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Final report on the field studies

This document

This document is a component part of Deliverable No.10 of the JISC/CALT project ‘Student experiences of networked learning in higher education’.

The aim of this document is to provide a report detailing the outcomes of the research elements of this project. The two main elements are:

1. Student experiences of networked learning

2. Mapping networked learning activity and summarising good practice

These two areas can be further divided into four main elements to the field studies, the dates in brackets indicate original aims:

1 Observations/interviews with 60 students on 6 networked learning courses (Sept 99 to April 2000)

2 Survey of 300 networked learning students (Sept 99 to April 2000)

3 Face-to-face interviews with networked learning 'experts' (Feb 99 to Sept 99)

4 Telephone survey of 90 staff from 9 discipline areas (Sept 99 to April 2000)
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1
Executive summary

Project Summary

The NL in HE project aims to create a coherent picture of students' experiences of networked learning in UK higher education. In particular the project aims to analyse relationships between students' approaches to networked learning, salient features of the networked learning environment and learning outcomes.

The field studies comprised two main areas of activity:

· investigation of student experiences of networked learning and 

· a mapping exercise that located the investigation and summarised good practice. 

The two main areas were further subdivided into four elements

· student interviews and observations

· student survey

· staff interviews

· staff telephone survey

The findings from the research are presented in two ways throughout the remainder of the report and they are concluded by two common elements that can be found in sections 8 and 9 of the full report:

Main findings at a glance

These are included in the Executive Summary and provide a brief digest of the findings from the field studies and report on each component of the research: 
· case studies, 

· student survey, 

· staff telephone survey 

· practitioner interviews. 

Findings 

These provide a detailed account of the issues raised by each part of the research. 

1. For the case studies we identify the issues that were more frequently raised by the students during the interviews. Each case study begins with a short introduction that gives brief details of the course and the approach adopted for the research. The case study findings have been structured in three headings: 

· Students’ experiences

· Students’ approaches to learning

· Students’ educational needs.

2. Interviews with practitioners of networked learning that were carried out as part of the mapping exercise. 

3. Survey results from the student questionnaires

4. Survey results from the staff telephone questionnaire 

Common themes 

These provide a report that identifies the commonalties and its variations across the six case studies and across survey results from the students’ questionnaires, the report is organised into seven headings:

1) Technological reliability and trust

2) Induction and understanding

3) Contingent use

4) Variety of communication media

5) Working in groups

6) The importance of the tutor's role

7) Feelings about networked learning

The seven headings provide a summary of the key areas for further analysis and provide the basis for our concluding section. They identify the ways in which the technologies interact with wider institutional factors, the students' understanding of the situation and the practices and pedagogy of the educator. 

Interim Recommendations and Guidelines

The common findings are used to inform and comment upon our guidelines and provide recommendations under five headings. 

1. Planning tasks and assessment

2. Design

3. Managing on-line activity

4. Students' learning

5. Collaboration

Our initial findings have already proved useful in the development of the guidelines and we are confident that our final guide has benefited from the research we have conducted.

Main findings at a glance 

The Networked Learning in Higher Education (NL in HE) project defines networked learning as learning that uses communication and information technologies to promote connections between one learner and other learners, between learners and tutors and between a learning community and its learning resources. The key to our definition of networked learning is the focus on people and we do not view the use of online materials as sufficient to characterise networked learning.

Within this section, we provide a brief summary of the research findings. This is divided into four sections:

1. The case studies. These are structured in two headings: 

· students’ experiences and educational needs 

· students’ approaches and learning outcomes 

These two headings are compared across three different media, and between distance and on-campus students. 

2. The student survey

3. The staff telephone survey

4. The practitioner interviews

1. Case Studies

The six case studies investigated used different environments for networked learning: First Class and Lotus Notes for asynchronous and synchronous text based communications, ISDN2 for synchronous video communications and WebCT and Dreamweaver for Web resources with asynchronous or synchronous interpersonal communications. The six case studies were also chosen to shed light on the differences between networked learning largely/wholly at a distance and networked learning largely/wholly on campus. The research has confirmed the point that both distinctions (i.e. between different learning environments and between distance and on campus students) are becoming increasingly blurred divisions:

· The different learning technologies were all accessible via the Web, with the exception of the videoconferencing case studies that were using ISDN 2 conferencing systems. Nevertheless the increasing development of videoconferencing over the Web and video streaming, points to the emerging integration of a variety of media (CMC, video and the Web) as well as other computer applications and software integrated within the same learning environment. 

· The nature of the student body is also changing, we met part time students in their teens that had full-time paid employment, and the majority of full time conventional students had part time work during the week and/or weekend work. Many of the on campus students interviewed had their own PC where they lived, which they used to do their study on a regular basis just as a distance student would do. In all the case studies face to face meetings were a requirement in the course design, including the Open University course which had regular face to face tutorials within the region. The difficulties with distinguishing distance students from on campus students was clearly highlighted in the Coventry case study where both categories of students had to attend the weekly lessons physically and send their homework through WebCT in just the same way.

For the purpose of presentation and discussion of findings we find that these different categories are appropriate in this project as we intend to spell out the commonalties and variations of experience, approaches, needs and outcomes in each case study. However we believe that future research in the area of networked learning may need to pay attention to these unclear divisions, and in particular to the increasing developments of media rich integrated learning environments available over the Web.

As a final note, we need to signal the need to understand each case study as context bound. The different experiences, approaches, educational needs and learning outcomes are not only related to the media or to whether the student was at a distance or on campus. There are other factors such as institutional resources and facilities, subject discipline, type of learning activity, tutor style and approach, student orientation and perceptions, etc. All these factors have equally influenced the experience, the approach and educational needs of the students. The Initial Findings section is intended to provide a more descriptive and detailed account for each individual case study.

