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SUMMARY

This case study explored the nature of tearning experiencgith aneportfolio
and whether it enhancethe develgpment of critical thinking ionline distance
learners. The project adopted a case study approach, folloegty-four online
distance learners over the course of one academic gaatying an intermediate
sociology module as part of the BAoft$) Humanities/ BA (Hons) Humanities
(Psychology Major) at Open Education, DT study focused on the case of the
learner experience oéportfolio based learningind the process of developing

critical thinking.

The research question for thisudy was Can eportfolios enhance the nature of the
learning experience and the development of critical thinking among online distance
learners?Data were generated using the participant eportfolio entries and-tinwe
semi structured interviews. The participants were interviewed with tkeewortfolio
wherewritten, visual and physical artefacts were used as stimulus during the
interviews. The angtical approach for the study was thematic analysis, a data led

approach following the Braun & Clarke (20G%% phases of thematic analysis.

The findingavere presented into five themes, which demonstrated the
multifaceted nature of learing experiencewith an eportfolio and its relationship
with the development of critical thinking for online distance learners. The themes
were; being an online distance learner, the experience of learning with an
eportfolio, my approach to learning, thinking criticallymy eportfolio, the

sociology discipline context.



Arguably the most decisive findings from the datare; that learning with an
eportfolio supported the development of critical thinking skills and dispositions
within the discipline context for online stiance learners. The eportfolio was more
than a technological tool foonline distancestudents, itwas a deeply personal
space where students experimented with new ideas and approaches. Furthermore,
the sociology discipline context was fundamental to niagful learning with an
eportfolio. In addition, this case study demonstrated the significance of the
temporal aspect of learning with an eportfolio. The retrospective act of reflecting
back on their learning and the future focused planning had a positipact on the
student learning experience. Finally, learning with an eportfolio enabled online
distance learners to document their lived experiences and learning approaches

which gave a unique picture of what it is like to be an online distance student.

The study concludes with a number of recommendatifmmgpractitioners,
researcherand future lines of research such as further exploration of the
relationship between discipline context, eportfolbasedliearning and the

development of disciplinary crtal thinking.
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ABSTRACT

Developing critical thinking through eportfolio based learning: an

exploration of the experiences afion-traditional online distance learners

Thisdoctoralstudy exploreshe natureof the learning experience with aportfolio and
whether it enhanceshe development of critical thinkingmong online distance learners.
The project adopta case study approach, following twefftyur online distance learners
over the course of one academic ye@he study focusesn the case of thdearner

experience of eportfolio based learning and the process of developing critical thinking.

The regarch question for the study:i€an eportfolios enhance the nature of the learning
experience and the development of critical thinking among online distance learDets?

were generated using the participant eportfolio entries and tivoe semi structured
interviews. The participants were interviewedth their eportfolio, written, visual and

LK@ &AOFt | NI ST Oleportfalidher usedaS stimiHuslduin@the J- v i Q a
interviews. The analytical approach for the study was thematic analysis, a data led @pproa
following the Braun & Clarke (2006x phases of thematic analyside findings were
presented into five themes, which demonstrated the multifaceted nature of learning
experiences with an eportfolio and its relationship with the development of critical thinking
for online distance learns. The themes were; being an online distance learner, the
experience of learning with an eportfolio, my approach to learning, thinking critically in my

eportfolio, the sociology discipline context.

Findings indicate that learning with an eportfolio carhance the nature of the learning
experience by providing learners with a personal space to evaluate their own learning, to
process their thoughts and experiences and to document their lives and learning in an
authentic and meaningful way. In addition, tfiedings suggest that learning with an
eportfolio can enhance the development of critical thinkinglslkand dispositions within a

disciplinary context.
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GLOSSARY

Eportfolio:Ly GKA & &aiGdzRé |y SLRNITF2fA2 Aa RSTAYSR

AAAAA

F2NJ ONAYIAYI (G23SGKSNI 2dzRAOA2dzat & edtsSt SOGSR &
AY&ARS YR 2dzidARS (KS OflFaaNR2yY F2N I dziKSy i
then, becomes more than a product, a simple repository of artefacts; it becomes a process

of reflection, of organizing, prioritizing, analysing, and commuhigdd 2y SQ&a 62 NJ |y

Gl fdz2Ss 6KAOK YIF& LINRYLIW AyaAaakaa +FyR 321t aé

Online distance learnerAn online distance learner is a part time adult learner based off
campus, studying on a course where the majority of the learninglise, but may engage

in a small number of face to face classes.

Online distance learningOnline distance learning is a course where the majority of the
learning is online, the students are based off campus but may engage in a small number of

face to fae classes.

Critical thinking deritical thinking is a judgement process. Its goal is to decide what to
believe and/or what to do in relation to the available evidence, using appropriate
conceptualizations and methods and evaluated by the appropriate &ritcé 6 CI OA 2y S 9

Facione, 2008, p.2).

Critical folio thinking The critical folio thinking framework conceptualises effective learning
portfolio practice as comprising of four elements: the process of learning, critical thinking
skills, reflection and disdipe context. The process of learning portfolio practice can be
transformative, personal and empowering for students. Effective learning portfolio practice
can stimulate critical thinking, provide space for students to experiment and reflect on their
learning journeys. Reflective writing is the medium which facilitates learning portfolio
practice. The developmental process of learning portfolio practice can be authentic,

promote deep learning and should be grounded in a disciplinary context.
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1 CHAPTERNEINTRODUCTION

1.1 INTRODUCTION

The aim of this study is to explore the nature of the learning experience with an
eportfolio and whetheror notit can enhancéhe development of critical thinking
among online distanckearners studying an intermediate sociology module as part
of the BA (Hons) Humanities/ BA (Hons) Humanities (Psychology Major) at Open
Education, DCWhe study focusesn the case of théearner experience of

eportfolio based learningind the process aleveloping critical thinkinglhis
introductory chapter outlines the background, context, rationale, research
guestions, contexts, theoretical frameworks, research design and methods and

organisation of this doctoral study.

1.2 BACKGROUND

This journey begaten years ago when | was asked to teach a module on personal
development for first year undergraduates. Never having taught personal
development before, | was struggling to come up with a teaching and assessment
plan for the module. | spoke with a more exjenced colleague and he suggested
that | could use a portfolio assessment approach. Taking his suggestion, | started
NEASIFNOKAY3I LR2NIF2fA2 FaasSaavySyid | yR
resources on eportfoli@ At the time,an eportfolio seemed like a more fun and
innovative approach than a paper based portfolio and | thought the technological
aspect would ignite the interest of my students. With very little understanding o
eportfolio pedagogy and g&chnology focused approach | launchatb an

eportfolio project with this group of students. At the end of the module, the

L

T 2 dzy
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students gave oral presentations with thejportfoliosand three aspects of the
experience captured my attention; how well | knew the students because of the
personal n&ure of theireportfolios, the pride they felt presenting theeportfolios

and that something interesting was happening for the students in process of
creating an eportfolio. The following year, | introduced eportfolio as an assessment
into three furthermodules, conducted a small research project which examined the
learner perspective on portfolio assessment and persuaded the college to pilot an
open source eportfolio platform called Mahara. These initial steps shaped the early

ideas for this doctoral stly.

1.3 RATIONALE FOR THISIST

This study set out to explore whether eportfolio ptiae mightenable students to
develop critical thinking skills and enhance thearteng experiences in higher
education This research topic is important because develgpiniversity students
who can think criticallgnd learnin aselfaware authenticand meaningful way is
widely recognised athe goal of higher educationn fact, the IrisiNational
Strategy for Higher Education to 2088scribes critical thinking ame of the key

charmcteristics of future graduatg®epartment of Education & Skills, 2011)

Although critical thinking has been perceived one of the key outcomes of higher
education, this outcome is often unfulfilled with university students graduatiitl
underdeeloped critical thinking skil®unne, 2015Ennis 2016;Facione, 1990;
Willingham 2007) A recent survey of Irish employers found thatdwates lacked
analytical skill§Gradlreland, 2015). If critical thinking skills are a desired oueo
of higher education by government, employers, academics and researtiosvs,

can theybe fostered in higher education students?
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One approach to fostering critical thinking skills may be through new maides
learning and assessment suchegortfolio based learning. There is growing
evidence of the impact of eportfolio practice on studdsdrning which is
summarised belowBaird et. al. 2016; Buente et. al. 2015; Clarke & Hornyak, 2012;

Eynon & Gambina2017 Lambe McNair Smitt2013 Morreale et. al2017).

The research suggests thgi@tfolio based assessment enables students to:

71 Integrate their learning and make connections between moduBe®(ite
et. al., 2015Eynon & Gambind2017; Morreale et. al. 2017);

71 Learn in an authentic, student centredid meaningful way (Baird et. al.
2016;Lambe McNajrSmith 2013)

1 Improve their academiwriting (Desmet2008)

1 Learn independentlyClarke & Hornyak012)

1 Belong to community and collaborate with pe€Barbera, 2009Bolliger &
Shepherd, 2010; BfazaryaAwhite, 2012;Moran et. al, 2014Shepherd &
Bolliger 2014;Shepherd & Bollige2011;Tucker, 2012yWang 2010

1 Learn in aselfregulatedway (Alexiou et al.2010;Jenson2011;Lam 2013;

Nguyen 2015 Stoten, 201k

However, according tBryant & Chittum (2013) in their seminal article which
systematically reviewed eportfolio research since 1996, an increased focus on
empirical research on eportfolio practice is needed to create further evidence for
eportfolio adoption which is becoming déspreadm higher education. Ais

research topic is important because very little is known about the impact of

eportfolio practice on critial thinking development.here have been no empirical
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studies to date, this gap was highlighted by Bryant & Chiit2@i3, p.195) who
F NBdzSR GKIFG aFdzidzNB aiddzRASE akKz2dzZ R O2y dA
reflective skills, critical thinking skills, deeper levels of learning and student
Sy3ar3asySyid Ay GKS O2yGSEG 2F SL#eANI T2t A2 0

gap in the eportfolio research in relation to critical thinking.

1.4 RESEARCH QUESTIONS

¢KS addzReQa LINAYLF NE [Cin€poitfoficRenihaBca B¢ NO K ) dzS
nature of the learning experience and the development of critical thinking among
online distance learners?
Further, the research question can be considered as two interlinked parts:
1 Part 1: @neportfoliosenhance the nature of the learning gerience
among online distance learners?
1 Part 2: @neportfoliosenhance the development of critical thinking among

online distance learners?

1.5 RESEARCBONTEXT

The context for this research is the Open Education Unit at Dublin City University
(DCU).

TheNational Distance Education Centre, later called Oscail and now Open
EducatioiDCU Connectedas founded in 1982, with the aim of providing
undergraduate and postgraduate degrees to Irish adult learners through the mode
of distance learning. From 1982 t60@6,students learnedy seltdirectedstudy of
course materials that they received by post and by attending a small number of face
to face tutorials in centres around Ireland (Delaney, 2017). In 2006, the unit began

the process to evolving from a distanlearning mode to a blended online delivery.
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In 2011, the mode of delivery further evolved from distance to online by introducing
some synchronous live online tutorials and by deliverirggdburse content
electronically(Delaney, 2017)At the time of dak generationn 2016/17, the mode

of delivery could be described as anline distance learning course where the
majority of the learning is online, the students are based off campus but may

engage in a small number of face to face classes.

The context othis case study relates to the undergraduate humanities programmes
offered by Open Education, which includes two qualificatidimeBachelor of Arts
(Hons) in Humanities and the Bachelor of Arts (Hons) in Humanities (Psychology
Major), which are part tira modular degree programmes whereby learners can
study a combination of history, sociology, literature, psychology and philosophy.
The original Humanities Programme began in 1993 while the Psychology major
began in 2014. The module setting for the studyswea intermediate sociology

module.

1.6 PoLIC PRACTICEONTEXTS

There are a number of macro policy and practice contexts and trends which are now
considered in relation to the micnoerspective of this presergtudy. These macro

policy and practice conteximpact on the micro context of this case studis

section outlinesthree contexts relevant to the studjirstly, the policy in relation to
critical thinking, secondly, the role of technology in higher education policy, and

finally, online distance learning and Irighvernmentpolicy.

The prevailing conception of critical thinking in Irish, British and Européeay p®
as part of a set of generic skills essential for bigiducation students to attain

(McMahon 2014;Pithers & Soden, 2000y his conceptualisation of critical thinking
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originates from the European higher education reform programme sebguhe

1999 Bologna DeclaratigiMcMahon, 2014)The Bologna process introduced the
learning outcome approach to programme design and is linked to the emergence of
a generic skills approach in Irish higher education, as evidenced Natienal

Strategy for HigheEducation to 203@eport (Department of Education & Skills,

2011). In this report, critical thinking was described as one of the key characteristics
2F FdzidzZNB 3INF RdzZ §S&as | LINL 2F F asSda 27
paid to core ski$ such as quantitative reasoning, critical thinking, communication
skills, tearaworking skills and the effecvuse of information technology

(Department of Education & Skills, 2011, p.3%)ere are a number of authors who
challenge this prevailing weof critical thinking as a generic skilheyargue that it
isflawed as it fails to account for the importance of disciplinary condext is

driven by a neoliberal emplo¥pdity agenda, which has become pervasive in the

discourseof higher educatiofDominguez, 2018Dunne, 2015Jones2009).

In higher education, the use of technology to support learning and teaching or e

f SENYyAYy3I KFra 0S02YS dzoAljdzid2dza yR F OO0O2N
is now woven deeply into the fabricdty A S NE A GE (S OKAYy3a | YR
government policy from 1997 to present day has focused on the development of IT
infrastructure to facilitate dearning in higher education which aimed to use

technology as a supplement to traditional teachimgthodologies rather than

enauraging fully online deliverffFarrelly, 2014)The government policy has been
narrowly focused orthe infrastructuralaspect of the use of technology and has

given little attention to the pedagogical impact of technofagnhigher education.

This is evident in th&oadmap for Enhancement in a Digital World 22037

(2014) report produced by the National Forum for the Enhancement of Teaching

and Learmmg in Higher Education. Irish government policies ortlearning,
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technobgy is framed as enhaing higher education and agiselfevidentd 2 2 R €

(Farrelly, 2014)

The narratives surrounding technology in higher education tend to view educational

technology as a panacea or as a disrupter of the current system which will cause

transformation, this is also prevalent in the epitto literature (Bryant & Chittum,

2013; Farrelly, 2014500dfellow 2014 Selwyn, 2016 These narratives should be

O2yaARSNBR Ol dziaAz2dzates o0SINAYy3I Ay YAYR {StgeyQa ¢
scepical of the claimsmade 6 2 dziiT G SOKy2f 238 Ay SRdzOFGA2Y FYyR .| &
contention that a more nuanced understanding of digital education that considers

the relationship between tdmology, society and education is requirddherefore,

this study adopts aritical social scientific approach to educational technology

rather than a technological deterministic one which is prevalent in thecational

technology discourséSelwyn, 2010)This study argues that technology can be an

enabler of learning, but is important to focus on the pedagogy and the learning

that has been enabled and not on the technological tool. It is througHehis that

eportfoliosare explored in this rezarch study, with #ocus on eportfolio practice

and pedagogy rather than tenblogy.

In the practice contextportfoliosare common in American higher education, with
57% of colleges using eportfadi¢Eynon & Gambino, 20173 imilarly,in the UK, a
survey carried out in 2014 highlighted that 78% of universities nhow have aatlgntr
supported eportfolio tool (UCISA, 2034However,in Ireland, there has been a
relatively slow pace of adoption of eportfolioA recent report carried out by the

Irish National Forum for the Enhancement of Teaching and Learning found that less
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than 10% of Irish higher education students were engagqubitfolio based
assessmenfNational Forum, 2016This research study identifies three drivers of
eportfolio adoption in the higher education literature: government policy,
eportfolio communitiesand funding for eportfolio practice and research. This
thesis argues that the slow pace of adoption of eportfeiiolreland idue to the
absence of the thredrivers of eportfolio adoption in Irish higher education. There
was a lack of government policyivkrs, no distinct Irish eportfolio community, and

a scarcity of funding.

Online and distance education are the fastest grayareas of education

worldwide. This is because they provide access to educational opportunities in a
flexible manner to studerstfrom diverse backgrounds and gesphical regions

who oftencannotaccess tgher educatiorby other means (Delaney & Fox 2013;
Simpson 201 However this trend is not mirrored in the Irish context, the most
recent figures compiled by the Irish Higher Education Authority (HEA, 2016) reveal
that only 3% o&nrolmentsare studying remotely and only 17% studying part time.
Brown (2017) argues that the rean for the low participation rates in online
distance education and patime modes of study are due to the current restrictive
funding model which does not financially support these study modes. Further, the
current absence of funding for patime and aline distance modes is at odds with
the stated national education policy which has the aim of increasing the
participation rates opart time and flexible learner@®rown, 2017Flannery &

McGarr, 2014 HEA, 2016

Thecontexts outlined in the section ale shape the widgpolicy and practice
landscape in which this present study is situat€dree key contexts were

considered; critical thinking and higher education policy, the role of technology in
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higher education policy, and finally, online distancarféng and Irish government

policy.

1.7 THEORETICARAMEWORKS

This case study is bounded by twoeirlinked theoretical frameworkshe

conception of eportfolio in this case study brings together three distinct theoretical

approaches to eportfolio practic&ubizarret® (2008)earning portfolig Chen &

.t @o19®lio thinkinglk YR 9@y 2y #R01D)Cavalyst fyaghewark for

high impact eportfolio practic€ubizarret® & Y2 RSt 0 Kk goaaptudl 2 3S G K S NJ

relationship betweereportfolio and ctiical thinking. Of particular relevance, are

the elements oZubizarret@a f S NYyAy3 LR NIF2fA2 Y2RSf GKFG SYLXKLE
thinkingl YR RS @St 2LIySy il f LINRPOS&daas daGKS AYOINRYyairoO YSNJ
involving students in the power of reflection, the critically challenging act of

thinking about their learning and constructing a sense of the learning experience as

a coherentunified, developmental procegsZubizarreta 2008, p.xx)Chen &

LEF01Qa F2tA2 GKAY(IAY3d KAIKEAIKGA GKFEG SLINIT2f A2
approach that focuses on designing structured opportunities for students to create

eportfolio and reflecton their learning experiencésChen & Black, 2010, p.Z)his

focus on eportfolio practice and pedagogy rather than technologyfusdamental

principleto the understanding of thisthesis,y R A4 a Kl NBR o0& 9@y2y 3 DI YOAY
Catalyst framewaork for high impact eportfolio practice. The Catalyst Framework

provides a much needed evidenbased approach to eportfolio practice, the

features of the framework of particular relevance to this cas@gtare the three

design principles of inquiry, reflection and integratiardahe strong focus on

pedagogy(Eynon &Gambino, 2017).
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In summary, the model of eportfolio based learning for this case study is that the
process of eportfolio based learning caa transformative, personal and
empowering for learners. Effective eportfolio based learning can stimulate critical
thinking, integrate learning, provide space for learners to experiment and apply
theory and reflect on their learning journey. The procetkarning with an

eportfolio can be meaningful, authentic and promotes deep learning (See figure 1).

Pedagogy

Discipline Critical
context thinking

Learning

portfolio
practice

Deep
Learning

Integration

Process of
Learning

Figurel Learning portfolio practice model

Theconceptudisation of critical thinkingin this studyisinterlinkedwith the
theoreticalmodelof learningportfolio practiceoutlined above.Criticalthinkingis

anintegralelementto effectivestudentlearningwithin the eportfolio practice
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context. Threedistincttheoreticalapproachesnform the conceptionof critical
thinkingin this thesis Facione& C | O A £§08)definition of criticalthinkingand
modelof dispositionsthe APADelphi(Facione,1990)frameworkof criticalthinking

skillsand Grauerhol& Boumal 2 f ( [RBOB)Eritzalsociologicathinkingmodel.

Thisstudyplacesitself firmly in the normativetradition of criticalthinkingwhich
centreson values quality of thinkingandformulation of evaluativejudgement.As
descriptiveapproacheso criticalthinkingare overly proceduraland mechanistic;
they reducethe complexityof thinkingto computerlike processesvhichdo not
takeinto accountthe affectiveaspectof criticalthinking (Bailin,1999;Fische&

Scriven,1997).

Further, this study arges that critical thinking cabe taught and learned withia
discipline context, following the ideas of Bailin (1999), McPeck (1990) and
Willingham (2007)As there is growing evidence, that a discipkmsbedded
approach to critical thinking can be more effective than a generic skills approach
(Abrami et. al.2015; Niu, BehaHorenstein, Garvan 2013; Tiruneh, Weldelassie,

Kassa, Tefera, De Cock, Elen, 2016)

I NAGAOFKE GKAY{AYy3 Ay GKAA addGddzRé Aa O2yOSLJida t AasSR
decide what to believe and/or what to do in relation to theailable evidence, using

appropriate conceptualizations and methods and eviddaby the appropriate

criterisge 0 ClI OA 2y S gThi€defhitich y6 $\Valuative, mafisiic and brings

together the key elements of judgement, standards and attitudetHen, the

motivation to think critically is fundamental and is this clearly set out in the Facione

(2000) model of seven dispositions towards critical thinking whichiaggisitive
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systematic judicious truth seeking cnfident in reason open-mindedand

analytical

This dispositional aspect is fundamental to the conception of critical thinking for this
study. In addition, the clearly defined skills of critical thinking set out by the APA
Delphi (Facione, 1990) model is an inclusive and robust framework which sets out
the six critical thinking skills of interpretation, analysis, evaluation, inference,
explanation and selfegulation.Finally the importance of discipline context and in

the context of study the discipline of sociology is emphasised by Grauerholz &
Boumal 2f GNRLJAQ OHnnoO Y2RSt 2F ONARGAOI €

thinking strongly with the discipline of sociology.

Discipline Critical

context thinking

Figure2 Model of Critical Thinking

In summary, the model of critical thinking for this casedy is that critical thinking

is a judgement process which enables decision making.encompassed by the
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skills of interpretation, analysis, evaluation, inference, explanation and self
regulation and the dispositions of being systematic, judicitush seeking,
confident in reason, opeminded and analytical. Critical thinking is strongly rooted

with the discipline context. (See figure 2 above).

1.8 QRITICAEOLIOTHINKING

These interlinkedheoretical frameworks for eportfolio practice and critithinking
outlined above form the theorétal foundations for this study and form a
theoretical framework for learning portfolio practice called critical folio thinking
(Farrell, 201B). The critical folio thinking framework conceptualises effective
learning portfolio practice as comprisiraf four elements: the process of learning,
critical thinking skills, reflection and discipline context. The process of learning
portfolio practice can be transformative, personal and empowering for students.
Effective leaning portfolio practice can stimulate critical thinking, provide space for
students to experiment and reflect on their learning journeys. Reflective writing is
the medium which facilitates learning portfolio practice. The developmental process
of learningportfolio practice can be authentic, promote deep learning and should

be grounded in a disciplinary context (see Figube@w).
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Figure3 Critical Folio Thinking

1.9 RESEARdPESIGN: METHODOLOGY

This study is qualitative imature and grounded in the constructivist paradigm and

is focused on understanding and exploring meariBraun & Clarke, 2018ryman
2008). The studyadopts a case study approach, using an exploratory holistic single
OFaS RSaAdy ¢KSSHB dadRR & & Buddhd idadrdry I B
experience of using an eportfolio and the process of developing critical thinking are
investigated(Creswell, 2007)'he study focuses on the case of tearner

experience of using an eportfolio and the procegsleveloping critical thinkindn

order to gain a rich, thick and personal accounts of the experience of using an
eportfolio the following datayenerationmethods were selecte(Braun & Clarke,

2013) Data were generated using the participant eportfatiotries and twetime

semi structured interviews. The participants were interviewed with tkeeortfolio.

Thes NA GGSy > @Aadzf FyR LKA efitfdiowerdIi STl Ol a

used asstimulus during the interview@Prosser & Loxley, 2008)
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Daa analysis was an ongoing process throughoutl#itier parts of theproject,

following a circular model ajenerationand analysid Rl G~ a4 GO2RAYy3I Aa [yl fea:
(Miles & Huberman, 19947 he analytical approach for the study was thematic

FylfeaArar 6KAOK 61 a dzaSR G2 SEheYAyS (GKS ayl (dz2NB 2
affective, physical and cognitive, a data led approach following the Braun & Clarke

(2006) six phases of thematic analysise Filemes emerged from the data; being

an online distance learner, the experience of learning with an eportfolio, my

approach to learning, thinking critically in my eportfolio, the sociology discipline

context. Detailed analysis of the themes was conduateelation to the research

guestions and existing literature, which resultedhe five findings of the study.

1.10 CONTRIBUTION GRESIS

| believe that his thesis makes significant contribution to the body of knowledge on
the development of criticathinking skills, the nature of eportfolio based learning
FYR GKS tSINYyAy3 22dNySea 2F 2yftAyS RAadlyOS aiddzR
contributions are made on a number of fronhecase study findings
demonstratethat learrning with an eportfolio suppds the development of critical
thinking skills and dispositions within the discipline context for online distance
learners. Further, the study showiat the eportfolio was more than a

technological tool for online distance students, that it was a deephg@nal space
where students experimented with new ideas and approaches. In addithis case
study demonstrateshe significance of the temporal aspect of learning with an
eportfolio. Theretrospective act of reflecting back on their learning and theife

focused planning had a positive impact on the student learning experience. Finally,

learning with an eportfolio enabled online distance learners to document their lived
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experiences and learning approaches which gave a unique picture of what it is like

to be an online distance student.

The theoretical model for learning portfolio practice develdgd®y this study
contributes to theoryon developmental/process eportfolio and the relationship to

critical thinking skill development and disciplinary comtex

This study has taken a new methodgical approach to data generatiarsing the
participant eportfolio entries and twdime semi structured interviews. Although
previous studies (Ayan & Seferogh®11; Chau & Chen@010) have used this
approach to datajeneratio= Yy 2 LINBS QDA 2 dz& & (i dzBpdrtfodas  dz

stimulus during interviews.

There are a number adriginalcontexts which this study contributes to the body of
knowledge. In Ireland, there hawmly been five journarticles related to

eportfolio and none related to online distance learners. Worldwide, there are no
previous empirical studies which have examined the relationship between critical
thinking skills development and eportfolio based learning. Also theraare

previous studies oeportfolioin the discipline of sociology and very few which
examined the role of discipline in eportfolio based learning. Very little is known
about the experiences of online distance learners in Ireland, with only one previous

study conducted.

This study makes a number of recommendations for practice which to date have
not been considered as important for implementing effective eportfolio practice

which supports student learning and develops critical thinking.
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1.11 CoNCLUSICN

This chapter has outlined the background, context, rationale, research questions,
contexts, theoretical frameworks, research design and methods and organisation of
this doctoral study.

This introductory chapter has presented the research problem for tidysthat

higher education desires critical thinking as an outcome, further it presented the
gap in the literature on eportfolio and critical thinking which is analysed in detail in
the eportfolio literature review in chapter thred@his study explores twmajor

topics; critical thinking and eportfolio within the contexts of the discipline of
sociology and online distance learning, the literature, challenges, and debates are

critiqued in the proceeding chapters.

In the next chapter, thditerature oncritical thinking definitions, practice and
purpose in the higheeducation context are examined. The question of the
importance of discipline context to the development of critical thinking skills is
examined generally and specifically in relation to the gigoé of sociology. This
critique provides the theoretical foundation for the critical thinking framework

discussed above.
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1.12 STRUCTURE QRESIS

This thesis is structured in twelh@hapters

Chapter 1: Introduction

Chapter 2: Critical thinkingtefinitions, frameworks and practice in higher

education

Chapter 3: What is an eportfolio? definitions, practice and purposes

Chapter 4. Who are online distance learners?

Chapter 5: Research designethodologyand methods
Chapter 6introduction to Findigs & Discussion

Chapter 7Findings & Discussion part 1

Chapter 8Findings & Discussion part 2

Chapter 9Findings & Discussion part 3

Chapter 10Conclusion of Findings & Discussion chapters

Chapter 11 Conclusion
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2 CHAPTERWOQRITICAL THINKINMEFINITIONS
FRAMEWORKS AND PRZEIN HIGHER EDUOAT

2.1 INTRODUCTION

This chapter exaines the literature orcritical thinking definitions, practice and
purpose in the higher education context. An analysis of the literature is presented
and the chapter concludes with the critical thinking theoretical framewbs&t was
adoptedfor this study. Through an explorah of the two broad approaches to
critical thinking in the literature; a philosophical or normative approach and a
descriptive or psychological approach, this chapter aims to produce a model of
critical thinking for this study, an answer to the elusivestion: what is critical

thinking?

