from
a group perspective, on the individual responses to the questionnaire. Analysis
of the data thus collected, coupled with the related literature review, and the
development of the theoretical framework for the research, which was in
parallel supported by international conference networking, directly influenced
the planning of the data collection for Phases 2 and 3. Reflections on what was

learned from the data collection at Phase 1 are set out below.
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5.2.2 Phase 2 — The Range of Informants for Individual, Group Interviews
leading to fully transcribed Recordings

Having become informed by the focused literature review and the
initial data from Phase 1, I concluded that I needed to extend the scope of the
data collection by extending the range of informants to include a wider
representation of the institution and the business environment. To explain why
and how I selected the data sources I now explain the rationale behind the
range and number of informants chosen to contribute to the data collection and
how they were selected.

To contribute to a more rich and diverse source of data that would be
required, I broadened the range of informants from the academic staff
associated with the initial two degrees within the school for which I had
operational responsibility to include academic staff from another school, with
different academic disciplines, within the faculty, and academic staff from
another faculty within the institution. In all, that encompassed five
undergraduate degree programmes from three schools across two faculties.
Further diversity was deliberately encouraged by identifying degrees that were
delivered to students who were in full-time and in part-time mode of study.
Within those degrees there was further diversity among the academic staff
because some were full-time employees of the institution and others were part-
time pro-rata contracted staff.

I projected that this would provide the added benefits of more widely
reflecting the ethos of the national business sector, the culture at faculty and
institution level, including a link with change agents since the other faculty

that was chosen had adopted the decision to include the use of ICTs one year
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earlier. It also reflected my response to the literature to support the integration
of theory and practice, by involving participants to research the innovation. As
mentioned earlier, various forms of interviewing techniques were intended to
collect data that could then be transcribed accurately, in full, to provide written
records of the participants’ commentaries. Since the intention was to obtain
data which could be analysed in order to recognise learning issues raised by
the participants, I was not too concerned at this initial stage to obtain records
of facial expressions and decided not to video record the individual or group
interviews at Phase 2. At a later Phase it might be important to obtain a finer
focus on these issues and that would be an opportunity to video additional data
input.

As argued earlier, I decided to use a grounded theory approach to
analyse and inform the collection of further data. Because the scope of the data
had been decided, the initial step of Open Coding, as described below in 5.4.4,
did not start with a broad open set of data. That meant that I would need some
more objective consideration of the data to balance my subjective selection of
the scope of data from the five degrees. I therefore planned to involve three
colleagues from the Learning and Teaching Centre, as co-raters, in the initial
scan of the data at Phase 2. Their selection, involvement and contribution are
described below in 5.4.3. I anticipated that using the open coding approach
associated with grounded theory, I would obtain from this Phase a range of
learning issues identified as arising from the interviews with the staff from the
five degrees. Following further refinement of these issues into learning
categories using the axial coding, also described in more detail below in

section 5.4.7, associated with grounded theory methods, I planned in Phase 3
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to obtain a finer focus on these categories by seeking the input of the same
staff members from which the data was generated by asking for their

participation in focus groups.

5.2.3 Phase 3 — Focus Group Discussions and Recordings

The literature suggested that the participants in Focus Groups should
have specific experience or opinion about the topic under discussion. That was
expected to be the case since the issues under discussion were derived from
the earlier interviews given by the same people. The topics I planned to supply
to each degree group for discussion at the Phase 3 focus groups were those
that would arise out of an extensive period of analysis and repeated analysis.
They were those identified by the co-raters as the learning issues that had been
most frequently raised by staff members arising out of the analysis at Phase 2
of the transcribed interview data from each degree, together with the most
frequently raised learning issues identified across all degrees, (for example
group interactive learning, or the perceived benefits of technology. The range
of learning issues will be elaborated on below). The purpose was to further
refine my understanding of what key issues were impacting staff by exploring
their interaction with these learning issues and thus contribute to my reflection
on how to build on this understanding in order to seek to improve staff
development processes. I also planned to seek their responses to any learning
they might identify as having occurred since the earlier interviews and to
finish each focus group by asking an open question inviting their response on
any other issues they regarded as relevant. The focus groups needed to be very

carefully planned and structured for a number of reasons. One was that I
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wanted to minimise any variation in relation to my own input as far as
possible, secondly I wanted to maximise the discussion of the range of topics
that had emerged and therefore I would need extraneous topics to be removed,
and thirdly this was the final phase of raw data collection so it was going to do
a number of jobs in terms of amplifying, extending, and providing more
information of various sorts, but also hopefully confirming some things and
identifying any possible areas for future discussion that were unanticipated. To
minimise the tendency to degenerate into a broad group discussion rather than
maintaining a specific focus, I decided to prepare a handout that would
summarise the most frequently raised learning issues, in each specific degree
and across all degrees. I had decided how I would conduct the focus group by
explaining what we had to do, put the papers containing the issues on the table
and say ‘this is what you seem to be raising from my earlier interviews, and
this is what came out across all the degrees. I would like you to talk to me
about these issues and clarify your thinking in them’. I had a very definite plan
going into each group. Viewing these staff members as representative, I was
going to treat the data as representative of the courses, and I wanted to be able
to make comparisons across courses and within courses and for that reason it
was very important that they were conducted in very similar ways. This
comparison will be presented in Chapters 7 and 8. Indeed the preparation of
handouts to support and scaffold the discussions was again precisely to
maximise the discussion within the focal areas and to minimise any possible
variation in how I might mediate and steer them if it became necessary.

In the event this careful attention to structuring and collecting the data

in the focus groups paid additional dividends when subsequent analytical
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procedures that again were not planned at the beginning of Phase 2, were able
to be applied. I will report on these in chapters 6 and 7, when explaining how I
used the further constant comparative method associated with grounded theory
methods, which led to refinement of the properties of the categories, detailed
memo writing and note taking, and identity of theory that arose out of this
analytical process on the data.

The detail of what happened during the groups is recorded below. I
planned to conduct these focus groups in the telematics laboratory to avail of
the opportunity to video record the data on to DVD, except for one group
where the facilities were not available on the site of their faculty. I did not
intend to transcribe the recordings into text but rather to listen carefully to the
recordings, viewing the participants while listening where the recording of
their group was on video. For the fifth group I could only plan to listen

carefully on a repeated basis.
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Degree a B v 0 €
Phase 1 — Framing | 14.03.02 - 22.05.02 22.04.02 - 10.06.02
the Research ‘PBL’ Minutes of 7 ‘PBL’ Minutes of 5
meetings with 4 Staff meetings with 4 Staff
17.04.02 5 Individual 30.05.02 4 Individual
Questionnaires by Staff Questionnaires by Staff
14.06.02 1h 36m 17.06.02 1h 1m 56s
Videoed Group Videoed Group
Discussion on Discussion on
Questionnaire Questionnaire
Phase 2 — 22.01, 28.01, 02.02, 22.01, 26.01, 27.01, 28.01, 03.02, 12.02.04 | 29.01, 03.02, 09.02.04 | 3 on 29.01, 3 on 03.02,
Collecting Datato | 03.02, 18.02.04 28.01, 09.02.04 1 on 05.02.04

inform Phase 3

5 Individual Staff
Interviews fully
transcribed from digital

5 Individual Staff
Interviews fully
transcribed from digital

3 Individual Staff
Interviews fully
transcribed from digital

3 Individual Staff
Interviews fully
transcribed from digital

7 Individual Staff
Interviews fully
transcribed from digital

recording recording recording recording recording
16.03.04 15.03.04 02.04.04 02.04.04 28.04.04
Group of 4 Staff Group of 5 Staff Group of 4 Staff Group of 4 Staff Group of 7 Staff

Interview, fully
transcribed from digital
recording

Interview, fully
transcribed from digital
recording

Interview, fully
transcribed from digital
recording

Interview, fully
transcribed from digital
recording

Interview, fully
transcribed from digital
recording

Rating Transcripts

3 Co-raters individually analyse identical transcripts to identify learnin

issues to present to Focus Groups in Phase 3

Phase 3 -
Focus Groups

12.05.04

Video recording of 4
staff in Focus Group
on Phase 2 outcomes
55 mins 30 secs

26.04.04

Video recording of 4
staff in Focus Group
on Phase 2 outcomes
1 hr 5 mins 45 secs

24.05.04

Video recording of 4
staff in Focus Group
on Phase 2 outcomes
51mins 25 secs

10.05.04

Video recording of 3
staff in Focus Group
on Phase 2 outcomes
1 hr 9 mins 0 secs

19.05.05

Digital recording of
staff 7 in Focus Group
on Phase 2 outcomes
43 mins 30 secs

Table 5.2 — Three Phases of Data Collection
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5.2.4 The Phases of Data Collection to provide the Data Set

Table 5.2, using a, B, v, & and ¢ to identify the degrees, summarises the
discussion of data collection thus far, and also quantifies on the table the dates
during the three Phases when the various instruments were used to collect the
raw data. This table can be used as a reference point during the discussion
across the next three sections. What actually happened in practice is set out in
these next two sections, 5.3 collecting Phase 1 data (5.3.1), and collecting
Phase 2 data (5.3.2), and 5.4 arguing the case for how I applied an Open and
Axial Coding approach associated with grounded theory methods to the Phase
2 data. I will discuss why and how I took the decisions I did during the Open
and Axial coding processes, culminating in the learning issues presented to the
Phase 3 focus groups. Having obtained the Phase 3 data from the focus
groups, the entire data set is then set out in the 5.5 in order to capture the
extent of the data in one place. In that section with its associated tables I also
quantify the data set in terms of word length of the transcribed interview
recordings and the duration of the video and digital recordings of the focus
groups. Chapters 6 and 7 discuss how the data set was further analysed, by
applying Focused Coding, as Charmaz labels it (Charmaz 2006:57-60), also
known as Selective Coding, as Strauss and Corbin label it (Strauss & Corbin
1998:143). Before applying it, I will explain in 5.4.8 why I have chosen to use
the term Focused Coding, not least in that it was the process associated with
analysing the Focus Groups. The focused coding was associated with memo
writing and note taking, which are also explained, during the reflective inter-
relating of the themes arising out of the data set, leading to the development of

a theoretical understanding of the phenomena identified from the data.
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53 Collecting the Data

5.3.1 Phase 1 — The contribution of the Initial Data Collection

The initial, or informative, data collection consisted of PBL meeting
notes of discussions among eight academic staff, as they faced up to the
challenge of how to deliver some of the modules on their two programmes
through using ICTs. At this stage the objective was to identify how best to
achieve this goal, as it was not yet clear that there was a need to carry out a
more careful analysis to identify how best to support staff development in
order to achieve that goal. An early attempt to provide a baseline of data
consisted of the creation of formal minutes of meetings from the discussions
among the initial two degree groups. A more focussed collection of data was
attempted through nine completed individual staff questionnaire responses
among staff on these two degrees in the school to try to establish the baseline
of individual understanding of prior knowledge and use of ICTs. That phase of
the data collection culminated in two video recordings of each group
discussing the same questions that had been asked on the individual
questionnaires. This initial data was collected before a more focused
identification of the research question and specification of the method,
although in hindsight what was actually happening was the process known in
grounded theory as initial theoretical sampling.

Through analysis of this initial data collection, specific shortfalls were
identified in the understanding and skills of the staff involved that suggested a
more thorough investigation was merited using a richer collection of data.

These are elaborated on below.
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Particular weaknesses that might constrain the research, a point that
was later affirmed by the focused review of the literature, were identified
through consideration of the individual responses to the questionnaires and
reflecting on the group discussions. For example, there was uncertainty
specifically expressed among the staff regarding how to assess and evaluate
group learning that would arise out of using ICTs. I concluded that rather than
proceed with this sort of uncertainty, it would be more helpful to undertake a
careful analysis to find out what the key issues were that could inform how
best to support staff development. In the group discussions a significant skills
deficit in using ICTs was also identified. There was also not a clear
understanding of what online learning implied. It was also identified, during
this initial analysis of the challenge to design, develop and deliver learning
materials using ICT’s, that the emphasis was on what training might be
required to assist staff. The possible distinction highlighted by Wenger on two
different trajectories of training and of education (Wenger 1998) influenced
the decision to try to establish what learning theories underpinned their
existing teaching strategies. A further example of how the initial phase
informed the development of the research concerned the concept of involving
staff. Reading related research papers began to inform the thinking of staff.
Uncertainty among some early adopters of ICTs, throughout the institution,
regarding how to develop their initiatives also motivated the staff teaching on
one of the degrees to suggest that a bid be submitted for funding to conduct an
institute-wide study among academic staff regarding the use of ICTs. That sort
of response from the staff, together with the suggestions in the literature that to

involve participants in the research could assist the participants to establish
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new learning frameworks, influenced the decision to ask staff to talk about
teaching, to obtain their ‘thought in action’, and to encourage reflection on
their experience of teaching, and their prior learning. I was also keen to
respond to the point raised in the literature that curricula and pedagogies need
to be analysed and understood in terms of the larger cultural context (Pepin
1998), and that without such understanding changes cannot be predicted to be
successful. That cultural context included the culture of the institution and that
of the business community it sought to serve. I argue therefore that if the data
collection was to be restricted to one school, then the representation of the
richness of culture of both the institution and the business community would
be diminished and so I considered it appropriate to expand the scope of the
data collection.

To overcome these constraints and more thoroughly investigate the
issues behind them, I decided to expand the sources and range of data that I
perceived would be required to better inform more a rigorous approach to
research the issues. I decided therefore to broaden the data collection to
include another school and another faculty as described above in the data
collection plan.