Students’ experiences and educational needs

In relation to CMC, Videoconferencing and the Web

The least favoured, unreliable and less understood environment by the students was videoconferencing. This is also reflected in the student survey, the students’ experience of videoconferencing, though based on a small sample, was mainly negative. It was generally perceived as a ‘second best’ learning experience, but appropriate for the provision of access to remote students. Conversely CMC had more educational value for the students, they believed it provided more discussion opportunities and interaction. Both CMC environments underpinned collaborative forms of working in groups and encouraged a more independent and organized attitude by the student. The survey findings indicate that the students using text based conferencing systems had a more positive attitude in that they believed that the technology was helping them to learn. Students in interviews expressed more mixed feelings about these approaches and often complained about work and information overload. The Web environments were experienced as mainly resource based, and as providing access to information and to the tutor. However particularly amongst the Coventry and Lancaster students, the use of WebCT and Lotus Notes was reported as helping students to both acquire and improve their C&IT skills. Students using Web based systems raised issues about navigation and the different uses and facilities available were not clear to everyone. This finding was common to both distance and campus-based students. As we explain in more detailed in the Common Findings section, the need for induction was a shared issue raised by the students in all the technological environments. It was mentioned particularly by the videoconferencing students who felt that tutors lacked appropriate training and understanding of the media. 
In relation to distance and on campus students
The majority of the student felt positive about using the technology, but this was particularly true with the distance students. The students using CMC believed that the technology was enabling them to interact with other learners and overcome the isolation of studying alone. The students using videoconferencing could see the opportunities and advantages for the more remote students, and the Web users valued the possibilities of keeping in touch with the tutor and the access to lecture notes and other course resources from home and from work. The on campus students (particularly the ones in their teens), regarded the experience of using CMC and the Web for learning positively. They found that they could develop their C&IT skills and that this would provide them with more chances for future job prospects. However, they did not tend to value the technology for its capacity to enable interaction with their peers as much as the distance students did. The exception to this were the on campus students in the Coventry case study who were equally positive about the tutor contact enabled by WebCT. In some cases the on campus students felt that because of the technology, they had less tutor contact and guidance; and in the videoconferencing case study in particular this was perceived as a loss in their education experience. Both on campus and distance students felt they needed guidance through the resource material from the tutor, however on campus students generally had higher expectations from the tutor in terms of availability and providing assistance and feedback. 

Students’ approaches and learning outcomes

In relation to CMC, Videoconferencing and the Web

The CMC course designs were intended to support a collaborative learning approach. These students were encouraged to work together and part of their assessment reflected this group work. Videoconferencing was seen as an appropriate medium for lecturing and tutorials and generally lecture notes and material packs were provided. In the Web case studies the intention was to provide the student with content resources, information about the course, access to the tutor and other students and access to other students’ work. Interestingly none of the students in the six case studies relied only on the networked learning environment provided and they used a variety of media such as email, mobile 'phones and face to face meetings to communicate with colleagues and the tutor. This was perceived by the students as an appropriate approach for them to check understanding, ask questions, discuss issues, for group work, especially when meeting deadlines and taking decisions. Nevertheless not all the tutors were aware of this and in the CMC cases, the students were expected to work online, as this was a requirement in their assessment. This is described in more detailed in the Common Findings section as this finding has several implications, in particular on what counts in the assessment of networked learning students. 

The approaches to assessment varied and included individual assignments, group project, tests and exams. For this purpose students used the resource material available in the learning environment and usually combined this with other external resources such as books and the Web, which students reported to using extensively to gather resources for their assignments. Our account of learning outcomes is on the basis of the students' perceived learning using networked technology. The students working in groups and teams in the CMC environments were often unsure that they had covered all the content material for the course and were concerned about relying on other students' work and the effect this may have on their marks. The videoconferencing students did not regarded the technology as bringing something new to their personal learning experience, and assessment was independent of their attendance at or participation in the videoconferencing sessions. The Web students were not assessed for their contribution to the discussions or activities online, however they were strongly expected to use the course resources. Thus in the WebCT case, the medium enabled the students to have regular feedback from the tutor on their homework which was felt to be beneficial to their learning outcome. 

In relation to distance and on campus students

The majority of the students had a PC where they lived or in work. This was with the exception of the on campus Web students who believed they were often at disadvantage because not everyone in their project group had access to a computer at home. The distance students reported that they had control over when and where to study, and they had control over the printing facilities though there was also a cost involved for both printing and their use of the Internet. Some of the on campus students had to rely on the institution's facilities to do their work and in the case of the on campus CMC students, the facilities were not always appropriate to the kind of group work that they were expected to do. Other on campus and distance student’s complained about the availability of computers at the institution and the costs involved with the printing facilities. For these reasons most of the students had chosen to have a PC of their own. 

Some distance students were expected to produce written assignments, however there is no indication in our initial findings that their learning experience and outcomes were significantly different than those of the on campus students.

2. Student Survey

The student survey was conducted at two points, one at the beginning of a networked learning course and the second near to the end of the course. Over 250 students were surveyed from five different courses at five different universities. The universities were a selection of pre- and post 1992 bodies. They included one course from the Open University representing distance education and a range of technologies including computer conferencing, a Web based course and videoconferencing. Our main findings are set out below.

Experiences of networked learning

Students enjoyed the experience of working with the technology and believed that it helped them to learn. In general students were happy that their tutors kept track of them without interfering or preventing the students from getting on with the work by themselves. Students were less sure of whether the technology helped them achieve their personal goals though it was noticeable that Open University students were significantly more positive about achieving their personal aims. Most students did not feel isolated working on the networked courses and there was no significant difference between the different courses and the technologies they used. Overall students were unsure or mildly positive about the technology helping them work with others more easily. Once again the students using computer conferencing were the most positive with absolute majorities agreeing that they worked more easily with others.  When asked specifically about learning from the contributions of other students the responses were much more positive over three-quarters of students felt they had learned from others contributions. This was again accentuated amongst the students who worked with a computer conferencing system.

In terms of students' ability to control their own work there were significant differences between Universities and this probably reflects the type of networked technology in use. Most students felt networked technology increased their control of when and where to work. In particular those courses using a form of asynchronous computer conferencing available over the Web were most positive. Students did not feel the technology made it difficult for them to know what to do. Open University students were particularly sure on this point. Students generally felt positive about their effectiveness when studying using the technology but this sentiment was only weakly expressed. The interactive nature of networked technology allowing students to ask questions of their tutors and receive feedback was well received. The highest levels of satisfaction with this aspect of the technology were expressed by students working collaboratively using computer conferencing. It was notable that the courses with high levels of satisfaction with tutor responses were also most positive about being able to keep up with the work. Overall most students didn't feel that the technology made it harder to keep up. 

When asked two summative questions about whether they would be happier doing the same course without the technology and whether they would take another course using the same technology opinions were split amongst the different universities and by implication amongst the technologies. The university courses using computer conferencing were much more positive about whether they would take another course using the same technology. The Open University students stood out as even more positive in their response than the students using computer conferencing on-campus. The generally favourable responses from the Open University students may represent the positive effect of the technology for distance students but it may also indicate good management and design of the course. Students were notably negative from the students using videoconferencing. This result should only be taken as an indication of a potential problem however as we only had a very small sample of students using this technology. Most students disagreed with a statement that they would have been happier doing the course without the technology. Not a single student using videoconferencing disagreed however and a majority agreed or agreed somewhat with the statement. The split was sharpest between these students and the Open University students but a majority disagreed in the Open University, Lancaster and Salford, whilst a majority agreed in De Montfort and Sheffield Hallam. It would seem that the technology and course design have a significant impact on whether students would want to repeat the experience.

