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ABSTRACT

Recent advances in the use of information and communications technqlogies in
Higher Education have led to an explosion of interest in networked learning, whicn \
offers the potential for more open ended and flexible study in an ODL context. A
new generation of resource based courses in networked‘environments combines
access to a wide variety of resources in electronic form, with the construction and
negotiation of meaning tnrough online collaborative interaction, This study set out to
establish what assessment strategie§ might be appropriate to support student learning

in this context.

A case study of one Open University undergraduate course was undeﬂaken over a
three year period, with three cohorts of students, and the findings weré compared
with a short study of a second postgraduate course. The research explored |
perspectives on resource based learning in networked environments and highlighted
aspects of assessment which appeared to support learning effectively. Thése ﬁndings v
léd to the refining of assessment in later course presentations, demonsfrating a

successful interplay between evaluation and teaching practice.

The study has confirmed that the assessment strategy must be aligned with the
exercise of self-directed learning, whilst developing inforrnafion handling and onlyine
collaborative skills, and allowing scope for open-ness’and ﬂexibility‘ in content, The ‘
extent to which these criteria for design are impoftant will depend on the stage of
development of the students, and the aims, and degree of open-ness of the course.

The experience here shows that it is ifnportant to identify and differentiate between .



appropriate skills required for a course, and those which the course will seek to

develop, so that the assessment can reflect these aims.



CONTENTS

ABSTRACT

1. INTRODUCTION , | l‘
Moves to gréater\independence in le'arnikng S R 1
Definitions of resource based learning 4
Developments in open and distance learning 7
NetWorked learning | - . | | 10
Learning environments for resource based learning 13
A theoretical model: Rich Environments for Active Learning 15
Summarising the evolution of resource based learning 4 17
Examples of resource based courses in networked environments - 18
Introd'uction to the study | 21

2. APPROACHES TO THE ASSESSMENT OF RESOURCE BASED

LEARNING IN NETWORKED ENVIRONMENTS 26
The process of resource based learning in networked environments : 26
Self-directed ledrning’ 27
Learning by open access to a large electronic information source 30
" Operation and navigation R B 34

Investigation and reﬂectiqn o | 37 )

Online collaborative learning ' | 41 |
The learning context o o k43

The process of resource based learning in networked environments (sumhiary) T

, 49
Assessment for resource based learning in networked environments 53
Learning logs and peer review ‘ o 55

Assessment of skills | R 61



F éedback and model answers
Projects
A fram;awofk for asseéément design
2 THE TEACHING AND ASSESSMENT OF RESOURCE BASED
, LEARNING IN THE COURSE THD204:IT AND SOCIETY
Aims and objectives |
The résources
- Perspectives on the support of resource based leafning
Assessment strategy

Conclusions

4. RESEARCH METHODS
Design of study |
Data collection and analysis
Computer conferences
Interviews
’ Audid conferencing
" E-mail questions
Searchiné the database: observation& and self recorded tapes'
Analysis of interviews aﬁd conferences
Quantitative data
Ethics
Validity, reliability and generalisability
Validity -
Reliability

Generalisability

64
67

69

76
7
78

80
82
87
89

92

94

04

96

929

99

100

101

102

103

103
104
105

106



S. STUDENT ATTITUDES TO RESOURCE BASED LEARNING IN A

NETWORKED ENVIRONMENT 109
METHOD - 109
FINDINGS . | 112
Attitudes to resource based learning in a networked environment 112
Study methods using electronic resources | | | 116 |
Skills development ' 118
Operation and navigation skills 119
Investigation skills : T | 120
_ Reﬂectioﬁ skills | , | ) | 123
Online collaborative skills | | 126
Attitudes to assessment ‘ 128 ;
SUMMARY AND DISCUSSION 130

6. PERSPECTIVES ON ASSESSMENT FOR RESOURCE

”BASED LEARNINGIN A NETWORKED ENVIRONMENT ' i38‘ :
METHODS e e EEE S 139
FINDINGS ‘ | s 145 |
Section 1: Assignments as a focus for course content . ’ 145
Additional formati\?e Seedback: ma}king schemes/model answers | 149
Additional formative feedback; peer review 152
Summary and discussion . 154
Section 2: Assignments encouraging skills development - | 158

1. Online collaborative project (7MA06) ~ G . 158



2. Conferencing and online collaborative assignment (IMA04)
3. Info.rmation handling assignment (TMA02) "
Summarjz and dfscu;sion
Section 3: Reyision and Exam
| Revision and consolidation
ferspectives on ?he exam
Inappropriate use of evidence
Problems with specificity
Interfretdtion
Are ‘(.:'lo.’ve book, con‘tent bglsed exams at all appropriate? -
Addiﬁohal help in exam preparation
Support for exams
Institutional considerations
Summary and discussion
Section 4: Student profiles
CONCLUSIONS

7. ASSESSMENT FOR RESOURCE BASED LEARNING IN A
NETWORKED ENVIRONMENT ON A SECOND COURSE: H802

Ovewfew of the course
Mefhod | |
Findings
Skills for resource based study
Attitudes to assessment
: 771é role of onliné c&llabqrdtion '
Peer review - |

The examinable component

165
170
175
179

179

183

184

186
188
190
192
19

198

200
206

2

217
218
220
m

222

226

228

229

. 230



Discussion | o _ o | ‘ ‘, ; 232

8. CONCLUSIONS i " | 236
Main findings » Do SR 239
Limitations of study : P IR i iy g 241

What is an appropriate assessment strategy for resource based courses in
networked environments? 4 242

Impllcatlons for the teachmg and assessment of resource based courses in

networked environments : Do 252

The contribution of this research : 255

Suggestions for further research | ‘ 257

Summing up . , k 259

ACKNOWLEDGEMENTS | ; | 261’
REFERENCES - | 263

APPENDICES |

Appendix 1. CD-ROM resources for THD204. 277

Appendix 2. THD204 selected assignments and exam papers 1997 and 1998, 281

Appendix 3. Pilot project background information. 291
Appendix 4. THD Electronic Course Survey figures, 1997. ; - 300
Appendix 5. Methods of data collection 1997/1998. : 310
Appendix 6. H802 background information. \ 335
TABLES

Table 2-1 The process of resource based learning in networked ; .
Environments . ‘ : ' s2

Table 2-2 Resource based learning in networked environments. ,
A framework for assessment design | 74



Table 4-1 Demographic characteristics of students from THD
Electronic Course Survey and pilot study from present research

Table 6-1 Methods of data collection

Table 8-1 Assessment design and refinement on THD204

Table 8-2 Applicability of the f’ra'mew‘ork of assessment design for

resource based learning on THD204 and H802

FIGURES SRS B
Fig 6-1 Evaluation: perspectives on assessment

Fig 6-2 Evaluation: refinements in assessment

107

140

240

251

142

143



CHAPTER 1. INTRODUCTION

Although resource based learning has been used in Higher Education fof a number of
years, it is of great topical interest because of the role which information and
communication technologies (ICTs) can play in providing more flexible and open-
ended learning environments in the context of Open and Distance Learning (ODL)
courses. This Chapter discusses the growing emphasis on models of learning which
| develop self-directioh, and the confusion in definitions and terminologies which has
ensued. It then describes the ways in yvhich ICTs and developments in online
learning are influencing the pedagogy of resource based learning and facilitating the

creation of an electronic community of networked learners.

- In spite of the growing interest in this area, very little is known about student
perspectives on resource based learning in networked énvironments, and the kind of
support, through assessment, which might be appropriate to their needs, and this is

the focus of this thesis.

Moves to greater independence in learhing

Traditionally’the aimS of higher' education have been implementéd by a combination
of lectures, tutorials and private study, and assessed by coursework and |
examinations. However, there have been moves to reconsider these methods of
teaching and learning, in respoﬁse to pressures from gfeater student numbers,

combined with an increased demand for higher education and life-lon‘gllearning from -
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mature students with a wide variety of backgrounds. There has also been concern
that traditional methods of university instruction are not producing graduates which
are appropriately creative and flexible, and éble to work collaboratively with
colleagues (Tynjalé, 1998; Boyer, 1998). Preliﬁinaw results from a research project
on “Innovatibns in teaching and learning in Higher Education” (Hannan, English &
Silver, 1999) comments on staff motivation for introducing new methods of teaching
and learning, and suggests that traditional méthods were producing students who o

were too “passive”, The Dearing Report (1997), reflects these concerns: -

“We recommend that with immediate effect, all institutions of higher education
give high priority to developing and implementing learning and teaching
strategies which focus on the promotion of students’ learning.”

(Dearing, 1997, Chapter 8)

A combination of these factors has focused attention on open, student-centred
learning, where students take greater responsibility for their own learnihg, thrdugh
course texts, access to a library, and educational technology, supported inv some cases
by tutorials or lectures. This is characterised by a shift from knowledge delivered by
the teacher, to the acquisition of knowledge and negotiation of meaning by the -

student,

The change in emphasis is in line with constructivist theories of learning which
maintain that knowledge construction is an evolving process in which individuals
attempt to make sense of new information by relating it to familiar contexts and

existing conceptions. Importance is placed on understanding, rather than on



memorising and reproducing facts, on the contribution of social interaction and
collaboration to problem solving and to a construction of an effective interpretation
of the knowledge base (see for example Lebow, 1993; Jonassen, Mayes and

McAleese, 1993; Simons, 1993; Grabinger and Dunlap, 1995).

Constructivist philosophy accommodates a wide var‘iety of Iearning and teaching
models associated with a move away from téacher ceﬁtred learning. They are known
variously as open, flexible, resource based, research based, enquiry based, problem
based, project based, discovery, independent, learner-managed, self-directed or.
student-centred learning. Unfortunately, there is considerable overlap in the -
interpretation and usage of the terminology, whose appropriate use has prompted |

much debate.

“Each of these terms has a distinct history, starting at some point in the last
30 years. They have all been coined to describe p‘articular aspects of
educational practice, but have becoihe increasihgly confused. i‘his is
because, as is‘usual with specialist terms, as their usage becomeé more
common they draw to them nuances and shards of meaning which were not -
necessarily intended when first used. It is also confused because mahy of
these terms describe aspécts of practice Which overlap in intention 6r
philosophy...None of these terms is therefore unproblematic.” o |

(B.Jackson, isl mailbase discussion 12/3/99)



It is probably true to say that a spectrum of models offer various levels of -
independence in learning, in fact Tait & Knight refer to “members of a family of

concepts” (Tait & Knight, 1996, p 29).

Definitions of resource based learning

The focus of this study is resource based learning, and in line with J ackso‘n's ,
comments, the term has attracted Eontroversy in recent years. Some definitions of
resource based learning are very broad based and some educationalists understand
the term to mean any type of learning model not directly associated with thé deli‘very
of knowledge by a' teacher, in class. For example, Gibbs et al (1994), who sui'veyed !
best practice in coursé design‘ for “resource based” study in a range of Higher '
Education establishments, described the folléwing types of resou;ce based learning;

- enhancements to conventional courses, which may include a reader of -

significant articles, or perhaps a course guide which prepares the student for

labs, seminars etc. |

- lecture substitutes, for a variety of reasons, whether to offsgt problems with

accommodation or to encourage independent learning. Material may vary

frorfn typed lecture notes to properly structured packages. |

~ - distance learning on campus; using the OU model, with self-contained i
'tutorials in print'.
- hybrids, that is, systems which emphasise class contact and learning

resources in varying degrees, often involving forms of teaching technology. -



- self-pacing; alternatives to the lecture programme which allow the student
to progress at his or her own pace, using existing textbooks and other
published material as sources.

- substitutes fo; speciﬁc learning activities, for example, computer
simulations of experiments.

- support for learning activities, for example study guides, field guides.

The following comments further illustrate the confusion, and nuances of meaning

which have become attached to the term:

“Resource based learning occurs when individuals or small groups of people
learn from things such as self-instructional materials, fextbooks and apparatus
or exhibits of various kinds. Open and distance learning may use any of
these, and are thus, by definition forrhs of resource based learning. Not all
resource based learning systems are suitable for distance learning, though, -
because many of them require the presence of a tutor to carry out such fasks
as organising’ small groups doing oral work or practical demonstrations,
providing remedial tuition, supervising stage tests, ete.» The resources for
‘such learning systems are often kept in one location such as a library or |
‘resource centre and the learners come to that location to ﬁse the material”

(Hodgson, 1993, p108)

“In resource based learning, students use resources to broaden their learning
base. They may access all the same kinds of resources referred to in our

resource based teaching example, including theteacher‘ and the textbook. But



the students are the centre of the learning environment. The focus is on what
the students are doing with those resources to facilitate their learning.”

- (Haycock, 1991, p16)

- “For the purposes of this guide, rbl is taken to mean the use by students of
print and electronic based learning resources (but primarily the former) in-
and out-of-class as part of learning exercises and packages devised by

lecturers in HE.” .

(Healy, 1998, p7)

“According to the Polytechnics & Colleges Funding Council, [rbl is] using
resources other than the teachers, for example books, study packs, CAL etc”

(M. Wilson, isl mailbase list, 11/3/98)

Two further definitions arisé from a survey of the impact of resource based learning
on library staffin 318 Universities and Higher Education Coileges carried out by : =
Jackson and Parker (http://ilm.unn.ac.uk/impel/rblrbg htm, 5/ 10/99)1 as part of the
IMPEL2 project. When asked for their understanding of the term “resource based -
learning”, from a choice of two definitions A or ‘B, about half of the respondents
believed that definition A reflected their instituti(;nai practice, and the other half

chose definition B:

A: “student learning from his own direct confrontations with a variety of

resources, rather than relying on conventional expositions by the teacher”

! Since the availability of these World Wide Web sites is unreliablé, a date is given at which each site
was checked and found to be accessible.
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B: “student learning from a variety of resources either at the direction of the
tutor or by the student's own choice.”

(Jackson & Parker, 199/6, http://ilm.unn.ac.uk/impel/rblrbg.htm, 5/10/99)

It is difficult to attribute any meaningful conclusion to this comparison, and perhaps
respondents also had difﬁcultigs in distinguishing between them. However, both
these déﬁnitions reflect a general consensus .that resburce based learning is about
student centred learning, in the sense that it relies 6n the use of resources by students,
rather than by teachers for the benefit of students. It is also common to equate this
student centred approach with open and distance learning (ODL), a model of

- teaching and learning in use in many campus based universities, as well as distance

universities such as the UK Open University (OU).
Developments in open and distance learning

Open and distance learning such as that prdvided at the Open University does ihdeed
provide students with an increase in flexibility and choice in study‘routine‘s, when
compared with conventional lecture based university courses. The courses comprise
self-instructional materials, combined with television programmes, and incfeasingly
the use of Eomputer based learning materials, supplemehted with tutoﬁal subport. At
the same time, most of the learning material is still “pre-packaged”, in the sense that |
the student is still expgpted to “receive” knowledge ﬁ'bm the teacher, by studying the

material supplied.




Historically some courses at the OU have afforded students greater latitude in their
use of resources, and therefore a greater degree of independence. This latitude has
commonly been associated with courses which have a project as a part, or a whole of
the course assessment. Henry (1994) lists the fbllowing defining criteria for project |

courses:

“The student.
¢ usually selects the project topic
. locates their own source material
e presents an end product (usualkly a report, often for assessment)
o conducts an independent piece of work (although there ‘a're also group
projects);
The project:
e lasts over an extended period;
The teacher:

e assumes the role of adviser.”

(Henry, 1994, p12)

Where ad/ditional resources are required, studenté are given packs of offprints, or are
expected to make use of a research library. However with increaéing use of the *
Internet for various aspects of course delivery, many of these courses now direct
students to make use of information resources in électrohic form, as well as linking

staff and students for e-mail and computer conferencing.



In parallel with these developments, technology has made a very significant impact
on the feasibility of using the resource based approach in an ODL context, and has
inspired new interest in the potential it offers. Indeed, Taylor & Laurillard (1995)
have coined a new definition, which comes from a paper on résource based learning ;
writteﬁ specifically for the Open Universify course’THD204: IT and Society, which

is the subject of this research.

“Open access, self-directed learning from a large information source”,

(Taylor & Laurillard, 1995, p 237)

There are two elements to this definition: self—difected learning, and secondly the
way in which this self-directed learning is to be achieved, through open acce;vs toa

| large information source. Looking back at Henry's (1994) earlier definition of
project courses, it is clear that it contributes 'much to Taylor and Laurillard's (1995) -
definition of resource based learning, both in terms of the self-directed nature of ’ ‘
learning, and also in the ﬁse ofa variety’of resources. In fact there has been a o
convergence of the two models, with a new generation of coursés using ICTsto - -

supply information, and often making use of project work for assessment.

Comparir;g Taylor and Laurillard's (1995) definition with previous definitions of
resource based learning it is clear that the distinction lies in a greatef freedom and
latitude of study affo;ded to ;tudents; made possible by the use of distance -

technologies. These technologies have opened up new potential, including easier ‘

access to more diverse information sources; the ability to present informationina
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variety of different media; and the scope for new ways to access and combine

information.

Networked learning

-There are indications however rhat technology is not only facilitating a more
widespread adoption of the resource based approach, but is in itself a significant
force in driving pedagogy in higher education. In parallel with developments in
technology supported resource based learning, the increasing use of electronic
networking has meant that distance students need no longer work in isolation, but
can join an electrdnic “community of learners”, offering the potential for
collaborative learning. This can act as a natural adjunct to the resource based

approach, as Collis (1998) describes:

“...students not only have a wider choice of resources and modalities of ‘s-tudy‘
materials from which to choose.. .buf also come to share in the responsibility A

- of identifying appropriate additional resources for the course and even
contributing to the learning.resources in a course.” .

(Collis, 1998 p 377)

Indeed, because communication technologies allow access to resources as well asto
peers, there has been a recent tendency to associate the use of electronic resources
with networked learning, although this might not necessarily imply a resource based

approach. So for example Collis's (1996) definition of telelearning includes:

10



“Making connections

Amohg persons and resources
Through communication technologies
For learning-related purposes.”

(Collis, 1996, p 9)

In a similar vein, a recent research project at Lancaster University on student
experiences of networked learning in Higher Education
(http://www .lancs.ac.uk/users/edres/research/csalt/networklearn/, 18/1/00) defines

networked learning as:

“learning in which C&IT is used to promote connections: between one
learner and other learners, between learners and tutors; between a learning
community and its learning resources.”

(http://www.lancs. ac.uk/users/edres/research/csalt/networklearn/, 18/ 1/00)

In fact, Lauzon (1999) argues that communication'technologies have radically
éhanged the roles of student and teacher. He suggests that the “éqmmunicatiVe |
dimension” of new tecﬁnologies effectively undermines the‘authority of the educator
and has led to multiple subjectivities, and rhultiple forms of authority. The educator
becomes a part of a learning community and the learner can now interaét with the

text they read, editing it and making it meaningful to their particular situation.

11



Networking and resource based learning have been adopted to varying degrees in
online courses, and Mason (1998) describes three models which categorise the
present 'state of play', illustrating the gradual evolution of these courses towards

greater freedom and latitude of study:

“Contenf and support model.

This model..relies on the separation Between course content (which is

probably delivered in print, or possibly now as a course package oh the Web)
_ and tutorial support (which in its simplest form is delivered by e-mail or

alternatively by computer conferencing). The model supports the notion of

relatively unchanging content materials..the online component represents no

more than about 20% of the students' study time in this model....

Wrap around model |

..consist of tailor made materials (stﬁdy guide, activities and discussion)

wrapped around existing materials (textbooks, CD-ROM ‘resou’rces or

tutorials.)...the online interactions occupy about half of the students' tifne, .

while the predetermined content occupies the other half. | This model tends to
. favour a resoufce-based approach to learning, giving more ﬁeedom and

responsibility to the students to interpret the course forbthemselves. .

In/tegrated model

.The course consists of collaborative activities, learning resources and jdint i

assignments, The heart of the course takes place online through discussion,‘
~accessing and processing information and carrying out tasks. The course -

- contents are fluid and dynamic as they are largely determined by the

12



individual and group activity. In a sense, the integrated model dissolves the .
distinction between content and support.....”

(Mason, 1998, p 5-6)

Here the traditional ODL course (with online enhanéements) is described as the
“content and supbort” model, and the resource based approachlis associated to
varying degrees with the “wrap around” andl“integrated” models of online courses.
The models underline the fact that the tenﬂs “online” and “resource based” are hot
synonymous, but rather that the resource based approach can be employed inan
online context. Interestingly, the models also illustrate an evolution towards a

greater dependence on collaborative interaction, made possible by networking.

Learning environments for resource based learning

With the growing interest in resource based courses and networked environments, .
and the potential they offer for a more open and flexible approach to study, there has
. been interest in the characteristics of environments which might support this

' approach.

Recent work by Britain and Liber (1999) describes Virtuél Learning Environments
(VLEs), which are defined as systems which support resource based, collabbrati?e :
iearning. They describe a prototypical VLE, based on a Web client/server approach,
which combines synchronous and asynchronous collaboration tools, tpéether with

access to electronic resources. They envisage the potential of these environments as

13



providing flexibility, and a student centred approach in the face of increasing student

numbers and diversity.

“Most of the benefits of VLEs lie in their potential to support styles of
learning that are espécially time-intensive for university teachers using .
traditidnal methods, but which have always formed a core part of é university
education. We are referring in particﬁlar to:

collaborative learning

discussion-led learning

student-centred learning

resource-based learning”

(Britain & Liber, 1999, p30)

Britain and Liber's (1999) vision of VLEs accords with Mason's (1998) model of the
integrated online course and it underlines the significance of the resource based -
approach in networked environments. In line with comments by Collis (1998) they

describe the potential of these environments for supporting student centred learning. |

“....support a resource bas¢d, student centred teaching approach, amplifying
the teacher's variety and attenuéting the variety‘ in the learner group to make
the teaching approach viable, but without treating all learners as if they were
all the same. ..... Students should be able to contributc their own resburces ,
and materials to the group. The responsibility for the shaping of the learning |
content shifts from the tutor to the students.” |

(Britain & Liber, 1999, p29)

14



Of course, while an integrated environment offers opportunities for student centred
study through access to a variety of multimedia resources, combined with online
interaction, the environment does not in itself guarantee a model of resource based
learning, indeed such environments are also used for delivering lecture notes, or

other custom written course material.

A Theoretical Model: Rich Environments for Active Learning

Of great interest to an understanding of resource based learning is a theoretical
framework for constructivist environments which has been developed by Grabinger‘
and Dunlap (1995). Their model is called Rich Environments for Active Léarning
(REALSs) and accords with similar lists from( fellow constructivists Lebow (1993);
Jonassen, Mayes and McAleese (1993); and Simons (1993).  This model is not tied
to a particular technology, and the term 'environfnent' is used here to refer to any
combination of learning methods which achieve constructivist ijectives. So while

it is applicable to IT supported environments, it could equally well be applied to print
based methods. The elements of this model are inter-related, and not mutually

exclusive, and include:
1. Student responsibility and initiative, in other words a student centred approach in

which students develop life-long learning skills and learn to reflect on their learning

processes, -

15



2. Generative learning activities in which students are required to engage in tasks
which encourage the development of higher cognitive skills, perhaps in searchirig for
information or in solving problems.

3. Authentic learning contexts means that learning experiences should be of
relevance to the student, anchored in real world problems, rather than simply abstract
descriptions.

4. Co-operative suppbrt. Individual leaming can be reinforced by collaboration with
peers, which can offer alternative perspectives and clarify misconceptions.

5. Authentic assessment, which must support and test the learning objectives,
particularly with respect to the skills students are expected to acquire. The emphasis
is upon promoting the learning process and finding out aboixt qualitativé changes,

rather than measuring the amount of information students have acquired.

The framework places emphasis on the devélopment of lifelong learhing by ;
encouraging students to take more responsibility fd; their learning and to learn how
to learn, and develop metacognition, rather than simply absorbing ihformation. It is
suggested that this can be achieved by using generativé learning activities, in other
words, the construction of knowledge by using the informatidn lear_nt to préduce a
product. So in the context of resource based learning this might involve the
constmction of knowledge using a variety of information resources in preparation for

written assignment work.

Co-operative support through collaboration with peers has increasingly become

associated with resource based learning, partly because the technology made it -

16



feasible, but also because it can help with the negotiation of meaning, as described in

the last section.

The framework also predicts the significance of authentic, realistic learning contexts
and authentic assessment. The authors suggest that conventional ccntent oriented |
assessment‘which measures the quantity of student knowledge is simply -
inappropriate for REALS. Authentic assessm.ent should measure stndents' :
appreciation of the organisation and connectedness of the knowledge base, and their .
use of skills relevant to the learning context. The relevance of these predictions is

discussed later in the thesis.

Whilst all REALS are not necessarily associated with resource based learning, the
literature does contain examples of REALS which fit the description of resource
based learning which follows below, although they may not specifically refer to it
(see for example Bostock 1998 Alexander 1999, Mun' Nazarran and Grlmer 1999)

and these examples wnll be referred to later in the thesrs

Summarising the evolution of resource based learning .

Increasing student numbers and a greater diversity in type of undergraduate has led
to an impetus to increase the flexibility of approach and concentrate on more student
centred learning, with a move away from conventional lectures and seminars.
Resource based learning has been in use in Higher Education for many years, in a

variety of guises, but developments in ICTs mean that the approach can now be used

17



in ODL courses, offering students a wide variety of resources in electronic form.
Courses using this approach provide a new context for Qearnihg, and offer even
greéter freedom and flexibility in study than was previously possible through the
traditional model of ODL course at the Open University. Combining the resource
based approach with online collaboration has led to a new generation of coﬁrses
which allow students to construct and negotiate meaning through a synergic
relationship between access to extensive electfonic informétion sources and online

collaborative interactions.

For the purposes of this research the resource based approach in networked

environments is characterised as follows.

Resource based learning in networked environments

Self-directed learning

In an ODL context

Achieved by open access to a large electronic information source
. Integrated with online collaborative learning. -

Examples of resource based courses in networked environments

An increasing number of educational projects are experimenting with resource based
learning in nétworkgd environments, using a variety of approaches and technologies.-
Inevitably the charactéristics listed above represent a "snapshot" of a new and rapidly
developing field, where the application of technology to the provision of resource

based and collaborative activities is still under active experimentation. The degreeto - -
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which these characteristics have been adopted and developed in different courses

varies widely.

At the Open University, a number of courses have employed resource based
environments to varying degrees, two of which are described in’this research project
(see Chapters 3 and 7). The undergraduate course "IT and Society" could be
described as partially resource based, and probably belongs to Mason's (1998) "wrap-
around" model of online course, in that students are supplied with’some course texts |
and a Reader, in addition to a CD-ROM personal library of academic articles end .
multimedia, access to the Internet, and computer corrferencing. JIt is compared with
the postgraduate course "Applications of IT in Open and Distance 'Edu‘cation", which
is delivered completely online, is fully resource based and dependent ononline
collaborative interaction between students and tutors. It therefore follows Mason's

(1998) "integrated" online model.

Other examples include a fourth level? undergraduate eourée, A427: k"Charles Booth
and social ihvestigatien in 19th century Britain" where CD-ROM is useri to provide a |
personal library of original documents, including transcribed manuecripts and‘mAaps,
for hisforical research, and the course is supported by compﬁter cohferencing (Blake :
et al, 199££). The course provideé a good example ef the convergence ef project

courses and resource based courses, since it is one of a number of Humanities project

courses which traditionally have had to rely upon conventional print sources. -

The Internet is widely in use as a means of accessing private pages of especially

% The entry requirement is a relevant degree or relevant study atlevel 3 (equlvalent to ﬁnal year
honours degree).
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prepared course material and also as a general resource for students. Such courses
could be considered as partly resburce based, since students have the option to access
extensive additional resources, although some of the teaching material will be writteh
specifically for them. Some are delivered completely online, whilst others have an

online component.

One project which illustrates this approach is fhe Clyde Virtual Uni\}ersity, |
(Whittington & Sclater, 1998) (http://www.cvu.strath.ac.uk/campus.html, 5/2/99),
one of the many new teaching and learning projects associated with the broadband
MANS (Metropolitan Area Network) initiative in Scotland (http://www.use-of-
mans.ac.uk, 5/2/99). This experimental on-line university has a "Lecture theétre"
giving access to a variety of on-line courseware modules, an " Assessment Engine",
delivering computer aided assehsment, a "Library", with links to Internet based

> multimedia learning materials and a "Virtual ‘café" for subject based online

discussion groups.

Other courses have adopted a prob‘lem based approach, in which students learn by
seeking solutions to common problems, inevitably using a wide variety of resohrces.
Because the courses are student centred and students are given access to a large
resource hase, they could also be termed resource based. - Problém based learning
“has been in use in the medical sphere for many years (see for exampl¢ Newble &
Clarke; 1986), and is also now in use for technology based courses, for instance at = -*
the University of Glasgow Medical School, where broadband netv;/orks are use’d to
provide access to distributed resources for prhblem based courses |

(http://www.gla.ac.uk/Acad/MedEdUnit/, 5/2/99).
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‘The problem bﬁsed approach is also finding application in other disciplines. In the
Netherlands the University of Twente runs a distance learning course called
"Applications of Infdrmation Technology" for groups of Dutch and Finnish students
who work collaboratively in a problem based approach, |
(http://wwtios.cs.utwente.nl/~vdveen/project5.htm, 5/2/99) and extensive use of

other sources on the Web is made to support pfoject work (Collis, 1997). =

1

Introduction to the study

The question arises as fo how such resource based courses should be assessed?

There is no doubt that assessment has a major role in ihfluencing and enhancing
teaching and learning (see for example Millef & Parlett, 1974; Ramsden, 1979;
Lockwood, 1990). It follows that assessment must be an integral part of course
design and must drive student learning apprépriately; which’means that it must ‘be =
aligned with the aifns and objectives of the course (Gibbs; 1995; Knight, 1995).
Assessment forms an integral part of a constructivist apptoach to learning,y by
providing an opportunity for students to engage in generative learniﬁg activities, and
to integraté their new learning with existing learning and experience (Grabinger & i
“Dunlap, 1995). For distance learners, assessment is particularly significant, since
assignments represent the only time when learning activities can be practised, and are
the kcrucial points at which individual correspondence tuition and feedback are
focused. In addition to course content, assessment can be valuabl.g for the practice‘

of, and reflection on, peirticular skills (Gibbs, 1995).
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It méy be that this new generation of courses demands radical approaches to
assessment. Pe;haps these courses should be assessed online? Whether new or
radical approaches are appropriate must depend on the aims and objectives, and

/
underlying process of this version of resource based learning. Ifit is a well tried
model of learning which is simply delivered in a new way, then m_aybe the lessons .
for assessment have already been learnt? Cleéﬂy it is important to establish what is‘

involved in this new version of resource based learning, before considering the

implications for assessment.
The following research question was used as a focus for investigation in this study:

What is an appropriate assessment strategy for resource based learning in a

networked environment?

The research question has been broken down into a number of related strands,

described below.

1. In order to establish what is appropriate in ternis of assessment for a resourrcer ~
based coufée in a networked environment, it is important to discover what learning - |
proceéses the assessment needs to reflect and sﬁpport. ‘The first research strand is - -
therefore concéméd with influences on the success of resourcé based sfudy froma

student perspective, the skills needed and those already possessed. - -
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What factors influence successful resource based study in networked
environments?

~ What skills are required by networked resource based learners? .

Chapter 2 reviews the published work in order to describe the process of networked
resource based learning and the skills needed for effective networked resource based
study. It then reviews developments in innovétive assessment and considers the |
implications for an assessment strategy. A framework of assessment for fesource
based learning in networked environments is developed, in order to suggest relevant

criteria for assessment design and possible assessment strategies.

The author was concerned particularly with student perspectivés as a result of her
work as an Open University tutor on the course THD204: “IT and Society”, which is |
networked and resource based. Tutors are in .a unique position in the Open
University, since they represent the human link between the University and its - -
students, and they have a valuable opportunity to see lifé “at the coal face”. It was
therefore decided that it would be useful and relevant to study both tutor and Student

perspectives on this course.

Resource based learning is a ﬁmdamental feature of the course, and the proéess and
practice of this approach is supported through advice in course texts, and structuring
of the CD-ROM database. Chapter 3 describes a desk study of the coursé texts,
which was undertaken in order to explore the various approaches used by the Co;JrSe

Team.
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Since very little is known about this form of learning, a qualitative case study
approach was a&opted, so that a detailed understanding of this new field could be
acquired. The design of the study and the choice of methodology is discussed in
Chapter 4. Data on student and tutor perspectives on resource based study and its

B assessment were gathered over three years, with three cohorts of students, from 1996

to 1998.

The pilot study which was carried out in 1996 and is described in Chapter 5,
established the common problems and successes of resource based study in
networked environments. These findings were underpinned by subsequent work

carried out in 1997 and 1998.

2. It was then relevant to consider to what extent the necessary skills might be
practised and supported through assessment, and under what conditions. From this
came a more general question as to whether assessment could be used in this context

as a strategic tool for influencing course pedagogy on open and distance courses.

What skills should be assessed for a resource based course’ ina fnetworkéd
environment?

: WIﬁch aspects ofassessment support this version of resource based leqrning
effectively?

Can assessment be a teaching/learning opportunity in this context?
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The answers to these questions were drawn from a study of student and tutor
perspectives on assessment, which was carried out over a two year period, from

1997-1998, as described in Chapter 6.

Since the findings in Chapter 6 are drawn from a case study of a 'single course, it was |
dec1ded to compare the results with those from a second course. A short study of
student perspectlves ona second Open Umver51ty resource based course for -
postgraduates (H802: “Appllcatlons of IT in Open and Dlstance Educatlon ) was

conducted in 1998, and the ﬁndmgs are reported and dlscussed in Chapter 7.

3. The fmd‘ings from both courses on theextent to Which'assessment might reflect
the open-ness of resource based learning in networked environments, whilst
supporting the development of skills were used to judge the apphcablhty of the

framework of assessment design.

What is an appropriate framework for the assessment design of resource

based learning in networked environments?
F mally, Chapter 8 concludes the thesis, dlSCUSSCS the extent to whlch the ﬁndlngs

prov1de some answers to the research questron and suggests ﬁ)ture directions for

research.
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CHAPTER 2. APPROACHES TO THE ASSESSMENT OF
RESOURCE BASED LEARNING IN NETWORKED

ENVIRONMEN TS

Chaoter 1 introduced the ide’as behind the evolution of resource baeed learnihg, and
unoerlined ’the potehtial of ICTs to support the ective construction of knowledge and
understanding through access to resources and collaborative interaction. It was
argued that ossessment strategy must reflect course pedagogy, whatever that might
be. It is therefore important to establish here what the literature can contribute on the
pedagogy of resource based learning in networked environments, before considering

what might be an appropriate assessment strategy.

This review is in two parts. “The first part discusses the pfocess of resource based
leatning in networked environments, end the factors whichhloy in\"ﬂuehce the Soccess
of a resource basedvlear’kner. The eecond part reviews developrhents in innovative and
online assessment and discusses the extent to which these strategies might provide -
appfopriate support for the resource based learner. The revieyv crosses several
disciplines and draws on literature from educational technology, learmng theory,

information science, mstructlonal systems desx gn and educanonal psychology

The process of resource based learning in networked environments

Resource based learning in networked environments, as defined in Chapter 1,
involves self-directed learning in an ODL context achieved by accessing extensive
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electronic information resources, and integrated.with online collaborative learning.
The success of resburce based learners probably depends on the acquisition of the
relevant skills and may be influenced by a variety of factors, discussed here as the -
learning context. Some of these factors are particular to resource based learning in
" networked environments, while many are cominon to other models of distance

learning. This part of the review is therefore divided into four sections.

o Self-directed learning
¢ Learning by open access to a large electronic information source -
¢ Online collaborative learning

e The learning context

The review gives particular emphasis to the literature on learning by open access to a
large electronic information source because it is of central relevance to this thesis.

The extensive literature on the other three areas is referred to briefly.
Self-directed learning

Chapter 1 described resource based learning as part of a family of constructivist -
models of learning which share a common objective of self-directed learning,
although they vary in the routes used to achieve it. These routes may make use of i |

technology or adopt more conventional delivery media.

The common objectives of these courses are described in a variety of ways. Some

authors refer to active, rather than passive learners (see for example Boyer, 1998;
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Hannafin, Hill & Land, 1997), who are ready to take responsibility and initiative -
(Lebow, 1993; Bostock, 1998). They must be able to cope with multiple
perspectives (Jonassen, 1991; Hannafin, Hill & Land, 1997), and for this they need
cognitive skills such as critical and analytical abilities, and metacognitive skills
(Jonassen, Mayes & MacAlesse, 1993; Grabinger & Dunlap, 1998), together with the
confidence to make choices and to manage their own learning. The picture is again
of overlap and confusion in interpretation and d‘eﬁnition, but it seems that self
direction in learning requires a combination of cognitive, metacognitive and affective
skills. For the purposes of this study self-directed learning is characterised ae the

exercise of:

-~ Active, rather than passive learning

Responsibility and autonomy

 Self judgement and a reflective approach

Metacognitive development

Encoufaging studentsto develop any independence and self direction m ‘learnin:g is d
an objective which, under traditional university models of teachlng and le‘arning, rnay
be a lengthy and graduel process. This is borne out l*)y a clnssic longitudinal study by -
Perry (1970) on the deuelopment of criticel thinking ln students. VHe interviewed
students at various stages during their college career and coded their comments
accordmg toa developmental scheme, which descnbed nine "posmons" :or models

, of attltude from duallsm where students saw the world in unquahfled "rlght/wrong"
terms, to relatmsm or en appreclatlon of dnversxty in pomts of v1ew The gradual

development of relatlvxsm took a number of years. A longltudmal study of women
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students by Belenky et al (1986) partially confirmed Perry's developmental scheme,

although they also identified a number of additional categories, and established that

some learners may engage in these stages of development in a non-linear fashion.

A similar time scale is described by Morgan & Beatie (1997), who conducted a’

‘longitudinal study of Open University students from the start of their studies until

graduation, six years later. They describe increases in three inter-related areas:

confidence, competence and control, and in common with Perry's (1970)

observations, found that these areas develop gfadually:

Stage Control of Confidence Competence
‘ Learning '

Fresher Control by the system | To enrol Learning the system
and institution

Novice Control by the system | To attempt to study Learning about
and institution oneself in the system

Intermediate Control by the system | To question Learning to see a
and institution course as a whole

Expert Control by self within | To question Learning to engage
a course C with the content

' personally

Graduate Control and To go it alone Learning to use skills
autonomy in content and knowledge in
and method of new contexts
learning ' '

Stages of development (Morgan & Beatie, 1997, p 234)

The endpoint, described as graduéte status, reflects the kind'of learner whicha |

resource based course seeks to develop, and raises the question as to whether such

courses should be introduced at the end of the student's undergraduate career, or

perhaps at some point where they have developed sufficient self direction to vsurvive; -




Jonassen, Mayes & MacAleese (1991) hold the view that more open-ended courses -
‘a.re more appropriate for the more advanced learners, when students have already

| acquired a basic level of subject knowledge and skill. On the other hand, Boyer
(1998), who is an advoéate of inquiry based learning in American universities,

“recommends that undergraduate courses should be developed in such a way that

students develop gradually as researchers, throughout their undergraduate careers.
Indeed, problem based learning is often introducéd at foundation level, using
increasingly complex probiems as the students proceed through their university
careers (Newble & Clarke, 1986; Margetson,' 1996; Driessen, 1999). Obviously
whatever the stage that these courses are introduced, students need appropriate
support in order to develop as resource based learners. in order to design courses
appropriately it is necessary to identify both the skills which are a pre-requisite for

resource based learning, and those which the course may seek to develop.

Learning by open access to a large electronic information source

If students are expected to learn by open access to a large information source, then
they have to be able and confident enough to choose what they éhouid fead, and io
critically assess their choice of readings. Arguably, the g’reater’ the scalé and
diversity of the resources, the more important it is to develop the critical skill to cope

with them.

There will also be particular skills in searching and retrieval which they need to |

acquire. Proficiency in information searching and retrieval is an area which has long
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been the concern of academic libraries, and an extensive body of research covers the
use 6f bibliographic databases. In recent years there has been a move towards “end
user” searéhing, in which the responsibility for searching is shifted to the student,
rather than working through a librarian as intermediary. Various initiatives have -
"concentrated on the need to teach students how to develop the skills neéessary for-
efficient use of the bibliographic databases (see for example Creanor and Durndell,

1994; Ottewill & Hudson, 1997).

With the growth in the World Wide Web there has been increasing interest in thé ‘
-way in which it can be used as a source of information for learning. There are
problems with the scale and diversity of the infofmation available, coupled With a
general lack of bibliographic control, and concerns with a lack of authenticity and

reliability. Romiszowski (1997) describes the situation:

~ "A..reason for cautién is the limited capacity of the end-users to find
their way through an "exploding universe" of information in an effective
and efficient manner. ...The’ undisputed technical advantages of making |
information more eésiiy and more.democratically available are to sbme
extent undermined by human skill limitations on effectively ﬁsing such
an information netwo‘rk.’“ |

(Romiszowski, 1997, p 32)

In response to these concerns, various initiatives have been put in place to provide
guidance and direction, including the new Resource Discovery Network, which will

offer subject based information gateways to quality tested Web resources for
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research, learning and teaching (http://www.rdn.ac.uk/aboutrdn.htm, 25/8/99). -

There are in fact a variety of new opportunities and problems in teaching students to

use resources on the World Wide Web. For example, hypertext environments may -
"offer student§ the potential to study in a more self-directed, open ended way (sée for

example Marchionini, 1988; Pink, 1999) and allow students to construct individual

connections between different narratives.

Some authors have described how these environments can be used to not only help
learners acquire and construct knowledge, (see for example Carver et al, 1992; -
Cognition and Technology Group at Vanderbilt, 1992) but also to give them an
overview of the semantic structure of a knowledge domain (see for example Jonassen |
& Wang, 1993). Electronic concept mapping has been recomménded as away of
supporting users in reflective hypertext exploratibn (see for example Kashihara et al,
1999) and for defining information need by prbviding a "knowledge arena" for
expressing, and exteriorising the jnter-relationships bctwéen concepts (McAleese, in

press). -

The work reviewed here focu_ses on the pfécess of informatibn literacy as an esSehtial
part of effective resource based learning. The term ir‘xformationbliteracy has been in ,
use particularly in the US and Australia in connection with lifelong learning (see for

example Hancock, 1993; Candy, Crebert & Leary, 1994, Parsbns & Haberle,y 1998; -

American Association of College and Research Libraries, 1999).

"Information literacy forms the basis for lifelong lcérnihg. It is common to all
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disciplines, to all learning environments, and to all levels of education. It
enables learners to master content and extend their investigations, become
more self-directed, and assume greater control over their own learning."

(Association of College and Research Libraries, 1999)

The characteristic§ of informatioﬁ literacy include recognising the need for
information, being able to identify and locate it, gaining access to it, then evaluating
it, organising it and using it effectively. In addition, studénts need to learn how to .
negotiéte the appropriate electronic environments. In line with these characteristics,
Taylor & Laurillard (1995) have proposed a list of information handling skills for

resource based learning.

e "operation - run the physical system (for example, what buttons to press, how to
switch things on, protocols for what gets loaded first, how to log on, interactions
between peripherals, what runs under what system)

e navigation - run the software ( for exémple, how applicaﬁohs run, how different
packages interface with one another; how to respond to the system when it asks"

, qﬁestions, how to keep track of places visited, and how to get back; how fo
retrace steps;, how to jump from one place to another; how/where to make notes;)
e investigation - do the appropriate question framing/search/find (for éxample, how
“to ask a sensible question in the context; identify suitable goals§ recognise what
kind of information is actually relevant versus what is interesting, but irrelevant;
. interpret information to spot concordance, dissonance, variation; analyse
- information to recognise potential answers) - g :

e  reflection - satisfactorily integrate the information thus found into project work or
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final write-up (for example, go back to original task; evaluate whether énough
information has been gathered; analyse and evaluate the material; integrate and
compose)."

(Taylor & Laurillard, 1995, p 240-241)

~ This list integrates the cognitive skills involved in project based learning
(investigation and reflection), together with the practical skills needed to negotiate an
electronic environment effectively (operation, navigation), so it is a useful working

framework to adopt for this review.

o - Operation and Navigation

Perhaps the most obvious step in teaching students to undertake resource based

| learning in networked environments is that of enéuring that they are familiar with the
tools. They need to be able to operate the equipment, and to be competent with the
software environment. Many of these skills can readily be taught using cdmputer
based training, or using experiential learning environments, in which the relevant IT
skills are emb’edded in the subject teaching (see for example Grattan, Brown & |
Horgan, 1998; Alexander, 1999). The extent to which a lack of these skills = |
constitutes a hurdle to learning probably changes from year to year, as succeeding

cohorts of students generally become more computer literate, =

The use of hypertext ehvironments, whilst offering many opportunities and
challenges, also brings problems for searchers, which may include disorientation

(being "lost in hyperspace") and distraction, because of the wealth of information
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available (Marchio’nini, 1988). The characteristics of hypgrmedia users have been
described by a variety of colourful names, including feature explorers, cyber
cartographers, resource junkies, video‘hoppers, apathetic hypertext users or
disenchanted volunteers (Lawless & Kulikowich, 1996; Barab, Bowdish & Lawless,

1 997), illustrating the variability in enthusiasm, ability or motivation. -

Similar variations' are described by MacGregor (1999), who found that some students
were highly dependent on pre-structured lists, whilst others were able to construct
their own navigation routes in more individual and purposeful ways. In a study of
ten American high school pupils, he rated students for their prior knowledge of the
discipline; self efficacy, or self confidence; and 'need for cognition', Which the author
related to academic competehce, social maturity and independent, persistent, self

motivated behaviour.