As had been the case in the two initial degrees, across this expanded
scope of the data, within each programme it seemed apparent that the
awareness by the academic staff members of the affordances of ICTs ranged
from very little awareness to considerable confidence in exploiting the
affordances of the technology. This view was based on my observation of
those members of staff who were using ICTs to support their learning

environment. However, even if the academic staff member had confidence to
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seek to exploit the affordances that did not necessarily mean that s/he had a
corresponding confident understanding of the theoretical underpinning of the
learning theories that could guide an appropriate use of that technology.
Although I did not intend to use the male / female aspect of the range, both

genders were represented on each of the five degree groups of staff.

5.3.2 Phase 2 — collecting, preparing data for analysis
5.3.2.1 Recording the Data

During a period of 6 weeks individual interviews were recorded with
23 individual staff teaching on the five degrees. The approach taken at each
interview was as consistent as possible, seeking to make the interviewee as
relaxed as possible, using the questions set out in Appendix 3 as a guide to
ensure that each interview covered similar ground, but giving priority to the
interviewee’s response to the leading questions, and introducing the same
handouts at the appropriate time. The interview was introduced using the
critical incident technique (Flanagan 1954) where the interviewee was invited
to focus on incidents when they believed they had been particularly successful
in a teaching and learning experience. The individual interviews ranged in
duration from thirteen minutes twenty eight seconds to thirty one minutes
thirty nine seconds, as informants spent varied times responding to the various
leading questions. Allowing a period of at least one month after the final
individual interview for a degree, that degree group of staff was invited to
participate in a group discussion focused on the same content as had been
covered during the individual interviews. The reason for the time gap between

the individual and the group interviews was to minimise the likelihood of staff
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being influenced by memorising what their earlier contributions had been. In
one case, which I noted in my journal before the group interview, one member
of staff requested to be reminded of what had been said earlier but, by
explaining the purpose of the group interview, the request was graciously
refused. In my journal I noted the following, having met the colleague in the
corridor:

Hi Robbie. I'm OK for that discussion tomorrow — to help me

prepare can you remind me of what I said the last time. I want

to make sure I’'m consistent. (Short laugh!)

Well actually I am hoping that everyone will participate

spontaneously without any prompt so if you don’t mind I would

prefer to hear your current thoughts.

Oh I see. Fair enough. (Further short laugh!)

In the case of the five group interviews the duration ranged from forty-
one minutes and six seconds to forty-seven minutes and eight seconds.

Table 5.3.2.1a summarises the contribution to the data set that was
collected during Phase 1 from the PBL meetings, questionnaires and group
discussions, followed by the individual and group interview recordings at
Phase 2.

Table 5.3.2.1b then provides a summary of the transcribed data that
was prepared from these recordings in order to provide the co-raters with
identical files of transcripts. As will be explained in 5.3.2.3 below, letters from

the Greek and English alphabets were used to identify the degrees and the staff

respectively.
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Degree (V] B Y 0 €
14.03.02 to 22.04.02 to
Phase 1 - | 22.05.02 10.06.02
Framing | ‘PBL’ ‘PBL’
the Minutes of Minutes of
Research | 7 meetings 5 meetings
with 4 Staff with 4 Staff
17.04.02 30.05.02
5 Individual 4 Individual
Questionnaires Questionnaires
by Staff by Staff
14.06.02 17.06.02
1h 36m 1h 1m 56s
Videoed Videoed
Group Group
Discussion on Discussion on
Questionnaire Questionnaire
22.01.04 22.01.04 28.01.04 29.01.04 29.01.04
Phase 2 — | 28.01.04 26.01.04 03.02.04 03.02.04 29.01.04
Collecting | 02.02.04 27.01.04 12.02.04 09.02.04 29.01.04
Data to 03.02.04 28.01.04 03.02.04
inform 18.02.04 09.02.04 03.02.04
Phase 3 03.02.04
05.02.04
5 5 3 3 7
Individual Individual | Individual Individual | Individual
Staff Staff Staff Staff Staff
Interviews Interviews | Interviews to | Interviews | Interviews
to be fully to be fully | be fully to be fully | to be fully
transcribed transcribed | transcribed transcribed | transcribed
from digital from from digital from from
recording digital recording digital digital
recording recording | recording

For details of individual and group transcription data see the next page

16.03.04
Group of 4
Staff
Interview,
to be fully
transcribed
from digital
recording

15.03.04
Group of 5
Staff
Interview,
to be fully
transcribed
from
digital
recording

02.04.04
Group of 4
Staff
Interview,
to be fully
transcribed
from digital
recording

02.04.04
Group of 4
Staff
Interview,
to be fully
transcribed
from
digital
recording

28.04.04
Group of 7
Staff
Interview,
to be fully
transcribed
from
digital
recording

Table 5.3.2.1a - Collected Data at Phases 1 and 2
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Degree a B v 0 €
Staff B Staff A Staff C Staff K Staff D
Phase 2 — 02.02.04 26.01.04 03.02.04 03.02.04 29.01.04
Transcript | 20m 09sec 21m 08sec 16m O7sec | 15m 07sec | 19m 32sec
Data for 3118 words | 3940 words | 2773 words | 2483 words | 3769 words
Co-raters
to analyse | Staff E Staff 1 Staff F Staff L Staff J
18.02.04 09.02.04 12.02.04 29.01.04 29.01.04
21m 16sec 18m 56sec 23m 31sec 23m 04sec 22m 49sec
3935 words | 2816 words | 4229 words | 3902 words | 3952 words
Staff G Staff O Staff S Staff N Staff P
22.01.04 27.01.04 28.01.04 09.02.04 03.02.04
23m 17sec 18m 56sec 21m 19sec 31m 39sec 14m 44sec
3564 words | 3014 words | 3102 words | 5090 words | 2963 words
Staff H Staff R Staff W Staff Y Staff Q
03.02.04 22.01.04 03.02.04
27m 30sec 22m 17sec Unable to Unable to 13m 28sec
5869 words | 2820 words | attend attend 2987 words
Staff M Staff T Staff U
28.01.04 28.01.04 29.01.04
23m 38sec 20m 08sec 18m 41sec
3642 words | 3520 words 3536 words
Staff V
03.02.04
15m 50sec
2970 words
Staff X
05.02.04
22m 26sec
3777 words
Group Group Group Group Group
16.03.04 15.03.04 02.04.04 01.04.04 28.04.04
45m 44sec 43m 39sec 47m 08sec 41m 06sec 44m 44sec
7951 words | 7465 words 10034 7428 words | 10242
words words
Total Time |2 h40m 50s | 2h 24 m 25s | 1h 48m 5s 1h 50m 56s | 2h 52m 14s
Words 28079 23575 20138 18903 34196
Overall 11 hrs 36 minutes 30 secs of recording giving
Total 124,891 words of transcript

Table 5.3.2.1b Phase 2 Data, Transcripts created from interview recordings
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5.3.2.2 Transcription Accuracy of the Data

The decision was taken to transcribe all of these interview recordings
in full to facilitate the later use of grounded theory methods and provide the
three co-raters with exactly the same data source and layout from which to
identify learning issues. The assistance of a transcriber was a valuable aid to
my use of time, allowing me the space to listen to each recording very
carefully while reading the draft transcript prepared by the transcriber in order
that I could make any corrections to the transcript for precision and accuracy.
It was important to do this quality check on every transcript to ensure not only
accuracy of transcription, but also anonymity of the interviewee as I describe
below in 5.4.3. This was very time consuming, since as Table 5.3.2.1b
indicates there was a total of 11 hrs 36 minutes 30 seconds of recording giving
124,891 words of transcript. These transcripts were checked by the researcher
for accuracy and edited, a process that took approximately 40 hours. To
facilitate analysis at a later time and assist in quickly locating a section of data
to clarify the context, time intervals were inserted into the transcription record
every fifteen seconds. The data from each interview was copied from the
original transcribed document to one using a standard format with two
columns, the data being held in the right hand column and the left hand
column being available for the future use by co-raters. A sample page showing
the layout chosen to present each transcription in a standard format is shown
in Table 5.3.2.2. To indicate the response by the informant to each question,
the question number was also recorded on the left hand side of the standard

layout format in case it might be needed during the analysis phases. The file of
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all the transcripts was further edited, as described in 5.4.3, in order to ensure

anonymity of the informants.
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QL

Q2.

Q3.

Q5.

Well Staff I, thanks for your time for the interview. How
long have you been teaching on the XXXX courses?

Over the last 11 years.

11 years ok. Well during that period (00.15) maybe that's
taking you too far back, but you must have had an experience
where you would come out and say ‘that was positive’, I really
enjoyed that. Can you recall a teaching experience that made
you feel very positive? (00.30)

T can the classes were small enough to participate fully and I
got a good, I got good feedback from the class and we were
able to discuss the issue and we had time to discuss the
issue. (00.45)

You've actually begun to unpack it a bit you know, it was a
small enough group and you had time, I was going to ask you
as a follow up o the question, what do you think made it a
positive experience?

Yeah, what made it a positive experience (01.00) I think were
two things. It wasn't a classroom, it was a small group and
they were comfortable with one another. They had known
each other for a short, a reasonable while so I was
comfortable with the topic and (00.15) that we had the time
and that was what it was about, that we had the time to
discuss something and that the exercise they were carrying
out was also enjoyable. So it was a positive experience.
(01.30) There was an element of a test about it and they
enjoyed that and ah so that's really, and they were also
comfortable about the eh content they were learning because
T had warned them (01.45) in advance and I had asked them
to do a pre-course questionnaire and eh so nobody was
surprised by the information so it was sort of a hon-
threatening environment.

Good. So you've mentioned (02.00) time, numbers, non-
threatening, prepared in advance, lots of things there. Could
you extend that and talk o me about using new technologies?
What would you say about where they can take you in terms
(02.15) of the potential and what you've talked about?

Well T think that new technology and having access to PCs
allows people to participate (02.30) from their homes and
from from distances and it's not that intrusive to e-mail
somebody or use a chat room to discuss something with a
teacher if you're given the right time. And em so it (02.45)
means that em I think you can interact more with the
teacher possibly and the class members themselves by
sending little e-mails during the week whereas they mightn't
see one another, they'd only see one another maybe twice a
week. (03.00) If there was new technology there, they might
well communicate with each other a bit

Table 5.3.2.2 - Page of Transcript for individual use by each Co-rater to

identify Categories
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5.3.2.3 Ensuring Anonymity of the Informants

Since written commitment had been given to each informant that all
data collected would remain anonymous, a further editing process was then
performed on the each transcript to honour that promise. In order to make the
data anonymous the degrees were given Greek letters a, B, v, 6, and € and each
member of staff was given an alphabetic code from A through Z, but not
allocating these letters consecutively in order to promote the anonymity.
Within the text care was taken to ensure that the staff letter accurately replaced
all references to staff colleagues by personal name. All references to a degree,
or a subject within a degree that might allow identity of the degree, and
possibly the staff member, or even reference to a student by name, were also
replaced by a suitable synonym that would also not affect the meaning of the
text. Four ring binders, each containing identical copies of the complete set of
transcribed and edited pages of all transcripts, were prepared for the analysis
by the co-raters.

However before discussing the work done by the co-raters it is
appropriate at this point to comment on the version of grounded theory used,
because in this research the role of the co-raters was an important component
in the initial step of theoretical sampling. The scope of the data having been
already determined by the selection of the staff teaching on the five degrees
meant that the range of data available for the application of a grounded theory
method was constrained to this sample. Normally a theoretical sample is
identified upon which to perform the first step of open coding. However in this
case, as I was taking as the sample the entire data range, I wanted to minimise

my subjectivity in identifying and selecting learning issues from the data and
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so I decided to involve the co-raters in that step. This is discussed in the

following section.

54 Justifiying the ‘Version’ of Grounded Theory used

5.4.1 Constraints on the initial steps of theoretical sampling

The application of grounded theory methods to ongoing data gathering
and analysis is driven by the concepts derived from the evolving theory and
based on making comparisons between these concepts in order to maximise
opportunities to discover variations among the issues being investigated and to
increase the depth of categories in terms of their properties and dimensions
(Glaser & Strauss 1967:56-60). From a starting point of a very broad sample,
the focus becomes sharper regarding how the sample is progressively selected.
As the categories become more focused, evaluation of the method involves a
description of how this theoretical sampling proceeded and how the core
categories were selected, and then followed by judgments about the empirical
grounding of the findings of the study.

In the case of this research, the scope of the data collection had already
been set by the research question, limiting the investigation to the staff
development processes within the institution, and, the targeted literature
review had informed the selection criteria for the data sources in order to
increase the diversity and richness of the data required. Thus the initial step of
theoretical sampling had been carried out. As explained in detail above, that
consisted in the selection of five degree-level programmes which were

delivered in either full-time or part-time modes, with both full-time and part-
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time staff providing the learning and teaching support to a range of students
across the degrees which were representative of a broad cross section of
industry. While it could be argued that this constrained the theoretical
sampling, it is also the case that the boundary constraints on the scope of the
research enabled an initial focussing of the sample. From the transcripts of
these recorded interviews conducted with this selected set of staff, the
analytical process then followed the constant comparative method of analysis
associated with grounded theory methods. In the context of this research what
that meant was that the range of identified phrases, using the descriptions
generated by the co-raters to describe the identified learning issues, were used
and these alone were used, in order to commence the process. The process is
described in more detail below. These phrases were then very carefully
considered, including the context in which they were identified, and given
properties that described the learning issue. It was important to reflect on the
descriptive phrase used by the co-raters, the properties associated with it, and
the original context in which it was identified, to see if the phrase was related
to the same learning issue, or if the phrase was describing something in a very
different context. That was very important to make sure, so that when I
collapsed the data into a smaller number of learning issues, and then
categories with corresponding properties, that the properties associated with
that phrase were consistent in meaning and learning context. The input of the
co-raters was crucial in determining the initial sample of learning issues, and it
was also considered important to carry out inter-rater reliability tests on the

sample as described below in 5.4.6.
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5.4.2 Rating the Initial Theoretical Sampling

Having established the criteria to identify suitable respondents that
were likely to provide a rich and diverse range of data, and accordingly
selected the full-time and part-time staff on the chosen degree programmes, as
mentioned above I considered it to be important to lessen the impact of my
subjectivity at the first step of analysis of the theoretical sample. To contribute
to this reduction in the impact of subjectivity three independent co-raters were
involved with the first phase of the analysis.