2.2 METHODOLOGY

The methodology for this literature review chapter is that of a traditional literature
review. However, the review was informed and structured by the following guiding
guestions:

1 What is critical thinking?

1 What theoretical frameworks are there for critical thinking?

1 What is the relationship between discipline context and critical thinking?

1 Howis critical thinking taught and learned higher education?

1 What is the nature of critical thinking within the gabt discipline of

sociology?

Theseguiding questions were shapeghd informedby the overarching research
guestion of the studyCan eportfolis enhance the nature of the learning experience
and the development of critical thinking among online distance learners?
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The scope of literature review has the following boundaries; a focus on literature
published in English, a limitation to texts avhi@in full text in the library

databases or online, a focus on critical thinking in higher education contexts, and
finally the inclusion of peereviewed journal articles only, academic books and

policy documents.

Each study was assessed by reading itteednd abstract for relevance to the
inclusion criteria and to the guiding questions for the literature review.
Inclusion:

1 Published in English

1 Texts available in full text

1 Higher Education context

1 Peer reviewedjournal articles

1 Academic books

9 Criticalthinking

M Online Distance

1 Sociology related

1 Policy documents
Exclusion:

1 Any other education contextot Higher education

1 Grey literature

1 Not peer reviewed
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2.3 ABRIEF HISTORY OFICRL THINKING

The history of critical thinking is intertwined with the origins of education and the
history of ideas. From Ancient Greece to the present day the concepts of reason,
rationalism and criticality havevolved whileremaining a central aim of education.
Great thinkers such as Socrates, Locke, Rousseau and Dewey shaped modern
conceptions of the nature of knowledge, how we think and learn. This section
presents a historical background to critical thinking and considers the following
questions:

1 Where does theoncept of critical thinking come from?

1 How has critical thinking evolved over time?

There are several recurring themes from the Ancient Greeks to the twentieth
century relevant to critical thinking. Firstly, the importance of reason, rationalism
and incependent thought. Secondlyhe act ofquestioning and challenging
traditional assumptions. Finally, moving away from memorisation of facts to

understanding.

The origins of critical thinking trace back to 700BC in Ancient Greece, where Greek

philosopherseased to accept traditional beliefs and began to start asking

GlidSaidAazya GKFEG OFftftSR FT2N f a8fA0Ff (K2dzZaK{G NI G§KSN
traditional folk knowledgé (Lawton & Gordon, 2002, p. 1BHocrates urged people

to pursue a life of reason, hisys of questioning known now as the Socratic

Method encouraged his followers and students to question itiadal assumptions

and beliefgCurren, 2008p { 2 ONJ 1Sa 06St ASOSR G(GKIG tSIRAY3I |y WS
happiness and virtue; this is evidenced ihBI2 Q& ! L12f 238 ¢gKAOK NBLRNIA {20

trial for corrupting the young people of Athens with his philosophy.
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I cannot hold my tongue, you will not believe thanh serious; and if | say
again that the greatest good of man is dailyctmverse about virtueand all
that concerning which you hear me examinimgself and others, and that
the life which is unexamined is not worth livinthat you ae still less likely

to believe (Plato, nd, p.3)

Plato developed Socrates idea of the virtue of an individwaliteg an examined

life, he believed that education is a basic component of a good society. Later,

I NAaG203tS NB2SOGSR tflGd2Qa ARSItAAY Ay ¥
think depends on the sensations wegperiencglLawton & Gordon, 2002The

Ancient Greek tradition highlighted the importance of comprehensive, well

reasoned thinking and profoundly shaped educational philosophy.

After the scholasticism of the Middle Ages, the Renaissance of tharidb16"

centuries saw the development bfimanism. manist philosophy encouraged

individuals to acquire a wide range of knowledge with the aim of understanding and
SESNOAAAY3I WONRGAOL fieval mébmisation Dfkey tektd (1 K S NI
(Lawton & Gordon, 2002)

The scientific revolution of the seventeenth century, the new sciences of

astronomy, cosmology and physics pursued by Galileo, Kepler and Newton
RSZGNRPESR GKS 2fR GKINX2yASa 2F Iy | yiKN
science and the bible hadndorsed (Porter, 2001, p. 13henew scientific

philosophy argued that nature was comprisedafticles governed by the universal

laws of physics and expressed mathematically. The scientific method of

investigation began to change how society, higtand nature were considered. The

proper method of investigation became the scientific method and the belief that

sciene was the key to human progre@orter, 2001, p. 15).
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bl GdzNBZ FyR ylddNBQa tl1 68 e KAR o0& G(GKS yAIKI

God said,dt Newton be! andAll was LightPope, 1806, p. 428).

Descartes was influenced by the scientific revolution, and iRbissfor the

Direction of the Mindhe created a systematic discipline for thinking based on his

(s}
[
w»

LINAYOALX S 2F aeadSyYl A Ooffinking,ihe aigiied OK Ay @2t SR a
should bequestioned, doubted and testédPaul, Elder, & Bartell, 1997, p. 1)
Descartes also emphasized the importance of using evidence to support

judgements.

Later during the Enlightenment, a period knownla& S W! 3S 2F wSl az2y Qx>

philosophersvere concerned with analysing and debating the nature of the mind

and its powers, criticising the status quo and thinking rationally. In Britain, scientists

such as Robert Boyle and Isaac Newton criticised past scieaiiarch and began

to develop a scientific method based gaenerationevidence and sound reasoning

(Porter,2001)¢ KS 9y 3f AaK | OFRSYAO W2Ky [201S5Qa LRtAGAOIf

NEtFGA2YyaKALl 0SG6SSy GKS AyRAGARBedeal |yR I2FSNYYSy
foundation for critical thinking about basic human rights and the reasonédism

of thoughtful citizens (Paul, Elder, & Bartell, 1997, p. ) Some Thoughts

Concerning Educatighocke criticised the ridgadaching method of contemporary

schools, especially rote learning and he pronebtearning by enquiry which he

GrSoSR20MEAYE 42 YdzOK Ot SFNA I fSFNYSNDRa gl e&sx KSt LI
YF1S&a KAY 32 a2 Straé |yR a2 (Edcke)1a9g, p.l y& SyljdzANEZ |

3)
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In Francephilosophes such as Voltaire, Diderot and Rousseau made significant
contributions to critical thinking. Their beliefs in the primacy of reason, progress,
freedom of thought and enquiry and the transformative power of education had

longterm effect on soiety (Porter, 2001) The Enlightenment view was that the

key to understanding and controlling the world was reason. Towards the end of the
Enlightenment in the 1780s, Immanuel Kant examined the clash which had emerged
between the mechanistic, causal laafsscience and the traditional view that

morality requires freedom. Ithe Critique of Pure ReasdrK A OK g & YI y (i Q&
response to the Enlightenment crisis of reason, he examined metaphl(sics

reconciled the use of reason for science and moralityaéisrral and mutually

consistent(Porter, 2001).

The industrialisation of the 19th century created new social classes, factories, large

cities and the massification of all areas of modern life including education. With
industrialisation came new forms of ddality, new political movements such as

Marxism which criticised capitalism, new academic subjects like Sociology which
considered the disconnection and break dowrso€ial bonds in modersociety

(Lawton & Gordon, 2002The development of psychology aseparate field and

its scientific investiga®y 2 ¥ WY I & ( S Ninfluental taitheSieldoh Yy RQ g I &
education and the concept of critical thinking. In the late 19th century and early

20th century, psychologists such as Piaget, Bruner, Skinneriaetcarried out

ground breaking research into intelligence, the learning process, human

development, languge acquisition and behaviourisfhawton & Gordon, 2002)

l'd GKS 0S3IAYyyAaAy3a 2F (GKS G¢oSyaASikK OSyldzN
into the reconciling of science with morality and religion. Pragmatism/functionalism

concerned the examination of the function and purpose of mind and behaviour and
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was developed 1870y0C.S. Peirce and William Jamés 1907 William James
publishedPragmatism:A New Name for an Old way of Thinkimdnich offered a
pragmatic way of thinking which could view science, morality and religion not in
competition. Pragmatism was developed later by John Dewey; he developed the
idea of inquiry as activity and argued ththeory and practice are closely linked

(Hookway, 2010)

There are three recurring themes from the Ancient Greeks to the twentieth century

relevant to critical thinking. Firstly, the importance of reason, rationalism and

independent thought. Secondfyuestioning and challenging traditional

assumptions. Finally, moving away from memorisation of facts to understanding.

When the American philosopher and psychologist John Dewey began writing about

education at the turn of the twentieth century, he contindi¢the examination of

these themes. He defined critical thinking which he called reflective thinking as:
Active, persistent, and careful consideration or a belief of supposed form of
knowledge in the light of the grounds which support it and further

conclusons to which itends (Dewey, 1909, p. 9).

Dewey attacked the traditional transmission method of instruction, argued that
people learn from experience and by thinking about what has been experienced.
5SgSeQa NBTFi SWds krigclity riddagohirg ywhichhe/défined as

& hinking includes all of these stepthe sense of a problem, the observation of
conditions, the formation and rational elaboration of a suggested conclusion and

the active experimental S a ((Deywey £1966, p. 151).

Dewey believed that students should be given the opportunity to engage critically
GAGK yS6 ARSI& YR fSINYy GKNRddzZAK SELISNASYyOSo
38| Page
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be equipped so as to give students an opportunity for acquiring and testing ideas

and informaton in active pursuits typifpg important social situatiodgDewey,

1966, p. 162)Dewey proposed a scientific method of approaching thinking which

involved five stages. Firstly, we begin to think when presentedblem. Secondly,

we gather data. firdly, we create a solution and hypothesis. Fourth, mental

elaboration of the idea. Fifth, test the hypothegisawton & Gordon, 2002Dewey

was a very influential thinker and is credited with many current educational

approaches and isonsidered thdather of the modern critical thinking tradition.

Ly GKS mdonnasz odzAifRAY3I 2y (KS 5S4SeQa AR
9RGI NR DflasSNna 02y OSLIiAzy 2F-Gader A Ot
Critical Thinking Appraisal wevery influential m modern @nceptions of critical

thinking (Abrami, Bernard, Borokhovski, Waddington, Wade, Persson, Eidlter

& Scriven201).Ly 'y Ay FEdzZSydAlft &addzRé 2y ONRGAC

defined critical thinking as:

(1) An attitude of beinglisposed to consider in a thoughtful way the
LINPOof SYa |yR adzeaSoOia GKIG O02YS 6A0GKA
Knowledge of the methods of logical enquiry and reasoning; and (3) Some
skill in applying those methods. Critical thinking calls foriptst effort to
examine any belief or supposed form of knowledge in the light of the
evidence that supports it and furtheonclusions to which it tendéGlaser,
1941, p.5)
Df F AaSNRA RSTFAYAGAZ2Y 2F ONRGAOLFE eGKAY (1 AYy3

dispositional aspect and conceptualised critical thinking in terms of a skill.
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Inthe 1960s the philosophyof educationexperiencedarevivalwhichcreated
renewedinterestin the areaof criticalthinking. R.SPetersand PaulHirst
transformedthe philosophyof educationinto a moderndiscipline(Lawton&
Gordon,2002. Inthe moderncontext,there aretwo broadapproachego critical
thinkingin the literature; a philosophicabr normativeapproachanda descriptive
or psychologicaapproach(Bailh, 1999;Facione2013;Fisher& Scriven1997;
Mosely,et al.,2005. Thedescriptiveapproachfocuseson skills,processesand
proceduresandthe normativeapproachfocuseson critical practiceandthe quality
of thinking. Thisstudy placesitself firmly in the normativetradition of critical
thinkingwhich centreson values quality of thinkingandformulation of evaluative
judgement.Asdescriptiveapproachedo criticalthinkingare overlyproceduraland
mechanisticthey reducethe complexityof thinking to computerlike processes
whichdo not takeinto accountthe affectiveaspectof critical thinking (Bailin,1999;

Fische& Scriven,1997).

Critical thinking has been perceivadone of the key outcomesfdigher education
(Dunne, 2015Ennis, 2016Facione 1990;Willingham, 200Y. There was a

resurgence of interest in critical thinking in higher education during the 1980s.
Critical thinking is high on the agenda of higher education due to the following
drivers: European and national government pigs, learning outcome curriculum
design, the neoliberal employability agenda and reports of graduates lacking critical
thinking skills. These drivers have placed critical thinking firmly on the agenda fo
higher education institutionsHowever the framing of critical thinking as a generic
skill is flawed, as disciplinary context plays a significant role in the development of

critical thinking.
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The history of critical thinking from its classical origins to modern day conceptions
highlights several recting and evolving themes; reason, independent thought,
guestioning and challenging traditional assumptions, moving away from

memorisation of facts to understanding concepts.

2.4 \WHAT IS CRITICAL TKING?

The literature on critical thinking has its rootstimee academic disciplines:
psyclology, philosophy and educatidhai, 2011)There is no agreed definition of
critical thinking in the higher education literature. There is wide range of diverse
interpretations of critical thinking ranging from a set &fils, amind-set, an
academic competency, an attitude and a habit of the mifttere are two broad
approaches to critical thinking which are evident in the literature, the normative
and the descriptive. Through this literature search, the fourteen mastici

definitions of critical thinking have been identified and are collated in figure 4.

Descriptive definitions of critical thinking such as Brookfield (2015), Kuhn (1999),
Sternberg (1986), Cottrell (2011) and Halpern (1998) focus on the cognitive skills
mental processes and procedures involved. They define critical thinking by the

actions critical thinker can do, resulting in lists of skills which a critical thinker

performs (Lai, 2011). These descriptive definitions of critical thinking are heavily
influenced by cognitive psychology and the information processing model of
O23ayAlA2Yy S6KAOK @GASsa aiGKS YAYR a | ae
AYF2NXYEGA2YE 01 2f0X . NBYYSNE +fAS{1X tla
view critical thirking as a cognitive process, skill or strategy which supports decision

making, problem solving and analysis.
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APA Delphi Report

Facione(1990)

Bailin(1999)

Brookfield (2015)

Cottrell(2011)

Ennis (1996)

Facione & Facione
(2008)

Fisher
&Scriven(1997)
Halpern

(1997,1998)

Kuhn(1999)

McPeck(1990)

Moon (2005)

Paul & Elder (2006)

Sternberg (1986)

Willingham(2007)

We understand critical thinking to be purposeful, selfjulatory judgment

whichresults in interpretation, analysis, evaluation, and inference, as well |
explanation of the evidential, conceptual, methodological, criteriological, o
contextual considerations upon which that judgment is based. CT is esse
as a tool of inquiry.

Thinking thatisgoedRA NEOG SR | YR LJzN1LI2 &A 3S3
2dzRAYSyiis¢ HKSNB (KS GKAYlAy3d AGa
accuracy.

| see critical thinking as entailing four intersecting processestéalifying the
assumptions that frame our thinking and determine our actions, (b) checki
out the degree to which these assumptions are accurate and valid, (c) lool
at our ideas and decisions (intellectual, organizational, and personal) from
several diferent perspectives, and (d) on the basis of all this, taking inform
actions.

Critical thinking is a complex process of deliberation which involves a wide
range of skills and attitudes. It includes; identifying other peoples positions
evaluating evidence, weighing up opposing arguments, being able to read
between the lines, recognising techniques, reflecting on issues, drawing
conclusions, synthesising information, presenting a point of view.

Critical thinking is reasonabénd reflective thinking that is focused on
deciding what to believe or do.

Critical thinking is a judgement process. Its goal is to decide what to belie\
and/or what to do in relation to the available evidence, using appropriate
conceptualizations and methods and evaluated by the appropriate criteria.

Critical thinking is skilled, active interpretation and evaluation of observatic
communications, information and argumentation.

Theuse of cognitive skills or strategies that increase the probability of a
RSAANBR 2dzi02YSXUKAY 1Ay GKI G Aa
RANBOGSRXIYR STTSOGAGS T2NJ GKS LJ
Critical thinking is purposeful, reasonedidegoaldirected. It is the kind of
thinking involved in solving problems, formulating inferences, calculating
likelihoods, and making decisions. (1998)

It identifies three forms of secordrder cognition (meteknowing}
metacognitive, metastri@gic, and epistemological that constitute an essent
part of what develops cognitively to make critical thinking possible.

Critical thinking is the appropriate use of reflective scepticism and is linkec
with specific areas of expertise akdowledge.

Critical thinking is a capacity to work with complex ideas whereby a persol
can make effective provision of evidence to justify a reasonable judgemen
The evidence, and therefore the judgement, will pay appropriate attention
context

Critical thinking is that mode of thinkirgpout any subject, content or
problem in which the thinker improves the quality of his or her thinking by
skilfully analysing, assessing and reconstructing it. Critical thinking-is self
directed, seldisciplined, selmonitored and seltorrective. It presupposes
assent to rigorous standards of excellence and mindful command of their |
It entails effective communication and problesolving abilities, as well as a
commitmenttoovercy S 2y SQa yIdA@S $320Syil
I'S RSTAYSE ONRGAOIE GKAYlAy3a & C
and representations people use to solve problems, make decisions and le
ySg O2y OSLIiadé

HeRSTAYSa ONRGAOIE GKAY1lAYy3a [ a qaf
new evidence that disconfirms your ideas, reasoning dispassionately,
demanding that claims be backed by evidence, deducing and inferring
conclusions from available facts, solving@ f SY & ¢

Figure4 Critical Thinking &finitions
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fundamental in the descriptive definitions of critical thinking¢Baerts Pintrich
Zeidner, 2000Flavell, 1979Halpern, 2007Kuhn & Dean 20Q4.ai, 201} Kuhn &

Dean (2004) argue that there is an interrelationship between critical thinking and

Iy

YSGFO23ayAiAzy 080+ das OaRNBYEaa (KK y2K§yas
VR

thinkingandNBE ¥t SOGA2Y 2y GKAY1Ayéa&n@partdSt T |
metacognition(p. 270) Similarly Halpern (2007) contends that one of the

underlying components of critical thinking is metacognition.

Willingham (2007) a cognitive psychologist tdraes many of the theoretical
underpinnings of the descriptive definitions of critical thinking, he argues that
critical thinking is not a skill and that there is not a set of critical thinking skills that
can be acquired and practiced regardless of centelowever, he does contend

that there are metacognitive strategies that once learned maktical thinking

more likely(Willingham 2007)

The descriptive definitions of critical thinking outlined above, which list skills and
procedures performed by itical thinkers have been criticised by theorists such as
Bailin (1999) and Fischer & Scriven (1997) as a simplification of a complex
phenomenonFurther, these desciptive definitions apgerly procedural and
mechanistic; they reduce the complexity ofriking to computer like processes

which do not take into account the affeet aspect of critical thinking.
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By contrast, the second group of definitions of critical thinking by Ennis (1996),

McPeck 1990), Paul &lder 2006), Bailin (1999), FisherSriven 1997) and

Facione & Facione (200Bighlight the formulation of judgement, the quality of

thinking and the characteristics of the ideal critical thinker over mechanistic lists of

skills and processes. These normative definitions of critical tigrdiem from a

philosophical background and the different discipline orientatiothi®

psychological definitions is evident. In these definitions, critical thinking is not

viewed as a skill but rathem attitude or state of mindMcPS 01 Q& o mMbppns LiIdmMna 0

describesi KA & | ddAGdzRS | & & NS PUIREider @8, p.BISLIGAOAAYE D 2 KS
argued K+ & ONRGAOFET GKAY{1AYy3 A dpervagiBayowfKl y | aSd 2F &
0SAyIéd 1ff 2F GKS y2NXIFGAGPS RSTFaofAlGAz2ya 2F ONRGA
critical thinking igo enabk decision making and judgeme(iailin, 1999Facione &

Facione2008 Fischer & Scriver1997 McPeck, 1990; Paul & Elder, 2D0the

importance of quality critical thinking in keeping with standards and criteria is

emphasized byPaul & Elder (2006), Bailin (1999) and Facione & Facione (2008).

The definitions of critical thinking Bnnis (1989) aniicPeck 1990) raise the

question of whether critical thinking is best acquired within a subject context or

generally9 Yy Ad OmMdpy pU 0 FILANBIOKEY (12 iSMIVISNIHEE GKAY 1Ay 33-
that critical thinking skills can be learned and improved through instruction,

secondlyinstruction of critical thinking need not be immersed in subjggecific

O2yiGSyidao . & O2yGNrad G2 9yyArAaQa ARSIFA 2y 3ISYSNIfA
(1990) argued that critical thinking is closely associated with subject discipline, as

thinking critically about something is thinking about specific cont&his claim will

play a significant role later in this thesis.
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The most holistic definition from the normative tradition is that of Facione &

Facione (2008), they define critical thinkingiagudgement process. Its goal is to

decide what to believe and/or what to do in relation to the available evidence, using
appropriate conceptualizations and methods and evaluated by the appropriate
ONRGSNRAIF ®¢ ¢KAA RSTAYA atd ¢ jydgembid, gtahdardsi 2 3 S G K

and attitude.

The final definition of critical thinking for discussion is the APA Delphi (Facione, 1990)
this definition combines the normative and descriptive traditions and conceptions of
critical thinking. With the aim ofreating a common definition of critical thinking for
higher education,a panel of 46 experts from a variety of different disciplines
embarked on an international study sponsored by the American Philosophical
Association from 1988990. The result was thePA Delphi report and was produced

o0& (KS l|eaNiBvesSgatdr Reter FaciofEacione, 2013)

Interestingly the APA Delphi Report addresses many of the key contemporary
debates in the area critical thinking such as the normative vs. descriptiatelahd
the subject specific vs. general approach. The Delphi report produced the following

definition of critical thinking:

We understand critical thinking to be purposeful, selfjulatory judgment
which results in interpretation, analysis, evaluationdanference, as well
as explanation of the evidential, conceptual, methodological, criteriological,
or contextual considerations upon which that judgment is based. CT is
essential as a tool of inquiry. As such, CT is a liberating force in education

and apowerful resource in one's personal and civic life. While not
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synonymous with good thinking, CT is a pervasive atidectifying human

phenomenon(Facione, 1990, p. 2)

Although it unifies both traditions of critical thinking, the Delphi definitioreis/ong
and too explicit to be usable; it is a definition by committee. In addition to the
detailed definition, the Delphi group produced a conception of an ideal critical

thinker. According to the report the ideal critical thinker is:

The ideal criticathinker is habitually inquisitive, weilhformed, trustful of
reason, ope minded, flexible, faiminded in evaluation, honest in facing
personal biases, prudent in making judgments, willing to reconsider, clear
about issues, orderly in complex matterdjgiint in seeking relevant
information, reasonable in the selection of criteria, focused in inquiry, and
persistent in seeking results which are as precise as the subject and the

circumstances of inquiry pernfiacione, 1990, p. 2)

Importantly the Delphconception of an ideal critical thinker addresses both the skills
and dispositional dimensions; therefore, critical thinking is regarded as not just a skill

but rather a state of mind.

Despite clear differences in the constructs and definitions betwixennormaive

and descriptive approachetere are some areas for agreement. Most researchers
agree on the specific abilities encompassed in their definitions of critical thinking,
such as analysing arguments, using inductive and deduatizgoning judging or

evaluating(Lai, 201).
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Drawing the definitions of critical thinking together, six attributes in the literature
discussed are of central importance to this study: the normative approach to

defining critical thinking, the role of discipline cent, quality and standards of

thinking, judgement, the impact of attitude and disposition and the conception of

critical thinking as a state of mind@ihe definition of critical thinking which

encapsulates these core elements of judgement, standards aitdast is thatof

Facione & Facione (2008.2. Therefore, this study adopts their definitiomf

ONXR G A Ol f ajldgemgrit grofess. lts Foalds to decide what to believe and/or

what to do in relation to the available evidence, using appropriate

coy OSLiidzt t ATFGA2ya FYR YSiK2Ra FyR S@I f dz

& Facione, 20080.2.

2.5 WHAT THEORETICAL ARAIRKS ARE THEREJRDRCAL THINKING

Following on from the examination of critical thinking definitions in the previous
section, his section examines seven key theoretical framewaorks for critical thinking
in the higher education context. The frameworks and models of critical thinking
have developed from the definitions outlined in the section above into models
which articuate the component critical thinking abilities, dispositions,
competencies and skills. Many of the models for critical thinking are in agreement
about the skills or abilities which constitute critical thinking, however they each

K @S dF RATHESNPALOGEB2aRYSOMRYy OSLIidzd f LIS

One of the most inflential and prolific writers afhe normativeperspective on

critical thinking since the 1950s, Robert Enhas produced over 20 articles, several

O2ftS83S G(SE(o62214 YR RSaA3IYySR (GKS / 2NYyS
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critical thinking has evolved and changed over time but his core conception that
critical thinking is comprised of dispositions aatllities has remained constant
(Ennis 1996, 2015, 2016). His model outlines the general critical thinking

dispositions and abilities of the idecritical thinker, see figure Below.

The general critical thinking dispositions & abilities model creaieinnis (2016,
2015) is very detailed and complex, it presents a long list of the features of an ideal
critical thinker which raises questions as tosheould this work in practicéddow

likely are university students to possess all these abilities ambsitons?

EnnisGeneral Critical Thinking Dispositions & Abilities

Ideal critical thinkers are disposed to: Ideal critical thinkers have the
ability to:
Seek and offer clear statements of the conclusion or question Focus on a question

Seek and offeclear reasons, and be clear about their relationships | Analysearguments
with each other and the conclusion
Try to be well informed Ask and answer clarification
guestions

Use credible sources and observations, and usually mention them | Understand and uselementary
graphs and maths

Take into account the total situation Judge the credibility of a source

Keep in mind the basic concern in the context Observe, and judge observation
reports

Be alert for alternatives Use existing knowledge

Be openminded background knowledge

a. Seriously consider other points of view

b. Withhold judgment when the evidence and reasons are insufficie
Take a position and change a position when the evideacel reasons| their knowledge of the situation
are sufficient
Seek as mch precision as the nature of the subject admits their previouslyestablished
conclusions

Seek the truth when it makes sense to do so, and more broadly, try] Deduce, and judge deductions
to6a3ASG AG NRIAKGE G2 GKS SEGSy
Employ their citical thinking abilities and dispositions Make, and judge inductive inference
and arguments

Define terms, and judge definitions
Handle equivocation appropriately
Attribute and judge unstated
assumptions

Think suppositionally

Deal with fallacyabels

Be aware of, and check the quality 0
their own thinking
Deal with things in an orderly manne

Employ rhetorical strategies

Figure5 General Critical Thinking Dispositions & Abilities (Ennis, 2016)

| 2 6 S @S NEork@rycyttisakitiiinking dispositions is crucial, he is the first theorist
to highlight the dispositional aspect of critical thinking which is linked to attitude and

motivation. Heargued that one may be able to think critically but not necessarily
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have the disposition to put it into practice. (Ennis, 1989) This dispositional aspect of
critical thinking, is a conceptual element which shapes the theoretical framework of

this study.

The dispositional dimensioof critical thinking was further developed by the APA

Dephi model of critical thinkingFacione, 19908 KS NB L2 NIi o0dzAf Ra 2y
the dispositions of a good critical thinker which recognizes that the ability to think
critically is distinct from the disposition to do g&nnis, 1989mportantly the Delphi
conception of an ideal critical thinker addresses both the skills and dispositional
dimensions; therefore, critical thinking is regarded as not just a skill blérat state

2F YAYRZI GKAOK Ad RSAZONAOGSR & al ONRGAC
of mind, a zealous dedication to reason and a hunger or eagerness for reliable

information which good critical thinkers possess but weak afitibinkersdo not

seem to have (Faciong 1990, p. 11).

The Delphi model is a clear and inclusive framework of critical thinking, which

explicitly defines the six skills of critical thinking as interpretation, analysis,

evaluation, inference, explanation and sedfjulation, each skills is further broken

down intoseveral sukskills, see figure @~acione, 1990 he clarity of the APA

Delphi model, which encompasses the six well defined skills of critical thinking has
created a framework which is conceptually robasd user friendly. The APA Delphi
Y2RStQa 46Stft RSFAYSR O2yOSLIiA2y 2F ONRGA

to this study.
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APA Delphi Repor€Core Critical Thinking Skills

Skill

Interpretation

Analysis

Evaluation

Inference

Explanation

Self

Regulation

Delphi Description

To comprehendind express the meaning or significance
a wide variety of experiences, situations, data, events,
judgements, conventions, beliefs, rules, procedures, or
criteria

To identify the intended and actuanferential relationships
among statements, questions, concepts, descriptions, or
other forms of representation intended to express beliefs
judgements, experiences, reasons, information or opinio
To assess the credibility of statements or other
representations which are accounts or descriptions of a
LISNAB2YQa LISNDSLIAZzYS SELIS
belief, or opinion; and to assess the logical strength of th
actual orintended inferential relationships among
statements, descriptions, questions or other forms of
representation

To identify and securelements needed to draw
reasonable conclusions; to form conjectures and
hypotheses; to consider relevant information and to educ
the consequences flowing from data, statements,
principles, evidence, judgements, beliefs, opinions,
concepts, descriptions, gstions or other forms of
representation.