His subjects were required to search a hypertext system, and then to create a concept
map of thgir understanding of the topic. Navigation performance was influenced by
the three cogniﬁve characteristics described above. Students either structured théir
navigation in purposeful ways individualised to their personal requiremgnts, or
alternatively followed the existing structure of the system. Those students who were
more pufposeful in their navigation élso subsequently demonstrated a gfeater level 6f
understanding of the topic, as expressed by the coherence of their mental
representations in the concept maps. So in summary, subject knowledge, self
confidence and need for cognition were all important factors in influencing -

successful and meaningful navigation.
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Meaningful navigation may also be influenced by the lack of narrative structure in
hypertext environments, in fact it can be argued that far from helping users construct
knowledge, hypertext tends to undermine comprehension, because it fragments
information (Laurillard, 1993). The problems may be exacerbated when the
“information is represented as multimedia, rather than‘ straight text. For example, in
project MENO (Multimedia, Education & Narrative Organisation), Plowman (1996)
made observations of 200 children working on inferactive multimedia programs. She
found that use of the medium led to fragmented study, because of the transitions
between sections of video to stills or text, machine interaction or group discussion.
Comprehension was also undermined by complex navigational prc;cedures, or the
need to insert text.  Similar observations have been made by Laurillard (1998), Pink

(1999) and Klinger (1999).

It may be that structured tasks, and particularly assessment, could play a useful role
in giving meaning and purpose when pursuing links and constructing narratives. | ; »
Without necessarily defining the content to be covered, the learner can be given a |
direction to follow and ’the reason for pursuing it. An attempt to make the narrative |
in a multimedia program more explicit by building in a series of exercisgs ahd gbals
in this way is described by Laurillard (1998). The work was carried out on the‘OU
second level course A295: "Homer: Poetry and Society", using a multimedié e s
database linking sections of poems to commentaries, video sequences and pictures of
various artefacts. The students were required to undertake some investigation of
their own before they were given access to comments or model answers. The
exercises and goals appear to have éuppoﬁed the students as more active learners,

although there were still problems with lack of narrative structure. -
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o Investigation and Reﬂe;tion
Learning by open access to a large information source demands akchange in attitude
in students who have previously been accustomed to receiving knowledge either
“from a lecturer, or by reading pre-packaged cburse texts. It requires the ability to
select and synthesise ideas from a raﬁge of resources, and the ability to focus on
themes, rather than a prescribed set of content. If is to be expected that the
researching skills familiar to project courses would also be required for resource
based learning in networked environments, and Henry (1994) lists a number of other
skills required in, and also fostered by projects, iﬁcluding self-direction;
inventiveness; problem so‘lving abilities; integrative skill, decision-making skills and

interpersonal communication skills.

The need for ihvestigative and reflective skills has sometimes been overlooked in the
technology-driven growth in resource based learning, and Laurillard (1995) describes

the probléms which may be faced by resource based learners: -

" that being a user-controlled medium the learner expects to have control and
yet a learner does not know enough to be given full contly'ol.‘ The role of
research using a multimedia dafabase is wonderful for the ekpert scholar, but
not for the learner. ...they cannot be expected to set appropriate goals or pldt a
reasonable path: they will under-specify the pfoblem, be distracted by |
irrelevancies, be unsure how to evaluate the information they ﬁnd, over
 generalise from instances, remain unaware of incompleteness, fail to

recognise inconsistencies....... Most learners are not ready to be researchers."
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- (Laurillard, 1995 pp 185-186)

These observations underline the fact that proficiency with the medium does not
necessarily méan that students will have the critical and analytical abilities to -
“undertake resource based study. However, there is‘no reason why the task‘should not
be scaled down, so that they can practise their skills in an incremer;tal way, and
, starti;lg at an earlier stage in their academic careér. It is important to identify what
factors influence success in investigation and reflection, so that students can be

assisted to develop their skills.

An initial phase in investigation is deciding on the quéstion to be pursued, ahd
Marchionini (1995) divides this into two parts: recognising and accepting an
information problem, followed by defining and understanding the problem. Students
"need to recognise the gaps in their knowledge, in order to establish what they need to
find out, and McAleese (in press) stresses the importance of information need, (in
other words, "knowing what you need to know, or find oﬁt") as ’a’skilll which ig an
impdrtant reflective precursor to informati‘on searching and ret‘rieryal.’ Although he
introduces information need as a skill which’ is transferable, énd therefo_;e appl_iqable
| across disciplines, this raises the question as to how signiﬁcant a subject knowledge
of thg discipline might also be, in préviding the framework for further explbration
and resea;ch. Margetson (1996) suggests that, in the context of problem based_
learning, there is a difference between the knowlédge required to understand a
problem and that ultimately needed' to solve it, but he does not dispute that the

learner must have some subject knowledge if he is to begin the process.
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There are probably a variety of factors influencing the success of searching and
making sense of information in hypertext environments. Hill & Hannafin (1997)
have studied the strategies used by learners when searching the World Wide Web for
particular topics and have drawn out the following from a substantial review of the

literature:

o Metacognitive knowledge (in other words, ability to reflect on learning needs)
o Perceivea orientation (ability to get one's bearings in an environment) -
e Perceived self-efficacy (self conﬁdencé)

‘e System knowledge (prior experience with a particular information system)

e Prior subject knowledge

Hill & Hannafin (op cit) undertook a qualitative study of fifteen students, and a
det;ailed analysis of a subset of four of these students. They esfablished participants'
perceptions of their subject, metacognitive and system abilities, and their perceived
efﬁcacy (levéls of self confidence). The studenfs wére then asked to perfohn a
searéh, which was recorded by fhink aloud pi'otocol; and search t;ails. It éppeared
that students with high perCeived levels‘ of metacognition were better able to reflect
on their searching and refine their Searches. Extensive prior subject knowledge
augmented, and was influenced by metacognitive ability, whilst respondents with -
limited subject kndu;ledge engaged in more primitive search stfafegies. The moré
successful students wéfe able to recognise related terms and ﬁSe fhém ét‘f’ectivgly. :
They were also better ét integréting information and judging its relevancé and
veracity. Not surprisingly, disorient‘ation seriously impeded searcﬁing. rThlese ‘

findings should be treated with caution, since they only refer to four students.
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Moreover, bit seems likely that there was an interplay bgtween these various factors,
and since all the factors were self-reported, they must all reflect the degree of
confidence of the individual subject. However, the findings do resonate with similar
observations from Marchionini (1995); Chambers (1999); Hess (1999) and |
MMacGregor's' (1999) work on the mix of factors influencing successful hypertext

navigation. This study has implications for factors which may be important for the
successful information handling, and it underlines the significance of effective
operation and navigation. It also shows that it is clearly not enough to teach students

searching techniques, and then to assume that they will be competent investigators.

Hill (1999) has described a conceptual frémework for information seeking in Open
Ended Information Systems such as the World Wide Web. The framework provides
a useful summary of the stages and phases involved in investigation and reflection,
and the expectation is that searchers will go through the complete pfbcess in an

iterative fashion, until sufficient relevant information is acquired.

Stage - | Phase , x Questions
Navigation I Purposeful thinking . e What am I looking for? _
' ' o  Where do I begin?
Navigation - - II. Acting -~~~ o o - I am ready to initiate the
' search ‘
Navigation , III. System responding .
Process IV Evaluation
Functional ¢ . What does this mean?
Is this what I want?
What do I do now?
Optimal : ¢ Whatdo I have? -
o  What else do I need?
Process V. Transformation & integration { ¢  Will this information work in
e ‘ - ' a specific context?
¢ Does what I have link with
: : ' ~ other information? -
Process VI. Resolution . ¢ Is what I have sufficient? - -
: Am I ready to end the search?

Stage, Phase, Question matrix. In: Hill, 1999, p 18
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Given that Hill and Hannafin (1997) stress the importance of system knowledge in -
successful investigation, it might have been appropriate to include two more
questions in their list, as part of the navigation process:

“"How shall I seek information," (in other words what search tools to use?)

"What should I do if that doesn't work?"

Hill (1999) describes the types of difficulties encountered by naive and
knowledgeable users, in terms of the factors described in Hill & Hannafin (1997).
Naive users are unable to articulate what they know, and what they do not know.
Because of limited system, subject and metacognitive knowledge, they have
difficulty in interpreting the system, and tend to react to it, rather than searchingina
purposeful way. They move through the navigation stage, but do not manage to
negotiate the process stage, when they might integrate and transform their
knowledgé. Knowledgeable users on the other hand are more proactive and are able
to question the information they r¢trieve, in terms of its relevance and validity.
Macgregor's (1999) work shows that approaches to navigation may alsokvary Widely.
These categories again underline the significance of subject knoWledge and 4

metacognitive ability in influencing the success of information searching. -
Online collaborative learning

The extent to which students on resource based courses in networked environments
need online collaborative skills depends on the degree of integration of online

conferencing with the resource based approach. So, at one extreme, students may be
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expected to use the conferencing system as a general backup to resource based study,

or at the other extreme, they may be required to work collaboratively with their peers

throughout the course. The extensive literature on online collaborative learning is not

covered in this reyiew, (but see for example Harasim, 1990; Schrage, 1990; Kaye, -
?)‘1992; McConnell, 1994) and the aim here is simply to outline the main factors

influencing success.

As with searching and using information systems, a kﬁowledge of the toolskand the
software environment inevitably speeds up effective participation in online
conferences. In the early years of computer conferencing, this constituted a major
hurdle to online participation because the interface was so user uhfriendly (Mason; '
1989). However, in recent years, personal experience in tutéﬁng Suggests that this
has. become less significant with increasingly intuitive interfaces and a greater

general knowledge of email with successive cohorts of students.

Beyond this basic familiarity, students need to learn how to interact online with their
peers, and the eXtent to which their interaction contributes to learning will vary with
their competency. Indeed Salmon (2000) suggests that there may be a number of
stages involved in online learning, which include access and motivatiovn, s |

socialisation, information exchange, knowledge construction and development. At

the most basic level some authors (see for example Warren & Rada, 1998; Wilson &

Whitelock, 1998; Kear & Heap, 1999) described later in this review, show how
assessment plays an important part in encouraging online participation. The
effectiveness of online conferencing as a medium through which resource based

learners construct and negotiate meaning can depend very much on the model of
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teaching and learning adopted by the course. For pexample, recent work by Lea

(2000) describes how students can assume different roles and identities, depending

on the conferences in which they choose to participate, because the conferences

themselves embody different relationships of power and authority between students

and tutors.

If students are required to produce collaborative work, they also need to develop
team working and negotiation skills, group decision making and task management.
These factors are common to those influencing face to face cbllaborative work, (see
for example Schrage, 1990; Kaye, 1992; McConnell, 1992).

The Learning Context

The review so far has illustrated the interplay of a variety of factors in the

effectiveness of resource based learners, and these include prior subject knowledgé," |

levels of metacognition, educational stage of development and self confidence.

Clearly success depends not only on the acquisition of particular skills, but alsoon

the learning context, and there is some debate in the literature as to their relative

importance.

For example, Bruce (1998) adopts a relational, rather than skills-based model of -

information literacy, which suggests that there are a variety of ways in which
learners come to understand and experience the concept. Her study of lecturers' and

librarians' conceptions of information literacy placed different emphases on the - |
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relative importance to learners of information technology use and information use. It
is doubtful whether an accurate picture of learners' conceptions can be established by
asking experienced information users, however, Bruce argues that teaching
information literacy should stress the growth of learners in coming to understand the
‘)céoncept in different ways, rather than focusing on the acquisition of particular skills.
Whilst acknowledging the controversies surrounding skills and context, they do not -

form a central part of the argument here.

Previous work shows that a variety of factors influence the succes‘s of the self-
directed learner and it may be that some of these factors are also relevant to this
version of resource based learning. The‘li;cerature in this area is very extensive, and
so this part of the review simply concéntratés on examples of some of the majdr

factors.

An important model for understanding the influences of social and cultural contexts
on student learning is "academic literacy", or the practices involved in reading and -
writing academic texts. The concépt of academic literacy places great importance on
the significance of these contexts, and particularly on the studént's familiarity with -
the language of a discipline, and the academic genre. This helps to‘deﬁne their-
ability in reading, and success in writing assignments, and their understanﬁiing of
assignme\nt feedback (Lea, 1998; Lea & Street, 1998). The concept does not éxclude |
the influence of transferable skills as discussed earlier in this review, but 'placrzes’ less

importance on them in the development of learning. -

The academic literacy perspective underlines the potential difficulties for resource
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based learners required to learn in a new, and more self-directed way, by accessing a
Iarge‘ electronic information source. They need to be able to define their
requirements for information in discipline-related terms, in order to be able to assess
the extent to which new knowledge can fit with the knowledge they already have. So
in other words, they must be competent in communicating within the academic
genre. This underlines the significance of subject knowledge in information literacy
and really challenges the concept of 'information need' as a stand alone, transferable -

skill.

A stark reminder of the varying backgrounds of students who may be confronted by
the demands of resource based learning materials comes from work undertaken by -
Macdonald-Ross and Scott (1996) on students' reading skills and the readability ef
Open University foundation coursee. Reading skills tests of 2000 students entering
five foundation courses indicated that 95% of respondents showed §ome degree of |
. inadequacy in understanding a passage of typical academic prese. They found that
Technology students ecored lower than Arts or Social Science students, but it is not |
elear whether this was related to the difficulty of the prose in the test, or to other
factors, such as a familiarity with the style used or with the nature of the task. A
study of the readability of foundation courses demonstrated a wide variability, and

prompted the comment:

"This illustrates the tension between the university's wish to be open, and the
consequent fact that many students' reading standard is closer to the Daily

-~ Mail than to our academic prose."

(Macdonald-Ross & Scott, 1996, p 2)‘
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Inevitably, those with the greatest literacy problems drop out at foundafion stage, but
it seems likely that literacy problems may be compounded where students are
required to refer to original academic texts, as an alternative to traditional course

" texts. These findings have serious implications for the support and assessment of -
resource based courses which rely on academic texts, and they highlight a dilemma

for Course Teams when looking for suitable resources.

There are indications that the demands of the academic department may also have a
significant influence on the way in which students learn. Ramsden (1979) studied
students from six departmenfs in 2 British University and found that each departmgn_t
possessed a particular culture in terms of the teaching, course organisation, subject |
areas and assessment. Some departments encouraged a far more indepehdent o |
apprdach to learning than others, for example students in those Arts departments

included in the study felt that individual study and the exercise of choice was of great

importance,'Whereas the subject matter in the Sciences and Applied Sciences seemed

to give rise to more formal teaching methods and less individual control for the

student.

This work reflects earlier observatioﬁs by Biggs (1970) who foﬁnd that the general |
nature of the tasks undertaken by Arts students on campus based university courses
was rather different to that undertaken by Science students. He suggested that tasks
in the Arts were involved with managing a large amount of relatively unstructured

material, whereas in the Sciences, students were required to build on existing . - -

knowledge in a logical way. Since both Ramsden (op cit) and Biggs (op cit) refer to
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campus based universities, it is not known to what extent their observations might be
applicable in an ODL context, although it has some resonances with the work on
academic literacy.v There is no doubt that in the context of Open University Studehts,
where students may study courses across a variety of disciplines, there will be »
‘Eonsiderable variation in their experience and expectations. It may be that students
from some disciplines are better pi'epared for studying using a wide 'var‘iﬂety of

resources than others.

Gender is another factor which may influence a student's approach' td iearning, and
| there has been much work particularly on the mﬂuence of gender on the use of |
educatlonal technologles Much of this is concerned w1th access to technologles (fof
recent reviews see for example Wood, 1998, 1999; Halhgan, 1999) and i is therefore
not of relevance to this study, in which all course participants were required to have
access to the relevant technology. There has also been some work on the inﬂﬁence
of gender on the nature of computer conference i;xteractions (see for example
Herring, 1993; Yates, 1997, Barrett & Lally, 1999) which ‘s’uggests tha_.t there are |
differences in the frequency, length and style of messages frpm both men and ‘
women, and that conferencing reflects the same gendered identities as face to facje{
interaction. In other words, the enviromﬁent seems to have iittlg effeqt on gender

inequalities.

Inevitably the approach which students adopt in their studies results from a
combination of factors, and Taylor, Morgan, & Gibbs (1981) describe a model of
learning orientations which integrates the mix of institutional and personal contexts

of learning. Each orientation is influenced by intrinsic or extrinsic factors, and
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students may exhibit a combination of several orientations which vary through their

university careers.

ORIENTATION INTEREST AIM CONCERNS
VOCATIONAL = . | Intrinsic Training Relevance of course
» . 10 career '
Extrinsic Qualification Recognition of worth
R : : ' of qualification
ACADEMIC Intrinsic Follow intellectual Room to choose
Co interest . . .| work, stimulating -
, lectures
Extrinsic Educational advance | Grades, academic
‘ ’ ’ progress
PERSONAL Intrinsic Self improvement Challenge, interesting
: material
Extrinsic Proof of capability -~ | Feedback, passing
o : Pl A course
SOCIAL Intrinsic’ Have a good time Facilities for sport and
social activities

Orientations and student concerns. In Taylor, Morgan & Gibbs, 1981 s p 4

One’might expect that students adopting an intrinsic academic, or intrinsic personal -

orientation would thrive in courses with a resource based approach to study, because -

of the intellectual challenge and the opportunities afforded for individual study' and

expression. Others (for example extrinsic vocational), perhaps motivated by the need

togeta qualiﬁcation for their job progression and therefore less interested in the

subject matter of the course, might aim to follow the minimum requirements of the

assessment system, without benefiting greatly from the resource based aﬁproach.
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The process of resource based learning in networked environments (summary)

1. In common with other models which aim to develop self-directed learning, this
"version of resource based learning aims to develop in students the confidence to
assume responsibility and autonomy in learning, and the cognitive, metacognitive
and affective skills needed to rﬁake choices and manage their own learning. At the
same time, some research suggests that students may need a basic level of these skills

before they can begin to study a resource based course.

2. The use of electronic, as opposed to print based resources,‘ offers new
opportunities, in terms of the extent and choice of resources available, and‘ also in the
possibilities for tailoring searches, and accessing or combining inforrhation to meet
particular requirements. Because of the potential scale and diversity of the resource
base, students will be confronted with more choice than would have been possible in

a print based ODL environment for project courses.

3. The literature on information literacy and information handling skills suggests that
a number of stages are involved in learning from a large electronic information
source. These stages include operation, navigation, investigation and reﬂectior;,

‘ effectively int’egrating the researching skills needed for project wdrk with ihose

required for negotiating electronic environments.

4. It appears that there is inter-dependence between these information handling

skills, for example success in investigation and reflection depends on effective
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operation and navigation techniques. There may be little point in teaching these
skills in isolation from each other, in other words searching techniques will be -

ineffective if students are unfamiliar with the environment. -

's. Difficulties with the practical skills of navigation and comprehension in hypertext
environments vary with the confidence and prior subject knowledge of the student
and may be assisted by signposting to appropriate links and scaffolding in the form -

of activities or assessed tasks.

6. The more complex cognitive skills of investigation and reflection involve an
iterative cycle of articulating information need, searching and retrieval, followed by
evaluation and integration. It is probable that With a greatly increased size and
diversity of resource base, in comparison with that available on print based project
courseé, it will be crucial to hone these cognitive skills, so that students are able to

manage the resources effectively.

7. For effective online collaborative learning, students must become proficient in
operating the relevant tools for computer conferencing, in online interactions with
peers, and where collaborative tasks are involved, in team working, task management

and negotiation.

8. A variety of factors may influence learners' effectiveness with this version of
resource based study. The literature suggests that an ability in these areas may be
linked to the level of prior subject knowledge which students are able to draw upon,

and there may also be some connection with the academic genre with which they are
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familiar. In addition, the educational stage of development of students and their
levels of metacognition are clearly important, as are affective skills such as self
confidence. Lastly the orientation to study may affect the acceptability of the
approach.

‘The process of resource based learning in networked environments and the skills

‘which are involved, together with factors influencing success are summarised below.
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Self-directed learning

Active, rather than passive learning

- Responsibility and autonomy
Self judgement and a reflective approach
Metacognitive development

Learning by open access toa large electronic
information source

Extensive scale and diversity of resources

More choice for students

Potential for tailoring searches combmmg
- information -

Information handling skills

e  operation
e navigation 7
orientation

connected meaning from hypertext
¢ - investigation ‘ ~
information need
searching and retrieval
evaluation
o reflection
_ integration with existing knowledge
synthesis from a range of resources

Online collaborative learning

Online collaborative skills

e operation .

e online interaction ~

e collaborative decision making, negouatlon
task management ,

Learning context

subject knowledge/academic genre
metacognition/stage in academlc

- development
affective skills

orientation to study

Table 2-1, The process of resource based learning in networked environments

For course developers the challenge is to seek Ways to support students apprbpriately
in their resource based learning, and in view of the central influence of assessment in

influencing learning, assessment strategy must be a crucial consideration.
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Assessment for resource based learning in networked environments

Tt was argued in Chapter 1 that apéropriate assessment must be an integral part of -
course design and aligned with course aims and quectives (Gibbs, 1995). The first
part of this review has illustrated how resource based learning in networked -
environments is part of a family of models which aim to develop self-directed
learning, although they are distinguished by the route used to achieve these aims. It
follows that an éppropriate strategy for this version of resource based learning must
be in line with the general aims and objectives of self-directed learning, whilst |

providing the opportunity for the practice of particular skills.

This part of the review describes work on assessment appropriate to self-directed
learning and the development of skills. The review is organised under five functional

headings, which relate to groups of assessment strategy.

e learning logs and peer review
e assessment of skills
e feedback and model answers

e projects.

It then goes on to develop a framework of assessment design, based on the discussion §
on the process of this version of resource based learning, which was presented in the

first part of this review.
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In campus based universities there has been a general awareness of the need for -
diversifying current assessment practices, in order to reflect changing models of
teaching and learning, and to support the development of certain skills and more
‘Teflective learning. The ASSHE (Assessment in Higher Education) nroj ect (Hounsell
et al, | 1996) lists a wide variety of assessment practices, including self and peer -
assessment, use of portfolios, learning contracts and personal reflective logs, and
Hounsell (1998) describes a number of overall trends, notably a growth in
collaborative and team based assignments, and a move towards greater student

involvement in assessment.

Many of these innovations are of relevance to open and distance learning, although
some are difficult to realise in a traditional print based context. However, the
increased interactivity and the possibilities for collaboration introduced by ICTs ilave
opened up new options for assessment. Some of these are roughly equivalent to face
to face or print based versions, whilst others are innovative kanproaches offered by the

interactive nature of the technology.

Technology has made a significant impact on assessment in a variety of areas. In
some universities it is in use to automate assignment submission and grade retrieval.
(see for example van Gorp and Boysen, 1997). It is also widely in use to delivéf
computer based assessment, often as an adjunct of CO‘mpute'r based learning packages |
(see for example Chaloupka, Koppi & Clark 1998; Bull, 1998; Brown, Race & Bull,
1999) and a national Computer Assisted Assessment Centre

(http://wWw.caacentre.ac.uk/, 6/2/99) has recently been set up at Luton University, to .
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identify and provide guidance on good practice. Tﬁese computer based assessments |
oﬁeh use multiple choice questions or their derivatives, and appear to have a place in
-progress and achievemgnt testing, and as a diagnostic tool. However they probably
have little, as yet, to contribute to the development or assessment of student .
qimderstanding, or of higher cognitive skills (Herrington & Herrington, 1998), and
therefore are unlikely to be of relevance to resource based learning in networked

environments.

This account refers to the leséons learnt from assessment for self-directed learning in
campus based univeréities, and relates this to developments in online versions of
similar assessment strategies. ’It alsQ explores the potential for innovative strategies
offered by ICTs, and then discusses the extent to which the assessment strategies -
described may be appropriate for resource based learning in a networked

environment.

Learning Zogs and Peer review

Grabinger and Dunlap's model of REALS (1995) refers to the central importance of
developing student responsibility and initiative through metacognition, or reflection
~on learning processes, and learning logs have been found to be useful in this context '
(Moon, 1999a, Moon, 1999b). Thorpe (1995) describes a study of two Open -~

- University courses which employ them in order to integrate an experiéntial abproaéh
with course c{;ncepts. Her evaluation indicated that this was a profitable approach,
particularly where the logs were part of the formal assessment process, and students
reported a greater awareness of reflective learning. This ty})e of reflective actiyity \

has also been translated into an online context, where it may gain the extra
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dimensions of interaction and collaboration. For example Montgomerie and
Harapnuik (1997) describe the use of electronic learning journals, where students
were required to record email exchanges, newsgroup interactions and other records

of experiences with various internet tools, and mount these logs as web pages, so that

b

‘fellow students could benefit from their experiences.

Resource based learners need to be able to evaluate‘ their work, in order to develop
effectively as self-directed learners and varioﬁs researchers have found that self or
peer assessment have a useful role here, in promoting a greater interest in reflection -
the ability to self judge, and in focusing student attention on aims (Boud &
Falchikov, 1989; Boud, 1995; Williams, 1992; Falchikov 1995). Apparently . -
students find these approaches worthwhile and useful in pinpointing strengths and
weaknesses. By corhparing several versions to arsolution the student learn§ to
recognise weaknesses in his work, as well as in chers, thu‘s developing criticél

thinking,

The use of computer conferencing makes peer review feasible in an ODL context,
‘where previously it had not been possible. An interesting experiment to improve
writing and research skills appropriate for computer science is reported by
Cunningham (1994). Students were required to write up their work 1n the style of a
research paper, and post it to a comput.er conference. Over a period of three;darysv,
_each student had to submit a review of one of their peer's papers. They were then
required to incorporate the ﬁeer reviewer's suggestions into a further draft of their

own paper. Cunningham reports:
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- "_.as students reviewed éach others' work, they were exposed to some very
good as well as some very poor writing. The students learned to determine
what made some presentations good and what factors rendered some papers
difficult to read. They became remarkably astute...in determining what
elements led to easy to read, coherent presentations." |

(Cunningham, 1994, p 7)

These comments reinforce the value of understanding the academic genre, and are
particularly of relevance to learners who are new to the resource based approach, and
may need extra guidance in expressing themselves within an academic discipline.
This exercise had the added advantage that public posting of assignments cdntributed
markedly to the standard of work, kin common with observations made by Bos,

Kikstra & Morgan (1996).

The value to students of benchmarking is reported by Davies and Berrow (1998),
who trialled the use of peer review of assignmentsin a neiworked environment, with
a class of 16 external computer science master's degree students, Students were
requiréd to write, and upload a review of published work in a given subject ‘area. =
The reviews were also submitted for tutor marking. The students then had to select
one of the uploaded reviews, and wriie a critique of it. Their evaluation indicated
that students were positive about the peer review exercise because’ it helped ther”n‘ to

judge the normative standard of the group.

Of course, peer review is not exclusii/ely applied to written work, and in a face to

face situation may also be appropriate in presentation and debate, particularly in the -
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interim stages of preparation of papers. In this sense, and in the context of ODL
courses, computer conferencing can be used for peer review, by the posting of
sﬁbstantiallrﬁessages for peer comment. Gibbs (1999) describes the use of the -
Virtual Learning Enviroknment coMentor for a philosophy course, in which students
‘were encouraged to post pieces of their writing to share with fellow students. Most
students found that they benefited from the opportunity to see the content of other

students' written work and alternative styles of presentation. Gibbs comments:

" Although there was not a lot of evidence of engagement by students in
debates (many threads contained just one message for example), it is clear
~ that by posting up wprk, students made available to their fellows a iarge body
- of relatively accessible work and some helpﬁl hints (readings, explvanations
etc) which others found useful."

- (Gibbs, 1999 p 226)

Networking dpens up other possibilities for new formative approaches to asseSsment,
and cah Be used for a more formaﬁsed iterative review 6f skuccessi‘ve,dr‘aﬁs’ of
assignments (McConnell,1999). For the MEd in Networked Collaboratiye Learning
at Sheffield, students are required to submit their assignments in electronic form for
review by their peers, together with a set of criteria, which are compared with a set
produced by the tutor, who represents the views for the course team. The preparation

and peer review stages take place over several weeks, and form a series of steps:

e "negotiating (with peers and tutor) the focus of the assignment topic, from an

initial tentative idea to a fully confirmed topic;
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o asynchrohous discussion of issues, problems and viewpoints surrounding the
topic; |

e sharing resources (for example research papers; web sites; ideas; experiences);

e submission of several drafts of the assignment, followed each time by: -
. "collaborative self/peer/tutor participation in reviews of the drafts;
o formal submission of the final 'polished' assignment paper."

(McConnell, 1999, p 238)

In line with the comments on self and peer assessment in traditional campus based
contexts, McConnell stresses the importance of a form of assessment which opens up
a process normally hidden to the students, and gives them more control over their
learning. It also enhances learning by allowing learners to understand the potential
of self judgement and self detcrmination. In contrast to more conventional class
situations, the use of networked learning means that learners have a record of the .
discussions leading to the development of their written work, and the students ﬁnd :
this a valuable learning resource, for reflecting on their learning and developing
metacognition. The network also allows them the possibility to reflect on the written
work over a period of time, something which might have not been practical in a class
based situation, and certainly not in an ODL context. This iterative process 'may be
of particular relevance to resource based learning, because it gives the students morev L
freedom and flexibility in contfolling the topic and the criteria by which they are to f

be judged.

Some evidence suggeSts that students need effective facilitation in order to become

competent when learning how to assess work for themselves (Boyd & Cowan,1985;
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Orsmond et al, 1996). Gibbs (1995) argues that whilst lecturers traditionally fall
back on familiarity with a discipline, or the characteristics of good essay structure, |
students may ne¢d new, or more explicit criteria to work from, if they are to mark -
effectively. Itis likely that any mechanism which permits discussion, or negotiation

“of assessment criteria will therefore assist in developing self-directed learning.

It is now possible to realise this objective in an ODL context. An experiment in
using computer mediated communication for debating assessment criteria in
preparation for project work is reported by Kwok and Ma (1999) who used a web
based group support systém (GSS) with a second yéar course in Distﬁbuted
Information Systems. The students were given a set of criteria which they were .
invited to discuss and modify. They were then asked to vote for tﬁe six most
appropriate cﬁteﬁa, and to assign weights on their rélative importance, Baséd on
these negotiated criteria, the lecturer was able gi\}e students feedback on thé progréSs
of their written work, and students were also encouraged to give peer feedback to
others in the grdup. It appears that the negbtiaﬁon of marks led to a high degree o‘f | |
ownership of the assessment scheme, and better understanding of the requirements of ‘
the assessment. ‘This again illustrates the potential for developing self direction in
learners, by offering students the opportunity to participate more fuily in judging -

their work. -

The examples of peer review and iterative assignment development described here
offer great potential in supporting self-directed and reflective learning, but their
implementation is difficult on large population courses, for example at the OU,

where they have to fit within assessment regulations (Mason, 1999).
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Assessment of skills

Resource based learﬁers need to acquire a number of skills in relation to handling the

electronic resources and participating in online debate. In fact, all online activity
“assumes a cértain basic level of competence in using the online enﬁronment for .

collaborative learning, and the literature illustrates the fact that students are more

likely to acquire these skiils if they ére given the opportunity, through the -

assessment, of practising them.

For example, Fox (1999) describes a case study of a course at Curtin University,
Australia, where students were introduced to computer conferencing and expécted to
"find irresistiblé the opportunity to enrich their learning in this innovative 'high tech'
| manner." Contrary to their expectations, the majority of students did not find this
opportunity irresistible and in a subsequent year bnline aétivity Was made an
assessable activity, both in terms of number of messages input and quality of

dialogue. The result was a dramatic increase in levels of participation.

Similar observations have been made by a number of authors (see for exémple

Warren & Rada,1998; Wilson & Whitelock, 1998; Thorpe, 1998; Rada,1998; Kear &
Heap, 1999). As a result of their experiences Warren & Rada (op cit) recommend

that to ensure participation in computer mediated communication, course designeré :

should consider the following:

e deadlines for submissions;

e criteria for grading cmc [computer mediated communication] participation, in

61



other words length of submissions, frequency and nature of content;
e automated archiving and scoring procedures providing comparative

information on individual participation.

‘)’Clearly, assessment has to be a vital part of practising and participation in computer
mediated communication, but at the same time perhaps there needs to be a balance g
between ensuring that students participate,‘ and eﬁcouraging a strategic approach to

assessment. Of course, for resource based learners online interactive skills are not

the only skills needed to be effective, and this experience underlines the fact that the
relevant skills need to be‘ identified, in terms of which skills will form a part of the -
course objectives, and which are assumed to be a necessary prerequisite to studying’ .

the course.

Fiedeldey (1999) describes the integfation of vﬁrious skills into online collaborative
assessment for a Web based course in research psychology at the University ‘of :
Pretoria. The assessment is designed to develop and support the following abiliﬁes/,
of relevance to the resource based approach in a networked environment, where in

includes collaborative working:

e ability to share work
e - interpersonal negotiation skills;

e ability to integrate/synthesise own work with that of others.

Each student produces an individual assignment on one aspect of a given topic,

which is marked by the course presenter. They are then required to collaborate in
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integrating individual assignment work into one substantive group report. In the
coulrse\of this collaboration the students have to expose their work, including the
course presenter's comments, to peer review. They also have to delegate tasks to
different group members, and to negotiate editing of the varioué submissions. In this
“way the praétice of skills is achieved by émbedding tasks in the assessment, and by
giving students the opportunity to reflect on their efforts through feedback from staff

and students.

An alternative approach to skills learning through assessment has been introduced
into a business administration course at thé Dutch Open University. A pilot of the -
course ran for the first time in 1998 and is web based, with links to relevant resources
and newsgroups for communication. The assessment strategy was designed as a way
of teaching researching skills by presentihg methodol‘ogy and statistics "just in time"
(Schlusmans; van den Boom & de Man, 1999). The principle of "just in time"
learning is based on the acquisition of knowledge or skills as they are needed, rather
thanr "in case", and usesv the fact that students will be motivated by the assessment to
learn new skills, or engage with a particular area of content. In this case, they wére |
learning how to develop and critique a research prbposal, in incremental steps,
througﬁ the assignments. Thése assignments were published on the website, ahd
subjected to peer review, and finally self evaluation. The assessment désign was not
without its drawbacks. After the first year the course team found fhat they had
grossly over-estimated the study load, and the requirements for tutorial support . - \'
imposed by 15 assignments and the quantity of resources, and had to revise the
assessment strategy by combining several assignments into one portfolio fof

marking. However, the principle of "just in time" learning and of developing ~
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assessment which builds the development of skills in an incremental way is one

which could be applicable in a resource based context.

F ecdback and Model answers

“In order to be able to formulate their information needs and to investigate a subject
by searching the literature, resource based learners need to learn to communicate
effectively within a discipline; Within an ODL ﬁamework, they do this partly
through tutorials or online interaction, but more especially through writing
assign@ents. To maximise the value of correspondence tuition students need
informative feedback from the tutor, and this provides the moﬁvation to persist with
study (Thorpe, 1998). - It appears that students' reactions to feedback vary - | o
considerably with theif particular needs and circumstances. A study of 22 Open
University geology students' views on feedback (Roberts 1996) indicated that their
needs fnight vary depending on their level of conﬁdence with a subject, or their
previous knowledge or motivation. The elements of feedback they were most
concerned to receive included an encouraging response from the futor; comments

indicating where work was incorrect; and the provision of correct or model answers.

Communication technologies provide the potential for enhancing feedback to
distance students. For example, Thorpe (1998) describes the potential for tutors to .
provide feedback to a whole tutorial group using a computer conference, and the
possibilities of using Word processing to produce legible commenté to all etudents, or

to copy the same comments to several students.

Students commonly experience difficulties in interpreting feedback from tutors
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(W eédon, in press; Wood, pers comm 25/11/99) and it is known that effective
communication within a discipline is embedded within a particular academic genre.
The work on academic literacy (Lea, 1998; Lea & Street, 1998) underlines the need
to assist students in writing effectively in any academic subject. I;ea (1998) -
"describes a longitudinal study of changes in students' study patterns as they progress
through their Open University study, from foundation' courses to subsequent
courses; In the initial stages of this study, 25 students from Social Science and
Technology foundation courses were interviewed at the end of their course and
subsequently in the next post-foundation® course. Students at foundation level
described the difficulties which they experienced in approaching the reading and
writing of academic texts: it represented an unfamiliar literacy practice, for which
reading and writing in other contexts provided little relevant preparation, so they -
found the requirements of written aséignments difficult to interpret. Further work by
Lea and Street (1998) made similar observations of studehts in campus based - |
universities and found that students were again experiencing great difficulty in
writing appfopriately in new disciplings, and that advice intended to direct them was

not necessarily interpreted appropriately.

Indeed Mowl and Pain (1995) and Sambell & Johnson (in press) suggest that
students benefit from concrete examples of essay writing within a discipline in order
to understand the specific academic genre. As Rowntree (http//:wWw- oy

iet.open.ac.uk/pp/D.G.F.Rowntree/Assessment.html,1 1/9/99) suggests:

! Foundation, or level 1 courses are equivalent to first year study at other UK universities.

% post-foundation or level 2 courses are equivalent to second or third year study at other UK
universities.
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~"Any worthwhile assessment strategy needs to include provision for helping'
students understand just what we are looking for in their work. This goes
beyond showing lists of objectives or learning outcomes to students, or even
sharing with them our marking criteria. We may need to discuss with them,
and on more than one occasion, not _just the content or intended outcomes of
the course but also the nature of the 'discourse' in our discipline - what the
discipline's practitioners regard as appropriate subject matter, the form of

- argument that is expected, the kind of evidence that is acceptable, the criteria
for truth or elegance, the languagevand style of presentation. It may not be
enough to hope that students will absorb the subtler aspects of the discourse
by some kind of osmosis."

(Rowntree, http//;:www-iet.open. éc.uk/pp/D.G.F.Rowntree/Assessment.html,1 1/9/99)

“Model answers, i‘llustrating fokr example the standarﬂ form for an essay within a

= particular discipline, can help students to undefstand the requirements of their writte_n

- work, where abstract advice fails to communicate effectively. Ina hetworked |
environment co(nfefencing can be used to distributé wqu, or fo electroniéall& archive
work likely to be of future use, so that students can benefit from seeing examples of
effective writing, or well structured assignments. (Barrett & Paradis; 1988; Masoh,
1995). Broadband technology on the Mantchi project has facilitated the use of
"tertiary cdurSewafe", meaning past questions, student solutions and tutor feerdbvack
as a reinforcement for student learning (Draper,

http://www.psy.gla.ac.uk/~steve/mant/altj. html, 19/3/99). ..
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Projects

Proj écts are probably the most well tried and tested method of promoting self-
directed, reflective learning. They provide the opportunity for students to identify
their own learning needs and follow a topic of choice, rather than being assessed on
"set content, and in addition they enable the student to practise a wide variety of skills,
in particular the information handling skills essential to resource based learning in
networked environments. In a major study of 20 ODL project courses Henry (1994)
found that teaching staff had used projects for a number of reasons, including the
fostering of responsibility and éutonomy, the teaching of cognitive skills and to

provide professional practice.

Application of knowledge " Learn to apply knowledge
Understand a discipline better
Preparation for work ‘ Necessary technical training -
Provide professional practice
Teaching cognitive skills Teaching higher cognitive skills
Avoid spoonfeeding
Assessment Sorts sheep from goats
: ' " Necessary standard
Motivation Motivating
o - More effective
Relevance S Offers autonomy
Fosters responsibility

. Reasons for offering project work (Henry, 1994, p 46)

!
P

Henry comments:

" _responsibility placed on students in the design of a project, location of
material, analysis and organisation, and the necéssary use of initiative and

- problem-solving skills are a better test of ability than ordinary course work." -

- (Henry, 1994, p 51)
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Prdjects continue to be a well used assessment strategy for open and distance .
le.arning courses, but their effectiveness can be enhanced using communication
technologies. Collis (1998) describes the potential for introducing collaboration, and
enhancing feedback loops and peer assessment in the planning and execution of
Mproject work. Many of the assessment devices which have been discu;sed in this
review are integrated in this model of collaborative project work, indeed much of the
literature already referred to is also concerned wi;ch project work (F iedeldy, 1999; |

Kwok & Ma, 1999; McConnell, 1999).

Although there is plenty of experience and expertise on the use of projects as an
assessment strategy, the online collaborative element may introduce paﬁicular |
challenges for students and course developers. Various researchers (Thorpe; 1996;
Kear & Heap, 1999; Schlusmans, van dvlen Boom & de Man, 1999) have observed
that it imposes strains on the pace of s‘tudy; in coﬁparisoh with individual paper

based assignments, because of the need to rely on fellow students.

" There ére other problems in implementing collaborative project work and Co_llis, o
Andernach & van Diépen (1997) describe various ways of addressing fh_em for two
web based courses at the University of Twente. Maintaining a balance between
equal pérticipation of all members of the group is encouraged by assigning each
student a well-defined set of responsibilities, and equipping them with the skiils to
carry out their assigned tasks, in a set time-scale. The problems of maintaining
"group memory" are addressed by using a group énvironment in which Student work
can be filed and annotated, and linked to ﬁthhef materials in the Web environment.

In order to motivate students to communicate with each other, for example when
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peer reviewing, the course uses highly structured forms, so that students are clear
what is required of them and how much input is required, although this seems to
militate against a philosophy of open-ness and flexibility. Problems with group
rappbrt between distance students have been alleviatgd to an extent by using real

“time chat (IRC) and video-conferencing.

Despite the difficulties, the opportunity offered by project work for self-directed
learning, combined with the use and negotiation of knowledge from online peer
interactions and a more open approach to assessment means that this strategy must be

of particular relevance to resource based courses in networked environments.

A Framework for Assessment Design

The first part of this review defines the process of resource based learning in terms of
its aims and objectives, and the skills which are involved. This is now used to
develop a framework of assessment design, based on the lessons learnt from previous

work on assessment.

Although the integration of résource based learning and the collaborative approach in -
networked environments is new to distance learning, the objective 1s the -
development of self-directed learning, so there is much to be learnt from assessment
strategies used to develop, and judge the devélopment 6f, self-directed learners in -

other contexts.
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At the same time, this version of resource based learning also has a particular profile
of skills which learners must acquire if they do not already possess them, and the use
of electronic resources may well impose greater open-ness and ﬂexibility in study
than is familiar even to print based project courses.

ot

In summai'y, the assessment strategy must accommodate the following:

Common to models developing self-directed learning

Aligned with the exercise of:

e Active, rather than passive learnipg

¢ . Responsibility and autonomy

o  Self judgément and a reflective approach

e Metacognitive skills

Pafticular to resource based learning in networked ’environments -
Allowing and encouraging scope for:

. ‘Increased open-ness and flexibility in content

Developing;

o Information handling and online collaborative skills

These criteria are now used as a basis for discussing the applicability of the =

assessment strategies reviewed here.

1. Aligned with self-directed learning

In common with other self-directed models, resource based learners need to develop
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the confidence to manage their own learning responsibly and to make choices in
what they should study. Most undergraduates are unused to taking‘control of their
learning, and need practice in self management, and decision making. Previous work
(Henry, 1994; -Schlusmans, van den Boom, & de Man, 1999) has shown that - |
Mstrategies which give them incremental support can help them develop this control,
and sustain motivation.” Pfojects have been widely used ‘in this context, as have
learning logs (Thorpe, 1995; Montgomerie & Harapnuik, 1997) and participation in

the negotiation of criteria (Kwok & Ma, 1999, McConnell, 1999).

Learners no longer work in isolation, but in collaboration with their peers, and
traditional values associated with the authority of teaching texts may be challenged.
It is vital to support this transition to greater independence by assisting students to -
judge their own work and to develop a critical apprbach to their reading. The
development of self judgement and a reflective approach has been supported by a
variety of assessment strategies in campu§ based universities. They include the use
of learning logs, model answers, and peer review (Moorl, ’1 999b; Mowl & Pain,
1995; Boud & Falchikov, 1989), and tﬁese innovations have also been trialled in an
ODL context using communication technologies (Thorpe, 1995; Montgomerie &

~ Harapnuik, 1997, Barrett & Paradis, 1988; Mason, 1995). Communication
technologies offer the scope for more interactive feedback, which may include an
iterative review process of assignments in preparation O\IICConnéll, 1999), bl;t the
practicalities of this implementation on a large scale fbr a large student popﬁlatioﬁ .

have not been explored.

2. Developing information handling and online collaborative skills =~
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‘The process of resource based learning in networked environments requires a
complex profile of interdependent skills, some of which are unique to this model and
some of which are common to project based learning. These skills include |
informatioﬂ hahdling and collaborative skills, and if a course is well designed

“assessment must provide opportunities for geﬁerative learning activities in which
students may practise, and reflect on their skills development, and receive formative

feedback on their progress.

Tt is clear that a specification of skills must form an integral part of assessment

design and must be covered by the assessment criteria. Assessment is vital in
providing the motivation and opportunity to develop and reflect on skills, particularly~
for distance students, who have no opportunity to do this in a conventional classroom

setting.

Online interactive, collaborative and negotiating skiils can'b‘e practised through the
use of computer conferencing in collaborative exchanges and group work, wifhin’the
framework of assessment (Warren & Rada, ‘1998; ’Fox, 1999; Fiedeldy, 1999). ;They
are also practised in collaborative project work, althoixgh the literature: suggests that
collaborative activities may require careful planning in order to ensure effective
participation by all learners (Collis, Andernach & van Diepen, 1997). éimilarly,
project work has been used for the practice of investigative and ihtegrative skills |
(Henry, 1994), but of course in this version of resource based leafning studénts also

need to practise operation and navigation skills.-

The concept of incremental approaches to skills development, where students acquire
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expertise "just in time", by undertaking progressively more complex activities
associated with the assessment, also offers the potential for supporting skills .
development in this version of resource based learning, although previous eXperience
suggests that course overloading can be a problem (Schlusmans, van den Boom & de

“Man, 1999).

3. Allowing scope for openfness and, ﬂexibility in content

The resource based approach in networked environrnents offers students greater
open-ness than in traditional ODL courses. Indeed if Course Teams rely on
electronic resources on the Intemet, there will be far more ﬂexibility and freedomi
than is afforded students on conventional print based pro;ect courses. They must
learn to take responsibility for this new-found freedom, and may need to practlse thlS
freedom and autonomy in a controlled and mcrernental way. The latltude afforded to
students also underlines the importance of developing’a critical and reflective |

approach, so that they are able to cope with the greater‘ diverSity of reading matter.