Commitments that had been given to the respondents regarding
anonymity also had to be honoured before involving the co-raters. As
described above alphabetic characters, using the English and Greek alphabets,
were used to code the staff and the degrees. Further, any reference to a subject
or student name within each transcript, that might indicate the source of the
original material, was converted to a unique anonymous code, which was used
consistently throughout the data for that subject or student, laboriously taking
extreme care in doing so not to alter the original meaning in the sentence.

The three co-raters were then asked to independently analyse a
common copy of the transcripts of all the interview recordings. Perhaps
unusually therefore, the inter rater reliability in this study was calculated on
three co-raters looking at the entire data set of over 120,000 words. These
common copies had been formatted, as described above, with two column
sections, with the interview text in the right hand column and a blank left hand
column to record their description of, or comments regarding, the learning
issues as they identified what, for them, were the key learning issues by

underlining these in the text in the right hand column. The process and
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outcomes from this phase are detailed in the next section with examples given

to demonstrate the process.

5.4.3 Co-raters of the Data, and the Process Used

Sample layouts are shown below in Tables 5.4.4a and 5.4.4b, using a
selected page of data, chosen to show a sample in order to assist in
understanding the process used to manipulate the Phase 2 data from
transcription of the recorded interviews, through the analysis by the co-raters,
into a form suitable for further detailed analysis and reflection that would
identify key learning issues raised by staff. The three co-raters, academic
colleagues in the Learning and Teaching Centre, agreed to reflect
independently on the identical transcripts provided. One meeting was arranged
with them to hand over the materials, to explain the refinements already
undertaken regarding coding of staff and degrees and to agree the process, but
minimal discussion was allowed on the data itself in order to maximise the
independent work they had undertaken to do.

It turned out that one colleague was unable to allocate the time needed
within the required timeframe to complete the work, although some work was
partially completed on the group interview transcripts. In the interest of
consistency, I decided to ignore this partial work and to proceed with the
completed responses from my two colleagues for comparison with my own
analysis. Should the third co-rater’s response be received, I would repeat the
ensuing stages of the constant comparative analysis in the interest of assuring

that the outcome of theory without that data is not affected by its absence.
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My colleagues agreed to maintain strict individual analytical work on
the Phase 2 transcripts. Both had academic backgrounds in educational theory,
one more involved with the application of technology to learning than the
other.

Table 5.3.2.2 shows a sample of the format used to provide a common
layout for each co-rater’s analytical work on a transcribed interview. During
the meeting to explain and agree the process, 1 presented a file of all
transcribed data in this format to each co-rater, with a typed ‘guidance
handout’, shown in Appendix 4, containing a brief explanation of the ‘process’
and the description of the coding used for the staff name and degree title. We
agreed that our task was to read each transcript independently and seek to
identify perceived learning issues raised by staff. When such a learning issue
was identified in the transcribed text, the co-rater would underline the text in
the right hand column and write a word or phrase in the left hand column,
opposite the underlined text, to describe what they perceived to be the learning
issue they identified. Given this minimal input on the process the co-raters
completed their work independently and returned their inserted comments to

me in the original folders.

5.4.4 The Application of Open Coding to the Phase 2 Data

In order to capture the results of this independent work in a digital
format, I then used a digital copy of the original digital file of each interview
transcript as a common base, with line numbers inserted in the left hand
column. I digitally underlined in the right hand column whatever text the co-

raters had manually underlined as a learning issue, and recorded in the left
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hand column which co-raters, A1, A2, or A3, had identified the learning issue.
The page and line number enabled a quick reference back to the original work,
thus preparing to assist in the additional reflection, including consideration of
the learning context, which would be required during the constant comparative
analysis process to be carried out on the data. I also recorded the word or
phrase used by the co-raters to describe the learning issue. Some subjectivity
is involved in this step as I had in some cases to use a shorter phrase, but as far
as possible the specific wording of the original learning category defined by
the co-rater was used. They had chosen the learning issue and described it. In
this sense the openness of the description they had chosen had been sparked
by their individual reflection allowing their ideas to emerge. That approach,
while initial and provisional, allowed them to create descriptions that they
thought best fitted the data. Further discussion on this issue will be developed

in the next chapter. A page showing a sample of this step is in Table 5.4.4.a.
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Al 1/3

Al A3 2/3
11 Group Individual issues
12

13

14

15

16

17

18

19

20

21

22

Al A2 A3
24 Class size
25

26

27

28

29

30

31

32

33

34

35

Al A2 A3 3/3
37 Real Life scenarios
38

39

40

41

42

43

44

45

46

47

Al A2 A3

3/3

3/3

have you got, what knowledge do you have already and to
use that more. Em you find out by talking fo them (09.45)
but again participation and talking to them takes time, so
time constraints are there and cost factors because you
need more classes. Em, and then there's the reflection and
non-reflection (10.00) em just to get reflecting on
something and then just learning it and doing it, T haven't a
comment on that at the moment. The individual and the
social is an interesting one because I see people who are
(10.15) interested in joining groups and others who work
better on their own. And some people come up to me and
ask questions, other people just go away and learn it. Em so
somehow we have to (10.30) learn from them so just in
terms of the course, the curriculum, and the syllabi, I'm a
bit stuck on this one. I have the knowledge, the courses,
the curriculum, the syllabi, (10.45) the knowledge hopefully
would increase everyday with my own experience in the
outside workplace as well so that I can bring it into them.
And if T have issues during the day from work, to get them
involved, particularly with (11.00) grievance and disciplinary
(11.00) and they often open up then get them to use the
flip chart or conflict handling, get them to talk about an
issue at work, get them to compare. So I think size of the
class is a huge factor (11.15) in getting people to learn
either as a group. When you're in a very large group more
than 15 or 20, people are broken down into little sub-
groups, individuals (11.30) so there's less of a chance of
learning from one another, it's too big a group. So em what
else?

You mentioned getting to know students (11.45) and em
presenting real life work situations here so are you taking
the knowledge you have and trying to, how are you using
this representation, teaching and learning (12.00)
resources, you're using groups, you're using examples of
real work.

Yeah, examples of real work because they're adults and
they're in the workplace. I'm very conscious of that (12.15)
and I want to talk to people who have the same
experiences. That's my 'Subject P' background that would
allow me to do that. That's how we operate em and compare
it with them and talk to them about their experiences and
make them more aware of the (12.30) existence of
‘Subject P' in the background, in the company even though
they're not in 'Subject P' departments. So getting to know
where they're at, it's difficult sometimes when you have 36
in the class. It's getting to know where they're at and
that's one way of learning certainly (12.45) and we develop
then because I learn from them certainly and hear about

Table 5.4.4a — Sample Transcript of Learning Issues identified by the Co-raters
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A B C D E F G H | J
1 Degree Staff Page Line A1 A2 A3 T Q Learning Issue Description
2 B [ 1 9 1 1 2 2 Enabled interaction
3 B [ 1 19 1 1 2 3 Good relationships
4 B [ 1 24 A 1 2 4 Fun
5 B [ 1 29 1 1 4 Advance Preparation
6 B | 1 4 1 1 1 3 5 Affordances of ICT
7 B | 2 5 1 1 1 3 5 [In]Equality of access
8 B [ 2 19 1 1 2 5 Technology Potential
9 B [ 2 37 1 1 2 6 Collaborating with technology
10 B [ 2 43 1 1 1 3 6 Locusof Power
11 B [ 3 12 1 1 2 6 Confusion by collaborating
12 B [ 3 46 1 1 7 Prior learning
13 B I 4 3 1 1 7 Time
14 B I 4 10 1 1 2 7 Group/Individual issues
15 B I 4 23 1 1 1 3 7 Classsize
16 B I 4 3 1 1 1 3 7 Reallifescenarios
17 B I 4 48 1 1 1 3 7 RealLifescenarios
18 B [ 5 13 1 1 7 Group/Individual issues
19 B [ 5 24 1 1 2 7 Group/Individual issues
20 B [ 5 48 1 1 2 7 Application
21 B [ 6 15 1 1 2 7 Relevant
22 B [ 6 19 1 1 2 7 Staff Student learning together
23 B [ 6 29 1 1 2 7 Locus of Power

Table 5.4.4b Sample of Spreadsheet created from the transcription data

shaded highlight refers to Fig. 5.4.4a

The Open Code used during analysis, applying a grounded theory
approach, was the Degree/Staff/Page/Line Number/Question Number, and the
identified Learning Issue as a Description. To support the analysis, I
transferred the Open Code, including the corresponding Learning Issue
Description, to a spreadsheet and gave a value of 1 under the co-rater code,
Al, A2 or A3 if any co-rater had identified the learning issue, and the value of
‘blank’, if any co-rater(s) did not identify that issue. A sum total of the values,
T, allocated to Al, A2 and A3 was then calculated. A sample page,
corresponding to the page selected for Table 5.4.4a, demonstrates this in Table

5.4.4b. This approach enabled easy sorting to be performed on this additional
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Phase 2 data, created in the spreadsheet, to identify the number of occurrences
of issues identified by 1 out of 3 co-raters, 2 out of 3 co-raters and by all co-
raters. In case it might be needed for later analysis the Question number, Q,
was also included. Using this code, I was able to quickly reference the original

Phase 2 recorded data in the transcript during constant comparative analysis.

From the raw digital audio interview data collected at Phase 2,
carefully transcribed to maximise accuracy in the written text in relation to the
original interview context, I now had added to the data set a digital copy of the
learning issues identified by the co-raters, with Open Coding applied to the
data, associating the learning issues directly within the code. Later, in
Chapters 6 and 7, I will discuss each step of the analysis of the data. However
I mention the open coding step of analysis here, during the discussion of data
collection, because the constant comparative method uses analysis to inform
further data collection and this first step of applying Open Coding contributed
further data to the collection in the form of the created spreadsheet. It can also
be regarded as the first step in the analysis process; this first step of the
analysis having been carried out by the co-raters. In the chapters on data
analysis, I will refer to six levels of analysis, this step of applying Open
Coding being identified as Level 1.

Having set out the approach taken to Open Coding, I will now
comment on the outcomes from this Level 1 of the process before explaining
how I intended to apply the next steps in the process, that of applying Axial
and Focused Coding.

Specifically in 5.4.5 I will summarise the results of a broad ‘analysis’

of the created spreadsheet when I used the facilities of the software to sort this
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Open-Coded Phase 2 data into learning issues identified by the co-raters,
noting where three out of three agreed, two out of three agreed and where only
one out of three agreed. Later having completed the six levels of analysis, I
will return to the issue of how to handle those items of data that were only
identified by one co-rater as a learning issue but which need to be addressed in
order to apply any emerging theory from the analysis to all of the data, in
keeping with the principles of a grounded theory approach, the so called
‘negative cases’ or ‘outliers’.

In 5.4.6, I will briefly comment on the reliability of the data created by
the co-raters when completing the Level 1 analysis, before explaining the
approach taken when applying axial coding, in 5.4.7, and focused coding in
5.4.8. Finally in the last section of this chapter, before moving on to discuss

the analysis of the data, I will summarise the entire data set in Section 5.5.
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Degree All 3 2/3 Al and Aland | A2and 1 Al A2 A3 Learning Issues
A2 A3 A3 .
Agree agree only Total Unique

o No. of learning issues 46 41 15 22 5 59 36 6 17 146 104
percentage 32% 28% 34% 54% 12% 40% 61% 10% 29%

] No. of learning issues 47 48 20 20 9 42 18 15 9 136 105
percentage 34% 35% 42% 42% 19% 31% 43% 36% 21%

Y No. of learning issues 26 23 9 8 6 22 11 7 4 71 55
percentage 37% 32% 39% 35% 26% 31% 50% 32% 18%

o No. of learning issues 22 40 10 22 8 21 11 2 8 83 47
percentage 27% 48% 25% 55% 20% 25% 52% 10% 38%

€ No. of learning issues 79 63 31 23 9 28 16 7 5 170 91
percentage 46% 37% 49% 37% 14% 16% 57% 25% 18%

All No. of learning issues 219 215 83 95 37 172 92 37 43 606 146
percentage 36% 35% 38% 44% 17% 28% 53% 22% 25%

Table 5.4.5 - Summary of learning issues identified by the 3 Co-raters
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5.4.5 Learning Issues identified from the Open Coding

- Level 1 of the Data Analysis Process.

This application of Open Coding to the analytical work done by the
three co-raters resulted in a total of 606 separate items of learning issues being
identified from the Phase 2 data transcripts. Using the spreadsheet as a basis,
one for each degree and one for the combined degrees, to capture the analysis
digitally, I was able to sort this data in various ways to group the same
learning issue descriptions together. Further sorting also enabled me to
identify where co-raters identified the same learning issues independently on
the identical transcribed interview layouts, and gave them common learning
issue descriptions. I was able to identify specifically where all three co-raters
agreed what was a learning issue and used a common description, where two
out of three agreed, and which two; and where only one co-rater selected
specific text and which one. The discussion will be expanded in the next
chapter as I discuss all levels of the analysis. The results from this level 1
analysis are summarised in Table 5.4.5 showing, for each degree and for the
combined degrees, the total number of learning issues identified, the number
of learning issues where all three co-raters agreed and used a common
description for the learning issue, where two co-raters agreed, and which two,
and where only one co-rater, and which one, identified a learning issue. The
table also expresses the counts as percentages. I also record the number of
unique learning issue descriptions identified during Open Coding, at Level 1
analysis, in each degree, and overall, as this was used in the inter rater

reliability statistical test applied, as set out in 5.4.6.
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The further levels of the analysis process will be expanded in more
detail in the discussion on the application of Axial Coding during constant
comparison of the Phase 2 data and the application of Focused Coding to the
Phase 3 data. During axial coding the categories identified were given
properties, referring back to the transcriptions of the original recorded
interview data in order to assist in the allocation of the properties by reflecting
on each learning issue in its learning context. This was followed by the
process of focused coding to grapple with large amounts of Phase 3 data.