To state and to justify that reasoning in terms of the
evidential, conceptual, methodologicakjteriological and
O2y (i SEldzd f O2y&ARSNIGAZYA
6laSR FyR G2 LINBaSyid 2ySa
arguments.

Self02ya OA2dzaf & cognitivé Aotivitiés2tingd
elements used in those activities and the results educed
particularly by applying skills in analysis and evaluation t
2ySQa 26y AYFSNBYGALFE 2dzR
questioning, confirming, validating and or correcting eith

2yS0Qa NBFaz2yiAy3a 2N 2ySQa

Figure6 APA Delphi Critical Thinking Skills

Subskill

Categorize
Decode significance

Clarify meaning

Examine ideas
Identify argument
Identify reasons and
claims

Assess credibility of
claims

Assess quality of
arguments that were
made using inductive
or deductive
reasoning

Query evidence
Conjecture
alternatives
Drawconclusions
using inductive or

deductive reasoning
State results

Justify procedures

Present arguments

Selfmonitor

Selfcorrect
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Building on the work of the APA Delphi report, Peter Facione and Noreen Facione
continued to investigate criticahinking, focusing in particular on the dispositional

element. They argued that during the 1990s there was an overemphasis on the skill

2F ONRGAOIE GKAYlAy3 6KAOK aKlFa oSSy 02d
dispositional side of thinkirigFacione, Facione, & Giancarlo, 2000jeir later

work focuseon how to create the conditions in higher education that would

SyO02dz2N} 3S | LISNER2Y (2 0 SFadidne Gaciong, & t Ay 3 |
Giancarlo, 2000)They further refined the conception of disposition and motivation

to think criticalyl & GG KS O2yaAradaSyd AyaSNyrt Y2aA0
make deci®ns by using critical thinkigdFacione, Facione, Giancarlo 1997 cited in
Giancarlo & Facion2001, p.30)Using the APA Delphi model of skills and

dispositions Facione & Facione developed two critical thinking téstCalifornia

Critical Thinking Skills TE&CTST) aribde California Critical Thinking Dispositions
Inventory(CCTDI) which ageneral and discipline neutréFacione 2015; Giancarlo

& Facione, 2001Facione Facione Sanchez, 1924) part of the development of the

CCTDI, Facione (2000) identified seven dispositions towards critical thinking which

are:

1 Inqusitive

1 Systematic

1 Judicous

1 Truthseeking

i Confident in reason
1 Openminded

1 Analytical
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In an empirical study using the CCTST and the CCTDI which aimed to investigate the
relationship between disposition and critical thinking skills, Facione (2000) found a
positive correlation betwen a positive disposition toward critical thinking and the
relative strength of critical thinking skills. In a later longitutinal study which
investigated disposition toward critical thinking amoung undergraduate students
over four years of study, Giant@a& Facione (2001) found that studefitsitical
thinking dispositions either remained stable or increased over four years. Further,
they found females scored signifigantly higher than males in overall disposition
toward critical thinking and they foundibject disciplinary difference in disposition,
with business and science students scoring lower on truthseeking and open
mindedness than humanities studenf&iancarlo & Facione, 200The Facione &
Facione model of dispositions towards critical thinkimg key conceptual element

which shapes the theoretical framework of this study.

In contrast tothe Facione & Facione model, Richard Paul & Linda Elder argue that
critical thinking is rooted within academic disciplines (Paul, 2005). In their model of
critical thinking,Paul and Elder (2006) contend that critical thinkers must strive to
develop essetial intellectual traits such as integrity, humility, faimndedness,
perseverance, confidence in reason, couragepathy and autonomy, see figure 7
below. They vieveritical thinking as more than a set of skills but rather is a state of
mind which can b improved by devebping a questioning inner voi¢Paul & Elder,

1998)
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Intellectual
integrity

Intellectual
humility

Intellectual
autonomy

| B g N9
Intellectual

traits or virtues

X2

Intellectual Fair-mindedness

empathy

Intellectual
perseverance

Intellectual
courage

Confidence in reason

Figure7 Paul & Elder Model of Intellectual Traits of Mind (Paul 2005)

LY FTRRAGARZ2Y (2 2dzift AyAy3d (GKS G Nhodeli d 27F
also contains standards for thinking which are clarity, accuracy, precision, relevance,
depth, breadth, logic, significance and fairness. These standards can be used by

thinkers as a way or improving their reasonin@aul & Elder, 2006, p. 8 Bauland

9f RSNRa Y2RSftf 2F ONRGAOIET GKAYTAYy3I NIAAS
2F ljdzr t AGex GKS NRBEtS 2F 2ySasSt¥ Ay (KS
discipline specific aspect and the idea of critical thinking as a state of angalso

of particular relevance to this study.

2AGK I AAYAE NI Y2RStE 2F ONRGAOFE UGKAY(AY

framework conceptualises critical thinking in terms of intellectual resources and
habits of the mind. Like Paul & Elde®(®), she places value on the quality of
thinking and like the APA Delphi (Facione, 1990) model, she articulates an ideal

B3| Page



critical thinker. Bailin (1999) characterises a critical thinker in terms of the
intellectual resources they should have such as bakyl knowledge, operational
knowledge of standards of thinking and knowledge of key critical concepts. Bailin
(1999) also emphasizes the dispositional side of critical thinking like Facione,
Facione & Giancarlo (2000) and Ennis (2016), she views thesitiiepal side as

habits of the mind. Bailin (1999) defines these habits of the mind as:

1 Respect for truth and reason
1 Respect for quality

1 An enquiring attitude

1 Openmindedness

1 Fairmindedness

1 An intellectual work ethic

1 Respect for legitimate intellectual thority

Bailin (2002) contends that the idea that thinking can be separate to knowledge is
highly problematic and supports the idea that critical thinking is discipline specific

like McPeck (1990) and Paul (2005). In fact, she is highly critical ofimhitntn of

critical thinking as a skill and the procedural nature of descriptive frameworks which
imply that thinking and problem solving can be undertaken following a series of

steps that can be improved through practice (Bailin,1999, 2002). From ihegfo
GASe 2F GKAA &ddGdReées . FAfAyQa SYLKI&AAS
and the idea of discipline specificity are both important contributions to the

theoretical conception of critical thinking for this study.
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By contrast, Halpern 1, 1998) contends that critical thinking is not domain

specific, her model is based on two assumptions: that there are thinking skills that
students can be taught and if these skills are applied, students will become more
STFSOUABS ( KA9PS) tSxdoray of clitital #8nKikgSKills i$ designed

T2NJ 0SFOKAY3 GKSasS aiAratfta (2 KAIKSNI SRdz0

taxonomy of critical thinking skills encompasses the following skills:

1 Verbal reasoning skills

1 Argument analysis skills

1 Skils in thinking as hypothesis testing
1 Likelihood and uncertainty

1 Decision making

In addition, she acknowledges the dispositional side of critical thinking and
RSaAaONAOGSa GKAAa Ay UGSN¥Ya 2F | ONRGAOIE (K
attitudes: (a)willingness to engage in and persist at a complex task, (b) habitual use

of plans and the suppression of impulsive activity, (c) flexibility or open

mindedness, (d) willingness to abandaon-productivestrategies in an attempt to
selfcorrect, and (e) aawareness of the social rii@es that need to be overconge

(Halpern, 1998, p.452) I f LISNY Qa 62NJ] NI A&aSa (62 AYLR
critical thinking skills be taught and learned? Secondly, can critical thinking skills be
learned in one contextransfer to another? She contends that critical thinking skills

can be improved by instructioand transfer to another conteXtHalpern, 2001)

However the evidence of transfer of critical thinking and the efficacy of critical

thinking instruction remais mixed(Abrami et. al., 2013illingham 2007%.
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One of the few developmental models of critical thinking is that of Kuhn (1999)

which centres around the construct of metacognition. Kuhn argues that there is an

inter-relationship between critical thinkg and metacognition because critical

GKAYTAY3I AYpPNEYSH aa2Ft RySQa 29y GKAY1TAYy3I YR NBTT
2T aSfTFT IyR 20KSNEE G6KAOK Aa | OSYyaGNIf LINI 2F YS
270). Her framework views critical thinking in tesrof metaknowing which is

comprised of metacognitivemeta strategiand epistemological (Kuhn, 1999). The

SOARSYOS (2 adzlILR2 NI GKS 02y OSLIi 2F YSilFO023ayAldAizy

of critical thinking presents a very narrow perspective (Bailif9)9

This section has critiqgued the seven key frameworks for critical thinking in the
literature. The following three aspects featured in the literature discussed above are
of vital importance to this study: the dispositional side of critical thinking,APA

Delphi model of critical thinking skills and the discipline spendture of critical
thinking. This dispositional aspect is fundamental to the conception of critical
thinking for this studyThe two frameworks which encapsulate these key aspects

are the APA Delphi model of critical thinking skills and the Facione framework for
critical thinking dispositions. Therefore, these conceptual frameworks are integral

to the model of critical thinking conceptualised by this study.

2.6 HOw IS CRITICAL THNBKTAUGH®& LEARNEMD HIGHER EDUCATPON

Critical thinking has been perceived one of the key outconfidsgiher education
(Dunne 2015; Facione 199Bnnis 2016Willingham 2007). Critical thinking is high

on the agenda of higher education due to the fallog drivers: European and
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national government policies, learning outcome curriculum design, the neoliberal

employability agenda and reports of graduates lacking critical thinking skills.

There was a resurgence of interest in critical thinking during 8898, particularly

in the U.S. (Ennis, 2016). This was due in America t©388 National Commission

on Excellence in Education repétNation at Riskound that many 1#4/earolds did

y2i Ll2aasSaa GKS ySOSaal NBE KA IK RNIQFHNRINMIG U
inferences from written material and only offith could write a persuasive essay
(Willingham, 2007, p. 8Following this report, courses designed to teach higher

education students to think critically became common in Amerigainersities.

Further, in a study carried out in America by Arum & Roksa (2011) which found that
nearly half of the sample showed no significant gains in critical thinking after two

years of college.

In the UK, the emergence of the conception of critical thinking generic
transferable skill stems from government policy such as the 1996 Dearing report,
which aimed to develop graduates who were more flexible for the labour market
(Pithers & Soden, 2000). This trend of viewing critical thinking as an essential

graduae skill for the employability is also evident in Ireland.

In Ireland, the conceptualisation of critical thinking as part of a set of generic skills
essential for higheeducation students to possebggan with the European higher
education reform prograame set outby the 1999 Bologna Declarati@dicMahon,
2014) The Bologna process introduced the learning outcome approach to
programme design and is linked to the emergence of a generic skills approach in
Irish higher education, as evidenced by thationd Strategy for Higher Education

to 2030report (Department of Education & Skills, 2011). In this report, critical
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thinking was described as one of the key characteristics of future graduates, as part

2F I asSd 27F 7T dzi daudhtiod rhustbefpaid tdidére skillssuclyal@ NB I & SR
gquantitative reasoning, critical thinking, communication skills, teaomking skills

and the effectie use of information technologyDepartment of Education & Skills,

2011, p.35)This Irish government strategy on geneskills in higher education was

heavily influenced by the OECD research study called AHELO which investigated the
assessment of learning outcomes at higher education level and framed the

discourse of critial thinking as a generic s(BECD, 2014Critial thinking has

Ay@FRSR GUKS RA&ZO2dz2NES 2F KAIKSNI SRAzOF A2y
seem that virtually no university mission statement, department evaluation

procedure, or course outcome outline is complete without at least a casual

referencei 2 ONAGA Ol GKAY1AYy3é o6/ AGSR AYy 5dzyySs

In response to the apparent deficit in critical thinking skills in higher education
discussed above, a number of approaches emerged to develop critical thinking
skills. This section examines critidaihking instruction and its efficacy in the higher
education context. There are a number of different ways that critical thinking is
taught in higher education. In most American collegesaaiitininking course are
offered as both stanenlone modules andhtegrated into the curriculuniBarnes,
2005) In the US and Canada, there is a growing trend for university students to
meet a critical thinking requirement as part of thgeneral education programmes
(Halpern, 2001)Increasinty, critical thinking skis tests are being administered to
American higher education studergsich aghe Collegiate Learning Assessment
(CLA) test is being widely used to assedsgelstudents critical thinkin@elkin,

2017) Furthermore, in the UK, generic skills progranswhich encompass critical
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thinking have become prevalent at undeaguate and postgraduate levelGilbert,

Balatti, Turner, Whitehouse, 2004)

In terms of the types and approaches to teaching and critical thinking, Ennis (1989)
outlined a useful typologyf critical thinking courses into four types: generic,
infusion, immersion and mixed. A generic course teaches critical thinking as a
separate subject, an infusion course has critical thinking as an explicit aim within a
subject discipline, an immersiaourse has critical as an implicit goal with subject
matter teaching and lastly a mixed approach teaches critical as a separate goal in
conjunction with subject matter (Enni$989;Niu, BeharHorenstein Garvan, 2013).
Abrami etal. (2015) found that infush courses on critical thinking were the most
common. With regard to the teaching of critical thinking, there are two salient
debates to consider: can critical thinking be taught and learned? What teaching

approaches support the development of criticalntking?

Recent research supports the contention that critical thinking instruction can

improve students critical thinkg skills (Abrami et. al., 2018alpern, 2001Huber

& Kuncel 2016Heijlties Van GogLeppink, Pgs2014;Niu et. al. 2013 However,

Willingham (2007) contends that critical programmes take a lot of time and effort

for modest benefits and thosehich are generiare not very effective because as

GKS NBaSINOK AYRAOFGSa (KIFG &adzOK LINRANI Y
with the sort of problems they practiced in the programot with other types of

LINE O f BIZ)2 A fE AYVIAKI YQEA O6HAnTO LRAYG A& adzd
Abrami et. al. (2015) ia metaanalysis of 341 empirical studies tire impact of

instruction on the @velopment and enhancement of critical thinking skills and

dispositions. They found that students critical thinking improved after instruction

and that a generic critical thinking approach cohort had a 11.79% improvement,
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while the content specific cohoexperienced a 21.57% improvementtireir

critical thinking skillgAbrami etal. 2015 p. 299. It is significant that the discipline
specific cohort demonstrated much greater improvements in critical thinking over
the generic one, which further supportise argument that critical thinking should

be taught and learned within the subject discipline.

Another metaanalysis of 31 empirical studies examining the impact of instruction
on students critical thiking skills conducted by Niu ak (2013) had sintar findings

to that of Abrami etal. (2015). They found that instructional interventions were
effective in fostering students critical thinking skills and that discipline and length of

time had an impact on the developmeof critical thinking (Niu eal., 2013).

In relation to the question of what teaching approaches support the development
of critical thinking, Abrami etl. (2015) identified three teaching strategies which
promoted the development of critical thinking; firstly, discussion basasksels and
secondly exposing students to real problems and examples and thirdiytonship.
Further, Heijltes eal. (2014) in a study of discipline specific critical thinking for
economia students, found that combining critical thinking instruction wittactice
activities significantly improved critical thinking in participants. Additional successful
strategies for teaching critical thinking include, solving complex problems (Bailin
2002;Willingham 2007), case based learning (Kadourra, 201 flective blog

writing (Bowen egl., 2010;Cain Giraud Stedman Adams 2012), ppblem based
learning (Ozturk eal, 2008), concept mappinédiay & Karabacak,20),2oroblem
solving online discussion forms (Jacob, 2012) and reflective wi@iman, 2013;

Naber& Wyatt, 2014).
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One notable absence fronmé¢ list iseportfolio, which the present study is
investigating. fere is a clear gap in the literature on the relationship between
critical thinking and eportfolio. fere are a few studies examining metacogmitio
selfregulation and inquiry in eportfolio based learning, these are discussed in the
next chapter. In the absence of research on critical thinkingegnaitfolio, three
somewhat similar strategies to support the development of critical thinking in
students are examined in more detail here; reflective writing tasks, online
discussion forums and blogs. A study conducted by Naber & Wyatt (2014) which
investigated the effect of reflective writing interventions on the critical thinking

skills and dispositionsf undergraduate nursing students, found that the
experimental group had a significant increase in the disposition of 4satking
following the intervention. Similarly, Jacob (2012) in a study investigating the
progress of critical thinking skills indergraduate maths studentssing online
RA&AO0OdzaaA2y F2NMzvYas F2dzyR GKIFG addzRSydaQ
addition, Cain et. al. (2012) found that using blogs as a reflective tool with graduate

students, developed the critical thinkirskills of selfegulation and explanation.

One approach to operationalising critical thinking in higher education

undergraduate programmes has been through the development of rubiridbe

US, the American Association of Cgdle & Universities (AAC&hRs

operationalized its conception of critical thinkingag KIF 0 A UG 2F YAY R OK
by the comprehensive exploration of issues, ideas, artefacts, and events before
FOOSLIiAY3a 2N F2NXdzE [ GAYy3T Ly 2LAYAZ2Y 2N O
critical thinking VALUE rubric (Rhodes, 2010, p.2). These rubrics are intended to

inform programme and module learning outcomes and to enable the benchmarking

of key skills such as critical thinking nationally.
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To conclude this sectiothe literature would sggest thatcritical thinking can be
taught and learned, effective strategies for developing critical thinking involve
discussion, real problemandmentorship. Of relevance to this study is that
reflective writing,blogs and online discussion would seambeeffective strategies
for developing critical thinking, these strategies are somewhat similar to the

eportfolio intervention which is the focus of this study.

2.7 WHAT IS THE RELATHMIRBETWEEN DISGIBICONTEXT AND CRAII
THINKIN®@

The argumenabout whether critical thinking is a general or a discipline specific

skill, competence or mindset, has been debated for decades. In 1989 and 1990, two
theorists Rokrt Ennis and John McPedlebated the issue of discipline and
generalisabilityn a serie®f articles in the journakEducational Researchdfnnis

(1989) theorized a general approach to critical thinking in which critical thinking
skills can be improved through instruction that need not be the subject or discipline
context. By contrast, McPe¢k990) argued that critical thinking is closely

associated with subject discipline, as thinking critically about something is thinking
about specific content. Further, McPeck disputed the existence and transferability
of generic thinking skills. In additi, Paul (2005, p.29) argued thattical thinking is
rooted within academic disciplines, each discipline generates a form of thinking
GKAOK A& | O2yGSEGdzZ t AalGA2y 2F ONRGAOLIE GKAY1Ay3d

thinking applied to the study ofdzY  y 3INR dzLJa |y R 3INR dzL) 0 SKI QA 2 dzNIb€

Since the original generalist vs. specifist debate,diseourse has not evolved

much. Asimilar debate took place in the journidigher Education Research &
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Developmen2011-2013 between Tim Moore (2011, 2013) and Martin Davies
(2013), which covered the same ground as Ennis and McPeck twenty years earlier.
Except this debate had one difference, that Moore (2011, 2013) had carried out two
empirical studies which fountthat academics from different disciplines had a varied
conceptions of critical thinking which was reported as having multiple meairing

different discipline contexts.

Despite the fact that the academic debate with regard to critical thinking as a
general @ discipline specific skills has continued since the 1990s, the generalist
point of view was widely accepted in higher education. This is evident in the
proliferation ofgeneralcritical thinking texts, generic reasoning modules and
courses in informal ldg in the U.S.A, U.K. and AustrglRobinson, 2011However,
there is one major flaw in the reasoning behind the generalist approach to critical
thinking,andthat is the issue of transferability (Bailin, 200Rhe premise of the
general approach to drcal thinking is that it is a skill separate from subject
content, which can apply in a variety of contexts. However, the research on
transferability of critical thinking does not support this theory (Ba2®02). In an
experiment designed to investigatransferability of critical thinking skills, Dumitru
(2012) found that once critical thinking skills are formed in a domain they may not

automatically transfer into another.

Teaching generic critical thinking skills does have some impact on improving
sidzRSy i aQ ON3diiisaeds$ dvideitt Krdmpranii gt.zak (2015) meta
analysis of the empirical evidence on the impact of instruction on the development
of critical thinking. They found that a general critical thinking approach improved

& U dzR &iyfcél &hinking skills by 11.79%, however a content specific approach had
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far greater impact on improvement of critical thinking skills in students with an

improvement of 21.57% (Abrami et. al., 2015).

Further evidence in support of discipline spedifitical thinking instruction is

provided by a study conducted by Tiruneh, Weldelassie, Kassa, Tefera, De Cock, Elen

(2016) which investigated the integration of critical thinking skills into a first year

physics course. The results showed that studehtsased a better performance on a

domain specific critical thinking test after the intervention. Interestingly, the same

students did not improve on a domain general critical thinking test after the

intervention, which further supports the contentionthaticti A OF € GKAYy {1 Ay3 ajAiftfa R2

necessarily transfer into different contexts. In addition, Niu, Bétarenstein,
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critical thinking instruction and that the development of créli¢chinking is subject

specific. This growing evidence in support of discipline specific critical thinking

explains the shift in research toward embedding crittbaiking skills within

subjects(Tiruneh et. al.2016).

If critical thinking is begaught and learned within the context of a discipline, how

does the disciplinary context shapeethature of critical thinking? Asstussed

above,Moore (2011, 2013) found in two qualitative studibat academics from

different disciplines had a variedrceptions of critical thinking. In keeping with

a22NBQa oHnAMMI HAMOoUO S@PHARSYOS 2F RAAOALI Ayl NE OIN
thinking, Jones (2009a, 2009b, 2007) foundwo Australian studies of generic

skills and disciplinary context, that the auk of a discipline influenced conceptions

of critical thinking and that critical thinking had different meanings in different

disciplines. Further, Josg2009a, 2009b, 2007) provided evidetizat critical
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thinking was highly context dependent and wagsséd by disciplinary culture and
epistemology in which it is taught and learned. In fact, this disciplinary culture with
regard to critical thinking was often tacit and explicit in teaching and learning
(Jones, 2009a). As critical thinking was conceived diéferentlyin each of the
disciplines in the study which were history, physics, economics, medicine and law,

W2YyS& O0HNNPpROZDIZAEBEYAYIENBT ISYSNRAO aiAf

As a final comment on the issue of general or disci@exific critical thinking,

returning to one of the key theoretical frameworks on critical thinking, the APA

58f LIKA NBLEZ2NI 6CI OA 2 WiRIECT ekiistetngelves KA OK T 2 d:
transcend specific subjects or disciplines, exercising them sucdgssfoértain

contexts demands domaispecific knowledge, some of which may concern specific
YSiK2R&a YR GSOKyAldzSa dzaSR (2 YI1S NBI a
This statement is a fusion of the two positions on critical thinking outlined above,
nevertheless it acknowledges the importance of discipline context for the

development of critical thinking.

This section has examined the literature in relation to discipline context and critical
thinking. From the point of view of this current study, tel@ments are significant.
Firstly,it would seem thacritical thinking should be taught and learned within a
discipline context. Secondly, disciplinary conceptions of critical thinking vary and
this may impact on how critical thinking manifests itselinvi the discipline of

sociology in which this study is situated.
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2.8 WHAT IS THE NATURECGHICAL THINKINGMIN THE SUBJECSCIRLINE
OF SOCIOLOBY

In the previous section, it was established tki@re is significant evidence that
discipline has armmpact on how critical thinking is defined, taught and learned
within a subject discipline. This section examines the nature of critical thinking

within the discipline of sociology.

In the discipline context of sociology, critical thinking is perceivathpertant skill

for students to develop within the subject matter. Drawing on J6{23809a, 2009b,
2007) research discussed in the previous section, critical thinking within sociology
has a distinct discipline oriented conceptidn.the sociology literatre, critical

thinking is often linked with the coept of sociological imaginatiof@uechler, 2008;
Eisen, 2012; Bidwell, 1996rauerholz & Boum&loltrop, 2003;Machum & Clow,
2015. The concept of sociological imagination is a fundamental disciplinary
theoretical framework, which was introduced by C. Wright Mills in his 1959 book
GThe Sociological Imaginatiéri it, Mills (1959) defined the sociological

A Y 3 Ay | dighafityofmind thad will help them to use information and to

develop reason in order to achieve lucid summations of what is going on in the

g2NI R YR 2F gKIG YIe@ 0SS KFELWLISYAYy3d gAGKAY

critically assessing ¢hworld and applying it onedf, one can develop sociological
imagination. This development of a sociological imagination in students is one of
the primary aims of undergraduate sociology degrees (Bigdu@85;Eckstein
SchoenikeDelaney 1995;Noy, 2014;Misra, 2000). Clearly, t concepts of
sociological imagination and critical thinking are interlinkaalj in factBuechler
(2008) argues that sociology is inherently critical because thinking sociologically

requires thinking critically.
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Two theoretical models of critical thinkgrin the sociology context are widely cited

in the literature;Grauerholz & Bouma 2 f G NRLJAQ 6uvHnnolv ONRGAO!I
Y2RSt IyR DSSNIaSyQa oHnnot0 NBEFSNBYOGALl
brings together discipline specificcritickll A Y {1 Ay 3 F2ft 2gAy 3 aOt SO
sociological imagination, Grauerholz & Bouhtaltrop (2003) have developed a

definition and approach to critical thinking for sociology. They define critical
a20A2t23A01f GKAY1 AY Jreadonably evaubte an@gumeni & G 2
or problem while maintaining an awareness of and sensitivity to social forces and

O2y i SEG&¢ 06 DNIHAB®OPRBDI, p.485Furthe, daélierholz &

BoumaHoltrop (2003) created a scale or rubric for the evaluatibaoriical

sociological thinking, which has the following indicators:

1 Uses examples

1 Examples are relevant to argument

1 Reasoning

1 Bias

I Mentions two sides of an issue

1 Indicates awareness of historical contexts

1 Indicates awareness of cross cultural contexts

1 Uses sociological concepts to illuminate and analyse the issue
1 Demonstrates critical thinking

1 Demonstrates sociological imagination

Grauerholz & Bouméaloltrop (2003) argue that critical thinking within sociology
requires sociological knowledge and awaremasd employs the sociological
imagination. This framework is very valuable as itraddes the disciplinary context

andepistemology which are unique to sociology.
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A second model which examines critical thinking in the context of sociology is

Geertsen (R03) which categorises different forms of higher level thinking, one of

which is referential thinking. According to Geertsen (2003) referential thinking

consists of conceptualising and contextualising by breaking down concepts and

identifying links to thewvider context. Geertsen (2003) argues that referential

GKAY1AYy3 aKIF a | &LISOA-brientatedSdisSplinie yuhdas T2 NJ | 02y G SE G dzt
a20A2ft238¢ oLPMoO® ! fiK2dAK AlG Aa dzaSFdzZ a | 02y
thinking in sociology, this modelaserly detailed and would be very challenging to

use in practice.

Developing a sociological imagination is a fundamental disociology in higher
education. @e of the key approaches to developing a sociological imagination is to
apply theory to realvorld examples and everyday liahami, 2016; Bidwell, 1995;
Eisen 2012;Eckstein eal., 1995 Misra, 2000; Noy, 201&RicklesSchneider
SlusserWilliams Zipp 2013). It is claimed thastudents develop a greater
understanding of and appreciation for sociology if they are able atedt to their

own experiencegMisra, 2000)It is important that students are given the

opportunity to develop a sociological imaginatidirdaugh practiceand application
(Bidwell, 1995)Therefore, the application of theory to real life is fundamental to

the development of critical sociological thinking.

The prevalent approach sociology toward critical thinking instruction is an
embedded one. This avident in many articles from the journdkaching Sociology
which shows a wide range of approaches to embedding critical thinking and
sociological imagination into the teaching and learning of undergraduate sociology.

Successfully encouraging the develagrhof critical sociological thinking through
68| Page



innovative assessments such as photography, journal writing, life diaries, clickers,
online activities, critical essays are evident in the literat@@ah@ami, 2016Eisen

2012 Mollborn & Hoekstra2010 Noy,2014; Rickles et al., 201L3However, there

are nojournal articles which examine eportfolio practice within the discipline
context of sociology and no research examining critical sociological thinking in

eportfolio based learning.

This section has exanad the literature in relation to critical thinking in the
sociology discipline context. From the point of view of the current study, three
elements are of relevance; the theory of critical sociological thinking, the

importance of the sociological imagiiah and the application of theory to real life.