This must have implications for the assessment, because with access to a rich variety
of resources and a greater latitude in what students may ‘study‘,r course developers are
no longer able to give precise deﬁnitions as what content will have been covered.
The work reviewed here describes the potential of pI'O]eCtS as a way of o
accommodatmg thlS ﬂexrbillty by prov1dmg for 1nd1v1dual chorce (Henry, 1994
Fiedeldy, 1999 McConnell 1999) Open-ness may also have 1mpllcatlons for the
development of assessment crltena It is no longer relevant to assess accordmg to
highly deﬁmtive content-based cnteria whether the assessment 1s a pro;ect or not

although more general theme-based criteria may still be relevant The use of
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iterative reviewing during assignment development introduces the concept of
negotiation of content (McConnell, 1999). And of course, if the assignment content
is negotiable then perhaps the criteria should be as well, and this option is now also

feasible for distance courses using communication technologies (Kwok & Ma, 1999).

Criteria for Assessment Design

Assessment Strategies reviewed in this
study

Aligned with

objectives of self-directed learning

(active, rather than passive learning;
responsibility and autonomy; self judgement
and a reflective approach;

metacognitive development)

Projects

Learning logs
Negotiable criteria
Interactive feedback
Itcrative reviewing
Peer review

Model answers

Developing
Information handling and online collaborative
skills

Assessment supporting specific skills
development, such as:

Computer conferencing

Collaborative project work
Incremental approaches, activity based
assessment

Allowing scope for
Open-ness and flexibility in content

Projects

Theme-based criteria

Negotiable criteria

Interactive feedback -

Iterative reviewing, negotiable content

Table 2-2. Resource based learning in networked environments. A Framework

for Assessment Design,

Tailoring this framework to the requirements of a particular resource based course
may be a matter of degree, for example, recognising the degree of open—ness and
flexibility offered by the course, and the corresponding affordance needed in the
assessment, or perhaps the level of critical analysis required of students in order to be :
effective. Similarly, the extent to which assessment should provide opporrunities for
the practice of particular skills must depend on an estimate of the skills base already -
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possessed by students taking the course, and the degree to which skills acquisition

forms a part of course objectives.

The research undertaken in this project, and described in Chapters S, 6 and 7,

considers to what extent this framework is applicable for two resource based courses |

in networked environments.
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CHAPTER 3. THE TEACHING AND ASSESSMENT OF
RESOURCE BASED LEARNING IN THE COURSE THD204:

IT AND SOCIETY

The Open University course THD204 "Information Technology and Society" was
presented for the first time in 1995. In response to the need for ﬂexrbility to reﬂect
rapid changes in technology, and the potential offered by technology to prov1de an \
extensive, structured resource to dlstance students, it was dec1ded to adopt a resource
based approach, and to exploit existing published material. It was the first accredited
Open Umversrty course to use CD-ROM as a ma]or course component (Heap et al
1995). The approach contrasts With more traditional Open Umversrty course texts,
which often contain comprehenswe reviews accompamed by lengthy bibhographies
Resource based learning in networked environments could certamly be attractive to |
. other course developers, because accordmg toa summary produced for other course
teams (Heap, 1997), a third the tradltional Open University staff resource were
needed to produce the course, and a quarter the teaching texts normally budgeted for,
}although copyrightj costs were very significant. The course provides an innovative
environment for .resource based learning in the context of distance leaming, by

~ giving students access to apersonal library of articles on CD—ROM and guidance to
sites on the Web,in addition to more traditional printed course materials. kThe .
process and practice of resource based learning receives: overt emphasis in course. -

materials.

This Chapter describes a desk study of all THD204 course texts and supporting
documents, which was carried out in order to assess the various approaches to the
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teaching of resource based learning. The conclusions were discussed with various

members of the Course Team, and are presented here.

" Aims and objectives

The THD204 Course Guide (Open University, 1997a) lists a number of aims related

to coverage of course content, the most important being:

- "To identify and discuss some of the major social and technological issues
surrounding the applicatibn and implementation of IT systems, and relate = -
these to your own experience of such systems."

(THD204 Course Guide, Open University, 1997a, p3)

In addition to its content-related aims, the course also specifically addressesa .
number of process-related aims. A strand of advice to students which appears in the
Course Guide and regularly recurs throughout the course texts refers to the

development of the skills of critical judgement.

"To provide you with some historical and comparative
perspectives....enabling you to make better informed judgements;.to examine
- critically some of the often implicit assumptions..."

(THD204 Course Guide, Open University, 1997a,p3)

An early planning document for the course (Open University, 1996a) also describes
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the need to develop information handling skills:

"The concept of a 'personal resource library' is crucial to the development of
the course's pedagogic strategy and places special emphasis on the need to
teach the higher order skills of browsing, reviewing and selecting ektracfs ,
from a variety of information sources." . -

 (THD 204: IT & Society. A summary of course content and strategy, Open -

-University, 1996a, p 3)

Finally, and in order that students benefit from this new learning environment, the
course aims to provide a framework for the learning and exercising of practical skills

in relation to computer conferencing, and navigating the CD-ROM. .

"...provide hands-on experience of some IT systems through the use of a
home computer and mbdem, using software applications such as document
processing, databases énd electronic communications and where appropriate -
relate this to the issues discussed in the course.”

(THD204 Course Guide, Open University, 1997a, p 3)
The Resources
The course is divided into five blocks, each having a block text, including a number

of chapters on different themes, and written by different authors, plus a series of

Study Guides, indicating a study route through the materials for each block, and two
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associated texts: a Reader and Set Book.!

' In addition to these hard copy resources, the students have access to a CD-ROM .
containing a library of around 300 articles, as well as 350 Mb of video clips, CBT
and animations (Jones, Kear & Reilly, 1998). The library is divided into sections of
- recommended reading for‘ each blpck. Access is possible in a variety of ways:

+ a straightforward list of titles;

+ an electronic concept ﬁlap, providing entry tﬁrough hotlinked subject headings;

« an 'Index' for searching by block and course themes; | |

» a'Search' facility which permits free text searching.

The figures in Appendix 1 illustrate routes into the database and it was anticipated

that the variety of entry points would provide scope for various study styles.

The resource based structure of the course provides students with a core article,
accompanied by related papers and other resources on CD-ROM. For each article on
CD-ROM, a member of the Course Team was responsible for preparing the

following:

» - a bibliographic reference and abstract;

« areference to particular paragraphs in the article which discussed any of the main
course themes and block themes;

+ - glossary entries;

o  hypertext links to pafts of related documents, figures or annotations.

! The OU normally divides correspondence texts into blocks of work on partlcular subject areas.
Some courses also requlre the purchase of additional texts. ‘
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The core articles are maintained on CD-ROM, as well as being in the Reader, which ‘
makes it possible for students to read through articles initially in hard copy, and then
perhaps to follow through hypertext links to annotaﬁons and related material on
sﬁbsequent reading. Any part of the electronic resource can be cut and pasted into
the student's own documents, and they also have.the facility to insert bookmarks or

annotations into relevant sections of articles.

Given that the organisation of the CD-ROM database is new to all students, they
have to be taught how to find relevant information. Advice on navigation and
operation of the CD-ROM, and on searching and retrieving material is covered by

~ two computer based tutorials included with the CD-ROM.

Students are networked for e-mail and conferencing with staff and fellow students. .
They are also introduced to sources on the Internet, in particular a Home Page for the
course, which provides links to additional reading, and updating material. The

course is supported by five TV programmes, which are broadcast during the course.

Perspectives on the Support of Resource Based Learning

Resource based learning is not only a new way of study for students, it is also the
subject of part of the course, in this way encouraging students to reflect ontheir =+~
learning development. In planning the course, the Course Team recognised that the

resource based approach would be difficult or unfamiliar for most students and so its
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introduction was a progressive process, from block three onwards. In explaining
resource based learning to students, the various course writers highlighted different
facets, and their perspectives have led to a variety of strategies for encouraging

students to make effective use of the resources.

Some course writers emphasised the acquisition of critical abilities, in association
with resource based learning. Aspects such as learning to scan articles, or being
exposed to a variety of viewpoints, and learning how to assess them were frequently

- referred to. Although these skills are often discussed in association with Open
University study generally (for example various Chapters in the Good Study Guide,
Northedge 1990), students probably have a greater opportunity to préctise them when

using a resource based approach.

"Learning how to pick out the essenﬁal elements of what an author has to say

- and making connections between ideas from a range of sources, and finally,
exposing yourself to different perspectives on the same issue, are all
important elements of resource based learning." |

~ (THD204 Block 3, Open University, 1996b, p 40)

Other course writers introduced researching exerciseé as a way of practising resource
based leaming. Students were given a topic or question as part df an activit); in the |
course text, and required to find relevant material frofn the resource base. In some
exercises the students were assisted further with advice on analysing the question, the
mechanics of skimming through artiéles, marking relevant‘ parts and making notes on

salient points.
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Another recurring theme used by course writers was that resource based study
afforded a greater measure of independence, more choice in reading matter, and

greater control over learning.

o

"..you will have the choice..to spend more time on areas which interest you
most" ' .

- (THD204 Block 3, Open University, 1996b, p 56)

Some course authors encouraged students to exércise this fréedom, by Aofferin’g a
choice of study routes according to interest, or time available. Whilst in some casés
articles were simply marked as "essential", or "optional", in other parts of the course
students were given guidance in the form of short abstracts or summaries of CD-
ROM articles in the block text. An electronic alternative to this strategy offered

hypertext links between a core article and related texts.

Assessment strategy of THD204

The course is assessed by a combination of assignments (50%) and a final, closed
book exam (50%). The assessment strategy is an evolving one, in response to

regular on-line feedback from tutors and students, and particularly to research and
evaluation work which has been carried out by this project. The situation described
here reflects the assessment strategy'in 1996 and 1997, before the ifmovations and o

refinements piloted by this study were put in place. Four of the assignments covered
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the topics presented in the respective course blocks and took the general framework:

1. Define a technology (150-200 words)
2. Elaborate on associated technological issues (400-600 words) IR
3. Consider the social impact and implications (1200-1500 words) = i

(THD204 Assignment Book, Open University, 1996¢, p 3)

The Course Team had a number of objectives for these assignments, which emerge -
from a reading of their advice to students. These were very much in line with the
overall objectives of the course and were essentially concerned with the development
of higher cognitive skills, such as critical thinking, and the integration of the social
and technical strands of the course. In common with other Open University courses,
it is clear that the team saw the assignments as a way of helping the student to focus
on the most important aspects of their reading, akn‘d'in integrating the knowledge the§

acquired:

-"...you will find that the TMA [assignment] questions associated with any
- block will help you focus on what issues and discussions are vital to an
'understanding' of the course material”

(THD204 Block 1 Study Guide, Open University, 1997¢, p 6)

"The point then is to grasp the central issues and principles and to be able to
use examples and relevant terms as appropriate in (for example) the tutor- o
marked assignment...or the written examination." .

(THD204 Block 1 Study Guide, Open University, 1997¢, p 5)
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"TMAOI associated with the block is intended to start you thinking more -
critically about what you are reading and to develop strategies for coping
with the different natures of Technological and Social Science explanations."

. (THD204 Block 1 Study Guide, Open University, 1997c, p 4)

"You should aim to integrate your knowledge, and show, by way of the
- TMAs and examination, that you understand the interconnection between the

various components."

(THD204 Course Guide, Open University, 1997a, p 6)

Some assignments also offered practice in using the new learning environment. For
example, the first 6n—1ine assignment (see Appendix 2, TMA04) was designed to .
encourage students to participate in computer conferencing;‘ to give them their first
experience of the medium for collaborative work; and as a support for reading and: =
researching. Students were required to contribute to aﬁ on-line debate on a given
topic; to submit transcripts of some of their contributions, in order to demonstrate

their interactions with fellow students, and finally to summarise the whole debate.

_ They were judged on two counts: '

-"the extent to which you use the evidence presented in the course material to

develop your arguments;
-the way in which you build on and criticise the ideas and inputs of your
fellow contributors to carry the discussion forward."

' (THD204 Assignment Book 2, Open University, 1997d,p 5)
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The final assignment, in which studenfs participated in a computer supported
collaborative project, was double-weighted and non-substitutable. This means that
was compulsory and worth double the normal aSsignment score. Students were |
required to produce an informed critique of a vﬁctional, and exaggerated article
describing a new IT application. Part of the resulting report was an individual effort,
but the summary and conélusion were the result of co-operative endeavour. The
project was intended as a synoptic device, to‘draw together and encourage an
understanding of course issues; as a way of getting students to practise the skills of
critical analysis and information handling; and as a way of teaching and practising -

collaborative skills. The advice to students reflected these considerations:

"provide an oppdrtunity for you to integrate the social and technological
strands and combine them with the intellectual and practical skills you have
practised as you progressed through the course." -

(THD204 Block 5 Study Guide, Open University, 1997e, p 12)

"By undertaking this project you will hone existing skills, or develop new
ones, such as negotiation and compromise, interpersonal communication, .
assessing each other's work, and collaborative writing."

- (THD204 Block 5 Study Guide, Open University, 1997¢, p 12)

Whilst the assignments were designed to support students in various aspects of
content, and the development of some skills, the exam was conceived as a
mechanism for testing the students' grasp of course content. In view of the

experimental nature of much of the course and many of the assi gnments, andina
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climate of institutional conservatism, it was considered inappropriate to do any more
experimentation (pers comm, CT, 6/3/98). However, it is probably true to say that
early Course Team ideas on the exam were more content-oriented than in subsequent

years.

The exam questions (see ;Appendix 2) were designed to reflect an integration of the
two main d1sc1plmes of the course and they followed the general structure used in the
continuous assessments. The questions could be on any part of the course, and the
intention of the course team was to accommodate for a range of approaches by
wordmg them ina falrly open—ended way. From 1996 onwards the third part of each k
questlon dealmg thh social issues, was marked ona demonstratlon of cognmve
skills, such as statement of argument and use of ev1dence | Thls was designed to
allow students latitude in the sources used for their answer and to reward the ability
to use course principles and construct areasoned argument. The first two part's of the
questions, dealing with descrtptions of technology, continued to he marked for the

inclusion of specific content.

The students had a perxod of six weeks for revision after the endv of the}taught course
and were grven guldance in the form of a specimen exam paper, whrch contamed |
model answers to a number of questions, together wrth advice on approaches to the |
exam:‘ Ll

"The course is about social and technological issues, differing perspectives

and controversy, SO you must reﬂect these in your answers. "

(THD204 Speclmen Exam Paper Open Umver51ty, 1997f p 5) o
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"...the course includes a large quantity of material and you have been
encouraged to use thisasa resource to ‘support your under}standing: of the |
course themes." -

"Concentrate on a few articles and get to know them well."

(THD204 Specimen Exam Paper, Open University, 1997f, p 6)

In lme with current practice at the Open Umversrty, the exam is rnarked by extemal
markers, who are normally course tutors Markers do not receive scrlpts from the1r
own students and the scripts are anonymous. Before markmg begxns they attend a
co-ordmatlon meeting in which they consrder a representatlve sample of scrrpts and

agree on markmg standards and modiﬁcations to the markmg schemes

Conclusions

In the absence of any prev1ous experience in the support of students in their ﬁrst

experience of resource based study, the Course Team went to cons1derable lengths to

assist students both in the advrce and exercises given in course texts and inthe

structuring of the CD-ROM database. ()f course, it is difficult to enforce the practice

| _of particular skills in an ODL course unless exercises are embedded in the

' assessment and thlS was not recognised by the Course Team at the time. Indeed
hrstoncally there had been no explrcrt identification of skrlls outcomes for particular |
courses and their consequent mclusron as part of the assessment although this is now

part of current practice.
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What emerges from this desk study is that the course had no consistent style, in that
various members of the éourse Team interpreted the process aims of the course in a
variety of ways. This may not necessarily have been a drawback, since it might be
anticipated that some methods would be more successful than others, or might suit

" the study styles of some students more than others. :

As for assessment strategy, in common with other Open University courses, this
particular course used assignments to support independent learning by focusing on
the important aspects in each block and by providing an opportunity for the
deyelopment of some higher cognitive skills. In additiqn, two innovétive
assignments were designed to support students in tile development of skills
associated with use of the various technologies. The design of Vthese‘ assessments,
and their evaluation predate much of the work on innovative online asseésment

which is described in the review.

The exam remained traditional and content-oriented, however it was recognised that
students might experience difficulties in their revision, having used a resource based .
approach for their study. Course Team advice attempted to channel students into_

concentrating on the main principles and themes.

The story of course development does not end here, however. With the close
cooperation of the Course Chair, the results from this study were used to modify cn |
iteratively the assessment strategy of the course, so that it supported student learning

more effectively.
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CHAPTER 4. RESEARCH METHODS

In view of the fact that very little is known about the study and assessment of
resource based learning in networked environments, it was decided to undertake a -
case study for this research, in which qualitative data would be used to construct a
detailed picture of student perspectives. The underlying paradigm to case studies is a
"naturalistic" philosophy (Lincoln and Guba, 1985) which is concerned with the
study of a phenomenon in its natural setting, without separating the phenomenon
from the context. Lincoln & Guba (op cit) argue that this paradigm is appropriate for

any field of enquiry in the vanguard of current thinking:

"if one is interested in inquiry that is ongoing at the forefront of disciplines, -
the naturalistic paradigm is the paradi gm of choice."

‘ (Lincdln & Guba, 1985 p 50)

Simons (1996) suggests that pressure from funding bodies for quantiﬁabl‘e‘ results has

“tended to obscure the significance of case study research, which may frequently yielti ’
inconclusive outcomes, however she believes that case studies are still impbrtant for
policy makers asa way of offering a better 'understah‘ding and a "veracity of

experience".

This study has adopted a qualitative approach known as phenoruenography, based on
this naturalistic philosophy. Phenomenography is an approach which has as its aim
the description of experiences, or ways of ‘p'erceiving the world. The distinguishing

feature of the approach is the outcome, which is a series of categories describing
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conceptioﬁs of a particular phenomenon (Marton, 1981). These categories will be
generalisable between situations, although individuals might "move" between
categories, depending on the circumstances. The appfoach has been highly
significant in the field of student learning, because these changes from one category
" to another have a strong developmental component, and occur in the coﬁrse of
learning, and Entwistle (1997) argues that the approach provides an efnpathetic
understanding of student learning, as opposed to an objective observation from
‘outside. Marton (1981) believes that it is particularly appropriate for studies of
student learning because learning involves the integration of content with the

learner's existing conceptions:

"If we think instead of the content of learning in terms of what is in the
students' minds rather than of what is in the textbook, it clearly seems
preferable that the content of learning should be described from a second- |
order (or experiential) perspective.” |

- (Marton, 1981, p182)

The approach has been widely in ﬁse for studies of the process of learning in higher
education and for develoi)ing programmes to support learning more appropriately :
(see for example Laurillard, 1979, Morgan, Taylor & Gibbs, 1982; Hounsell, ‘1984;
Belenky et ai, 1986; Entwistle & Entwistle, 1991). It has also been‘ used in the -
evaluation of learning technologies (Mason, 1989), and currently for a Study of
student learning experienées in networked environments |

(http://www.lancs.ac.uk/users/edreé/research/csalt/networkleam/, 18/1/00).
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HoWever, phenomenography, and its implementation, is not without controversy, and
Richardson (1999) argues that the term has been rather misused. The problem has
arisen because of a lack of detailed description as to how data collection and analysis
" should be carried out, and he suggests thaf the analytical procedures attributed by -

many researchers to phenomenography are closely related to grounded theory. -

Grounded theory is a well established “form of qualitativé research in thé sociai e
sciences, and describes detailed pfocedures for collecting and analysing data. it is
described by Glaser & Strauss (1967) as a method of fostering the generation of
théory, by an iterative process which involves continual sampling and analysis of -
qualitative data from a variety of sources. The methodology as described by Pidgeon
(1996) is not restricted to a particular form of data gaihering,'and sources of data
may include research interviews, participant observation or archival material. It 1s
based on two processes: constant comparison, and theoretical sampling. Constant . .
comparison involves a process qf continually sifting and comparing elenients, and
exploring similarities and differences, in order to develop codes, or categories which
describe the facets of a potentially significant concept. Theoretical sampling
involves active sampling of new cases as the analyéis procecds; in prder to pursﬁe the
potential variation, and to deepen the understanding of the researcher. This may
includeAnegative case analysis, where the researcher explores cases Whibh do ﬁot :
appear to fit the emerging concepts. In other words, the researéher wiil move
between data collection and data analysis in an iterative way, and_ early analyses can

be used to prompt future data collection. -
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There are certainly similarities between grounded theory and phenomenography. For

example, the process of constant comparison and the generation of categories to
“describe the characteristics of the data in grounded theory accords ‘with Marton's

(1981) description df the outcomes of phenomenography, and is also described in the
" context of phenomenographic analysis by Entwistle & Marton (1994). It would be
fair to say that phenomenography has strong links with other well established and
"respectable"” forms of qualitative research. However, it is distinguished by its aims
to produce descriptions of individuals' conceptions of reality, and this defines the -

nature of the categories.

Design of study

The research reported here was carried out from 1996 to 1998 and spanned three
presentation years of the course THD204: "IT and Society". There were four parts to

the project.

1. Pilot study: student perspectives on resource based Iearhing S

The pilot study was undertaken as a way of gathering empirical data and developing
an understanding of the most important issues to pursue in subsequent’ invéstigation.
The study focused on the ways in which students interacted with the new léarriing

environment, and their attitudes to resource based learning.

2. Perspectives on assessment

As a result of the findings of the pilot survey, it was decided to concentrate on
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evaluating student and tutor perspectives on assessment, in order td establisthhich
aspects of assessment seemed to be effective in supporting learning, and under what
circumstances. Whilst most of the data was collected from students, the tutor
perspective was also valuable. Not only did it provide insights into marking and
othér a§pects of tutorial support, but since tutors are provisionally employed for the
life of the course, which is typically six to eight years, it also conveyed a sense of

evolution in terms of student progress. -

3. Refinements in assessment strategy .
With the co-operation and supportiveness of the Course Chair over three years it was |
possible to use the feedback from the first two stages of the project to refine various

aspects of the assessment structure. The refining process had the following elements: -

a. Using computer conferencing to deliver model answers, marking schemes
and electronic peer review, thereby increasing formative feedback on -

assignmerits. Introduced and evaluated 1997 & 1998. - -

b.- The introduction of a new assignment to support the development of
information handling skills at an early stage in the course. -

Introduced and evaluated 1998. -
c. Alteration of the first computer conferencing assignment to encourage

earlier development of on-line collaborative skills.

Introduced and evaluated 1‘998.
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d. Using computer conferences to provide additional formative support in
revision, in the form of advice from the Course Chair and scripts from past

students. Introduced and évaluated 1998,

' 4. Perspectives on the study and asséssment of a second resource based course

In order to establish the extent to which the ﬁndings from this research might be
generalised to other situations, a shorter study was made in 1998 of a second Open

University course (H802: "Applications of IT in Open and Distance Education"), -

which is for postgraduates and uses a resource based environment.

Data collection and analysis

Since the aim of this research was to collect open-ended exploratory data on pebble'é
experiences of resource based learning and its assessment, it was necessary to bontact
as many people as possible, who might fepresent a wide range 6f perspectives. It
was also going to be important to be r¢ady for the emergence of unforeseen issués,
and not to have too many preconceptions about the importance of anticipated issues.
To satisfy the need for truétworttﬁness in data, a range of methods waé therefore
employed, with a wide range of respondents, at different stages in the course. The -
following account describes these methods and conéiders their strengths and

limitations.

Computer conferences

Computer conferences have been widely used as a source of qualitative databy a
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number of researchers (e.g. Mason, 1989). They have the advantage of providing an
easily accessible record of contributions, which can be printed dut or alternatively
searched to find keywords or commenfs by particular coﬁtributors. However, past
experience (Mason, op cit) has shown that in an educational context, computer

" conferences rarely contain messages from the whole student populétion, unless théir

participatiori is a required part of the course.

For this study, computer conferences were used as a way of collecting feedback from
students as they progressed through the course and encountered various assignments.
Some of these conferences were set up specifically by the researcher for the purposer
of gathering data. They were supplemented by data from other conferences whlch
were established as a normal part of the course. In two of these confererices th’e’ '
researcher piloted various ways of improving the formative aspects of assignments,
and the details are described in Appendix 5. These "assess{ment“ conferenceé weré :
particularly well received by students, and the fact that they were given extra help
with the interpretation of assignments meant that they Weré willing participants and
ready to supply informative comment. The researcher provided summaries of the
views expressed in the conferences, and these summaries were posted for comment,
thus providing a form of respondent validation. In addition, a summary of findings |
from the first assessment conferen@e was posted in the second year's cbnference, for

comment by students. -

The sample of students who participated in the conferences set up by the researcher
was inevitably biased because it relied on seeking out volunteers who were ready to

give feedback. It seems likely that the participants were students who found -
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conferencing to be a particularly useful adjunct to their studies, and they may have
been more articulate in their views than the student population as a whole. -
Furthermore, the titles of some conferences (" Assessment", "Exam") may have -

attracted a high proportion of students with a strategic approach.

It became apparent that the computer conferexices were providing a rich source of "ad
hoc" and unprompted feedback on issues which students felt were of topical interest.
This was particularly valuable for an exploratory study of this nature, in which the
important questions to ask were not necessarily known at the outset of the
investigation. However, the conferences were also a difficult and unpredictable way
to extract information on specific questions, t;ecai;se students did hot feel that they
had to answer the questions, as they might in an interview, oé indeed to respond at
all, unless the questions were of immediate interest or relevance. It also seems likely
that messagés'from_ some students may have inﬂuen‘ced the input fro‘m others‘. It was
clearly important to supplement this source of data with more traditional methods - .

such as interviews.

Interviews .
Flexibly structured interviews were employed throughout the period of research, and
formed the backbone of a series of evaluations which, together with the conference

data, built up a picturé of student and tutor perspectives. -

The interviews were conducted along the lines of a guided discussion, using main .
headings. The interviewer was also free to interact and explore issues with the

students, in order to further define questions, or check the interpretation of remarks
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by paraphrasing the responses made by respondents. Questions were pbsed ina
neutral manner, whilst being receptive and positively encouraging to any responses
made by the respondent, so that the interview was as close to a "normal"’
conversation as could be arranged. The interview schedules were used as general
guides for the interviews, and weré modified as interesting or unexpected material

emerged, or alternatively as existing questions failed to yield fruitful or relevant data.

The aim in deciding how many students to sample was to obtain as full a picture as
possible of the variations in perspectives from students, in line with the principles of

theoretical sampling (Glaser & Strauss, 1967). As Lincoln and Guba (1985) suggest:

"The object of the game is not to focus on the similarities that can be
developed into generalisations, but to details of the many specifics that give
the context its unique flavour."

(Lincoln & Guba, 1985 p 201)

With this aim in mind, interviewees were sought for each evaluation until the
researcher reached d point at which further interviews yielded little new information,
within the context of the terms of reference. In pracﬁcal terms, this implied
contacting respondents until the interviewer knew the range of possible answers to

her questions. Irievitably the samples were somewhat biased, because of the need to )

~ respect students' wishes by selecting from those who had agreed to be contacted.

Initial interviews for the pilot project were carried out face-to-face, in students' -

homes, in the place where they studied at the computer. The data yielded not only
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information on what the subjects had to say, but also on how they behaVed, and
provided some insight into the range of constraints under which thgy were studying.

. These interviews were taped and transcribed. Recording was found to be helpful,
because the interviewer was not losing eye contact with the respondent or signalling -
the relative importance of remarks made by the respondent by making notes at the

time.

Subsequent interviews were carried out by telephone. The telephone was used for
interviews because of the geographical location of the researcher, but it also had the
advantage of allowing easy contact with students in all parts of Europe. The
interviews proved to be highly successful in that the responses were generally full -
and informative and clearly caused minimal disruption to the subjects, indeed rﬁany
respbndents were Willing to be interviewed at the tin}e initial contact was made. It
seems likely that as distance students many of therﬁ welcomed whaf is often an

infrequent opportunity to communicate their course experiences verbally.

The data collection for telephone interviews was based on " gctive listening", a
téchnique described by Kvale (1996), which involves writihg down the main’ aspects
of the interview immediately after the session, aséisted by notes taken during the
session. Certainly the method has its drawbacks in the sénse that the researcher
could forget important details, or selectively enhance others. Howevér, the onus is
on the researcher to listen carefully, and the researcher's immediate mémofy will

- probably ret-ain aspects such as the social atmosphere during the intewiews, whichto
-an extent would be lost in a recording. Kvale (op cit) suggests that this technique of

active listening may ideally work as a selective filter:
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"retaining those very meanings that are essential for the topic and purpose of
~ the study."

(Kvale, 1996 p 161)

Audio-conferencing

Data was also collected using audio-conferencing with groups of students, where it
was felt that this might yield a useful perspective on collaborative work. Whi.lst some
authors have reported that group interaction: "often leads to spontaneous and
emotional statements about the topic..reduces the interviewer's control of the
interview situation.." (Kvale, dp cit), the author's experience of group interviewing
by audio-conferencing was not a success for a number of reasons. It‘was, difficult to
organise a group of students who were willing to participate and were also available
at one time, and eventually only two small group cbnferences proved possible.
Whilst the interviéws provided an insight into group interactions, there Was a
tendency for any consensus to be a reflection of the opinions of the more inﬂuential
members of the group, whilst any divisive aspecfs between group members was
glossed over. In common with the computer conferences; it wds evidently important

to cross check any observations against the data collected from other sources.

E-mail questions

Given the open-ended nature of the investigation, respondents frequently introduced -
an issue which had previously not been discussed. They also raised interesting points
which required further clariﬁcatioh. In order to provide a reflective channel for

respondents after interviews, supplementary questions were sent by e-mail, as a -
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follow-up. These questions served as a check on remarks made'during the interview,
or to bring out new points. This was a very fruitful way of gétting feedback, since
respbndents had ha& time to reflect on the scope of thé interview, and were able and
often very Willing to comment on specific points in more depth. The messages
provided an accurate and generally coherent record of responses, and the method is
recommended for networked courses, as an extremely successful way of getting in-

depth data.

E-mail questions were also used in some cases as a precursor to telephone
interviewing, and proved particularly helpful for interviewing students for whom

English was a second language.

Searching the database: observations and self-recorded tapes

In the pilot study, students were asked to perform a search task at the computer,
whilst the researcher observed their methods of approach.  The aim of this exercise
was to supplement inforfnal observations made during the face to face interviews,‘

and as a check on interview responses.

Those respondents who were interviewed by telephone were posted a tape, on which '
they described their actions as they attempted the search. This "think aloud"
procedure is used in protocol analysis (Ericsson & Simon, 1993) as a Way of '
exteriorising student thought processes. Ericsson & Simon (op cit) réporf that
thinking aloud has no significant effect on the quality of performance, »although it
may increase the time required to reach a solution. In this study the self-recorded -

responses were most informative, and in all cases more detailed than the searches
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observed in the face-to-face interviews. The respondents seemed to feel less -
préssuréd, and certainly spent more time on their searches (20-25 mins) than was
allowed during the face-tb-face interviews. One drawback to this method was that -
the quality of some reqordings was poor, some respondents being unable to find a
suitable tape recorder. However, overall it proved to be a useful exefcise: students
sometimes navigated ihe resources in ways they had not described during the
interview, and generally it provided‘a dramatic demonstration of their ability in this

area, which would probably not have been conveyed in an interview.

Analysis of interviews and conferences

Inductive data analysis of both interviews and confergnce transcfipts started during
participation in the conferences and interviews, in the sense that common themés '
emerged. Points requiring clarification were folrlowed up by ‘e-mail. Notes weré
made of each telephone interview by the researche;', within 24 hours, and béfore |
inemories had faded. By repeated reading of the conference and interview notes, -
together with the follow-u}ﬁ e-mail messages, it was possiblé to identify ka number Qf
common trends in student behaviour and attitudes, based on the p}rinciples of
constant comparison (Glaser & Strauss, 1967). The method was used by Entwistle

and Marton (1994) for a phenomenographic study:

. "rigorous qualitative analysis of interview data depends on the iterativ‘e,
reading and re-reading 'of transcripts to establish simiiarities and différéncés -
ih responses. This...leads to the gradual er'nergence,’ reassessment, and
confirmation of a series of 'concep'ts and categories which describe the most

salient aspects of the data."
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(Entwistle & Marton, 1994 p 166)

The findings described in Chapters 5, 6 and 7 highlight the commonalities, beihg the
asp/ects referred to by most students, and they are illustrated by verbatim extracts

~ from conference transcripts or e-mail messages.
Quantitative data

Whilst most of the data collected ir; this study is qualitative in nature, and the aim is
to describe and ihterpret a picture, reference is made to quantitative data froin other
sources, as a way of underpinning the findings of this study, and where possibl‘é -
triangulating results. Thus the University Courses Survey 1996 (IET Courses Suryey 4
Project Team, 1997) is referred to, with respect to student éttitudes to assignments
and various course components. The THD Annual Electronic Course Survey, éarried
. out by the THD204 Course Team, (Heap, pers comm 29/9/97) is also an important
source of data, particularly of relevance in validating the information collected in fhe
pilot project. This questionnaire is distributed to studexits on CD-ROM, and fetumed
as e-mail attachments in the period prior to the final assignment. The results are |
available for fhree years, from 1996-1998 and contain quantitative data, and related
comments. Since they are only accessible on a private Wéb page, the relevant

figures for 1997 have been reproduced in Appendix 4. e
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Ethics

This research breceived the approval of the Student Research Project Panel,i and the
identities of the students involved in the interviews were entered into the IET
(Institute of Educational Techno}logy) student research ldatabase, to prevent over-
sampling. At the outset of the assessment conferences, in both 1997 and 199‘8,
students were informed as to the scope and aims of the research, and only those who
volunteered were included in the clesed conference. During eonferencing; tne |
researcher was an active participant, and contributed to the debate, so the students
were not given the sense of being "spied upon”. Finally, at the reportmg stage,
student 1dentxt1es were stripped from messages ) the extracts were stnctly

anonymous.

Validity, reliability and generalisability

In order to ensure the trustworthiness of the results obtained, Lincoln and Guba
(1985) suggest that a number of criteria be nlet including tria‘ngulation persiStent
observation and prolonged engagement, and Plgeon (1996) suggests that they should
be viewed as guldance for good scholarship". This study meets their criteriain a’
number of w'ays. Data were collected from a range of senrces, nsing a range of -
methods,' so that it was pessible to triangulate and cross check dbservations; : ’i"he
methods included interviews, both face-to-face and over the teiephone, self reeorded ,
: tape-s,' obserVatien, en-line conferences and electronic mail. The intervietvs and

conferences were carried out at various stages throughout the course, and with three
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cohorts of students over three years, thus satisfying the requirement for persistent
observation and prolonged engagement. Finally, the researcher had for some years
worked as a tutor on the course, and in this way had had extensive opportunities to

"learn the culture" of the course, and to be involved in prolonged engagement.

- Validity

Entwistle & Entwistle (1991) comment on the criteria needed to establish validity:

"..the validity of the concepts and”categories established dep_endspa‘rtl’y on
logical anaiysis, partly on the match with preuiolus research ﬁndings _and
partly on the extent to which the categories pr_ovide an accurate description of
recognisable reality...The careful procedure in establishing the cat_ego_ries, the
iterative process of reﬁnement and above all the lmks estabhshed wrth s
previous findings, together establish the credibility of the ﬁndmgs "

~ (Entwistle & Entwistle, 1991, p 211)

Using these guidelines it is argued that this study demonstrates validity in that the
findings on assessmentfor resourceﬁbased learning in networked‘ environme\ntsvbear'
out previous work described in the review in Chapter 2. As for the concept of )
recognisable reality, this rests partly with the experience of the researcher, who has ,
considerable first hand experience of tutoring students on the course,‘and mari(ing : B
exams, and partly on the recognition of reality by the reader. The credibility of the
findings is also _strengthened by cornparisons'and triangulation‘ betWeen data from a
variety of sources, mcludmg data from course tutors together wrth respondent N

vahdation both from students in the assessment conferences and from e-mail follow—
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ups.

Reliability

This refers to the ability to replicate results, however in the context of qualitative
research, Mason (1989) has argued that it is a consideration of the investigator's -
position which is of more relevance. Whilst a first hand knowledge of the practical
constraints has been an advantage'in Linderstanding the ways in which students
operate, it probably also meant that the researcher started the siudy with some - -
preconceived notions. In the case of this research, the investigator started froma
position of assuming that the exam at the end of a resource based course must -
necessarily be nét only inappropriate, but also unwelcome to students. As ka result of
the interviews with students and tutors, and also from reading the Work previously -

undertaken by other researchers, this view has been considerably modified.

Generalisability
This refers to the extent to which the findings of this sfudy could be useful in other
situations, and it is a common criticism of case studies that whilst being rich and |
descriptive they cannot easiiy be generalised. Kvale (1996) argues that’there are
several forms of generalisability: naturalistic, whicﬁ relies on personal experience,
and leads to expectations, rather than formal predictions; statistical, which is based
on subjects selected at random, and relies on inferential stati_sticsr; or analytibal, -
which is based on the similarities and differences between the two situations, and is
arr}ved at by an analysis of the supporting evidence, in order to decide how many of
the attributes the two situations have in common. -This last definition is probably of

most relevance to this study, and has been used in a comparison of the two courses
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described in Chapters 6 and 7. Generalisation may yield some indication not only of
what is, but also of what might be, so when used with data describing a case study at

the leading edge, it can be used to envisage possible future directions.

" There are probably two areas of this study Where it is irr‘lporta‘nt’to establish the
extent of generalisability. The first is whether the students whp_ are déscribed here
are representative bf other students on the same lcourse. ‘The studéhts who were
intéwiewed for the main data (55 in 1997, 48 in 1998; see tabl§ 6;2, Chap‘gér 6) were
selected to represent the extent of extremeness of vieWs, but the data was Supponed
and triangulated from conference transcripts, which invol;'cd the participation of -
approximately 400 studepts in 1997 and 500 1n 1998, apprOXimately 56% ‘of fhé |
student population in each year, The resulté are also borne out be the results frorh the -
initial pilot project (see Chapter 5), when interviews were caffied out with all the
students from one tutorial group, fegardless of tﬁeir initial &illihgnvesé td participate,

and they therefore represented a spectrum of abilities and motivations.

A cor‘npa’ris‘on of the démographic data from these pxlot i;lterviéWs With"the '
electronié éurve& data shows é similar profile of student characteristics. Table 4-1
illustrates the demographic characteristics of the 108 students, or approximately 10%
of the student population replying to the Annual E}ectronic cour§¢ survey in 1997 , |
(Heap,’pers. comm, 29/9/7) and compares them with fhose collected frdm the 21 pilot |
+ study interviews. The results are not stlfictly comparable because und’ver the - |
descriptions of employment, the categories were self reported for ;he Apnual .
Electronic course survey (Heap, op' cit), whereas those for"the pilot survey were

“chosen by the researcher on the basis of a description of occupation from the
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respondents. Similarly, ages were self reported in the case of the electronic course

survey, and in the case of the pilot study the information was derived partly from

observation and partly from information volunteered by respondents.

Gender

Faculty

Occupation

Age

Electronic Course Survey
(108 respondents)

M 66%
F 34%

Technology 51%
Maths/comp 19%

Social sciences 13%
Other 4%

No single faculty 13%

Seeking employment 6%
Professional 41%
Technical 26%

Skilled trade 5%
Homemaker 7%

Other 15%

25-34 26%
35-44 46%
45-54 23%
55-64 4%

Over 65 1%

Pilot study
(21 respondents)

M 14 (66%)
F 7(34%)

Technology 13 (62%)
Maths 4 (19%)

Social sciences 1 (5%)
Science 2 (10%)

Arts 1 (4%)

(20 respondents)

Seeking employment 1(5%)
Professional 6 (30%)
Technical 12 (60%)
Skilled trade

Homemaker 1 (5%)

Other

(14 respondents)
20-29 3 (20%)
30-39 5 (37%)
40-50 6 (43%)

Table 4-1. Demographic characteristics of students from THD Electronic Course Survey and

pilot study from present research

The second area for generalisability is the question of whether the findings can be

extended to other resource based courses in networked environments. The findings

~ are limited to one institution (the OU), but the assumptions made in the framework of

assessment design are common to two courses within the OU. The variation in the

extent to which findings from the two courses support the framework suggests areas

where there may be variation in other courses. With the growth of web based
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courses in Higher Education the findings may find wider applicability. . = -
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CHAPTER 5. STUDENT ATTITUDES TO RESOURCE BASED

LEARNING IN A NETWORKED ENVIRONMENT

At the outset of this research project, véry little was known about student

«

per'spective.s on resource based learning in networked envirdﬁments, and the
influences on the success of this approach. Since this information is essential for the
provision and planning of an appropriate assessment strategy, it was decided to run'a
pilot study in 1996, in which detailed information would be gathered on the
practicaiities of, and student attitudes towards this version of resource based learriing.
A report of this pilot study is given in this Chap‘t‘er,y as well as in Macdonald &

Mason (1997, 1998), and Macdonald, Mason & Heap (19982, 1998b).
METHOD

An interview survey of THD204 stuaents;was carried out with 21 students from two
tutorial groups. They included all the students from the aufhor's own grbtip, and in
addition six students associatéd with a tutorial group in Glasgow. The interview B
sChedule, ‘together with some background information on the Studerits is giveﬁ ini e

Appenaix 3.

The acknowledged bias in sampling was the fact that the researcher was a tutor to
mariy of the studenté ihterviewéd, and therefrore’ sfudents might have been inﬂuénéed
by particular aspects of tutorial support or were rather more tactful about the role of
futor éupport in their studies than they might otherwise have béen. ~'HoweVer, it was
the re‘searcher's‘experiehce that the stude’nt‘s‘ ih her group repreSehted a Wide range of
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backgrounds, ability and motivations, and by no means all were initially enthusiastic
to participate. The researcher also had the advantage of pbssessing a wealth of
background information on the students, which proved valuable in the ligl‘mt‘ of the
fact that the study was exploratory, and probably contributed to a sympathetic

’ understanding of the reasons why students behaved as they did.-

Most intervieWs were conducted after students ﬁad finished the last assignment of the .
course, and before they started revision for the examination. It was felt that at this
point they would have maximised their experience of resource based learning in a
networked environment, and the way in which it fitted into the course. In paﬁicul#r ;
they would still have a reasonably clear memory of ho§v they studied block five,
which together with the project assignment was the most resource based part of fhe

course.

Eight interviews were conducted face-to-face in the home of respondents, the - -
remaining 13 interviews béing conducted by telephone. The‘ﬁrst three interviews

~ were conducted in a more exploratory way, in ordef to establish the areas likely to be
most productive in terms of interesting data. General areas covered in the interviews
were study methods using the CD-ROM, researching information on the CD-ROM,"‘
use of other resources on the Intemet,‘and overall attitudes to this version of resource
based learning. In addition, the face—tc;-face interviews provided an opportunity for |
the researcher to gather invaluable data by observation of the practicalities ’of stﬁdy at

home using a resource based approach.

In order to learn to what extent students had become competent in information
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handling skills with respect to the CD-ROM database, they were given a topic to
research, and the students were observéd as they researched the topic. Of those
interviewed by telephone, seven interviewees were sent audio tapes on which to
record the same researching exercise, and a total of five returned their tapes. This
’ provided data on the search strategies adopted, the commands attempted anda -

general impression of the level of confidence exhibited by the students. - -

The interview transcripts and observations were subject to repeated reading, which
led to the identification of a number of common trends, described below. These
trends are illustrated with verbatim extracts from student comments, identified by a

number referring to individual students. The letter P refers to the evaluation (pilot).

The findings from this study are compared with results from the 1997 THD
Electronic Course Survey (Heap, pers comm 29/9/97) taken from 108 responses, or
approximately 10% of the total THD204 student population. The relevant figures are

included in Appendix 4.

Reference is also made to the 1996 University Courses Survey (IET Courses Survey
Project Team, 1997). In 1996, 300 students from THD204 were sampled and a total

of 193 responded, which represented 20% of the total THD204 student population,

FINDINGS
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Attitudes to resource based learning in a networked environment

This version of resource based learning was a new way of studying for all the

" students interviewed, and opinion was more or less equally divided between those
Students who found the resource based approach helpful (10) overall, and those who
did not (11). Some students found that the grea‘tert independence, the flexibility in -

study routes and choice of reading appealed to them:

P3 "I enjoyed this apprdach and liked the independence."”

P11 "I'm happy enough with a choice of readings and study routes.. if a roufe
is more beneficial to me, I will follow it."

P 20 "Yes, I much prefer the freedom to do a bit of detective work. It also

improved my study skills."

Many students found that studying with a choice of media helped to make the course
interesting and stimulating. They described the advantages of maintaining interest

levels by switching from course texts to CD-ROM or conferencing,.

P6 "This is my fourth year and is the best course for keeping interest high.
Very stimulating. It helps having different media and different access

techniques. Iliked the choice and the/variation, not being bogged in 6ne _

~book."

This observation is in agreement with recent work showing that students generally
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appreciate studying with a variety of media (Bowers & Lewis, 1999; Jones et -

al,1999).

Other students found fhat resource based learning in a networked environment .
encouraged them to study in a more reflective way. A particularly perceptive ‘stukdent
explained how the use of electronic media could play a unique role in constructing
alternative interpretations, and this is very mucﬁ in line with current thinking on the

potential for learning from electronic information sources (Lauzon, 1999).

- P10 "Electronic forms of information are very exciting: there is the potential -
. for unique interpretation, and for constructing an individual knowledge basé.
Electronic storage and retrieval makes it all so much more efﬁcie;nt, and it
allows you to be more flexible in yoﬁr arguments: if one argument doesn't

stand up, you can easily search for materials to support another."

Some students found the open-ness and choice associated with this version of

resource based learning to be both tiresome and time consuming.

P8 "Such a lot of information is thrown at you. There is too much choice
- and it's rather distracting. The boundaries are not defined. I would prefér e
~ more direction.”
P16 "There was far too much reading. But I feel I'm a bit lazy - already too

busy, and only doing the course to finish my degree course off.". . -

It appeared that the acceptability of the resource based approach depended partly on
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the particular motivations of individual students. For examp‘le, students who were
studying for interest, or who had a more academic motivation, found the structure of
the course helpful. On the other hand, students who weré motivated By the need to
"'polish off a degree" did not. This is reminiscent of Taylor, Morgan & Gibbs' (1981)
" work on personal orientations to study, which suggests that students who have -
certain learning orientations at a particular point in their academic career may be -
more likely than others to relish choice in thei: study and therefore to engage readily

with resource based objectives.