The purpose of using the three co-raters was to reduce the impact of
my subjective identity of key learning issues had I completed the exercise
myself. It is worth noting that the researcher was coded as co-rater Al and the
results of the analysis show that Al identified considerably more learning
issues than A2 and A3. This suggests that A1 was probably more thorough and
had ideas in constructing new categories. What is also significant is that both
of the other co-raters often agreed with Al in the identification of learning
issues, although they did not agree so often with each other. This tends to
strengthen the case that the learning issues identified by the researcher at this
Level 1 of the analysis process, being re-enforced by each of the other co-
raters, could reliably be taken forward to the succeeding levels of analysis.
The lower rate of agreement between A2 and A3 may be perhaps be due to A2
and A3 being more conservative in their approach or lacked the confidence to
construct new categories. Al probably also spent more time reflecting on the
data to identify learning issues as this was a very time consuming exercise,
and my co-rater colleagues may not have had the time that I was able to

allocate to it.
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This step of analysis in applying open coding to the data also began to
focus the learning issues. The relatively common agreement among the co-
raters was noted and in addition some inter-rater reliability tests conducted on
this created Phase 2 data. The reliability tests and the rationale for them are
discussed in 5.4.6. The results of these reliability tests are shown in Appendix
5 as Table 5.4.6a through 5.4.6f. It should be noted that the discrepancy of 1 in
the total number of categories, in the reliability tests in Appendix 5 in Tables
5.4.6a, 607 and 5.4.6e, 84 as against 606 and 83 for degree o in the Table 5.4.5
above, is explained by one comment that I personally made on the text of
Degree 6 to remind me of a ‘good comment’ made by a colleague that I
wanted to remember. The discrepancy of 1 here is due to a coding error and I
rectified the coding error by not using this comment in the analysis.

A full listing, identifying all the learning issues selected by the co-
raters of the data text files, and the subsequent spreadsheets created and used
during the Axial Coding is provided as a digital file on the DVD attached to
this dissertation with the original digital voice recordings and the other digital
files that supported the analysis process.

In an effort to provide clarity and transparency of the way the analysis
was conducted, during the discussion of the data analysis in the next chapter, I
will use some specific learning issues as examples of the process, following
the process through for one degree, showing how properties were allocated,

and how these properties of categories were used to create sub categories.

5.4.6 Inter Rater Reliability Tests
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To support the reliability of the selection of the learning issues by the
co-raters, inter-rater reliability tests were also carried out on each degree group
and on a consolidated set of data for all degrees. The argument, using Degree
a as an example, and assuming that responses to different statements are
independent, in the probabilistic sense, goes along the following lines.

There were 146 different learning issues identified in total by the co-
raters on this degree. Any co-rater had to identify each issue independently
and allocate the description to the learning issue. Each issue description can be
rated according to one of 104 unique common values, since a number of the
identified issues had the same description, and when sorted, in issue
description order, these common descriptions were identifiable together for
common counting.

It is reasonable to assume that, in principle, each of the 104 categories
is equally likely to be chosen by any co-rater.

The probability of two co-raters agreeing on one ‘specified’ learning
issue, on Degree a, = 1/104 = 0.0096, because there were 104 unique learning
issues out of 146 in total. This is because whatever response co-rater one
selects co-rater two has a 1 in 104 chance of opting for the same, assuming
each response is equally likely. Consequently the probability that the co-raters
do not agree is 103/104.

The probability that the two co-raters disagree on all 146 statements is
[103/104]"*, ie. 103/104 raised to the power 146. Consequently the
probability that the co-raters agree on ‘at least one’ statement is 1-
{[103/104]"®} = 0.7560.

The expected number of agreements is 146*[1/104] = 1.4038.
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The standard deviation is V{[146*[1/104]*[103/104]} = 1.1791

Using the normal approximation to the binomial, according to the
standard tables available, the probability of agreement on 5 or more learning
issues is .00026. As the number of learning issues on which agreement might
occur is increased, the probability dramatically decreases. In my case I had
over 50% agreement, which is statistically impossible by chance.

Based on the tests, I was happy to proceed with the selected learning
issues from each degree group as the ones I could reliably work with to
identify the learning categories through the use of the next step of applying
axial coding. These categories were the ones that I would seek further

clarification on through the focus groups.

5.4.7 The Application of Axial Coding to the Data

Having identified the key learning issues, to inform potential
categories, emerging from the findings of the first level of analysis as
validated by the three co-raters, the next step was to apply the process known
in grounded theory methods as Axial Coding. The process of relating
categories to their sub categories is termed ‘axial’ because coding occurs
around the axis of the category, linking categories at the level of properties
and dimensions (Strauss & Corbin 1998:123). A number of criteria influenced
the coding process adopted.

In order to support the reflective analytical process, I knew it would be
necessary to be able to quickly relocate original sections of the transcripts
where the key learning issues were located in their original context. Therefore,

as explained above, each line of the transcript page was given a line number.
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The staff letter, the degree letter, the page number and the line number of the
transcript were used in the open code adopted. The remainder of the open code
was the description of the learning issue, and in case it was needed, the
number of the question used to guide the original interview was also included.
This open coding ‘system’ facilitated constant referral to the data in their
original contexts, a very important factor always to apply in the constant
comparative analytical process (Glaser & Strauss 1967:106).

For a first pass, at Level 1 as noted above, these open codes were then
simply recorded on spreadsheets, a separate one for each degree and a
consolidated one for all degrees, to enable later sorting for the second pass of
constant comparison, to commence the axial coding.

Procedurally, axial coding is the act of relating categories to

sub categories along the lines of their properties and

dimensions. ... Sub-categories answer questions about the

phenomenon, such as when, where, why, how, and with what
consequences, thus giving the concept greater explanatory

power (Strauss & Corbin 1998:125).

Examples of the actual steps of the analysis will be discussed in detail
in the next chapter in order to try to provide clarity of the process used, but I
will briefly outline the process in this section.

In the second and subsequent passes I planned to consider the learning
issue descriptions very carefully, with their context, and where common
contexts and descriptions suggested common understanding of the learning
issues, the learning issues would be grouped into a common category, with
properties, noting when, where, why, how and with what consequences.
Simultaneously I was making notes or memos as they are known in grounded

theory (Strauss & Corbin 1998:107). The use of spreadsheets was invaluable

during the axial coding process because they facilitated any required sorting,
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allowed careful control counts and summations to be maintained as the
categories were refined and integrated, and the copy/paste facility enabled me
to develop a consistent approach with each degree set of data. I will endeavour
to make the process clear in the next chapter.

As the properties began to be associated with categories further passes
in the analysis process enabled comparison of the properties to be reflected on,
resulting in, where it was considered to be justified, a combining and focusing
of the category properties and thus in the reduction of the number of emergent
categories. Again the details of these results are also set out in the next chapter
but in order to be able to identify the entire data set before dealing with the
analysis of the data in the next chapter, I will also briefly describe the process

for the application of focused coding.

5.4.8 The Application of Focused Coding to the Data

From the emergent categories, particular categories began to be
recognised as dominant in terms of their density of population. When I had
reached what appeared to be saturation of the categories, when it did not
appear possible to combine them any further based on their properties, I had
completed the process of axial coding. These categories informed the selection
of focus to be presented to the original respondents at a series of focus groups
at Phase 3, called to further inform the definition and understanding of these
categories. I chose the categories with the highest number of occurrences in
each degree, and the categories with the highest number of occurrences overall
as the issues to be presented to each focus group. The Phase 3 data collected

from these focus groups consisted of digital recordings of the discussions, four
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of which were also videoed. These recordings were then subjected to further
comparison and analysis as the grounded theory process moved more to
Focused Coding with the identity of emerging theory. Memo writing and notes
continued to be made to assist the process. I will discuss the detail during the
next chapter on analysis.

In Open Coding I was concerned with identifying the learning issues
and quantifying their occurrences. In Axial Coding these learning issues were
used to populate categories which were systematically developed, and through
their properties linked with sub categories, thus reducing the number of
categories, but enhancing the associated properties. However it is not until the
major categories are finally integrated to form a larger theoretical scheme that
the research findings take the form of theory. Selective coding is the process
of integrating and refining categories (Strauss & Corbin 1998:143).

I had mentioned earlier in 5.2.4 that I would explain why I chose to use
the term Focused Coding (Charmaz 2006:57-60) instead of using this term
Selective Coding used by Strauss and Corbin. There are two main types of
coding in grounded theory. One concentrates on the initial analysis, line by
line of the data seeking, by careful study, to identify suitable descriptors that
will eventually be integrated into categories with associated properties.
Thereafter focused coding permits you to separate, sort, and synthesise large
amounts of data (Charmaz 2006:11).

This more focused phase uses the most frequently identified learning
categories for this purpose. Earlier I had analysed the Phase 2 data with the
purpose of identifying the key learning issues that I would need to bring to

focus groups for further clarification. I had sought to remain open to all
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possible theoretical directions indicated by the reading of the Phase 2 data.
Having arrived at the identity of the most frequently used categories I was
now ready to focus. The use of the term ‘focused’ coding seemed to me to
capture the process slightly better than ‘selective’ coding, which instead
seemed to suggest the concept of selecting some and ignoring others.

By discussing the most frequently identified categories the focus
groups produced the Phase 3 data recordings. I now wanted to sift through
these recordings seeking to decide how to categorise the data by careful
analysis and reflection. In presenting the analysis in Chapters 6 and 7 I will
seek to illuminate this process by referring to various sequences in the data as
meaningful examples.

To assist the process of identifying the emerging theory I was building
up notes, or memos, as they are referred to in grounded theory, on the
properties of the categories. These were then sorted and reflected upon. Again
I will explain in Chapters 6 and 7 how and why I sorted them as I did, during
the reflective process. I took a little detour to use the concept of a vector to
represent the most frequently identified categories for each degree. Associated
with this purposeful detour I found some interesting comparisons of these
vectors and the associated clusters (Everitt et al. 2001:ch 1), of learning
categories, as described below.

As a further step to validate the theory I compared it to the raw data, when the
less dominant categories or those descriptions with less densely populated
learning issues, the outliers, were also considered from the perspective of
differences in contrast to the similarities of the densely populated categories.

Strauss and Corbin suggest that discovering these outlying cases (sometimes
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referred to as “negative cases”) and building explanations into the theory for
them increases its generalisability and explanatory power (Strauss & Corbin
1998:160).

The results arising from the application of these general principles of
using this ‘version’ of grounded theory are considered in detail in the next two
chapters, which are intended to support the argument for transparency,
appropriateness, authenticity, credibility, intuitiveness, receptivity, reciprocity,
and sensitivity as suggested above (Strauss & Corbin 1998:6) referring to
(Rew et al. 1993), which I mentioned in the chapter describing the use of a
grounded theory approach as a method, to be an important and necessary

argument when seeking to justify the version of grounded theory used.

5.4.9 Concluding Comment

Having described the process used in the first pass through the
transcribed text of the raw audio data by the co-raters to produce the list of
identified learning issues, and given a brief description of the subsequent
process to be adopted for the application of axial and focused coding, it is
appropriate to summarise the entire data set at this stage. This is in an effort to
provide the reader with the range of data available before describing the
analysis stage in detail. Due to the nature of a grounded theory approach using
constant comparison of the data, the output from the earlier stages of analysis
provides necessary input to further data collection. Thus it is not possible to
have a clean break between data collection and data analysis. Taking this
approach in documenting the process is intended to be helpful by giving as

broad an understanding of the entire process as possible.
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Tables, 5.3.2.1a, describing the collected ‘raw’ data from Phase 1 and
Phase 2, and, 5.3.2.1b, quantifying the transcripts that were created at Phase 2
from the ‘raw’ data recordings of individual and group interviews, were
supplemented with the key learning issues identified by the co-raters as set out
in Table 5.4.5. The final part of the data set consisted of the Phase 3
recordings. These are summarised in the next section 5.5 in order to provide a
definition of the entire Data Set in one location of this work.
In Table 5.5.4 I have endeavoured to give some indication of the chronological
order of collecting the Phase 3 data together with some measures on the
quantity of that data by showing the duration of the digital audio and video
recordings, and the numbers of staff involved in each degree and in the
groups.

All of these Tables describing the data set will be useful to refer to
during the discussion of the detail of the analysis process in the next two

chapters.

Degree o B v 0 €

12.05.05 26.04.05 24.05.04 10.05.04 19.05.05

Video Video Video Video Digital
recording recording recording recording | recording
4 staff 4 staff 4 staff 3 staff 7 staff
Focus Focus Focus Focus Focus
Group on Group on Group on Group on | Group on
Phase 2 Phase 2 Phase 2 Phase 2 Phase 2
outcomes outcomes outcomes outcome outcomes

55m30s 1h5m45s | 5Im25s 1h9mOs | 43m30s

Table 5.5.4 — Phase 3 Data, Summary of Focus Group recordings
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5.5 The Data Set

5.5.1 Phases 1 and 2 Collected Data. The range of this data is presented in

Table 5.3.2.1a. The data itself is on the first Data Library DVD.

5.5.2 Phase 2 Data accurately transcribed into text files. This data is
quantified as presented in Table 5.3.2.1b. A full set of the transcripts is

on the first Data Library DVD.

5.5.3 Co-Raters identity of Learning Issues from the Transcripts. These are
quantified as presented in Table 5.4.5. The full listing of learning
issues is in Appendix 6. The spreadsheets created and used during the
analysis that identified the issues for the focus groups are available on

the first Data Library DVD.