Reflections on Networked Learning
One section of our survey was repeated in both questionnaires. The questions were written as expectations (e.g. will ) in the first questionnaire and then using the past tense in the second (e.g. was). The variations in the responses were then measured using a Chi-Squared test of significance. Out of the 23 questions asked there were significant variations between responses in the two questionnaires on fourteen questions. The responses have been grouped below into headings that draw together questions that commented on similar issues.

Technology

Students overall felt that the technology was important to the running of the course. This was consistent over the two questionnaires but the number who agreed with the statement rather than agreed somewhat fell sharply. When asked whether the technology would be easy to use 26% agreed on the first questionnaire. This increased to 42.4% in the second questionnaire whilst the 40+% who agreed slightly remained more or less constant. Students clearly increased their opinion of the ease of use of the available networked technology over the span of the course. When asked if they were confident using the technology on the course over three-quarters reported that they were and this proportion did not change significantly over the duration of the course. Over the duration of the course students reported less need of help than they had originally expected. Taken together these questions show that use of the technology was not hindered by practical difficulties with the technology itself. When asked if the technology was worthwhile the majority of students had a strong opinion in the first survey. This moderated significantly by the second questionnaire. A majority still didn't wonder whether the technology was worthwhile but the number firmly disagreeing had fallen sharply from over 50% to just over 20%. Opinions overall became less positive and an increasing minority began to question how worthwhile the technology was. Three-quarters of the students began with a degree of excitement about the technology but this fell to just over one-third by the end of the course. A question asking whether students expected to learn new skills also showed a shift away from what were high expectations, opinion in this case moderated rather than changed significantly. It seems that students approach the technology with expectations that are not fully matched by their experiences. This may reflect high expectations from the students or a lower level of quality in networked technology in education than is currently available elsewhere.

Ways of working

When asked about their ways of working in relation to the technology students thought that the course focused on content and not on the technology itself. Students over the life of the networked courses became less sure that the content was the focus of the course. When asked if the technology would be more important than the content student opinion didn't change significantly. Opinion had been unsure initially and opinions remained weak or unsure. It is a slight cause for concern that overall content seemed to become less important than students expected. When asked specifically if the technology distracted them from the course content a majority felt it did not, however over the duration of the course a minority developed from about one-quarter to over one-third. Taken together these questions imply a shift of opinion during the networked courses towards a minority who felt the content became less important. 

Students feelt they would need to be more self-directed on the networked course but this opinion moderated over the duration of the course. A majority still felt this need but a minority developed that did not need to be more self-directed. Students were happy overall that staff gave them detailed instructions on what work to do and how to do it. Students also began happy that the technology would suite the way they managed their time but this was affected by their experience. Once again it was a growing minority that felt the technology didn't suite the way they managed their time but the majority opinion also became less certain, the largest fall being in those with the firmest opinion. This was not simply due to the amount of time spent on the course as opinion on whether the course demanded as much time as any other did not vary between questionnaires. However another question that asked if using the technology required more time than they could afford did show a significant change. A majority still felt that it didn't but the minority that thought the technology did demand more time grew from 17% to 30% of the sample. Time management is an issue that needs further exploration and is a factor that also emerged from our qualitative work.

Perhaps the most significant finding from this section was that students' opinions did vary on so many issues in a significant way over the lifetime of a single course.

Student approaches to study 

The survey contained an Approaches to Study Inventory (ASI) in both questionnaires. The data gathered by this instrument was used to analyse students' approaches in relation to outcomes and to check if the experience of the networked learning environments had any impact upon students' declared approach to study. The ASI was issued in two formats, a short and long version. The long version was issued with the first questionnaire and was analysed in terms of the variations that might occur based on gender and University, with the latter acting as a proxy for a complex of issues including the networked technology and course subject. One approach varied in both analyses, the Surface Apathetic Approach. This approach varied significantly in relation to gender but the result in terms of University was inconclusive. When the component sub-scales of the approach were analysed two varied significantly in relation to gender. Male students scored more highly with regard to the Lack of purpose sub-scale, whereas female students had lower scores. On the Fear of failure sub-scale the position was reversed as female students scored more highly than their male colleagues. This result does not really help to explain the difference in the overall approach as the sub-scale variations were in opposite directions and likely to cancel each other out.

The full ASI was then analysed in relation to results. In this case the approach that was significantly related to success in terms of final grade and completion was the Strategic Approach. The other two main approaches the Deep and Surface apathetic Approach did not have any significant relationship with course success. When analysed in terms of the sub-scales that composed the overall approach two had a significant relationship with good results, Time management and an Achieving approach. This result shows that students that come to a networked learning course with a Strategic Approach are somewhat more likely to succeed. It confirms the evidence gathered in the case study interviews, which identified students concern with the issue of time management. Perhaps the surprising result was that neither the Deep nor the Surface Apathetic approaches showed any significant relationship with results.

The final analysis we conducted was to examine the questions from the short version of the ASI in the questionnaires issued at the beginning and end of the courses. The short ASI did not show any relationship between gender and approaches to study in contrast to the full ASI. Their were variations when analysed by University and both the Strategic and Surface Apathetic approach varied significantly. Though the results were significant the data does not show a consistent pattern for the Strategic Approach. The Surface Apathetic approach shows a more consistent pattern but the pattern is difficult to interpret and would need further analysis.

When the different approaches were compared between the two questionnaires the results showed significant variations on two of the three approaches. Interestingly the Strategic Approach that was significant in relation to results was the one approach that showed no significant change. The Deep Approach showed a slight polarisation  with both lower and higher scores being recorded but gives little insight into the change that occurred. The Surface Apathetic Approach showed a slightly less significant variation and was equally difficult to interpret. Perhaps the most significant finding, as with the previous section was that there was any variation in approach during a single course.

3. Staff Telephone Survey

The telephone survey gave us a fairly representative snapshot of staff in UK higher education and their relationship to technology. The majority of staff had home computers and used them for work purposes and they were the sole prime user. This correlated well with high computer usage at work. There was a great unevenness in training and a minority of staff over 18% had never had any training in teaching. Almost three-quarters (72%) did not have a teaching qualification. Over half of the staff had received their last training prior in 1998 or prior to then. A full 25% had not received training since 1996. Of those who had received training in teaching less than half received training in technologies for teaching. Training in specific technologies showed that the use of technologies outstripped training and that some technologies such as computer conferencing received less attention in terms of training than others with similar usage patterns such as videoconferencing.

Use of computers for work was pervasive especially email and the Web which were almost universal. Use in teaching was increasing but it was largely restricted to basic packages for wordprocessing, presentation, spreadsheets and databases. More staff used computer conferencing than had been trained in its use whereas less staff used videoconferencing than had received training. The Web and CMC (email and computer conferencing) were used differently. The Web was used as a resource for content and to deliver course information in support of traditional courses. CMC was used for communication with staff and students and a significant minority (43.9%) used it for group communication. The use of CMC was again to support  traditional courses and to provide content rather than to deliver the entire course. The current use of CMC was slightly less than the number that had used it at sometime, this was not true of the Web though the Web had been taken up in teaching more recently. 