Two of the most commonly reported problems in the study of this course have been a
lack of time and a sense of information overload. Students have described -
themselves as "drowning in a sea of information", and have reported difficulties in

coping with this. Their perceptions were that the approach was time consuming;

P21 "I prefer all the information in block units, so I know enough to pass the
course. I have time limitations. Choice is a good thing for people who have
" time to follow up the leads."

P10 ".. the wdrry is getting what you need in the time you have.." "

This sense of overloading is reported elsewhere. The 1997 THD Electronic Course
Suwgy (Heap, pers comm 29/9/97) found that whilst a majbrity of students were
favourable to resource based learning, they thought it had cbntribﬁted to an’inci'ease :
~ in study time (Appendix 4, figures 1 & 2). Figures from the 1996 University Courses
Survey show students estimated théy had spent about 12.6 hours per week on the

course, and 45.6% of them felt that this was about as they had expected. This time
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estimate is at the upper end of the spectrum for Technology courses, but about the

same as the Technology foundation course.

There are some indications that levels of student interest and motivation may

" influence perceptions of workload. Chambers (1992) found that where students had
personally engaged with their work it felt less onerous and time consuming, so it may
be that student perceptions of workload in relation to resource Based !eaming are |
affected by the nature 6f the tasks and the degree of their personal involvement. s
There may also be other factors at work. Lawless (2000) asked students on various
Open University mathematics courses to record the time taken to undertake
activities, and found that students who were undertaking a course involQing
computer bas@d activities fook more time on their activities than those on other '
courses with activities which were not computer based. He attributes this to two
factors: firstly, those who were taking longer appeared to be making a serious effort
to engage with the activities, and secondly the computer based element ‘simply took -

klonger.

It seems likely that a combination of factors contribute to the difﬁculties for students
who are new to resource based learning in networked énvironments, and the
computer based element certainly ﬁlays a significant part in this. This research
attempts to "'unpic_k" the perceived problems of lack of time and information
overload, by describing the adjustments required in study patterns, and the new Skills
which students need to acquire. It then goes on to consider the relationship between
resource based learning in networked environments and assessment, which forms the

subject of this thesis.
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Study methods using electronic resources

" In order to accommodate the requirements for a wide and diversified range of
resources in a distance education course, extensjve use has been made of electronic
storage and retrieval, in addition to more conyentional course materials. The use of
resources in electronic form means that students are required to spend longer with a
computer than they would in traditional courses. They use it to write assignments, to
search for and read articles from thé CD-ROM, to communicate with eachkother :
using computer conferencing and to explore the Interﬁet. This has radical
implications for part-time sfudents, who have to fit their study time into and around
other requirements of work and family. The intewiews ‘set out to gain an
understanding of study patterns, to discover how students had adapted to }cope with
information in electronic form, and to highlight the reasons why they chose particular
strategies. Appendix 3 contains thumbnail sketches of some of the students’
interviewed, together with some background on their work and study routines, in
order to illustrate the ways in which they were integrating resource based study with

other obligations.

Students were asked about their study habits at the computer: whether they réad B
articles on screen, when and why they printed out material, and tb What 'eXtet‘ltk the‘yk
used the electronic bookmarks and cut and péste facilities. As a way of setting these
observations in context, they were also asked to describe how they preferred to study

hard copy text.
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It appeared that most (18) students both read on screen and printed out hard copy. A
common practice was to skim thfough articles to establish relevance, and then print
out part, or complete articles. There were a wide variety of reasons for doing this,
including fatigue from screen-based study, and the familiarity of existing study

habits with hard copy.

There were other reasons for printing out material, which were related to the
constraints of part-time study. Students described the need to study away from their
computer because of shift work; studying on public transport; in the car outside the
scout hut; a predilection for reading in bed or in the bath; going on holiday; or the
need to find a quiet space in the house away from the family. Some students were
lucky enough to have a room at home where their computer was kept and they could
study uninterrupted. Others were less fortunate and had a computer in the corﬁer of |
the living room, or in the hall, where shared space with other members of the family

imposed limitations on the times when the computer could be used. . .

P15 "Reading from the CD-ROM means you have to be at your machine: I
can't carry my CD-ROM through to the kitchen when I'm competing

with children's TV." |

P18 "I'm working ?n time slotS, but I may not be beside a pc [persohal
computer]. It doesn't’really lend itself }to someone like me who is burning the ;

candle at both ends."

The difficulties encountered by students in integrating part time study with other
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commitments are described by Kember (1999), and clearly the use of electronic -

information sources reduces flexibility in study habits (Jones, Kear & Reilly, 1998).

When stﬁdying hard copy text, most (13) students liked to highlight or underline text
" of significance, or write notes in the margin. This is not a habit which lends itself to
the study of material in electronic form, although clearly students were already
learning how to adapt study habits to an electronic environment, because the cut and

paste and book marking facility were widely in use.

The results of the 1997 THD Electronic Course Survey (Heap, pers comm 29/9/97)

- are in close agreement with these observations and Appendix 4 figures 3,4 & 5
illustrate students' competence in operating the CD-ROM. With respect to printing -
out, the majority of students printed out a varying proportion of articles, according to
circumstances (figure 6). The survey also highlights the fatigue and discbmfort of
studying at a screen, and its limiting effect on the time and place for study (figures 7
& 8). In confirmation of the ‘rolc which the CD-ROM library could play in |

‘constructing interpretations, a majority fouhd that copying extracts helped to gfoup

ideas together (figure 9).

Skills development

In addition to adapiations in study routines, the use of electronic resources for -
resource based study placed a requirement on students to learn and use a variety of

skills, and the Course Team had anticipated that the specific advice in the course
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texts, together with the computer based tutorials would support the development of
these skills (see Chapter 3). Much of the comment below refers to students' abilities
with the CD-ROM, because the indexed library if contained formed an integral part
of the course. The extent to which students used the Internet as aresource was more
" variable. The course provided introductory exercises to the various Internet resource
tools, and an assignment on their applicgbility. Beyond this, Internet use was a -

matter for personal preference.

Operation and navigation skills .

The previous section describes the ease with which students i)ecame familiar with the
environment of the course CD-ROM, indeed by the end of the course, all the stﬁdents
were confident in the "nuts and bolts" of CD-ROM opération and ﬁavigation. This is
probably not surprising given that CD-ROM technology was relatively familiar to
two thirds (14) of the students intervieWed: they had used it for games,b home
reference works like Encarta, and library searches. The 19§6 University Courses
Survey (IET Courses Survey Project Team, 1997) repbrts that even then 70% of

students on the course had had previous experience of CD-ROM use.

Navigation skills similarly seem to have caused few problems, althOugh the
hypertext linking caused some disorientation and many students had difficulties in
obtaining an initial conceptual overview of the database. This sense of disorientation
is familiar to most users of the Web and is discussed in the revi‘e\'v (seé fér example
Marchionini, 1988), and it inevitably adds to the time needed to become proficient

with this new medium.
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In contrast with CD-ROM operation, Internet use was less familiar and most of the
students (18) interviewed had not used it before the start of the course. Even by the
end of the course only two thirds (14) of the students interviewed felt confident in
using it as an information source, and one third did not. Of course this is a rapidly
evolving area, and this survey reports the situation as it was in 1996. ‘Some
difficulties encountered were related to the cost of using the system, indeed over a
third (9) of the students interviewed were accessing the Internet using trunk call - -
rates. This situation was no longer the case by 1998, when students could access the
network at local rates. In common with CD-ROM use, there were conceptual
difficulties in navigating through hyperlinks, and inevitably this problem beqorries

more serious with the size or unfamiliarity of the resource. -

Investigation skills

As a way of understanding the extent to which students had become competent in
investigation using the CD-ROM database, students were asked to research a sahple k’
topic and then to describe in what circumstances they would use particular searéh

facilities. The sample topic was:

"How is IT being used to promote flexibility and open access to learning and

training resources?"

Thirteen respondents completed the researching exercise and a full account of their
efforts is given in Macdonald & Mason (1997). All the students interviewed were
regular users of the free text 'Search' facility: it appeared to be a relatively familiar

technique, although few exhibited much skill in their searching strategies. Indeed,
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over half the students (9) demonstrated a lack of reflection on the subject of the
éearch; and simply er‘ltered terms directly from the wording of the question. The -
choice of terms and the logic used to combine them seemed to be if not ran’dom, af
léast not a process involving prolonged thought. Their iterative search strategies

~ following initial search results were similarly "ad hoc" in nature. -

Concept maps were in regular use by half (10) the students, who found them useful
to get an overall view of the subject, and occasionally when searching for articles on

a specific subject.

The 'Index’, offering access to the database by block or course themes, seemed to
have caused confusion and unceﬁainty on the part of most (18) students. Itis -
possible that some students may have experiencgd confusion because of an
inconsistency in terminology, imposed by the software used. The course texts ‘refer
to 'themes', whereas these themes are found in a softiware menu labelled 'Index'. It is
likely that students' inability to reflect on the subject of the query and reformulate it’
in terms of information need, or to reconceptualise it using the block or’coursé

 themes was hampefing their approach to searching using this route. - E

However, in spite of their lack of skill it is probably true to say that most students :
were able to survive in this situation, because the small size of the databasé’meant :
that they were bound to turn up relevant material in the end, althouéh a more
proficient use of the software could have supported resource based study better. Had
students acquired a greater skill in éearching, it is possible that f¢wer mighktkhave

experienced difficulties with information overload, additionally, a greater familiarity
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with the use of block themes might have assisted with the problems in readingy e

selected parts of articles, described in the next section.

In contrast to the CD-ROM database, many students had experienced serious

" difficulties in finding relevant information on the Internet, although their competence
was not investigated in detail in this study. Various well known problems were
encountéred, including the time required to find relevant information, the quantity

and variable quality of the information found.

PS5 "During the course it all took too long, too many fruitless searches." -
P15 "It's not a very friendly interface. I don't like going from one place, to
the next, to the next, then not finding what you want."

P18 "It's important to have the right guidance to useful and rélgvant pages."

The Home Page gave background information on the course, and also Web addresses '
containing supplementary reading for the various course units, and was potentially a
. good way of sﬁpporting students by giving them guidanée to the sites most likely to
be of relevance. Student opinion was divided on the usefulness of this resoufbe and
only a third (8) of the studenté were regﬁlar users of the site. There had been some -
disappointments with the site, becaﬁse of unavailable URLs. Whilst the Home Page
itself was up fo date, tﬁere could have been a variety of reasons fo'f students' lack éf
success in following links, and it is not possible to ascertain exéctly what the -

problem, or problems were.

It appears that there were difficulties in using the Internet as a resource, and they are
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well recognised problems for all users. In the context of resource based study for an
undergraduate course, the Internet provides a resqurce which is very much less .
structured and packaged than the CD-ROM library and considerably less efficient in
terms of student time. The priority is to restrict the size of the resource which must
" be searched and to give guidahce to useful and relevant sites. Whilst a course Home
Page is potentially a useful approach, it does not appear to have been wholly .
successful in this case, possibly because not all the sources required were available
via this route and also perhaps because students who were new Internet users may
have been over-adventurous in their initial enthusiasm.” Of course, as use of the
Internet becomes more and more widespread there are likely to be fewer students
encountering it for the first time on a post-foundation course, and so it may be that

less support will be needed for the introductory stages.

Reflection skills

It appeared that even by the end of the course many students still did not possess the
necessary skills to analyse and evaluate the information resource effectively. This
impacted on their ability to refine their searching, and to integrate relevant parfs of
their reading into their written work. They were faced with more material than they
could possibly have time to read, and experienced serious difficulties in being j

selective in their choice of article, and also in the reading of parts of articles. . -

Although some students clearly felt they had learnt to be selective in their reading, -
many admitted to reading complete 'articles, in case they missed vital information,

and felt that more guidance on essential reading would have been appropriate.
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Clearly Course Team expectations were over optimistic and the provision of course
and block theme indexing intended to scaffold selective reading had not been as

effective as anticipated.

P10 "To begin with, I was not selective enough, not good at getting the
gist."

P20 "In the early stages I printed out whole articles, then I learnt to find -
relevant paragraphs and print them."
P7 "Have I learnt what I was supposed to learn? I feel uneasy... I like "
learning, but have I got side-tracked?"
P2 "I'd rather have material in one text. I'm not confident I've got everything

relevant." -

Student perceptions from the 1996 University Courses Survey were that the course
was "very" relevant for learning to synthesise and put together ideas (44% of
students) and to analyse data, descriptions and arguments (again 44%), although it is

not possible to establish how competent they had become. -

The 1997 THD Electronic Course Survey (Heap, pers comm 29/9/97) also reports
that by the end of the course students were aware of having develéped various skills,
although many also had particular difficulties with those parts of the course dealing
with social issues (Appendix 4, figures 10,11,12). The probléms experienced with‘

choice and selective reading are underlined in this survey (figures 13,14).
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Clearly students were experiencing difficulty inv defining their information need, and
in assessing the relevance of the information they had retrieved. This impacted on
their ability to decide how much to fead, or when to stop. These problemé are
analogous to those associated ‘with academic literacy described by Lea & Street
' (1998) of students who were unable to write appropﬁately in new disciplines, or to
interpret the advice given them. Students need to be able to define their requirements
for information in discipline related terms, in order to be able to assess the relevance
of new knowledge to their existing knowledge base. Hill and Hannafin's (1997) wofk
-confirms the significance of adequate subject knowledge for successful searching
and suggests that a lack of metacognitive ability may also contribute to inade;quate
reflection and searching strategy. It seems likely that both these factors are also

significant for resource based study in a networked environment. . -

For this particular course which is multidisciplinary, comprising strands from
technology and social science, most students were required to read an unfamiliar
style of writing, associated with one or other of these disciplines. Added fo which,
articles included in the electronic resources were written for an academic audience,
as opposed to the course texts which are written specifically for students. This must’
be a consideration whenever students are referred to resources, on the Intérriet or - .

elsewhere, which have been written for other readerships.

Other factors relating to the background of the students and the courses they had

studied previously may have influenced success.
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P8 "This was a totally different way of thinking, 1 found it very difﬁcult, |
coming from an engineering background"
P12 "My own establiéhed habit with technical courses is to wade through set
books. Itis quite a different technique looking for conflicting arguments." .

" P3 "It was quite a different way of looking at things from the technology
foundation course, where yoﬁ were pbsitjv_ely disgouraged from looking at

other sources"

There are some indications that this problem may have been more acute for students
with Technology backgrounds, than those from the Humanities or Social Sciénces,
and there is evideﬁce from earlier work that that some skills needed for researching
and managing a variety of different sources are more likely to be acquired by -
students who have studied Humanities or Social Science courses. Work by Biggs

(1970) and Ramsden (1979) reported in the review, supports this view.

Online collaborative skills

Students were given access to email and to a wide variety of national course
conferences, which provided a forum for discussion on course topics, for socialising
and a channel of communication be;ween themselves and stéff. In addition, students
were divided into local groups of four to six for collaborative work associated with

two of the assignments.

Half (10) of the students interviewed had used email or conferencing previous to the
course, so basic operational skills were already familiar to them. As for their

confidence and competence in online interaction skills, there were certain times
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when it was an assessed requirement to participate in conferencing, and at these
times all students said they were active in conferencing. Some students found that

the small groups formed for these assignments were less threatening to participate in.

P11 "I was much happier with groups formed for the project: it was less
threatening."
P16 "If I don't know people, I don't normé.lly talk to them. It was the same

“with conferencing. I wasn't comfortable until near the end of the course."

Inevitably there was variation in the degree to which students participated in
conferences beyond this. When asked whether they had contributed by inputting
messages to conferences other than the small group (used for the assignments),

roughly a third (8) had done so.

In confirmation of previous work, (Mason, i989) students found cenfetencing d
beneficial in a variety of areas, including news, technical support, or in evercoming
isolation. It was of particular relevance to this version of resource based learning
because for some students it supported the interpretation or sometimes negotiation of

knowledge:

P10 "Useful for conetructing an understanding of the facts."

P20 “Cont’erencing was a lot more than chat. It was quite an eye openet to
the way others handle their assignments. The interpretations were quite
interesting."

P1 "Great for getting ideas and information from peers: generating ideas."
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Attitudes to Assessment

" In line with previous observations on the importance of assessment in driving the
direction of étudent effort and motivation (see for example Miller & Parlett, 1974,
Ramsden, 1979), this study showed that it was critical in determiniﬁg the direction
of student study. Furthermore in some cases it supported, and in others conflicted

with the aims and objectives of the open, resource based approach.

P16 "Theré is a lot of very interesting stuff on the CD-ROM: you can’ get -

stuck in and lose track of time. But what's important iS the [assignment]: it's

the 'be all and end all'."

P10 "The assessment is more traditionél than thé study approach. Yoﬁ have
“to think what's going to be in the exam, although you are encouraged to strike ’ |

out on your own."

Evidently assessment had an important role in providihg practice in various skills
needed for this version of resource based learning. When asked which part of the |
course they thought had taught them most about resource bésed learning, students
were clear that the researching of material for the assignments and particularly the
project was highly significant. - |

P4 "It's when you do something practical, that you really learn how to do it."

P17 "The project brought the whole thing to life." .
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Assessment was also the driving force in determining what was studied, and what
was left out. Indeed, students adopted a highly strategic approach to block five

~ course materials, which were designed to be studied in parallel with the project. It

,. emerged that many students felt pressured by lack of time and the demands of the
project and exam at this stage in the course, with the result that the project
determinéd what was studied and in how much depth, and very few students had read

material which was not related to this assignment. -

Assessment plays a crucial role for students in an ODL context, and the strategic
approach, which describes situations in which students are more assessment-directed
(Ranisden, 1981) may be of particular relevance. In addition to the summative .
component, the Qpportunity for individual formative feedback on regular . |
assignments from the tutor is often the only formative contact which the student
receives, and substitutes for contact in lectures, tutorials or seminars. This may
contribut_g to a greater awareness of assessment requirements. There is also a pacing
function in the completion of regular assignments which may well be of particular .-
| importance to students working on their own. Morgan, Taylor & Gibbs (1982) =
suggest that the lack of time experienced by part-time students who haVé to meet the
deadlines imposed by regular assignments may drive many students to adopt a

strategic approach.

These observations underline the critical importance of assessment to students and
the role which it plays in focusing attention on particular aspects of the course. In

the light of the aims and objectives of this resource based course it was clear that it
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would be necessary to re-consider the part which assessment might play in

supporting course aims and objectives.
SUMMARY AND DISCUSSION

The findings of this pilot study are preliminary indications of trends in student -
attitudes to resource based learning in networked environments. - The main points * -
discussed here confirm previous work on information literacy and information

. handling skills described in the review, and underline the impact of electronic media
on adaptations to study, and the various influences on student acceptance of the
approach. The findings first alérted the Course Team to the need to reappr‘ais,e the
assessment strategy of this course and they act as a backdrop to the further work
described in Chapter 6, when data from other students in 1997 and 1998 confirmed

many of these observations. The findings are summarised in italics.

1. This version of resource based learning was new to all the students, and offered
more freedom and flexibility in study routes and choice of reading than conventional
ODL coufses. Some students found the variety in delivery media contributed to their
interest, while the electronic resources offered the facility to group ideas} or support
Sflexibility in arguments. -

Clearlvy this version of resource based course has great potential in offering é
stimulating learning environment. It appears that there are a variety of reasons for‘ ‘
student acceptance of this appfoach, and these are related to high interest levels
together with more choice and ﬂexiﬁility. Similar favourable comments of student

experiences in exploratory learning environments are reported by Alexander (1999),
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who has evaluated an online health course which was presented using an exploratory,
constructivist learning environment. She describes the way in which the
environment captured student interest and challenged them, contributing to high

levels of motivation.

Whether the approach indeed develops self direction in learners is more difﬁcuit to
establish from this pilot study, although some students reported greater confidence in
some skills. Alexander (1999) claims that students did not learn as much content as
they would in traditional teaching environments, but were equipped with a better
conceptual framework of the subject and had developed knowledge construction

skills, although she cites little évidence to support this.

2. The approach seemed to take more study time than conventional distance courses
Some of these factors are probébly a reflection of the fact that students were studying
in this new way for the first time. This is attributed to the need for adaptations to -
studying with electronic resources, together with the acquisition of a variety of new
skills,'and these observations are reflected in a recent evaluation of the resource
based course A427 (Blake’et al, 1998). It seems likely that students who . -
subsequently followed courses with a similar open structure would have fewer
difficulties.” However, in spite of these considerations, it may be true to say that
resource based learning in networked environments takes ;nore study time, and
probably needs more support in the (process of study than fraditional distance courses.

Certainly Alexander (1999) reports that discovery learning required more time and

work from students in comparison to a traditional lecture course.
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3. The use of electronic resources required a variety of adaptations in study routines
Jor part-time students.

The ways in which part-time study fits into students' lives, and the constraints -
imposed by technology on this course confirm observations of the same course

" undertaken by Thorpe (1996) and Lea (1996), and of the course A427 (Blake et al,
op cit). The reality is that distanée learning courses which are technology-dependent
are likely to become more common, and part-time students probably need to adopt

new routines, and print out material to permit greater flexibility.

4. The students had many new skills to learn before they could tackle course céntent
effectively.

The effective use of the resource based environment appears to require the -
acquisition of a number of skills to negotiate the electronic resoufces, segrch
effectively, and incorporate the results of searches into written work. In confirmation
of the work reported in the review, information handling skills and online

* collaborative skills were important to the students in this study, and appear to
constitute the basic "building blocks" of resource based learning in networked . -
environments. Integral to the practice of these skills was a familiarity in studying
with the electronic environment. Since many of these skills were new to students,
this added to the time needed to study course content, and students would have

‘benefited from a greater opportunity to practise their skills during the course. -~

5. Most students were reasonably competent in the skills of operation and
navigation on the CD-ROM by the end of the course. They were less éonﬁdent with

their use of the Internet.
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In spite of occasional problems with disorientation, the operation and navigation of
the CD-ROM does not appear to havé caused major problems with the students. This
was probably because of the limited size of the database and studeht familiarity with
CD-ROM operation. The Internet, which received less support in the course and
inevitably presented more choice and considerabiy less course oriented structure;

caused greater problems. -

6. The skills of investigation and reflection caused continuing difficulties amongst the
students, even at the end of the course, consequently many students reported -
problems with information overload. |

Although students were reasonably competent in operating the search vtools,' a greater
familiarity with them could have contributed to their investigative technique, in line
with work by Hill & Hannafin (1997) demonstrating a measure of inter-dependence

between system knowledge and investigative technique.

There were probably other influencing factors. The descriptions of Students searching
the CD-ROM database and the Internet reﬂeét descriptions by Hillr (1999) of naive
users. Naive users are "reactive", in other words they respond to what is displayed

on the screen, because they do not have strong subject, systerynkand métacognitive
knowledge. This affects their self confidence and their ability to articulate what they |
know and what they do not. She describes knowledgeabie users, on the other hand as
being more proactive in information seeking because of system, subj ec; and
metacognitive ability and able to question the information they find in terms of its
validity and usefulness of content. Similar differences are reported by MacGregor

(1999), who describes some students who were dependent on pre-structured lists,
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whilst others were able to navigate in more individual and self-directed ways. This
. work underlines the complexity of investigative and reflective skills and their

dependence on a variety of factors. .

" Inevitably, investigative skills become more important, the larger and more open the |
resource base, and so the potential offered by electronic resources on the Internet

needs to be set against student skill in being able to critically evaluate it. -

7. Student attitudes and acceptance of the approach varied with motivation, previous
experience and qualifications.

Observations on the spectrum of student backgrounds and motivations bears out
work on orientations to study (Taylor, Morgan & Gibbs, 1981), and suggests that this
version of resource based learning may be more attractive, or intuitive for studenfs

who for one reason or other have adopted a more intrinsic academic orientation.

Some students will be better prepared for resource based study than others, by virtue
of the fype of study skills support offered in foundation courses, although students -
who start their study at post-foundation level may be particularly disadvantaged'. It ”
looks as if students who have previously studied within ceﬁain disciplines have a
grounding in skills more appropriate to resource based study than other students, :
Perhaps ihe ability to select the relevant from a range of resources, and from this to
'synthesise a coherent account is more familiar to students from say Arts and

Humanities than Science and Technology?

! Students are free to register for a course at any level, although it is recommended that they start their
studies with a level 1 course.
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If success in investigation and reflection depends on prior subject knowledge and
levels of metacognition, then the stage at which students undertake resource based

courses in networked environments will also be of significance.

" 9. Generalisability of the findings to other resource based courses in networked
environments

- Although the detailed description given here of students' information handling skills
refers to the CD-ROM library, the observations can be used as a basis for general
observations on this version of resource based approach. The question of
generalisability of these findings is related to the extent to which they are
independent of, or alternatively related to a specific environment. Obviously
operation and navigation skills are environment related, but the fact that in this case
students had few problems with operation, and experienced a degree of disorientation
when navigating, bears out previous research on other hypertext environments '

described in the review.

The observations on investigatidn and reflection skills are only environment related
in so far as it was important to have a famiiiarity with the tools in order to search
effectively. The difficulties experienced by students in this study fesonates with
previous work referred to in the review, which underlines the significance of other
factors such as a lack of prior subject knbwledge or metacognitive skills, and the‘se"

factors may also have been of significance in this study.

10. Assessment clearly had a significant role in influencing the direction of students’

effort. At the same time, there were tensions between the resource based aims of the
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course and that of the assessment.

In confirmation of previous obsewations (see for example Lockwood, 1990), o
students in this study were strongly influenced b”y t‘he demahds of both the' |
continuous assessment and the exam.b For example, the two online assignments were -
| impbrtant in encouraging students to prectise online interactive skills. Whilst some
~found the medium valuable for constructihg and negotiating knowledge, many did
not contribute beyond the necessary requirements of the assessment. In the early
years of this course presentation, conflicts and tensions were identiﬁed between

assessment, particularly the exam, and the resource based aims.

As a result of this pilot project, there has been an increased awareness of the
significance of assessment on the part of the Course Team, and they decided to

reappraise the assessment strategy of the course, for four reasons.

« Because of the lack of time reported by many students, and related to this, their
observed lack of skill in the resource based approach, it was clear that they

needed more practice and support in the process of study.

* Given the influential way'in which assessment determines the direction of student
effort, it was felt that the best way of supporting their learning more effectively

would be through the assessment.

«  Within the Open University system, assessment is the most eas1ly modified -
element of a course, since it is changed every year, unlxke other course materlal

which may have a life of several years. Itis thus a strateglcally effectlve way of
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refining course pedagogy.

 The pilot project highlighted various problematic aspects of the assessment of
this version of resource based learning. It was obviously necessary to help
students to bridge the gap between this version of resource based learning and its

assessment.
The research reported here, together with further research on assessment structures

reported in Chapter 6, has fed into the planning of assessment in future course

presentations.
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CHAPTER 6. PERSPECTIVES ON ASSESSMENT FOR
RESOURCE BASED LEARNING IN A NETWORKED

ENVIRONMENT

Having acquired a valuable msrght into student perspectlves on resource based
learnmg in networked environments from the pllot research in 1996, it was now
appropnate to focus on assessment w1th a view to estabhshmg Wthh aspects were
effectlve in supportmg the approach ThlS thesrs sought to conﬁrm or dlscount the
observations made in the prlot study and to extend the ﬁndmgs descrxbed in the

11terature review.

Research in 1997 concentrated on tracking student and tutor perceptions to
assessment as the course progressed. A trial to supplement the formative aspects of
existing assignments was also undertaken. Since the whole project spanned three
course presentation years it was possible to iteratively refine assessments, by
incorporating the findings from initial evaluation work in 1996 and 1997 into

assessment modifications in subsequent presentations of the course.

In 1998 data on student and tutor perceptions on assessment were again collecteci,

and the research project also evaluated various refinements in the assessment strategy
which it was anticipated might be more appropriate to support student learning.’ This
Chapter describes the findings from research in 1997 and 1988, some of which is |
also reported in Macdonald, Mason & Heap (1998b & 1999) and Macdonald & Heap

(1999).
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METHODS

The various methods of data collection, together with details of all interview
“schedules and conference discussion points are included in Appendix 5 and

summarised here in Table 6-1, and Figures 6-1 and 6-2.

Data from students were gathered from a number of computer conferences running in
parallel wifh the course, supplemented with telephone interviews or e-mail
questionnaires at significant points in the course, and in some cases by follow-up
questions using e-mail. In addition, data reflecting the tutor perSpective were
gathered, again using computer conferences, rsupplemented with some interviews and

e-mail questionnaires on specific points.
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TABLE 6-1: METHODS OF DATA COLLECTION

1. 1996. Student attitudes to resource based learning

Date

Sept 96

2. 1997. VPerspectives on Assessment

Time

After project
(TMAO06)

Mar-Oct
1997

Mar-Aug -

1997

Sept 1997

Sept 1997

Oct 1997

Throughout course

“TMAs 01-04

End of
Assessment Conference

After project
(TMA06)

After exam

Pﬁmose

Pilot survey

Tutor perspectives

on assessment

Student perspectives on
assessment/ model answers etc

Student perspectives on
Assessment Conference
Student perspectives on -
project

Student perspectives on
exam

- Tutor perspectives - .

on exam marking

Data collection

Interviews:
face to face/telephone
Observations

_ Self recorded tapes

Computer conference;

(Tutors)

Computer conference:
(Assessment)

Telephone interviews

Telephone interviews
2 Audio conferences

2 computer conferences:

(Revision)/(Post-Exam) -

Telephone interviews

g Téiephone interviews

Markers meeting -
(informal comment)

Samples

21 students

50 tutors
38 students
15 students

7 students

-~ 2 x4 students

E-mail follow-up

400/200 students
25 students

3 tutors

Comment suffix

T(97)

T97)
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TABLE 6-1: METHODS OF DATA COLLECTION

3. 1998. Evaluation of refinements in assessment strategy .
Date Time Purpose
1998 Throughout course Tutor perspectives
Mar-Oct on assessment
1998 TMAs 01-04 Student perspectives
Mar-Aug on assessment/model answers
May 1998 - After information handling Student perspectives
o assignment (TMAO02) ..on TMAO02 .
: + attitudes to exams
Sept 1998 o After project - Influence of collaboration
(TMAOS6) - in TMAO4 on TMAO6
Oct 1998 After exam Perspectives on
| Revision/exam conferences
Perspectives on
exam
" Student profiles

4. 1998. Assessment for resource based learning on a second ODL course H302

Sep 1998

After project .

Assessment evaluation

Data collection

Computer conference:
(Tutors)

Computer conference:
(Assessment)

Telephone interviews

E-mail questionnaire

E-mail questionnaire
E-mail questionnaire
Computer conference:

Telephone interviews
+ E-mail questionnaire

Telephone interviews
+ E-mail follow-up
Computer conference (Exam)

Telephone interviews

E-mail questionnaires
+ Telephone interviews

Samples Comment suffix
50 tutors T(98)
34 students D
20 students E
5 students
12 tutors T(98)
8 students o F
130 students ’
(Project team collaboration)
6 students C G
5 students ‘
. Face to face interview Course Chair
6 tutors T(98)
400 students o G
4 students

11 students H

- CC
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Fig 6-1. Evaluation: Perspectives on Assessment, THD204

Mar Apr May Jun Jul Aug Sep Oct Nov
Assignments 1 2 3 4 5 6(Project) Exam
1997
50 (C)
KBRS S S S I S B B
38 (O) 400 (C) 200 (C)
EER EEd .
15 (1) 15D 25(@) 3(M
108 (E)
Qualitative evaluation 1997
Computer conferences (C) for evaluation and feedback (400) B  students
Telephone interviews (I) (60) Tutors

Quantitative evaluation 1997

THD Electronic course survey (E) questionnaire (108)
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Fig 6-2. Evaluation: Refinements in Assessment THD204

Mar Apr May Jun Jul Aug Sep Oct Nov
Assignments 1 2 3 4 5 6(Project) Exam
1998
50 (C)
34 (O) 130 (C) 400(C)
e 1 .
25(I) 120 8@  11(I) 6(T)

Qualitative evaluation 1998
Computer conferences (400) B students

Telephone interviews (62) Tutors
+ E-mail follow-up




The use of computer conferences made it possible to combine data collection with a
teaching role, and this took place in the two assessment conferences set up -
specifically for this research project in 1997 and 1998. Their aim was to encourage
_students to discusks attitudes to assessments as they were encountered during the
“course, and to comment on the ways in which assessment supported learning; In-
addition, the conferences trialled new ways of supplementing féedback, in the form
of model answers, marking schemes and a peer réview triai. A similar model was
adopted with a revision conference in 1998, when students were supplied with
student answers to exam questions, and were also asked for feedback on their

experiences of the revision period.

Both tutors and students were at times highly critical of particular aspects pf fhe
assessment structure of this course, and it seems likely that the presence of a channel
of communication in the shape of computer confelr’encing could have given voice to a
community which, on distaﬁce courses without this facility might have been writhing
in silence. Certainly, netwérking is to be commended as a way of pr.OViding instant
feedback on course issues, with the proviso that contributors may form a small

sample of the total population.

The findings are illustrated with extracts from student and tutor comments, each of
which has been allotted a number referring to the individual and a prefix relating the
extracts to the stage of the course at which they were recorded: the key is given in -
Table 6-1. To aid clarity, odd words were inserted by the author and they are
includéd in square brackets. Punctua'tioﬁ errérs have Been corrected. One of the

strengths of the data used here is the fact that whilst feedback was sought on specific
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stages in the assessment process, respondents regularly volunteered information on
other stages, which helped to reinforce the messages emerging from each evaluation.
This fact is illustrated by the extracts used in this account which were taken from a
wide range of different evaluations. Tutor comments served to contextualise the -
“feedback from students, whilst contributing depth and new perspectives to the overall
picture. Since the researcher was also a tutor on the course, this helped to p;ovide a |

sense of what could constitute a recognisable reality in the data collected.

As for the pilot study, the findings are compared with two sources of quantitative
data: the 1997 THD Electronic Course Survey (Heap, pers comm 29/9/97) and the

University Courses Survey (IET Courses Survey Project Team, 1997). -+« -
FINDINGS

The findings are divided into four sections. A summary and discussion for eaéh of

the first three sections is to be found on the pages listed below.

Section 1; Assignments as a focus for course content -~ p 154
Section 2: Assignments encouraging skills development - p 175
Section 3: Revisionand exam ~ ..~ . " p200

Section 4: Student profiles : p 206
Sectioh 1:‘As'si'gnme'nts as a focus for course content

Essays and reports are a standard form of continuous assessment on Open University

145



courses and formed a significant part of many assignments on this coursé. Students
found them important as a way of summarising and reflecting on their reading. This
observﬁtion is in common with observations from other ODL bourses, (see for
example Morgan, Taylor & Gibbs, 1982), but it seems likely that this function may
“assume greater importance, the greater the diversity of sources the student is required -
to draw ulﬁon, since the aséignment effectively provides a focus for réading. T
Evidently the marking feedback received from tutors on this course was greatly

valued, particularly in the early stages of the course.

Cil4 "Youbwere having to look through a lot of information, when you‘
prepared them. The [assignment] was almost like a précis....When reading
[course texts] initially not much stays with you. You need the assignment to |
put information into a coherent forrﬁ. "

Al4 "'At least now I have a feel fqr what to expect when it comes - |

to writing these essays and so I hope that the experience 6f this first
[assignment] may hold me’in better stead for the future!"

A13 "I have only had [the first assignmeknt]vretumed so far, but found the
comments supportive and constructive. This gave me confidence in my
approach to the [assignments] and ythe" boost I needed to carry on!" |

B2 "The essays really concentrated‘your thoughts. You get more into

issues.”

The importance of tutor feedback on assignments is borne out by the 1997 THD
Electronic Course Survey (Heap, peré comm, 29/9/97), see figure 16 Appendix 4. In

addition, in the University Courses Survey (IET Courses Survey Project Team, 1997)
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77% of students agreed, or strongly agreed that they had received supportive and -
constructive comments on this particular course, and 51% agreed that assignments

were effective in consolidating the teaching of the course.

‘Discussion on the tutor conference (1997 and 1998) revealed tensions between the
need to ensure consistency between tutors and difficulties of being over-prescriptive
in terms of detail. This is oftena problerﬁ with rriore traditionally structured courses,
but it becomes more acute in this resource based context.. Some tutors felt there were
particular problems in dealing with course content because of the open-ended nature.

of the task:

T1(97) "..this lack of control is a little unnerving at first. I have got used to it
and by and large the students all use 'similar pathways through the
materials..As tutors we have to try to guide» their research without proscribing
the path too well."

T2(98) "Ithink students can approach an assignment with the aim of 'playing
a game' and doing enough to get good marks, or they can approach from the
standpoint of" trying really to understand what the course is about.. and
writing assignments to explore this. As a tutor I héve limited time and I want
to help people move into the second way of thinking if they are ableand -
willing. I (sometimes) learn something new in following up what an
adventurous student has done."

TS (98) "The challenge we ask students to face is to think about learning as |
something more than the heroic student in romantic isolation emerging at the

end of a period of struggle with 'an answer'. We try as tutors to avoid being
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the oracles to whom all others in our group/class or whatever look for clues
as to what is 'the book answer'.....So do we need something else, or more

than mark guidelines?"

"Of course, balancing the requirements for flexibility in marking is the need for -
consistency between markers. The fact that sofne students were aware of their

~ particular tutor's interests, and were prepared to éoncentrate their efforts on tailoring

assignments appropriately, underlines the importance of marking consistency, and -

for a moderator to check the marking at some point during a course, in order to

ensure a "level playing field". -

A17 "I feel that attending tutorials to 'suss out' your tutor is vital in this
coufse (and other courses), as I suspéct various tutors, being human,
have different interpretations of what is required by this course..It pays
dividends to get to know your tutors views, and play to them." . -
Gl11 "The decision wheth¢‘r to use a "Real-world" example of which oné has ;
up to date and accurate information, of whether to take an example from
course material which may not reflect current concerns or capabilities. I-
realise that there are limitations to the marker's ability to check all new -
material cited, so I suppbse that the latter option is always going to be the
safest." |
A9 "I found my tﬁtor hard to please. Could you make a good enough essay
~ to satisfy the tutor? Often when you get the [assignment] back you are not -
. sure whére you could have picked up extra marks." . |

A10 "For me the dilemma with the [assignment] is giving the tutor what they
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are expecting, not what I feel the question is asking for. Somehow the two

are often quite different."

Additional formative feedchk: marking schemes/model answers
“Observations from the pilot project indicated that many students were experiencing
difficulties with new literacv practices associated with reading and writing in a new
discipline. | The new resource based approach compounded these problems because
of the varlety of 1nformat1on resources avallable to them, and the variability in styles
used These observatrons are borne out by feedback from students on the assessment

conference, many of whom had problems with assignment writing. -

A14 "I had not, and still have not got a clue on the sort of answer reduired.
Total conﬁJs1on over this one. 'Deﬁne the universe and glve three
examples "
VNV not bemg well practised in discurswe essays, I found it difficult to
distil the relevant issues and apply them toa hypothetlcal IT manager "
A 4"1 seemed to get lost in the mrddle Mainly because of the wealth of
material and wanting to use what I'd researched To not have done would .

have seemed like wastmg time. To have done may prove to have been a '

waste of time."

Various strategies were piloted on the assessment conference, with the aim of
encouraging students to be more reflective in their work, to assist with techniques of
essay or report wntmg, and to demonstrate how touse a variety of sources

effectlvely as evidence to 111ustrate an argument One of these strategies was to
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upload electronic versions of model answers and marking schemes, after the

assignment cut-off dates.

To encourage , Assessment Design Feature

- | Self judgement ‘ Online model answers & marking
Reflective approach to reading & writing schemes placed on assessment conference
Using evidence to illustrate an argument after assignment submission ‘

This additional assistance was well received, particularly in the initial stages of the

course when students were "finding their feet".

Ell "Theré is nothing like looking at answers for it to sink in: what lével to
pitch it. Having a chance to see the markihg guides‘, the buzz wurds: ydu need
to inélude."

D26 "Seeing the marking scheme was the most valuable part of the exercise -
for me. This provides both guidelines for the future and an insight’into the
tutur's commenté - it makes clear the game ruléé."': | Lk
A13 "1 cértainly wouid appfeéiate a ;modei' answer ur outliue of importunt
points - if only tu check fhe éxpectéd }interprétation of fhe question. But 1
do'n't:' thinkntutors Shduld expect [aéSiguments] to ‘confufm ékautly tu a nipdcl
answer - if a'queétiou is ouen to interpre'tatiun, then more than one unswer is
to be expected..perhaps marking guides are mure useful to tutors."

C32 "Ithink niodel answérs for the téchniéai pai'tw of the [éssignrhent] isa
good idea, it i difficult to fit the amount of information needed into sucha
small uvord allowance. I have. difficulties knowiug how much ueiéii t’o‘ go :
into it; SO 1t 1s useful to see a model answer to examine how it shuuld bé
tackled.” - | e
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A8 "I compared my own [assignment] to the model answers, but found this a
very difficult exercise, probably because I am 'too close' to the piece of work.
Thanks for the chance to do this, a very enlightening experience." -

A14 "When I was starting I was going into it blind, and model answers were
a help. 'Oh yea, I know where I'm goiﬁg wrong.' rLater in the course you can

just get on and do it."

There is no doubt that students perceived great value in seeing a concrete example of -
an assignment, rather than attempting to digest abstract advice, and this is in line
with other observations both in campus based universities (for example Mowl & -
Pain, 1995; Sambell & Johnson, in press) and in networked environments (Barrett &

Paradis, 1988; Mason, 1995).

One unexpected consequencé of the provision of ﬁlarking schemes to the 1998
assessment conference was the criticism it provoked.‘ Many students were cqncemed J
at the perceived discrepancy between the information provided to tutors in}marking
notes and that provided to students in the assignment book. There was some
suppoi't for the inclusion of assessment criteria in the assignment notes éent to

students, so that both students and tutors were working from the same baseline.

D28 ".the very 'open’ questions seem to be so remote from the 'tight'

answering criteria. It seems to me that [assesément cﬁ;céfia] Would certainly

bé a great help to those of us who don't seem to be able to comé to grips with
“'what you want us to know."(a{lthor's italics) :

D29 "The rharking scheme frequently bears little or no relation to the
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question and /or notes which often offer conflicting guidance."

Whilst there may have been éome grounds for concern in the 1998 assessments,
(these concerns were not expressed in the 1997 conferen’ce),’ and thefe may well have

"been a connection with a change of perso’nnel in the Course Chair, it is probably also
true to say that students were grappling with the new concept of open-ness in study .

routines.

As a result of this feedback, together with discussion on the tutor conference on the
interpretation of questions and marking schemes, assessment criteria were included

with assignments for the 1999 presentation.

Additional formative feedback: peer review

The electronic peer review trial was desighed tobea formativé adjunét to tutor
marlﬁng, with the aim of increasing students' awareness of assessment requifements,
and developing their self judgement. Volunteers from the asseésinenf conference

were invited to participate after they had submitted their scripts to the tutor.

To encourage: - | Assessment Design Feature

Self judgement R Online peer assessment; = . o
Reflective approach ’ o  Students stripped id from script &
Alternative approaches to wrltmg forwarded script to researcher

Script redirected to second student -
Marks and comments sent to

.- 7 researcher for redirection

o  Students marked own script

Those students who participated in the electronic peer review trial found it a valuable

exercise in improving self jﬁdgement and seeing alternétive approaches, in line with
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observations by Falchikov (1995), and Cunningham (1994).

Many students found the exercise quite difficult to complete, indeed marking was a
new skill in which they needed practioe and guidance before they could become
“proficient. These difficulties have been reported elsewhere (see for example Boyd &
Cowan, 1985; Orsmond et al, 1996; Sambell & McDowell, ‘1998). The task may also
have been difficult because they were only asked to assess one script, which even an
experienced tutor would not find easy to do fairly. Gibbs (1995) has argued that -
students probably need more specific guidance with marking criteria if they are to
interpret them effectively. It seems that the exercise engendered new respect for -

tutors. -

B7 "It was ‘interesting to mark another persons work, not wanting to criticise
too much, but still be strict in a fair way. 1t also gives insight into the Way
tutors thmk and mark scrlpts themselves."

| A3 "The opportunlty to see another essay shows how else it could be tackled.
Peer assessment was very interesting. Helps you assess what the tutor is

| looking for. Makes you more critical of‘yourt ownwriting >
Al6 "I found that keeping to the guide and markmg a smgle script difficult

" as I have had no expenence of marking student work How h1gh/10w to seta
standard'7 What 1f the marker does not entlrely agree w1th all the comments

“on the gu1de and feels the student has put in other vahd pomts that gam no ’,
marks? 1 suspect that markmg many scrlpts a tutor would geta feel for what

| 1s gOod or bad." | R |

b8 "] think marking yourself is additionally complex because ybtx know What
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you were *trying* to say."

A20 "No wonder that tutors sometimes take a long time getting them back. It
- was useful to see this from the 'other side of the fence.' In doing the exercises - -

I have learnt ho@ important it is to read the questions, and try and establish

what is required."

The electronic network made possible a rapid turﬁaround of scripts, in additionto a
guarantee of anonymity for those participating, but the trial did have drawbacks. Use
of the researcher as the "exchanger” of scripts was cumbersome, and would have
been time consuming for larger numbers of students. Further, it was difficult to

" encourage many students to participate, and if the exercise were to be used -

effectively, it would probably need to be included as part of a summative assignment.

Assignments as a focus for course content: summary and discussion

1. The éssays and ‘reports used as assignments in the earbz stages of the course were
valuable 1o students in providing a foéus for independent study.

In spité of the innovative nature of the coursé, this form of assignment, traditioﬁal to
many Open University courses was found to be helpful to these\studen’ts, indeed
Tynjild (1998) describes the value of assignments which, in line with constructivist
pedagogy, encourage students to transform their knowledge, apd apply it.