5.5.4 Phase 3 Data - Focus Group Video and Audio Recordings

The resulting recordings of the focus group discussions generated the
Phase 3 data, which is summarised and quantified in Table 5.5.4. The actual
video recorded data is available digitally on the Data Library on the second,
confidential, DVD. To support readers of the thesis I have also provided on
the first Data library DVD suitably anonymised WORD files that provide the
thrust of these recordings, but they are not precisely exact transcripts as was
provided for the Phase 2 data and have therefore less detail than the video

recordings.
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CHAPTER 6
DEVELOPING A STRUCTURED APPROACH
TO THE ANALYSIS OF THE DATA

(LEVELS 1, 2, 3)

181



6.1 Introduction to the Analysis Process

The analysis process consists of two parts, which will be described in
this and the following chapter. Firstly, I will describe in this chapter the
approach taken that led to the development of a structured approach for
analysis of the Phase 3 data. Secondly, in the following chapter I will set out
that analysis, but the two chapters should be taken together as the description
of a single process.

To try to assist an understanding of the depth of analysis of the data
that was undertaken Table 6.1 shows a roadmap of the process used to analyse
Phase 2 and Phase 3 data, setting out the six levels of analysis used, in an
attempt to provide greater clarity and transparency regarding the method using
a grounded theory approach. The following sections in this chapter therefore
attempt to argue the motives and influences on decision making that drove the
process using the principles of a grounded theory approach, seeking to answer
how and why the analysis was conducted as it was, resulting in the identity of
learning issues, capturing these as categories with properties which were
grouped into themes, and how these themes were inter-related, leading to the
definition of the theory to explain the phenomena arising in the data.

As mentioned above, Phase 1 data was used to focus identification of
the extent of the ‘problem’ challenging us, thus supporting an analysis of the
nature of that challenge, and assisting in the framing of the context of the
research. I have explained in section 5.3 how analysis of the data collected at
this initial phase influenced the more extensive approach that was then
adopted to the research for Phases 2 and 3, so in these next two chapters I will

focus on the analysis of the more substantive data collected at Phases 2 and 3.
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The Data Analysis Process

Phase of |Level of Process Data used, Outcomes
Data Analysis or created

2 1. Open Coding for Learning Issues Co-raters identity of Learning Issues | For each degree and all degrees
Code used was Numeric Identifier from Transcripts of Interview combined:
plus alphabetic phrase of learning Recordings. List of Learning Issues on a
issue description used by co-raters Created spreadsheets of codes spreadsheet, with a code for each

2 2. Axial Coding for Categories Initially, spreadsheets from level 1. For each degree and all degrees
Perceived common Learning Issues Repetitively thereafter the resulting | combined, with control counts:
were combined into a Category with spreadsheets with reduced categories List of Categories on a spreadsheet,
properties. but more detailed properties with associated properties, held on

For each degree the resulting Data sorted and grouped into new associated Word documents.

spreadsheets were used repetitively, as spreadsheets with reduced
successive input to the process until categories but more detailed Final ‘saturated’ list of categories to
perceived saturation of categories properties inform Focus Groups at Phase 3

2 3 Cluster and Vector Analysis Final List of categories from level 2 | Vectors, Cosines, Clusters for degrees

(1,2),3 4. Focused Coding for Themes Focus Groups digital recordings Memos and notes of learning properties,
Developing the Themes Vectors, Cosines, Clusters from 3 expanded as each degree was processed

(1,2),3 5. Explanations and Integration of the Memos and Notes with Recordings Word files of inter-related Themes

Themes Word Files of Themes and their Outcome was expanded after each

Constant comparative process Properties expanded each time ‘pass’ through the data

(1,2),3 6 Defining Theory Word Files of relationships checked | Conclusions and Recommendations

across all data for relevance

Table 6.1 A map of The Data Analysis Process
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The six levels in Table 6.1 reflect the increasing focus of the constant
comparative method associated with grounded theory methods. Level 1
consisted of a first pass through the learning issues identified by the co-raters
from their work on the Phase 2 transcripts of the recorded interviews. The
outcome was a list of 606 learning issues. At level 2 these learning issues were
subjected to the axial coding analysis resulting on the creation of categories
with common properties and a reduced number of items, some of which were
more populated than others. The categories identified from these levels of
analysis, as those most frequently referred to across each degree and across all
degrees, were then presented as the focus of discussion at the five focus
groups in order to generate the data to be used as input to level 3 analysis, i.e.
the digital recordings of the discussion groups.

The analysis conducted at levels 1 and 2 is discussed in the sections of
6.2.

Level 3 analysis consisted of careful reflection on the recordings of the
focus groups, creating memos and combining categories into themes with
associated properties. As part of the process to inter-relate these themes, which
would be based on some structured approach, I used SPSS to capture the key
categories for each degree and represent each in the form of a multi-
dimensional vector. This facilitated comparisons across the five degrees and
also with the mean of the key categories across all degrees. Section 6.3 will
use examples to try to illuminate this process before I discuss the actual
analysis in 7.1 and then draw conclusions about theory in 7.2. The outcomes
from the analysis produced themes that were more dominant than others but

some of the out-lying themes, outliers, or ‘negative cases’ as they are known

184



in grounded theory methods, were also noted. Table 7.2 represents the findings
showing dominant and subordinate categories. During level 4 I attempted to
develop and test out these themes to try to bring some explanation of what was
arising. That will be discussed in 7.3.

The two chapters are set out as a descriptive account to try to explain
how these six levels of analysis were performed on the data, so regular
reference to the roadmap of the process in Table 6.1 during the reading of the
descriptive sections may assist in coming to a clearer understanding of both
the descriptive and the ‘mapped’ presentations.

However, before discussing the analysis in some detail, a more general
observation regarding subjectivity is appropriate at this point. My involvement
during this analysis with committed colleagues, moves beyond the
individualistic nature of Schon’s notion of reflective practice to include
reflection grounded in discourse among colleagues similar to that claimed by
Garman in an article by Piantanida and Grubs

(Garman 1994:1-7), in discussing the nature of supervisory

practice in education, challenges the individualistic nature of

Schoén’s notion of reflection and argues for a practice grounded

in discourse (Piantanida & Grubs 2002:2).

I am particularly conscious of the need to challenge my own self-
understanding as I seek to understand colleagues. That involves recognising
what assumptions I have taken for granted, looking at preconceptions or even
misconceptions, but in the process endeavouring to understand better and to
explain to others what I have learned, with the objective of furthering how to
improve our learning environment.

The test of whether I have been successful can be judged from the

resulting theory. Babchuck suggested that the resulting theory should be an
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explanation of the categories, their properties and the relationships between
them. If done well the resulting theory should fit the data set. When drawing

conclusions from the analysis I will return to this.

6.2 Levels 1, 2 of the Data Analysis Process

6.2.1 Level 1 Open Codes, Identifying Learning Issues

The process of applying open coding, planned as explained in 5.4.4,
resulted in the identity of a total of 606 learning issue descriptions over the
five degrees. The table summarising the breakdown over each degree is in
Table 5.4.5, showing by number and by percentage, the breakdown of the
learning issues identified by each of the co-raters.

In order to describe as transparently as possible the process used to
apply open coding, I will use the data from Degree a as an example. Exactly
the same process was applied to the data from each degree.

In 5.4.4 T explained how I created a spreadsheet of the adopted open
codes, i.e. Degree / Staff / Page / Line / A1 / A2 / A3 / T / Question No. /
Learning Issue Description, from the rated transcript data returned by the co-
raters. Where a co-rater had identified a learning issue and given it a
description, I had recorded the learning issue description and coded a 1 for the
particular co-rater, A1, A2 or A3. T was the total of these identities by A1, A2,
and A3. This set of spreadsheet data, named ‘List of Learning Issues’, was
sorted into descending T and then in ascending order of the learning issue
description and resulted in the list shown in Table 6.2.1a pages 1 to 3. (Note

that the degree, staff, page, line and question number have not been shown in
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the table to facilitate clarity of layout. These parts of the code were used
during each step of the analysis for quick reference back to the transcripts of
the recorded data to ensure that each learning issue description was considered
in its context, when making the decision whether or not to group learning issue
descriptions that were perceived to have common properties, as described
below). This listing of learning issue descriptions was the outcome from the
first step of level 1 analysis, resulting in the identity of a total of 146 learning
issue descriptions for Degree a. The actual spreadsheet data is available on the

DVD Data Library.
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Al A2 A3 T Learning Issue Description

1 1 1 3 | Affordances of ICT

1 1 1 3 | Anxiety about technology

1 1 1 3 | Assessment driving learning
1 1 1 3 | Assessment feedback

1 1 1 3 | Assignment feedback

1 1 1 3 | Collaboration

1 1 1 3 | Collaboration

1 1 1 3 | Feedback to students

1 1 1 3 | Fun

1 1 1 3 | Group Dynamics

1 1 1 3 | Group Dynamics, peer pressure
1 1 1 3 | Group Individual issues

1 1 1 3 | Group Interactive learning

1 1 1 3 | Group/Individual issues

1 1 1 3 | Group/Individual issues

1 1 1 3 | Group/Individual issues

1 1 1 3 | Hands on learning

1 1 1 3 | Interactive groups

1 1 1 3 | Interactive groups

1 1 1 3 | Kolb

1 1 1 3 | Kolb

1 1 1 3 | Lack of qualifications

1 1 1 3 | Leadership issues

1 1 1 3 | Learning on technology

1 1 1 3 | Non judgmental support asking questions
1 1 1 3 | Perceptions about collaborating with colleagues
1 1 1 3 | Preparation

1 1 1 3 | Prior learning

1 1 1 3 | Reasons for poor uptake in technology
1 1 1 3 | Reflection

1 1 1 3 | Reflection on teaching

1 1 1 3 | Relevant

1 1 1 3 | Role of staff development

1 1 1 3 | Small Group Assignments

1 1 1 3 | Socio cultural issues

1 1 1 3 | Socio cultural issues

1 1 1 3 | Staff learning from students
1 1 1 3 | Staff Motivation

1 1 1 3 | Staff student response

1 1 1 3 | Student Learning

1 1 1 3 | Technical support

1 1 1 3 | Theory to practice

1 1 1 3| Time

1 1 1 3| Time

1 1 1 3| Time

1 1 1 3 | Variety of Teaching methods
1 1 2 | Benefit of technology

1 1 2 | Kolb

1 1 2 | Learner types

1 1 2 | Peerissues

Table 6.2.1a page 1 - List of Learning Issue Descriptions from Degree o
Showing which co-raters Al, A2, A3 selected the issues, and the total (T) out
of the three.
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Al A2 A3 T Learning Issue Description

Prior learning

Reflection

Reflection to develop participation

Reflective response

Role play into reflection

Staff Collaboration integrated assessment

Student expectation

Teaching styles

Theory to practice

R [P UG Q) Q) UG N (U [ Y

Time

Technology supports group work

Understanding not clear

Assessment

Case study building on prior knowledge

Communication rapport

Creativity

Fun

Group work

Learning from each other

Linkage workplace to theory

Moderating self paced learning

Motivation

Personal Satisfaction

Preparation

Preparation

Relaxed Atmosphere

Self Directed study

Staff development by ongoing doing

Staff new knowledge

Staff Student learning together

Student interaction

R [N Q) Q) QY Y NI (U [P U Q) QY G U U (U (UG Q) Q) G U (U (Y UG Q) Q) | ) (U (NI UG Q) 'Y

Student Prior Reading

Facilitator

Learning opportunities

Make linkages theory to practice

Technology needs

R [P UG QY QY G NN (U (U [PUITG) Q) PG T VU (U (U [BUIG) UIQ) Q) UG U [P (U [\ Y] Y Y

—_ ===

Theory to practice

Assessment Strategies

Balance of Power

Benefit of Technology

Benefits from colleagues learning

Control by technology

Creative & Artistic skills

Early adopter

Fear

Fear demotivates

Feedback develop through moderating

Fun

Fun

=== = =D N NN NN NN NN NN N NN[NIN N ININNINININNNIN(NININNIN(NININ (NN

R [P UG Q) Q) G Y (U (U (Y] Y Y Y

Impact of a leader

Table 6.2.1a page 2 - List of Learning Issue Descriptions from Degree o
Showing which co-raters Al, A2, A3 selected the issues, and the total (T) out
of the three.
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Al A2 A3 T Learning Issue Description

Knowledge of students

Leader

LTC supports reflection

Organisation Culture

Peer issues

Peer pressure

Peer pressure

Peer review

Peer review

Prior knowledge

Prior Preparation

Pursuit of excellence

Relevant

Research Informed

Staff preparation

Student feedback

Student involvement

Student types

Theory and practice

Time

Time and team effort

Variety of teaching strategies

R [P Q) QY QY Y N (U (UG Q) Q) G U (PO (Y (UG Q) Q) G ) (U (Y Y

Work related

Affordances of ICT

Benefits of Technology

Collaborating using technology

Impact of leaders

Perceived benefits of technology

G [ Y Y Y Y

Wariness of IT

Attitude to technology

Engage in hands on

Interactive groups

Learn individually

Learning did happen

Positive Staff attitudes

Relevant

Role of Academic

Teaching on your own

Try something out

Variety of learning

Variety of teaching strategies

Variety using technology

Very individual approach

Visual handouts

What students want

UG [N Q) Q) QY 'Y U (U (UG Q) Q) G N DU (Y [JUNTY Q) Q) QY PN (U (U [JUITG) UTG) QY G P (U (U Q) Q) QY UG U (U [P Q) T Q) QY UG [P (U (Y Q) Q) Y