2.9 THE MDDEL FOR CRITICANRING WITHIN THRISY

Threedistincttheoreticalapproachesnform the conceptionof criticalthinkingin
this thesis Facione& C I O A ®2§08)dkfinition of critical thinkingand model of
dispositionsthe APADelphi(Facione 1990)frameworkof criticalthinking skillsand
Grauerhol& Boumal 2 f { (RBOB)Eriizal sociologicathinkingmodel. This
study placesitself firmly in the normativetradition of criticalthinkingwhich centres
on values quality of thinkingandformulation of evaluativejudgement.As
descriptiveapproachesgo criticalthinkingare overly proceduraland mechanistic;
they reducethe complexityof thinkingto computerlike processesvhichdo not
takeinto accountthe affectiveaspectof criticalthinking (Bailin,1999;Fischei&
Scriven,1997).Therefore this studydrawson three theoreticalapproachegrom
the normativetradition to criticalthinkingto inform the conceptionof critical

thinkingin thisthesis.
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Further, this study argues that critical thinking should be taught and learned within
a discipline context, following the ideas of Bailin (1999), McPeck (1990) and
Willingham (2007). As there is growing evidence, that a disciphmeedded

approach to critical thinking can be more effective than a generic skills approach
(Abrami et. al., 2015; Niu, Behblorenstein, Garvan 2013; Tiruneh, Weldelassie,
Kassa, Tefera, De Cock, Elen, 20M&@refore, this study adopts a discipline
embedded appoach to the development of critical thinking. This is operationalized
in this studythrough the use of a developmental eportfolio embedded into an
intermediate sociology modekinally, the importance of discipline context and in
the context of study thaliscipline of sociology is emphasised by Grauerholz &
Boumal 2f GNBLJAQ o6Hnnov Y2RSt 2F ONRUGAOI §

thinking strongly with the discipline of sociology.

To elaboratethe definition of critical tinking for thisd (i dzR &  kiti&al thirkkihgd & O
is a judgement process. Its goal is to decide what to believe and/or what to do in
relation to the available evidence, using appropriate conceptualizations and

methods and evaluad by the appropriate criteréa 6 C | Odkcigng, 2008p.2C

The rationale for adopting thidefinition isthat it isevaluative, holistic antrings

together the key elements of judgement, standards and attitude. Further, the
motivation to think critically is fundamentéd this study,and thisclearly set out in

the Facione (2000) model of seven dispositions towards critical thinking which are:

1 Inqusitive
1 Systematic
M Judicious

1 Truthseeking
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i Confident in reason

1 Openminded

1 Analytical

This dispositional aspect is fundamental to the conception of critical thinking for this
study. Inaddition, the clearly defined skills of critical thinking set out by the APA
Delphi (Facione, 1990) modekidopted because it ian inclusive and robust
framework which sets out the six critical thinking skills of interpretation, analysis,

evaluation, inference, explanation and sedfyulation.

In summary, the model of critical thinkimfposenfor this case study is that critical
thinking is a judgement paess which enables decision making, it is encompassed
by the skills of interpretation, analysis, evaluation, inference, explanation and self
regulation and the dispositions of being systematic, judicitush-seeking

confident in reaon, operminded andanalytical (see figure Below).The reasons

for this approach have been thoroughly presented above. It is further assumed that

critical thinking is strongly rooted with the discipline context
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Judgement
process

Discipline
context

Dispositions

Figure8 Model of Critical Thinking

2.10 CONCLUSIONS

This chapter has examined and critiqued the literature surrounding the definitions,
frameworks, practice and purpose of critical thinking in the context of higher
education.

The chapter concludes with the critidainking theoretical framework for this

study, which forms a key theoretical foundation for this study, in conjunction with

the eportfolio theoretical frameworlpresented in the next chapter.

Thechapter began with an examination of the historical rootsritical thinking,

and traced its evolution from Ancient Greece to modern times. What is evident
from an analysis of the critical thinking literature is that there is no agreed definition
and that are two broad theoretical approaches to critical thinking: the normative

and the descriptive. This study places itself firmly in the normative tradition of
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critical thinking. Further, the question of whether critical thinking is best acquired
within a subject context or generally is contentious in the literature, | argue that
critical thinking skills should be developed within a disciplifa. the discipline of
sociology, critical thinking is shaped by the discipline characteristics of sociological
imagination and the application of theory to real lifeis evident from the analys

of recent research on the teaching and learning of critical thinking in higher
education, that critical thinking instruction, which includes realrld problems,

NEFESOGADS oNARGAYI YR RA&OdEEA2Y S OFy A

In thenext chapter, the analysis of the eportfolio literature is presented and the
relationship between eportfolio and critical thinking is investigated. The lack of
empirical research on eportfolio and critical thinking is highlighted in chapter 3. The
theoretical links between eportfolio and critical thinking dvether analysed and
developed which lay the foundations for the critical folio thinking theoretical

framework for the studyhich waspresented in chapter 1.
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3 (HAPTERHREBRMHAT IS AN EPORTF@OEFINITIONS
PRACTICE AND PURBOSE

3.1 INTRODUCTION

This chapter examines the literature surrounding eportfolio definitions, practice and
purpose in the higher education context. An analysis of the literature is presented
and thechapter concludes with the eportfolio theoretical framework for this study

having argued in some detail for the choice of frame

In their seminal article which systematically reviewed eportfolio research since

1996, Bryant & Chittum (2013) found that emcreased focus on empirical research

on eportfolio practice was needed to create evidence for its adoption. They argue

GKFG aFdzidzNB addzRASa aKz2dzZ R O2yGAydzS G2 SEIFYAYS
skills, critical thinking skills, deeper levels oftéag and student engagemein the

context of eportfolid 6 . NB I y i 3 .7Thikresearotizytudy didsbty dp 0

addresses the clear gap in the eportfolio research in relation to critical thinking,

identified by Bryanand Chittum(2013)

3.2 METHODOLOGY

This subsection provides an overview of the methodology used to conduct the
analysis of the literaturen eportfoliosrelevant to this project. The broad approach
taken was that of a systematic literature review following the Evidence for Policy

and PracticénformationandC& NRAY F GAy3 69ttLO / SYidNBQa oHnmMnL

this literature analysis. Whilst a systematic methodology was followed, this
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literature review takes a target approach focusing on areas directly related to the

research question of the study.

3.2.1 Guiding questions

Systematic literature reviews are designed around answeringjiegtions about
the literature (EPPI, 2010Y his literature review sought to addrettee following
guiding questions:

1. What are the drivers for eportfolio adoption in higher education?

2. What is an eportfolio?

3. What theoretical frameworks are there for eportfolio practice?

4. What is the relationship between critical thinking aglortfolio?

5. What is the nature of learning with an eportfolio in higher education?

6. How areeportfolio being used in Irish higher education?

7. What is the learner experience of using an eportfolio?

8. How areeportfolio being used in online distance higher education?

9. How dees the subject discipline impact on learning with an eportfolio?

10. Isthere sociology discipline specific eportfolio practices?

These guiding questions were shaped by the overarching research question of the
study: can eportfolio enhance the nature of tlearning experience and the

development of critical thinking among online distance learners?

3.2.2 Scope of Literature Review

The scope of literature review has the following boundaries: a deliberate focus on

literature published since 2005, a focus on liter&t published in English, a
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limitation to texts available in full text in the library databases or online, a focus on
the use ofeportfolio in higher education contexts, and finally the inclusion of peer

reviewed journal articles only, academic books antiqy documents.

3.2.3 Search Terms

The second stage of a systematic literature review is to identify search terms which
will strike a balance between sensitivity, finding all useful studies in an area of
interest, and specificity, making sure the searebults are relevant to thguiding
questions. (See figuref®r a sample of the search terms used.) The databases used
to conduct the literature search were: Proquest, British Education Index, Education
research complete, Sage journals, Scopus, Webafce] ERIC, Google Scholar,

The PEARL eportfolio databdsép://eportfolio.aacu.org/.

Search Terms
Eportfolio Personal learning environment
Digital portfolio Virtual portfolio
Learning portfolio Web portfolio
Portfolio Webfolio
Eportfolio and criticality e-folio
Eportfolio and critical thinking e-portfolio
Eportfolio and critical thinking skills | Eportfolio and studying sociology
Digital portfolio and criticality Electronic portfolio
learner experiencef using an Eportfolio and online learning
eportfolio
Learning with an eportfolio Eportfolio and Ireland
Portfolio learning and critical thinking | Eportfolio and distance learning
Eportfolio and distance learners Eportfolio and flexible learners
Eportfolio and distance education Eportfolio and higher education
Eportfolio and learning Learning portfolio and critical thinking
Digital portfolio and critical thinking Portfolio and criticality

Figure9 Search Terms

3.2.4 Compiling the Database of Literature for Review

The third stage of conducting the systematic review was finding the relevant

literature and compiling a database of relevant results. Literature found in the
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selected databases was collated using the refeesmanagement software
RefWorks. As not all relevant results were necessarily picked up by electronic
databases the following avenues were also explored, and additional results added
to the database, following the ERP@éntre (2010) recommendations: dragion
personal contacts, authors, and experts in the field; utilisation of general search
engines such as Google Scholar; use of citation tracking or pearl growing and

manual searching of key journals such as the International Journal of Eportfolio.

3.2.5 Inclusbn and Exclusion

Each study was assessed by reading the title and abstract for relevance to the
inclusion criteria and to the guiding questions for the literature review.
Inclusion:

1 Deliberate focus on literature published since 2005

91 Published in English

1 Texts available in full text

1 Higher Education context

1 Peer reviewedjournal articles

1 Academic books

1 Critical thinking

1 Online Distance

1 Student perspective

1 Sociology related

1 Policy documents

Exclusion:
1 Focused on technology or platform testing
1 Any other @lucation contexinot HE
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1 Grey literature

1 Not peer reviewed

At that stage our sample of literature was considered sufficient for the purposes of
this study and ndurther searches were conducte&é¢e Appendix 7 faportfolio

researchdatabase)

3.3 ABRIEHISTORY OF PORTF®LIO

The word portfolio has its origins in the eighteenth century from the Italian

WL NEF FSAYA YT (2 QOxidEnglishDEtiosary [2012)S NE&
Historically, portfolios were used by artists, musicians, writers and acthite

show cary andprotect their work(Bryant & Chittum, 2013)n the higler education
context, portfoliobased assessment began in the 1980s in the U.S.A., particularly in
the disciplineof teachereducation, art andenglishand used by students to collect
their work and eflect on what they had learned.orenzo & Ittelson, 2005n the

early 1990s, electronic portfolios emerged, harnessing the new technologies of the
digital revolution, in conjunction with the growth of le®er centred and

constructivist learning theories and combined with a growing attention on quality
and the measurement of learning tmgh outcomes based assessméaynon &
Gambino, 2017)These factors havied to thespread eportfolio practice in higher

education around the world.

3.4 WHAT ARE THE DRIMBREPORTFOLIO ADORTN HIGHER EDUCAR

This study identifies three drivers of eportfolio adoption in the higher education

literature: government policy, eportfolio communitiesnd funding for eportblio
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practice and researcliEportfolioare common in American higher education, with

57% of colleges using eportfol{&ynon & Gambino, 201L3imilarly,n the UK, a

survey carried out in 2014 highlighted that 78% of universities now have a tentra
supported eportfolio tool (UCISA, 2034However,in Ireland, there has been a
relatively slow pace of adoption of eportfoli@ recent report carried out by the

Irish National Forum for the Enhancement of Teaching and Learning found that less
than 10% of Irish higher education students were enghageportfolio based

assessmenfNational Forum, 2016)

This author argues that the slow pace of adoption eportfolio in Irelartiie to the
absence of the thredrivers of eportfolio adoption in Irish Higr education, there
was a lack of government policy drivers, no distinct Irish eportfolio community, and

a scarcity of funding.

3.4.1 Government policy drivers

Ireland

What is notable in Ireland is the absence of government policy driving the adoption

of epottfolio in higher education, compared to the government policy drivers in the

UK, U.S., Australia and New Zealand. In Ireland, the current mission of higher

education as stated in the National Strategy for Higher Education to 2030 (The

Hunt Report) is to Wen participation, increase student numbers, improve

retentionand become much morttexible DES, 2011)n response to this strategy,

the National Forum for the Enhancement of Teachingdj lawarning was created in

2012. e of its objectives is to builthe digital capacity of Irish higher education.

¢KS bldAz2yl f C2 NIARDADMAB EGRMENHABGEMENTIN ALJDA E 0

DIGITAL WORLD 262617whichrecommends that. NB f ewflép a @oRsistent,
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seamless and coherent digital experience for studentdsh hligher education and

actively engage with students and teachers to develop their digital skills and

1y26ft SRIS¢d ¢KS AYONBIFraSR F¥20dza 2y {(S& aiAaftfa
the National Framework for Qualifications (NFQ) in 2003, whifthmeed learning

achievements and award classifications and levels. Standards for learning

I OKAS@SYSyil tS@Sta 6SNB Thbwiedor sklyindi KS 02y G SE
competence(QQI,2015).There is growing evidence that eportfolio based learning

hasthe potential to support many of these higher education objectives, however to

date there has been minimal engagement by Irish higher education institutions

(Baird et. al. 2016; Buente et. al. 2015; Clarke & Hornyak, 2012; Eynon & Gambino,

2017; Lambe McNaSmith, 2013; Morreale et. al. 2017).

The (2015) NMC Horizon Repétigher Education in Ireland offers an explanation

for the slow pace of eportfolio adoption in Irish higher education; a lack of sufficient
institutional resources and infrastructure to effectively adopt and integrate new
techrnologies, outdated infrastructure, inadequately resourced virtual learning

environments and lack of investment in new and emerging media.

There are indications that pockets of Irish higher education institutions are

beginning to engage with eportfolio. #ecent Irish national project funded by the

National Forum for the Enhancement of Teaching and Learning &gibetiolio

Hubcarried out a faculty survey which foutitht 31% of respondents were only

beginning to use eportfol®which indicates an increing interest in eportfolisin

Irish higher educatiofEportfoliohub, 2016)Dublin City University is the exception

to this slow adoption of eportfoli®in Ireland, with the introduction of a campus

wide learning portfolio called Loop Refldot 16,000students in May 2019 h Q. NA Sy X

2017)
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UK

In the UK, one of the major drivers of eportfolio adoption was the government
policy on Personal Development Planning (PDP) which was first featured in the
Dearing Report (Dearing, 1997) and recommended the intradnaf student
LINEINBaa FAESa al YSIya o0& ¢ KAupdathairi dzZRSy i
personal developmeiit 6 5 S| NAIWH). lwZD0I2theIHigher Education
Quality Assurance Agency (QAA) built on this recommendation and published
guidelnes and a minimum level of institutional engagement with PDP. In response
to the QAA policy on PDP, many UK Universities began epsimtjolio tools to

support PDP. his was a key driver for institutional eportfoliatiatives Joyes &

Gray, 2010Strivens & Ward 2010Q. Subsequently, the Higher Education Funding
Council (HEFCE) produced deaning strategy in 2005, which had as an objective

the electronic support for recording learning achievement and peas

development planning (Stefani, MasdPegler, 2007).

The HEFCE directed the Joint Information Systems Committee (JISC) and the Higher
Education Academy (HE#)examine eportfolio practic€Stefani et al. 2007)n

response JISC produced several widely cited resoutue&ffective Practicaith

Eportfolio Guid€2008),The Eportfolio Implementation Toolki2012), andCrossing

the Threshold: Moving Eportfolio into the Mainstreé2012). Sioe 2012, JIS@ave
focused less on eportfolio tools but have focused on the application of eportfolio

practice to future readiness aremployability Chatterton & Rebbeck, 2015)

Interestingly in the UK, the government policy on providing a progressdite
directed at all levels of education, at second level the policy was to provide a

GLISNE2YFEA8SR 2yfAyS tSINYAYI &LF OS5 F2NJ
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of eportfolioon LearningBecta(HartnellYoung 2007)was commissioned to

investigate the potential ogéportfoliosto support learning.

Europe

In Europe, the policy drivers for eportfolio adoption was the philosophy of lifelong
learning and the aim to promote mobility and common recognitiohqualifications
within the EU, driven by the Bologna proceEke overarching goals Bblogna

were to enable mobility, recognition of qualifications by making the education
systems moreompatible(European Commission,d). In practical termsthe

Bologna procested to the development of a threeycle degree systenthe
introduction ofquality assurancenechanismsthe European Credit Transfer
system,and the establishment dflational Frameworkef Qualification(McMahon,
2014) In conjunction with the Bologna process, the European Commission began to
develop guidelines for implementing lifelong learning in the EU, with a specific aim
of creaing what has become known asknowledge based econon@hen, 2009)

In order to facilitate the transparent recognition of skills and qualifications in
Europe, the Europass was created in 2000. The Europass is an eportfolio which
enables the user to create, collate and store five key documents: a CV, a Languag
Passport, mobility records, certificate supplement and a diploma supplement. The
Europass makes the users skills and qualifications claadyasily understood in

Europe (Europass, n)d.

USA

The USA has a decentralised education sysienvhichthe Department of

Education devolves policy and responsibility for education to the individual states,
82| Page
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and accreditation of higher edaton to recognised accreditof&ducation USA,
2015. Assuch there is no cdral higher education policAmerican miversities
operate with a high degree of autonomy and independent@wever there is
evidence of a strong engagement wiportfoliosin American higher educatioim

the ECAR (2013urvey of students and, ldver half of U.S. colleges were using
eportfolios. The policy of accreditation bodies has beew ofithe key drivers of
eportfolio adoption in the US, in 2007 the Association of American Colleges and
Universities (AAC&U) named integrative learning as one of four key outcomes for
higher education, epdfolio practice was identified as a high impact practice that
can fcilitate integrative learning (Eynon & Gambino 20R&ynolds & Patton,

2014) In the USA, 90% of teacher preparation programmes use portfolios to assess
their students, the American Natal Council for the Accreditation of Teacher
Education has been a driving force in increasing #plio use in teacher education

(Parker, Ndoye, Ritzhau@012)

Australia & New Zealand

From a policy perspective in Austrakigportfolios are closely linked with
employability skills and graduate attributesmdthis was a major driver of

eportfolio adoption in Australian higher education. The Australian government
sought to promote lifelong learning arid S | Ngh&atdnént with modern
technologies that encouraged persondéXible, collaborative learningCoffey &
AshfordRowe, 2014)Eportfoliowere viewed as a way to assess and report
employability skills attained in the newly created Nathl Diploma Supplement in
2007 (Australian Epdfolio Project, 2008)As such the Australian Learning and
Teaching Council (ALTC) commissioned a government funded intensive research

project called theAustralian Eportfolio Proje¢AeP)to examine the use of
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eportfolios by university studets in Austrdia, from 20072010(Hallam & Creagh,

2010)¢ KS ! St LINRRdzOSR G(KNBS NBLRNIAZ 6KAOK JIdARSR !
approaches to eportfolio adoption. The AeP emphasized the need for strong

academic integration of eportfolio into the teaching and learnirgiglinary

contexts, focusing on the pedagogical affordamoé eportfolio(Coffey & Ashford

Rowe, 2014)

In2006,New Zealand motivated by the dual policy aims of promoting lifelong
learning and developing open source platforms, the Tertiary Education Commission
funded through its elearning Collaboration Development Fund the creation of an
eportfolio platform for the Tetiary sector(Maher & Gerbic, 2009The result of this
project was the platform Mahara, an open source eportfolio platform, which
remains one of most utilised eportfolio platforms globally. Using the Mahara
platform, every educational institution in Neve&@land has aeportfolio called
MyPortfolio (MyPortfolio, n.d) The scale of eportfolio adoption in New Zealand is

truly widespread.

3.5 BEPORTFOLIO COMMUNSTIE

Communities of practice are of central importance to successful epimrtfo
implementation and adption. In countries where strong vibrant communities
developed there is a clear link to widespread eportfolio practice. One of the most
effective ways of fostering scholarship and research in higtiecation is to form a

community. his concept is basedhoNVengef2 @998, p.6) theory ofommunity of
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Figurel0 Eportfolio communities around the world

There are a number of vibrant eportfolio communities around the world, they are
located in countries in which there were strong policy, funding and professional

accaeditation drivers (See Figure hbove).

In the USA and Canada, the Association for Authentic Experiential and Evidence
based Learning (AAEEBL) was founded in 2009 arttuhdsedsof members based

in higher education. AAEEBL holds several annual conferences and has aljbarnal
International Jarnal of EportfolidAAEEBL, 2017Mhe AAEEBL community is very
active and promotes evidence based approaches to eportfolio practice which focus

on pedagogy.

In Europe, the European Network of Eportfolio Practitioners and Researchers
(Europortfolio) wagreated in 2013 funded by the European Commissica as
Lifelong Learning project and replatis predecessor EIFEL. The funding ended in
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2015, however the community continues and holds a langeual European

conference alled EpidEuroportfolio, n.d).

In Australia, as part of the Australian eportfolio project a community was founded,
an annualconference Australian Eportfolio Symposium was created. The AeP noted
that communities of practice and a whole sectoral approach increased the nrumbe

of successfl implementations (Hallam & Creagh, 2010).

In the UK, the Centre for Recording Achievement (CRA) operate as an associate of
the Higher Education Academy and has the specific aim of supporting the higher
education community implementing progress files gratsonal development

planning.

In Ireland, there is an emerging eportfolio community. In January 2017, a higher
education community of practice for eportfolio called Maharalrl was formed,
currentlyat the time of writingin July 2017there aretwenty-five members from

seven Irig higher education institution@Maharalrl, 2017)

Sustainability is an issue for communities of practice, a previously prominent
community the Inter/National Coalition for ElectronicrBolio Research has ceased

to exist and wuld appear to have been replaced or subsumed by AAEEBL

3.6 FUNDING

Government funding for eportfolio practice and research is fundamental to
widespread eportfolio adopbn at higher education level.lhe European Union has

funded over 15 research, develogmt and practice based eportfolio projects since
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2001, initially through the lifelong learning programme and then through Erasmus+.
Ireland has participated in four of these funded projects, two at higher education
level called the online interactive Euregn Language Portfolii OLIPOP) 2004

2007 and Empowering Eportfolio Processes (EEP)201®. At posiprimary

education level, Ireland was involved in the Eufolio project 2083and is currently
involved in the follow up project ATS2020. There arergbedicy and funding drivers
for eportfolio adoption at European Union level, and yet this doesn't seem to have
significantly impacted othe Irish higher education engagement with eportfolio

practice.

In the US, the US Department afi€ation using it§und for Innovation in Post
Secondary Education (FIPSE) granted $70a@®€the Connect to Learning:
eportfolio Resources and Research project (2@D14) creating a network of 24
colleges to develop campussted strategies for building effective ePorifol
initiatives. (Catalyst for Learning, n.d.) This project has generated significant
evidence of the impact of eportfolio based learning and developed valuable case
studies and resources for higher education. Catalyst for Learning is an excellent

example @ the impact of funding on practice and adoption of eportfolio.

In Australia, the Australian Eportfolio Project (AeP) 2R0X0, was funded by the
government through the Carrick Institute for Learning and Teaching in Higher
Education. This research stuithvestigated the approaches to eportfolio use by
students in Australian universities in order to investigate the scope, penetration,
reasons for use anidnplementation ofeportfolio (Hallam & Creagt2010). The
project provided a snapshot of eportfolio useAustralia at the time and identified
policies and standards to foster eqfmlio use at higher educatiofHallam &

Creagh, 2010As part of the project an eportfolio community was founded and
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annual conference was created, this has fostered a vibepottfolio community in

Australia.

In the UK, the Joint Information Systems Committee (JISC) who is funded by the UK

KAIKSNI SRAzOF A2y FdzyRAy3a 0O2dzyOAfa FyR o6& (G(KS 5SLJ

enable people in higher education, further education andsskil the UK to perform

at the forefront of international practice by exploiting fully the possibilities of

modern digital empowerrant, content and0 2 Y y S O dISCZ20ITRince 2608,

JISC has led and funded six research and development projectg l@isneness,

support practice and building an evidence based approach for eportfolio practice at

KAIKSNI YR FdzNIKSNI SRdzOF A2y S80St o ¢KS AYLI O

of UK Universities using eportfol{®WCISA, 2014)

In Ireland, there habeen only one government funded higher education eportfolio

research and practice project called tBportfolio Hubthis was funded through the

Teaching and Learning Enhancement Fund 2016 and ainged & O NBortfdli§ Iy S LJ
framework that will encourageral enable academic staff to incorporatgortfolio

into their programmes, in order to empower students, allow for more authentic

forms of assessment and foster a studeeintred approach to leainge

(Eportfoliohub,2016) Thisproject was small in scalg/ltomparison to those carried

out in Australia, US and the UK aswalfar has had little impact on eportfolio

adoption in Irish higheraucation.

Government funding for eportfolio practice and research is fundamental to
widespread eportfolio adoption dtigher education level. Eportfolio practice is
unable to develop, without the necessary resources to develop the eportfolio

platform infrastructure, pilot projects, and conduct research on eportfolio practice.
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3.7 WAVES OF EPORTFOESERRCH AND PRACTICE

There are two distinct waves in the literature on eportfolio practice, the first wave
from 19952010, and a second wave from 202Q17. The first wave of eportfolio
research and practice was quite focused on the technoldggportfolio and
implementation(Penny Light, Chen, Ittleson, 201Zhe second wave is focusing on
eportfolio pedagogy, theoretical frameworks and evidence of impact on student
learning.

In the next sectioneportfolio adoptionis analysedhrough thelensof the Gartner

Hype Cycleseefigure 116 St 26 0 h Q[ SIF NBEXZ HAanyov ®

“VISIBILITY

Peak of Inflated Expectations

Plateau of Productivity

Slope of Enlightenment

Trough of Disillusionment

Technology Trigger TIME

A 4

Figurell Gartners Hype Cycle

The technology trigger occurred in the early 1990s with the increasing use of
computers in education, the emergence of digital media and the internet which
prompted the emergencelectronic portfoliogPenny Light, Chen, Ittleson, 2012)
The peak of inflad expectations was reached by 2008, with eportfolio use

becoming widespread in the USA, UK, Australia, Europe and New Zealand and
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widespread enthusiasm in higher education for the latest edtech tool. There

followed a trough of disillusionment where thedienology did not live up to its

promise and became unfashionable, which is particularly evident in the UK, where

there was a noticeable decline in funding and researcheptortfolio since 2011

OhQ[ SFNEZ Hnnybo

Currently,eportfolios are reaching a plagau of productivity, the benefits are tried

and tested and a growing number ofganisatios are adopting theno h Q[ S+ N® X

2008)¢ KA & LI GGSNY A& SOARSydG Ay + D223fS ¢NBYyRa asSt
from 20052017 and the interest by region in eportimlover the same period

matches the countries with the most engaged eportfolio comrtiagiof practice

(See Figures 12 & Below).

Interest over time @ -

Note

Figurel2 Google Trends search for eportfolio 280BL7 interest over time

Interest by region @ Region + &
1 United Kingdom ]
2 Australia 1
3 United States 1
4 Canada |

5 France |

Figurel3Google Trends search for eportfolio 2€IBL7 Interest by Region
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Eportfolioare currently experiencing a seabmwave of research and practicéhi§

renewed interest ireportfolio is due to the emergence of digital badges and

YIaaA@S 2Ly 2yt AyS O2dz2NAS& dahh/ 0d 5A3A
'y | O02YLIX AAKYSY(GzZ | OKASOSYSydinBHoneg a1 Af €
Dame University, a team of researchers lgddex Ambrose have been exploring
pairingdigital badges with eportfoliosdS | NHdzS& GKIF G aGKS SLI2NJI
not only best optimized to take stock and provide evidence for earning digital

badges, it is the most logical sgato support or showc& (i K(&mbeose, 2014,

p.8).

This intersection between digital badges and eportfolio emerged from a Notre

Dame pilot study which examined the design and implementation ofalligétdges

in a MOOC environmeriAmbrose, Anthony, Black, 201&ne of key atcomes of

the study was the finding that if digital badges and eportfeli@re paired
O2NNBOGfesr (GKSe 02dA R dadzyt 201 GKS L3246 SNJ
I aGdzRSyGQa FoAtAGe G2 O2ttSOG kel OFAtl
and prove a competency clain 6! Yo NB a4 S 2016/ipksp Acéomling f I O X
to Eynon & Gambino (201 Me pairing of eportfolio and digital badges is a future

direction for eportfolio research and practice.