The students in this study appreciated rich tutor feedbaclg confirming work by L
Robefts (1996) on ODL éourses and McDowell & Sambell (1999) for campus baséd

courses.
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2. Students went through an "acclimatisation” to assessment writing in the initial

stages of the course. |

In line with obsewatioﬁs made in the pilot project, students were grappling with
“reading and writing in a new discipline, and had préblems in interpreting the -

requirements of the assignments. Similar problems with new literacy practices have -

been documented in campus based university courses (see for example Lea & Street

1998).

It looks as if some students were also striving to find a "formula" which met the
requirements of :cheir particular tutor, reflecting work by Miller and Parlett (1974)

and Norton et al (1996) on cue seeking behaviour. Perhaps thesg cues were more
important where studeants were unsure of the requirements of the course?

Lockwood (1990) describes "TMA (Tutor Marked’ Assignméﬁt) dominated" stu’derits,k |
who studied the course texts with the assignment firmly in mind, with the pafaniount ‘ :
aim of achieving a good grade, and this ﬁts Taylor, Morgan &‘Gibbs’ (1981) model

of orientations to study and the influence of intrinsic and extrinsic motivation. -

3. In generdl, the completion of assignments and rich fegdback from tutors helped
with these initial stages. |

It was clearly important to maximise the support to students 1n the initial stages cf _
the assessment process so that they were able to adapt quickly to course
requirements. Students may need more assistance in attuning themselves to the
genre, where they are expected to study from a variety Qf resourées Written in various

styles.
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4. The marking of assignments for a resource based course in a networked
environment offers new challenges to tutors, and networking can help, by providing
a forum for them to discuss their approach. |
This version of resource based approach offers new challenges to tutors and Course
“Teams, in terms of steering a course between the need to allow for latitude and
individuality in written work, whilst ensuring consistency between markers. The
flexibility of such approaches demands a rethink in terms of the content of the = -
.assessment. -How is it to be defined, so that students can be marked fairly and
consistently? Indeed Gipps (1994) suggests that logically the assessment of self-

directed learning is bound to lack objectivity :

"should we still be so concerned with standardisation, with replicability and
with generalisation?..the constructivist patadigm does not accept that reality
is fixed and independent of the observer, rather reality is constructed by the
observer and thus there are multiple constructions of reality. In this paradigm
there is no such thing as a 'true score'." |
- (Gipps, 1994, p 288)
\ |
This philosophy leaves much to the initiative of the tutor, and obviously needs to be
balanced against the requirements for fairness over a large student population. The
use of networking to discuss moderation and marking eriteria can be of assistance to “"
tutors in ensuring a more level playing field. It may also help to guyard against A
Rowntree's (1977) "halo" effect, caused by markers who make an initial judgement
about a student and then stick to it regardless of subsequent, and sometimes

conflicting evidence on the value of the student's work.
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Alternative strategies to address the need for flexibility in content may include the
iterative development of assessment (McConnell, 1999), or criteria negotiation with

students (Kwok & Ma, 1999).

5. Networking permits the electronic delivery of markihg schemes, model answers,
and electronic peer review, all of which have the potential to supplement formative
Jfeedback in these initial stages. |

Building on experiences from campus-based universities, and some work in
networked environments, this research has confirmed the usefulness of model
answers and marking schemes as a promising way of enhancing feedback to distance
learners. VModel answers particularly need to be used with cautiqn in the context of
resource based courses, because of the danger of <being Qvgr—prescriptive in terms of
content. However, a model aﬁswer inc‘:luded’ in cc;urse materials at the start of the

~ course might help students to focus on the type of answer required. The use of
marking sbhémeé as foriﬁativé feedback also appears to have Béén valuéd énd cbuld
be a useful adjunct to tﬁt;)r feedback if used within tutor groups, >where it is easier ‘td

establish when all students have submitted their work.

Other ways of assistiﬁg studenté with formati{ze feedbaék include the use of
hetWorldng for the sﬁbnﬁssion vof draﬂ forms of an assiﬁghmentf"c‘)r' formative
comment,‘prior to final submission (I\chonnell,1§99). ASsigﬁihg a low weighting to
the first assignment of a course, so that it has a greater importance as a formativé
exefcise, méy also assist students in these initial stages, although the challenge for

course developers for both these innovations is to seek ways to encourage students to
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undertake work which is not fully assessed.

_The use of networking opens up opportunities for eleetronic peer revie\v asan
exercise for distance students and asa format1ve exerc1se it proved to be a successful

‘way of encouraglng self management and self Judgement of rarsmg awareness of the
requirements of assignments and of demonstrating alternative approaches to written
work. Whilst the method of electronic exchange nsed in this experiment is not |
scaleable, a system of electronic exchange of scripts has been implemented
effectively in other Open University courses, using Web-based bulletin boards (see

for example Chapter 7). -

Section 2: Assignments encouraging skills development

This section describesstudent and tutor perspectives on three asslgnments whxch
support the development of various skills of relevance to resource based learnmg ina
networked envrronment whrle requiring the study of relevant course readmgs The
feedback from students and tutors has led to the reﬁnmg of these assessments in an
attempt to 1mprove thelr effectrveness in supportrng the resource based approach
(Macdonald Mason & Heap, 1999). The 1997 texts of these ass1gnments together

with the modrﬁcatlons made in 1998 are 1ncluded in Appendlx 2 ‘

1. Online éolldboraztive project (77\/[{106)
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To encourage: Assessment Design Feature

Information handling skills _ Online collaborative project:
Online collaborative skills ‘ e  Asagroup to provide a critique of a
’ fictional article, based on course themes
Individual marks for: -

s  Body of report

¢  Contribution to online discussion

+  Structure, coherence, use of evidence

Collaborative marks for:

¢  Summary and conclusion

¢ Discussion of themes i in group
conference

Student feedback indicated that this was by far the most significant assignment in -
terms of supporting and developing the skills needed for this version of resource
based learning because it put the approach into practice, The majorjty of students
interviewed onﬁits completion felt at home with the prospect of using a wide variety
of sources to research a topic and at the same time found that it had helped to -

emphasise and contextualise the main course principles.

B11 ". .certainly the resource based part of the project reinforced the skills -
encouraged throughout the course, if enly in the sense that it required theme-
oriented research across the CD-ROM articles."

A14 "The project was a very useful exercise as for me it helped to putthe -
themes into context. This was because you heeded to consider them in |
relation to a 'real’ situation."

B20 "I do now feel a lot more 'a; ease' wvith’ researching - especiaily with the
CD-ROM. ._.Takihg into account the disadvantage of either having to‘print |
everything off or reading from the screen."

B10 "I quite enjoyed it. Trelied mostly on the CD-ROM, what was supplied.

I feel quite confident about finding material on the CD-ROM. There was a -
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lot of stuff: I went back time and again and some I didn't bother with. I don't
know if I got better or not at sorting through a lot of material. It was a matter

of narrowing down the search, and trying alternativc' strategies."

"An evaluation of the project for the same course by Kear and Heap (1999) revealed
that students rated as most important the ability to use evidence to support an '
argument, and electronic communication, followéd by team skills such as
negotiation, delegation and co-operation, peer group learning, critical skills, and the

course related skills of integrating social and technological issues. -

The computer supported collaboration, at its most successfui, had t_he potential to
provide a supportive environment for independent study and to encourage a éﬁtical
approach to readihg. Respondents found that the group work made them follow a
schedule, and helped them to be more critical of their work. Some students fepoﬁed

high levels of mutual support:

' Ci4 "I felt really focused, we had a sense of responsibility and were mutually
- supportive, I was surprised at the level of feeling. Because we were 'chatting'
" to each other and balancing each others arguments ...you had to change your
opinion a bit."
C20 "Cohferencing was new too. By tma06 it worked brilliantly; There wés
lots of information and exchanges o'f.ideas." , |
B14 "Collaboration was quite fruitful. People were very forthcoming. We
met ét a tutorial at the start and discussed main themes. ere posted scﬁbts on

the conference: this was useful in a way and gives you an idea of what others
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are thinking."

B13 "This is a superb way of working remotely. I wish our company did -
this. Having written comments rather than speaking them in a meeting you
can'_t interpret the meeting differently. You have time to reflect before
delivering a response... Success depends on people regularly logging on. If
you are working to a deadline, things need to be moved along."

F5 "Generally, the group project and working with the group gave me a real
insight into how IT can work for distance learning, conferences etc, which

has been invaluable. It was also the most enjoyable part of the course.."

These findings are borne out by results from the 1997 THD Electronic Course
Survey (Heap, pers comm, 29/9/97) which indicated that students enjoyed the |
opportunity of working collaboratively with other students and referred to the
opportunity if afforded to acquire alternative perspectives, in addifion to ihcreasing

. confidence and motivation (figure 17). .

However, comments from tutors and some students suggest that the extent of
collaboration in project groups was probably fairly limited, and this reflects earlier

comments on the difficulties which students experienced in coping with peer review:

" T3(98) "The part of TMAOQ6 that worked Was the co-production of | j
materials.[group summary and conclusion]..The least successful part was -
however constructive criticism of each other's work...they did little to help
each other to prepare good qué,lits; contributions to the group work. 7 Several '

students submitted their individual components to their conference, but
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nobody gave any constructive response to any of this. The replies were .
generally along the lines of 'that all looks very good'. In fact most of them
were poor."

F1 "There were times when I felt I was on an uphill task, trying to solicit
comment from other members. I felt I could have done with a lot more
criticism of my ideas."

B11 "On commenting of scripts, fwo of ué sent out their scripts on the last

evening. We were racing against time - it was very hurried."

€

' '
Clearly without computer conferencing this collaboration would not have been

possible at all for distance students and very few technical difﬂcultiés seem to have
been encountered, most having been ironed out at an earli‘er stage in the course. In
addition, the fact that the medium was asynchronous meant that it accommodated a
range of study times. However, not all project groups were successful in their

. collaboration and disbenefits included non-participating group members, the lack of |
an enforceable schedule and the time consuming nature of asynchronous
collaboration. This is line with observations elsewhere of the strong pacing and

control element of online collaborative work (Thorpe,1996; Schlusmans et al, 1999).

B6 "Collaboration in any ﬁeldb is only as good as thek willingness of all fo S
collaborate, and their own sense of responsibility." |

A14".. this did put an extra strain on the members who were arouhd atany ‘
one time, as they could not continue with confidence until everybody had
contributed and agreed/disagreed with decisions."

F3 "To be honest, I think we have a kind of schizophrenia about collaborative

162



working: we like the sharing, the sense of pooling ideas and'picking up ideas
from others, but we are less sold on the idea of relyiﬁg on othérs. The
commitment required to work collaboratively is greafer than as an individual,
adding to the titﬁe demapds which are already a problem for most QU * .~
students." | |

B6 "We had a good bunch, but human nature is such that some people get
their inspiration at the last minute and I like to be ahead. How much could .
you rely on them? It was all left to the last minute. If we could have got an
answer sooner, we cduld have learnt from each other." |

B17 A"Disadvantages? Guys like me! Being stuck with other people's
timetables. There were differences in style and ways of working. This was

something to get used to."

A number of factors influenced the success of the collaborative process. Firstly, a

. face-to-face meeting, audio conference, or on-line chat discussion early on in the

project period was highly significant in reaching organisational decisions, including

establishing a timetable, for a quick initial brainstorm, and also to establisha

working relationship.

T4(98) "They have enjoyed the face—to-facé meetings in the pub the best, and
this is what makes it work well or not as the case may be." |
- F6 "The face-to-face sessioﬁs were a big help in that we were able to’ag*reek on
. the topics for discussion, introduction and conclusion etc, and also set . .-
timescales for completing work." k

F1 "I think people were a lot more collaborative after they'd had a face-to-
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face meeting, then they felt they knew each other to work together.."

Unfortunately for many groups this last suggestion was not feasible, because of -
geographical constrainté, or other comrﬂitments. Secondly, successﬁxl groups haﬂ
“appointed a co-ordinator who took overall responsibility for promoting the
discussion and in many cases who drafted the final collaborative product. Thirdly,
useful lessons had been learnt in the first conferencing assignment which had given
Students practice in conferencing in a small group and had given them a foretaste of

the collaborative project.

: ’C25 "bur projéct group had a key mémber who was retired and always :
responded to any messages we put m " e
F8 "Successful factors: people logging on regularly; ...a timetable for |
completion..delegation of tasks" |
B11 "We met twice, at the beginning and two weeks later. We would
certainly havé done worse if we hadn't met!"
B4 "As a group we went through the training in the previous aSSignmenti |
[tméOZ], We made misfakes, we got together, rethought our strategy and
came to a conclusion quickly. There were difficulties, but it waé quite a

useful exercise."

In view of the difficulties faced by grdups in cbping with the management of grbupi
dynamics in an on-line context, the Course Team introduced changes in SUbSequerit
course presentations. An earlier conferencing assignment (TMAO04) described

below, was used to raise the profile of on-line group management with students.
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2. Conferencing and on-line collaborative assignment (IMA04)

This first on-line assignment was designed to encourage students to participate in

computer conferencing,v to give them their first experience of the medium for
“collaborative work and to give them exbérience of its pot’ential asa sxjpport for -

reading and researching.

To encourage: Assessment Design Features
Development of online collaborative | Students required to discuss a course topic
skills ‘ in small online group. - '
Development and discussion of Individual marks awarded for:

meaning from course readings - e  3-5 messages contributed to group
Investigation and reflection debate

s summary of whole discussion ..,

Whilst many students found the exercise difficult because of lack of time and the

practice of new skills, some found that it supported their study in positive ways: .

B11 "The conferencing itself was really stimulating, a positive experience,
and the sources were actually very good, I thought. I tried to read almost |
everything on the CD-ROM which was relevant allnd‘ alfhough‘it Was very
heavy going, each time I went back to the conference I héd develobed my |

~ thinking further. More time seemed to be the key to getting it all t»ogether,{_, .
better." | |

- F2 "I found this approach really useful. Our group did not discuss the Block
in general terms to any great extent. However it was a useful medium to pose
- questions or seek clarification. I would have welcomed such a systemon |

previous courses."
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AS “It's different to other courses. They were tutor-oriented. This is a lot

more student-oriented. And we are moving forwards as a group."

Comment on the tutor conference underlines the fact that not only do assignments
“provide study support for students, they are also important as a focus for tutorial
support. It appeared that there was still a need for tutorial support in the mechanics

of computer conferencing:

T5(98) "The dynamics of group collaboration over the last couple of years

has changed as more students have had some experience of fhe concept of e- R
mail...I find there is still a need for considerable tutoring in terms of
organisation, priorities and keeping to the point of the exercise."

T2(98) "..they are starting to practise some of the skills of working with -
Resource Based Learning. These are'the s;kills that _will’be needed when let’
loose on the richer resources for TMA06..And it is the strategy of working |

with peers and building up a learning team that I am looking for." - 7

Evidently whilst on-line conferencing can play an important part in the resource .
based approach in a networked environment, the skills of cqnferencing need to be
learnt, and appropriately supported in assessment, before students can be expected to
~ benefit. Indeed, assessment on this course was crucial in developing on-line
debating skills, and this is in line with observations elsewhere (see for example
Wafren & Rada, 1998). The fact that the debate was being assessed had a positive
effect on the quality of contributions, and many students commented on its value in

comparison with the debates on optional course conferences.
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D11 "The wider conference thing didn't really do the job in terms of really
taking the Subj ect forward énd pulling out séli‘ei}‘ltk'pdi’nts. | Thére Waé too much
chat. Ata local level [collaborative groups‘foxj TMAO04 and ’046]‘ they were
more useful, but then we were being marked on it." (autﬁor's italics) »

F2 "With respect to conferencing/débating, in TMAO4 wé HAD to use the
conference to discuss the various themgsy ‘ancvi issﬁes. This waé becausek it was
an important and specific part of the assignment, we had to produce ﬁvé
quality messages and they were worth 50% of the marks. Some of us spent
quite a bit of time producing our messages to ensure they were of the right

quality." .

In view of problems previously identified with group management during the project,
the assignment was modified in 1998, to encourage stﬁdents to learn from

. collaboration strategies using the resources in the CD-ROM library, and to reflect on
their experiences with: on-line collaboration. From this they were required to
produce a strategy for cokllaborative working which might be of practical use for the

forthcoming project.
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To encourage: ‘ : : Assessment Design Features - -

Development of online collaborative Students required to discuss a course

skills topic in small online group, and then to
Development and discussion of reflect on the experience and produce a
meaning from course readings ~ | strategy for online collaboration. . = -
Investigation Individual marks for:

Reflection on the process of online ¢ 5 messages contributed to group, -

collaboration : - each supported by another message
: to illustrate their ability to interact
" and build on other contributions;
a summary of whole discussion
a statement of group's proposed
strategy for online collaboration,
with a personal assessment of the
strategy. ‘ B

An evaluation of this refined assignment, after the project had been submitted,
revealed that many students had found the initial conferencing assignment helpful, aé
a general preparation for the project, and a forum for discussing procedurés and
working practices. Whilst many of the problems envisaged did not materialise, and
not all strategies proved appropriate, the exercise »sti‘ll appears to have been much

appre'ciatéd by students.

F3 "We rec;Ognised from our earlier TMAO4 exercise that we loSt alot of
time in the initial overhead associated with organising the task allocation,
voting mechanism etc, so we tackled this very ez{rly and gdf ahead."

F1'l would say that the problems we envisaged in TMAO4 did not océur, but
it was good preparation, for it eliminated the fear of TMAO6 being a daunting |
task." - | | ’ |
F7 "Because 6f our work together on TMAO4 we had the ESnﬁdence td
contribute, comment and constructively criticise. Knowing that the five of us
were actively contributing ana shaping our thbughts and developing ideas

gave me and I think the others in the group a gréat deal of suppbrt.' Abbvé
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all, I really enjoyed this aspect of the course because I felt 1 could contribute."
F2 "We thought that weak, non-contributing members would not be an issue
- it was and was difficult to remedy. Hardware/software was seen as an ‘issue,
but none occurred. Resolution of disputes was also a worry. Again, no real
problems here thanks to a good team effort and regular iogging inbyall - -
participants. Finally, concern expressed i.n TMAO04 was division of labour.
Some wanted to swap tasks regularly, thaf was voted down in favour of
having a task and seeing it through. That worked well and gave us good

continuity throughout our work on TMAO06."

Looking back at the two conferencing assignments, ‘most tutors felt that the earlier -
assignment had had positive benefits for many groups in terms of practising on—liné ~
collaboration, reflecting on effective strategies, and also in strengthening working
rélationships. - There were also other relevant factnré, including the individual
variation between students, their willingness or ability to meet face-to-face, and

previous experience with managing group work.

T7(98) "It quickly became clear to me that the "dry run" of TMAO4 helped
them become very comfortable about the way that they wanted to interact for
- TMAO06. I would also say that the part in the TMA04 about planning future
conferencing... may have allowed them time to consider the errors théy made
as a conferencing team - errors which they‘dealt with for TMAOS." |
-T2 (98) "All my groups took a bit of time to get going this year and there
- were some mi‘xed results for TMAO4. The lessons learnt then howev¢r '

clearly paid off as the group conferencing in TMAO6 this year was not only
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as good as the very best in previous yearsvbut unlike previous years I did not
- have a poor group conference. I believe that 04 had a positive effect."
TS5 (98) "It was certainly evident from the work and comments from my
groups that TMAO4 helped them get started on TMAO6 more quickly and
efficiently. They had a strategy t‘rom the start, and actually discussecl their
strategy for TMAO6 at the end of their discussions for TMAO04, when they
realised that they could have done better."
3. Information handling assignment (77\(11402)’ ,
Interviews and observations of students at their workstations in 1996 (see Chapter_S)
- indicated that students lacked skill at searching the CD-ROM, and seemed unsure
about the use of various seareh methods. It was considered that‘a moreproﬁcient use
of the software could have supported resource based study better, and had students
acquired greater skill in searching, they might have experienced fewer problerns with

information overload (Macdonald & Mason, 1998).

Consequently, it was decided to introduce an assignment in 1998 to encourage the
practice of these skills at an earlier stage in the course. Students were‘asked to
explore the various search methods available to them on the course CD-ROM, using
a given course theme, ’and to give an assessment of their use in future course work.
They were also required to identify and provide a précis‘ of one article of relevénce to
a given theme. This involved the practising of all the informationhandling skills,k
because it required students to operate electronic search tools; navigate through
electronic resources; read appropriate sources selectively and get the glst of

‘important points in order to write a précis.
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To encourage: Assessment Design Features

Development of information handling | ¢ Write a report comparing the use of three

skills: operation, navigation, different CD-ROM search methods,
investigation, reflection . describing outcomes, and offeran
Precis writing ' assessment of the various methods.

e  Write a précis of an article which is
related in subject content to a given
extract.

An evaluation of this assignment following its presentation revealed an»‘i’nsight inte “
which of these skills had been new for the .students and bears out ebSeNétiens 'rnade
in 1996 (see Chapter 5). Intefestingly, and rthis‘r(nust reflect an ongoing trend; over
half the students had previous experience of searching for resources on the Internet,
and so felt that searching the CD-ROM was baéicaliy familiaf, aifhougn it ie'noi clear
how sopnisticated their previous Seafching had Been. Aé‘a result ovfthislbasic
familiarity with hypertext environments, together with the practice offered by the
assignment, all the stndents interviewed were at least able to cornrnent on the feiati\}e
" merits and successes of the various search methods, andihéd arrived at a“'strategy for
tackling future searching tasks. This was a noticeable}inlprevexnent on the students

surveyed in 1996.

E17 "1 felt like writing to my tutor to say thank you for nutting this
[assignment] in. I'd only scratched the surface before. I really felt this was a‘

: useful exercise. Makes you get to grips with it. It was int‘erestin'g fo see yon
got different results fof different methods." | |
E10 "I had used the Internet but have never‘done anythlng like this before. |
I'm getting into it now. Ifit [the assignment] Wasn’t there I wouldn't have

bothered. It was quite a good idea to put that in."
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E23 "I'think that I will probably use all of the search techniqués because they
are all useful in different contexts. I think though that the concept maps are
péfticularly useful, with the block and course indexes cbming a close second.
The free text search is useful too when you are perhaps trying to geta -
different angle on something or someone else's point of view."

E22 ;'I think I would start with using the Index to look up articles associated
with course/block themes being addressed in the assignments and use the 'doc
info' [bibliographic details and abstract] option to look at the summaries. - -
However, this method does bring up many options; so also a glimpse at the
concept map - but this is frustrating as it gives authors and not title, soitis
necessary to look at each one. So afraid I'm going to have to sit on the fence
a bit for this one anci say it would be a combination of methods." . - -

E13 "A combination of the three will be the most useful. The concept map
and index yield basically the same results.‘ The only advahtagé of the concépt
map is the visual répresentation. Free text searching allows more freedom,
and an individuality which you wc‘)uldn't pick up in other ways. You gét a |
large number of hits, which can be less relevant. Ihadn't done any electronic ‘
seérching before - its all new. You need to skim read the results, so you sort

them after the free text search. It made me think they've all got 'advantages." |

As for their ability in investigation and reflection, a surprisingly high proportion of -
students interviewed (about half) had felt confident about writing a précis, either =

because of previous study, or because it was a skill they used in other situations.

E7 "I didn't find précis was a problem. Summarising is something the OU
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has taught me in previous courses [A/D]'. I still have to exert a great deal of
self control, or I tend to read too much....I found to my surprise that I read
* the electronic form rather than the Reader, the type is larger, and [scrolling |
 down] is lazier than turning a page.... I'm overwhelmed by the prospect of
the resources on the CD-ROM. Another scale is involved. Researching
topics for study is again something OU courses have cultivated." -
El "I‘found the abstract very helpful. I stérted reading the whole thing on
screen, tried looking at the contents, then printed out the whole thing. On this
i)articular‘[assignment] I féll into a trap and printed out too much stuff. I had
previously been criticised for plagiarism and found the exercise awkward. I
find it very difficult to be selective in picking out what is really important.
It’s a case of adapting to computer based learning, and knowing hbw to .
adapt."
E18 "I'm not particularly good at skim reading, sb it was really time
consuming. I have read everything thoroughly, so it takes an awfully long
time. Ilike to satisfy myself that I know it thoroughly."
E3 "At work I write technical reports, so I'm used to precis. I printed off the
article and highlighted relevant bits before writing the precis....I can speed
read, although I tend to be easily led onto a variety of different sources. 1 |
have that "mind set".
| E11 "I didn't find précis writing too bad, although I hadn't done this before. I ‘
did A82.832 in which we had to usé secondary resource matefié.l. This‘helrped

alot."

! A/D denotes Arts or Social Science courses.
- 2 AS indicates a course combining Arts and Sciences.
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Finally, about half the students mentioned their need to adapt to new study patterns
in reading from the screen, or printing out parts of articles, or perhaps in cutting and
pasting sections of relevance. This assignment was valuable in presenting them with

the first opportunity to practise these new routines.

“E13 "I read the article on screen, made notes in a Word Document then cut
and paste bits across. Ifound it a very creative way of doing things. Ilike
being able to make one para grow and another one to shrink. You can't just
stick something in the middle if you are working with paper copy."

E17 "It brings forward an old skill in a way. Some of the articles are really
in-depth. I copy across bits, then write it in my own words. It has advantages
over a book. You can do searches to jump to parts of articles, get to quotes

etc."

All this suggests that a significant number of students were grappling with a variety
of new skills at this stage in the course, and it illustrates how their competence wés ,
related to, and integral to new ways of studying with electronic resources. It would
be naive to assume that this assignment taught them all they needed to know,
however these findings do underline the fact that many students have a steep learning
curve to surmount in one direction or another when studying in this way. It also ‘:
shows how significant the assignment was in encouraging them torekxperiment with,

and reflect on new skills and new ways of working,

174



Assignments to encourage skills development: summary and discussion

1. Most students had to master a variety of new skills associated with resource
based learning in a netwbrked environment, at the same time as course content.
MPrevious work reported in the review and reinforced in the pilot project shows that
the ability to work in an open-ended, independent way as required by courses such as
this one is demanding of a variety; of skills from students. This study has illustrated
how new approacheé to studying with an electronic environment formed an integral
part of the acquisition of these skills. Clearly, the extent to which the students in this
study had already acquired tﬁese skills depended partly on the courses they had taken .
previously and also on the experiénces and training they had been through in other

walks of life. These observations again confirm those made in the pilot stud&. '

The influence of previous courses on students' levels of skills is worthy of note here,
and the particular challenge for the Open University, where there are few specified -
lines of study towards a degree, is to ensure that skills associated with "learning how

to learn" are encouraged in a systematic way.

These findings again indicate that some of the skills needed for this version of .
resource based learning are more readily acquired than others. 'For éxample all t‘he
students interviewed after the information handiing as‘signme‘nt‘ (TMAOZ) reported
confidence with operation and navigation. Similarly, the skills of’participation in
online debate were effectively supported in the conferencing assignment (TMA04).
On the other hand, other skills appeaf to be more complex: thilst the information

handling assignment provided practice in investigation and reflection, student :
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confidence in selective reading and writing précis remained variable.

2. The experience here shows that it is possible to use aSsignments as a vehicle for
encouraging students to adopt new patterns of learning, whilst covering course
“content. The assignments not only impact on student reflection, but influence them
‘ indirecily via tutorial support. In addition, the timing of assignments can be used to
influence the stage in the course at which various skills can be practised.

In line with many observations on the effects of assessment on learning (see for -
example McDowell,. 1995) it is clear from these experiences that assessment can
effectively be used as a "stick and carrot" to encourage the development of variousv
skills. The assignments described here illustrate how significant assessment can be
in focusing the attention éf both students and tutors on particular aspects of the -
course, not just in terms of content but also the process of learning. They -
demonstrate the potential for using assessment to influence the direction of student

learning. -

3. The collaborative project was effective in supporting the researching skills
encouraged by the course, and conferencing formed an integral part of the resource
based approach.

In line with Hénry's work (1994) on projects, and other work on projects in online
environments (Thorpe, 1996; Fiedeldy, 1999, McConnéll, 1999; Alexande;f, 1999)
the project in this case study was very effective in ‘supporting self—direétéd learningﬁ," |
by giving students the opportunity to research information on a topic of their ct_xoice,r
in other words they were putting resource based learning into practice. Thé ‘

possibility of working collaboratively using computer conferencing was clearly
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valued by many students, and supported a reflective approach to study. Similar
observations have been made by Muire, Nazarian & Gilmer (1999) on a web based
constructivist learning community devised by Florida State University, and by Jones
et al (1999), on the Open University resource based course A427. In both cases,
“students found that belonging to an online learning community helped them to make

sense of their readings, and to clarify their thoughts. -

4. The success of the online collaborative project was hampered by students’ lack of
skill in the managemént of on-line collaboration. An earlier conferencing
assignment was modified 10 encourage reflection on on-line group management, and
this impacted on the outcome of collaboration in the project. |

The problems encountered by students in the management of on-line collabvoration
haVe been described elsewhere. For example, a study at the University of TWente
(Veen, van der & Collis, 1997, Collis, Andernach & van Diepen, 1997) of two on-
line collaborative courses also revealed problems associated with ‘onliﬁe
collaboration in the absencé of face-to-face contact, and to address this they set tasks,
deadlines and particular responsibilities for each member of the group. In the case of
THD204, the use of an earlier assignment to encourage students to reflect on the
problems of on-line collaboration was successful in raising awareness of potential
pitfalls and went sorﬁe way to assist with these difficulties. The principle of ﬁsing a

~ series of assignments to build skills in an incremental way is deséribed in the review
(see for example Schlusmans et al, 1999) and is a useful model for stfucturing and |

scaffolding, where a variety of skills need to be learnt. -

5. Experience from the first collaborative assignment demonstrated the importance
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of assignments in the practice of effective conferencing and collaborative skills. The

new assignment which introduced students to information hand[ing skills was

 successful iﬁ improning students’ abilities in searching, selecting and retrieving
information using the CD-ROM.

‘\"Botvh the inforrnation'}‘landling‘ as‘sifgnme’nt and the initial aonferencing aSSignment
had'positive effects in bterr.ns of helping sfudents to hone various skills, in}deed‘ both
assignments démbnsirated the valne of enconraging the devalopinent of skills by
undertaking fasks and reﬂecting on the experi'ence, by folaning the‘Knlb : |
experiential learning cycle (1984). These ﬁndings are m yli.ne'v'vith work by Grattan,
Brown & Horgan (1998) who report on the development, through the assessment, of

communication and information technology skills for similar resource based courses.

The expériéncés‘ from all three assignments described here undéiline the fact that for -
many students; 4resour'ce based learning ina netwo‘rk"ednenﬁr‘nnment is nén?, andthey
need time to acquire and practise the many new skills involved and to get "up to
speed" with the approach. It seems probable that this may only be achievable over a
period of time and that students need to pracﬁse their various skills; 'perha‘ps in a |
fairly mechanistic way, in a variety of assignrnents, oVer several cbqursve”s’; The more !
time students need to spend on learning new skills, the léss'ftima they fnay hav"ey tby
spend on constructing an understanding of course content, and this may impact on

the level of undérstanding and‘ standard of assi gnm'etnt' Whi'c‘h they are aBIé tny aChiéve.
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Section 3: Revision and Exam

.-This section describes student and tutor perspectives on the exam and revision
perlod Whrlst the varrous course assrgnments covered aspects of content together
with the development of varrous skrlls the Course Team mtended touse the exam as
a mechamsm for assessing students understandrng of course content The full text of

the exam papers for 1997 and 1998 are included in Appendlx 2.

: Revision and consolidation

The revision perrod was clearly an 1mportant time for students to look back over thelr
course, re-readmg and re-assessing the matenal they had been taught and amvrng at
a better understandmg of course principles. Many students commented on 1ts value

as a time for consolidation.

C20 "When I was revising, it all started to come together Rev1sxon was Just
| the icing on the cake I re-read some of the artrcles wrth interest, they were
much more mterestmg the second time round It started puttmg everythmg
into perspectrve "
B5" I have been re-readmg it, and have been qurte encouraged by the fact
that some of the thrngs I struggled with at the time, and gave up on, actually
make some sense now. I must have learned somethmg durmg the year,"
B2 "I'm hopmg I mrght understand the course better once I've completed my »
revision."

C13 "I went back over stuff: got an overview. It meant something new to me
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when I was re\}ising. ‘I missed out the bits I hadn't time for originally. I felt

happier with earlier blocks."

These comments are reminiscent of observations by Entwistle and Marton (1994), of
“students at Edinburgh University. They described "knowledge objects", meaning a -
coherent understanding of the subject during the process of revision for final
examinations. Inevitably, different students had ilntegrated material to different
extents and used it in different ways. For some, the structure was closely related to
the gtructure of their lectures or course books, whilst others had constructed a logical
structure related to the field of knowledge as a whole. Earlier work (Coles, 1990) on
an undergraduate medical course reports that many students found a new signiﬁcénce
and cohesion in their readings during the revision period. These findings suggest -
that the revision period can form a highly significant part of the student's study by
encouraging the integration of disparate ideas, andi a synoptic understanding of the

subject.

In this study, many students had already evolved revision practices from previous
courses, which involved the process of condensing notes or using concept maps or
associations and it may be that different approaches to revision are associated with
different disciplines. Other students appeared to be grappling with new approaches
to revision in ways resonant of their tentative approaches to assignmenté in the initialv
stage§ of the course, and clearly the new study pracﬁceS involved in ’the ﬁse of :

electronic resources impacted on this.

B13 "An important part of studying the course. You find you are reading |
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articles in a new light...I appreciate more now than when I first read it. Tuse
the issues and themes liberally, also the concept maps.” The rbl [resource
based leaminé] element is fantastic. Ilove the search, cut & paste for
assembling docﬁments, it enables me to organise my work much more easily.
I would have had a large number of books open on the dining room table and’
copy paragraphs from different books."

C6 "I captured information to a clipboard,. and added a link into an index and
have my own mini CD with parts that I think are relevant tome." = =

C19 "This course was predominantly principles based, rather than factsto *
remember as in previous MST [Maths, Science and Technology] course’s.“
C25 "You have to revise in two ways in this course, part for the technology
and part sliding across, taking SS [Social Science] principles and uéing them
to analyse the technology. I think I revised too empirically: looked at too

many facts. I should have worked my way round issues."

Of great significance to this study is that fact that most students continued to
| experience difficulties with the skills of Vinvestigation and reflection, .with the 'result
that they had probleiné in trying to select the most relevant information for the
purposes of the exam, and felt that they needed more guidance with their reading; o
very particularly during the revision period. Some found their aSsignments useful in’

this respect.

- C17 "The hardest thing was to try and focus on what was relevant. The -
amount of information was phenomenal. I had a great deal of difficulty

getting some structure. The science foundation course taught me to -
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. concentrate on the principles when revising."

G3 "The pure volume of reading: I didn't know where to focus, how much to
read.”
C27 "The main problem with revising for this exam was the sheer vplprne of
material and wide range of possibilities of questions....It was simply not -
possible to do all the reading that one would have liked."
C20 "Why oh why so much reading of coﬁrse material that makesitan
absolute nightmare to try and revise from, with all this information in the = -
books and CD-ROM and then the printouts from CD-ROM, the Internet and
the conferences."
G2 "There are so many differenﬁ areas to be covered: the worst part was
knowing what to revise. It was easy to get diverted onto other subjects, to get
lost."
C14 "All the [assignments] were useful for revision..it brings the block
material together."
C18 " [Assignments] are always useful. I never miss an [assignment]; the

- work involved means you are better prepared for revision and the exam. The

- work that you have to do for an [assignment] can be quite intense. It’sa
shame if you can't use that information again. Some particular parts of it you
remember more, they provide a hook which help you go back into the

subject."

Students did in fact receive guidance in the form of a specimen exam paper, and
results from the 1997 THD Electronic Course Survey (Heap, pers comm 29/9/97), to

which students replied at the start of the revision period, indicate that most of those
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who had looked at it thought it provided enough information and examplés to help

with revision (figure 18).’

Whilst the revision period was perceived, and valued by many students as a time
“when they came to an overall understanding of course issues, they were bewildered
by the choice of readings available to them. Even students who described fairly
enlightened revision techniques, using condensedr notes and concept maps to organise
their body of knowledge, were still encountering difficulties in selectivity, and were
probably attempting to memorise substantially more than the Course Team had

envisaged.

Perspectives on the exam

Student feedback on the exams indicated that students were considerably léss
disturbed by their exam experiences in 1998 than they had been in 1997. These
observations are borne out by comments from the Exam Board, who found a ggneral
improvement in quality of exam scripts in 1998, compared with previous years, and
more first class grades were awarded than in previous years (Course Chair, pers
comm 4/12/98). It is clear however from the exam markers' feedback in 1998 that

various problems remained.

| Whilst it would be tempting to conclude that these improved gradeé were a result of a _‘
more appropriate assessment, or better support for learning during the coufée, there
may have been other reasons for the differences. The first reason felates tothe
method. It has preﬁously been observed how the group environment in conferences

can influence the quantity and slant of contributions. Were the strident reactions in
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the 1997 conference a result of militant 'leaders', who fomented discontent? This
interpretation can probably be discounted because of the fact that similar
observations were made from interviews with individual students in 1997,’ and |
secondly because of the comments on improved grades from the Exam Board.
"Secondly, it may be that the exam questions in 1998 were easier to ahswer, or
perhaps to interpret, than those in 1997. The Course Team might have been

influenced by student reactions to the exam in 1997, as reported in this research.

Whatever the reasons for these differences, there remained concerns with the exam in
both years, which are described by students and tutors in 1997, and are reinforced by
comments from tutors in 1998. The following comments relate to their inability to

use evidence appropriately, or to deal with a requirement for specific content.

Inappropriate use of evidence
.~ Many students perceived problems with the use of large numbers of academic
authors as supporting evidence, and then having memorised a list of authors, many

were unable to use them appropriately.

C19 "I personally didn't have the right evidence. I couldn't remember which
was which author when I came to the exam. The requirements to regurgitate
references was a bit unrealistic." | o

 C4"WhatI spent just as long learning were the core authors for blocks One;
two and three along with the title of their articles. Could I find where the
heck to fit them in though?"

C25 "I concentrated hard on memorising a Iot of things and then I wanted to
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regurgitate it - which you can't do because you have to apply what you've

learnt. I was trying to learn 30-40 authors for the whole course....The
“techniques used for rbl study, I think its something you tend to doin Arts - -

subjects a lot more. Doing an English degree helped tremendously: I have

had to bring in arguments and back them up."

Indeed, reports from markers in both years indicate that many students made
inappropriate use of evidence to support their arguments. - Whilst some students
appeared to have "brain dumped" whatever they could remember, regardless of the

slant of the question, others used no evidence at all.

T4 (97) "They hadn't used any evidkence, or even common Sense...A lot had
shown an author in brackets, in a sort of random fashion."
T10 (98) "Their use of evidence was not good....those who can write an essay
- did the best, but a lot were seriously lacking study skills.."
 T11(98) "Evidence - very few used sufficient to support their stétements.
They weren't using any author's names... Their inability to expfess
themselves and use of English was poor." | |
T13 (98) "They weren't using evidence particularly well. The majority just
scattered then about in random fashion. Themes were also scattered ”

throughout without particular relevance."

While the size of the resource base may have been a contributing factor here, it
seems likely that these problems were related to difficulties in writing within the .

academic genre, in line with observations by Lea & Street (1998). Given the high
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proportion of students on the course from a Technology or Maths background,
(according to the THD Electronic Course Survey, Heap, pers comm 29/9/97, 70%
were from Technology or Maths/Computing faculties) the use of evidence in support -

of an argument would have been a new approach to writing.

Problems with specificity .

Whilst the marking schemes for both 1997 and 1998 exams focuséd on process
(statement of argument; use of evidence etc) for the social science parts of questibns,
allowi;lg students latitude in the sources used for their answer and rewarding the
ability to use course principles and construct a reasoned argument, the more
technological parts of the questions were marked for the inclusion of specific |

content.

Some students had difficulties with the specific nature of some questions,
particularly those short sections requiring a description of technology. Given the .
choice in readings afforded by the course, how were they to arm themselves with

enough material to answer any question which might be asked?

C23 "This exam was made harder becaﬁse there was too much information.
I'd never read so much information..I };ad information overload. It would

. have helped if I'd been able to select the areas I would like to show t’he‘
examiner I could cope with. The quality of what I would have put in therrek
could have been a lot better."
C27 "Wit}; the vast amount of information that was available on the course,

we could not possible be expected to revise everything. Why then were the
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questions so restrictive?"
C17 "With such a broad content it is unfair to exam on specific detail: you

3

may have learnt 90% of a block but missed out on ...just one page of the

book."

There is an argument for stipulating a basic understanding of certain content as a
requirement for passing a particular course, and it is clearly of importance to
students. However the difficulty for this particular course was in defining what

exactly the students should have learnt. The tutors described the dilemma:

T8(97) "I followed the schedules strictly, which meant th;t more people
failed than probably should have done...But you need fairiy tight guidelines,
there's a problem of quality control...I felt that what distinguished studcnts
was a demonstration of their understandir;g; rather than the detail."

- T12(98) "It was difficult to detect for many candidates whether they had done
“the course. The only way to judge fairly between candidateé isto look; at
“their use of course materials. It's not a general knowledge test."

T4(98) "[Marking schemes have] got to have some flexibility. Buta useful

- way to get people to mark on a level playing ﬁeld, 50 théy're helpful”. |

T9(97) "Some students are evidently competent and do understand the
. subject, but I had to mark them down for points missed out of the marking

~ scheme. Is this the right way round for an exam marking scheme?"

~T7(97) "I made a judgement on whether each person understood what was

being asked. Then cross checked this against [the marking scheme]. I have -

to say my perspective changed as I went through. I find pressure for time
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really erodes the quality of marking. It’s a case of ploughing through them, .
getting them done and sending them away. But you are better set up to talk to

your students about revision next year."

."'The balance between pedagogical objectives on the one hand, and the requirements
for standards and consistency on the other, may be something of an uneasy
‘relationship. Some writers have observed that organisational influences, including
the pressures imposed by increasing student numbers and large classes, héve tended
to favour more prescriptive forms of assessment, sometimes to the detriment of
student learning. Biggs (1996) has found that attempts towards marking consistency
may have deleterious effects on the students' approach to writing, by encouraging

lists of facts at the expense of a cohesive argument. -

These comments highlight the difficulties involv’ed in devising appropriate

assessment for resource based courses in networked environments: whether Stu_dents

should be expected to have acquired certain "core content"; and how to frame the |
_assessment so that it can be marked fairly and consistently, whilst giving students the

latitude which is an integral part of resource based study. =

Interpretation . - .

In addition to problems directly related to the appropriate use of the information
fesource, the majority of students in 1997 had difficulties with interpreting ‘the ‘
requirements of the qhestions and in relating the questions to the course material they

had l¢arnt.
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C30 "..there was little opportunity in the exam to show my strengths and how
much I have gained from this course."

C28 "..questions seemed to have little resemblance to the course material.."

“These comments were not repeated in 1998, and lead to the supposition that the 1998

exam paper may have been more straightforward to interpret.

T4(98).."Most coped with interpreting the questions OK. Scripts were betfer
than some other years, they remembered a few names. But not spectacular!"
T9(98) " The questions were easier this year. This year was probably the best
so far. They were extremely difficult last year."

T13(98) "Scripts were possibly slig‘htly better, I got some good answers,
although the average ones weren't any better. I didn't think the questions

were any easier."

Exam markers in 1997 confirmed that students appéared unable to make use of ’the
principles of the course and apply them to fhe new "situations” in the exam

questions. The difficulty which students experienced with the interpretation of
questions may be common to many exam situations. Work on problem solving
transfer (see for example Conway & Kahney, 1987) indicates that studeﬁts generally
have difficulty in applying principles from one situation tb anbther, and benefit not - |
only from example solutions, but from explicit guidelines on tﬁé abstract

relationship, and commonalities between problems. It may be that the "open-ness” of
the questions, in attempﬁng to cater for choice in content contributed to the

uncertainty of the students in this particular case. -
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It is possible that another factor may be significant here. It has been previously
observed how cue conscious 'many of the students appear to be, and how dependent
on the reactions of their tutors as a guide to the "cor;ect" way to write their
“assignments. It could be that in these circumstances an exam which is marked by an

unknown external examiner leaves them rudderless, and bereft of cues. . =

C32 "Throughout this course I have had difficulty interpreting what the
[assignment]questions were really‘ asking, but had the accompanying notes
and tutor to help with the interpretation. Unfortunately [in fhe exam] there
was no such help and no time really to sit and think too long about what was
required..”

D7 "Each tutor has a different approach to the course. It's not impossible to
structure [assignments] to fit that particular approéch. It's [the examj an old
fashioned method, but perhaps it evens out the score by marking from an

outsider."

Observations on the cue consciousness of students led to speculation as to whether
they fall back on this strategy when they lack the ability to judge the appropriateness
of their written work for themselves. This would fit in with the picture of students
who were only just beginning to emerge as successful resource based learners by the

end of the course.

Are closed book, content based exams at all appropriate?

If student experiences during the revision period are to be believed, they were
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certainly beginning to acquire an overview of the subject and to construct an
understanding of the domain. The question remains whether the format of the exam

was an appropriate way to demonstrate that understanding?

" Having practised resource based study over the resf of the course, students
commented on the dilemma of being faced with a closed book exam, and did not feel
that it related to the fesource based approach which they had been encouraged to
develop. In addition, exam conditions demand that students hand write their scripfs,
instead of using a word processor, so they were no longer making use of their new

skills in studying with electronic resources.

C20 "The problem is you depend on thése things (CD-ROM) and when you
go into an exam you can't use‘ them. I think there was too much to memorise,
You learnt how to quote CD-ROM articlés, how to search efﬁcientiy, then .
you think T've been using this all the time, now all of a‘ sudden I'm left
~without it."" |

C10 "This” was very different from doing [qssignments], usiﬁg the CD-ROM.
You don't have to remember authors, you can do all sérfs of seérches to dig ;‘
out authors to support various views. For the exam you can't posSibly rely on

memory to do all this. Its a totally different feel."