R [P UG Q) QY G N (U (U UG Q) G T [P ) (Y () Y

Work as individuals

Number of Learning Issue Descriptions 146

Table 6.2.1a page 3— List of Learning Issue Descriptions from Degree a
Showing which co-raters Al, A2, A3 selected the issues, and the total (T) out
of the three.
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Learning Issue Description

Count

Affordances of ICT

Affordances of ICT

Anxiety about technology

Assessment

Assessment driving learning

Assessment feedback

Assessment Strategies

Assignment feedback

Attitude to technology

Balance of Power

Benefit of technology

W= | === = ===

Benefit of Technology

Benefits from colleagues learning

—_

Benefits of Technology

Case study building on prior knowledge

—_

Collaborating using technology

Collaboration

N —

Collaboration

Communication rapport

Control by technology

Creative & Artistic skills

Creativity

Early adopter

Engage in hands on

Facilitator

Fear

N === =] ===

Fear demotivates

Feedback develop through moderating

—_

Feedback to students

Fun

D=

Fun

Fun

Fun

Group Dynamics

Group Dynamics, peer pressure

Group Individual issues

Group Interactive learning

ENFN

Group work

Group/Individual issues

Group/Individual issues

Group/Individual issues

Hands on learning

Impact of leaders

N —

Impact of a leader

Interactive groups

Interactive groups

Interactive groups

Knowledge of students

Kolb

wW|—

Kolb

Table 6.2.1b page 1 — Sorted (Alphabetic) List of Learning Issues grouped,

and counted to identify the number of unique learning issues

191




Learning Issue Description

Count

Kolb

Lack of qualifications

Leader

N —

Leadership issues

Learn individually

Learner types

Learning did happen

Learning from each other

Learning on technology

Learning opportunities

Linkage workplace to theory

LTC supports reflection

Make linkages theory to practice

Moderating self paced learning

Motivation

Non judgmental support asking questions

Organisation Culture

Peer issues

[\C) =Y Y T Y Y Y I JI PIY PIEY I Y Py

Peer issues

Peer pressure

N

Peer pressure

Peer review

N

Peer review

Perceived benefits of technology

Perceptions about collaborating with colleagues

Personal Satisfaction

Positive Staff attitudes

Preparation

W= | ===

Preparation

Preparation

Prior knowledge

Prior learning

Prior learning

Prior Preparation

Pursuit of excellence

Reasons for poor uptake in technology

Reflection

gll=|=|=

Reflection

Reflection on teaching

Reflection to develop participation

Reflective response

Relaxed Atmosphere

Relevant

wW|—

Relevant

Relevant

Research Informed

Role of Academic

Role of staff development

Role play into reflection

—_ ===

Self Directed study

1

Table 6.2.1b page 2 — Sorted (Alphabetic) List of Learning Issues grouped,

and counted to identify the number of unique learning issues
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Learning Issue Description

Count

Small Group Assignments

Socio cultural issues

N|—

Socio cultural issues

Staff Collaboration integrated assessment

Staff development by ongoing doing

Staff learning from students

Staff Motivation

Staff new knowledge

Staff preparation

Staff Student learning together

Staff student response

Student expectation

Student feedback

Student interaction

Student involvement

Student Learning

Student Prior Reading

Student types

Teaching on your own

Teaching styles

Technical support

Technology needs

Technology supports group work

Theory and practice

Nla|la|la|lalalalalalalalalalalalalalala|a—a

Theory to practice

Theory to practice

Theory to practice

Time

Time

Time

Time

Time

Time and team effort

Try something out

Understanding not clear

Variety of learning

Variety of Teaching methods

W= |—=|—

Variety of teaching strategies

Variety of teaching strategies

Variety using technology

Very individual approach

Visual handouts

Wariness of IT

What students want

Work as individuals

Work related

[ [P Y G ) ') 'Y

Number of Learning Issue Descriptions 146

Count of Learning Issue Descriptions

146

Number of unique Learning Issue Descriptions

104

Table 6.2.1b page 3 — Sorted (Alphabetic) List of Learning Issues grouped,

and counted to identify the number of unique learning issues
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The second step was to copy the list to a second worksheet, named
‘No. of Learning Issues’ of the spreadsheet. That enabled me to sort the
learning issue descriptions into ascending order, bringing duplicate
descriptions together. Working through each line of data, for each learning
issue description, I reflected on the original context, using the open code to
access the original data quickly, and where I perceived the learning issue
description to be describing the same learning issue, I combined them and
created a column on the spreadsheet to record the count. Careful controls on
the counts were maintained to ensure all were accounted for. Table 6.2.1b
pages 1 to 3 show the counts for each learning issue description, with the
perceived duplicate lines of descriptions subsumed in the count on the first
occurrence.

The third step was to eliminate these rows of duplicate descriptions,
resulting in the identification of a list of 104 unique learning description issues
for Degree a from this application of Open Coding at level 1 of the analysis
process. This list was to inform the first step of level 2 analysis described
below.

When I had completed the same process for each of the five degrees,
resulting in the total number of learning issue descriptions and the number of
occurrences of each unique learning issue in each case, I grouped this reduced
set of learning issue descriptions by copying the data from the spreadsheet for
each degree and pasting it on to a cumulative spreadsheet showing all learning
issue descriptions. Sorting this cumulative set of learning issue descriptions
again into learning issue order, and comparing the contexts, resulted in a

further reduction in the number of unique learning issues over all degrees from
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a sum of 402, when counting the individual degree unique issues, to 146

unique issues on the combined list for all degrees as shown in Table 5.4.5.

6.2.2 Reflection on the process of Open Coding

While the process I have used for open coding of the Phase 2 data did
not strictly follow the initial theoretical sampling as outlined by Glaser,
Strauss and Corbin, I argue that, accepting the constraints of the scope of this
research and how that has impacted on the data collected to inform the
investigation of the research question, I have endeavoured to apply a
principled and rigorous approach to the analysis of the data. By involving the
co-raters early in the analysis I have sought to provide the equivalent of the
theoretical sampling process. The unexpected level of agreement by the co-
raters in identifying learning issues and assigning them with descriptions,
supported by the attempts to establish reliability of the data encouraged me
that I could proceed with a level of confidence. The selection of the various
elements of the open code proved very valuable by providing a mechanism for
quick and easy access back to the transcribed text of the original recordings.
This was absolutely essential to be able to reflect on the learning context
associated with each identified learning issue. Although I have taken Degree o
as an example to describe the process used, exactly the same process was
consistently applied to the data for each of the degrees and the files used in the
process are available on the Data Library DVD. One potential weakness
associated with the process could be in those cases where the allocation of a
shorter learning issue description, than the one actually used by the co-raters,

was applied in the interest of compactness. I would argue that this did not
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become a significant weakness, because in the next steps of applying axial
coding, these learning issue descriptions were grouped into categories that
were given meaningful descriptions based on the properties associated with
them. Therefore any of the longer learning issue descriptions used by the co-
raters that I had shortened was eventually subsumed during the ongoing
analysis process into a meaningful description for the category anyway.
Charmaz supports this approach when she argues that codes are provisional in
the sense that they may be re-worded to improve fit and part of the fit is the
degree to which they capture and condense meanings and action (Charmaz
2006:48).The important discipline was ensuring that the description that was
used accurately reflected the learning issue within its context.

Another potential weakness relates to how much more time might be
allocated to reflecting on the data and selecting appropriate codes. Qualitative
codes take segments of data and give them named descriptions that have
meaning and reflect in a concise way the understanding of the rater. The
question can always be asked subsequently, if further reflection might not
produce yet more interpretive codes. It appears that some significant work has
been achieved in other research by taking a more longitudinal study approach,
and that may be possible as a follow-up to this piece of work.

I was also conscious of this foundational step in the analysis process being a
very important beginning as it began to shape the analytical frame that I was

starting to build.

6.2.3 Level 2 — The Axial Coding Process
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Having identified the set of unique learning issue descriptions for each
degree, and for the cumulative degrees, the process of axial coding was
applied to each set in order to continue to group the learning issue descriptions
together into learning categories with associated properties. This was a
focused and selective phase when I took the data identified by the co-raters
through a more intensive analysis to identify the most salient categories
associated with this data.

The technological process steps for this level 2 analysis were very
similar to that used for level 1 Open Coding, using the support of the
affordances of the technology to cut, paste, sort, group and re-sort to create
new spreadsheets of data. The process is explained below, continuing to use
the data set for Degree o to demonstrate the various steps. However the
analytical process required additional considerations. In this process of axial
coding it was important to consider each learning issue description in its
original context, reflecting on why, when, where, how and with what
consequences, to determine whether it could be grouped into a category with
properties, along with other learning issue descriptions with the same
properties. A rather simple example might be where a co-rater used
‘Group/Individual Issues’ as a description for learning being undertaken in a
group context where individual assessment was also required. Another co-rater
might have used ‘Individual/Group Issues’. With the context confirming that
these two descriptions were being used to describe the same learning issues,
they could be grouped into a category that could use either one of the
descriptions as a common name for the category. In a more complicated

example the description ‘Feedback develop through moderating’, when
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considered in its context, was very close to ‘Feedback to students’ in its
context, so they were combined in one grouped category called ‘Feedback to
students’.

To carry out the process I continued to use the worksheet called ‘No. Of
Learning Issues’ on the spreadsheet used to analyse Degree a. To another area
of this worksheet I copied the list of unique learning issue descriptions with
their counts from the Level 1 analysis. Each learning issue description was
considered carefully to determine if it could be transferred into a category, and
if so, I recorded in the adjacent column the category to which it would be
attached. For example, ‘Feedback develop through moderating’ was recorded
as ‘to Feedback to students’, see Table 6.2.3a pages 1 to 3. To maintain
control counts, I created a second count column in which the receiving
category accumulated the increasing count for the category, leaving the source
learning issue with a blank count. In this way I was able to check that all
learning issues transferred from their original location were duly counted into

their new category.
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Learning Issue Description

Transferred to Category with Counts

Affordances of ICT

to Benefit of Technology

2
Anxiety about technology to Fear 1
Assessment Assessment 1] 5
Assessment driving learning to Assessment 1
Assessment feedback to Assessment 1
Assessment Strategies to Assessment 1
Assignment feedback to Assessment 1
Attitude to technology Attitude to technology 1] 1
Balance of Power Balance of Power 1] 1
Benefit of technology Benefit of technology 3| 8
Benefits from colleagues learning to Collaboration 1
Case study building on prior knowledge to Prior Learning 1
Collaborating using technology to Collaboration 1
Collaboration Collaboration 2| 6
Communication rapport Communication rapport 1] 1
Control by technology to Benefit of Technology 1
Creative & Atrtistic skills to Creativity 1
Creativity Creativity 1] 2
Early adopter Early adopter 1] 4
Engage in hands on to Group Interactive learning 1
Facilitator Facilitator 1] 1
Fear Fear 2| 4
Feedback develop through moderating to Feedback to students 1
Feedback to students Feedback to students 1] 3
Fun Fun 41 5
Group Dynamics Group Dynamics 2| 7
Group Individual issues to Group Dynamics 4
Group Interactive learning Group Interactive learning 1]14
Group work to Group Interactive learning 1
Hands on learning to Group Interactive learning 1
Impact of leaders Impact of leaders 2| 2
Interactive groups to Group Interactive learning 3
Knowledge of students to Learner types 1
Kolb Kolb 3| 3
Lack of qualifications Lack of qualifications 1] 1
Leader to Early Adopter 2
Learn individually to Group Individual issues 1
Learner types Learner types 1] 4
Learning did happen to Group Interactive learning 1
Learning from each other to Group Interactive learning 1
Learning on technology Learning on technology 1] 1
Learning opportunities Learning opportunities 1] 1
Linkage workplace to theory to Theory and Practice 1
LTC supports reflection LTC supports reflection 1] 1
Make linkages theory to practice to Theory and Practice 1
Moderating self paced learning Moderating self paced learning 1] 2
Motivation Motivation 1] 3
Non judgmental support asking questions | Non judgmental support asking questions | 1 | 1
Organisation Culture Organisation Culture 1] 1
Peer issues Peer issues 2| 4

Table 6.2.3a page 1- List of Learning Issues, with Counts, showing how
issues were grouped into Categories during the Axial Coding process
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Learning Issue Description

Transferred to Category with Counts

Try something out

to Early Adopter

Understanding not clear

Understanding not clear

Variety of learning

to Learner types

Variety of Teaching methods

to Teaching styles

Variety using technology

Variety using technology

Very individual approach

Very individual approach

Peer pressure to Peer issues 2
Peer review Peer review 2| 2
Perceived benefits of technology to Benefit of Technology 1
Perceptions about collaborating with
colleagues to Collaboration 1
Personal Satisfaction Personal Satisfaction 1 1
Positive Staff attitudes to Motivation 1
Preparation Preparation 3| 4
Prior learning Prior learning 3| 6
Prior Preparation to Prior Learning 1
Pursuit of excellence Pursuit of excellence 1 1
Reasons for poor uptake in technology Reasons for poor uptake in technology 1 1
Reflection Reflection 5] 6
Relaxed Atmosphere to Fun 1
Relevant Relevant 3] 8
Research Informed Research Informed 1 1
Role of Academic Role of Academic 1 1
Role of staff development Role of staff development 1 1
Role play into reflection to Reflection 1
Self Directed study Self Directed study 1 1
Small Group Assignments to Group Interactive learning 1
Socio cultural issues Socio cultural issues 2| 2
Staff Collaboration integrated assessment | to Collaboration 1
Staff development by ongoing doing Staff development by ongoing doing 1] 2
Staff learning from students to Group Interactive learning 1
Staff Motivation to Motivation 1
Staff new knowledge Staff new knowledge 1 1
Staff preparation to Preparation 1
Staff Student learning together to Group Interactive learning 1
Staff student response Staff student response 1 1
Student expectation Student expectation 1 1
Student feedback to Feedback to students 1
Student interaction to Group Interactive learning 1
Student involvement to Group Interactive learning 1
Student Learning Student Learning 1 1
Student Prior Reading to Prior Learning 1
Student types to Learner types 1
Teaching on your own Teaching on your own 1 1
Teaching styles Teaching styles 1] 2
Technical support Technical support 1 1
Technology needs Technology needs 1] 1
Technology supports group work to Benefit of Technology 1
Theory and practice Theory and practice 41 6
Time Time 6| 6