3.8 WHAT IS AN EPORTFBLIO

An eportfolio can be defined in many ways as it fdfil many functions, it can be a
tool or technology, a practice, a pedagogical model, an assessment method and a

FNIYS62N] F2N £ SINYyAy3Id a [/ KSy g .t 0]
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e-portfolio is multifaceted it is a technology, a pedagogical approach, and a

LINEOS&aax a ¢Sttt H&A || LINRPRdAzOGPE o6{SS FAIdNB

Framework
Assessment? for
learning?

Figurel4 What is an eportfolio?

Through this literature searckhirty definitions of eportfolichavebeen found. (See
appendix 6 The four most commonly cited definitions in thetdature are outlined
in figure 15below. The eportfolio definitions have been analysed and classifitd
six broad categories:

1. Technecentric

2. Learning oriented

3. Collaboratiorfocused

4. Assessment focused

5. Product focused

6. Student centred
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Eportfolio DefinitionsMost commonly cited

Definition Reference Classification
An eportfolio is a digitized collection of | Lorrenzo & Technocentric
artefacts including demonstrations, Ittleson 2005

resources, and accomplishmeritsat
represent an individual, group, or
institution. This collection can be
comprised of textbased, graphic, or
multimedia elements archived on a Web
site or on other electronic media such as
CDROM or DVD. Aneortfolio is more
than a simple collectiot it can also serve
as an administrative tool to manage and
organize work created with different
applications and to control who can see
the work. Eportfolios encourage personal
reflection and often involve the exchangg
of ideas and feedback.

An eportfolio is a digital container capabl Abrami & Barrett |Learning oriented
of storing visual and auditory content 2005 & Technecentric
including text, images, video and sound.
Eportfolio may also be software tools nof
only because they organize content but
also because they aesigned to support
a variety of pedagogical processes and
assessment purposes.

An eportfolio is the product, created by | Jisc 2008 Technoecentric
the learner, a collection of digital artefact
articulating experience@chievements
and learning. Behind any product, or
presentation, lie rich and complex
processes of planning, synthesising,
sharing, discussing, reflecting, giving,
receiving and responding to feedback.

Broadly, the product eportfab is a HartnellYoung |Technecentric
purposeful selection of items (evidence) | 2007
chosen at a point in time from a reposito
or archive, with a particular audience in
mind. The processes that are required tg
create eportfoliog for any purpose,
include capturing and ongoing storage o
material, selection, reflection and
presentation.

Figurel5 Eportfolio DefinitionsMost Commonly Cited
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The four most commonly cited definitions of eportfolio by Jisc (2008), Abrami &
Barrett (2005), Lorenzo & Ittleson (2005) and Hartivelung (2007) permeate the
literature on eportfolio, but inadequately define eportfolio in the context of
learning.

As ddinitions, they are passive, technocentric, focusing on the tool rather than the
affordances of the tool for learning. These definitions emphasize the product or
outcome of creating an eportfolio and do not emphasise the transformative and
empowering devalpmental learning processes that eportfolio enable, which has
more impact on learning than the creation of a product. The definitions do not
address eportfolio as a pedagogical model, with the exception of the last part of
Abrami & Barrett (2005) whichgsiaSa dGKS&@ NBF RSaA3IySR (2 &dzZLJLI2 NI |

LISRFI23IA0FE LINRPOSaasSa FyR 345aaYSyid LldNll2asSaeéo

There are less technocentric and more learning oriented definitions of eportfolio,
for exampleZubizarreta2012) defines a learning portfolio as:
G ¢ KS @itfald/pkoyides a vehicle for bringing together judiciously

AAAAA

aSt SOGSR &l YL S&a 2F adadzRSyidiaQ 62N] YR I OKASQO

N

the classroom for authentic assessment over time. A typical learning

portfolio may include both academic materials andgmnal profiles and

may designate some of its contents as publipiivate. Thdearning

portfolio, then, becomes more than a product, a simple repository of

artefacts; it becomes a process of reflection, of organizing, prioritizing,

analysing, and commnOl G Ay 3 2y SQa ¢2N)] FyR Ada @ fdsSs 6K

AYAaAIKEGE FYR F2Ff4aé 6LIdcpo

This definition highlights the developmental nature of eportfolio learning, and

emphasizes the importance of learning by using the term learning portfolio instead
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of the term eportfolio which gives weight to eportfolio technologgubizarret® a
description of a learning portfolio as a vehicle which brings student learning
together is an important distinction from a tool, it captures the ability of eportfolio

to enable learning.

There is a third group of definitions of eportfolio which consider the personalised,

student owned selfrepresentationand identity elements of eportfolio based

learning. The concept that eportfolio are student owned and the content is student
generatedfF S| (dzNBa Ay 98@8y2Yy 3 DI YOAY2QEA OHAMT:
G a i da#p&t§olib are webbased student generated collections of learning

artefactsk YR NBf I §SR NBTt SOlAz2yas F20dzAaSR 2y
definition integrates the dvelopmental and focus on learning discussed above.
{AYAEFNI&E GKS /SYydiNB T2N wSO2NRAY3I ! OKA
eportfolio with identity andseltrepresentatio ( KS& RSFAYS |y SL}2N
repository, a means of representing oneseifieone's skills, qualities and

achievements, a guidance tool, a means of sharing and collaborating and a means of
SyO2dzN} 3Ay3a | aSyasS 2F LISNE2YyIlIf ARSyGAGe
that portfolio composition produces a highly individuatiselfrepresentationor

Gl y20KSNI {AYR 2F aStTéo

The analysis of the eportfolio definitions above shows that an eportfolio has many
affordances and can be used flexibly for a variety of purposes in higher education.
While the flexibility of the eportfoi may be viewed as a benefit; however, in

practice, this can be a source of confusion and a barrier to successful introduction of
eportfolio practice at an institutional level, as the clear purpose of eportfolio

practice must be clear and explicit to stude and academic staffFarrell, 2018).
Therefore,it is clear that the purpose and definition of eportfolio areereamined
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and redefined, shifting from a technocentric conception toward aggpdical,

student centred and learner orientated definition @portfolio.

Drawing the eportfolio definitions together, six attributes featured in the literature
discussed above are of central importance to this study: the term learning portfolio
instead of eportfolio, the focus on pedagogy, the personal and itdeatements,

the developmental process of learning with an eportfolio, to place emphasis how
eportfolio are a vehicle for learning ttaer than a technology or toolhese six
attributes are impotant to this study because the research questioimisrrogating

the developmental and process aspect of eportfolio based learairtgnot on the

techno centric tool.

3.9 WHAT THEORETICAL ARARIRKS ARE THEREERORTFOLIO PRACAICE

The theoretical underpinnings of eportfolio as a pedagogical model stemdrom

constructivist appoach to knowledge and learniffgynon & Gambino, 201Watty

& McKay 2015. As a constructivist pedagogy, eportfolio practice further draws on

ASPOSNIt 20KSNJ GKS2NARSa 2F tSINYyAy3d adzOK Fa 5SgSeQ
reflech @S LINF OGAGA2YySNE aSATNRSQa (GKS2NEB 2F GNIFyaT2N
SELSNASYGALt tSIENYyAy3a:r Ct | gefduthadshipadS Gl 023y AlGAz2y s

[ F 9SQ& ( KS 2 NiingB@aisorg 2011 dByrniorS&RGamisnb, 20R@&ny

Light, Chen, Ittlesg 2012; Reynolds & Patton, 2Q1#hese theoretical

underpinnings of eportfolio pedagogy are discussed below in relation to the

theoretical frameworks or models for effective eportfolio practice in higher

education.

One of the pioneers in the early developmentegiortfoliosin higher education

during the 1990s was Helen BarretheSdeveloped the first definitions and
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theoretical approahbes for eportfolio practice, which articulated teried

purposes and characteristics of eportfoiadwas an important contribution to th
theory on eportfolio practiceAbrami & Barrett (2005, p.2) argue that eportfolio
KFrgdS GaiKNBS ONRIFR LlzNl1}2asSay LINRPOS&aszs aKkz
the eportfolio shapes how they should be used in higher education. The purpose of
a process portfolio is developmental, showing a student progress over time,
whereas a showcase portfolio aims to demonstrate a student's competencies and
achievements and finallgn assessment portfolio is fosed on evaluation, see

figure 16below (Abrami & Barrett 2005, Barrett 20Q'Further, Barrett (2007)
highlights the link between assessment for learning and eportfolio practice,
particularly for process or developmental piotios. Finally, Barrett (2007)

advocates that the learner portfolio should be kept separately from the institutional
virtual learning environment (VLE) to ensure students feel a sense of ownership of

their own portfolio.
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reflection, documentabn and collaboration, he argudisat deeper learning for the

student occurs when the threeomponents come together at the centre of the

RSaA3Iy 2F GKS LERNITF2tA2e 1S RSGFAtfa d(KFG &l &2dzyR
reflective narrative, plus selective evidence...the role of the collaborative mentor is

to help the writer keep the portftio manageable, current,caurate, organised and

relevant Zubizarreta 2008, p.1)Zubizarreta2012, p.64) highlights the

AYLRNIFYOS 2F F20dzaAy3d addzRSyd NBTFESOGA2Yy Ay (GKSA
jdzSadA2ya | 02dzi KAisleatiNg pkirBoNd n@delbringsS || N Ay 3¢ & |

together eportfolio and critical thinking, the two theoretical frameworks which

underpin this study.

With a similar focus on learning, Chen & Penny Light (2010, p.18) argue that the
& @1 t egbrtfoRoties not in thespecific tool itself but in the processes and in the
ways in which the concept and related activities and practices are introduced to
alidzRSyiGaode ¢KAA A& FTAdzZNIKSNI SHARSYy(d Ay GKSANI LISRI 3
practice calledrolio Thinkingwhich offeis a framework of eportfolio activities
designed to enable students to reflect on their learning, personalise their
experience using multimedia andgsent to a variety of audiencéBenny Light,
Chen, Ittleson 2012)-olio Thinkindocuses on the practicef documenting learning
rather than on the eportfolio technology and aims to foster a culture of process
oriented eportfolio use that encourages reflection over time and enables students
to make connections integrating their learnintside and outside thelassroom

(Chen & Black, 2010, Penny Light, Chen, Ittleson 20h&)focus on a
developmental culture of which eportfolio are part of the learning ecosystem is a
unique aspect of thé-olio Thinkingpedagogy and a key conceptual argument for
this study.
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In their conceptual model for electronic personal development plans (ePDP) at
IndianaPurdue University, Buyarski at (2015) describe the need for a conceptual
model arose from a lack of clarity around how to use eportfolio for personal
developmentplag Ay 3® ¢ KSANI SLI2NIF2f A2 Y2RSt Kl a
understanding of self and others, setting sefincordant goals, developing hope

and shaping education and career gadakp.1) Reflectionis central to the ePdP

model and acts as the main vehiéte facilitating learning and development within

the four domains outlined above, the main goal of ePdP is for students to take
ownership of their learning and to map out their learning journey (Buyarski et. al.,
2015)¢ KS St Rt Y2 RSt Qa tratyyof difleciioh t le@ryng wit 8&n OSy
eportfolio is a conceptual element which shapes the theoretical framework of this

study.

The Catalyst for Learning framework developed by the Connect to Learning project
in the U.S.A. is one of the more evolvéaoretical frameworks for eportfolio
practicebecause it adopts multifacetedapproach which includes pedagogy,
reflection and inquiry atitscor€. KS / I G f@&ad F2NJ [ SFNYyAy3a -
set of campusgested strategies for building agffectiveeportfolio initiative,

connecting effective pedagogy to professional developmeit @mcomes

assessmerit 09ey 2y 3 DI NTheACdtalyst franmework IakeksJPhplistic
institutional approach to eportfolio practice, it has learning at its core dnmhthas

five interlocking sectors: pedagogy, professional development, scaling up and
outcomes assessment. The framework also encompasses three design principles
which are inquiry, integration and reflection. Further the Catalyastriework

engages key panerssuch as students and faculty and envisions eportfolio practice
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embedded in programmes and modules in curricular exilacurricularcontexts

(Eynon& Gambino, 2017) (See Figureldeiow).
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Figurel7 Catalyst for Learningr&mework (Eynon & Gambino, 2017)

The Catalyst for Learning framework is a useful model for devejadfective
eportfolio practice, becausthe design principle of inquiry, reflection and

integration are of particular relevance to this study.

3.10 REFLECTIO

One of the most common themes in the models and frameworks for eportfolio
practice is the centrality of reflectioio learning with an eportfoligBarrett, 2007
Buyarski et. al., 2015; Eynon & Gambino, 2Bréandes & Boskic, 2008enson
2011;Landis, Scotahn 2015 Yancey, 2009; Zubizarreta, 2008hereare

frequent references to a number of theories of reflection in the eportfolio literature
such as those of Dewey, Rodgers, Schon, Mezirow, and King & Kitchener. There is

general agreemennithe literature about how fundamental reflective writing is to
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in vague terms inhe literature.

One eportfolio framework that lays out a theoretical approach for reflective
eportfolio practice is the Catalyst for Learning framework discussed above. The
Catalyst for Learning framework views reflection as the vehicle for effectiveihggar

with an eportfolio (Eynon & Gambino, 2017). The framework draws on Carol

w2RISNDRAE ¢2N] 2y NBTESOGA2Y 6KAOK ARSY(A

reflection: reflection as connection, reflection as systematic and disciplined,

reflection as a socigledagogy and reflection as an attitude toward change. The

JFGrtead F2NI[SENYAYI FNIYSE2N] | NI AOdA I

in eportfolio practice such as using reflection to capture experiences in a course,
across semesters and discipneacurricular and life experiencgégynon &

Gambino, 2017).

lR2LIGAY3I w2RISNNE NBFEtSOGAGS 020t sS 27
experience, experimentation and analysis of experience as means to structure
student reflection in theieportfolio provides structure and sdafding for reflective
thinking (Rodgers 2002, cited in Eynon & Gambino 201Iis approach to

reflection was a useful and valuable contribution to eportfolio practice, where there
was an absence of concrete guidebrfer encouraging and developing students

reflective writing.

Several empirical studies have investigated reflection in eportfolio and its impact on
student learning. Yancey (20P&ports on five iterations of research carried out by

the Inter/National ©alition for Electronic Portfolio Research. Their findings were
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that across institutiongportfolio fostered and supported reflection, that reflection
happens in context, portfolio structure shape the nature of student reflection,
reflection is an iteratig process, and that reflection in portfolios is a knowledge
making activity. Similarly, Jenson (2011) found by combsetfgassessment
discussion with eportfolio reflective tasks,(i dzR 8eytii an@quality of reflection
wasimproved. Scaffolding student reflective practice through prompts and model
portfolios enabled student reflective writing to move from descriptive to analytical
and enhanced student reflective practice in a study conducted in a Canadian
University by Bratles & Boskic (2008). Engaging with reflective eportfolio practice
can ke challenging for students, agms confirmed by Landis, Scott and Kahn (2015)
in their qualitative case study of eportfolio practice at Indiana UniverBitydue
University Indianapolidn summaryreflection isconsidered to behe central

vehicle for learning with an eportfolio, it can difficult for students to master but
through scaffolding and use of reflective prompts can create a powerful learning

experience.

3.11 INTEGRATION

This heme of integration or integrative learning is also a common feature in the
theoretical approaches to eportfolio, especially those from the U.S.A. This is due to
the work of one of the leading higher education accreditors the Association of
American Clieges and Universities (AAC&U). The AAGRdtified integrative and
applied learning as one of four key learning outcomes for collegeithey have

also identified high impact practices which can enable these four key learning
outcomes. (Reynolds & Patto2014) In 2016, the AAC&U added eportfolio as the

eleventh high impact practice, this was due to the large body of evidence of
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eportfolio impact on student learning gathered the Connect to Learningroject

(Watson, Kuh, Rhodes, Penny Light, Chen, 2016)

This section has discussed the five key theoretical models for eportfolio practice,
the following aspects featured in the literature discussed above are of central
importance to this study: the centrality of reflection, the design principles of
inquiry,integration and reflection, the importance of purpose in designing
eportfolio practice, pedagogy, developing an eportfolio culture which documents
learning inside and outside of class, learning is at the core of effective eportfolio
practice and studentsr®uld own their eportfolioThese aspects are important
because they directly address the research question amg af the study, which

are to interrogate the impact of a developmental eportfolio on the student learning

experience and development of cgéil thinking skills.

3.12 WHAT IS THE NATURE.EARNING WITH ANDBFFOLIO IN HIGHER
EDUCATICN

As a digital tool, it seems from the evidence thategmortfolio has many

affordances and can be used flexibly for a variety of purposes in higher education.
Whilethe flexibility of the eportfolio may be viewed as a benefit, however in

practice this can be a source of confusion and a barrier to successful introduction of
eportfolio practice at an institutional level, as the clear purpose of eportfolio

practice musbe clear and explictb students and academic stafif & Wilder,

2010; Gaitan, 2012Parker 2012;Scholz 2017;Wuetherick & Dickinson, 2015

There are some regional difiemces evident in how eportfoliare being used in
higher education which are formed by national higher education policy, for example

in Australia, graduate attributes are high on the policy agenda, whereas in the U.S.,
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its retention and integrative learning and in the UK, personal agpraknt planning

(PDP) is the driver.

Through reviewig the eportfolio literaturea typology ofiive purposes for
eportfolio practice in higher educain were identified:

1. Assessment

2. Developmental

3. Placement

4. Careers

5. Student advising

Eportfoliocan take many forms, depending on the purpose, the programme, the
disciplinary context, and the desired learning outcoméss section examines
these fiveuses and purpossof eportfolio practice in higher educatioiihe

rationale for this approach is #t there is a developmental aspect to all portfolio
based learningtherefore reviewing these fiveses and purposes of eportfolio are

relevant b the research question of thigudy.

3.13 ASSESSMENT

Portfolios have become a common form of summatgsessment across all
disciplines in higher education (Lowenthal, White and Cooley, 2011). The rationale
for adopting eportfolic for assessment are twofoldiystly, eportfolios can be an
authentic, meaningful and student centred form of assessment bexdwsaptures
evidence of student leaing in context and over timeChen & Penny Ligh?010;

Buyarski & Landi2014 Eynon & Gambino, 201 7Secondly, eportfolio assessment
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outcomes(Ambrose 2010;Banta Griffin, Flateby Kahn 2009; Buyarski & Landis

2014;Eynon & Gambin@017).

Best practice for summative assessment using eportfolio according to the literature
is thateportfolio should be programmocused and forma core of a programme's
assessment design rather than bolted on. It should be thoughtfully woven
throughout the curriculum, capturing the student learning experieacer the

duration of the degre¢Banta et. al.2009;Clarke & Boud2016 Housego & Parker,

2009;KlenowskiAskew Carnell, 20065hepherd & Bollige2014 Simatele, 2016

As a summative assessment which aims to measure student learning and
demonstrate student attainment of learning outcomesyall-designedeportfolio
assassment can meet the quality metrics of reliability, validity, transparency and
fairness whiclHorm a robust assessment systdBaird, Gamble, Sidebotham, 2016;
Buente, Winter, Kramer, Dalisay, Hill, BuskfX.5; DriessenOvereem, Van

Tartwijk, Van der Muten, Muijtiens 2006; Donato & Harri2013;Ring& Ramirez
2012) It is argued that, avell-designedeportfolio assessment should align with
module or programme learning outcomes and curriculum and should be assessed
by authentic and valid rubric which alskiga with the learning outcomeonato &

Harris 2013;Yancey 2015)

The idea of using an epfolio assessment as a capstone project at the end of a
degee is a growing phenomenoBljente et al., 2015; Baird et. al. 2016; Perks et.
al., 2013)The aim of a capstone project is to create a culminating experience which
integrates the theory, skillknowledge and practice learned overtloourse of the

degree togethe Buente et al., 201;Baird et. al. 2016Perks et. al., 2033In the
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American context, eportfoliare increasingly used to assess general education
competencies, often in the formf@final year capstone proje¢Buente etal.,

2015;Morreale Van ZildamsenEmersonHerzog 2017Ring & Ramirez 20).2

There is evidence of impact of summative eportfolio assessment on student
learning, eportfolio based assessment enabled studentategrate their learning
and make connections between modul&uénte et. al. 2015Fynon & Gambino,
2017;Morreale et. al. 2017), was authentic, student centred ameaningful (Baird
et. al. 2016L.ambe McNair, Smith 2013) improves student writing (Degin2008)

and promoted independent learnin@larke & Hornygk012).

3.14 DEVELOPMENTAL

The literature on developmental eportfolio is highly relevant to this study, as the
research question for the study examines the development of critical thinking in the

context of eportfolio based learning.

There is a developmental aspect todirtfolio based learning, in fact it is a
fundamental principle that evidence, reflections and artefacts are compiled
incrementally over time. However only two types of eportfolio specifically have
development as their purpose; a learning or process ptidfand a personal
development portfolio (PDP). Although they share the common purpose of
develgpment, they have different aimsh€& learning and process portfolio focuses
on learning and the documenting of the process of learning, while the personal
devebpment portfolio focuses on planning and goal setting. One of the key
differences between developmental portfolios and other portfolios such as

assessment or career portfolios, is that developmental portfolios are focussed on
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the process of learning andehefore are processportfolio, rather than final

polished product or showcase eportfolidlenowski Askew, Carnell, (2006) argue
that there has been a shift from the traditional view of portfolio as a collection of
work to a learning portfolio which foses on learninglhis section examines the
theoretical underpinnings of developmental eportfolio and the empirical evidence
about their impact orstudent learningBoth the theory of developmental

eportfolio and the evidence of impact on student learnimg kighly relevant to this
study. As the research question for the study examines the development of critical
thinking in the context of eportfolio based learning and whether it enharice

student learning experience.

There are strong theoretical argumis of the benefits oéportfolio which focus on

the process of learningZubizarreta2008) argues that portfolios should focus on
learning rather than skills, in particular on giving students opportunities with a
learning portfolio toselfreflecton what, how and learning tool place and to
consider why the learning was valuable. This focus on the learning process and
metacognition can develop reflective judgement and higher order learning
(Zubizarreta 2008). FurtherKehoe & Goudzwaard (2015) thrize that
developmentakportfolioOF y | AR aiGdzZRSyiaQ ARSyGAGe
seltauthorshipby documenting their experiences in academic anatawicular

contexts.

Peet, Lonn, Gurin, Boyer, Matney, Marra, Taylor, Daley (2011) developed a
theoretical model called the Integrative Knowledge Portfolio Process which is
focused on integrative developmentaportfolio. The Integrative Knowledge
Portfolio Process model has six dimensions: adapt and apply knowledge in different
contexts, create solimns, understand oneself as a learner, become a reflexive
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al. (2011) carried out a large scale empirical study to test the Integrative Knowledge

Portfolio Process, conduaty pre and post surveys of 620 students engaged with

developmental eportfolio. They found that students who engaged with the

Integrative Knowledge Portfolio Process showed significant gains across the six

dimensions of integrated learning regardless ofdmraic discipline

According to Chen, Penny Light & Ittelson (2011) eportfolio based learning can

R20dzySyd aiGdzRSyGaQ ARSyGAdd TamiMeydA2y FyR yIF NNI GA
RN} ¢ 2y . F EGSN selfadtBoisRiE Qa KA RB2 KB S2RSTAYSR a4 aiKS
capacity to internally define a coherent belief system and identity that coordmat

mutual relations with others 6 . | E (i §20D4apl3@2Leaking with an

eportfolio, can support students evolving sense of self throughaeéHorship

(Eynon & Gatlmino, 2017).

The concept of an eportfolio as a place for identity development and the
articulation of a holistic self has been evidenced in studies conductétubiies
(2010) andNguyen (2013). Nguyen (2013) views an eportfolio as a living portal
where students can continually 4&ticulate their ideas of self to others as a form of
selfportrait. Her qualitative critical hermeneutics study found that the eportfolio
was a shareablrarrative of self, where students could continuallyarticulate

their ideas of self to others which brought about new understandings. Similarly,
Hughes (2010) found that i dzR Blghiityacange was captured by the
developmental eportfolio, where stuas brought together their inside and outside
lives. Further, in Bennett, Rowley, Dunabidall, Hitchcock, Blo@@016) study of
Australian music and writing undergraduate students, the process of learning with

an eportfolio became a vehicle through whiidentity was constructed, developing
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from a repository of evidence to a form of splbrtrait. Finally, narratives ofelf

differ for adult learners in comparison to traditional students, adult learners are
balancing many competing priorities such as kydamily, community with their
academic studies. The process of creating an eportfolio which captures their holistic
narratives of self is particularly powerful for adult students, as it erthtiiem to

bring together their varied experiences in one plévtadden, 2015).

There are two further studies which investigated developmental eportfolio but
focused on different aspects such as the development of independent learning
(Chau & Cheng 2010) and the impact of how eportfotiakdearning visible to
students (Johnsen, 2012Ehau & Cheng (2010) carried out a qualitative study in
Hong Kong Polytechnic University which investigated whether eportfolio could
enable the development of independent learning among English as a foreign
language stdents. They foud that studentsfelt a sense of personal ownership of
GKSANI SLE2NIF2fA2 YR (GKIG 020K adgdzRSyida
as a tool conducive to learning as both a product and a process geared towards

RSOSt 2LIVSy (il fChadRFef 2020/ py98BS ¢ 6

In a case study carried out by Johnsen (2012) in LaGuardia Community College, she
appliedZubizarret® & 0 H n n n Ethearetiyamodel fomadlearning portfolio

which focused on the process of learning to her composition class. Jo(28&2)

found that by creating and sharing their learning portfolios that they made their

learning visible, therefore valued.

As the research question interrogatdevelopmental, learning, process eportfolio,
several important considerations arise frohetliterature discussed abovEirst

that developmental eportfoliecan be a space for identity development, evolving
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narratives of self and can be a powerful vehicle for demonstgatsarning to

students. Secondhat further empirical research required into the natire of
developmental eportfolio. Wile there are strong theoretical arguments supporting
the benefits of developmental eportfolio, there is a lack of empirical research in this

area.

Personal development planning (PDP) as a use andgieportfolio is very specific

to the UK higher education context, although there are examples of PDP in other

countries. The relationship between personal development planning and eposdfolio

was outlined in a previous sectioo recap this UK govament policy emerged

from the Dearing report (1997) which recommended the provision of progress files

for higher education students where they could track their personal development

(Strivens & Ward, 2010y herefore,PDP and eportfolio are inextricablykid in the

'y LiftArAdOe O2yGSEG® t5t A& RSTAYSR o0& (GKS 'Y vl
supported process undertaken by a learner to reflect upon their own learning,

performance and/or achievement and to plan for their personal, educational and

careerdevelopment. It is an inclusive process, open to all learners, in all HE

LINEGAAAR2Y aSddAy3asz yR i ff tS@Staéd t SNE2YI |
requirement in UK higher education institutions which has resulted in it becoming

commonplace acrossourses and institutions (Head & Johnston, 2012).

There are a number of empirical studies with examine personal development
planning using eportfolio in a higher education context. Using an action research
approach, Gaitan (2012) examined student peraam of personal development
planning with an eportfolio in an undergraduate psychology degree at an English
university over two years. He found thét(i dzR &tyfuiles @ personal

development related strongly to the perceived purpose of the activity thatlthe
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issue of disclosure of personal information in their personal development portfolio

was a concern and source of discomfort for many students. This theme of

discomfort by the personal nature of PDP was mirrored @8 NY' 'y YR YA NJ A
(2008) study Wich found that some participants were initially reluctant to

participate in the personal development eportfolio as it felt unfamiliar and
challengingHowever,most students were positive about the PDP experience and

for some the process was beneficialtt@ir learning, 77% of students said they

would use an eportfolio again the future(Herman & Kirkip, 2008)

There is clearly a tension in the eportfolio literature between creating a personal
holistic learning experience for students and causing digoa for students by
encouraging them to disclose personal information. This relates to the question of
ownership of the eportfolio, if the studemwnstheir eportfolio and controls who

has access to it but it is kept within a university system whibbimd by quality

assurance mechanisms, who really owns the eportfolio?

3.15 PLACEMENT

Using an eportfolio to document student experience while on a placement, practice,
or practicumis one of the most common purposes of eportfolio in a higher
education contek Disciplines where placement are central to student learning such
as teacher education and health and medical sciences have been early adopters of
eportfolio. The use of eportfolio to bring together theory and practice and to
facilitate competency baseelducation are recurring themes in the literature on

eportfolio and placement, which are examined in detail in the following section.
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The use of portfolios to document student learning experiences on teaching
placement is long established in teacher education and increasingly the adoption of
eportfolio is becoming widespread (Parker, Ndoye, Ritzhaupt, 2012). It is evident
from the wide ange of geographic locations of the journal articles reviewed such as
Turkey, China, South Africa, US&rmanyandMalaysia, that eportfolio in teacher

education is a key issue worldwide.