Whilst the exam certainly did not test the skills of operating, navigatihg and
searching for information in electronic form, it probably did test students' ability to
achieve an overall view of the most important course principles, and to apply them in

other situations. There is no doubt that the ability to extract the important elements
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from a variety of sources, and to use them in new situations, as practised in an exam
of this type, is an important lifelong skill. Perhaps the ifnportant question to ask is
whether this was t0o demanding a task for students in their first experiencé ofa
resource based course in a networked environment, and for mény students, their first

" course in a new discipline?

Additional help in exam preparation

As a result of the observations on student difficulties during revision in 1997, exam
and revision conferences were set up by the Course Chair (CC) at the start of the
revision peri’od in 1998. The aims were fo steer students towards more effective
revision strategies; to help them to use the knowledge they had acquired during the
course in a more focused way; and to give them a better appreciation of exam
requirements. A total of 350 students participated in each conference and they were

a scene for lively debate.

To encourage; , . | Assessment Design Feature
Effective revision strategics : Online debate on revision techniques
Alternative approaches to exam Student answers and marking schemes

questions uploaded on an exam conference

The conferences had a number of sections. The re'vision conference prﬁeser‘lt‘ed,
students with an opportunity to discuss revision techniques, and also to discuss o
particular course topics. In the exam conferenée,‘ students were given parts of old
exam questions, together with the accompahyihg marking scheme and a raﬁge of
good and weak answers written by students in previous years. They were invited to

comment on the strengths and weaknesses of the sample scripts.

192



CC "My gbal in posting these samples is that you can see how other students
tackled questions, and to learn from their efforts. In particular, learn how
much of an answer is required for each part of a questioh so that you expend |
an appropriate amount of time and effort. Ialso hope you'll see features that
distinguish fair answers and good answers." -

CC "My proposal for this conference is that I post up the qﬁestion and
marking guide. Then I will post up one student's attempt at the answer so that
you can comment on its strengths and weaknesses. A few days later I will
post up the actual marks and comments made by the script marker. Then we
can compare your comments on the ansxéver with those made by the script
marker. When looking at the various answers think about the following

| points: .

- does the answer address the question?

- how much time/effort went into the answer?

- was the time/effortv appropriate for the marks available?

- how many marks would you award this answer?" . -

An evaluation after the exam revealed that some students valued the sample

questions as a focus for revision, whilst others appreciated the range of student

perspectives in subsequent discussion. The student scripts posted on the conferences

were well received, and although the extent of peer review was limited, some .

participants clearly derived useful lessons from the scripts:

G8 "I think this person comes from the 'write everything you know about..'

school of answering exam questions. They are wasting a lot of words and
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time putting in detail which would not gain any extra marks. I can see the
time problem." |

G3 "Wow! Ididn't think it could be that simple! 48 words. MUST stop =
babbling in the exam."

. G11 "Apart from accuracy of the answer, this student attempted to - = -
regurgitate all (s)ﬁe knew about coding graphics. Just copying the answer -
took me12 minutes and filled an A4 sheet of paper.

1. Danger of running out of time
2. Difficulty in adding information. If the answer was in single line
format it would be easier to see where information could be added.
- 3. Realising that you have spent too long on one answer could invoke
panic.
4. Danger of alienating the marker!
5. 286 words plus sketches. The guide says 100-150 words or a
couple of annotated sketches."
G4 "This is essentially the same answer as student one, but with more déta{il.

‘The time problem is an area that I need to concentrate on."

Because of lack of time in the conference, it did not prove possible to post all the
official grades for the student scripts, giving students a model of first or second class
answers, but several respondents felt that this would have been a helpful way of . -

testing their own judgement.

G5 "I wasn't clear how they had been viewed by the markers. You didn't

know what would have constituted a first class answer, for example."
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G8 "The student scripts were quite useful, provided they were all passes!"

As for general revision support, the Course Chair's comments revealed that whilSt
much of the guidance on the conference was already available in the Specimen Exam
| "'Paper, it was clear that very few students had read this properly. This is again an
example of how students benefit from a variety in delivery media, and the fact that
even when students are given advice and guidance, there is no guarantee that they

will use it appropriately.

G2 "The sample questions gave you a focus to revise.things on. It’s the best
revision aid I've come across‘ yet.- And getting other students' opinions was

~ great. Gave you othgr areas to follow up.
G9 "You get fed up with books, or CD-ROM, it's nice to have someone
talkirig about it; this made it easier to understand." |
G10 "This was veiy helpful. I appreciated the advice from Nick on what we
should have been doing. The best bit was seeing other students' ahswers. f
And the marking scheme was a help. Iwould have liked the marks each -

" person had at the end. I could then have sorted out what was essential."

Whilst it was important that the moderator should be the Course Chair, because he
had the authority to deal with factual questions on procedure, there Wer§ difficulties
in facilitating the discussion, because of the weight given to any c‘omment‘s'he made.
Not surprisingly, moderating the conferences proved to be a time consuming

exercise, and is not sustainable for future years.
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Support fof exams

In view of their disaffection with the present exam, 1997 interviewees were asked
after the exam whether they were broadly in support of an exam for a coufse of this
nature, or whether they would have preferred to see some alternative. Interestingly,
roughly three quarters were still in favouf of having an exam. The question was
pursued further with students in the 1998 cohort, before they had started on the
resource based part of the course. It appeared that whilst exams were almost

universally disliked, a large majority were in favour of them in principle.

The most common reason given was the motivational effect of an exam. Students
described "putting in more effort"; "relying on yoﬁf own resources"; "being put on
the spot". The second reason was the significance of the revision period as a time for -
reaching an understanding of the course, and also for covering material which had

not been assessed previously. There also appeared to be reasons associated with the

importance of the external credibility and validity of a degree.

C24 "...bin an exam you are required to draw on all parts of the course, which I
think tests understanding‘how it all relates together. Also the OU has worked
very hard to gain external admiration and recognition for its degrees, much
will be lost if it is possible to get a degree without even sitting an exam at
all." o |

D19 "You would lose motivation QVer and ébove studying for [assignménts].
It‘s an unknown element which gives motivation to study a Sit harder.. It
‘gives you something to aim for. And immensely satisfying if you pass! It'sa

rite of passage. You need to feel you've been through the mill."
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D22 "I firmly believe in exams. [It's] the fairest way of objectively assessing
distance learning and covers most learning styles. The exam..adds credibility
to the study. Exams don't only test cc')urse material, what about the value
gained from the planning required, discipliné, tenacity, problem solving,
concentration, managing stress, the challenge of dealing with an -
uncomfortable situation..all good old traqsferable skills which can be applied

© to many situations.

Tutors interviewed in 1998 after the exam were asked the same question and they

were also firmly in favour of exams. They were concerned about validity and the

'~ maintenance of standards.’

T4(98) " The exam is testing different skills, The exam should bring it all
together...It’s a good wéy of examining how things link together. Fewer and
fewer students are really nervous. You are never basically sure who has done
the assignment."
T12(98) "Firmly in favour of them. They're quite right it’s a memory test.
But the latitude allowed in questions makes certain its not purely a memory
test. If they don't mention [significant author], then where have they beén?“ .
- T13 (98) "It concentrates students' minds. You need to have some kind_of ‘
formal assessment process by someone outside the tutor group. It's hpt that h
‘easry to get standardisation. Althbugh I would prefer to see open book éﬁams,
. 50 you can look things up, or carry in annotated notes." |
T11(98) "You need to have an exam. It gives peoplé an extra push, to really

learn rather than copying things out. It does give us some idea of how much
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- they've understood."
It is clear that although conventional content-based exams may be difficult and .
demanding for students on resource based courses, they continue to be valued for a
"' variety of reasons. In confirmation of this, the University Courses Survey (IET -
Courses Survey Project Team,1997) indicated that student attitudes to the THD204 -

exam were generally favourable.

Institutional considerations
Whilst the support of student learning is certainly an important function of . .

assessment, it serves a variety of other functions. Silver (1997) comments: -

" Assessment responds, at the Open University as in other universities, to the
need for accountability and to demonstrate standards, to diagnose and provide -
feedback for students and staff, to provide a discipline and develop and

sustain motivation."

(Silver, 1997 p 17)

Any designer of an assessment strategy has to abide by the regulations of the -
university, which require a specific number of assignments and often a course exam,
as a way of ensuring that each course meets the mihimum standards of a degree.
Thereis a néed to ensure that the assessment strategy iS fair across thé sﬁxdent |

population and that marking is consistent.

Another consideration facing university administrators is the relative cost of final
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examinable components. At the Open University in 1997, out of 400 cburse
preSentations, 56 courses did not have a final exam, and relied on the submission of a
final piéée of courseWork I(Palm/er, 1998). Thése were double marked, firstly by the
course tutor, who had to vérify the work as authentic, then by a second marker, and
“in thé case of dispute, by a third person. In ’all cases, the system pro‘ved}to be more
coystly and labour intensive than that of conventionally examined courses. The result

is that University regulations may tend to militate against innovation in assessment.

Balanced against these considerations are the effects on studeﬁt learning, and in ‘thi‘s
case the apprppriaténess of the strategy for resource based learning in a networked |
- environment. Chapter 3 describes the dilemma faced by the Course Team of
THD204 in designing an assessment strategy which was reliable, scaleable and in
line with institutionﬁl requirements whilst meetihg course aims and objectives. In |
response to the evaluation work from this sfudy,: attempté have been made to |
accommodate more flexibility in content and to provide more support in revision
preparation, but inevitably this had to operate within the framework of Uhiversity

assessment regulations.

Whilst this study describes the difﬁCulties resﬁlting from attémpting to design a |
closed book, content based exam, which was appropriate to the aims and objectives
of this Vefsion of fésoﬁrce based approach, it is clear thz;t fhere was conSidérabié énd
unexpected support from both students and futdrs both for exams, and iﬁé‘reviSiori

period which preceded it.
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Revision and exam: summary and discussion

wl .k Many students fbund the revision period important for consolidating and
acquiring ah overview of the course.

The experiences of students during the revision pen'od bear out obseryz}tions in
campﬁs based universities by Entwistle and Marton (1994) and Colés (’1 990):of théV ,

~ synoptic value of revision, although they have no_t previously been ‘documented in the
context of open and distance leafning. Clearly the students in this study recognised
~and valued this ,oppo‘rtun’ity‘to achieve a better overall understandingvé‘f course
principles. Whether this formative effect is sufﬁcignt justification for:the usé of o |
conventional closed bool; exams as assessment is anofher matter, and it could be that
other forms ot: examinable component can be design_ed 4in such a way as tol encdurage

a similar synopsis. -

2. Studenis had great dz_’ﬁculW iﬁ deciding whaf, and héw muc;) té fevfsé, m viéu; of
the ﬁolume of informdtion available to them, in other words (hey continued 10 have
difficulties With this version of resource based app’roach.‘

The fact that many students were still struggling with information oyerioad at this
final stage in the course suggests that their ability to be selective, and to grasp the
main pqints in their reading was probably stvill poorly developed. It seems that they
were not ready to bg fully autonomc;us, self-directed learners, and thlS relates to their
mefacognitive abilities, which previous work (Morgan & Bgafie, 1997) has sho%

may develop gradually over the course of graduate study.
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.

Whilst revision techniques for many students appeared to be relatively sophisticated,
and accord with observations by Entwistle (1998) of students adopting a deep
approach, it may be that revision in the context of resource based coursesin =

networked environments is more demanding than conventional distance courses.

Student comments on memorising caused some disquiet, when considering an
_appropriate intérpretation for these findings. Were students being driven to surface -
memorising and rote learning by the volume of information éonfronting them? How
much memorising is acceptable practice for exams? Early work by Entwistle & o
Ramsden (1983) uncovered a relationship between workload and rote learning, and it
- is one of the common criticisms of exams that they encourage this approach to study.
However, the relationship between surface or deep approaches to learning and the act
of memorising may not be as clear cut as one is first led to believe. Tang (1996) has
described students who are involved both in deep approaches and in memorising, ahd
she labels this activity "deep memorising”. Indeed Entwistle (1998) argues tﬁat any »
preparation for an exam must involve an ele;nent of memorising, which might not

preclude the reaching of an in-depth understanding of the subject.

3. In the exam students had difficulty with the speciﬁcit): of questions.

Student difﬁculﬁes in coping with specific content highlights the dilemma for Course
Teams in designing assessment in line with a pedagogical approaéh which S
encourages flexibility and negotiability of content.- One of the cenfrai ténets of this :
resource based approach is that students sl;ould be encouraged to work in a more
open-ended, flexible way, by cénstrﬁcting knowledge, rather than reproducing =~

specific content. It follows that if the assessment is to be appropriate it must be

201



designed to test their ability to do this.

"nearly every definition of constructivism refers to knowledge construction
rather than reproduction...If we accept that as a meaningful goal of learnmg,

- then as evaluators we need to assess the intellectual processes of knowledge
construction, not repetition."

(Jonassen et al,’ 1993, p 244) -

It seems likely that students might have had fewer difficulties if they had been more
proficient at achieving an overall view of important course principles, and applying

- them in new situations.

4. Tutors were concerned at the need to maintain fairness and consistency and to
guard against cheating.

This study illustrates the tension between the need to specify the coverage of
particular content, in order to méintain a level playing field, set against the scope for :
variability and flexibility afforded by resource based learning in networked
environrﬁents. Plagiarism and cheating are a particular concern in distance courses,
and the exam is traditionally the only time when students can be identified as authors ’
of their work. It may also be of concern where students are stﬁdying using electrohic ‘
resources, because of the ease with which they can cut and paste material. |
Plagiarism appears to be a serious problem in universities generally, and a reCeht |
study in two UK universities by Franklyn-Stokes and Newstead (1995) showed that
although plagiarism was not rated seriously by students it was alsp very prevalent,

being carried out by about half the students interviewed. They described instances of
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paraphrasing coursework without references, inventing data, and fabricating
references. Ashworth, Bannister and Thorne (1997) suggests that this prevalence
may be related to students' lack of comriﬁtment and engagement vs.rith their learning, .
which must surely be an argument for increasing the element of reflective learning in

4

" assessment, rather than militancy in exam procedures.

3. As aresult of observations made in 1997, rev;sion and exam conferences were set
up in 1998 to give students better guidance on revision and preparation for the exam.
An evaluation of the conferences after the exam revealed that this type of guidance
Was appreciated as a focus for revision. The student \scripts posted on the .

- conferences were useﬁll in demonstrating alternative approaches to exam questions.
The exam and revision conferences trialled in 1998 fulfilled a useful purpose iri |
helping students with example solutions, and in providing a forum for debate on
alternative perspectives to exafn questions. This’ reinforces earlier work described'in’/
the review on the value of model answers in reflective learning,r(s’ee for example
Mowl & Pain, 1995) although it has not been documented in the context of anSwerS
to exam questions. The trial illustrates the importance of a variety in delivery media
for maintaining student interest, in line with work by Bowers & Lewis (_1999).
Whilst computer conferencing has been shown to be a very effective channel for
additional formative feedback to students, there are clearly drawbacks in terms of the

time required to moderate such conferences.

- 6." In spite of the difficulties, it seems for the moment that both students and tutors
are still in favour of the exam, particularly for its motivational and synoptic

elements.
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Student support for a final exam must reflect the conservative nature of student
opinion, and possibly a lack of experience with courses without an exam. Their
attitudes to the gravity of exams are reflected in observations made by Ashworth et al

(1997), who describe:

v"..a notable reverence for this most traditional form of assessment..powerfully
symbolic..an examination carries with it a sense of dramatic climax. Itis
final, both in time and in fatefulness. The perceived formality of the
examination as an Occasion lends it gravity."

(Ashworth et al, 1997, p199)

The importance which many students attached to exams as a motivating force inay
reflect the relevance of extrinsic interests to their orientations to study (Taylor,
Morgan & Gibbs, 1981). For example the inﬂuencé of commerciél sponsorship for -
degrees, or the relevance of a qualification to a career. Certainly, McDoWell &
Sambell (1999) found that motivation was the most important criterion used by
students to judge the usefulness of their assessment, whether it was extrinsic, in ‘
specifying the requirements of the course, or intrinsic, in satisfying and meaningful
assessment tasks. It may also be that those students who are particularly averse to
exams choose courses which are not examined. Whatever the reasons, the
importance of an exam to students and the significance of a time in Which to feach an
overall understanding of course material should probably be taken into c'onsi/deraﬁo‘n |

when planning an assessment strategy.

7. A traditional content based exam is probably too demanding for undergfaduate
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resource based learners.

All the evidence suggests that a content-based closed book exam may be difficult to
implement sucéessﬁﬂly for resource based courses in networked environments,
because of the need to define content. And even if a traditional content-based exam
airﬁs to test students‘ ébiVlity to éxfract the fnain principles of their véfi&ﬁé'feédings
and aﬁply them confidently in new situations, this is prdbably too émbitidus :a target
after one resourcé based undérgraduafe course. ’fhe probleﬁx has bkeeyn hbw to ﬁelp |
students to define their synoptic und»ersténding of the coufse from a Weaith of

material.

~ As an alternative, the project has élready been shown to be an effective way of
suppoﬁing thé aims and objectives of this version of resource based study, and if
used ayé\a device to reflect on previous aspécts of the course coﬁld be givena
synoptic element. Alternatively, an exam whichblin»ked questions to preflious project
work could be effective. For example, Fuller (isl@mailbase ac.uk, 13/3/98)
describes an open book exam at Edith Cowan University, Australia, in which
students’ aré recjﬁired to explain course p‘rin_ciples,‘us;ing e‘vide‘ric’é taken frpm a
previously compiled pqrtfolio, which they are allowed to t}akcv iﬁto the examination.
A similar model is described by Collis, Andernach & van Diepen (1997) for two
web-based courses with online collaborative project work which is produced as a set
of Web pages. The courses both have ﬁnai exafninations, ywhi:ch aretbjas”ed on c;itical
reﬂectichs of thesé ﬁnal pkrod’uvct‘s fromxtheAstL:ldent's owﬁ grou{p, as Wéll és“ :frdmwthé

other groups..
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Section 4: Student Profiles

_ The observations made in this Chapter are exemplified in the following profiles of
four students who studied the course in 1998, and who achieved varying levels of
success with this version of the resource based approach. The profiles illustrate the
influence of a variety of factors, including orientation to study, academic
background, experience in other Walks of life, and the benefit which they derived

from the assessment. Names have been changed to protect anonymity.

1. Michael. ' '

Michael was in his’ sixth year of study, having followed Maths and Computing COurses,
including all the third level courses required for an honours degree, and was hoping fo; a first
class degree. He had a young family and worked in London, so found that study tjme was ata

premium,

New skills which he felt had been acquired on the course included reseafching; using other
authors' material; and producing a reasoned argument. He had used the Internet previously, but
only in a limited way, for recreation, and asa result of this course found it’a valuable soﬁrce of
information. He was léss enthusiastic about ﬂle CD-ROM library, and had found the articles
difficult to trace. Not surprisingly he had no difficulty with technical skills associated with
operating hardware- and sqftware, but found that he needed to adapt his study time to the nced to |
read in front of a monitor: this meant that‘he had to work more weekends, instead of using odd
times during the day. He felt that the course was significantly more time consuming than

previous 60 point courses.

His previous courses had primarily involved facts and éa!culation, and although in a third level
~ project course he had had to deliver software and produce a report on the process of its design,
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he had not been required to refer to other literature. He suggested that in terms of tasks the

Technology foundation course had the most in common with THD204.

He had found the coﬁfse and its resource based approach very interesting and the assignménts '
had helped him to focus on the important issues. -
)
"] used to make conscientious notes, but as I moved jobs, I made less and less notes because
of time pressures. During the course, as I'm studjving 1 think 'here is something I want to -
learn and need to: understand'. If there is any tuning it's for [assignments], I mark sections as I

go along which might be of relevance to the next [assignment]."

He had found the first assignment to be the most difﬁcult, and stressed the importance of
feedback from the tutor in order to focus on the level and depth of answer required.
Commenting on the project and its collaborative approach, he hbd played a key role in co-
ordinating group activities and found face-tonace contact was highly signiﬁcant m assisting the
on-line collaboratioq. Whilst he did not feel the conferencing had helped his understanding of .
course readings, he had found it useful to appreciate alternative pérspectives. The small group
conferences set up for the two conferencing assignments had been far more valuable in terms of
discussing course materials than general course conferences, because students were being |

marked on their contributions.

This student was clearly very able and had already completed a number of courses, which gave
him a good background in the technology. The resource based approach presented new -

challenges, in terms of researching material, and a new approach to writing, but the impression
was that he was well equipped to meet these challenges and made good ﬁse of the assignménts

as a way of practising these skills, and focusing his reading. -

2. Susan
Susan taught an NVQ course in administration and possessed a Certificate in Education. She

decided to work for a degree, and wanted to choose courses which were of particular personal

207



interest. She saw the whole exercise as a personal challenge: "I need to show myself I can do

it." This was her first Open University course.

She had appreciated working with the CD-ROM library, particularly the ability afforded by
hypertext to jump to parts of articles, and to cut and paste sections of relevance.. In addition,
she felt the course had helped to improve her writing skills. Using the Internet was not entirely
new, but :the course had honed her searching techniques, and she pianning to continue to use
these skills in T293 (Communicating Technology) ahd T171 (You, your computer and the Net)

next year. However, by the end of the course she still had difficulty with selective reading,
"] still tend to go over the top. Knowing when to stop is difficult.” - .- .

She was vefy much aware of the significance of assignments in her learning process, and found
that they encouraged her to study particular areas in more depth. She valued the opportunity to

repeat her work during the revision period:
" A lot of things were easier the second time around, during revision."

She was very appreciative of the opportunity to practise CD-ROM searching in the information
handling assignment, and felt that this had been a very useful introduction to the various search
methods. The two on-line collaborative assignments had also been important in encouraging .

active participation in group work. L )
* “Having an assignment to do forces you to participate.”

The picture here is of a student who, after one university course, had developed some of thé :
skills required for successful resource based learning, and clearly the assxgnments had been

significant in supporting the development of database searchmg, and of on-lme collaborauve .
work. However, the researcher felt that she was typical of those students who would probably

need more practice and support in future courses, before she became competent in selective
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reading,

3. Jane

Jane was planning to return to work, since her children had started school, and was following a
degree course in order to train as a teache.r. She had studied the Social Science foundation
course in the previous year and planned to take two 60 point courses next year, in the hope that

she could work towards a degree in four years.

She had had no previous experience with electronic searching énd this was one of the reasons
for picking the course. As for study methods, she found that even by the end of the coursé sﬁe
preférred to print off material, and had not become used to screen-based reading. When
interviewed at the start of the course she did not feei she was particularly good at skim reéding

and found the resource based approach very time consuming,

"1 havé to read everything thoroughly; so it takes an awfully long time! I like to satisfy

myself that I know it thoroughly."

By the end of the course, she was more confident about picking out relevant or important
information, yand believed that 'ﬂlﬁ information handling assignment had been helpful in |
teaching her ways of looking for significant words and phrases when reading. She was also
confident in her ability to use conferencing for collaborative learning, although unenﬁ\usiastic

about its use as a medium of communication with other students. -

In spite of the guidance, she continued to find the resource based approach very time v
consuming, because of its open ended-ness. Her previous foundation course, which had Been
considerably more directed in terms of content, and supported with weekly tutorials, had been a
poor preparation: "It almost did me a disservice". She fqund herself floundering with reéource
based learning, Cleaily this student, although very determined to succeed, Was ill‘prepared for )
this approach to study, and might have benefited more, had it been introduéed at a later stage in

her academic career.
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"4, Fergus
" Fergus was a retired engineer, who decided to study Arts and Social Science courses in order to '

broaden his views.  He was in his seventh year of studying.

He found to his surprise that he preferred reading text in its electronic form, rather than paper
copy, and was delighted with the CD-ROM library, particularly with the use of hypertext. He
felt he had acquired more confidence in using the cdmputer and some ("but inadequate") facility
in séarching :ihd retrieviﬁg information. He felt coinfortable about researching topics for study,
hav{ng practised this in previous coufses, and had no difficulty with constructing sumrﬁaries of
his reading, again as a result of earlier courses. He was aware of the pitfalls in dealing with

extensive information resources:
"] still have to exert a great deal of self control, or I tend to read too much."

He was enthusiastic about the opportunity to practise CD-ROM searching in the information
handling assignment and found the on-line assignments valuable in practising group

collaboration. He had some interesting comment on the formative effects of revision:

"I have found there is a post-course period when the information taken up during the course
seems to re-organise itself in my mind, and re-appears later, making even more sense.

Revision has revealed yet more depths, like a good painting or piece of music always does."
He had reservations about the level of the coutse, however:

*What might have been more effective? Perhaps a more modest target might have been

easier to grasp. Many of the sections were presented with resources from which one might

have developed a PhD! Wonderful academic quality though...perhaps it should have been

third level?"
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This student was well equipped to deal with the resource based approach, with skills and a
discipline-knowledge acquired from a wide range of previous university courses. Whilst
studying inteqsively at the computer, and use of the CD-ROM library had introduced him to
new study rou‘tilyles,’ it was the researcher's imi)ression that he had pleﬁty of timé in wiﬁch to

accommodate this.
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CONCLUSIONS

This case study describes the development of assessment strategy as part of an
evolving scenario, made possible by the continuous and rapid feedback facilitated by

computer conferencihg, and in particular the evaluation work from this research.
The design and modification of assignments on this course shows that it is possible
to use assessment as a way of fine-tuning the course pedagogy. A considerable
investment in the preparation of course materials means that Open University |

~ distance courses must have a life of a number of years, and assignments, which are
generally written on an annual basis, have a role as a way of emphasising, or fine-
tuning, particular "messages" given out in the course texté. For courses which are
netwprked, computer conferencing offers 'rhe potential for frank and rapid feedback
on a course and its assessment, from both students and tutors, and allows for the

ongoing development of assessment in response to experience and evaluation.

It is clear that the tensioxrs generally encountered in asséssmenr design are common
to the resource based approach in a networked environment, although they may be
more difficult to resolve. Within the framework of Open University asscssﬁent
regulations, it has proved possible to evolve a moré supportive approach to this
version of resource based learning, although a requirement for a closed book exam |
remains part of the strategy. This account describes the importance of marking :
consistency, balanced against the need to provide fdr flexibility in content and

approach.

Finally, it appears that there are particular students who benefit from this type of - .
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study more than others, whether because of their orientation to study, or perhaps
because they hav-e reached a particular stage in their academic cafeer. It seems that
students' ability to study effectively using this resource based approach is related to |
their academic background, previous courses or experience in other walks of life, and
" this reflects findings from the review on factors influencing the success of self-

directed learning.

This account now uses the findings on perspectives to the various assessment - - ..
strategies to assess the relevance or practicality of the framework of assessment
design for resource based learning in networked environments, which is described at

the end of Chapter 2.

Essays and reports
Assessment does not necessa;ily have to be online, or partiéularly innovative, to be
appropriate to courses making intensive use of technology. Positive reaction to
essays and reports underline the fact that these conventional approaches to
assessment can play a useful focus for reading, which when accompanied by rich
feedback from tutors may be particularly of value where students are un_cléar howto
adjust to this version of resource based approach. The act of writing these essays or
reports provides stuéients with the opportunity to practise communicating within the
“discipline. They may therefore be an appropriate strategy for providing scaffolding,

whilst at the same time allowing scope for open-ness and flexibility.

The experience here illustrates that the marking of essays and reports may offer new

challenges to tutors and course teams, who are required on the one hand to allow for
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flexibility in content, and on the other to ensure uniformity of marking over the -

student population.

Marking schemes/model answers

" The uploading of marking schemes and model answers was helpful in assisting
students to an understandiﬁg of the particular academic genre, and probably helped in'
the development of a reflective approach to learning. However, they should be used
with care, since there is a danger of encouraging strategic approaches in students and

~ of being over-prescriptive in subject content. -

Peer review

The use of online peer review was appreciated as a way of enhancing feedback and
encouraging a reflective approach. However, the exercise was both time consuming,
and unfamiliar to students, and would need to be include as an iﬁtegral part of the

assessment strategy, if it were to be implemented over a whole course.

Online collaborative project

The online collaborative project was successful in providing the scope for individual
responsibility and initiative and gave students the opponunity‘to choose an area of
study, thus affording scope for open-ness and flexibility. It gave students hands-on
experience of resource based learning in a networked environment, and sﬁpported thé
development of information handling andrcollaborativé skills. HoweVer, the online
collaborative aspects required competence in online debate and in group
management skills, which these students did nof have. . They therefore benefited

from an earlier assignment which gave them the opportunity to practise and reflect .
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on these skills, and this illustrates the value of using assessment to develop skills

incrementally.

Assignments for the practice of skills

" The information handling and online collaborative assignments illustrated how the
practice of skills can be integrated with subject content into a;signments, and can
influence both the timing of their acquisition and the direction of tutorial support.
The findings show that students' competence with the various skills was integral to -
new ways of studying with electronic resources, and their lack of competence
impeded their progress with course content. Students appear to have beneﬁted from
the assignments offering practice in the information handling skills of operation and
navigation, the collaborative skills of online debate and online group management.
However, at the end of the course they were still experiencing difficulties in selective
reading and in formulating their need for information, and the aseignments appear to

have been less successful in cultivating investigation and reflection.

Exam
Although there are obvious drawbacks in attempting to devise a content based closed -
book exam for a course which embodies open-ness and flexibility, and as an
assessment strategy it is not included in the model for assessment of resource based

~ learning in networked environments, this study found unexpected support fof euams |
both from students and their tutors. Exams were important to students for their
motivational effect, in providing the stimulus to work harder, and their synoptic
effect, in helping to draw the course principles together. Tutors valued them for the

same reasons, in addition to their contribution to fairness across the student
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population. -

These findings confirm the applicability of the framework of assessment design,
however they also underline some upexpécted bracticalities in the implementation of
" assessment strategies. The extent to which the framework could be useful in other
contexts, with different students at ‘aifferent st’ages of their acadkex’nic cafeer are |
explored in the next Chapter, which describes »a second resource based coursé ina

networked environment.
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CHAPTER 7. ASSESSMENT FOR RESOURCE BASED
LEARNING IN A NETWORKED ENVIRONMENT: A SECOND

COURSE.

Having described the characteristics of assessment strategies which were appropriate
for the undergraduate course THD204, it was decided to extend the study in order
validate extension of the findings and to establish the extent to which the framework

of assessment might be further generalised.

A short study of a second course which also ernploys a resource based approach in a .
networked environment was carried out in 1998 The on-line course H802

" Apphcatrons of IT in Open and Dtstance Educatxon" forms part of the Open
Unlvers1ty sMA in Open and Dlstance Educatxon, and so 1t is a more advanced level
of course, attractmg a drfferent type of student There are also drfferences in the
approach used in the two courses. In contrast to THDZO4 whrch was descrlbed in
Chapter 1 as partially resource based, because students made use of custom wrltten
course material inaddition to learning by open access to the electronirc resources, the
course H802 has a much greater dependence on the resource based approach and has
very little purpose written course material. Indeed, three out of four blocks haveno
printed course material except fora Study and Assignment Guide As fornetworked
learnlng, thereis a much greater dependence on onhne collaboratlon m H802 and it
forms an mtegral part of the assignments. So where THD204 probably belongs to
Mason's (1998) "wraparound" model, H802 belongs more to the "mtegrated" onlme
model, with the result that students are afforded more freedom and ﬂex1b1hty in therr

study.
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Overview of the course

" The course offers practical experience tn on-line activities and interaction,
collaborative work and Web searching, and is designed to cater for practitioners in
open and distance learning. It was presonted for the first time in 1998 to 60

>postgraduate students, world-wide.
The course has four blocks, three of which are presented primarily on-line through a
Web-based Virtual Campus (Stratfold, 1998). The Virtual Campus has three
categories of resource within an integrated environment: a Bulletin Board system ~
(BBS); an on-line Study Guide; and links to further information resources. The
approach is latgely experiential, and collaborative; the emphasis being on on-line
activities and peer learning, rather than on reading course materials, and students are
expected to make use of a range of Web resources, and to decide on which ones to
focus. The Course Team describe the adjustments in approaches to studying which

this implies:

“"If one combines access to peers and other resource people with access to the
enormous and ever-growing range of information resources now available
- over computer networks, then the differences between conventionai
'packaged' courses and on-line courses become even more apparent. Students
* and trainees can roam the networks and locate the information and resootces |

they need. But they will need help to develop the necessary skills in
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specifying their needs, in locating the appropriate information sources and in
~ handling the resultant information."

(Kaye, H802 Course Guide, Open University, 1998 p 11)

" The course is assessed by five assignments, and a final project which acts t;s the
examinable‘component. The assignments are closely integrated with the activities -
and are designed to assess skills in on-line interaction, collaborative working and
preparing "prototype" materials (H802 Assignment Guide, Open University, 1998).
General criteria for assessment include the development of higher cognitive skills,
such as critical reflection, appreciating alternative perspectives and formulating a
coherent argument. Apart from assessing the students' understanding of key
concepts, the first two assignments award 30%‘for the way in' which students make
ﬁse of the various resources of the course, thus rgwarding a s&stematic and effective
approach to the appropriate use of informétion, There is a similar element in tl“lG g

assessment criteria for the final examinable component.

Most assignments require students to produce essays based on issues debated on-line
during the various activities, and to draw on evidence from messages cdntributed to
on-line discussions, and other resources, in order to illustrate course issues. An
example is given in Appendix 6. Indeed, the Course Team envisaged that this would |
- validate the importance of contributing to online discussions (Mason, 1999). One
aésigpment, which may be of particular interest to éourse designers wishing to
support the resource based approach, requires students to produce a set of -
hyperlinked pages to the most significant parts of resources on a particular topic,

Students have to select the most relevant sources, summarise their content, with a
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personal commentary on their relevance, and link them in a way which reflects the

relationships between them.

The final project is designed to act as a synoptic device and requires student§ to

" reflect on their readings of Web resources, experiences and conference interactions
during the whole course, in order to provide an assessment of the role of technology
in mediating learning. This involves a comparison of the effects of learning from |
print materials versus learning from hypertext environments, or through interaction

with peers.

In view of the fact that the project is the examinable component, a number of
safeguards are included. In order to verify identity the tutor is asked to certify the - ’,
work as being that of the student. In addition, students are required to participate in
e-mail and conferencing on the subject of their project, and aiso to specify any help -

received.

The formative aspects of assignments are augmented in a number of ways. Each
. assignment description includes the assessment criteria, which are also used by tutors
as the marking guide. In addition, in one assignment students are encouraged to -
~ submit drafts of their assignments for comment, before final submission. The course
_ team also experimented with a real time chat event in 1998, in’which stu’c’ients‘ were

invited to peer review a colleague's assignment script.

Method
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Data on student perceptions were collected using flexible open ended telephone
interviews and e-mail questionnaires, supplemented by comments and reflections on
various activities throughout the course as recorded on the Bulletin Board System.

" The interview schedule is included in Appendix 6.

Interviews were carried out with a total of 11 students after the end of the course.
The students' names had been supplied by their tutors as representing a range of
abilities, and being potentially informative contacts. The questionnaire ﬁsed as a
basis for these interviews included a series of related questions, designed to elucidate
the general area of interest and to provide the basis for a form of guided
.conversation. The questions were sent by e-mail, and respondents, particularly those
for whom English was not a first language, could prepare thelr responses and reply
by e-mail, followmg up further points by telephone. In addition, the interviewer was
joined to the course Bulletin Board System from the start of the course, and having
posted an outline of this research project, together wnh a personal introduction,
invited comment from students. Students also introduced themselves on the Bulletin
Board System with a personal resume, and this provided some background on their _

interests.

~ Data analysis involved the iterative reading of e-mail and Bulletin Board System
messages, together with interview notes, leading to the emergence of trends and

common categories. The account is illustrated with verbatim quotes from students. =
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Findings

Skills for resource based study

\The interviewees came from a wide range of higher education and other institutions,
" and were either planning, or already concerned with the design and delivery of on-
line teaching materials. They were all graduates and two also had doctorates. The
data gathered here reflected in part their first hand reflections as learners, but also -
their opinions on the acceptability of similar leéming and teaching models with their

own students.

In common with THD204, this course provided an extensive range of resources,
from which students were invited to browse and selectumaterial of interest and
relevance to their written work. Respondents found the approach rewarding, but it
also appeared that the approach had made study of the course very time consuming.
Students described the need to locate material on the Internet and print it out, often
slow and frustrating unless there were facilities to do this at work during the day, -
added to the requirement to read through and respond to Bulletin Board messages or

sources flagged by fellow students.

It rapidly became clear however that in contrast with the undergraduate studentson
THD204 the interviewees from H802 were already competent self-directed léamers,
and had not ’experi>enced serious difficulties with resource based study; Whilst the’y‘
recogni;ed that the resource base contained more information than they requ‘ired, and -
some commented on theylack of time for studying as thoroughiy as they might have

wished, they were confident in their ability to select appropriate parts. The time
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constraints imposed a survival strategy on many students, who had sensibly used
their preparation for assignments as a device for focusing on the reading which had

to be done. o

H10 "We were in a tight schedule of activities and assignments, so I read
what seemed relevant at the time. No doubt I missed things that would have
helped, but you can't read everything, and this is true whether you're working

on-line or in a library."

It appeared that the ability to be selective in reading was not new to these students,

and had probably been acquired over their period of undergraduate study.

H10 "Being selective in reading is a skill that I'had to acquire as an
undergraduate, as I suppose all students do, but I certainly had to adapt it for
use on Web resources and the BBS [Bulletin Board System]."

- HI "Teasily understood that reading everything was impossible....obviously a

- problem to be easily overcome at the level of an MA."

There still remains the possibility, as discussed in Chapter 6v, that this ability may be
more closely associated with some disciplines than with others, and a comment from

one student on this course suggests that this could occasionally be a problem:

H13 "In my case my first degree was in engineering, which was a very
programmed style of learning, where ever)r{hing studied had a specific

purpose. This probably explains why at times I have struggled to know
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whether I have read enough of the right references."

As for skills they had acquired during the course, students mentioned on-line
collaboration, including moderating skills, Web searching and constructing Web

" pages, although most were already familiar with screen-based Working, and generally
with study routines using a computer. Therefore, in terms of information handling |
skills, it looks as if they acquired some operatior; and navigation skills during the
coufse, but they were already competent in the more complex cognitive skills of
investigation and reflection. In contrast with THD204, the philosophy of the course
emerges as being far moré practically, and skills orientated, although grounded in
theory. So, instead of needing to acquire particular skills in order‘to study the coursé |
materials, as is probably the Case in THD204, students on this course were usiﬁg the

course materials to reflect on their experiences with various skills.

When asked whether they would have had difficulties with this version of resource
- based approach when they were undergraduétes, or indeed whether it would be
appropriate for their own students, the responses produced some very interesting I
reﬂectionsl‘which to some extent related to cultural and national differences in .
teaching approach. Some felt that the approach was completely unrealistic for
undergraduates, whilst others felt thaf either it was appropriate for later years in an
undergraduate course, or alternatively that students should be exposed to it, But With |

more guidance to the resources.

H1 "Undergraduates students here need to learn, and memorise what théy ;

have learnt. You need to be at graduate level to do a course like H802." -
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[Belgium]

HS5 "Undergraduates need to be given a framework to work around. They
| don't know how big the whole thing is." [UK]

H9 "Quite impossible, to my mind. [Undergraduate] students don't
understand fhe concept of research. Students are still lost on our postgraduate
course. You almost need to experience the benefits of research before you
understand why you need to acquire it, béfore you see the point of it." [UK]
H6 "Compared to traditional education, undergraduates would flip. The
~ amount of work is a lot more. Listening to a traditional lecture is much

easier. But these are skills which are necessary to learn." [Norway]

There were some very interesting comments on the nature of students' ability tobe
selective in their reading, and the ways in which this might be effectively supported.
Some respondents felt that this was in some way related to an in-depth understanding

within a particular discipline, rather than being a free standing, transferable skill:

H7 "I also think that the ability to select is based in knowledge not skill. I see
it as more age, experience and literacy level, rather than academic level,
though of course this overlaps. Where does the ability to read "between the
lines" and quickly cotton onto the drift of an argument come from?..I -

guess with my own students, who have English as a second lahguage, I would
simply scale the basic resources down a bit and maybe)talk through t}hem’ as
well before encouraging wider fields...appropriate scaffolding. At any point,
what we have to develop is the criteria and then we learn to discern from ‘

them. Supporting students may be more a matter of responding to students'
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use of resources with constructive help."
H8 "I am not entirely certain there is in fact a separate skill associated with
this. A developing understanding of the subject area would certainly assist in

this."

These comments bear out observations by Marchionini (1995) on the need to
recognize and understand a problem as a pre-requisite to searching for information.
It also resonates with work by Perry (1970) and Morgan & Beatie (1997) on the |

gradual development of metacognition in undergraduates.

Attitudes to assessment
In common with experiences described in Chapter 6, students found the assignments

useful as a focus for their reading.

H1 "They require from you to draw something coherent from what you
recently learned."
H11 "They were a really importént focus and the activities were a great idea. -

A tremendous way of building into the learning experience."

It was apparent that the assignments, in association with the various activities, had
also been successful in offering practice and reflection on the use of various skills.
Clearly the students appreciated the experiential approyach, and some found that it

had immediate practical application.

HS5 "As a result of this experience I have given my own students more
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practical, reflective tasks in dentistry."
H4 "They were very appropriate, some directly relevant to my work at

present: we are experimenting with collaborative on-line learning."

" Moreover, the fact that the activities were an essential part of requirements for the
assignments was appreciated, because it guaranteed the involvement of all students,

in common with experiences on THD204.

Some findings reported by Lea (2000) for the same course describe students'
difﬁculty in using the conference messages as a resource for assignment writing.
She suggests that this difficulty was related to the fact that students were being asked
to transfer material between two academic genres. Conference messages, which
were seen as reflecting student centred learning,‘ and ’perceived as having less
authqrify or validity than academic papers, were being used for a more conventional
essay style genre. These findings are not reflected in the present study, but this could

- be because students were not specifically asked about this point.

Interestingly, one student suggested that an open ended, experiential course of this

“nature should logically be assessed in a more negotiable way. "

H7 "I'd rather write my own questions. It would be more appropriate. The
éxperience is probably different as lived than as anticipated by the Course

- Team."

Quite how a negotiated assignment would work in practice, when balanced against
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institutional considerations of uniformity and quality standards for large population
courses, is difficult to envisage, although McConnell (1999) describes the successful

- implementation of iterative assignment development with small groups. -

"' The role of on-line collaboration

Students were asked whether the on-line collaboration had contributed to the
resource based approach, and observations from students on this course bear out
those made in Chapter 6, namely that it provided an important supportive role in
giving the opportunity to share alternative perspectives to reading, and of course in

providing moral support.

H11 "There were a good few instahces of enlightenment.'- I'm very much in
favdur of this interaction. Ithink it's essential in a support role, rather than
for collaboration. It's useful to discuss your thoughts with other people, even
if they don't respond much.”

H7 "Generally talking about things helps sort out ideas..understanding how - .
others approach a subject is a part of the dafa that one turns around in one's
mind.. it enriches the input, widens the comparisons."

HS "The discussions certainly provided a differenf perspective...certainly

generated feelings of comradeship or COmmunity." o ,
Their éxperiences underline the pedagogical advantages of integrating open access to

electronic information resources with online collaborative learning, in line with -~

comments by Collis (1998) and McConnell (1999).
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On the practicalities, it appeared that successful on-line collaboration required a
moderator, and was often more time consuming and less flexible than working
independently, and this bears out observations from other studies (see for example -
Kaye, 1992; Collis, 1996). Méreover, it depehded on the regular participation of all
" group members, and clearly did not suit all students. Students on this course did not
have the opportunity to meet face-to-face before embarking on their collaboration, as
many THD students did. However, there was some feeling that a real time meeting
to organise task allocation could have been beneficial, and would have alleviated

some of the time pressure imposed by the deadlines for the various tasks.

Peer review
Students wefe offered the opportunity of participating in a peer reviéw exercise,
using a real time chat facility, and 15-20 students took part over a 24 hour period.
One student volunteered to submit a script, and fellow students were required to
review it and agree on a grade, using the assessment criteria supplied with the
. assignment notes. In line with findings from other online peer review exercises (see
for example Davis & Berrow, 1998; Gibbs, 1999; McConnell, 1999) the exercise
- prompted students to provide constructive comment on stfengths and weaknesses.
Moreover, the fact that the medium imposed a time limit on the activity and .
introduced a social element to the proceedings probably encouraged students to .
" participate. Certainly the exercise seems to have been more enjoyable, in -
comparison with the THD204 peer review exercise, although~ it is not possiblé to’say

whether it was any more instructive. -

H10 "There was a tendenéy to wander from time to time, but we pﬁlled
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ourselves bayck to the table quite successfully. Some small talk and greetings
which were quite controlled considering we hadn't met before ...all this
produced an atmosphere conducive to sharing reflections which indicated the
possibility of rich exchange...wanting to communicate more complex

thought"

The examinable component

In sharp contrast to the feedback received from THD204 students, all the H802

students interviewed were enthusiastic about the use of a project as a final

examinable component, and none of them felt that the course was invalidated by the

absence of an exam. They gave a variety of reasons for their views, including the

increased flexibility it allowed and the time for reflection and integration of ideas, -

although clearly some felt rather differently about exams for undergraduate

assessment.

H3 "It allowed flexibility and freedom. The way I worked involved an

- iterative process, because I knew I might not have the time to spend at the
end."

H8 "It is just as valid: perhaps there should be a choice. On reflection, /
neither an exam, nor a project can truly demonstrate or measure what I héve
learned. To turn it back on you, Janet - who are these really for?" |

HS5 "I was able to look through and research the fopic, and be more discérhing
and reflective. But as for my students, withput an exam they don't have -

anything to focus on. Exams are the only way to force them to do work." |
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There were several students to whom a final exam was anathema, and would

perhaps not have chosen to study on a course with an exam.

HO "I was exceedingly grateful there wasn't one. The one thing that appealed

to-me immediately. I might not have done the course if there had been one!"

In view of the importan(;e which the THD204 students attached to the revision
period, HSOZ students were asked whether they had reached a synoptic -
understanding of course issues by the end of the course, and whether the examinable
component had been instrumental in helping them achieve it. Many students felt that
the project had contributed to their overall understanding, although others felt that
their understanding of these issues was still being formed. It does not look as if the |
reaching of a synoptic understanding was as important to these studgnts asto thqse
on THD204, and this may be réﬂective of the type of course and the degrée of
independence of the students. It is possible that their interpretation of a synoptic
-understanding in the context of this course was more closely related to the extent of -

its practical applicability, as these comments suggest:

H6 "The project was synoptic in a way, yes. But the niaterial frdm this
course will always stay open. Iwill continue to use this material, and add to
my knowledge."