Use of technology looks set to grow with the PC, the Web and CMC being the most identified. Videoconferencing was identified by less than 10% as figuring in their own plans. This contrasted with their appreciation of others plans. It appears that videoconferencing is a technology for others to use not oneself. This spread between the technologies was confirmed when staff were asked which technologies enhanced their teaching. The PC, Web and CMC figured highly but only 5.6% thought that videoconferencing did. Similar figures were recorded for staff views on which technologies enhanced students learning. Staff were confident that they did not have to teach competencies in the technology and felt that they did not have to change either their content or teaching style when using networked technologies. Personal initiative was the most common reason for adopting new technology followed by the availability of the technology, extra funding and Department or University policy. Fewer staff identified increased numbers, student feedback or staff pressure as reasons for adopting new technology.

4. Practitioner Interviews

These interviews aimed at understanding the practitioners’ experiences of networked learning. The initial findings have pointed towards a common educational philosophy held by current practitioners but a lack of ‘rules of thumb’ for day to day practice. Practitioners expressed ideas closely related to what has been described as the new paradigm in education but they were cautious about specific design outcomes meeting their expectations. All the practitioners interviewed were seeking to enhance the design of their networked learning courses/programmes, however their motivations varied. Some enhancements aimed to broaden the scope of networked learning itself, innovating with radical new proposals whereas others attempted to modify existing practice. Refining of existing practice was related to concerns that the outcomes of design often failed to reach the expectations embedded in prior planning ( for example - students’ active participation online, students’ timely production of task, etc).

These findings raise questions about design being in a constant process of innovation and refinement. They may represent a design process that is both evolutionary and iterative. In this fluid environment it may prove difficult and challenging to determine what is ‘good’ design and whether networked learning is yet stable enough as a field to provide guidance on best practice. 

2
Scope, aims and objectives of the project

  For the purposes of providing a realistic boundary around the project, we have defined networked learning as:

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

Some of the richest examples of networked learning involve interaction with on-line materials and with other people. But use of on-line materials is not a sufficient characteristic to define networked learning. 

The interactions between people in networked learning environments can be synchronous, asynchronous or both. The interactions can be through text, voice, graphics, video, shared workspaces or combinations of these forms. Consequently the space of possibilities for networked learning, and the space of potential student experiences, is vast. It is far greater than can sensibly be covered in a single project. For this reason we have identified some priority areas on which we feel attention should be focussed.

1) The use of asynchronous communications technologies to support collaborative learning among geographically and/or temporally distributed groups of students

2) The use of synchronous video communications to allow remote access to live lectures, demonstrations etc

3) Approaches which mix the use of WWW resources with asynchronous or synchronous interpersonal communications 

Aims of the project

4) to create a coherent picture of students' experiences of networked learning in UK higher education

5) to provide an analysis of relationships between (i) students' approaches to networked learning, (ii) salient features of networked learning environments and (iii) learning outcomes

In addition the project team will provide a national advice and information service on networked learning in higher education.

Main Objectives of the project

6) To map existing and planned uses of networked learning in UK HE

7) To investigate a sample of networked learning situations, with the purpose of understanding students' experiences of, and approaches to, networked learning 

8) To understand the factors influencing educational outcomes of networked learning, including students' approaches to learning in networked learning environments, the influence of the structure and content of different networked learning environments, the role of different media and different types of interaction and the importance of specific study methods 

9) To improve our capacity to analyse the different kinds of educational need that can be served by networked learning approaches

3
An outline of the field  studies

The Field Studies are the research component of the project. Our aims have been to:

1. Understand the students' experience of networked learning:

· By studying student use of networked learning 'in situ'.

· By investigating students' approaches to learning in a networked environment.

· By providing descriptions of students' practices and needs as a basis for user-centred design.

2. Compare the experiences of remote and campus-based students:

· By investigating the nature of the blurred boundaries in networked learning.

· By estimating the effectiveness of networked learning in terms of specific benefits or weaknesses when compared to conventional methods.

· By specifying conditions under which substitution of face-to-face by networked learning might be satisfactory and those when substitution ought to be avoided.

3. Identify the educational needs of students in networked learning environments:

· By beginning to systematise knowledge of the affordances of different media and their combinations.

· By identifying new demands on learners to inform guidance and advice on learning methods and study skills in a networked environment.

4. Provide a context for our field studies of students' experience.

· By mapping current uses of networked learning.

· By understanding current practitioners' approaches to networked learning.

The elements of our field studies can be organised under two main headings:

1. Student experiences of networked learning

2. Mapping networked learning activity and summarising good practice

These two headings can be sub-divided into four main elements to the field studies; the dates in brackets indicate our original aims:

1. Observations/interviews with 60 students on 6 networked learning courses (Sept 99 to April 2000)

2. Survey of 300 networked learning students (Sept 99 to April 2000)

3. Face-to-face interviews with networked learning 'experts' (Feb 99 to Sept 99)

4. Telephone survey of 90 staff from 9 discipline areas (Sept 99 to April 2000)

4
Student Experiences of Networked Learning

The aims of the project are to create a coherent picture of student experiences and to relate that representation to students' approaches to learning, features of the networked learning environment and learning outcomes. In our Plans and Toolsets document we set out our framework for research.

The approach we have adopted is essentially phenomenographic for the case studies and is complemented with a survey that has a longstanding relationship with previous phenomenographic research. The aim of the case studies is to derive an account of student experiences of networked learning. The aim of the survey is to determine student approaches to learning in a networked learning environment and to relate these to experiences of learning and learning outcomes. (Deliverable 3 1999 p4)

Current Status and Outcomes

The current status of the field studies is set out in two parts, reflecting the different aims of the case studies and the survey sections of the field study work.

4.1 Case Studies

Our objectives were to study six courses and observe and interview some 60 students. These were chosen so that we could shed light on each of the six networked learning settings shown in Table 2. 

	PRIVATE

	Asynchronous 
collaborative learning
	Synchronous video
	WWW + interpersonal communications

	Networked learning, largely/wholly at a distance
	10
	10
	10

	Networked learning, largely/wholly 'on campus'
	10
	10
	10


Table 2: target numbers for observation/interview

Key: The columns of the table are the three priority areas identified in Section 1; the rows are the networked learning situations; the numbers in each cell are the interview/observation target numbers.

The current status of the case studies is set out in table 3 below.