One of the key benefits for preservice teacher for engaging antkeportfolio

during teaching placement was the development of af@ssional identity as a
teacher(Arend & Strydom2017;Ayan & Seferoglu 201Moran, Vozzo, Reid,

Pietsch, Hatton2013;Parker, Ndoye, Ritzhaupt, 201R2itts & Ruggirello 2012)

further benefit evidenced in the literature, was the value of peer support created by
online eportfolio community which reduced the sense of isolation experienced by
preservice teachers while on placemédArend & Strydom2017;Ayan & Seferoglu
2011;Moran et al. 20130zgur & Kaya, 201 Finally, learning with an eportfolio
during placement encouraged the development of reflective thinking and the
integration of theory and practicgdyan & Seferog|i011; Kecik Belgin Dikdere

Aydun Yuksel2012 Oner &Adadan, 201

Several issues and challenges were identified in the literature regarding the use of
eportfolio for placement which mirror those challenges identified in the eportfolio
literature as a whole.

The challenges wer@ (i dzR Beycépiof that ceating an eportfolio as time
consuming, clear communication of the purpose of the eportfolio task to students is
required and how the eportfolio task is framed within a module or a programme
has an impact on the adoptiomd buy:in by staff and studentdmhof & Picard

2009;Kabilan & Kan 2012 Parker, Ndoye, Ritzhaupt, 2012

112| Page



Finally, one very interesting idea which comes from the literature on eportfolio for
placement, was the idea of praxis, the blurring of theory and practice together to

create a ng form of learning. Ayan & Seferoglu (2011, p.520) describes this as
ceportfolio act as a bridge between the past and the future; the theory and the

practice; the undergraduate education and the profession; throughout the

transformation of the student fromaprd SNIDA OS G Sl OKSNJ (2 | y2
idea of bridging theory and pctice is powerful and in relation to this current study

poses the question; can eportfolio bridge the thegmactice gap for sociology

students?

The use of portfolios to assess and support learning in medical and health sciences
isalsowidespread.In their systematic review of portfolio in the health sciences,
Buckley, Coleman, Davison, Khan, Zamora, Malick, Morley, Pollard, Ashcroft,
Popovic, Sayer$2009) found 554 journal articles on portfolios in the health

sciences but only three related to eptotio. Sincehe Buckley et. al. (2009) study,
there has been a significant growth in the adoption of eportfolio in undergraduate
health sciences programmes and a related increase in the research on the efficacy
of eportfolio use, in particular in relaticio clinical placement this is because
reflection on practice is viewed by McAllister & Hauville (2017) as crucial in health

care disciplines.

Two strong theoretical arguments about the value of eportfolio based learning in
the health and medical contexre put forward by Green, Wyllie, Jackson (2014)
and DuncarPitt & Sutherland (2006). Green et. al. (2014) theorize that eportfolio
are an authentic means for nursing students to evidence the development of skills,

experience, professional development amidgoing learning in a clinical context.

113| Page



Whereas, DuncaRitt & Sutherland (2006) argue that the true value of eportfolio in
the health and medical context, is the affordance to bridge the thgoactice gap

and enable learning situated in the clinicahtext.

From the empirical research in the clinical placement setting, learning with an
eportfolio was found to aid the development of professional identity, encouraged
work based learning, supporting of competency development, convenient,
transparent, an a valuable and authentic record student learning on placement
(Belcher Jones Smith Vincent Naidy Montgomery, Gill, 2014;Garrett, McPhee
Jackson2013;Pincombe McKella, Weise, Grinter, Beresford, 201Porter, Kleve,

Palermo, 201p%

3.16 CAREERS

¢CKS YFAY LilzN132asSa 2F OFNBSNI SLRNITF2F A2
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(Moretti & Giovanninj 2011;Simatele 2015;Von Kronsky & Olive012;Reardon,
LumsdenMeyer, 2005) In fact, Taylor & Rowley (2017) argue that graduates
applying for jobs with an eportfolio have a significant advantage over those applying
with a traditional CV. Employers appear to becoming comfortable with reviewing
eportfolio as part of their recruitmmat processes,hte Association of American

Colleges and Universities carried out a survey of 318 employers in 2013 in which
80% said they found eportfolio useful when reviewing applicaRisg, Waugaman,
Brackett, 2017). Further, students are beginningatue an eportfolio as a means

of enhancing their employabilifyost-graduation in an Australian study carried out

by Von Kronsky & Oliver (2012) which examined how students were using their
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eportfolio in an Australian university, 52% of students repotteat one the key
reasons for them to use the eportfolio was that they thought it would help with
their employability. It is notable that théérature from Australia in particular
focuses has a particular focus on graduate attributes and employabilighwh

clearly a dominant discourse in Australian higher education.

There is conflicting evidence on the efficacy of eportfolio to develop career
readiness and employability skills. Simatele (2015) found that transferable skills
could be encouraged by usiag employability eportfolio and Ring, Waugaman,
Brackett (2017) reported that students who engaged with eportfolio and mock
interviews together increased their career readinddswever,conflicting evidence
was concluded in a study by Kennelly, Osboaar&on, Shetty (2016) which
investigated career eportfolio in conjunction with mock jokerviews theirfindings
showed that studentselfreportedthat they saw no difference in their interviewing

skills afterthe eportfolio intervention.

The discoursen career eportfoligis flawed by its narrow focus on a neoliberal
idea of higher education which aims to produce employable graduates with
transferable skills. Even the concept of transferable skills is questionable, as so

much learning is |zific to adiscipline context.

3.17 STUDENADVISING

In the United States, student academic advising plays an important role in
supporting students to make informed choices about their subject majors (Chen &
Black, 2010). In Ireland, we don't have an equivalent system as students have

chosen their subject gialisms on entry to the higher education system. One of
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the uses of eportfolio practice in American colleges and universities is to support

student academic advising. Chen & Black (2010) who piloted adejsantjolios as

gl & 2F GNFXOAy3I || addzRRSydQa tSFENYyAy3I OFNBSNI a A
Stanford. Building on this concept of an advising eportfolio, Ambrose & Chen (2015)

and Ambrose & Ambrose (2013) developed a blended advising model called the

360° folionetworking framework which flips the advising process by harnessing

online learning approaches such as asynchronous and synchronous technologies in

combination with a student centred eportfolio which was found to enhance

interaction and increased mentorirfigr students. From the point of view of this

research project, the model of blending of online interaction with eportfolio

practice is highly relevant.

3.18 BMERGING PRACTICHIBBHER EDUCATION

In addition to the pairing of digital badges and eportfoliccdebed in an earlier
section, there are several emerging uses of eportfolio in higher education. Such as
using an institutional eportfolio to document the whole learning career of a
student, including the ceurricular elements thus creating a comprehesmsi

student record (Eynon & Gambino, 2017). Another interesting emerging use of
eportfolio is for enhancing postgraduate research swgon (e, 2012; Smarzija &

Balaban 2014

3.19 HoOw AREPORTFOLBEING USED IRISH HIGHER EDUCKN?PIO

Eportfolicsare common in American higher education, with 57% of colleges using
eportfolio. (Eynon & Gambino, 2017) Similarly in the UK, a survey carried out in

2014 highlighted that 78% of universities now have a @lytisupported eportfolio
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tool (UCISA, 2034Furtherevidenceof engagementith eportfolio research and
practice was the creation of an Irish higher education community of practice called
Maharalrl in January 2017, currentlytime of writing in July 201There are
twenty-five members from seven Irish higheducation institutions.

There are two exceptions to this slow adoption of eportfolio in Irish higher
education: Dublin City University (DCU) and Dublin Institute of Technology (DIT).
DCU recently introduced of a campus wide learning portfolio calleg Reflector

16,000 students inMay 20l¥h Q. NASY S HAMT O ®

There is a distinct lack of high quality research on eportfolio in Irish higher
education, a recent Education Resource Information Centre (ERIC) search revealed
that there are only five peereniewed journal articles publishedrour of the five

peer reviewed journal articles publishexbout eportfolio in Ireland come from DIT,

one from DCU and one from the University of Ulster in Northern Ireland.

Eportfolioare being used for multiple purposes in Irish higher education: for
enhancing selfegulated learning (Morales, SolBominguez, Tarkovska 2016,
Morales & SoleDominguez, 2015), for authentic developmental assessment
(Lambe, McNair, Smith, 2013), suppod the development of learner autonomy
(Kennedy, Bruen, Pechenart, 2012), for dialogic feedback (Morales et. al, 2015) and
for enhancing and deepening student learning (Dominguez, Morales, Tarkovska,

2014T hQYSSTFTFS 9. 52yySttez uHnmo

For business studés, Dominguez et. al (2014) found that their use of eportfolio
enabled students to become more disciplined aedFregulatedlearners;
participants reported that their learning experience improved significantly and gave

them a break from the traditionakbrning approaches. Similarly, Morales et. al
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(2015) confirmed that eportfolio based learning encouraged students to become

active and independent setegulated learners. They fouridrther that the use of

eportfolio as a complementary mode of assessnadidwed for holistic integration

enabling students to reflect on how course activities were connected and gain a

better understand of their strengths and limitations. Kennedy et al. (2012) assert

that the value oftombining instructiorwith reflection andreal experience created

a direct relationship between the material being taught in the classroom and the
learners reality creating a deeper reflective experience. Further evidence of praxis
SylFLoft SR 0& SLRNITF2ftA2 o0 A&SRnatur€of&lyy Ay 3 | &
teacher education programme which requires participants to show how effectively

they can wese theory and practice togethér 6 [ YO S S . £t ®X HnmoX

Althoughit is limited in volume and scope the Irish higher education literature on
eportfolio supports many ofindings in other jurisdictiongdowever,it is evident
that there is clear need for further high quality empirical based evidence on

eportfolio practice in Irish higher education.

3.20 WHAT IS THE LEARNERERIENCE OF USINERORTFOL?20

The literature orthe learner experience of using an eportfolio is highly relevant to
this study. As one element of the research question for the study investigates the
impact of eportfolio on the nature of the learning experience from the perspective

of the learner.

The leaner experience of using an eportfolio has been explored in both qualitative

and quantitative studies ithe literature. he key themes that emerge in this
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literature are positiveare negative impacts of eportfokmn the student learning

experience.

Thepositiveimpacts and benefits of eportfimsto student learning which are
claimed in the literature are that it can be a personal, collaborative,da@pen the
learning experience which includeshanced career orientatioand increased self
knowledge(Buyarski & Landis, 2014; Eynon & Gambino, 2017; Janosik & Frank,
2013; Kabilan & Khan, 2012; Parker, 2012;

Wakimoto & Lewis, 2014)

The negative aspects of learning with an eportfolio experienced by students centre
around three key issues; confusion abpurpose and expectations of the

eportfolio task, eportfolio technologgnd time(An & Wilder, 2010Birks et al,
2016;Gaitan, 2012McWhorter et al, 2013;Parker 2012;Scholz2017;Tzeng,

2011; Wuetherick & Dickinson, 201%he design of the eportfolio task, how the

task is then implemented and the technical support provided all significantly impact

on the student experience of learning with an eportfolio.

The design of the eportfolio task and the communication of the psepof

eportfolio and the expectations have an impact on the student experiencing of
learning with an eportfolio. Where there is poor communication of expectations to
the students or the eportfolio is an addn activity, the experience festudents

tends b be negativgScholz, 2017 learly aligned and embedded eportfolio tasks
in the module or programme more effective than ladc, bolted on eportfolio tasks
(Gaitan 2012Simatele 2015. The clarity of purpose for producing an eportfolio is
essential acording to Gaitan (2012), who argues tistidents(attitudes are

strongly related to their perception of a purpose for producing an eportfolio as well
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as technical aspects and perception of guidance, this argument is further supported

by Ring & Ramirez (2Q) who found that a lack of clear purpose was a barrier to

the success of their university wide eportfolio programme implementation. Finally,

98y2y 9 DIFYOAY2 OHAMT® LIPmMTMO F2dzyR GKIFI G aGKS @I €
for students depends on how & implemented; that is, the pedagogy and practices

2F FLOdzA e FyR adrFF¥ Fa ¢Sttt d oNRIFRSNI adzLIR2 NI &

There are two further barriers to meaningful student experiencégmvlearning

with an eportfolio; theuse of eportfolio technology and timeh@&se barriers are
strongly articulated by stdent voices in the literaturéAn & Wilder, 2010; Birks et

al., 2016; Gaitan, 2012; McWhorter et al., 2013; Parker, 2012; Scholz, 2017; Tzeng,
2011; Wuetherick & Dickinson, 201H)appropriate technological gyport and

training are not provided, students experience significant frustration, confusion and
difficulties creating an eportfolio and this impacts very negatively on their
experienceof learning with an eportfoligMcWhorter, 2013;Scholz2017;

Wuetherick& Dickinson2015;Ntuli et. al, 2009;Tosh et. al 2005). Practical hands
on training provided at the time of need are key to students successfully learning
with an eprtfolio (Parker et. al., 201Ring & Ramirez, 2012; Wakimoto & liew

2014).

Accounting for a variation in student computer skills and providing training
accordingly impacten student perceptions of eportfolio uséNuetherick &
Dickinson, 20155tudents have difficulty adapting to changedit cannot be
assumed that studats will easily accept a new technology such as antégir,

& 0 dzR S yAlly éd ogitosik & Eran013 Ring & Ramirez, 201Zzeng 2011;
Tosh et. al 20061f support, training and clear goals are not provided for the

eportfolio task, students exgrience frustration with the eportfolio tdmology use.
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(Birks et. al 2016; McWhorter et. al 2013; Tzeng 20@detherick & Dickinsgn
2015) Further, the choice of eportfolio platform in terms of accessibility, usability
and integration into the institutioal learning system has an impact on the student

experiencgBrown 2015;Birks 2016)

Students viewed creating and maintaining an eportfolio as a time consuming task
which involved a heawyorkload Janosik & Frank, 2013; Kabilan & Khan, 2012;
McWhorteret al., 2013Parker 2012). Time was an obstacle and a barrier for
student completion and continuing use an eportfolio over timéAn & Wilder

2010, Hsieh & Lee 2015)

This section outlinethe literature from a student perspective focusing the

positive impacts of learning with an eportfolio on student learning; the integration
and deepening of the learning experience, awareness of growth and development
as learner, student succesglfawarenessgoal formation, career and employment
focusand student ownership and personalised learning. The largest body of
evidence on student perspectives on learning with an eportfolio was compiled by
Eynon & Gambino (2017) which conducted a survey of higher education students
(n=10,170) fromwenty-four American institutions from 201-2013 All of

institutions were part of the Connect to Learning project and where following the
C2L model of eportfolio practice (Eynon & Gambino, 2017). The C2L survey found
that eportfolio practice deepened and integrated dent learning, aided student
growth and development, promoted future planning and enhathstudent success,

see figure 1®&elow (Eynon & Gambino, 2017, p.128).
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C2L Question % Agree or Strongly Agre

Building my eportfolio helped me think more deep| 63.8
about the content of course.

Building my eportfolio helped me make connectior| 68.6
between ideas

Building my eportfolio helped me succeed asa | 62.5
student

{2YSRI&x LQR fA1S G2 dz70.2
others such as employers or other professats
Fy20KSNJ 02ttt S3ASs gKI

Using my eportfolio has allowed me to be more | 66
aware of my growth and development as a learnel

Figurel8 C2L Questionnaire (Eynon & Gambino, 2017, p.173)

Previiza a0 dzZRAS& FINB O2yaAradaSyid oAGK 9@y2y 9 DIYoAy2
eportfolio practice deepening and integrating student learning, McWhortealet
(2013) and Birks (2016) also concluded that students believed that learning with an
eportfoliofoctd SR G KSANJ f SFNYyAy3I: Syl ofSR GKSY (2 as8sS GKS
learning and reflecting in their eportfolio had enhanced their learning, creating a

more meaningful, holistic and personal experience. Further, Kabilan & Khan (2012)

reported that studentdearning with an eportfolio felt engaged in deep learning

which enabled them to understand content at a deeper level than normal.

The finding from Eynon & Gambino (2017) that students perceived that learning
with an eportfolio made them more aware of tmgjrowth and development as a
learner is shared by several previous studies. Cheng & Chau (2010) found that
students perceived the eportfolio as a useful tool which was conducive to learning

as both a product and process were geared toward developmentébpeance.

¢
(s}

The development ofelfawareness Y R Y|l {Ay3 &aidzRSyGaQ 3aINRPSGIK | YR

visible to themselves is clearly evidenced in the eportfolioditere on the student
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experiencegJanosik & Frank013;Wakimoto & Lewis2014;Parker 2012;Kabilan
& Khan 2012;Buyarski & Landi2014) In relation to growing and developing as a
learner, the eportfolio enabled students to reflect, evaluate and iderkigir

strengths and weaknessékabilan & Khan 2012)

Ly 1{SSLAYy3 gA0GK 9@8y2Yy 9 DIFYOAY2Qa OHAMTDU
encouraged career and future planning in students, a number of studies confirm
this finding that students finéportfolio aid careerdevelopment and future
planning(Bennettet. al. 2016 Buyarski & Landif014;Janosik & Franl2013; Ntuli

et. al., 2009 Wakimoto & Lewis, 2034Students who were engaged in professabn
studies such as teaching, found the career development afforded by the eportfolio
particularly beneficialor developing competence and confidence seeking
employment, developing a professional identity and demonstrating to professional
accreditors thathey met the standards require@@ennett et. al., 2016Janosik &
Frank 2013 McWhorter et al., 2013;Ntuli et. al., 2009 Parker, 2012; Wakimoto &
Lewis, 2013

Several studies on the student experience of learning with an eportfolio reported
that students found that eportfolio based learning had no impact on their learning,
motivation, development of identityenhancement of their technology skills or on
their transferable skills. (Contrerddiguera etal., 2016;LopezFernandez &

Rodriguedllera, 2009;Ntuli et. al., 2009SingefFreeman etal., 2019

As a final comment on student perspectiveslearning with an eportfolio, it is

62NIK y2GAy3 . NBIY(d 9 [/ KAGOGdZYQa oHnmoU0 L
the teaching and learning methods that result in the greatest learning gain, so while
student attitudes to eportfolio may not always be p@s#t they ae beneficial to

their learning.
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Relating the above literature to the present study, a number of factors are of
importance to the design of the study; the necessity to provide clear goals and
training for students and staff starting eportfolios, the prudence of providing
technical supporat the time need. In addition, that there is careful consideration of
GKS RSaAdy 2F GKS SLRNIT2f A 2-cosymingAns a =

cumbersome for students.

3.21 HOw AREPORTFOLEEING USED BNENDEIDNLINEDISTANCE HIGHER
EDUCATION

Blended, online and distance higher education courses are typically designed
following social constructivist pedagogy, the same theoreticantation as
eportfolio practice. Tis shared theoretical underpinnings may be one of the
reasons that eportfab are becoming more common in the blended, online,

distance context.

Aseportfolio havebecome more ubiquitous in higher education, this trend is
reflected in blended online andstance higher education courséBarbera, 2009;
Chen & Chen, 200$hepherd & Bollige2014;Shepherd & Bollige2011. Upon
review of nineteen peer reviewed journal articles which met the inclusion criteria of
this study, the purposes of eportfolio in blended, online distance higher education
contexts are: community blding, professional identity development, reflective

practice, placement, employaliifiand assessmetiSee figure 1®elow).

The uses of eportfolio in blended, online, distance higher education are quite similar

to that of higher education generally, thione notable difference, the use of
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eportfolio to foster communities of learners. This is in response to the feelings of
isolation often experienced by online distance learners that is a contributing factor
to higher attrition rates in online courses (Bara, 2009; Bolliger & Shepherd, 2010;
Shaw & Polovina, 1999). Fostering a strong sense of community among students in
2yt AYS O2dzZNES& |yR SaidlofAakKAy3d az20Al €

isolation and disconnection (DiRamio & Wolverton, @0Rhirangee & Malec,

2017).

Purposes of eportfolio in blended online distance higher education

Community building

Shepherd & Bolliger 2014, Shepherd & Bolliger
2011, Chen & Chen 2009, Barbera 2009, Wang
2010, Tucker 2012, Moran et. al 20Balliger &
Shepherd 2010, Ehiyazarysvhite 2012,

Professional
personal
development
planning

Shepherd & Bolliger 201Balton et al. 2015,
Moran et al.2013, Matthew®eNatale 2013

Reflective practice

Cheng & Chau 200Bolliger & Shepherd 2010,
Brandes & Boskic 2008, MatthexkeNatale
2013,Daltonet al. 2015

Placement Ozgur & Kaya 2011, Kecik et al. 2M2ran et. al
practicum 2014,Josephsen 2012

Employability Herman & Kirkip 2008, Dalton et al. 2015
Assessment Tucker 2012l opezFernandez & Rodrigudltera

2009, Mason et al. 2004, Larkin & Robertson 201

Programmatic
approach

Shepherd & Bolliger 201BDalton et al. 2015,
Tucker 2012

Figurel9 Purposes of eportfolio in blended, online and distance education
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3.22 BVIDENCE OF IMPACT

There is growing evidence of the impact of eportfolio based learning on students in
the blended, online distance context. Researchers found that eportfolio based
learning can fostecommunity, peer collaboration and greater interaction between
staff and students and enabled a culture of sharing and suppitinin the learning
community(Barbera, 2009Bolliger & Shepherd, 2010; Ehiyazaryhite, 2012;

Moran et. al, 2014;Shepherd & Bollige2014;Shepherd & Bolligei2011;Wang
2010;Tucker 2012. These findingsupportZubizarret@ @009, p.xxvii) argument

that eportfolio should not be individual activities bt { f$oNihgdstudents in a
critically reflective collaborative process that augments learning as a community

endeavour andefines ther educational experience

Shepherd& Bolliger (2014, p.4) found that one of the key benefits of eportfolio

basedlearnid F2NJ atGdzZRSyda ¢l a GUKS 2L NIdzyArite G2 O2yal
NEFESOG 2y fSINYAYy3I SELSNNRYdStio § KNRdzI3K2dzi GKS LN
students of the developmental aspect of eportfolio based learning or the process of

reflection over time was furtherupported by Herman et al. (2008) study which

investigated the impact of eportfolio on women returning to work in the science,

engineering and technology sectors.

It is argued thateflection is central to effetive eportfolio based learningynon &
DFYOAY2 OHAMTY LlPon0 | NHdzS fil udént a NEFf SOGA2Yy Aa LI
eportfolio practicé€. Zubizarretad H nn P> LIPop 0 SYLKFaiasSa 0GKIFIG aGNBFE SC
Fy AYyAaadNHzySydlf FSFGdzaNE 2F STFFSOGd @S LRNLF2fA2a 7T
learning context, the centrality of reflection for student learning is evidentsed,

SEIFYLX S Ay . NRogsRshudy which.fodused hnGah@ncing reflection
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througheportfolio in an online masters course, found that once students became
familiar with the eportfolio tools and environment that students developed more
nuanced and complex articulations of their learning processes through reflection
and that the community of peers and staff played an important role in scaffolding
and enhancing refldive practice. Further, Cheng & Chau (2009, p.347) in their

study about using digital video for se#flection in an eportfolio context, found that

I af F NAS LINBLRNIA2Y 2F @GARS2 oF&dSR NBTFES

NEFt SOUA2Y ®¢ praiicy ihepottfdlias as\ubrffof af nlink KIEA was an
essential component in the development of ethicsd|fawarefuture leaders

(Dalton et al, 2015)

Common themes in the higher education eportfolio literature arging eportfolic

to facilitate personal and professional development plannapdemic advising
andthe developmemhof a professional identitfAmbrose & Chen, 201Stefani et

al., 2007 Shepherd & Bollige20149. This is reflected in the online distance learning
eportfolio literature, in particular in postgraduate study in the disciplines of
education and business. In their study of two online graduate programs, Shepherd
& Bolliger (2014) found that over several years of study, reflecting on their goals in
their eportfolios had a positive impact on the student's ability to refine, articulate
and act on their personal and professional goals. In the context of online distance
teacher education, eportfolio based learning was found to support the development
of teacher prdessonal identity during placemer(iMoran et al. 2013). Further, for
women returning to work in fields of science, engineering teathnology Herman

et al. (2008) found that students were generally positive about personal
development planning, the majayi of participants found it beneficial once they
understood its relevant to their own career developmeiitie link between

eportfolio and goal setting is explored further in the next section.
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3.23WHAT IS THE RELATHIRBETWEEN CRITTANKING ANEPORTHR@OC?

The literature on the relationship between critical thinking and eportfolios is highly
relevant to this study as it is a key thermof the study which is reflected in the
research question which investigates the development of critical thinking in the

context of eportfolio based learning.

From a theoretical perspective, early pioneers in eportfolio research Abrami &

Barrett (2005, p.4) argued thaportfoliocould encourd S a G dzRSy G a (G2 GO KAY]

critically, and become active, indepesnt and seHregulated learner& This theory

was further evolved bigubizarretsd H nny = LIPEEO ¢6K2 | NHdzZSR GKI G adGKS 7
of learning portfolio is that involving students in the powereflection, the

critically challenging act of thinking about their learning and constructing a sense of

the learning experience as a coheremtjified, developmental processThe

theoretical foundations of relationship between eportfolio practice andail

thinking are further emphasized by th®lio thinkingapproach to the reflective

practice of creatingportfolio which highlights the centrality of the process of

reflecting overtime with an emphasis on satiderstanding, metacognition and

devdoping an intellectual identity (Chen & Black 20P@nny Light, Chen, Ittelson

2012) Penny Light et al. (2012, p.7) strongly argue that eportfolio based learning

Oy RS@St2L) atdzRSyiaQ ONRGAOIE GKAYlAy3a aijAiatftaz
oneofthey2 3 AYLRNIFYG éFé&a F2N £ SENYSNAR (2 RSOSt 2L (
Thus, therawould seem to bestrong links between process or developmental

portfolios and critical thinking in the literature.

Another theoretical strand that intersects with tical thinking and eportfolio

practice ighat of inquiry/enquiry based learningnquiryis a key design principle in
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the Catalyst for Learning model for high impact eportfolio practice which adopts

Y2t 0Q& LINROfSY ol aSR f SIrhjukyfoaEdedighfINRE | OK |
eportfolio practices9 @ Y2y 9 DI Y0AY2 OHAMTX LlPoo0 RS
process that involves asking questions about authentic problamelysingelevant

evidence, creating and presenting evidence based solutieflecting on the

learning process, and developing new quessiamd plans for further inquigy

Additionally, Eynon & Gambino (2017) argue that eportfolio pedstgencourages

inquiry andgives students freedom to investigate questions about which they are
curious,which fostergntellectual maturity. Further, thagportfolios givestudents a

place to showcase the products of their inquiry and the process of recurring inquiry

into their own learning.

The Connect to Learning project (C2L), a US governmeded eportfolio initiative
involving 24 universities which began in 2011, created the Catalyst for Learning
model for high impact eportfolio practice mentioned abcved was led by Eynon &
Gambino(n.d). This project has collected and analysed a larggylaf evidence on
impact of eportfolio practice on student learning through its C2L Core survey taken
by 10,170students(Eynon & Gambino, 2017)he findings show a strong

correlation between eportfolio practice and student success, deep learning and
leaming centred institutional change. The findings on student learning are
particularly relevant to relationship betweeaaportfolio and critical thinking: 64% of
respondents stated that building their eportfolio helped them think more deeply
about the contentof the course, 69% of respondents stated that building my
eportfolio helped them make connections between ideas, 66% answered that using
eportfolio has allowed me to be more aware of my gtbwand development as a

learner(Eynon & Gambino, 201p.173. This project has made a significant
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contribution to much needed empirical evidence on impact of eportfolio practice on

student learning.

In the literature, the uses of eportfolio based learning in relation to critical thinking
for the most part examinedelf-regulationand metacognition and how eportfolio
based learning can be a catalyst for the developmersetfregulationand
metacognition. Fewer studies examined the interaction betwepartfolio and
specific critical thinking skills and dispositio@sie study by Morreale et al. (2017)
that touched on critical thinkingn its investigation of the use of a capstone
eportfolio project to promote reflection, critical thinking and curriculum integration
for final year undergraduates. Their findings sugighat a capstone eportfolio
project can promote reflection, critical thinking, digital literacy, writing skill
development and integrate learning insidad outside of the curriculurtMorreale

et al. 2017)

In the eportfolio literature there appears toe coherent theoretical arguments that
support the use of eportfolios to develop critical thinking skills. There are empirical
studies which examine the impact of eportfolio practice on elements of critical
thinking such as sefegulation and metacognitiowhich are discussed in the
following sections. However, there are no empirical studies which have
investigated the impact of eportfolio practice on critical thinking skill development.
Therefore, there are clear and significant gaps in the eportfaéceliure in relation

to critical thinking, which this thesis aims to address.