- H8 "Synoptic understanding of the course issues is still occuning: tne ~
activities, assignments, provided a focus, but ...I1 feel that there is a :
channelling of this understnnding of course issues - I would like to think I

would be able to go beyond this or even interpret issues from my own unique -
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perspective - I have to do this anyway in my own work situation - in the end
this is what matters for me - 'relevance and application'. Did the examinable
component do this for me No! Would I have been able to achieve a synopsis

myself? Probably."

Clearly the studen';s on this course had very different perspectives to those on the
undergraduate course, and comments suggest a Vocational orientati‘on to study
(Taylor, Morgan & Gibbs, 1981). The findings are resonant of é. description by
Collis (1996) of professional learners, being self-directed learners who focus their |
learning on a specific field which is of direct and immediate relevance to their work.
The profess’ionaly learner makes the decision on the relevance and application of the -
information in front of them, in contrast to formal and traditionaf educational
settings, where these decisions are taken by the teacher. Similar observations come
from recent findings on the motivation for study of part time education postgfaduate
students at three London universities (Pratt, Hillier & Mace, 1999). The study

. indicated that students' priorities were to upgrade their theoretical knowledge in order |

to inform professional practice.

Discussion

A comparison of the experiences of students on these two courses reveals some
interesting insights into the relationship between the learner, resource based courses

in networked environments, and their assessment.

In comparison with THD204, the course H802 offered students more latitude and
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open-ness in their study, with a greater reliance on resource based and collabordtive
learning. But the students were different too. Perhaps the most striking difference
between the two grodps was their competence and confidence as resource based
learners. Whilst the undergraduates were struggling, particularly with the complex
" skills of investigation and reﬂection, the postgraduates already possessed these skills

and were in addition confident in managing their own learning.

The implications of this finding are that if resource based courses in networked
environments are idtroduced early in the undergraduate curriculum, students will . |
need particular support in the process of resource based study, together with
sympathetic assessment, probably staged over a programme of study. The alternative
‘is to restrict this approach to courses directed towards students at the end of their
undergraduate career, when they are more likely to possess the necessary cognitive

skiils, and discipline knowledge.

. There are many similarities in the experiences of the students on these two courses.
Students on both courses found this version of resource based approach rewarding,
but it also appears to have been a time consuming way of studying. There were
differences in the underlying reasons for this: where the undergraduates experienced
difficulties in information handling skills and in new ways of study with electronic
resources, the postgraduates were more concerned with the process of retrieving e
information from the Internet. These factors should be taken into consideration by
course developers when considering appropriate media to deliver electx"onic :

resources.
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On both eourses, on-line collaboration has been valued as an integral part of resource
based study in networked environments, and in providing alternative perspectives
and moral support, although on H802 its role was considerably more significant. |
Difficulties in the management of online collaboration, and with the time consuming
" and inflexible nature of collaborative work were experienced By students on both

Courses.

With reference to the framework for assessment design of resource based courses in
networked environments, developed at the end of Chapter 2, student perceptions on
the role of assignments in the learning process were similar on both courses, and

their feedback on various aspects of assignment design is compared below.

Essays and reports -
Essays and reports were used on both courses as a way of providing'é focus for
reading, and H802 students particularly found them helpful for prioritising their

efforts. -

Assignments supporting specific skills development
The assignments also provided practice in, and supported the development of variou s ;
skills, although students on H802 probably had a more protracted opportunity to do

this, because of the activity based structure of the course. Students valued practice in
web page construction, web Searching and online coIlaboration.k Clearly, assessment
can provide valuable opportunities for the supportive development of various skills,
and the mechanism of tying activities to assignments, has much to recommend it

because it encourages an experiential approach, accompanied by reflection in the
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written assignment.

Peer review |

Electronic versions of peer review have again been shown to be useful as a formative
" exercise in supporting a reflective approach to study, and the experience on H802
suggests that the real time collaborative approach may encourage more students to

participate.

Project work - examinable component
Project work was again effective in accommodating open-ness and flexibility, whilst

supporting a self-directed approach.

Student views on exams were dramatically different on the two courses, and it could
be, as suggested in Chapter 6, that studeht pers;;ectiveé on exams may be a reﬂectibn
of their previous experience of end of course assessment. It is also possible that

. particular forms of final assessment, and any motivétional and synoptic effects, are
more important at certain stages of academic life, or for particular orientations to

study, than others.

In éumméry, the findings here support the valiciity of the frémeWork of assessment
design for resource based learning in networked environments Vd'eveloped:ih Chapter
2, although the differences between the two studies underline the fact fhat the} type of
course and the level of student will influence the degree of support, gn_d the skills

which the assessment must support.
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CHAPTER 8. CONCLUSIONS -

Recent advances in the use of communications technologies in Higher Education
have led to an explosion of interest in networked learning, which offers the potential
" for more open ended and flexible study in an Open and Distance Learning (ODL)
context. A new generation of courses combines access to a wide variety of fesources
in electronic form, with the construction and negotiation of meaning through online ‘
~ collaborative interaction. The resource based approach has been used in Higher
Education for a many years based on print resources, and there is much to be learhed
from experience gained in this context, however the use of electronic rﬁedia presents

new challenges.

The version of resource based learning referred to in this thesis has the following

characteristics:

Self-directed learning

In an ODL context -

Achieved by open access to a large electronic information source

Integrated with online collaborative leafning.

In common with other pedagogic models which aim to develop self-directed
learning, resource based learning in networked environments aims to develop in |
students the confidence to assume responsibility and autondmy in learning, and the

cognitive and affective skills needed to make choices and managé their own learning,
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The process of resource based learning in networked environments has in addition
some aspects in common with priﬁt based project courses, because it requires -
students to develop the information handling skills of investigation and reflection.
This means that students need to assume responsibility for their learning, making

" choices in what they read, assessing their readings critically, and integrating the

knowledge they have acquired into written work.

However, the use of electronic, as opposed to print based, resources offers new
opportunities, in the possibilities for tailoring searches and combining information
sources to meet particular requirements. It also dramatically increases the scale and
diversity of the resource base, with the result that students may be confronted with
more choice thah would have been feasible in a print based environment. Iﬁ

- addition, students need to develop operation and navigation skills, in order to
negotiate the electronic environment, together Qith online colléborative skills, so that

they can collaborate effectively.

It follows that aséessment strategies for self—directed leafning in other contexts may
also be appropriate for resource based learning in networked environments, although
the assessment must in addition accommodate the paxfticular requirements to develop
information handling ahd online collaborative skills, whilst allowing scopé for choice
and flexibility. As a result of a review of the literature, a framework for the
assessment of resource based learning in networked environments waS developed.
Since very little resear,ch has been undertaken into student perspectives on resource
based learning in networked environments, this project set out to establish the skills

needed and those already possessed by learners, and the extent to which assessment
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might support resource based skills development. The applicability of the framework
was judged on that basis, and is discussed here, for the two courses covered by this

study.

" A case study .of one Open University undergraduate resource based course (THD204:
"IT and Society") was undertaken over a three year period, with three cohorts of
students and their tutors, and the findings were compared with a short study of
student perspectives dn a second postgraduate resource based course (H802:
"Applications of IT in Open and Distance Education"). The qualitative data was
compared with, and underpinned by existing quantitative data from the IET Courses
Survey 1996 (IET Courses Survey Project Team, 1997) and the THD Electronic

Survey carried out annually by the THD Course Team.

The coﬁrse "IT and Society" is a second levél, 60 point course which in 1998 was
delivered to 1400 students. This course providesvaccess to a personal library of - -
academic articles on CD-ROM and guidance to sites on the Internet, in addition to
more traditional printed course materials. The students and tutors are all networked,
allowing for online interaction throughout the course and frank and rapid feedback
on the course and its assessment. The course is assessed by six assignfnents, one of
which is a double weighted on-line collaborative project, and a final, closed book

exam.

The second resource based course, H802 "Applications of IT in Open and Distance
Education"”, has a much greater dependence on the resource based and collaborative

approach, and has very little purpose-written course material. This on-line course is
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designed to cater for students who are already practitioners in open and distance
learning and offers practical experience in on-line activities and interaction, and
Internet searching. The course is assessed by five assignments, which are integrated
closely with various practical activities, and a final project which is the examinable

" component.

Main Findings

An initial pilot research project, on THD204, was designed to gain an understanding
of student perspectives on the resource based approach. In 1996, data were gathered

from 21 in-depth interviews and observations. -

The ﬁn’din‘gvsy cbnﬁﬁhed the importance of iﬁforx';lation hanciling énd onliné
collaborative skills for resource based lgaming, but also showed that rﬁany students ,:
had not developed these skills adgquately by the end of the course. It was also clear '
that there were conflicts and tensions between coufse aims ar\ld:the aééessment; and
these findings first alerted the Course Team to the need to re-appraise the assessment

strategy of this course.

‘In 1997, data on student perceptions on resource based study and its aésessnkien't’were;
géthefed from four cbmputer cohféfences, to which 400 sn;denté Wefe j;ined,ra;r.ld
around 60 telephone interviews. Feedback from course tutpfs was‘also} collected,
again using computer cohferences, to which all 50 tutors we;e jo'ihéd, Yam‘:i ﬁ'ofn

telephone interviews with three exam markers. In 1998 the Course Team made a
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number of refinements to the assessment strategy, and these were evaluated by the

writer using data from four computer conferences, again covering 400 students, 40

N

telephone interviews, and 20 e-mail respondents. This was supplemented with

feedback from the tutor conference and telephone interviews or e-mail exchanges -

* with 24 tutors.

The findings from this research illustrate how various forms of assignment can

support the practice and development of skills, whilst providing a focus for course B

content. There were four areas in which the findings of research were used to refine

assessment, and they are summarised below. =

to focus on core content.

guidance on approaches to the
exam. co

Initial Finding Assessment design feature Evaluation
1. Students experienced initial | Network used to deliver model All features were helpful in
difficulties in writing answers and marking schemes providing guidance on the
assignments appropriately. and peer review exercise after writing requirements of the
assignment submission. course. ‘
2. Information handling skills | A new information handling Assignment was successful
were poorly developed, even | assignment was introduced, to in helping students to
by the end of the course. offer practice in searching, practise skills and to arrive
Problems with information retrieving and writing précis, at a strategy for tackling
overload. ' future searching tasks.

'l 3. Students experienced An earlier online assignment was | Positive benefits for many
problems in the management | modified to encourage studentsto | groups and improved '
of online collaboration during | consider strategies for effective collaboration in final
the final online collaborative online group management, project, in comparison with
project. previous years,

4. The exam presented many | A new revision conference The conference was well
problems with information offered a review of previous received, students deriving
overload and student inability | answers to exam questions and | useful lessons from scripts -

and discussion. Butnota-
complete solution to the
mismatch between resource
based aims and content-
oriented exam, because of
problems with lack of open-

ness and core content.

Table 8-1. Assessment design and refinements on THD204
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In the second study, of the course H802, data on student perceptions on resource - .
based study and its assessment were collected using flexible open ended telephone
interviews with a total of 11 students after the end of the course, supplemented with

~ comments and reflections recorded by students on the course Bulletin Board System.

The study provided an insight into the differences between delivering a course such
as this to undergraduates and pos{graduates. “In sharp contrast to the undergraduates
interviewed on THD204, the postgraduate H802 students were already fully fledged
as self-directed learners, and had little difficulty with the resource based approach.
Their experiences, as described in the study, seﬁed to contextualise those of the
undergraduates ahd have fed into a more complete understanding of student |

perspectives on resource based learning and its assessment.

Limitations of study

A common criticism of case studies is that they provide rich and informative data, at
the expenee of generalisability. However in this case, comparisons with previous
work described in the review, and with findings on the second course, serve to
illustrate the applicability of a framework for the assessment design of t;his version ef |

resource based learning which may be generalised to other courses.

There may also have been sample bias, in that students knew they were taking part in .

a study of assessment, and this could have affected their responses. The assessment
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and exam conferences could also ha;re attracted a higher proportion of "strategic"
students than is represented in the population at large. The findings are validated by
the fact that they achieve a good fit with the quantitative daté, and by the repetitivé
nature of the data received from three cohorts of students at a wide variety of points

in the assessment process. -

And lastly, the researcher was a course tutor, and therefore intimately concerned with
teaching the course. Whilst this helped greatly in understanding student attitudes, it
would almost certainly have influenced the interpretation of findings. However the
researcher did find that her position changed during the course of the study, which
indicates that findings were not being shaped to fit preconceived notions. For
example, she had assumed that exams must not only be inappropriate, but also
unwelcome as an assessment for a resource base d course, but in the light of thg
findings on student and tutor support for éxams, she was persuaded to modify her

views. .-

Addressing the research question:

What is an appropriate assessment strategy for resource based courses in

networked environments?

This section discusses the research question and sub-questions in the light of findings
from this research project. In the introduction, the sub-questions were divided into

three strands, which are used below for discussion points.
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1. What skills are required by networked resource based learners? .

What factors influence successful resource based study in networked environments?

’ Irt confirmation of the work described in the review, the findings of this study show
that effective resource based learning in networked environments tequires the use of
the information handling skills of operation, natzigatiott, investigation and reflection,
in addition to online collaborative skills. . Integral to the use of these skills is a

familiarity in studying in an electronic environment.

It appears that seme of these skills may take longer to acquire than others. For |
example, the students on the undergraduate course became competent in operation, :
navigation and in online collaboration, through practice, particularly in various |
assignments, but the more complex cognitive skills of investigation and reflection
caused more serious difficulties, which students were still experiencing at the end of

the course.

The postgraduate students did not experience difficulties with investigation and
reflection, and it appears they were already competent self-directed learners before
they started the course. However, during the course they had successfully acquired -

new skills in operation and navigation.

Previous work described in the review suggests that the development of investigative
and reflective skills is influenced by a variety of factors, including prior subject

knowledge, metacognition and self confidence, and observations from this study on
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the differences between the two groups of studenté bear this out. Clearly the degree
“of open-ness and ﬂexibility of the course will impact on the importance of

investigation and reﬂectio’n. Whilst many undergraduates were bewildered by thé

open-ness of the approach, it was familiar to the post-graduates, who already had the

" necessary skills to cope with it.

Finally, the findings describe a variety of factofs which influenced the acceptability |
of the resource based approach. Clearly the orientation to study, and the stage in
academic development are important factors, and this is graphically illustrated by the
student profiles described in Chapter 6, in comparison with the postgraduate students
described in Chapter 7. Some students who were more familiar with investigative
approaches than others attributed this to previous experience in 6ther disciplines, and
it may be that studying from a variety of information sources is more familiar to |

Social Sciences and Humanities than to Technology courses.

2. Which skills should be assessed for a resource based course in a networked
environment? | |

Which aspects of assessment support this version of resource based learning -
effectively?

Can assessment be a teaching/learning opportunity in this context?

The question of which skills a resource based course should assess depends whethe;
skills are to be developed during the course, or whether it can be assumed that they
have already been acquired. There will be variation in the needs of students at =

different stages in their academic career. For example, the findings describe how
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most undergraduates had much to learn in terms of studying effectively from a large
electronic resource, and therefore benefited from more practice of these skills

through the assessment.

* Arguably the skills of investigation and reflection may need to be developed, and
therefore supported through the assessment, over a programme of study, and this is

' illﬁstrated by the rate of progress of the undergfaduates in this study. On the other
hand, practical skills related to familiarity with the oi)eration and navigation ofa
particular envifonment may only require limited practice before students become

proficient.

The findings confirmed the value of innovative assessment strategies such as the
electronic delivery of model answers, marking schemes and peer review as a way of
enhancing formative feedback to students, in assisting the development of critical

and analytical skills, and in demonstrating alternative approaches to written work.

Staff and student perspectives oh the online collaborative prpj éct have shown that in
confirmation of p{evious work, not only does a project offer scope for individual
choice and flexibility, it is a successful way of putting both resource based and
collaborative learning into practice. The infomiation ﬁandling assignment, online
collaborative assignment and the project, have illustrated how skills can be -
developed throﬁgh practice and reflection. The experience with the initial online B

| assignment on THD204, and its subsequent effect on the effectiveness’of online
collaboration in the project, have demonstrated how skills can be developed in an

incremental way, through an appropriate assessment strategy. .
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The activity based structure of H802, in which each assignment was linked toa -
number of activities, demonstrated the value of another experiential approach to

skills development, accompanied by a reflective exercise in the assignment.

Assessment need not be online, or even innovative, to be appropriate for resource
based learning in networked environments. It became clear that traditional essays
and reports were valued by students on both courses, particularly when accompanied |
by rich feedback from tutors, and they provided a useful ﬁ;cus for reading. They

may be of particular value, and act as scaffolding, when students are adjusting to the

new demands of a resource based approach.

It is not claimed that content baséd exams are negessarily the most appropriate
assessment for resource based study, however fhe undergraduate course exam which
followed a traditional format, and was content based, attracted considerabie and -
u.nexpected support from both students and tutors. It was clear that they valued its
motivational effects, and the powerﬁql element of éynopsis, which helped to draw the
“course together. Tutors were also concerned about fairness abross the student s
population. These findings were not repeated with the postgraduate cdurée, probably
because students were at a different stage of academic development, and may haQe
had a different orientation to study, although many considered exams essential for
their own undergraduate students.-
Given the importance of assessment to students and the way in which it inﬂuex_ipes .

the direction of study, it can be used as away of harnessing, and motivating students
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in their studies. Distance courses normally have a life of several years, over which
time courée materials remain essentially unchanged. Assessment, which in the Open
University is changed every year, can be used as a way of ﬁne—tuning course
pedagogy, and of providing extra flexibility. In this way, assessment can be seen as
" an important teaching and learning opportunity, which has probably been under-

exploited in an ODL context.

This study has illustrated how this can be effected. Because of a close liaison
Vbetween the Course Chairs and the reseafcher, it has been /;mssible to integrate the
findings of research directly into modifications ih assessment. This iterative process
has helped to fine-tune course pedagogy, by inﬂuencing not only the acquisition of

particular skills, but also the timing of their acquisition and the direction of tutorial

support.

3. What is an appropriate framework for the assessment design of resource based

learning in networked environments?

This section compares students' perspectives on assessment in the two courses and
considers the extent to which they support the framework of assessment design.
The findings of this study support the assumptions in the framework, namely that '
assessment must be aligned with fhe objectives of self-directed learning, whilst at the B
same time de?eloping information handling and collaborati\)é skills, and allbwiné |
scope for open-ness and flexibility in content. The findings also confirm the

appropriateness of the various assessment strategies described in the review.
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However, there was variation in the extent to which each criterion for assessment
design was important and this underlines the importance of recognising the degree of
freedom afforded by the course, the likely level of academic development of the

students, and the skills to be developed by the course.

o Aligned with objectives of self-directed learning

The framework predicted that appropriéte assessment should be aligned with
the objectives of self-directed llearning. These include the exercise of active
learning, responsibility and autoﬁomy, self judgement and a reflective
approach, and metacognitive development. The way in which this criterion is
interpreted should probably depend on the level of course and the type of

student likely to undertake it.

For example, in this study there was a éonspicuous difference between the -
two student groups with respect to their development as self-directed learners,
and a corresponding difference in the level of the learning outcome. Whilst
the undergraduates were grappling with a new freedom in their study, the
postgraduates were operating within more familiar territory and were
competent at self-directed study. Therefore, whilst it was important to
encourage autonomy in the undergraduates, and they probably needed -
scaffolding in making appropriate decisions, the emphasis for the -
postgraduate course was more a matter of designing an assessment whibh‘
afforded them the autonomy offered in the rest of the course, and of

recognising their exercise of it.
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On both courses, project work was clearly much appreciated as a way of
providing hands-on experience of the integration of resource based with
collaborative learning, whilst encouraging self-directed study. Peer rpview
exercises were piloted on both courses, and proved successful in enhancing
feedbpck and éncouraging a reflective approach, although evidently the -
undergraduates found the exercise difﬁqult, and would probably have -

benefited from further practice in this area. .

o Developing information handling and online c;llaborative skills -

The framework suggests that these skills are necessary for this version of
resource based learning, and that assessment may need to develop student
abilities ’in these areas. Of course, the extent to which the practice of
particular skills forms pért of the assessment should depend on the level of

skills which students are already expected to possess.

Strategies such as the information handling assignment in THD204, and the

: experiential approach to activity linked assessment in H802 illustrate how the
development of appfopriate skills can be encouraged through p;actice and’
reflection. A successful incremental approach to skills development is(
illustrated on THD204, by the assignment which encourages reflection on the
management pf online collaboration, in preparation for later’ online

collaborative work.

The experience here shows that it is important to identify, and differentiate

between pré—requisite skills for a course, and those which the course will seek
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to develop, so that the assessment can reflect these aims.

o Allowing scope for open-ness and flexibility in content

Resource based courses will vary in the degree of freedom and latitude
offered to study. Itis clear that the use of electfonic resoﬁrcés, particularly
where students are given access to Internet resources, will inevitably give
students greater scope and flexibility. The concept of open-ness is unfdmiliar
to many undergraduates, who may need initial guidance in defining their
choices and selecting between them. Importantly, the emphasis on open-ness
and flexibility highlights the significance of self judgement and a reflective
and critical approach, as the student must be able to judge thé relevance of the

material in front of them.

In this study, the post-graduate course offered greater open-ness and
flexibility than the undergraduate course, and therefore it was impoytant to
give a similar level of affordance in the assessment. In the undergraduate
cburse, the project offered choice and flexibility in céntent, but the final
closed book exam did not, and therefore students experienced particular'
difficulties. On both courses, the conventional essays and reports were
appreciated because they gave a frafnework and goals to work towards,

during resource based study.
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Implications for the teaching and assessment of resource based courses in

networked environments.

1. Many students appreciate the benefits and flexibility of resource based learning.

" However a reliance on screen based study requires adaptations particularly for part-

time students, and until it becomes accepted practice, provision may need to be made

for a significant proportion of the course to be studied away from the computer.

2. CD-ROM has been shown to be a very user-friendly medium for a database of
multimedia resources, and the consequent variety of routes into the data including
hypertext links, free text searching, themes and concept maps support a range of -

approaches.

Use of the Ihternet as a general resource and also for pﬁQate pages of information -
causes some difficulties because of the time taken to seek out and download relevant
material, at the students' expense. There are also problems with the variable quality
of fesourées. These factors should be taken into considerafion by course develdpers

when planning appropriate media to deliver electronic resources.

3. The development and teaéhing of resourée based courses requires a recognition of
the importance of supporting the process of student leaming. In brder to be effectivé ’
resource based learners, students need to dévelop information handlirig ’aryxd online
collaborative skills. In view of the time taken to acquire and practise these skiils, P
there may be a trade-off against the amount of course content which students are able

to study.
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4. Assignments can be used not only to help students towards an understanding of
course content, but also to develop the skills to learn in a resource based way. They
have been shown to be particularly effective in the practising of skills associated with
" database searching, and computer conferencing. The use of an experiential

approach, by integrating practical activities with assignments is a useful model in this

context.

5. Clearly, the stage of academic develdpmeht will influence the cognitive and
affective skills which students have developed. Therefore it is important to consider
the target audience and the likely level of skills they may already have, so that the -

assessment can support those skills which require to be developed.

6. A variety of assessment devices to support the resource based approach have been

trialled in this study.

-‘ Model answers can be a useful way of providing students with concrete examples
of the academic genre, and are deliverable using networking, either as additional
feedback on assignments in the early stages of a course,’or és a preparation fof
exams. Student scripts can also be used as a way of illustrating alternative

approaches.

+ Course teams could consider the value of including assessment criteria in the
-assignment notes, as a way of helbing students to understand the requiiements of

the course. However it can be problematic to ensure that students' interpretation -
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of assessment criteria accords with that of the Course Team. =~

The following three suggestions represent a chéllenge to course developers.
Whilst being desirable approaches it is recognised that they may be difficult to

implement successfully.

+ Draft forms of an assignment could be submitted electronically for formative
comment, prior to formal submission. Students to be awarded marks for = -

submitting a draft.

+ A low weighting could be given to the first or second assignrﬁent of the course, in
recognition of their formative importance. This would be more attréctive ifa
good mark were not “lost" by the low weighting. If some form of assignment
substitution were employed, either the first, or second ‘alssignmeht could be

counted for a low weighting.

«  Peer review is useful as a way of develdping judgement, and has been
demopstrated in a distance context using networking. A collaborative, real time
approach probably makes the exercise more enjoyablé, and is thereforé mbre
likely to engage students. - Marks could be awarded for peer review which

expresses scopye for improvement in a helpful way. -

7. Project work has been shown to be a very effective way of assessing the resource
based approach, and providing practice in researching skills, and on-line

conferencing provides a supportive environment. However, this research underlines
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the importance of initial real time meetings in the form of a face to face meeting,
audio conference or on-line chat, together with the appointment of a group co-

ordinator, for the effective management of on-line collaborative working. -

8. Whilst traditional content-based exams are difficult to implement sﬁccessfully for
resource based courses, exams continue to be valued by both students and tutors for a
variety of reasons, and it is important to be aware of this fact when planningan =
assessment strategy. In addition, the revision period is significant for many students
as a time to consolidate their learning, and it is important to ensure that they have a

reasonable period in which to do this.

9. Alternative forms for an examinable component might include a project, which if
" used as a device to reflect on previous aspects of the course, could be given a
synoptic element. An open book exam which required students to linkv questions on
course principles to examples from coursework, perhaps previous assignments, could

also be effective.

The Contribution of this Research

This research has develbped a framework of assessment design for resoufce based
learning in networked environments, and its applicability has been tested against‘t'\’;vo ’
resource based courses. Student perceptions on the assessment strategies in these

two courses have demonstrated the cbﬁtribution of assessment to the support of B

resource based learning, and the variables which influence the applicability of the
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various criteria for assessment design.

This research demonstrates a successful interplay between evaluation and teaching
practice. The involvement of the Course Chair in the design of the research was
critical in tﬁé implementation of many of the suggestions arising from the findings.
An innovation of importance for ODL courses is the illustration given here of the
iterative refinement of assessment in order to fine tune course pedagogy. Whilst it is
relatively easy to modify course pedagogy in a campus based envirdnment’, the
situation is very different on a large scale ODL course, such as those run by the Opén \
University, where the course materials, once written, remain in use for a number of
years. The examples in this research illustrate a mechanism for ﬁné funing the focus
and direction of student learning and tutorial support, through the assessment

structure.

This research begins to unpack the complexities behind the resource based approach
and has provided new information on the skills fequired by students on resourée
based courses in networked eﬁvironments. It has led to a fuller underétandirig of the -
educational effectiveness of the approach for distance learners, and highlights the
importance of providing support to Vunderg‘raduate resource based learners in the -

process of learning.

The findings on student support for exams and the synoptic value of revision bear out
some earlier work in traditional universities but they have not been documented
previously for ODL courses. They challenge current assumptions on the detrimental

. effects of exams, in terms of encouraging a surface approach to learning.
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As for methodology, the research has piloted the use of e-mail for a reflective follow-
up, after interviews, and found this to be a productive way of generating full and

informative responses.

Suggestions for Further Research

Inevitably an exploratory study of this nature which was designed to give some
insight into a new area of research is likely to generate more questions than it

answers, and this section suggests various directions for further work.

The findings described in this thesis refer primarily to students on one course, and
therefore their validity and generalisability woﬁld be extended ’by observations on |
other resource based courses at different academic levels, in different disciplines and
in different institutional contexts, so that the f;ameWork for resource based
assessment could be tested ﬁirther. A 10ngitudina} study of students undertaking
more than one resource based course might yield useful information on the
development, and transferability, of cognitive and practical ’skills from one resource

based course to the next.

" Some findings from this research suggest that some courses may be better than others
in preparing students for the flexibility and choice offered by this version of resource
based learning. Further work might explore the influence of the nature of discourse

on the skills required for the resource based approach.
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Observations on the synopti;: value of revision would be interesting to follow up, énd
very little work appears to have been undertaken in this area.” Further research would :
be needed to establish whether these findings are applicable to other distance courses
" and whether the effect is related in some way to the amount of time allocated for |

revision, or perhaps to the level and type of course.

The findings have uncovered the extent to which undergraduate resource based
learners rely on their tutors for interpretation and direction, and of course for
informative feedback.. This role is particularly critical in a more open-ended, flexible
approach to study. It would be useful to establish the most appropriate ways of °
providing tutorial support for resource based learning, in terms of support for skills

development, and approaches to open ended learning.
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Summing up

This research project has interesting resonances with my personal expcrienbes asa
research student, learning in a resource based way and using distance technologies

" not only as a research tool, but as a channel of corlnmunication'and a major source of
information. Many of the findings constitute a recognisable reality in a personal

context and have prompted my reflections on my own personal development as a

researcher.

The requirements for PhD theses are rather dauntingly open-ended, in that so little is
specified at the outset. I empathise with the student in the pilot study who said "I

like learning...but have I learnt what I was supposed to learn?",

I found the resource based approach was certainly a rewarding way to study. With
respect to observations made in this thesis on the ability to be selective and judicious
in reading, my ability developed as the limits pf this resear.ch became more defined,
;nd as my understanding of the subject area deepened. Perhaps the understanding 1
have now achieved constitutes a "knowledge object"? As to the signiﬁcanCe of
model answers, I benefited greatly from seeing theses written by other students, in

arriving at an awareness of the requirements of a research degree.

In terms of personal development as a researcher, I learnt much about the planning
and execution of a research project from my two supervisors. Through discussion
with them and communication with an academic community, I learnt about the value

of peer review and the need to appreciate alternative perspectives, which has, I hope,
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led to the development of a more focused and critical approach to writing for

publication, and in particular for this thesis.
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APPENDIX 1. CD-ROM RESOURCES FOR THD204

1. Access by menu

¥ THD204

R
RS

Differing perspectives
Block 2 IT and change in the workplace
Block IT and learning
Block IT and the home
Block 5 IT futures
Catalogues of material

Bibliography for Blocks 1te §

PICT Papers
Software Catalog

Utility software
Video clips

THDZIM

BLOCK 3
IT AND LEARNING

The menu below provides access to articles that are suggested as
resources for the different parts of Block 3.

Resource-based Iéamina

Theories of learnitg and information technology

Computer supported collaborative learning

Educational applications of ISDN

Technology-based training in companies

IT and gender in education
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2. Access by concept map
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Miler (1993)

Lauriltard ef i, (1993)
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3. Access by bibliography

S

Resource-based learning

The following items are provided for your study of the 'Resource-based

Alternatively you may use the Concepst Map to see how the resources fit
together, and gain access to the articles.

. £ Vincent and Taylor (1995) Access fo books for visually impaired
learners an investigation info the use of Compact-Disc technology

Steadman ef al. (1992) The CD-ROM in use

e Ty
Turner and Dipinto (1992) Students as hypermedia authors: themes
emerging from a qualitative study

{»'ik
Miller (1993) The Multimedia Encyclopedia of Mammalian Biology: a
review

% Laurillard ef af (1893) Interactive Video and associated technoiogy in

4. Top of document

41 THD204 P B3

Supporting Resource Based Learning

i Josie Taylor and Diana Laurillard
i Institute of Educational Technology, The Open University, United Kingdom
i tel: +44 908 655965 fax +44 908 653744 email:  taylor@open.ac uk

© Abstract The chapter examines the impact of new technologies on the activity of resource
i based leaming (RBL). In the first section, we discuss the nature of RBL, and offer a
framewaork for analysing it. The sets of skills needed to accomplish RBL are outlined, and

i discussed in relation to evaluation studies of new technologies in the classroom. These

i studies are then used to examine the kind of support learners need to do RBL effectively,

i and discuss how this might be done in schools in terms of access, objectives, the teacher's
i role, and group work.

1.0 Introduction

1.1 What is Resource Based Learning?
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APPENDIX 2. THD204 SELECTED ASSIGNMENTS AND EXAM
PAPERS, 1997 AND 1998.

1. Online collaborative group project, 1997

Tutor-marked assignment TMA06
The cut-off date for this assignment is 17 September 1997.

This assignment is double-wexghted and hence counts for 30% of your continuous assessment
mark. \ ,

It relates to Block 5 IT Futures and in particular a combination of ideas from the Part 2 Virtual
Reality and Part 3 Flexible Working.

This is a group activity, to be undertaken in groups of 3-6 students.
What to do

Read the fictitious newspaper article Flexible working set to soar?' printed at the end of this
TMA. :

Imagine that your group has been commissioned to advise either an individual employee or a
potential employer, by providing a critical assessment of the newspaper article and the issues it
raises. (Your group should choose one of these 'clients'.)

With the other members of your group, discuss this article in a computer conference, with a
view to advising your client on, for example the relevance of the technology to flexible
working, the social issues raised for the flexible worker or even the impact of flexible working
on environmental issues.

As a group, select some course themes or design issues to use as the basis for your critique of
the article. Choose one theme/design issue for each member of the group. No two members
may have the same theme/design issue. :

As a group, write a summary which explains why the group has chosen those themes/desrgn
issues. Specify which client you are working for.

Write your own individual critique of the article, based on the course theme or desrgn issue you
have negotiated with your group.

As a group, write a conclusion to the individual critiques prepared by the members of the
group, -

Don't forget Your written work is a commission for a partlcular client. It must state clearly
who the client is, and be appropnate for that client. '

Submit your assignment. It must comprise three sections:

» The group-prepared summary giving the themes/design-issues chosen by the group for its -
members and reasons for their selection; the chent should be specified. Every group member
must submit an identical summary.

* A main body, which is your individual critique of the article. This part is to be a critical
assessment of the newspaper article based on one of the course themes/design issues.

»  The group-prepared conclusion giving your overall assessment of the newspaper cutting and
your recommendations for your client. Every group member must submit an identical
conclusion.
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Your group discussion (in your own computer conference) should lead to a summary that
provides some form of justification for your group's choice of course themes/design issues, and
lead to a conclusion. Statements such as "We think it's important’ will not be considered
adequate justification. Try to consider all the themes/design issues and then decide which
might be the most pertinent to your client.

Note that your assessment will be based not only on your written report, but also on the group
discussion and your contribution to it. For this reason, all group discussion must take place in

your group conference, which your tutor will have access to. Alternatively, the group
discussion may be reported in the conference by a member. ‘

Allocation of marks
The marks for this group project will be allocated as follows: - -
Group element (total 30%) '

Report summary ‘ | 10%

Themes discussion in conference 10%
" Report conclusion - 10%

Individual element (total 70%)

General structure and coherencé of argument 30%
Use of supporting evidence and course materials 20%
Contribution to group tasks and discussion in conference 20%

(THD204 Block 5 Study Guide, Open University, 1997 pp 20-21)
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2. Conferencing and on-line collaborative assignment, 1997

Tutor-marked Assignment TMA04

The cut-off date for this assignment is 25 June 1997.

The impact of developments in computer support for collaboration in education and
training

From the information in the course and your experience with CMC (computer mediated
conferencing), what impact do you see developments in computer-supported collaborative
working having upon individuals' experience of education and training over the next decade?

In this assignment you are not expected to write an essay. Instead you will have the
opportunity to partake in a 'computer supported collaborative learning' experience. Your goal
is to discuss the various issues raised by CSCL within a group of 5-6 students and in your own
private conference.......One of the aims of this assignment is to try and establish small-group
workmg in preparatlon for the final group project (tma06). -

What to submit
You should submit the following to your tutor, together with the PT3 form

Part 1 (60% of the marks). Paper copies of at least three, and no more than five complete
messages that you contributed to the discussion on this topic to your small-group conference.
The total length of the messages should not exceed 7000 characters, as measured by the
headers of the CoSy messages. .

Part 2 (40% of the marks).

a) (10%) Your definition of computer supported collaboratwe workmg appropriate to
education needs arising from the discussion that takes place.

b) (30%) A summary of the discussion which has taken place in your group conference,
including those aspects of the subject you consider were well covered by the discussion - and
giving your answers to any important aspects that you tlunk are important which were not
covered

(THD204 Assignment Bvook 2, Open University,1997 P4
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3. Conferencing and on-line collaborative assignment, 1998

Tutor-marked Assignment TMA04

The cut-off date for this assignment is 24th June 1998

The impact of developments in computer support for collaboratron in education and
tramrng

From the information in the course and your experience‘with CMC (computer mediated
conferencing), what impact do you see developments in computer-supported collaborative
working having upon individuals' experience of education and training over the next decade?

In this assignment you are not expected to write an essay. - Instead you will have the .
opportunity to partake in a ‘computer supported collaborative learning' experience. There are
three elements to the assignment:

a) As a group you will use the various documents on computer supported learning and
working to help devise a strategy for managing the group pro_lect (TMA06)

b) As an individual you wﬂl contribute to the discussion by '

contributing short extracts, or your mterpretatton of them, from the course matenals that
support the group's discussion;

commenting on the contributions of other members of your group rn order to move the
discussion forward,

remaining active over an extended period of time (2-3 weeks).

¢) As an individual you will provide a summary of the group's‘ diseussion.

What to submit

You should submit the following to your tutor, together with the PT3 form:

Part 1 (50% of marks)

Paper copies of five of your contributed messages to the group conference. Each of your
messages must be supported by at least one other message (maximum of two) that
demonstrates how your contribution has moved the discussion forward.

Part 2 (50% of marks)

a) (35%) Provide a 400-500 word summary of the group s discussion of computer supported
collaborative learning and workmg

b) (15%) Provide a statement of the group's proposed stmtegy aud your persoual atssessment of
the strategy (200-300 words)

(THD204 Assignment Book 1, Open University, 1998 p 17)
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4. Information handling assignment, 1998
Tutor-marked assngnment TMAO02

Cut-off date 13 May 1998

Part1 Electronic Communication (25% of marks)

Write a brief explanation (maximum 500 words) of the term /ayered architecture as used in the
implementation of local and wide area communication networks. In your explanation, you
should describe how the various layers interact to achieve reliable data transfers between two
systems on the network. Use sketches as appropn’ate.

Your explanation should make clear the pnmary benefits claimed for layered architectures and
* point to any potential weaknesses. .
Part 2 CD-ROM Searching Techniques (35% of marks)

The CD-ROM resources can be accessed and searched using a variety of processes, such as
indexed course and block themes, free-text search, document summaries and concept maps.

Using the course theme ‘control' and the block theme ‘managerial choice' write a répoxt (500-
700 words) comparing the use of three different search methods. The goal of the search is to
prepare for part 3 of this assignment.

You must use the free-text search dption, but yduy may éhbose the other two. All searches
should be restricted to the Block 2 and the PICT articles.

The report should detail each of your searchcs; making clear what outcomes were achieved,
and offer an assessment of the various methods for the given task. Be objective in your
assessments. '
Part 3 IT in the Workplace (40% of marks)

‘Proposition; A preoccupation with control is dysfunctional in terms of operator skill,
motivation and performance.’ Buchanan, D.A. (1986) ‘Management objectxves in technical
change' CD-ROM, block 2.

Write a precis (500-700 words) of a single CD-ROM article that best explams (for you)

Buchanan's proposition, in the context of the objectives of British management in invéstment
in IT in the manufactunng industries. , :

(THD204 Assxgnment Book 1 Open Umversxty, 1998 p 13)
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5. THD204 Examination 1997

THD204/S

A LEVEL TWO COURSE EXAMINATION 1997 ‘
INFORMATION TECHNOLOGY AND SOCIETY

[rubric ommitted]

Time allowed: 3 hours

Answer any THREE of the following questions.

Question 1
i)

i)

Quéstion 2

i)

ii)

ii)

Question 3

ii)

What are the principal differehces between bit-mapped and vector graphics.

Descnbe three course desxgn issues that you consider have contributed to the
growing use of the digital representation of all forms of information.
Tllustrate your answer with at least two examples of the use of digital
representations of information,

Briefly describe one of the three micro approaches to the social shaping of
technology discussed in the course. Use your description to explain the
differences between the macro and micro approaches to the social shaping of
technology.

Deﬁné the term fopology as used in connection with computer and
telecommunication networks. Illustrate your answer with a labelled sketch of
a single type of local area network topology.

What is the role of a protocol in the transfer of data between communicating
computer systems and what advantages might be gained from employmg
standard protocols (eg TCP/IP) ,

Based on your reading of the course materials, what evidehce would yoﬁ 6ﬁ“ef '
to support the argument that 'the deployment of LANs promotes a non-
Taylorist management structure'?

Write a brief description of the World Wide Web (WWW).
(Use sketches if this helps your explanation, but ensure they are clearly
labelled.)

Describe two technological factors (i.e. course design issues) that you
consider have contributed most to the phenomenal growth of the World Wide
Web. Justify your choices by explaining how these factors have influenced
growth of the WWW,
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Question 4

Question 5

Question 6

iii)

i)
ii)

iii)

ii)

iii)

Briefly explain why data compression is necessary, at least in the short term,
for the delivery of multimedia services into the home.

Describe how Asynchronous Digital Subscriber Lines (ADSL) could enhance

- home access to new interactive entertainment and information services.

It has been claimed that IT systems and services are rapidly removing any
privacy that we have. What evidence would you offer in support of such
claims, given the current levels of privacy offered by the Data Protection Act
19842

‘What is rehabilitation technology?

Highlight the factors you regard as crucial to the successful deployment of
rehabilitation technology in the home. Justify your choices by references to
appropriate evidence from the course materials. (Hint: think in terms of
design issues.)

A charitable institution is considering purchase of a mobile robot (similar to
Walkie in TV 5) and you have been asked to help with a social evaluation.
Prepare an outline case of three factors you regard as essential for this
evaluation, justifying your selections.

Briefly explain what you understand by the term Open Systems.

Describe the features of the layered design of the Open System
Interconnection (OSI) Reference Mode! architecture that allow OSI
compliant LANs to be constructed using alternative standards (e.g. Token
Ring and Ethernet). -

Many national governments have implemented policies that require all large

IT purchases to conform to the OSI Reference Model.  What benefits do these -
governments believe they can achieve by introducing such policies?

(Open University, 1997)
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6. THD204 Examination 1998

THD204/U

Level 2 Course Examination 1998

INFORMATION TECHNOLOGY AND SOCIETY

Time allowed: 3 hours

" [rubric ommitted]

Answer any THREE of the following quesﬁons.

Question 1

i)

iif)

Question 2
i)

ii)

ii)

Question 3

ii)

iii)

Briefly explain the process of digitising a short sound clip, including
reference to the factors that limit the percelved (aural) quality of the digital
representation.

Describe how digital speech recognition and synthesis systems can be applied
to the problems of human technology interaction. Illustrate your answer with
at least one example of the use of a speech recogmtmn or speech synthe51s
system.

Based on your reading of the course materials, discuss the argument that the
development of speech recognition and synthesis systems is a d1rect
consequence of the social shaping of technology.

Briefly explain the term Integrated Services Digital Network (ISDN).

Describe the potential benefits of ISDN to a small company (>10 employees)
that communicates with its customers via telephone, fax, ¢-mail and the
World Wide Web.

The company uses high-end personal computers and workstations to provide
page-layout and pre-press facilities to marketing and advertising agencies;
work that requires close collaboration between graphic designers, graphic’
artist, and editorial staff. Why might this company benefit from

management style built on the ideas of "flexible specxahsatlon rather than
one based on the ideas of "Taylorism"? . .

Explain the essential differences between synchronous and asynchronous
computer mediated communication systems.

Discuss the design issues associated with an synchronous CMC service that
is to be used to facilitate international collaboration between two schools.

Many Universities are actively pursuing distance learning progranimes built
around the new communication technologies. Based on your reading of the

. course materials, and your personal experiences what advice would

you offer the teachers developing such programmes?
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Question 4

Question 5

Question 6

ii)

iii)

i)

i)

iii)

Briefly explain the difference between privacy and security.

Describe three factors that you consider would improve the overall level of
security of a database storing personal information. Your description should
clearly explain the benefit of each factor. (Hint: think in terms of the security
guidelines suggested within the Data Protection Act.)

It has been claimed that IT systems and services are rapidly removing any
privacy that we have. Video surveillance systems watch our streets and
electronic payment systems track our shopping habits. What evidence would
you offer in support of such claims, given the current levels of privacy
offered by the Data Protection Act 19847

Briefly explain the major differences between flexible working and
teleworking. o ‘

An employer is considering a teleworking trial. Assuming all employees
involved in the trial will be provided with a PC and printer, what other two
items (equipment or service) would you consider essential for the
participants? Justify your recommendations.

The Banking, Insurance and Finance Union (BIFU) is on record as strongly
opposed to the introduction of teleworking. Why should employee
representatives be so concerned by such developments and how might
employers allay their concerns?

A small company (>10 people) has asked you for advice about the Internet as
a means to improve technical support to their customers. '

Provide a brief explanation of what the Internet is and the range of
applications it supports.

Which two of the Internet tools that you have encountered on THD204 would
you recommend to this company and why? ' ,

Access to the Internet is claimed to be inequitable and yet the present and
previous governments have included greater access in their manifestos.

What particular factors do you consider contribute to these concerns of
inequality and what policies would you advocate to Government to maximise
levels of access? |

(Open University, 1998)
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APPENDIX 3. PILOT PROJECT BACKGROUND INFORMATION

1. Background information on respondents

Gender Lo Network access

Male Female Trunk call Local rates

14 7 8 13

Location of students - Location of computer

Study Centre No. students Home Work Both

Glasgow 6 16 2 3

Dundee 7

Elgin 3 Foundation course

Inverness 1 -~ Technology 13

Kirkwall 2 Maths 4

Oban 1 Science 1
- Thurso 1 : Arts _ : 2

Social Sciences 1

Age (14 respondents) Occupation (20 respondents)

20-30 - 3 Seeking employment 1

30-40 5 Professional 6

40-50 6 Technical 12

Homemaker 1
2. Study patterns and computer use

The information here was gathered indirectly from questions during the interviews
and partly from observations during the face to face interviews. This information has
only been recorded for 17 respondents, since not all the students were forthcoming

on these details during the interview.