	PRIVATE

	Asynchronous 
collaborative learning
	Synchronous video
	WWW + interpersonal communications

	Networked learning, largely/wholly at a distance
	Open University

THD 204

Information Technology and Society

10

Interviews Completed
	Aberdeen University

Field Archaeology

Cell Biology

8

Interviews Completed
	Coventry University

Study Skills, IT and Language Learning, Italian Language, Italian History and Society

10

Interviews Completed

	Networked learning, largely/wholly 'on campus'
	Lancaster University

Common Law

10

Interviews Completed
	De Montfort University

Micro Economics

Econometrics

10

Interviews Completed
	Salford University ISI

Developing Systems for Teaching and Learning

10

Interviews Completed


Table 3

We have conducted interviews and observation with a total of 58 students. 

4.1.1 Research Method and Analysis

The basic method of data collection used has been the phenomenographic interview, with some supporting strategies derived from stimulated recall and protocol analysis. The rationale for choosing the most appropriate way to conduct the interview and the use of supporting strategies has been determined by a variety of contingent factors:

· The networked setting

· The availability of resources 

· The availability of access to students. 

In each case study the research approach that was adopted aimed to provide rich and varied access to students’ experiences and approaches to networked learning. 

Before undertaking the interviews, course tutors were asked to inform students about the project and our research intentions. When appropriate the researchers attended the face-to-face sessions with the students to introduce themselves and the project. Access to the students was requested face-to-face when possible and supported by letter, email and telephone when appropriate. All the students that volunteered were handed a formal letter explaining the purpose of the research project, providing information on confidentiality and the future use of interview data (Appendix 1).

Phenomenographic interview

The aim of the interview was to provoke reflection in the respondent so the interview has a dialogic character with little formal structure. The aim of the interviewer was to enable the respondent to reflect upon their experiences in their own terms. The interviews were generally from 30 to 40 minutes in duration, though some extended to a maximum of one hour. Permission was asked to record the interview on tape.

Prior to the interview the research staff either attended classes, in the case of videoconferencing sessions, or obtained access to online materials and conferences. When possible full interviews were conducted with the teaching staff and if this was not possible a short interview was conducted in which the tutor explained their course to the researcher. Documents and course materials in printed form were also collected.

Interviews were conducted individually. The interviewer began with a question asking the student to talk about the course, or section of a course that was being investigated. 

Example Question:

If you could just tell me about the course and what the negotiations were like? (Lancaster Common Law)

The initial descriptive statement provided by the student lead to further questions from the interviewer, as they were required. The interviewer did his/her best to follow the lead of the interviewee by confirming understandings, obtaining clarification and deepening explanations that were given. There was no fixed interview schedule and the interviewers' questions were generated from the students' earlier utterances, for example:

Question: You said before that if you’d know about the quantity of group work you might have been…

Put off

…put off yes (Common Law interview V.E.)

Prompts of this nature led student interviewees to develop points already mentioned in greater depth.

Other questions were generated from the student's comments and the prior observation of the course by the interviewer. For example:

Question: But was there any structure? I mean when I look at the names in here, there’s a limited number of names so had you made a decision that somebody would co-ordinate the Web pages and other people didn’t or is that just something that informally developed?

One of the aims of a phenomenographic approach to interviewing is to provoke reflection in the interviewee. We have a mixed sense of whether this was achieved. In the practitioner interviews it was clear the respondents were talking about previously articulated experiences in large part. The student interviews by contrast were punctuated by hesitations and pauses as students tried to bring into a verbal account issues that they had not previously expressed. A clear example of this is given below:

What the way I do things?

Yes

No I think it’s quite a personal thing really isn’t it, how you do that. I mean cause you don’t really tell people how you work cause really you don’t know yourself until you analyse yourself and it’s not everyday that you do analyse yourself and how you work. Sometimes you actually only know once you start talking about it like now. It’s like the first time you asked me. It’s like well I’ve never really thought about it, it’s not something you would bring up in conversation “do you know how I do my assignment?” (W Salford)

The interview generally concluded with a question that asked if there was anything that the interviewee wished to mention that hadn't been covered or had only been mentioned in passing.

Case Study Approaches

The Aberdeen case study complemented the interview with stimulated recall technique. This involved video taping one of the videoconferencing tutorials and playing back some of the extracts to individual students. 

For the Open University (OU) and Lancaster cases studies the interview focused on particular events or elements within the course. These events were selected at points when the networked environment was central to the work being undertaken and at times when students were expected to work collaboratively. This provided a sharp focus for students to describe the process of their activity on-line. The event on the OU course was the final project that was the product of group work. The focus for the Common Law students were two negotiation exercises that involved teamwork and negotiation between teams on-line. The interviews were undertaken at times close to the time of the event, though in some cases this amounted to gaps of several weeks. To alleviate this problem prompts, including course documentation and computer displays, were provided and referred to during the interviews.

Generally interviews were conducted wherever possible in the presence of course materials that we used to prompt and stimulate the students recall of events and experiences. In the Salford and De Montfort case studies the interviews were conducted as close in time as possible to a course event. In these cases interviews followed course events within a maximum of a few hours. All were conducted the same day as the event. In both cases the use of course materials to support the interview was limited. In the case of De Montfort the class was a videoconference that had been observed by the interviewer and attended by the interviewee. In the Salford case the interviews were co-ordinated to coincide with two scheduled face-to-face classes. 

Analysis of transcripts

The interviews have been recorded and transcribed verbatim. The transcription includes paraverbal signs such as ah and erm and includes obvious emotional content such as laughter and heavy emphasis. The analysis is being carried out iteratively with the support of QSR NUD*IST Vivo (NVivo); a qualitative data analysis software package to support the management and analysis of the data generated in the project.

The aim of the analysis is to provide structure of the variations and similarities exhibited both within and between respondents’ statements. This will entail two approaches to the transcribed data. A comparative horizontal analysis across a number of interview transcripts, either a single case study set or a larger sub-set of cases, and a vertical analysis of the individual transcript that will focus on comprehending the meaning of the particular interview.

Supporting Observation

The researchers have observed, as non-participants, the networked learning activity of each case study site in situ. The research was conducted, as far as was reasonably practicable, in the usual working environment. We conducted random observations in both the face-to-face setting and the networked environment. This entailed attending classes and obtaining access rights and passwords for electronic environments.

Observation has also involved the collection of a variety of naturally occurring documents. These included:

· Printed or electronic course handbooks and resource materials

· Transcripts of online activity and videoconferencing recordings

· Field notes of observations during face-to-face settings (lectures and tutorials) as well as online interactions and discussions.

We believe the use of observation in the natural setting has provided a wider and richer perspective on accounts of experience, which complements the phenomenographic interview. 

4.2 Survey

We have complemented the in-depth qualitative study with a broader and shallower survey-based study of students' approaches to learning in networked learning environments. A sample of 262 students, drawn from courses that are making significant use of networked learning, has been generated. This fell slightly short of our aim of a sample size of 300. The sites for the survey were generated from the case studies when that has been possible. Additional sites were added to balance the network setting, type of students and distance and campus representation. In particular a large first year cohort of students was surveyed at Sheffield Hallam University. The survey consisted of two interventions, one at the beginning of the selected courses and the second at the closing stages of the course. 