1

1

1

3

1

1

1

Visual handouts

Visual handouts

Table 6.2.3a page 2 — List of Learning Issues, with Counts, showing how
issues were grouped into Categories during the Axial Coding process
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Learning Issue Description

Transferred to Category with Counts

Wariness of IT to Fear 1
What students want What students want 1 1
Work as individuals Work as individuals 1 1
Work related Work related 1 1
Perceived unique issue descriptions 104 104 | 146

Perceived Categories

57

Table 6.2.3a page 3 — List of Learning Issues, with Counts, showing how

issues were grouped into Categories during the Axial Coding process.
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The second step at level 2 of the analysis process was to copy the new,
reduced list of categories with their counts to another section of the
spreadsheet and repeat the constant comparative method of analysis of
categories with their properties, combining the categories where similar
properties pertained and refining the definition of the properties, see Table
6.2.3b pages 1 and 2. Because the issue of subjectivity does become more
critical in the use of Axial Coding, this level of analysis was done with
extreme care and the agreement of the other two co-raters was obtained
through a meeting with them to discuss the steps and decisions made during
the data mining process. By such repeated careful analysis each degree group
of interview data was refined to a point where it was not perceived to be
possible to benefit from any further reduction. In the case of Degree a, after
three passes of the data, it was not possible to combine any more categories
and the final list of categories was sorted into descending order of the number
of categories, see Table 6.2.3c. In the case of data for Degree €, one additional
pass through the data was necessary to arrive at a ‘saturation’ point. This
process was conducted independently on each degree group, and when
completed, following further reflection on the names given to the categories,
with their related properties, it was possible to standardise on the names used
across all the degrees, as the properties were the same. The co-raters agreed

with this final definition of the categories identified.

On completion of this level of the analysis I had the most highly
populated categories identified for each degree group, and these were then

taken back to the groups of staff for further clarity on the properties as the key
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issues for discussion in the focus groups to generate data at level 3 for digital
recording.

Tables 6.2.3d pages 1 to 4, using the 9 most frequently identified
learning issue categories from Degree a, give an indication of the make-up of
these most densely populated categories for that degree. Reflection on the
Tables shows how learning issues were combined, based on similarities, and
the brief description of the characteristics of the categories was developed in
each case from the context of the individual learning issues. These
characteristics are expanded upon in the section below on Focused Coding.

In addition to identifying the most highly populated categories for each
degree I also accumulated the categories for all degrees and with a further pass
through the data was able to combine the similar categories to identify those
with the most highly populated in the data as a whole.

A complete list of all the categories, identified by the analysis at level
2, for the combined degrees, in descending order of the number of

occurrences, is in Appendix 7.
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Learning Issue Description

Transferred to Category with Counts

Assessment

to Feedback to students

Attitude to technology

Balance of Power

Benefit of technology

Collaboration

N[O = |~

Communication rapport

to Collaboration

Creativity

Early adopter

Facilitator

Fear

Feedback to students

Fun

Group Dynamics

Group Interactive learning

—_ =

Impact of leaders

Kolb

Lack of qualifications

Learner types

Learning on technology

Learning opportunities

== A=W |O(OO|~ AN

LTC supports reflection

to Reflection

Moderating self paced learning

to Facilitator

Motivation

Non judgmental support asking questions

to Facilitator

Organisation Culture

Peer issues

Peer review

Personal Satisfaction

Preparation

Prior learning

Pursuit of excellence

—|o|n|=p(a|=

Reasons for poor uptake in technology

to Attitudes to Technology

Reflection

Relevant

Research Informed

Role of Academic

Role of staff development

—_ == W

Self Directed study

to Group Interactive learning

Socio cultural issues

to Group Dynamics

Staff development by ongoing doing

Staff new knowledge

Staff student response

Student expectation

Student Learning

to Group Interactive learning

—_ = =N

Teaching on your own

Teaching styles

Technical support

to Attitudes to Technology

Technology needs

to Attitudes to Technology

Theory and practice

Time

foY [o;] Y ST VY RGP JRIFG PRI JREY 1 VY PRI (R Y Y FOUT o ) FRS PR 7, ) [FNY RGO NG Y RS P U PR (Y G ) PR FALYT O IENYENUT 1S 1R NS IS QY PR . Y 1) (R G TG

Table 6.2.3b page 1 —Categories, sorted alphabetically, with counts, to

continue the axial coding process
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Learning Issue Description

Transferred to Category with Counts

Understanding not clear

Variety using technology

Very individual approach

Visual handouts

What students want

—_ ===

Work as individuals

to Group Dynamics

Work related

to Theory and Practice

Grouped issues in categories 57

fop ) = Y N Y Y DUy Y Y

—
N

146

Perceived Unique categories

44

Table 6.2.3b page 2 — Categories, sorted alphabetically, with counts, to

continue the axial coding process

205




List of Reduced No of Categories

3rd Grouping

Group Interactive learning

—_
(o))

Group Dynamics

—_
o

Benefit of technology

Feedback to students

Collaboration

Reflection

Theory and practice

Prior learning

Time

Fun

Attitude to technology

Early adopter

Facilitator

Fear

Learner types

Peer issues

Preparation

Kolb

Motivation

Relevant

Creativity

Impact of leaders

Peer review

Staff development by ongoing doing

Teaching styles

Balance of Power

Lack of qualifications

Learning on technology

Learning opportunities

Organisation Culture

Personal Satisfaction

Pursuit of excellence

Research Informed

Role of Academic

Role of staff development

Staff new knowledge

Staff student response

Student expectation

Teaching on your own

Understanding not clear

Variety using technology

Very individual approach

Visual handouts

What students want

No of categories

44

No of learning issues

—
S

=== (2|2 = 2= === =22 =222 =2 NN I NN WV W AR AR AR OO|O(N|N |00

Table 6.2.3c —Categories, with counts, sorted in descending count
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1 Group Interactive Learning

Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3
1,B,1,32 1 Group Interactive Learning 1 1 1 1 3
1,M,2,18 2 Engage in Hands on 1 1 1
1,H,8,18 3 Group Work 1 1 1 2
1,E,7,20 4 Hands on learning 1 1 1 1 3
1,B,2,11 5 Interactive Groups 3 1 1 1 3
1,E,6,11 6 1 1 1 3
1,B,1,18 7 1 1
1,H,10,40 8 Learning did happen 1 1 1
1,H,11,34 9 Learning from each other 1 1 1 2
1,B,7,22 10 Small Group Assignments 1 1 1 1 3
1,G,1,26 11 Staff learning from students 1 1 1 1 3
1,E,1,40 12 Staff student learning together 1 1 1 2
1,G,1,19 13 Student interaction 1 1 1 2
1,M,3,28 14 Student involvement 1 1 1
1,G,2,46 15 Self Directed Study 1 1 1 2
1,E, 1,48 16 Student Learning 1 1 1
Learning Issue Descriptions 16 13 6 14 33

6(37.5%) - 3/3 Co-raters, 5(31.25%) - 2/3 Co-raters, 5 (31.25%) - 1 Co-rater

Characteristics of the Category
Students interacting and involved, through group work, learning through self-directed study,
engaged in ‘hands on’ activity, learning from each other, and staff learning from them.

2 Group Dynamics

Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3
1,G,1,47 1 Group Dynamics 1 1 1 1 3
1,E, 4,16 2 Group dynamics, peer pressure 1 1 1 1 3
1,M,7,30 3 Group Individual Issues 1 1 1 1 3
1,B,6,21 4 1 1 1 1 3
1,B,6,40 5 1 1 1 1 3
1,H,12,15 6 1 1 1 1 3
1,H,11,43 7 Learn individually 1 1 1
1,G,6,45 8 Socio cultural issues 1 1 1 1 3
1,M,7,44 9 1 1 1 1 3
1,G,3,26 10 Work as individuals 1 1 1
Learning Issue Descriptions 10 8 8 10 26

8(80%) - 3/3 Co-raters, 0(0%) - 2/3 Co-raters, 2(20%) - 1 Co-rater

Characteristics of the Category

What impacts students learning individually in a group dynamic, where there are socio
cultural issues, peer pressure, and group/individual issues.
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3. Feedback to students

Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3
1,E,8,37 1 Feedback to students 1 1 1 1 3
1,G,2,10 2 Feedback develop through moderating 1 1 1
1,E,7,39 3 Student Feedback 1 1 1
1,E,1,28 4 Assessment 1 1 1 2
1,G,7,10 5 Assessment driving learning 1 1 1 1 3
1,E,3,1 6 Assessment feedback 1 1 1 1 3
1,E,8,1 7 Assessment strategies 1 1 1
1,G4,2 8 Assignment feedback 1 1 1 1 3
Learning Issue Descriptions 8 8 4 5 17

4(50%) - 3/3 Co-raters, 1(12.5%) - 2/3 co-raters, 3(37.5%) - 1 Co-rater

Assessment strategies that provide feedback to students through assignment feedback, and
online moderating are used to drive learning.

4. Benefits of Technology (Category to be re-named Perceived Benefits of Technology)

Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3
1.M,4,1 1 Benefit of Technology 1 1 2 2
1,E,3,32 2 1 1 1
1,E.4,3 3 1 1 1
1,B,4,12 4 Affordances of Technology 1 1 1 1 3
1,B,3,1 5 1 1 1
1,H,5,6 6 Control by technology 1 1 1
1,M,3,1 7 Perceived benefits of Technology 1 1 1
1,E,3,42 8 Technology supports group work 1 1 1 2
Learning Issues Descriptions 8 4 5 3 12

1(12.5%) - 3/3 Co-raters, 2(25%) - 2/3 Co-raters, 5(62.5%) - 1 Co-rater

Characteristics of the Category

The perceived benefit of technology ranges from standard use of email for communication in a
network, aiding participation in group work, and supporting group learning, to using video of
real world events to show in class and supporting students whose first language is not English
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5 Collaboration

Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3

1,B,4,17 1 Collaboration 1 1 1 1 3
1,M,5,6 2 1 1 1 1 3
1,M,4,28 3 Benefits from colleagues learning 1 1 1
1,B.4,45 4 Collaborating using technology 1 1 1
1,H,6,34 5 Perceptions about collaborating

with colleagues 1 1 1 1 3
1,G,3,30 6 Staff collaboration integrated

Assessment 1 1 1 2
1,M,1,31 7 Collaboration rapport 1 1 1 2

Learning Issue Descriptions 7 6 5 4 15

3(43%) - 3/3 Co-raters, 2(28.5%) - 2/3 co-raters, 2(28.5%) - 1 Co-rater

Characteristics of the Category

Collaboration, using the assistance of technology, and dependent on the rapport between
colleagues, has benefits of learning from colleagues through developing integrated
assessments.

6 Reflection.

Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3
1,B,5,43 1 Reflection 1 1 1 1 3
1,M,7,39 2 1 1 1 2
1,G,6,8 3 Reflection on teaching 1 1 1 1 3
1,G,2,42 4 Reflection to develop participation 1 1 1 2
1,G,4,47 5 Reflective response 1 1 1 2
1,H,10,5 6 Role-play into reflection 1 1 1 2
1,M,8,2 7 LTC supports reflection 1 1 1
Learning Issue Descriptions 7 7 6 2 15

2(28.5%) - 3/3 Co-raters, 4(57%) - 2/3 co-raters, 1(14.5%) - 1 Co-rater

Characteristics of the Category

The LTC supports members of staff to develop a reflective response on teaching, in order to
understand how to develop participation by students, e.g. in how role-play can in turn
encourage students to reflect

7 Theory and practice

Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3

1,M,1,21 1 Theory and Practice 1 1 1
1,B,6,1 2 Theory to Practice 1 1 1 1 3
1,H2,4 3 1 1 1 2
1,G,7,42 4 1 1 1 2
1,M,2.40 5 Linkage workplace to theory 1 1 1 2
1,M,1,41 6 Make Linkages theory to

Practice 1 1 1 2
1,B,1,22 7 Work related 1 1 1
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Learning Issue Descriptions 7 5 4 4 13
2(28.5%) - 3/3 Co-raters, 4(57%) - 2/3 co-raters, 1(14.5%) - 1 Co-rater

Characteristics of the Category

To encourage student learning it helps to link learning in the workplace to theory taught,
making the classes more relevant and interesting to students, particularly those studying part-
time.