3.24 SELFREGULATION

In the context of this studyselfregulationkA & RS ¥ A y ScBnsdioaslyto2 a &St ¥

monitor one's cognitive activities, the elements used in those activities, and the
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results educed, particularly by applying skills in analysis and evaluation to one's own
inferential judgments with a view toward quéshing, confirming, validating, or

correcting either @e's reasoning or oneNJ5 & dEadiohe 1960p.10.

Applying theories o$elfregulationsuch as the work of Zimmermann (2002)
Boekaerts and (2010) Pintrich (1990) researchers are exploring the potential of
eportfolio to supportselfregulatedlearning(Alexiou et al.2010;Jenson 2011;

Lam 2013;Nguyen 2015 Stoten, 201} It is argued hat eportfolio may support
selfregulated learning which could encourage studegponsibility for their own
learning(Dominguez eal., 2014Morales et al.2015; Morales et al. 201&,ang et
al., 2016).Finally,Lam(2014) argues that portfolio assessment can fos&lfF

regulatedlearning.

¢CKSNBE Aa INRsAYyI SOARSYOS 2F (KsBIE A YLI O
regulatedlearning. In lheir quantitative studyusing areportfolio basedself
regulatedlearning model with undergraduate computer scierstedents,Nguyen&
L1SRI o0uHnmp0O F2dzyR GKFG GKS SLENIT2fA2 L
seltregulatedlearning skills, specifically goal orientation, metacognitive and effort
selfregulationand citical thinking improved after applying the eportfolio based

f SEFNYAY3a Y2RdzZ S Ay (KS O2dzNES® CdzNIi KSNE
examined the use of PebblePad+ (an eportfolio platform) as a developmental tool

for facilitating seHregulatedlearning and reflection on professional practice, found

that Pebblepad+ is an effective tool for promoting independent selfiregulated
learningwhich can empower student control over the learning process. Alexiou &

t I N a1 SglaQ o6 Hnmadstudydexplorgdohd potéritial & Bportfofoli K

to support selfregulated learning among undergraduate computer science
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students, ¥ 2 dz¥figher éevels of motivational and affective factors across all phases

of seltregulated learning and eportfolio implemdntii A 2 y ® ¢

Combining eportftio assignments with focused-olass discussions was found to be
an effective and impactful approach for undergraduate English students. Jenson
(2011) found that this instructional approach increased the reflective depth in
stulSyd oNRGAY3A YR F2a20SNBR geffzRIStigni 8 Q ONAGAOFE NBT
For postgraduate business students eportfolio based learning had a positive impact
on theirselfregulationand autonomy, but this was heavily dependent on the
scaffolding ad support of the instructor at the early stagesemfortfolio

development Dominguez et al. 2014Mlorales et al. 2016 Focusing on the goal
orientation component okelfregulation Cheng & Chau (2013) found that the
eportfolio use fosteredi U dzR &fedtigeQkills by emphasizing both the process of
learning through mastery oriented goals and the product of learning through

performance oriented goals.

Finally, Yang «dl. (2016) found that implementing eportfolio based learning which
encourageself-regulationcan be challenging and can lack authenticity for students
if the eportfolio are not central to the assessment design and don't provide

students with meaningful tasks which support student autonomy.

The next section explores a further elemef critical thinking in relation to

eportfolio based learning which is metacognition.
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3.25 METACOGNITION

Recent eportfolio research explores the relationship between eportfolio practice

and the development of metagnitive skills among studentshd&se sudies are
oraSR 2y Cftl @StftQa Y2RSf 6KAOK RSFTAySa
of their learning and thinking processes as well as the ability to monitor, assess,
control and change thosgrocesseé 6 Cf | @S f)fYanaap (2005) argdésh n ¢
that wheneportfolio are focused on process rather than product solely, they can

promote metacognition.

{SOSNIt &addzRASE KI @S Ay@SadaAdaridiSR ,+yoO
al.Q@016) study aimed to identify and assess metacogniti@pirtfolio across

varied stuent populations and disciplinesh&y found that metacognition could be
recognised across studeaportfolioin different contexts and in eportfolio with

differing purposes. They found evidence of metacognition in approxima@o of

the sample eportfolidBokser et al., 2016, p.3&urther evidence of the impact of
developmental eportfolio o i dzR Befatdymsittive skillss presented in Bowman

et al. (2016) study which examined the impact of the use of eportfolio on stsdent

studying a first year writing programme metacognitive skills. The findings indicate

vy

a

GKFG addzRSyta K2 O2YLXSGUSR Iy SLR2NIT2fA

metacognition in relation to connections to learning and conrawito career or
personalgo f 8awman et al., 2016, p.1further, researchers have found that
eportfolio practice has an impact @én (i dzR Bgfatadggitive skills, goal orientation,
student engagemenand enjoyment of their cours@Gencel 2017;Haave 2016;

Huang etal., 2015.
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There are coherent theoretical arguments that support the use of eporddio

develop critical thinking skills, however there are no empirical studies which have

investigated the impact of eportfolio practice on critical thinking skill development.

Thereare empirical studies which examine the impact of eportfolio practice on

elements of critical thinking such aslf-regulation metacognition and integration,

but no empirical studies examine every component skill of critical thinking in

relation to eporfolio based learning. Therefore, there are clear and significant gaps

Ay GKS SLRNIF2ftA2 fAGSNFdz2NBX ¢6KAOK &dzZLlJL2NILia GKS
(2013, p.195) influential systematic review of eportfolio effectiveness, they argue

0KIF G &S YdedkeNdr Bé adopt@dt eportfolio grounded in learning theory,

becomes increasingly impomraas the use continues to gréw

Having established clear gaps in the literature on eportfolio and critical thinking, the
next section explores the impact stibject discipline on learning with an eportfolio.
The previous chapter set out the theoretical model for critical thinking for this
study. A key element of the theoretical model for critical thinking is that it is
strongly rooted within the discipline ctext. This next section critically examines

the impact of subject discipline on eportfolio based in learning.

3.26 HOw DOES THE SUBIBESTIPLINE IMPACTLENRNING WITH AN
EPORTFOL?0

There are very few studies examining the relationship between subjeziptiie

and eportfolio based learningndthis gap in the literature was identified by Bryant

& Chittum (2013, p.196) in their systematic review of eportfolio literature and who

I NBdzS GKI({G GFdzNIKSNI NBaShkNDOK akKzdzZ R SELI YR 2dz2NJ 1Y

appropriateness oéportfolio especially as colleges and universities implement
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systemg A RS SLIRNITF2f A2 LINE INI Y Many & dtadiésk SA NJ Ay
state the subject discipline as a contextual point, such as nursing, medicine, general
education,teacher education, music, engineering, chemistry education, teaching

Englishas a foreign language, history, social work, busin@ahrgini et. al. 2013;

Buckley et al., 2009; Cheng & Chau, 2013; Gencel, 2017; Haave, 2016; Morales et. al.
2016;Ntuli et.al., 2009. However very few investigate the relationship between

the subject discipline and how the discipline shaped student learning with an

eportfolio. This is a significant deficit in the eportfolio literature as one of the key

learning theories theaunderpins eportfolio based learning is situated learning

theory Batson, 201} Therefore the context and culture of a subject discipline is

fundamental to eportfolio based learning.

This section discusses the sparse literature which examines the interaction between
subject discipline and eportfolio based learning. Turns, Sattler, Eliot, Kilgore,
Mobrand (2012) in relation to engineering education argue that eportfolio in

specific disiplines align with the characteristics of discipline, the student population
and nature of knowledge of within the discipline. Birks, Hartin, Woods, Emmanuel,
Hitchins (2016) argue that the subject discipline has an impact on the success of
implementing areportfolio and that implementingportfolio in the health sciences

has proven difficult. Whereas as Wutherick & Dickinson (2015) argue that
disciplines such as fine arts, writing and desigght suit eportfolio better. This is
because those disciplinesith a tradition of paper portfolios which made them

more positively inclined to eportfolio.

From these three articles on discipline and eportfolio based learning, two elements

are salient to this study. Firgtleportfolio learning aligns wittihe characteristics of
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the discipline and secondly the disciplinary conception of the nature of knowledge

impacts on the nature of learning with an eportfolio.

Having considered the impact of subject discipline on eportfolio based learning
generally, tle next section focuses specifically on the discipline of sociology. As, this
case study is investigating the experiences of online distance learners studying a
sociology module. Therefore, the discipline context of sociology is an important

context in thiscase study.

3.27 ARE THERE SOCIOLASEIPLINE SPECIPIORIFOLIO PRACTICES

Despite being increasingly common in the humanities in higher education,
eportfolio have received little attention by researchers in the area of teaching and
learning sociology éhnson, Renzulli, Bunch, Paino, 2013). There are no journal
articles which examine eportfolio practice within the discipline context of sociology
at higher education level and only three journal articles which investigate the use
portfolio assessment withithe context of sociology. Clearly this is a significant gap
in the eportfolio literature, which this study addresses. In the absence of research
on eportfolio in the sociology discipline context, this section outlines the sparse
literature related to potfolio assessment in higher education sociology, which is not

empirical research but rather descriptive practitioner case studies.

Trepagnier (2004) introduced a portfolio assessment for an undergraduate module
on sociological thought, which had the objie of studentdemonstrating their
understanding of the sociological theories and concepts under the assumption that
the application of concepts by students increases their understanding of theory.

Based on the student evaluations, she found that studeriting improved, their
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understanding of social theory was more comprehensive, and they began to feel

active in their own learning proceg3repagnier, 2004)

C2ff26Ay3a ¢NBLIIYASNRA O6HAAnO | LILINE I OK
Bunch, Pain@g2013) introduced a portfolio task into three undergraduate sociology
courses in the University of Georgidhe primaryaim of introducing the portfolio

was to give students a hands on opportunity to work with concepts from the

course, discuss the conceptvith peers, and creatively present their work. The
secondary aim was to encourage students to act like sociologists in order to develop
their sociological perspective and to encourage thagntification as sociologists
(Johnson et. al. 2013)heir firdings indicated that the portfolio was associated

with increased sociological thinkimad identity as a sociologi€lohnson et. al.

2013)

Finally, Clarke & Hornyak (2012) shifted assessment from essays to portfolio in an
undergraduate introduction toaciology course, they found that students
demonstrated increased understanding, in terms of being better able to
conceptualise, acquire and apply knowledge through visuals and real world

experience.

From the point of view of the current study, three elements from the above studies
on portfolios in a sociology context are of relevaniostly, it would seem that

portfolio based assessmesxtan encourage sociological thinking, secondly,
portfolios canencourage the development of identity as a sociologist, thirdly,
portfolios in the context of sociology can aid the comprehension of theory. This
poses the question then of how will these features translate to an eportfolio in the

discipline context of saclogy?
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3.28 EPORTFOLTBIEORETICARAMEWORK

This case study is bounded by two interlinked theoretical frameworks. The

conception of eportfolio in this case study brings together three distinct theoretical

I LILINR I OKSa G2 SLJ2 NI T2008) earniniNdortofiol @hénT& %%dzo AT | NNB G| Q&
.t - 01Qa O0HnAMHU F2fA2 GKAY{AYy3 YR 98y2Yy 39 DIFYoAy?2
KAIK AYLI OG SLER2NITF2fA2 LINF OGAOS® %dzo AT I NNBilF Qa Y2
relationship between eportfolio and critical thinking. gHrticular relevance, are

GKS StSySyidia 2F %dzoAl FNNBGFQa tSINYyAy3a LRNITF2fA2

KAY{AY3I YR RSGSt2LIVSY It LINRPOS&as GiKS AYOGNRYy&EA

[N

involving students in the power of reflection, the criticalhaienging act of

thinking about their learning and constructing a sense of the learning experience as

I O2KSNBYUGE dzyAFASR:E RSOSt2LIVSydlt LINROS&a&aé 0 %dzo A
.EF01Qa F2tA2 GKAY1AY3I KAIKE A Rgogical GKIG SLER2NIF2fA2
approach that focuses on designing structured opportunities for students to create

SLE2NIF2fA2 FyR NBFtSOG 2y GKSANI ft SINYyAy3I SELSNARSyY
focus on eportfolio practice and pedagogy rather than technology is a fundamen

LINAYOALX S (2 (GKS dzy RSNREGFYRAY3a 2F GKAAa (GKSaixaxz |y
Catalyst framework for high impact eportfolio practice. The Catalyst Framework

provides a much needed evidenbased approach to eportfolio practice, the

features of theframework of particular relevance to this case study are the three

design principles of inquiry, reflection and integration and the strong focus on

pedagogy (Eynon & Gambino, 2017).
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In summary, the model of eportfolio based learning for this case stuthaighe
process of eportfolio based learning can be transformative, personal and

empoweiing for learners. (See figure p@low).

Pedagogy

Discipline Critical
context thinking

Learning

portfolio
practice

Deep
Learning

Integration

Process of
Learning

Figure20 Learning portfolio practice model

These interlinked theoretical frameworks for eportfolio practice and critical thinking
form the theoretical foundations for this study and form a theoretical framework
for learning portfolio practice called critical folio thinking (Farrell, 2018). Thieadrit
folio thinking framework conceptualises effective learning portfolio practice as
comprising of four elements: the process of learning, critical thinking skills,
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reflection and discipline context. The process of learning portfolio practice can be
trandformative, personal and empowering for students. Effective learning portfolio
practice can stimulate critical thinking, provide space for students to experiment
and reflect on their learning journeys. Reflective writing is the medium which
facilitates leaning portfolio practice. The developmental process of learning
portfolio practice can be authentic, promote deep learning and should be grounded

in a diciplinary context (see Figure B&low).

Figure21 Critical Folio Thinkingramework

3.29 CONCLUSIONS

This chapter has examined the literature surrounding eportfolio definitions, practice
and purpose in the contexts of higher education, Ireland, online distance learning
and the discipline of sociologyhis analysis has highlighted that eportfolio is a
poorly defined concept in the literature, the majority of the definitions are
technocentric, focusing on the tool rather than the affordances of the tool for
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learning. The definitions emphasize the outcoaiereating an eportfolio and do
not emphasise the transformative and empowering developmental learning
processes that eportfolio enable. It is time to redefine eportfolio in a learning

oriented manner which focuses on eportfolio based pedagogy and peacti

Further, the literature analysis has identified the dearth of empirical research on
eportfolio and critical thinking. Although there is a clear gap in the literature, this
chapter found clear theoretical links between developmental process focused
eportfolio and the development of critical thinking skill$1ese links form an
important theoretical foundation to the interlinked framework for critical thinking
and learning portfolio practice called critical folio thinking, which was outlined in
chapter 1 andn the critical literature review in chapter 2. Thuketchapter
concludes with the eportfolio theoretical framewaork for this study, which forms an
important theoretical foundation for the research project in conjunction with the

theoretical framework otritical thinking outlined in the previous chapter.

This literature analysis has identified a number of key aspects which inform the
design of this thesis. These key aspects indicated by the literature are; the
fundamental role of reflection as a vehidte expression in an eportfolio, the
intentional focus on the learning process in developmental portfolios, the
importance of having articulating the purpose of the eportfolio to students, and the
critical role of technical support and training for sucsfeseportfolio

implementation. In addition, the literature indicates that scaffolding student

reflection through prompts may facilitate sekgulation.
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Following the detailed analysis of the eportfolio literature in this chapter, this
analysis shape$é design of the study which followschapterfive and has led to a
re-shaping of the research questions for the study. This literature review chapter
informs the design of eportfolio data generation instrument and the time period for

data generation, with is detailed in chapter five.

In the next chaptera synthesis of the current literature on online distance learners
is presented, in order to flesh out this important context for this case study. This
chapter aims to develop a profile of online diste learners, to develop definitions

of online distance learning and online distance learner for this study, to explore the

study habits and factors which affect online distance learners learning experiences.

142| Page



4 (CHAPTEROURWHO ARE ONLINE DISTBNEARNERS

4.1 INTRODUCTION

This chapter aims to develop a profile of online distance learners by synthesizing the
current literature. This synthesis of the literature is guided by the following

guestions:
1. How is online distance leamy defined?
2. Who are online distance learners?
3. What factors promote successful engagement for online distance learners?

4. What are the study habits of online distance learners?

4.2 ONLINEDISTANGHBLENDEIEARNINGCONTEXT ANDEFINITIONS

Online and distanceducation are the fastest growing areas of education
worldwide,andthis is because they provide access to educational opportunities in a
flexible manner to students from diverse backgrounds and geographical regions
who often can't accedsigher educatiorby other means@elaney & Fox, 2013;
Simpson2012. In the U.S., a recent report by Babson Survey Research found that
32% of all American college students (which is over 6 million students) were
studying at least one course through distance educationr(ea Allen, Seaman,
2018). In Australia, 31.5% dfidents are studying off campyb/niversities

Australia, 2017). However, this trend is not mirrored in the Irish context, the most
recent figures compiled by the Irish Higher Education Authority (HEA) 26\&al

that only 3% of enrolments are studying remotely and only 17% studying part time.
Brown (2017) argues that the reason for the low participation rates in online

distance education and patime modes of studyn Irelandare due to the current
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restrictive funding model which does not financially support these study modes.
Further, the current absence of funding for pdirhe and online distance modes is
at odds with the stated national education policy which has the aim of increasing
the participation rates ofpart time and flexible learner8¢own, 2017Flannery &
McGarr, 2014 HEA, 2016 In Ireland, this cohort of students is defined by the HEA
OHnmMp O I a a i deeBlekiblaparicpétien inhlgheNsducation is
defined as participatin on a programme of less than 60 crtsdder academic year
(p. 36) The profile of this cohort of students in Ireland is that they tend to be older
and from lower socie@conomic backgrounds and from one of two educational
backgrounds; already educated anpskilling, or second chance learners, possibly
from marginalised populations who have been previously excluded from higher
education or have delayed participation (Brunton, et 2015;Delaney & Farren,

2016 Flannery & McGarr, 2014

Within this conéxt, one of the problems is a lack of consistency in the terminology
and definitions for online learning, distance learning and blended learning in both
policy texts, professional and research literature. The key point is all three of the
aforementionedterms are contestabléMoore, DickensoiDeane, Gaylen, 2011
Forsome, online learning is a hew generation of distance education which stems
from the same principles and it is viewed by others as a subset of distance
education (Harasin2017 Foley McCabe& Gonzaled-lores 2017 Siemens,

Gavsvic, Dawson, 201L%Xher theorists such as Garrison and Anderson (2011) view
online learning as distinct to distance education in its pedagogy, approaches to
learning and content delivery. All three modes of deliverjine, distance and
blended learning arguably share similar constructivist pedagogical underpinnings,

until more recent shifts towards connectivism andlabbrativism which are
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emerging(Andersen & Dron, 201Harasim 2017;Warring 2013) In fact, Selryn

(2011) argues that the change from distance learning to online learning and the role
of technology in this transformation has radically altered the pedagogy and student
experience of being an online or distance learner (Selwyn, 2011). This section
outlines and critiques the definitions of online, blended and distance learning from

the literature and aims to construct an operational definition for this present study.

Distance education or distance learning has a long history dating back two hundred
yeas with the aim of providing access to education to thode were

geographically distar(Moore et. al., 2011Simpson 2012;Siemens et. al2015.

The nature of distance education has evolved with the affordances of the
technology of the time, evolvingom correspondence to teleconferencing to
harnessing online technologi€¢Siemens et. al. 2015Fhree common definitions of

distance education are:

1. a¢SIFOKAY3 YR LI IYYSR ftSIENYAY3 AYy GKA
different place from learning, requiring communication through

G§SOKy2t23ASa a ¢Sttt Fa aLISOAILE Ayaia
Kearsley, 2004, p. 2).

2. A9 RdzOI G A2y (nfote techdoiodes to Aefivr indtidtion to
students who are separated from the instructor and to support regular and

substantive interaction between the students and the instructor

synchronously or asynchronously 6 { SI YIFyz ! f fp®yz { St Yl

3. & 5 anaeieducation is teaching and planned learning where the teaching

occurs in a different place from learning, requiring communication through
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42).

The definitions share two comon attributes: geographic separation or -@mpus
student engagement and the use of technology to enable learnligese
conceptions of distance education while relevant to this study do not match the
course profile of this study adequatelplthough,the BA in Humanitieshich
provided the context of this case studyegan as a distance education course,
following the correspondence model, the course has evolved over time. Since 2006,
the BA in Humanities began evolving from a distance learning moaékended
online delivery, by using the virtual learning environment (WAE) CTin

combination with the previous mode of printed ssludy course content and a
small number of face to face tutorials. From 2011 to present day, the mode of
delivery further evolved from distance to online by introducing some synchronous
live online tutorials and by delivering the course conteleicéronically on the VLE

called LoogDelaney, 2017).

As the distance education definitions do not fit the course profile,défnitions of
blended learning are now examined. Drawing on the affordance of educational
technology, blended learning involves combining traditional campus based face to
face teaching with technology enhanced experiences which are typically online.

Thereis a diversity of definitions of blended learning, Allen & Seaman (206)7

RSTAYS Al a O2dNBES 6KSNB don (2 Td: 27

blends online and fact-face delivery. Substantial proportion of the content is

deliveredonline, typically uses online discussions, and typically has somédace

2NBF YA

S 02 dzNEA

TIOS YSSiAyIaové ¢KS Y2ald ai0NIAIKGEF2NBINR RSTFAYAGA

p6l GKI G dao6f SYRSR tSFNYyAya NBFSNBR G2 (KS
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traditional faceto-¥F I OS Ay ad NHzOGA2Y 6AGK 2yt AyS €SI
differentiates between two types of blended course: a blended classroom course

where most of activity is done in face to face classes and a blended online/hybrid

course where most of thedivity takes place online. From the point of view of this
dl0dzRes {SYSNRa ouvnmpO0 RSTFAYAGAZY 2F |y 2
activity is done online, but there are some required fadace instructional

activities, such as lectures, dissions, labs, or otherindSNBE 2y € S Ny Ay 3 |
is the definition that most accurately describes the mode of delivery of the BA in

| dzYF YAGASAT K2gS@OSNJ GKS GSNY aof SYyRSR €S
perceived to be linked to a heavy emplesi campus based classes, which is not

compatible with the course profile of the present study.

Online learning dates back to the 1970s and its development is linkédat
evolution of the internetHarasim, 2017)Similar to the contested definitionsf
distance learning and blended learning, there is a lack of an agreed definition of
online learning (Siemens et. al 2015, Moore 2011, Ally 2008). Four common

definitions of online learning are:

O«

p
z

1 a! O2dzNAS 6KSNB Yz2aid 2N Fff 2yF GKS

have no facdo-face meetinggs 0! £ t Sy s { Sk YlIyZ DI NNB{

T ahytAyS €SFENYAy3 A& | F2N¥ 2F RA&all yC
the learning process, teaching is delied completely using the Internet,
and students and instructors are not required to be aafait at the same

tmeandplacé 0{ASYSyas: DIQBaBAOS 51 6a2y HAN

1 a!'tft O2dzaNBES | OGAGAGE Aad RByake 2yt AYyST
sessions withintte course and no redeements for oncampus activity

(Sener, 2015)
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1 a& hline learning as the use of the Internet to access learning materials; to
interact with the content, instructor, and other learners; and to obtain
support during the learning process,order to acquire knowledge, to
construct personal meaning, and toogv from the learning experienée

(Ally, 2008, p.16)

The® four definitions share twoommon ideas; that all learning takes place online
and the course has no face to face classes. Niegkess, these conceptionsf
onlinelearning while relevant to this study do not match the course iteaif this
study sufficiently. Therefore, the next section discusses a more appropriate

definition for this study.

4.3 ONLINEDISTANCEEARNINGIOWARDS DEFINITION

The previous sectiongviewed and critiqued the most common definitions of

onling, blended and distance learning askdowedthat there is no singularly agreed
understanding of these terms. None of the definitions quite fit the course prafile
the centre of this study, which is now discussed in relation to the above definitions.
This case study relates to the undergraduate Humanities Programmes offered by
Open Education, which includes two qualifications: The Bachelor of Arts (Hons) in
Humarities and the Bachelor of Arts (Hons) in Humanities (Psychology Major). The
Humanities programmes are modular degrees designed for part time adult
learners. At the beginning of the academic year, students are provided with access
to seltstudy learning meerials, resources, activities, online classroom, discussion
fora on their module page on the university virtual learning environment called
Loop. Students are supported academically through a variety of means: a personal
tutor, the humanities programme #@m and the university student supports.
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Students are also supported in online discussion forums, which is the key medium
through which students communicate with their tutor and fellow students. Each
module has a combination of face to face and online tiatigr there is typically two
face to face tutorials on Saturdays on campus and seven online tutorials on week
day evenings which results in fifteen hours of tutorials per module. Tutorials are
activity-based sessions where tutors facilitate the discussibtine material

students have been studying.

As the existing definitions of online, blended and distance learning do not fit the
O2dzNBES LINBPTFAESSYS F2NJ 0KS LlzN1}2asSa 27F
FYR a2yt AyS RAA&GL yaPring tBdetNey tBeNattributesld | R 2

geographic separation or effampus student engagement from the distance

KA

ax

IN VIS

f SENYAYI RSTAYAGA2YE YR {SYSNR& O6HAMpPO

GKSNE avyz2ad O2dz2NAS | O0A @A G &quiledfacR@y S 2
face instructional activities, such as lectures, discussions, labs, or othersan
fSENYyAY3 OGAGAGASadPE ¢KS aGNBy3IldkK 27
study is they avoid the problematic term blended learning and inc@igs the
GSNY da2yftAyS RAAGEFYOS tSIENYyAy3aeé FTNRY
context of this study the following definitions are adopted for the purpose of this

research:

1. Online distance learning is a course where the majority of the learrigg
online, the students are based off campus but may engage in a small

number of face to face classes.

2. An online distance learner is a part time adult learner based off campus,
studying on a course where the majority of the learning is online, but may

engage in a small number of face to face classes.
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This section has developed a definition of online distalearning for the purpose

of this study. The next sections examine the literature on factors which affect online

RAalGlIyOS aidRSyiaQ tSINyAy3a SELSNARSyOSa

4.4 FACTORS THAT AFFEIIINE DISTANCE STUDEXPERIENCES

Online distance leaing degrees have lower rates of retention and graduation than
full time canpus based undergraduate cours@runton et. al., 2016 here are a
number of factorgeported in the literaturewhich affect online distance learning
student experiences and remtion, which are: time management skillse ability to
balance work, family with study, autonomy, community, sense of belonging,
motivation, course design, and support structures at institutippaogramme and
teacher level¢Blackmon & Majgr2012;Brown, Hughes, Keppell, Hard, Smith,
2015; Buck, 2016; Holder, 208tn 2014;Veletsianos2012;Yang, 2017,

Zembylas, Theodorou, Pavlakis, 2D0®ese factors shape online distance student
identity within context of the course, the institution and ina&bn to their peers

and teachers, see figure Xklow (Baxter 2012)
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2.The result of
a trajectory of

interrelated
identities

4.Biographical

3.Shaped by interaction

1.Shaped by lecturer
with other students

perception

Student online identity

5.Shaped by expectations -
of what it means to be a
university student

7.Shaped by academic
expectations

8.Coloured by personal
6.Shaped by beliefs and power
communities discourses of others.

Figure22 Student online identity (Baxter, 2012)

Students with more developed time management skills are more liketpntinue
on an online courséHolder, 2007). This involves establishing a sustainable study
routine which can adapt and accaufior problems(Brown et. al. 2015)n addition

to time management, strong organisational skills and the ability to keep on task are
key to being a swessful onlinalistance learne(Buck, 2016)However, many

online distance students struggle to follow a regular study schedule due to the
challenges of élancing work, family and studi@rown et. al. 2015;Blackmon &

Major, 2012; Buck, 201®armody & Fleming2009; 8n, 2014; Zemblyas et.al.

2008. Trying tofulfil multiple roles and juggle professional, family, social life, and

study can cause online distance statteto feel considerable stre¢Brown et. al.