Questionnaire 1

The first questionnaire contained four sections (Appendix 2). Two of the sections collect background information about the students and basic information about the student's familiarity with networked technologies. The two main sections contain:

1. questions designed to elicit what students expected of networked learning and 

2. a variation on the Approaches to Study Inventory (ASI) developed by Noel Entwistle.

Advice was sought from Noel Enwistle about the variations available of the ASI as a result of which the questionnaire included a recent development of the standard ASI the Approaches and Study Skills Inventory for Students( ASSIST). We set out our aim for this intervention in Deliverable 3.

· "near the start of each course, the ASSIST will be administered with additional questionnaire sections to capture attitudes and approaches toward the networked learning environment and relevant background information."
'Plans and Toolsets for the Field Studies'

Questionnaire 2
The second questionnaire contained five sections but is somewhat shorter in length than Questionnaire 1 (Appendix 3). It includes sections that examine:

1. the experience of networked learning,

2. the student's conceptions of learning

3. the ASSIST questionnaire was delivered in its reduced form, the Short ASSIST, for the second questionnaire (18 questions) 

4. questions that asked students to reflect upon the same issues that they had been asked to anticipate their reactions to in Questionnaire 1.

5. background information

Our aim was set out in Deliverable 3:

· towards the end of the course, a questionnaire will be used to gather data about students' perceptions of their networked learning experiences alongside a reduced ASSIST to measure any change in approach to learning and an evaluation questionnaire to elicit changes in approach to networked learning 
'Plans and Toolsets for the field Studies'

Additional sources

The provisions of the Data Protection Act make access to students assessment profiles problematic but our aim has been to negotiate access when appropriate to students' grading so that the possibility of a relationship with approaches to learning might be investigated. We have obtained access to data from 3 case studies and we will obtain results from Sheffield Hallam to associate with data on students' attitudes to study.

· Where available given considerations in relation to data protection, students' grades on assessed work will be obtained from course tutors.

'Plans and Toolsets for the field Studies'

Current Status

The table below sets out the final status of the survey. The data has been entered into SPSS and analysis of the data from case study sites began whilst the data was still being collected from other sites. It is hoped that survey data can be used alongside case study data and course outcomes to provide a richer picture than the interviews could provide alone.

	
	Questionnaire 1
	Questionnaire 2

	Open University

THD 204 Information Technology and Society
	Issued to all four tutor groups in the NW of England (Region 8)

Return 80

Results received from all tutors. 
	Issued September 2000 by email and at revision day school

Return 39

	Lancaster University

Common Law
	Issued to all students present at F2F lecture

Return 55

Results received
	Issued to all students present final lecture

Return 59

	Salford University

Developing Teaching and Learning Systems
	Issued to all students present at F2F class

Return 32

Results received
	Issued to all students present final class

Return 35

	De Montfort

Econometrics
	Issued October 2000 in transmission and remote site

Return 11
	Issued December 2000 in transmission and remote site

Return 15

	Sheffield Hallam

Social Science Study Skills
	October 2000 at initial small classes

Return 87

Results expected early 2001
	December 2000 at final semester lecture      

Return 60


Table 4

5
Mapping activity and summarising good practice

The aim of our mapping exercise was to provide context for the field studies, and to gather important background evidence for our advisory work. The aim was to map: 

· current uses of networked learning in UK HE
· plans/intentions/trends that allow us to make some projections about the speed and trajectory of networked learning.

To do this we conducted face-to-face interviews with practitioners in the field and we are currently beginning to collect data using the telephone survey.

5.1 Face-to-Face Interviews

We have completed a total of 20 interviews with practitioners working in the three priority areas in which the project is focus. The mapping exercise has involved interviews with a wide variety of teaching staff to get a sense of their experiences and perspectives on current and future uses of networked learning. The interviewees were not intended to be a sample of networked learning practitioners and were recruited opportunistically. The aim has been to illuminate rather than to provide a systematic sample of current practitioners’ views.

The phenomenographic interviews were approximately one hour in duration and focused on the practitioners’ use of the technology to deliver a particular course or programme. The interviews were largely unstructured though the interviewers had a loose schedule or format that provided some consistency between interviews and indicated key areas of interest. The interviews were conducted as a dialogue and each interview began with a request for the practitioner to explain a course that they had taught using networked learning. Practitioners were encouraged to use prompts such as course documentation and online access to course materials, during the interview. The interviewer tried to intervene as little as possible and concentrated on asking questions that provoked reflection by the respondent on their own experience.

5.2 The Telephone Survey

The telephone survey aimed to interview 90 staff sampled from each of nine academic subject groupings. This survey formed part of the mapping exercise and was a means of gathering information on current uses, plans, intentions and trends concerning NL amongst staff in H.E.

	Education
	Humanities

Law

Languages
	Creative Arts
	Multi-Disciplinary
	

	Medicine

Dentistry

Health 

Related to Medicine
	Mathematics

Computing
	Sciences
	Engineering

Tech/ architecture
	Social

Science / studies


Table 5.2.1

From the nine academic groupings we selected a range of departmental sites in order to represent the variety of Higher Education institutions and a geographical range.

The results from this survey were roughly based upon a sample of 31 institutions randomly chosen for the Dearing Report (July 1997) with a probability proportionate to size (as measured by the number of students). The following institutions were deemed to be representative of the broader picture of all institutions for the purpose of this survey:

	‘Pre-1992’ universities
	‘1992’ universities

	Birmingham
	Anglia Polytechnic

	Birkbeck College
	Central Lancashire

	Bristol
	Coventry

	City
	De Montford

	Edinburgh
	East London

	Nottingham
	Greenwich

	Oxford
	Kingston

	Queens, Belfast
	London College of Printing

	Reading
	Manchester Metropolitan

	Strathclyde
	Middlesex

	Ulster
	Moray House

	Cardiff
	Nottingham Trent

	Warwick
	Plymouth

	Southampton University
	Portsmouth

	University of Wales Swansea 
	Staffordshire

	
	West of England


Table 5.2.2 - Universtities sampled

We selected a total of 212 names and telephone numbers of staff in order to compensate for an anticipated response rate of 50%. The names were chosen to ensure that there was an equal spread of academic grouping, grade/position and gender in the sample frame of 212. Respondents have been identified on the basis of five characteristics:

· Academic grouping

· Type of institution (‘pre-92’ and ‘1992’ universities)

· Grade/position 

· Age 

· Gender 

This provided the initial target list of 212 individuals for interview. The interviews were obtained by moving through the list alphabetically without consideration of maintaining a quota for each discipline area.
6   Findings from the case studies and interviews with practitioners

The following are the initial findings of the six case studies we have completed and  the results from the practitioner interviews conducted as part of the mapping exercise. We have highlighted the key issues that were more frequently raised by the students during the interviews when talking about their experiences, approaches and educational needs with their own words. Each case study begins with a short introduction that gives brief details of the course and the approach adopted for the research. This is followed by three headings common to all the case studies. The sixth report of findings is organised in a slightly different manner and provides initial findings from the practitioner interviews.