8 Prior Learning
Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3
1,G4,2 1 Prior learning 1 1 1 1 3
1,B,1,15 2 1 1 1
1,M,7,4 3 Prior knowledge 1 1 1
1,M,7,15 4 Case study building on prior
Knowledge 1 1 1 2

1,H,11,17 Prior preparation 1 1 1 2
1,E,3,20 6 Student prior reading 1 1 1 2

Learning Issue Descriptions 6 6 3 3 12

1(17%) - 3/3 Co-raters, 4(66%) - 2/3 co-raters, 1(17%) - 1 Co-rater

Characteristics of the Category

Building on students’ prior knowledge by asking them to add to their knowledge through prior
reading before coming to a case study, increases learning opportunities and potential in class

9 Time
Open Code / Learning Issue Description Frequency / by Co-rater Total
No. Al A2 A3
1,B,4,35 1 Time 1 1 1 1 3
1,B,4,50 2 1 1 1 1 3
1,H,5,39 3 1 1 1 1 3
1,G,3,7 4 1 1 1 2
1,M,4,17 5 1 1 1
1,M,3,14 6 Time and team effort 1 1 1
Learning Issue Descriptions 6 6 4 3 13

3(50%) - 3/3 Co-raters, 1(17.2%) - 2/3 co-raters, 2(33.5%) - 1 Co-rater

Characteristics of the Category

Time - Finding time is an issue when trying to exploit online learning, authoring, translating
material to a different delivery mode, trying to catch up if you don’t have a technological
background at the expense of creating materials
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List of Perceived unique categories

3" Pass through data for Grouping

Group Interactive learning

16

Group Dynamics
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Perceived potential of Technology

Feedback to students
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Theory to practice
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Table 6.2.4a Degree a - List of highest occurring categories

List of Perceived unique categories
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Table 6.2.4b Degree B - List of highest occurring categories

List of Perceived unique categories
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Table 6.2.4c Degree vy - List of highest occurring categories

List of Perceived unique categories
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Table 6.2.4d Degree 6 - List of highest occurring categories
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List of Perceived unique categories | 4th Pass through data for Grouping

Perceived potential of technology 22
Group Interactive Learning 16
Theory to practice 13
Learning Styles 12
Group/Individual issues 11
Collaboration benefits 8
Prior learning 8
Time 8
Feedback to Students 6

Table 6.2.4e Degree ¢ - List of highest occurring categories

List of Perceived unique categories | 3 further Passes through data for Grouping
Group Interactive Learning 69
Perceived potential of Technology 59
Theory to practice 37
Group/Individual issues 36
Collaboration Benefits 35
Learning Styles 29
Time 29
Prior Learning 28
Feedback to Students 22
Reflection 20
eModerating 19

Table 6.2.4f All Degrees List of highest occurring categories

6.2.4 Emergent Conceptual Categories
Tables 6.2.4a through 6.2.4f show the most highly populated categories for
each degree and for the combined degrees. The descriptions used for the
categories were reviewed and in these Tables have been adjusted to use a
common name where the properties associated with, and developed for, the
category during analysis of each individual degree indicated that the category
was in fact the same. For example, ‘Benefits of Technology’ and ‘Perceived
potential of technology’ were two descriptions that referred to the same
properties.

The properties associated with these categories were not disclosed to

the focus groups, but each degree group of staff members was presented with
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the list of the highest occurring categories in their own degree and with the
highest occurring categories across all degrees, in order to focus the discussion
on their understanding of what they perceived these descriptions to

encompass.

6.2.5 Reflection on the process of Axial Coding

Before discussing the preparation for the focus groups, it is worthwhile
pausing to give some reflection on the process of axial coding and on how the
outcomes from that process might be used to give each degree some
definition.

When choosing names for the categories, I was guided initially by the
choice of names given to the individual learning issues that began to make up
the category. Eventually, based on reflection on the questions when, where,
why, how and with what consequences, there were learning issues that used
descriptions which appeared to be quite different from the name used to
describe the category into which the reflection suggested they should be
grouped. The important issue was not so much the choice of the descriptive
name used for the category, but the consistency of the property characteristics
associated with the category. I have endeavoured to illustrate the content of a
major category and also the provenance both in terms of semantic
subordination and methodological process. Obviously there are issues of
subjectivity associated with such decision-making, but I sought to minimise
these by seeking the agreement of the co-raters with the outcomes of the
process. While I was content to accept that I had been as rigorous and as

consistent across all degrees as possible in the application of the process of
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Axial Coding it was important to take the outcomes from this process back to
the originators of the Phase 2 data to seek further clarification. Through the
coding process I had tried to construct codes that defined the data, but they
were my codes, constituting my view, and it was important to go back to the
co-raters to see if the codes described what they thought was happening and
was significant in the data.

Looking forward to how the outcomes of this axial coding process
might be used, I was aware that the next stage of a grounded theory approach
required that these categories needed to be inter-related. The issue was how
best to approach the task of inter-relating the categories. The metaphor of an
axis as a definition around which issues can be related suggested that if each
degree could be defined in terms of an axis, then it might be possible to relate
each one to the mean across all degrees and thus provide a basis upon which to
structure the inter-relating of themes among the categories. By considering the
axis as a thicker line, a major coding, or a super-coordinate coding term, that
identifiable definition could represent each degree. Such a process seemed
capable of both identifying super-ordinate issues and issues that are significant
for particular reference groups and particular contexts. It would also be

possible to compare the various axes. I will pick this idea up in section 6.3.

6.2.6 Preparation for and conducting of Focus Groups

To gain the further insight required regarding the views of the staff
members who provided the individual and group interviews, which produced
the data from which these most frequently raised categories that had been

identified by the level 2 analysis, I arranged five focus groups, one for each
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degree group. The focus groups were intended to offer opportunity for
reflection by experienced professionals on the major issues that had emerged
from the earlier work.

As I mentioned earlier, it was important to prepare thoroughly for these
focus groups. Invitations were issued in writing, advising that the group would
last for approximately one hour, (the actual durations are recorded in Table
5.5.4.) and confirmations were obtained by follow-up phone call or by email.
Unfortunately, due to other unexpected commitments arising, two different
staff members, one from each of two of the degree groups were unavailable
just before those focus groups started.

I had decided in advance how I would introduce the topics around
which the discussion should focus. For each degree group I would use the
same process and environment, except for the discussion with Degree €, which
had to be conducted in a different location which prevented video recording
with that group. I arranged in advance, to conduct all of the others in the
telematics room, and the group would be welcomed with some light
refreshments to encourage a relaxed atmosphere.

I had prepared some handouts, summary sheets of the categories, that
were intended to contribute to keeping the focus on the key issues, that is, to
discuss the most frequently raised categories for the particular degree group,
and the most frequently raised issues across all the degrees. In some cases
these were the same categories, but each group had some variation between
their own most frequently mentioned categories and those of the combined
degrees. I also had a briefing document that gave the same introduction to

each group. A sample used with Degree a is in Appendix 8. This informed the
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group of the intended agenda. It covered a welcome and brief introduction by
the researcher, followed by an open but focused discussion on the categories
populated by the learning issue descriptions that were identified by the co-
raters as those most frequently raised categories from the transcribed text of
their earlier interviews. I introduced each of the sessions by expressing my
appreciation for their continued support and time. Using the summary sheets,
based on the outcomes from the data studied, I explained what had come out
of the analysis of their interview transcripts. I invited their open discussion on
these learning issues, roughly planning 35% of the time to their individual
degree issues, 35% to the overall issues from all degrees, 20% to what positive
changes they could identify over the past year within the institution in relation
to learning development using ICTs and the final 10% inviting their views on
any other issues they regarded as relevant to the learning issues discussed.

At an appropriate time the discussion was broadened to the most
frequently raised categories across all degrees. I then sought their responses to
any learning they might identify as having occurred since the earlier
interviews and finished each focus group by asking an open question inviting
their response on any other issues they regarded as relevant.

The refreshments assisted in the creation of a relaxed atmosphere and
were appreciated as the discussion progressed with various participants.

Refreshments were not possible for Degree € and may have contributed
to a shorter time taken by that focus group. Certainly the environment was not
as comfortable as that available for Degrees a, f3, y, and d.

The nature of the discussions was generally very supportive and

relaxed. 1 did not detect in any group a negative influence during the
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discussion. In fact, in one group in particular some very frank, open
statements, regarding what they regarded as a crucial factor in improving staff
development processes, were made by a staff member I would have least
expected to do so, based on my impressions from earlier phases of the
research. I was able to benefit from the experience of the telematics technician
to prepare the set-up of, and then work the more sophisticated equipment. This
meant [ was able to concentrate completely on conducting the discussion with
four of the degree groups. The technician reproduced the audio-video
recording in digital format on DVD and the complete video recordings for
these four degrees are on a second confidential DVD of the Data Library. In
the fifth recording I used the Sony digital recorder mentioned earlier as used
for the Phase 2 interviews. Although I had to be responsible for this recording
there were no complications and I was able to give full attention to the group
discussion. This is also available on the first Data Library DVD as ‘Degree 5 2
050519’.msv in the Phase 3 folder. All the focus group data was collected and
the focus groups run in the way described in 5.2.3 following the principles
discussed in section 5.1.8.

These five recordings of the Focus Group discussions provided the
data used for the constant comparative method at level 4 onwards, which I will
develop in the next chapter, after I have explained how at level 3 of the
analysis process, I used SPSS to represent the learning categories for each
degree as a vector, thus enabling comparison of the cosine between the
vectors. The associated cluster analysis also provided me with a more

structured approach to the analysis from level 4 onwards.
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To support the reader in understanding the analysis process at level 4, I
have also made available the broad thrust of the five confidential video
recordings in a suitably anonymised text format in WORD files on the first
Data Library DVD. They are not however precise, word for word,
transcriptions, like the Phase 2 data was, but they may facilitate better
understanding of the process of focused coding carried out on the Focus Group
data. I will comment on how selections of video material can be referenced,
and how these relate to the corresponding text files when describing the

process in 7.1
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6.3 Level 3 - Establishing the Approach to the Analysis of the Focus

Groups

6.3.1 Using SPSS for Vector and Cluster Analysis.

After reflecting on the outcomes from the Level 2 analysis, i.e. the
most highly populated learning categories for each of the five degrees, and
listening to the recordings of the focus groups, I realised that how I would
approach the continuing analysis of the Phase 3 data, i.e. the recordings from
the focus groups, could impact the results that would be obtained from any
such analysis. As I mentioned earlier, the focus groups were intended to offer
opportunity for reflection by experienced professionals on the major issues
that had emerged from the earlier work. At this point in the analysis it was my
hope to shift the analysis from a focus on the individual courses to the themes
that went across the institution.

I am grateful to my supervisor for encouraging me to take a little
detour at this point in the analysis, initially because it might be interesting to
see what came out of the investigation, but eventually because it pointed the
way to a more structured approach to the analysis. I refer to the detour as
Level 3 of the analysis process.

The detour involved the use of a Vector to represent each degree,
which in turn led me into an investigation of how the associated procedures of
Cluster Analysis (Everitt et al. 2001 : chapter 1), might inform the inter-
relating of the categories to identify themes in the focus group data. So, before
describing the results of this detour let me explain briefly a few of the
concepts used. I will not develop the theoretical underpinning beyond the

minimum required to understand the basic concepts.
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Cluster Analysis is a way of grouping cases of data based on the
similarity of variables that explain the cases (Field 2000:1). In this study the
variables are the range of identified learning categories and the cases are the
five degrees. The central concept in cluster analysis is the relative distance
(Everitt et al. 2001:39), in n-dimensional vector space (Moisl 2006:3). To
understand how cluster analysis works with n dimensional variables I will
address the concept in 3-dimensional space and show how the Euclidean
distance can be calculated, before scaling it up to n-dimension space. Two
points, a and b in 2-dimensional space, can be represented using the x and y
axes of Euclidean geometry. Based on the Theorem of Pythagoras, the

distance between two points, a and b, is the square root of the sum of x* and y2

Moving to 3-dimensional space the distance between a and b is the square root

of X* +y*+ 72°

S

Expanding this pattern to n-dimensional vector space, the Euclidean

distance between two vector points is the square root of the sum of the squares
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of the Euclidean distance between the n categories. This particular algorithm is
known as Ward’s Method. The cluster membership is assessed by calculating
the total sum of the squared deviations from the mean of the cluster. It is based
on the criterion that it should produce the smallest possible increase in the
error of the sum of the squares. Ward’s Method is available within SPSS.

The detour consisted of transferring the necessary data parameters
from the Excel spreadsheets used at Phase 2 of the data analysis into SPSS
(Everitt et al. 2001:199), to conduct the cluster analysis and to generate the
vector representations. SPSS also provided the calculation of the cosine of the
angles between the vector for each degree and the vector representing the
mean of all the degrees.

In 6.2.4, I described how I had identified, for each degree, a range of
learning categories, populated with the number of occurrences and defined by
the characteristics of each category. By sorting these categories into
descending order of the number of occurrences, it was easy to identify the
highest occurring categories. The categories that were those most frequently
identified for each degree have already been referred to in Tables 6.2.4a
through 6.2.4f. The standard software, SPSS for Windows, easily facilitated
importation of the values for these top categories for all of the degrees from
the Excel spreadsheets that were used to support the analysis at level 2. Based
on reflection on the range of these top categories across the degrees, I initially
selected the top ten categories across all degrees as a standard number that I
would use to define a degree. I also expanded this range beyond the top ten but
extending beyond ten revealed the reducing impact of those categories with a

lower number of occurrences. They became very much less significant when
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using the SPSS software to generate a vector to represent each degree and one
for the overall ‘mean’ of all the degrees. To ensure that the software reported
no ‘missing values’ in the input data provided, it was necessary however to
include the actual value for all ten categories chosen when inputting the data
for each degree, even where in any degree one of these values might have not
have been in its top ten for that particular degree. In one case in Degree o,
(Learning Styles), two cases in Degree [, (Feedback to students and
Reflection), three cases in Degree vy, (Applying Theory to Practice, Learning
Styles and Reflection), one case in Degree 9, (Feedback to students), and one
case in Degree ¢, (Reflection), the learning categories named in brackets had a
value outside the top ten for that degree, although the category was in the top
ten of the ‘mean’ for all degrees. These were of such small value that the
vector for each degree was not significantly affected by including them.
However, based on further reflection, I made some further refinements in the
choice of learning categories for the following reasons.

Expanding the number to be used to twelve facilitated the inclusion of
two additional categories, eModerating and Fun. This meant that each degree
was now represented by its top twelve categories, which were also the top
twelve of the mean, without having to include any lower categories to describe
an individual degree. The categories and number of occurrences selected from
the Excel spreadsheets for each of the degrees a, B, v, 9, and &, together with
the mean values to represent all degrees are shown in Table 6.3.1a. There was
still however another issue to be considered.

The number of occurrences of learning categories identified for each

degree had 