1. Male, married, with three small children, H¢ had his own study at home and studied in
evenings, and also at work, where he needed to take paper copy. His wife was studying and

using the computer as well.

2. A water engineer, male, with a young family. He decided to restrict study at the computer
(including computer conferencing and CD-ROM) to his machine at work. So he would skim,

print out, then read at leisure at home. His time for study at home was late evening, after the -
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children were in bed.

3. A social science graduate, female, doing the course because of chénging demands at work
(in a library): she needed to learn study skills, particularly to assess the relevance of
documents, She was working full time, and studying at home. The computer was bought for

the course.

4. Married, male, one small child, studying in the evenirigs only. The computer was setup in
the hall, as being the only available space, so could he could only study after nine o'clock in the
evening. The computer was bought from a warehouse, and had to be returned three times
because of hardware failure: he missed participation in conferéncing and much of the material

on CD-ROM for a total of two months.

5. Male, married, one small child. He worked in a study at home. He had the computer before
the cburse, but had upgraded it for THD204. He worked shifis at a hearby RAF base, and was‘
able to study then as well, however there was no computer available at work, and this
iﬁﬂuénéed when and whether he needed hard copy for study. The phone bill aﬂer‘using thé
Internet at trunk call rate was perceived as "hortendous", but he remained enthusiasﬁc, and

continued to use it.

6. An Arts graduate, malé, he was doing extra points for a teaching qualification. He bought
his computer for the course, and it was set up in the bedroom. His wife was also studying, and

using the computer. -

7. Female, living on Orkney, working part-time and looking after a young family. She studied
at home during the day, when she was not at work and the children were at school, but she had
yto share her study.room with the television, so study at other times was difficult; and the CD-

ROM was not portable to other parts of the house.
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8. Male, working offshore on an oil rig. He studied partly in his cabin on the rig, and partly at
home. He had access to a computer in both places, but when he was offshore, he needed to
print off material in order to study in his cabin. He found the CD-ROM was very useful

because it fitted well into his weight limit on the helicopter transfer to the rig

9. Female, married, full time job with commercial training unit. She worked in the dining
room at home, in evenings and weekends. She bought a computer for the course, and her
husband was studying, and using the computer as well. She did not feel "at home" with screen

based reading, and felt, apologetically, that this was a function of age.

10. A part time crofter, female, married, with three young children, living on a small island m
Orkney. She bought a computer by mail order, Hardware failure meant that she lost contact
with conferencing & CD-ROM use for three weeks, at ;he start of b‘qukr five, anq had ’toy rely :
on paper copy. She studied mostly at home, but also in odd time slots, for examplé on the boat

(two hours) to the shops.

11. Teachér, male, no children, working evenings and in holidays. He had his own study at

home.

12. Policeman, male, working shifts. He studied as much at work as at home. The computer

was at home, so he printed out material for studying at work.

13. Male, single, working in local government, studied exclusively at home. He was in his last
year of study before getting his{degree. He did not want to be deflected from his goal, and was

not interested in doing more than was strictly relevant to assignments and the exam.

14. Computer programmer, female, with four dependent children. She studied in lunchtimes
at work, and at odd periods during the day, for example when waiting for a train, or

alternatively late in the evening. She preferred studying at home when lying on her bed, or in
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the bath, where obviously paper copy was needed. Her computer based study had to be
undertaken at work. She felt very short of time: she had no time for reflection, no time for

frills, she just wanted the degree.

15. Male, engineer. All his study was undertaken at home, and he had a separate study at the
house. He had hardware problems with the sound caid and CD-ROM, and the computer was

out of action for several weeks, but fortunately this was at the start of the course.

16. Female, working full-time, isolated geographically: she carried out conferencing, Internet

and CD-ROM study at work, and did the rest of her study at home,

17, Unemployed, married male in isolated area. He was horrified at the overheads involved in
the course, and virtually stopped all conferencing and Internet use after the first telephone bill.
His wife was studying with the OU as well, so both were using the leased computer from the

| OU. Hardware breakdowns meant he was without a computér for three weeks.
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3. Interview schedule

1. Information to be collected before/afier interview

1.1 Date
1.2 Respondent Number ‘  13MF
1.4 Age (est) 20-30
30-40
40-50
50-60
1.5 Location of equipment: home/work 1.6 Own space/shared

1.7 Equipment: bought/leased/borroWed '

1.10 Distance from nearest town(> ?population)
Comments/observations

2 Introduction

2.1F 6undati;)n courses:

2.2 Have you needed any technical support, other than that provided by OU?
2.3 Daytime occupation? (Find out indirectly.)

* 2.4 Did you answer the online questionnaire supplied on CD-ROMO03?

Comments/observations

3 Using the CD-ROM
3.1 Any previous use of CD-ROM?
3.2 Any technical problems in setting up, or installing software? =~

3.3 Did you use the introductory tutorial on rbl? Any problems/opinions on it?

4 Studying using the CD-ROM

Have a look at block 5. You were asked to study using the long routes for parts 1
and 5.
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4.1 I want to know how you set about studying part 1. Which activities did you do?
1234567

4.2 How did you set about searching the articles on the CD-ROM?

4.3 Did you make notes on paper? Print out parts? Cut and paste/annotate? Use
bookmarks?

Comments/observations

Now look at block 5, pkart 5

4.5 How dld you set about choosmg the readings on the CD-ROM?
" 46 Did you read whole or part articles?

4.7 Did you answer any of the questions in section 6?7

And now part 3: |

4.8 How did you study this section?

4.9 Which»a‘ctivities did you do?

4.10 How did you seztrch for the articles on the CD-ROM?

4 11 Whlch bit of the course do you think taught you most about studymg usmg rbl
. techniques?. « «

4.12 Why did you choose that one? What does it teach you?

Comments/observations

5 Sample search

(Remote students should at this point talk to a tape as they try out the search)

5.1 Using CD-ROM disc 2, show me how you would go about answering this
question:

"How is IT being used to promote Slexibility and open access to learnmg and tramzng

resources?
Observation of searching techniques used:

Block bibliography
Index (block themes)
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Concept map

Full text search
Boolean logic
Memory/serendipity
Doc Info :
Cut & paste

Any analysis?
evaluation?

5.2 Have you searched using block themes, or course themes?
5.3 When would you use a full text search?
5.4 Have you used a concept map when Studying? What for?

5.5 How did you search the resource for tma06?

Comments/Qbservations

6 Course conferences
6.1 Previous use of bulletin boards, e-mail, conferencing?

_ 6.2 Any use made of Cosy for acquiring information to supplement course
materials? '

6.3 What sort of information?

6.4 Have you put any messages into conferences other than local tutér group?
7_Internet |

7.1 Previous use of Internet 7

7.2 What did you think of the introductory section on the Iﬁtemet?

7.3 Internet use is required in two exercises in block 4, p67 and p68
Did you do either of these exercises? How did they go?

7.4 Did you use the THD home page at all? When and why?

7.5 Having completed the course, do you now feel confident about using the Internet
to get information? Will you be using it again?
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Comments/Observations

8 TV Programmes

8.1 Did you watchthem? 12345

8.2 Did yoﬁ video thém? |

8.3 Any programmes rerun for use when prépariﬁg tmas or prvoj‘ect?

9 Conclusion | |

9.1 Do you prefer learning from a range of resources, as supplied on this course, or

would you prefer a course where all the material was supplied in one text by the
course team? Why do you feel like that?

Is it: more work so less welcome?

a real opportunity to be master of your own learning?
Do you prefer more independent working?
Do you feel you have been abandoned?

9.2 Do you see any advantage for a remote student in this method of learning? In
what way?

" Comments/Observations
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APPENDIX 4. 1997 THD ELECTRONIC COURSE SURVEY
FIGURES |

Figure 1. "How would you charactense your attrtude to resource based
learning?" .
Figure 2. "Do you think that resource based learning increases your study time?"
Figure 3. "CD-ROM screen layouts are simple and eaSy to use."

Figure 4. "The menu design makes it easy to locate items of interest quickly."

Figure 5. "Cutting and pasting extracts from several documents is simple =
to do." | - :

Figure 6. "What proportion of CD-ROM articles have you printed, in
“order to complete your stud1es’7"

Figure 7. "Reading articles from the screen is uncomfortable."

Figure 8. "Reading any study materral from the screen lmposes severe
limitations in terms of the time and place I can study." i

Figure 9. "Copying extracts helps to group ideas together."ﬁ |
Figure 10. Faculty

" Figure 11. "Do you feel the course has helped you to: formulate an argument,
select competmg evidence, cite evidence in support of your argument."

Figure 12. "What elements of the course have given you most difficulty?”

Figure 13. "Itis drfﬁcult to determme which CD-ROM amcles should be
reviewed."

Figure 14. "I would prefer the option of fewer articles which are ‘required’
reading, than making my own selection from lots of articles." :

Figure 15. "How useful have you found your tutor's comments and feedback
on your TMAs?"

Figure 16. "Have you enjoyed thé opportumty of working collaboratrvely
with other students?"

Figure 17. "Do the Specimen Exam Paper and notes provide enough
information and examples to help with your revision?"
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Figure 1:

How would you characterise your attitude to Resource-based Learning?
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40%
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Figure 2:

Do you think that Resource-hased Learning increases your study time?
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Figure 3:

CD-ROM screen layouts are simple and easy to use?
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The menu design makes it easy to locate items of interest quickly?
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Figure S:

Cutting and pasting extracts from several documents is simple to do?

&

8

. of respedaas

=

ik
o
.

Agree

0 : . v . T l T .
2 3 4

Disagree

Figure 6:

What proportion of CD-ROM articles have you printed in order to complete
your studies?
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Figure 7:

Reading articles from the screen is uncomfortable?
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Figure 8:
Reading any study material from the screen imposes severe limitations in terms of
the time and place | can study?
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Figure 9:

Copying extracts helps to group ideas together?
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Figure 10:
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Figure 11:

Do you feel the course has helped you to:
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Figure 12:

What elements of the Course have given you most difficulty?
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Figure 13:

It is difficult to determine which CD-ROM articles should be reviewed?
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Figure 14:

| would prefer the option of fewer articles which are ‘required’ reading, than
making my own selection from lots of articles?
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Figure 15:

How useful have you found your tutor's comments and
feedback on your TMAs?
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Figure 16:

Have you enjoyed the opportunity of working
collaboratively with other students?
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Figure 17:

Do the Specimen Exam Paper and Notes provide enough
information and examples to help with your revision?
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APPENDIX 5. METHODS OF DATA COLLECTION 1997/1998

1. ASSESSMENT CONFERENCE 1997
Attitudes to assessment
Conference discussion points
Model answers, marking schemes and peer review
. Conference discussion points
Assessment conference evaluation
Interview schedule

2. TUTOR CONFERENCE 1997

3. PERSPECTIVES ON THE PROJECT 1997
Interview schedule
E-mail follow-up

4. PERSPECTIVES ON THE EXAM 1997 -
Interviews

Interview schedule

E-mail follow-up
Post exam conference

Conference discussion points
Tutor perspectives on exam marking

- Interview schedule

5. ASSESSMENT CONFERENCE 1998
Conference discussion points

6. TUTOR CONFERENCE 1998

7. PERSPECTIVES ON INFORMATION HANDLING
ASSIGNMENT TMAO02 1998
Interview schedule

8. PERSPECTIVES ON THE EFFECTS OF THE
COLLABORATIVE EXERCISE IN TMA04 ON GROUP
COLLABORATION IN THE PROJECT TMAO06, 1998
Tutor feedback

Conference discussion points
Student feedback

Questionnaire

E-mail follow-up
Project collaborative conference

Conference discussion point
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9. PERSPECTIVES ON REVISION CONFERENCE 1998
Interview schedule: conference participants
Interview schedule: Course Chair

10. PERSPECTIVES ON THE EXAM 1998
" Interview schedule: students
Interview schedule: tutors

11. STUDENT PROFILES
Interview schedule
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APPENDIX 5. METHODS OF DATA COLLECTION 1997/1998

1. ASSESSMENT CONFERENCE 1997

The conference was run in parallel with the continuous assessment, and a total of 38
students in 1997 were joined. This was a self-selected sample, and it seems likely
that the students were representative of those most active in computer conferencing,

and prob'ably most likely to offer an opinion on the course.

Attitudes to Assessment
Conference Discussion points
thd-assmnt/general #1 from nwh2 730 chars, Thu Apr 17 16:50:15 1997
TITLE: Calendar of events
Now CoCo has created the conference I can put up some information about events and *
activities for this conference. This sequence of messages provide the starting points for each

of assignments 1-5.

What we would like is to get some feedback froni you about the course assessment. It would
be interesting to learn what you regard as the more important elements of the course and

therefore what topics should feature in the assessment.

We'll try to keep the discussion topical by concentrating on activities just after the cut-off -

dates. I'm sure the assignments will be freshest at that point.

I will be putting up the marking guides for some questions, so if you have obtained permission

for a late submission, please act responsibly.

If after reading these messages you have some thoughts about what we might do, then post
them here.
Nick
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thd-assmnt/general #8 from nwh2, 376 chars, Sat Apr 19 16:55:34 1997

TITLE: TMAO1

Starting now: -

What were your general reactions to TMAO1? Did the TMA test appropriate parts of the .
coursé? How could we change the assigxtment to improve it from your point of view?

Nick

thd-assmnt/general #31, from jrm24, 388 chars, Wed Apr 30 12:20:17 1997

TITLE: Essays and social science

Several of you have mentioned struggling with reading the social science in this course, and
secondly the art of constructing essays. Both of these elemems are an integral part of this
course, so there's no point in discussing whether they should be there or not, But did you find
the advice on writing essays any help? What would be helpful?

Janet

thd-assmnt/general #40, from coco, 2814 chars, Fri May 9 15:30:12 1997

TITLE: Getting ready to write

Here is one way to prepare for tma 02. I would be interested to hear if you have other ways,
or better ways.  And is this kind of thing helpful to you?

Coco

This is the process I went through, in order to prepare for the tma.

- [lengthy detail excluded here] -
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thd-assmnt/general #53, from jrm24, 1097 chars, Thu May 15 10:22:55 1997

TITLE: Summarising

OK, here is a summary of what we've discussed so far.

1. Several of you mentioned that the feedback you got for tma 01 sct the scene for you, and
now you have some idea of what to expect for subsequent tmas,

2. Several had problems in writing essays, and found that the process was unfamiliar and
time consuming.

3. Some mentioned difficulties in reading sociél science articles, and Nick pointed out that |
many of the SS articles were selected from non teaching sources, where the written style was
less approachable than traditional course texts.

4. Some people exper'ienced difficulty in striking a balance between their use of previous
experience or of material outside course texts, and the information provided for them in
course texts,

5. It was felt that some parts of block 1 (technical) had not been fully tested by the
assignment, and that there could be a role for CMAs.

6. Many of you want more feedback on what was expected: whether in the shape of model

answers, a list of main points, or a marking breakdown.

Does this reflect your views? Have I missed anything vital?

Janet

thd-assmnt/general #121, from jrm24, 997 chars, Fri Jun 13 1‘2:28:00 1997

TITLE: Summary |

Its high time for one of these. Lots of interesting points here. = ©

1. Mény of you though_t that the tmas so far have presented you with too much confusing
detail in the question and notes. Combined with the requirement to work to a tight word
limit, this left some people concerned that they could be missing out vital detail be_cause they -
hadn't understood the question.

2. Related to this is the fact that there appears to be considerable variation between tutor
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groups in the amount of assistance in "interpretation” of the tma before the cut-off date.

3. The question of tutor discretion in marking was discussed, related to the varyiﬁg
backgrounds of tutors. There was also some criticism of marking turnaround times. Should
students be involved in more tutor assessment at the end of each course? (Incidentally, this

course has an annual assessment in which you will be invited to participate.)

1 hope this represents your views: if it doesn't please say so!

Janet

thd-assmnt/general #139, from jrm24, 478 chars, Mon Jun 23 12:54:07 1997

COMMENT:; Peter, I was interested in your remark "far too much material tbat repeats’
itself, .particularly on TMT". This is the first block in which you've had exposure to rbl, with
its opportunities for choice in what you read, and encouragement to scan through articles on
CD-ROM, and just read relevant parts. Do yoﬁ feel you have béen left without sufficient
guidance to start on this? Is there some way tutors could help with this? Ideas please
everybody! . |

Janet

thd-assmnt/general #145 from jrm24, 470 chars, Wed Jun 25 09:33:07 1997
COMMENT: Well that's very interesting, Brigid and Andy. I would like to know from as
many students as possible;

1. What sources did you use to do the tma? (ie Reader, CD-ROM, Internet)

2. Did the tma help you to develop any of the following skills;

search, selecting, organising h\fonpaﬁom reading and making sense of acaderhic articles;
3. Did working with other students in your small conferences help with any of the abovc? ’

Janet
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Model answers, marking schemes and peer review

After assignment cut-off dates', conference participants were given the opportunity
to see the marking schemes used by tutors. They were also presented with model
answers, which are sometimes given to tutors with marking schemes as a way of
defining the content required for shorter parts of the assignment. Finally, they were
presented with a model essay and asked to “mark" it using the tutor's marking

scheme.

Participant§ in the peer review trial were required to strip the identification from their
scripts and send it as an attached file to the researcher, who redirected scripts to other -
students. The marks and comments on the scripts were returned to the researcher,
who redirected them back to the originating student. Participants were then asked to
mark their own script and then to use the assessment conference to discuss their

experiences. Eight students participated in the trial.

Conference discussion points
thd-assmnt/peerassmt #1, from coco, 2883 chars, Mon May 19 09:39:53 1997
TITLE: TMAO2 part 1

Here is the answer which was sent out with the marking notes to tutors.

The reliable transfer of data files between LAN modes requires the use of ‘protocols', ’that isa
set of rules governing the entire sequence of information transfer across a
telecommunications system (THD204 glossary). Development of these protocols may be
enhanced by the use of layered architectures (eg OSI). Protocols may be defined by
proprietary standards (eg IPX) or international standards (eg TCP/IP and ISO OSI). |
International standards ensure that users may purchase LAN equipment from several vendors

and be assured of inter-operability.

The cutoff date is the date by which the assignment has to be submitted to the tutor.
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[lengthy detail excluded here]

The proposed division of the 30 marks was
Use of protocols 5%
Role of standards 5%
Numbered sequence of packets 10%

Calculation of frame check sequence of cyclic redundancy code 10%

thd-assmnt/peerassmt #2 from jrm24, 258 chars, Mon May 19 13:07:50 1997

This is a comment to message 1

COMMENT: I wonder what you think of this..How did the model answer correspond to your
interpretation of the question? Would you find model answers helpful feedback after tmas?

Do you think your tutors should be marking to model answers..or not?

thd-assmnt/peerassmt #17, from coco, 865 chars, Fri May 23 10:55:01 1997

TITLE: Try your hand at this..

Well here is the marking guide for the second part of the tma. Its quite brief, and it
concentrates on the 'process’, or development of argument in the essay, rather than the
‘content’ or facts which individuals might use.

The next 3 messages contain an eSsay written by a student in answer to this tma. For brevity,
the list of refs and extracts have been omitted; I suggest you try to review the essay's |

strengths and weaknesses, based on these criteria. - .
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Here is the marking guide:

Explanation of 'political' role of IT in the workplace. 10%

Characterisation of the 'positions' (or theories) marking

the development of IT's political role 15%
Implications of these positions 15%
Choice of extract and its use in the essay 10%

thd-assmnt/peerassmt #51, from jrm24, 1433 chars, Mon Jun 2 14:17:22 1997

TITLE: Summary

Looking back over the messages in this conference so far, I've come up with the following:

1. Most of you thought model answers were a good idea as feedback for students, particularly
with reference to the factual parts of the course.

2. Opinion was divided as to whether they were such a good idea for tutors, in case this
provided too rigid a framework.

3. As for its correspondence to your interpretation of the question, one or two pointed out
aspects which might have been relevant but which had been missed out of the model answer.
Perhaps they were a waste of word allowanée?

4. Related to this, some were concerned at tutor discretion in marking. How much variation
was there likely to be between one tutof and the next? Perhaps it was important to get to’ |
know the foibles of individual tutors? No-one had suggestions for a better system! o

5. Presentation of essays was discussed and opinioﬁ was divided as to how important this
was. A tutor mentioned the importance of clarity in essay construction as it is a form of
communication. | |

6. Only one student had comments on the strengths and weaknesses of part 2 and I don't

know whether it's because:
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- there weren't any obvious strengths and weaknesses
- the whole exercise looked as if it would take too long

- most of you are not interested in the social science part.

Does this represent your views?

Janet

thd-assmnt/peerassmt #60, from coco, 880 chars, Mon Jun 9 17:15:44 1997 -

TITLE: Peer review trial

Here is your chance to put yourself in the mle of a tutor. To join in, you need to do the
following: |

1. Remove your name and id from the page headers of your answer to tma03.

2. Save your work as a plain text file (name.txt)

3. Send this to Janet (jrm24) as an attached ﬁle; Please send this file from within Cosy. Do
not use other networks!

; 4. Janet will then sepd you another student's tma.

5. Using the marking notes, mark the script and write a couple of comments to your fellow
student.

6. Send the information in 5 by e-mail to Janet. Do not return the original tma script! Your
comments (anonymous) will be redirectcd to the original student. . . |

7. Try and mark your own script. | Put a message in this conference to let us know

- whether you found this a helpful exercise, and why |

- any drawbacks.

Good luck!

Coco
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Assessment Conference Evaluation 1997

During the run-up to the final assignment in 1997, all assessment conference
participants were contacted as a follow-up, and a total of 15 students volunteered to -

be interviewed.

Interview schedule _, ;

1. Which type of assessment helped you most in studying the course?

(Assessment types: essays; reports; cmc and summarising discussion; project; exam.)
2. What did you find most helpful about the assessment conference and why? . -
(Trials included: model answers; advice on essay construction; marking schemes; peer
review) ‘

3. Would you recommend we introduce any of these feedback exercises (marking notes;
model answers; peer review) to the whole student population next year?

2. TUTOR CONFERENCE 1997

The tutor conference runs annually for the duration of the course and acts as an
electronic '"ccmmcn iooin“ for tutors and a channel for reflection or communication -
with the Course Team. All tufors (50) areautomatically joined to the conference.
Since the researcher was also a tutor on the course, she participated in this
conference, which included comment of relevance to the assesément of resonrce
based leaining. Any comments used in the thesis were included with the agreerment f

of the author.
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3. PERSPECTIVES ON THE PROJECT 1997

Attitudes to the project assignment were evaluated immediately after the submission
date, using telephone interviews of 15 students selected at random from tutors' lists
of students willing to be interviewed. Eight students from two project groups were
interviewed in two audio conferences and a further seven respondents were '
interviewed individually. All interviewees, tdgefher with students who had been
interviewed after the assessment conference, were e-mailed with further questions,
with the aim of following up the discussion and prompting further reflective

comment; this follow-up received 20 responses.

Interview schedule

1. Did you like having a choice of topic, to study in depth?

2. Was it a good way of integrating what you had learnt on the course?
3. Which sources did you use? |

4. How much of block five did you actually study?

5. In what ways have you collaborated? .

6. What are the advantages of collaborative work?

7. Disadvantages of collaborative work? |

8. Would you prefer to have been assessed in some other way?

9. Looking back, what improvemems would you make to the assignments on this course?

E-mail follow-up to interviews ,
1. Do you now have an understanding of what course and desxgn issues are all about? If so,
v when did the light dawn? ,

2. Do you now feel conﬁdent in researchmg and pullmg out relevant points from a wide
range of sources? .
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4. PERSPECTIVES ON THE EXAM 1977

Attitudes to the exam Were evalhated ﬁsing four sources of data: two on—liné
conferences and a telephone interview survey with students, supplemented by
interviews with tutors. The first of the on-line conferences was a self-help revision
conference set up by one of the students, the aim of which was to discuss answers, or
outline answers to exam questions. The coni.‘erence‘ also contained extensi\}e
comment on revision methods, together with messages describing the concerns
facing studen'ts as they prepared for the exam, so it was in itself an interesting source
of data. The conference had 400 members, which represented about half the total
student population for the course. Students who contributed interesting comments to

the conference were e-mailed, asking for contact details for an interview.

Interviews

Telephone interviews were carried out in the week immediately after the exam. The
sample of 25 students was made up of the 12 students who had contributed messages
to the revision conference, together with a random selection of 13 students who had
participated in the THD Electronic Course Survey earlier in the year and had
volunteered to provide further feedback. I"t‘ seems likely that these students may have
been more articulate in their views than students who had not participated in the
revision conference or submitted a response to the electronic survey. After the -
interviews, all the respondents were e-mailed with a follow-up question which had -

emerged as a result of the interviews, and 19 students replied.

Interview schedule ,
1. How did you approach your revision? Did you have a particular technique?

2. Did you choose particular parts to revise? How did you choose what to revise?
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3. What sources did you decide to use for revision?
4. What effect did the resource based learning have on your revision methods?

5. Do you now feel that you have a grasp of course themes and issues? I so, when did the
light dawn? ‘

6. What were your impressions of the exam? Did it correspond to your expectations?
7. Did it test your understanding of the course? What would be more successful?

8. Which questions did you answer? What influenced your choice of each question? Did
you find any of your tmas useful in preparing answers?

9. Did you have an appropriate store of evidence to use?

10. Should this course have an exam at all?

' E-mail follow-up to interviews

What do you think you have learnt on this course, in terms of skills and abilities? How

could this best have been tested?

Post exam conference 1997

A post-exam conference was set up by thevre’searcher, with the aim of 6btaining
feedback and reactions immediately after the exam. A total of 200 students joined‘
this conference, and contributed some 200 messages. The conference was the scene
for a lively and sometimes acrimonious debate. Having discarded the messages
which contained nothing more thaﬁ irrelevant or emotive expressibns', this left a total

of 80 substantive comments made by 53 contributors.
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Conference discussion points

thd-postex_am/postexam #2, from jrm24, 2713 chars, Fri Oct 17 15:05:21' 1997

TITLE: Impressions |

What were your impressions of the exam? bid it correspond'to your expectetions? bo you
think it tested your understanding, or any of the skills you have learnt on the course?

Janet

thd-postexam/postexam #105, from jrm24, 401 chars, Sat Oct 25 16:45:26 1997

TITLE: If you were them.. » » ‘

Think what have you leamt on thi; course: hew could it bes# have been tested? Apaﬁ from the
content, your LANS and WANS and the Edge ref you weren't able to use, there was also a 1ot
of emphasis on the art of independent study; on using a wide variety of seurces,’ and on using |

- evidence to support an argument. How do you best demonstrate your competence at this?

Tutor perspectives on exam marking 1997

In addition to obtaining feedback from students, the researcher was a marker for the
1997 exam, which provided an insight into the fealiﬁes of script marking and the
quelity of exam scripts produced by a range of students. A further three Vscripi,
markers were contacted for their views on marking and the quality of student scripts,

at the end of the marking period.
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Interview schedule

1. Were you able to follow the marking scheme? Did it lay emphasis in the nght places?
2. Should a markmg scheme follow the same format as those for tmas?

3. What were common misconceptions and failures? What advxce are you savmg for next
year's students?

4. Were the scripts typical of previous years?

5. Have we made it difficult for students to do well in this exam? Did 1t bring out a fair .
picture of their understanding?

5. ASSESSMENT CONFERENCE 1998

An assessment conference was set up for students along the lines of that organised in
1997, and 34 volunteers were joined. The conference had the same goals as in 1997,
and the students were provided with markihg schemes after assignment submission
and the opportunity to participate in peer review, as }b'efore. A total of six students
participated in the peer review trial. The data collected in 19§7 informed many of

the discussion points raised with students in the conference in 1998.

Conference discussion points

thd-assmt/general #2 from jrm24, 338 chars, Mon Apr 20‘13:59;02 '1 998

What were your general reactions to tma01? Did the tma test appropriate parts of the course?
How could we change the assignnient to impyrove‘ it from ydur ‘point of view? ’Was the |
feedback you obtained from your tutor appropriate? Will it affect the way you tackle tma02?
Do the comments yout tutor made reflect the overall gi;ade you obtained? | )
I look forward to hearing from you!

Janet
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thd-assmt/general #35, from jrm24, 480 chars, Tue Apr 28 11:23:26 1998

TITLE: Summarising

Looking back at the messages over the last week, it appears that you are faced with an initial
bafflement in how to answer tmés. Is this something you face for every new course you come
to? Is it worse on this course, and if so, why?

Feedback is obviously important for the above reason, and must vary from one tutor to the
next (because we tutors are human like the rest of you). How can we make it a more level
playing field for you?

Janet

thd-assmt/general #75 from jﬁn24, 276 chars, Mon May 11 19:21:00 1998

TITLE: TMAO2 and studying with the CD-ROM

I would be interested in your ideas on studying with the CD-ROM, post tma02, What are
going to be your favoured methods of searching from now on? Have you learnt any new
strategies for skim reading articles in electronic form?

Janet -

thd-assmt/general #84, from jrm24, 378 chars, Thu May 14 10:30:49 1998

COMMENT: Lois, I was interested in your question; "how much of this is needed for the
exam?" Which leads me to ask you "Does the presence of an exam influence the way in
which you study the course?" And leading on from this; "should OU courseé have an éxam at
all, or should they rely solely on tmas for assessthent??” | |

Janet
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thd-assmt/general #118, from jrm24, 165 chars, Tue Jun 9 09:48:21 1998

TITLE: Course Home Page

Who has used the course Home Page? Is it useful as a way of directing you to relevant
sources? How could it be made more useful?

Janet

thd-assmt/general #131, from jrm24, 175 chars, Fri Jun 19 12:04:11 1998

TITLE: Online collaboration

I wonder what you have learnt about online collaboration. Have there been useful lessons
which you can put into practice for the project?

Janet

thd-assmt/general #161, from jrm24, 270 chars, Wed ,Julyl 10:03:52 1998

TITLE: Marking schemes | |

Nicky thought that marking schemes (or a list Qf assessment criteria) like this one ought to be
available to students before you write your assignments. Maybe she's right. Should they be |
included in the tma booklet? What do you think?

Janet

thd-assmt/general #210, from jrm24, 2036 chars, Sat Jul 25 19:59:51 1998

TITLE: Your comments on this conference

What I put here is by no means a conclusion, more a sort of mini working document, to be
amended as appropriate. The fact is that those of your comments which point in the same
direction as those from last year's assessment confelfence, or the interviewees, carry more

weight. And the same applies inreverse! So I will be feeding your observations to other
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groups, to see whether they agree with you or not. .".

1. Tma interpretation. The main theme of discussion has centred around the correct
interpretation of tma questions. Many of you have mentioned difficulties in matching the
question itself with the notes and marking criteria. Some also referred to over-rigid word
~ length, or prescriptive assessment criteria coupled with open ended questions, and the
variation in marking characteristics between faculties, and 'perhaps the effects on a multi-

disciplinary course.

The course team are writing assessment criteria into tmas next year ( a kind of abbreviated - -

marking scheme) so hopefully this will help students in their interpretation of requirements,

2. Online collaboration and use of conferencing. There was concern that conferences were

under-used, and that there was variation in the degree of tutor participation.

Well, how do you get students participating more, and earlier? Its a continuous process of
adjustment in the assessments, and this year for the first time, students were reqhired to
participate in groups for tma04 as a practice run for trnaQé. It remains to be seen how
successful this strategy has been. Next year, students will be required to submit messages to
their tutor group conferences as part of tma01. As for tutors, well they get paid for 8 hours

online tutorial work, and I have to say it is easy to use up this time,

3. Topics covered briefly were:

-course website. Not much response. Maybe new website addresses cited in éonferenccs
could be posted for future students.

- studying with CD-ROM. Some found tma02 a u’se‘fulA introductioﬁ to ihformation handﬁng |
techniqués. | - | |

- exams énd the way you study. Some peo;;le thought it made a significant diﬁ'c*ence

throughout the course. -
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That's it. Comments welcome,

Janet

6. TUTOR CONFERENCE 1998

As in 1997 the researcher participated in the tutor conference for the course, to which
50 tutors were joined, and was able to keep a watching brief on any discussion

related to assessment. Asin 1997, any quotes were made with the authors' consent.

7. PERSPECTIVES ON INFORMATION HANDLING ASSIGNMENT
(TMA02) 1998 '

An evaluation of student perspectives on TMAO02 was carfied out in 1998, P
immediately after the assignment cut-off date, and before the students had started on
the resource based part of the course. Feedback was obtained using telephone
interviewing of 20 students and the same questions sent by e-mail to a further five
students. The respondents were volunteers from a random sample of 80 students
taken from an introductory computer conference to the courée, to which all students
are joined. In order to provide some insight into the kinds of skills with which
students were already equipped, they were also asked to give some background on

their educational careers to date, and their motivation for studying.

Interview schedule
1. Which search methods did you describe in your tma?
2. Which is going to be your preferred method of searching from now on?

3. What did you learn from this tma? Was‘it helpful in learning to find your way about the
CD-ROM? Learning how to skim read/make a precis? . . .

4. Had yoix done any CD-ROM/Internet searching before the course?
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5. How familiar are you with researching topics for study, as opposed to courses where
everything is given to you in course books?

6. What was your motivation for doing the coursé/for studying? |

8. PERSPECTIVES ON THE EFFECTS OF THE COLLABORATIVE
EXERCISE IN TMA04, ON THE GROUP COLLABORATION IN THE
PROJECT TMAUO6. |

In response to observations made in 1997 on on-line collaboration dﬁring the project
(TMAO06), the Course Team modified TMAO4 in 1998, ih order to coerce students to
reflect on the practicalities of collaboration at an earlier stage in the course. This

refinement was evaluated using feedback from both tutors and students.

Tutor feedback

It was anticipated that feedback from tutors, drawing on experiences with group
collaboration over a number of years, would shed some light on any irhprdvement in
collaboration, or lack of it. A discussion thread was set up in the tutor confererice; :
and then e-mails containing the same questions as the discussion points were sent to
12 tutors, some of whom were known to possess a range of forthright opinions, and

others who were less active participators in the tutor conference. They all replied.

Discussion points
98-tutors/tma06 #45, from jrm24, 385 chars, Sat Sept 19 09:51:48 1998

~ TITLE: Group collaboration
I'm doing‘ an evaluation of various refinements in the assessment Strategy and would welcome
your feedback on the collaborative 'aspects of tma06. Did the "practice collabofation" in
tma04 have any impact'(+ve or -v‘e)'on group orgahisatidn in tma06? Have you noticed any

differences in group collaboration over the last couple of years?
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Student feedback
An e-mail questionnaire was sent to 25 students, drawn at random from participants
in a recent course conference, eight of whom replied. . They were e- mailed with a

follow-up question, to which six replied.

E-mail Questzonnazre ' :
1. 'In your opinion, did your group collaboration for the pro;ect work well?

2. What factors influenced the success or faxlure of collaborauon?

3. Did you find that the collaboratlve approach was supporuve of your study of block ﬁve?
In what way? '

- E-mail follow-up =
Were there any problems which you envisaged in your suategy for group collaboratlon in
tma04, which became reality in tma06? Was it a useful preparation?

Project collaboration conference.
The interview data from students was supplemented with data from a conference on

group collaboration, which ran during the preparation of the project, to which 130

students were joined, 11 of whom contributed 17 substantive messages.

Conference discussion point
thd-projteam.exper #1, from nwh2, 460 chars, Mon Augl7 14:17:00 1998
TITLE: Welcome
I thought it might be useful to have somewhere we can share experiences of using CMC to
" undertake a group project. |
For examole, how many groups have actually sorted out their tasks prior to individuals
faunching into document searches? o |
How are groups coping with the l{oliday pcriod? Have groups gota coordinator or chair
person? Ifyour group is working well, can you tell us why? If your group has problems, can

others help with ideas?
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9. PERSPECTIVES ON REVISION CONFERENCE 1998

Revision and exam conferences were set up and moderated by the Course Team
Chair to provide students with a better preparation for the exam. They were
evaluated after the exam using telephone interviews with six students and the same
questions sent by e-mail to a further five students. This data was supplemented by a
face-to-face interview with the Course Chair. Of the 11 students, six had contributed
intereSting comments during the conference, and a further five had joined the

conference, but not participated in the discussion.

Interview schedule: conference participants

1. What were your experiences with the exam. Did it meet ’ekpectations? |
2. What were the greatest problems with revision? |

3. Did the revision conference guide you in appropriate directions?

4. Which aspects were most useful? You tried some peer review: was this
easier than earlier on?

5. What would have helped more?

Interview schedule: Course Chair -
1. What do you think were the most useful/successful aspects of the conferences?

2. Were the comments predictable? Did they provide a'ny new insights into the student
perspective?

3. You tried various models in terms of i mputtmg question/marking scheme/student script.
What worked best?

4. Were there problems in being the examiner and i m moderatmg a conference of this type?
What about cue conscious students?

' 5. What do you think about the ethics of giving student scripts out for other students to sce? '
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6. How much time did moderating this conference take? Is it sustainable in future years?

10. PERSPECTIVES ON THE EXAM 1998

Data on attitudes to exams in general were collected at the time of the evaluation of
TMAO2 in 1998, from the same 25 students. The aim was to gather further
informatibn on various quéstions relating to the exam which had arisen in 1997. In
addition a transcript was made of student comments on the exam conference,

recorded after the exam.

Interview schedule: students
1. How do you feel about having an exam at the end of this course?
2. Would you be happy with some alternative, eg a project perhaps?

3. Have your previous courses had exams?

Tutor attitudes to the exam were evaluated using telephone interviews and e-mail
follow-up with six out of 11 of the exam markers, who were contacted after the
~ marking period for their views on the quality of the scripts, and comparisons with

previous years.

Interview schedule: tutors

1. What were your impressions on marking the exam this year? Were most students able to
interpret the requirements of the questions? Were students using evidence appropriately?

2. Have you any comments on the marking scheme?
3. Did you notice any improvement over last years scripts?

4. Should the course continue to have an exam? Is it appiopriatc?
11. STUDENT PROFILES

In view of the richness of some of the data received from students during the

evaluation of TMAO2 in 1998, it was decided to follow up four of these students with
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telephone interviews after the exam, in order to establish their overall attitudes to the

course, any new skills acquired and the role of assessments in supporting their ability

to learn in a resource based way. The students described in the thesis were chosen

because they were typical of many students encountered in this research, and they

were at a variety of different stages in their degree studies.

Interview schedule
(Questions 1-4 were asked during the evaluation of TMA02)

1.
2.

3.

Why are you following an OU degree course?
What stage are you at in your studies? '

What was your reason for doing this course?

. What will you take away from the course in terms of skills?
. Were there any difﬁculties in studying which you continued to face throughout the course?

. How did it compare with studyihg any previous courses?

Did certain assignments help with the development of pzirticualr skills? If so, which ones?

Have you any suggestions as to how they could have been more effective?
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APPENDIX 6. H802 BACKGROUND INFORMATION

1. Examples of H802 activities and assessment

Activity 2, block 2: Small group ‘searching and Iearnmg

Activity 3, block 2: Small group 'Web course and materials deszgn

TMAO3: creating a hypertext document using html
The Examinable Component '

2. Data collectlon student perceptlons on resource based leammg
and its assessment

Interview schedule
Introduction to Bulletin Board System
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APPENDIX 6. H802 BACKGROUND INFORMATION

1. Examples of H802 Activities and Assessment

"Activity 2, block 2: Small group ‘searching and learning'
The aim of this activity is to investigate the rationale for using Web search procedures as
learning processes. You will have to work with your group preparing an account of a search
task that you have collectively investigated for uploading to the electronic form.. The search
task will be carried out as follows:

. The group decides on the topic they will search for.

. Each member carries out the search using a different search engine.

. The group compares and discusses experiences and results.

. The group compiles and submits a report recommending a procedure for learning
by searchmg‘

Activity 3, block 2: Small group 'Web course and materials design’
The purpose of this activity is to learn about the issues of design and organisation mvolved in
the development and delivery of Web-based courses. Each group prepares an account of an
investigation or evaluation they have carried out for uploading to the electronic forum by the
end of weck 5. The investigation or evaluation will be carried out as follows:

» The group agrees on two or three subject areas of interest.

*  Group members individually investigate the Web for examples of actval courses in those
subject area; descriptions of courses; relevant materials; descriptions of tools for the building
of courses. Findings are reported back to the group.

* The group agrees on a set of ‘bullet points’ relevant to an assessment of the approaches to
teaching exemplified by these sites.

»  The group compiles and submits a report on the design of Web-based courses in these subject
arcas. The report will contain links to the sites in question, along with illustrative material.”

(H802 Course Guide, Open Umversxty, 1998, pp 22- 23)

"TMAO03: creating a hypertext document usmg html

This TMA requires you to develop some aspect of the work you have done in actmtles 2 and
3 of the block.

You are to produce a set of linked Web pages which functions as a guide to the most
significant elements of the work described in the block set book (Web-based instruction, ed
by Badrul Khan). You are expected to select those writers, projects and ideas which seem to -
you to have most to offer to developers of open and distance education, or organise them into
a coherent information structure in which the physical links between topics reflect their
conceptual relatedness, and to present them in a way that is easily navigable, and makes your
organisation explicit.... Write your own short commentaries on them, creating links where
possible to the writers' own or related Web sites. - You may use relevant comments from the
Course Forum discussion, and include graphical illustrations.... if you wish. The guide is to
consist of approximately 10 screens designed and linked in the manner you choose and -
incorporating references to at least 12 of the contributions in the book.

Marks will be allocated on the following basis:
»  Explicitness and coherence of the rationale for your selectlon and structunng of 1dcas from
the book. (30%)

. De51gn of the guide - clanty, interest and ease of navigability. (30%)

*  Quality of your comments on individual contributions - understanding of the original,
relevance of your remarks, use of reference to Course Forum or other sources of comments.
(40%)"

(H802 Assignment Guide, 1998, p 11)
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"The Examinable Component
The H802 Project Question takes the place of an examination for this course. It carries 50 per
cent of the overall course grade and is submitted at the end of the course. You are advised to
look closely at the question at the beginning of the study year and to consider its requirements
as you work through the course.

HB802 Project Question (cut-off date 26 September) 4000 words,

Interaction in the learning environment takes place in three ways: with the course material,
with other students and with the tutor.

Discuss this statement in relation to your expeﬁence of distance education on H802.

Resources to use

You are expected to draw on aspects of all four blocks in preparing your answer. In addition to
the content of the four blocks, you are expected to consider your experience of learning from
print material gencrally, and how that differs (if at all) from learning in a hypertext
environment such a multimedia and the Web. Both of these types of resource (print and
hypertext environments) should be compared with the kind of learning that takes place through
online interaction. Detailed references to conference interactions should be made: for example,
analysing learning exchanges amongst students or comparing them w1th exchanges with a
tutor.

You may also include a critique of the question itself: for example, do yon think these three
aspects of learning are the only ones or that they are indeed different from each other? Confine
your analysis to distance education specifically.

You are expected to assess the role of technology in mediating the learning. How significant
do you think technology is in managing, facilitating or impeding learning? Discuss these
issues with reference to the literature you have studied for H802 and also with reference to
your experience and that of your fellow students.

Assessment criteria

* The word length for this examinable component is 4000. Marks will be allocéted on the

following basxs

. Demonstratmg an understandmg of and critical use of the course material. . (30%).

. Argumentation of the question and setting out a comprehensive answer. (30%). |
. Analysis of ‘ox‘lline interactions and intelﬁgeni use Qr persenai experience. ~’ (30%).
'« Style and written presentation. (10%).

. Verification

The assessment strategy for this course replaces the traditional controlled examination with the
examinable component and so we must take into account the need for proper verification of a
student's identity. It is essential that the examiners should be satisfied that the work submitted
is substantially the student's own, admittedly prepared under tutorial guidance. To this end:

1. Tutors and individual students will share responsibility for verifying the student's work,
and your tutors will provide and assurance that to the best of his/her knowledge you have
produced the work.

2. You must send in two copies of your submission to the address given in the booklet
Information for Students Submitting Examinable Work, Keep a copy.
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3. You will be expected to:
« engage in an e-mail exchange about the examinable component before it is submitted.
* participate in and contribute to computer conferences about the work.
* gbtain a letter from an appropriate person (eg head of department) certifying that the
submission is your own work.

4. If the Examination and Assessment Board for H802 is not satisfied with the evidence you
present to verify the origins for the work, you will be required to take a viva, or be awarded a

fail grade."

(Open University (1998) H802 Assignment Guide, pp 6-7)

2. Data collection: student perceptions on resource based learning and its
assessment
Interview schedule
1. You were given a vast rangé of resources to study from in this course, instead of tailor made
written materials. Did you have problems in decidiug what, and how much, to read? Were

there any other problems in studying in this way?

2. Inthis context, did you find that online collaboratwn assxstcd you, maybe in demdmg what

to read, or in debatmg an mterpretatxon of your readmg?

3. What skills do you think you have acqulred on the course? Of course there were techmcal
skills, what about workmg in v1rtual groups learnmg to be selectwe in reading Web sources,

set text books or conference messages?

4. Do you think particular assignments helped you develop these skills? If so, which ones?

How did they act as an aid to learning?

5. Would you have found the resource based approach more difficult to cope with if you had
been an undergraduate? In other words, were there "graduate skills", or maybe discipline

related skills, which you feel were relevant?

6. How do you feel about the validity of a course which has no exam? Did it alter your
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approach to study? Do you feel you have arrived at a synoptic understanding of course issues

without one? Did the examinable component do this for you?

Introduction to Bulletin Board System

Msg #122 of 122; posted 23/2/98 by Janet-M

H802 Plenary Area/Researching H802

The Third (wo)man

[extenéive detail omitted here]

You will be participating in resource based learning in some pa.rts of this course, so it will be
interesting to know whether your exﬁeriénces bear out those of the students on THD204. What
about the relationship between resource based learning and assessment in H802? Does the
assessment system support this method of study, or does it just test what you know? Having
worked through activity 2, would you have been as capable of undertaking resource based
work, when you were an undergraduate? Whilst on some courses the assessment systems are
not always clearly integfated with the aims of the course, do you feel this is the case for H802?

Would you be able to comment on the relationship?

I hope we can use these questions as a means to reflect on the design of the course, how it acts
as an aid to learning, and how assessment might be used to support particular aims and
objectives.

Janet
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