6.1 Aberdeen Case Study - synchronous video at a distance

This case study was done at the Centre for Continuing Education at the University of Aberdeen. All the programmes in the Centre lead to university certificate, diploma or degree, and consist of courses that are free standing and can be taken independently. The courses involve 12 weeks of teaching generally and are mediated through face-to-face, audio conferencing, electronic whiteboard, video conferencing and CMC. The use of technology is intended to open access to remote students from the study centres of the Scottish highlands and islands. The video conferencing system is ISDN 2 and is centralised and managed from the study centre in Aberdeen, which sets up the connection with the several study centres involved. The technician, based at the study centre of Aberdeen, is responsible to begin and end the videoconferencing connection on time and is available all throughout the tutorial to ensure the technology functions properly

We interviewed 8 students and observed two video conferencing sessions ‘in situ’ on Cell Biology and Field Archaeology courses in the Aberdeen study centre. Both courses run twice a month for a full hour and a half. For both courses the tutors were in Inverness and Saint Andrews study centres respectively. Thus in this case the Aberdeen students were the remote participants of the videoconferencing session. The Cell Biology course had a total of approximately six students with four students in the Aberdeen study centre, andthe tutor was on her own at Saint Andrews. The Field Archaeology course had a larger number of participants; approximately 30 students were enrolled with the majority being in the Inverness and Aberdeen study centres. It was difficult to determine the actual number of students attending the tutorials. It needs to be mentioned however that in the more remote study centres there is often only one student present this differs from the Aberdeen and Inverness study centres which, in comparison, have a higher number of students attending. The videoconferencing room at the study centre in Aberdeen consists of a rectangular table where students sat facing each other, at one end of the room there is a TV monitor and there was a microphone system on the table. Students could see the tutor at all times. They could also see other students from the study centres when the microphone was on and a student spoke up. Potentially, and depending whether the microphone was activated or not,they could see small pictures of all the study centres including themselves around the main picture with the tutor on it. 

At the beginning of the course the students were given a printed resource of the course material. Students bring this folder to each session as the tutors often referred to the material throughout the session, The tutors advise the students to read the material accordingly before each session in order to prepare the tutorial and possible questions.  The structure of the session varied from tutor to tutor but often involved the tutor presenting the material following with questions and answers at the end of the session. All the students were mature, ages varied from 30 to the late 60s. All students were studying part time and already had some experience using videoconferencing from previous courses in the Centre, in addition two of the students also had experience of videoconferencing at their work place. In the case of Field Archaeology students already knew each other from the introductory course in the same subject that was run the year before. Some of the students travelled a long distances to attend the tutorial at the study centre in Aberdeen. Despite this the majority of the students claimed to attend because they felt  highly motivated and interested in the topic of the course, 

Student’s experiences

1. Tutoring styles to teaching and approaches to videoconferencing 

Tutoring styles and approaches to teaching through videoconferencing were regarded as important to facilitate learning and understanding. Most of the students’ interviewed had had experiences of working with different tutors and were very explicit about what they believed makes a good tutor in this medium. In particular the ability to involve students from the different study centres was seen as important skill. This skills was described as the ability to encourage students to participate more in the questions and answers at the end of the session for example, and to make them feel part of a whole group. Characteristics such as awareness of the medium and consciousness of what students can see, for example avoiding distracting poster backgrounds that were not relevant to the subject matter was considered important. Other characteristics identified as very important skills to have were a clear voice, a sense of humour, liveliness, good presentation skills and an ability to use the OHP. 

2. Belonging to the class

The majority of students experienced not feeling part of a whole group, but more of a class comprised of different individuals from different study centres. The Cell Biology students, as they were just a few, seemed to know their remote class peers better as they had more chances to interact with each other. Conversely the Field Archaeology students in Aberdeen had different perceptions of their remote peers, some of which they could not see or hear at times. They thought of them as being shy, embarrassed and reluctant to speak up because they were on their own. They thought that they seemed isolated, and generally felt sorry for them. A student describe the experience of interaction as lacking ‘social content’:

“Yes, yes the tutor speaks to them, everyone does sort of say hello to each other when they appear. It’s hello in Aberdeen and everyone in Aberdeen goes “hello” and the other people will say “hello Aberdeen” type thing but other than that there was no student conversation um. For example there was Duncan in Loch Arbour and I don’t think I talked to him at all during the whole thing apart from say “hello” you know so there was no social content in the time period at all”. (Jackie, Aberdeen)

Some students seemed to think that to bring the students together was the tutor's responsibility, whereas others said that working with too many study centres at the same time, inhibited people and did not allow them to build relationship and belong to a group.

3. Technology problems and barriers

“You are relying on the technology to work otherwise you are in the situation which we were in where, we couldn’t talk to anyone and if we did switch our microphones on that we could be heard, everyone just heard white noise and where deafened by the white noise, so you are relying on the technology to work.” (Valerie, Aberdeen)

This was a common statement expressed by all the students. The all had experienced technology barriers and breakdowns. The ISDN2 system displays a short delay between the voice and the image, and the picture often becomes diffuse and jerky.Students often experienced problems with hearing and seeing properly and made complaints regularly. 

Approaches to learning

1. Working with the printed material and the purpose of the tutorials

The students found the package resource material generally useful, though some students indicated that some sections needed a revision and update. Many read the material before the session and a few prepared some questions to ask to the tutor before hand. Having the printed resource material during the class seemed to be important to the students. Students felt that it was difficult to keep concentration for a full hour and a half without a break, though they understood there were reasons involving costs. Some claimed to actually look at the material rather than at the monitor throughout most of the session, as they found the picture and sound delay often distracting and that it was tiring to look at the monitor for that length of time. They saw the tutorial as an opportunity to check their understanding and to ask questions to the tutor. They also, however, said that the tutors generally stocked to the content of the material, thus it was not difficult to catch up later if they had miss a tutorial. 

Despite having a question an answer time embedded in the lesson, as the students says below, the experience was different than what she understood a tutorial should be like.

“I think the other things you don’t have things like tutorials where you can actually go and talk to a lecturer about issues you’ve got I mean you do miss that. A lot of the time if you’ve got any questions you’ve got to phone, you’ve to phone to speak to somebody and you can’t guarantee that you’ll get to speak to them cause they might not be here they might be somewhere else” (Sharon, Aberdeen)

The reference to using other medium to communicate with, particularly the tutor takes to the next common finding: the use of a variety of media.