2015;Zembylas et. al. 2008)
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Being an online distandearner involves greater autonomy than traditidreaampus

based higher educatiofComer, Lenaghan, Sengupta 20I®)line distance

students have to be able to work independently and there is an increased need for
selfregulation and selflisciplineto mee the course requirementéThompson,

Miller, Franz, 2013)This greater need for autonomy can cause frustration,

confusion and discomfort isome online distance learneésh Q{ KSI > {2y SX

Delahunty 2015k

Feeling that they belong to a community of learnkes a significant impact on the

learning experiepes of online distance studentBuck, 2016Delahunty 2012;

hQ{ KSI = { {2 g0%5yangy 301 7:V&letsjanos2012) According to Baker

OHnmMny AavKSY aiddzRSyida FSStes adtfigpo@antR G2 Ay adNUHzOG2
their experience is more positive, whiblelps them stay in the program 6 OA G SR A Y

Yang, 2017, p.24The wo factorsthat can support the development of a sense of

communityand belonging in student@re establishing social presenaedshigh

levds of interaction in the cours@Anderson & Elloumi, 2008uck 2016;

Veletsianos2012. Developing social presence in the course gives students a

greater sense of connection to each other, the teacher and the course (Veletsianos

2012). Social presence has been defined by Garrison, Anderson, and Archer (2000,

LIPy b0 a4 GLI NOGAOALI yGaQ FoAaftade G2 LINReSOG GKSANI
O2YYdzyAteés (GKSNBoeé& LINBaSydaAiAy3da GKSyaStgsSa (G2 20§KSN
Interaction and social presence can be promoted through course design which

promotes active communication between students and instructors using

asynchronous discussion forums and synchronous online classes 2Bli6k

Gauvreau, 2016). However, student experienaed perceptions of discussion

forums is mixed, for some they enabled students to learn from other students from
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different backgrounds and culturgsh Q{ KSI £ { (2 y SForoth&f | Kdzy i &

students, discussion forums were intimidating confusing and uribkemd they

activelydisliked and avoided their ugBaxter 2012Selwyn 2011).

Community can also be fostered through informal student interaction such as social
media, study groups, and eméindrews & Tynan, 2012, Q{ KSI > {42y Sz
2015. In a study conducted by Andrews & Tynan (2012) informal student networks
were most beneficial for participants in terms of sense of community. Informal
student networks can enable online distance students to form positive social
relationships and close tiagith fellow students (Zembylas et.al., 2008). The
emphasis in the literature on building community is in response to the feelings of
isolation often experienced by online distance learn&arbera, 2009; Bolliger &
Shepherd, 2010haw & Polovinal999. Fostering a strong sense of community
among students in online courses and establishing social presence can decrease

& (i dzR feefidgsofisolation and disconnectiofDiRamio & Wolverton, 2006;

Phirangee & Malec2017.

Online distance students are commlg motivated to study for three distinct
reasons: by the prospect of career progression, having missed out on higher
educationpreviously angelfdevelopment (Brown et. al. 2015). Motivation is a key
predictor ofa i dzR 8hyfityi ® Succeed in an onlif@ogramme, students with a

clear goal for study are more likely to persist to graduation (Buck 2016). Further,

5 ¢

hQ{ KSI SiGd fd o0nHnmp0y F2dzy R GKIFIG GKS Yz2a

were assignments, receiving good marks in assignments prothéed with

evidence to support their decision to study.
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In Ireland, higher education institutionaligports such as library, career advice

learning support, administration and counselling services are heavily focused on full

time on campus students. Thiseans that part time and off campus students have

reduced access or sometime no assdo vital university support®glaney &

Farren, 2016HEA2012. This can lead to online distance students feeling less

integrated and engaged into the higher educatioastitution and feeling that they

are a lower priority than campus basstidents { 9! = HaAMHT  Fy3 uHuamtT hQ{KSI
al. 20195. Clearly, this is an issue of equaliypdif Irish higher education

institutions want to increase the provision of online dista learning in line with

the national strategy for higher education, changing the model of support for all

students is a necessity.

This section has examined the literature on the factors affecting online distance
students studying successfully. The nssction focuses more closely on the

learning experiences and study habits of online distance learners.

4.5 THESIUDY HABITS OF OELINSTANCE LEARNERS

Although they are studying online, the study habits of online distance students
follow traditional studyactivities such as reading, note taking and writing
assignments and arersilar to campus based studenfSakiroglu, 20140rton-
Johnson 2007). There are number of key study habits which contribute to
successful study online; organisation, takiegponsibility of learning, creating a

positive study environment, time management and effective note taking, reading
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and assignment writing strategi€dndrews & Tynan, 2012; Ashby, 2004; Brown et.

al. 2015;Buck 2016;Watkins, Corry, Dardick, Stella,12).

Creating a positive study environment with a dedicated and quiet study space is an
important organisational aspéor online distance student@shby, 2004Buck
2016;Cakiroglu2014) A further organisational aspect is the necessity to plan and
structure their study around their ottr responsibilities effectivelfAshby, 2004)

This can result in unusual study patterns which are highly individual such as studying
late & night or early in the morningAndrews & Tynan, 201Buck 2016. In a

study conducted by Andrews & Tynan (2012), they found that online distance

learners were very resourceful at fitting study into their busy lives.

One major point of difference from campus based study, is that much of online
distance students learning taketape outside of thei S I O #eSvNEXkey typically
have on demand access to theatning resources of the courg@/atkins, Corry,
Dardick, Stella, 20159n spite of this differencghere are some empirical studies
which investigated the study habits ofiline distance learners. In a study of new
online distance learners in Australiapin etal. (2015) identified three study
approaches in the cohort: activarategic, activadeep and passiveurface. Active
strategic online distance learners were tasiented, thorough, effective at
managing and planning for study and spent a lot of time working on assignments.
Activedeep learners were motivated Iselfdevelopmentand passivesurface
learners lacked independence, had unrealistic expectations of higghgcation in
addition to no preious experiences of universigrown etal. 2015) These study
approaches are a useful addition to the literature on the study habits of online

distance learners.
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Effective note taking is an importaselfregulatoryskll which is one of the most
common activities in a face to face class, but is equally impofta online distance
learners(Watkins et. al., 2018Cakirogl, 2014). However Watkins et. al. (2015)
found that online students were less likely to take ewif they had not been

prompted unlike in face to face classes where students spontaneously take notes.

For some students learning how to use the technology that is necessary to learn

effectively onlineisastruggle N2 gy SG @ | f @ ,2009wQther h Q{ KSI Sd® | f &
students are comfortable in the online environment and are increasingly using

online resources such as videos, open educational resourndsyikis to aid their

comprehension of course contefitienderson, Selwyn, Finger, Aston, 2015 R

study of student perceptions of digital technology in Australian universities,

Henderson et. al. (2015, p.1567) found that students found the most useful and

[N
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lectures, and peferring to look at diagrams, animations and images as opposed to
Sy3dlr3aay3a gAGK GKS gNRAGGHISY 2-bbhes,BRrptSYy 62NRé ® CdzNI KS
Williamson (2010) found that students were using video to better understand and

clarify key concepts and cae topics. This points to the significant growth in the

integration of video content in online courses and in education more broadly

(Kaltura, 2017).
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4.6 CDNCLUSIONS

This chapter has developed a profile of online distance learners by examining the
key cortepts, contexts and literature which resulted in an operational definition of
online distance learning and the online distance learner for the present study.

Further the chapter examined the factors that promote successful online distance

learning and thestudy habits of online distance learners

Finding appropriate definitions in the literature for online distance learning and
online distance learner proveo bevery challenging. There was a lack of
consistency in the terminology and definitions tmline learning, distance learning
and blended learning in the literature and similar to the definitions of eportfolio and
critical thinking, they were highly contested. None of the definitions quite fit the
course profile at the centre of this study, tlefore the operational definition for
online distance learner and online distance learning discussed above were

developed.

It is clear from reviewing the literature related online distance student learning
experiences that they face very different challeage campus based traditional
students such as time management, balancing life commitments and developing a
sense of belonging. Although online distance learners are studying onlirie, the
study habits fobbw traditional study activities, however they reigel greater

autonomy and organisation skills as their learning is largely independent.

As online distance learners are the participant cohort of this study, this chapter

provides an important contextual background on this group of-traditional adult
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learners. Further, this literature analysigormedthe design of the study which is
detailed inchapter five In the next chapterthe research design, methodology and
method are outlined. Chapter five builds upon and is shaped by the previous three
chapters which analysed the literature on eportfolio, critical thinking and online

distance learners and have informed the design of this research project.
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5 (HAPTERIVERESEARABESIGNMETHODOLOGY AND
METHODS

5.1 INTRODUCTION

This chapter detailthe research design and methodological framewfmnkthis
study. The chapter outlines the aims of the study, research questions, the research
paradigm, datgenerationdesign and process, data analysis and concludes with the

role of ethics in this researgbroject.

5.2 AMS OF THE STUDY

The purpose of this study was to explore the nature of the learning experience with
an eportfolio and its impact on the development of critical thinking skills for online
distance learners at Open Education, DThk study focuses on the case of the
learner experience of using an eportfolio and the process of developing critical

thinking.

5.3 RESEARCH QUESTIONS

The principle area of investigation in this study is the interaction between critical
thinking and learningvith aneportfolio among higher education part time online

distance learners.

The formulation of the research questions for the study was an iterative process
which ewlved over the life cycle of the doctorstiudy. The refining and reshaping

of the research questions was informed by the detailed analysis of the literature on
critical thinking, eportfolios and online distance learning in the previous chapters

and by the case study context.
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The early researcfuestions for the study were:

1. How can eportfolios enhance the nature of the learning experience and the
development of criticality among flexible learners?

2. How can eportfolios be used to enhance criticality in learning?

3. Isitthe process of reflection tharthproves the criticality or is it the medium
- the eportfolio?

4. What is the nature of the learning experience when students are interacting

with the eportfolio technology?

These researchuestions were refined over timiato the finalresearch question for

the study

Can eportfolios enhance the nature of the learning experience and the development

of critical thinking among online distance learners?

Further, the research question can be considered as two interlinked parts:
71 Part 1: @neportfolio enhance the nature of the learning experience among
online distance learners?
1 Part 2: @neportfolio enhance the development of critical thinking among

online distance learners?

5.4 RATIONALE FOR THISI®T

This study set out to explore whether eportfolio practice might enable students to
develop critical thinking skills and enhance their learning experiences in higher
education. This research topic is important because as established in chapter two,
developig university students who can think criticalhaiwidely recognised but
unfulfilled goal of higher educatiofpunne 2015; Facione 1990; Ennis 2016;

Willingham, 2007)Further, as discussed in chapter 3, the eportfolio literature
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indicates that eportfolh based learning may enable students to develop critical
thinking skills.This research topic is important because very little is known about
the impact of eportfolio practice on critical thinking development, which is a key
finding from the analysis oht eportfolio literature in chapter 3 of this study. This
thesis directly addresses the clear gap in the eportfolio research in relation to

critical thinking.

5.5 PHILOSOPHICRINDERPINNINGS

This section outlines the philosophical underpinnings of thisysttids study is

shaped by my (the researcher) worldview which influenced my approach to this
reseach study and guided my enqui(¢€reswell, 2007). This research study is

gualitative in nature and grounded in the constructivist paradigm (Bryman 2008,

Brawn & Clarke, 2013)The constructivist paradigm stems from hermeneutics and
emphasises the study of interpretive understanding ofamiag(Mertens, 2015)
Constructivist researcis defined by Mertens (2015, p.17) as being guided by the
FaadzyYLliaAzya alGKFG {y2¢f SRIS Aa az20Alftfe
research process and that researchers should attempt to understand the complex
world of lived experience fromthe poinfo @A S¢ 2F (K2aS 6K2 f AL
with positivistresearchconceptiors of one reality, constructivistolds that there

are multiple realitief realitywhich are socially constructddiertens, 2015)

Qualitative research is inherently subjectivadadoes not strive for the objectivity
characteristic of positivist research. The constructivist paradigm is compatible with

this subjectivity in which the researcher engages closely with particip@nées\vell,

2007;Mertens, 20195.
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The rationale for grunding this study i constructivist paradigm is for the

following reasons: this study aimed to explore the nature of the learning experience
with an eportfolio and its relationship to critical thinking through the multiple
perspectives, experiences aiderpretations of online distance learners. These

aims are compatible with both the constructivist and pragmatic paradigms however
the pragmatist conception of ontology as a single reality does not fit with this

NBaSINOKSNDRa O2yOSLIiAzya 2F NBlIfAGeo®

Thisstudy takes a critical social scientific approach to technology which is congruent
with a constructivist paradigm. The narratives surrounding technology in higher
education tend to view educational technology as a panacea or as a disrupter of the
currentsystem which will causeansformation Bryant & Chittum, 2013; Farrelly,
2014;Goodfellow 2014;Selwyn, 2016 These narratives are also prevalent in the
eportfolio literature and were thoroughly discussed in chapter thiEgese

narratives should be cénA RSNBR Ol dziA2dzat &> o60SINAY3I AYy YAYR
argument for the need to be sceptical of the claims made about technology in
education. Therefore, this study adopts a critical social scientific approach to
educational technology rather than a technoiogl deterministic one which is

prevalent in the edcational technology discourg&elwyn, 2010)This study argues

that technology can be an enabler of learning, but it is important to focus on the
pedagogy and the learning that has been enabled and ndhe technological tool.

It is through this lense, that eportfolio are explored in this research study, with an

intentional focus on eportfolio practice and pedagogy rather than technology.

Constructivist research is the product of the values of theaesher, whose own
background shapes interpretation (Mertens, 20IHyerefore this study is

interpretive in natureasl interpret the data and its construct meaning which is
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shaped by my life experiences. Mgdkground is Irish middle classyMarents

were professionals and attended university, they placed a higlevah education

and both mysiblingsand lattended university and embarked on professional

OF NESNAR® aé& LI NByiaQ oI t des are thevaldesthal K S
my husbandand| are passing on to our two daughters. In addition, my history
disciplinary background both as student and as a lecturer has shaped my approach
to research, consideration of evidence and approach to analysis. Although | was
afforded privileged access angmortunity to higher education, this is not the case

for many people. My interest in online distance education apdrtfolio began

initially as a curiosity about the technological aspects of online delivery, but more
recently my views have developed tonsider the issue of equality of access for
adults to higher education. The current Irish funding model for part time higher

education is deeply inequitable.

My interest in eportfolios has spanned a tgeaar period, | am aware that my

interest and opiniongbout the potential positive impacts of eportfolio based
learning may have an impact on the findings of the study. Therefore, | have strived
to adopt a criticahpproach and remain open and inquiringtimoughout the

research process.

My worldview wasshaped by my background and experiences, which in turn has
shaped this doctoral studyersonal bias based on my background and worldview
may affect this research projedtor this reason, a reflexive approach has been

taken where great attention is pai@ tdentify, explore and set aside such biases.
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5.6 DESIGN OBruny

Followingon from the adoption of aconstructivist research perspectiva

gualitative case study was designed. During the process of designing the study,
different qualitative strategies were considered and rejected. Ethnography was
unsuitable as participant observation was not feasible due to the mode of study of
online distarte learning, phenomenology was not suitable as it did not capture the
developmental aspect of critical thinking and lastly grounded theory was not

consistent with theexploratory nature of the stud¢Creswell 2007;Mertens 2015)

According to Yin (2014,2) the case study approach is preferable to other research
RSaAdya oKSYy aom0O GKS YIFIAY NBaSKHNOK [[dzSadAz2ya
researcher has little or no control over behavioural events (3) the focus of sy
contemporary phenomenah Further, Yin (2014) emphasises that research case

study is situated in its real world context. As learning with an eportfolio was a

contemporary and complex phenomenon which has been underexplored, the case

study approach was suitable. Further, the gtaive case study design was

therefore selected in light of the exploratpnature of study which sougib

understand and interpret online distance learn@sgperiences of eportfolio and the

development of critical thinking and how their rich descriptions constructed a

complex view of the learning experience in tentext of Open Education, DCU

(Braun & Clarke2013;Creswell2007) This approachiscons&ty’ i ¢ A G K { Gl 1 SQa
(1995, p.16) conceptualising dfd aim of qualitative case studes ¢ KA OK & &S S|
greater understanding of the case. We want to appreciate the uniqueness and

complexity ofitsS Y6 SRRSRy Sada |yR AYOGSNI OGA2Y gAGK AlGa

164| Page

02yl



In conclusionin light of the research questions aremainingcognisant othe
theoretical and methodological approaches of previous research, a case study

approach with a qualitative methods design was adopted for this research.

5.7 THECASESTUDY

The study focuses on the case of tharner experience of using an eportfolio and

the process of developing critical thinkinycase study is defined by Creswell
SHnnTYX LIPTo0 Fa al ljdzZ €t A0 GABS | LILINE I OK
system(a case) or multiple bounded systems (cases) tiner, throughdetailed, in

depth data collection involving multiple sources of information (e.g., observations,
interviews,audicvisualmaterial, and documents and reports), and reports a case
descriptionand casebased themes. For example, several programs (a +sitéti

study) or a single program (awitknA G S dGdzRev Yl & o6S aSt Soi

PaAy 3 [ NBagStftQa owHnnTtédalgunBa®s appréaBhSHatr K A
explored the case of thiearner experience of using an eportfolio and the process

of developing critical thinking oveéihe course of one academic yedihe study

focuses on the case of thearner experience of using an eportfolio and the process

of developing critical thinkinglhis explorationnvolvedan examination ofwo

sources of information; participant eportfolio entries and interviews. More

specificallythis study adopted an exploratory holistic singlse design where the
G202S0G 2F GKS adui dzdfthel@ammdr xigeBienceofy 3t S A & & d
eportfolio based learning and the process of developing critical thinfdngswell

2007;Stake 1995;Yin 2014)
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¢ KS & Ol &&hy thd raseaFcNyu¥sson thatformed the design of the

study, datagenerationinstruments and analytical approa¢Greswell, 2007Yin
2014,) The case study was bounded by the following theoretical, temporal and
institutional boundaries. A theoretical boundary is derived fritva research
guestions andhe two interlinked theoretcal frameworks thaencompases
eportfolio practice and critical thinking skijllshich were outlined in chapters two
and three In this case study, the conceptualisation of learning portfolio practice is
that the process of eportfolio based learningrartsformative, personal and
empowering for learnerdn addition, he model of critical thinking for this case
study is that critical thinking is a judgement process which enables decision
making. It is encompassed by the skills of interpretation, analysvaluation,
inference, explanation and saégulation and the dispositions of being systematic,
judicious, truth seeking, confident in reason, opmimded and analytical. Critical

thinking is strongly rooted with the discipline contexas discussedhichapter two.

A temporal boundary was defined by the period 2&1BL8, whichencompassed

the design, datgenerationand analysiphases of this studyA further temporal
boundary was applied to the dagenerationprocess which tok place over one
academic yearfrom September 2016 to June 2017. The rationale for following an
academic year was that the daggnerationfollowed the academic unit aine

module ofstudy.

Finally there wasan institutional and progtmme boundary. This was defined

through the selection of aohort of online distance learners studying on the BA
(Hons) Humanities/ BA (Hons) Humanities (Psychology Major) at Open Education,
DCU. The module setting for the study was an intermediate sociology module called

Soc3aPower, SociaDrder; Crime Deviance, Work and Employment.
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5.8 DATA SOURCES ANENERATION

The literature reviews of critical thinking, eportfadiand online distance learning in
conjunction with the research questions was used to develop the determgtion

instruments. Two sources of evidence were drawn upon for this study; the written,

@A adz € | yR Ydzt G§AYSRA | epdrtilio &hddert) gtductufedl2 ¥ (1 K S

interviews.

5.8.1 Eportfolics

Eportfolics wereconsideredas an appropriate data generationethod for this
study as they are a form of participant generated textual and visual data which
directly captures the thoughts, ideas, meanings of participants from within the
pradice context of the eportfolidBraun & Clarke2013; Lichtmar2014) As a
participant generated produceportfolio as a data generatianethod could be
considered similato a researcher directed diafraun & Clarke, 2013)lthough

previous studies (Ayan & Seferoglu 2011, Chau & Cheng 2010) havhigsed

Q)¢
(p))
pul

approach to datagneratiors y 2 LINS@A2dza &aiddzReé Kl a dz

stimulus during interviews

Participants completed five eportfolio entries over the course of one academic year

at key points in their learning journey. Eportfolio entries followed a prescribed

structured template of critical questions which was set by the eportfolio data

generationA Y & O NHzYSy 4 +FyR AYyUiSYRSR (2 SyO2dzNJ 3
learning, examples of coursework/class waviktten and visual, and stimulus

questions designed to encourage critical thinkingaitheir learning(See figure 23

below).
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1 | Reflectivdearning portfolio entryl | 7= November 2016

2 | Reflective learning portfolio ents® | 5- December 2016

3 | Reflective learning portfolio entf§ | 9~ January 2017

4 | Reflective learning portfolio entrg | 20~ February 2017

5 | Reflective learning portfolientry -5 | 27~ March 2017

Figure23 Schedule of eportfolio dageneration

The participants were terviewed with thewritten, visual and physicalrtefacts

from their eportfolics were used as stimulus during the interviews usang
techniquesimilari 2 G KIF G 2 F & (R6Ber & Logdy, R@Ihiisl G A 2 Y €
approach was somewhat similar to a dianyerview method, where diaries are

used to stimulateand enrich the interview metho(Braun & Clarke, 2013).

5.8.2 Desigrof the Eportfolio Instrument

The eportfolio data generatiomstrument was shaped by the research questions,
the theoretical frameworks for critical thinking and learning portfolio practice. The
eportfolio datagenerationinstrument or critical questions template was designed
as a series of eight critical question prompts which guided @petnts eportfolio
reflections(See Appendix 1. Eportfolidata Generatiofnnstrument) The critical
guestion prompts were closely aligd with the critical thinking skills from the
theoretical framework of this study and drew on King (1995) critical thinking

prompts. In addition to responding to the critical prompts, participants were asked
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to provide three pieces of evidence of their teang to support their written

reflection piece and to write a brief rationale for the inclusion of the evidence.

5.8.3 Interviews

Interviews were seeas an appropriate data generationethod for this study as

they are suited to experience type research questions, and the exploration and
understanding of.J- NIi A OA LJI y ((Braoan & 03ark®) 301LH)inkidg/back to

the primary research question of tletudy:Can eportfolics enhancehe nature of

the learning experience and the development of critical thinking among online
distance learnersR is clear that the exploration of the experience and
understanding of learners are the fundamental aims of the stadgtherefore
interviewing was an appropriate dagenerationmethod to pursue. When

designing the study, other qualitative data collection methods were considered and
rejected. Observation was not practical due to the madeeliveryof the course.
Focus group are concerned with common understanding of an issue, where this
study was focused on the individual journeys of participants rather than the
collective. Questionnaires were not detailed or in depth enough and do not enable
the researcher to become close to participants (Mertons, 20A5emistructured
interview approach was selected as it is more flexible than a structured interview
but has the safety net of an interview schedule whachunstructured interview

lacks(Bryman, P08)

As the case studcontext wasan online distance dege programme, participants
required flexible modes of participation for the interviews. Participants were
offered a choice between online or face to face interview. There are some

drawbacks to oline interviewingasit can be more difficult to develop rapport and
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detect nonverbal responses, however online interviegiis convenient and

accessibl€Lichtman, 2014)

Two phases of interviews were planned, the first interview was scheduled at the
midpoint of the study and second interview was scheduled at the end of the study.
The rationale for having two rounds of interviews was to capture the development
of critical thinking in participants and to explore their changing and developing

experiencef learning with an eportfolio.

5.8.4 Design of Interview Schedule

The form of interview designed was semi structured. An interview schedule was
created which containetventy-sixopen-ended questions which were shaped by

the research questions, the theoretical frameworks for critical thinking and learning
portfolio practice(See Appendix 2 for Interview Schedule VThe interview

schedule contained questions about demographstgdying Soc3a, learning with an
eportfolio and critical thinking anthe interviewsended with adwalkthrougte of

the participantseportfolio

During the first round ointerviews,the first version of the interview protocol
initially asked general queshs about theLJ- NIi A @#pédenga$ &f Osing an
eportfolio, and then later separately an eportfolio walkthrough was conducted. It
became clear during the first round of interviews, that the participants found it

difficult to recall the details of theieportfolioswithout having it open during the
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general questions, after fivet@rviews, | merged the two elements into one and

combinedthe general questions with the eportfolio walkthrough.

During the second roundf data collectionthe interviewprotocol was modified

and slightly mee specific questions were utilisethis was due to the insight gained

through the initial data analysis of the first set of interview data, which merited the

refining of the interview protocol fothe second round ohterviews(See Appendix

3 for Interview Schedule V.2)

5.9 DATAGENERATIORROCESS

Data generatiornin this study occurred in five phases, starting with recruitment,

followed by participant induction to eportfolio, then concurrent participant

completion of eportfolio entes and interviewgSee figure 2&elow).

Phase Description Time Periods [ DataCollection
Tools used
Recruitment | General information September Plain Language
phase session 2016 Statement, Consent
Form
Phase 1 Briefing and support September Eportfolio critical
sessions on usirthpe November guestions templag-
eportfolio platform 2016 instrument
Phase 2 Participants completed | October 2016 | Eportfolio critical
5 eportfolio entries March 2017 questions template
instrument
Phase 3 Interview 1 January 2017 | Semi Structured
interview
Phase 4 Interview 2 May-June 2017| Semi Structured

Interview

Figure24 Summary of datgenerationactivities
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5.9.1 Participant Selection & Recruitment

Purposive sampling was used to select participants for the casg.sfihis was
based on cases thatere deemed to be information rich and which met the criteria
identified in theresearch question of the studBraun& Clarke 2013Lichtman

2014) Potential participants were selected based on the following criteria:

1 Background informatiommge, genderarea of origin

1 Taking themoduleSoc3APower, Social Order, Crime, Work and
Employment (Intermediate) module as part of the BA (Hons) in Humanities/
BA (Hons) Humanities (Psychology Major)

1 Studying on the BA (Hons) Humanities/ BA (Hons) Humanities (Raygho
Maijor)

f Online distance learners

1 Mature adult learners over the age of 23

1 Studying at Open Education, Dublin City University.

I was given granted access to the cohort of Humanities students by the relevant
institutional gatekeeper for the programme and module, and staff involved in the
design and teaching of the modudgreed to use eportfoli®as one of the modul@ &
learning activities for the academyear 2016/2017.Wwas not directly involved in
teaching or assessment on the module but did provide technological sufigpdtie

participan@ éportfolios.

Thirty-five potential participants that fell within the sdtoundaries of the case study
were approached at the start of the academic year in September 2016 and were
invited to take part in the study. Potential participants were approached during the
first face toface tutorial session on the %f October 2016dr Soc3A Power, Social

Order, Crime, Work and Employment. Potential participants were given a copy of
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the plain language statement (See AppendixldinfLanguage Statement) aifd
they wanted to participate they were invited to complete tilformed consent
form (See Appendix 5. Consent Form). As some potential participantsalveeat
from the sessionan emailwas sento the absent cohort, inviting them to
participate and including the plain language statement. Following this process,
twenty-four participants consented to take part in this studRarticipant
recruitment was carried out in accordance with the TCD School of Ednedtiical

guidelines, which is furthedetailed in section 5.1&thical considerationbelow.

5.9.2 Data generatioprocess Eportfolio

The eportfolio platform used for the study was the institutional platform called

Loop Reflect, a customised Mahara instance. The rationale for using the institutional
platform was partially convenienaes the students had access with addiional

login detailsrequired. There was also &ase of uséactor as Loop Reflect wa
integrated into the institutional virtual learning environment (YL&nhdthis would

lessen the potential technical difficulties for the participants as they vaineady
somewhat familiar with the VLE.oop Reflect had the required functionality for the
study, as a student centred web based platform that endlalasy incorporation of

text, rich text media, images and fil¢snally,as Loop Reflect was the institonal
platform, limited technical support and basic resources warailable to the

participants(see figure 2%Helow).
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Figure25Loop Reflect

For the purposes of the research study, the participants were set up as a separate
cohort on Loop Reflect, which gatree researcheadditional administratorights

and enabled the customisation efch participant's eportfolio entry templates for
the study. Each participant was set up with a st collection of five eportfolio
entries which included the eportfolio data collection instrument. The eportfolio was
student ownedandonly the researcher and the module tutors could access the

eportfolio entries.

This study followed eportfolio implementation best practice guidelines by Ring &
Ramirez (2012) which emphasised front loaded student and staff support, the use
exempars and supporting documents. | provided techn@gbport tothe student
cohort and twomodule tutors.The stu@nt support was front loaded witthree

online tutarials on using Loop Reflect beipgpvided, questions were answered on
the module online discussion forum and by email and phone. A week before each
eportfolio entry was due an offer of a further suppotttorial was posted on the

discussiorforum. For the tutors, the main support requirgeas with marking the
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