2. The use of other communication medium

Interestingly this was not a topic that easily emerged during the interviews, in fact it appears that the use of other means of communication apart from videoconferencing was so established within peoples practices, that were not made clear and explicit by the student. 

Interviewer: But does she speak to you from St Andrews? You say that she has helped you because you were a bit behind?

 “Oh no by the email, I email her” (Celia, Aberdeen)

Interviewer: Oh right, do you?

“Yes I do email her and once I did phone her and she was fine, she was OK by it”.(Celia, Aberdeen)

Interviewer: So all that support has been through email?

“Yes some of it. If I wanted to speak to a tutor they got email and I use it and they do reply to me” (Celia, Aberdeen)

Other students also used other means to communicate to the tutors like email and telephone, to check understanding and ask questions. Two of them claimed to use email regularly for this purpose.

Student’s educational needs

1. Training needs for tutors and students

All the students felt that students and tutors did not know how to operate the technology properly. The students interviewed did not seem to have a clear understanding of what other people from the study centres could hear or see, or whether the tutor could see or hear them at all times. They said to feel sorry for the remote students that were left on their own without any technical help if needed. The students pointed out the need to provide introductory training right at the beginning and complaint about the lack of training for both tutors and students

As they described it, the experience of attending a videoconferencing tutorial without the tutor in the room often makes people to feel isolated and often students drop out from the course.

I’ve become more OK with it. It was just really odd to start that there would be this person’s voice but no person just a television screen with writing on. But I’ve never done any open learning where I guess you get videos to watch, I haven’t experienced that, so guess it must just be similar to that. So you just become used to it after the first couple of sessions then you are just sort of thinking oh yes OK you just get on with it. (Mel, Aberdeen)

Another student claimed to have felt strange at first and said to find the concept of having a disembodied voice as a tutor odd. Despite this all the students interviewed said that with the time they had become used to seeing themselves, hearing their own voice and having a remote disembodied person as a tutor.

2. Space and opportunity to continue dialogue

The Field Archaeology students felt that when coming to the centre they could not find a room to meet before the class. They could not stay in the room after the class as the connection with the other study centres had finished and they all had to leave the room. They said that they often met somewhere else’ (not in the Centre) before the tutorial to interact with each other, but they said to miss the opportunity to continue dialogue with other study centres. Though they understood the costing involved, they felt the centre should have a responsibility to provide the space to interact to the students. As they claimed, this made it difficult to form a group particularly for the remote students. Some students in fact came up with some suggestions to enable more dialogue among the students:

“You’ve got to leave the room when it goes off, cause someone else may be coming in for another video conference. But I think ,that it would be the one thing to learn from each other might be you know you could almost say right it’s a two hour evening class you only ran for three quarters of an hour either at the beginning or the end then there’s an hour and a quarter video for instance really” (Paul, Aberdeen) 

“Because we live so far apart, I live out of the town, Paul lives over the other side, Tony lives somewhere else, Claire lives the closest to here but because we don’t live within an easy commuting distance of it we can’t meet in between classes even to discuss it. I think if the class was longer have the video conference as part of it with an allowance for the class to have it’s own discussion (Mary, Aberdeen)

Generally the students found that videoconferencing had the danger of missing the social aspects of learning, despite this they generally found the medium as an effective way to offer educational provision to particularly the more remote students.

6.2 De Montfort - synchronous video on campus
This case study took place at the Milton Keynes campus of De Montfort University. We observed the videoconferencing lectures and interviewed students doing the Econometrics and Micro Economics modules. These students were conventional students in their late teens and early 20s and most of them were in their first year degree. The lectures were generally broadcast live from Milton Keynes to the Leicester campus. However, a couple of times the lecturer in Econometrics had broadcast from Leicester. This was of interest as we could also capture the student’s experiences of being remote from the live lecture. The students from both campuses had not met each other physically and did not know each other’s names, although they could see and potentially hear each other. It is important to note that the classes for the undergraduate and postgraduate programmes were all condensed into two full days a week, thus these days were very intensive and students were extremely busy.

The videoconferencing room was a fully equipped lecture theatre with three microphones hanging from the ceiling and two big TV monitors one next to the other: one with the picture of the students from Leicester and the other with the picture of the lecturer. There were two technicians, one in Milton Keynes and one in Leicester, looking after the videoconferencing connection throughout the lectures. It is necessary to point out that the two lectures differed in the use and delivery of course content, resources and lecturing style.

Micro Economics

This was a two-hour videoconferencing lecture with a break. As well as attending the lecture, the students met regularly with the lecturer for one-hour tutorials to work through problems individually or in groups. There was also a Web site facility for the module in which students could participate in an online discussion forum available for questions and answers, and could access and download from the lecturer notes and the Power Point slides for each lecture. In the class there were about 25 students at Milton Keynes and about 10 in Leicester. The lecture sat at the desk with his laptop and the camera, which prevented him from standing up throughout the session. He used Power Point slides as a delivery tool for his lecturing which were projected on a wide screen and also broadcast to Leicester. The majority of the students from both campuses took notes or jot things down occasionally, however some of them were not taking notes at all.

Econometrics

The tutor from Econometrics used White Board to project OHP slides, which were written by hand during the lecture. Both Leicester and Milton Keynes students took notes continuously copying them out from the TV monitor. This lecture was combined with an hour long tutorial in the lab where students worked on an econometric computer programme. The Leicester students did the tutorials with another tutor based at Leicester.

Student’s experiences:

1. Boredom, falling asleep and leaving the class

A striking finding from these interviews was the number of times students refer to feelings of boredom to describe their own experiences or those of others. Being bored was often linked to the difficulties with maintaining concentration for a long period of time. Students found that looking at the projection screen or taking notes copied out from the TV monitor was hard and tiring. In addition the fact that the lecturer was limited in his or her movements did not help to keep hold of the students' concentration all throughout the lecture. 

“I think you loose your concentration after about half an hour, half an hour/forty minutes; if you really concentrate half an hour/forty minutes that’s it, after that it’s gone. Because it’s just too boring just taking notes down and taking notes down it’s just too boring, I mean she might occasionally ask you why and then you’re not concentrating in the first place to answer that why so I think it’s boring” (Martin, De Montford)

Students at Milton Keynes had the impression that the students at Leicester got bored easily all the time and fall asleep every week. 

“It’s quite funny because you can see the boredom or whatever like today some of them were half dead” (Sue, De Montford)

“I think one’s concentration is going to go when you are looking at television. Like those two chaps falling asleep I mean there weren’t just falling asleep they were actually asleep from what I gather when I look up because I was trying to listen to my work and my colleagues say “look they are asleep” (Ben, De Montford)

Then again our observations in situ indicated that the same phenomenon also appeared to happen at the Milton Keynes campus. One of the students interviewed said that he often falls asleep even when the lecturer is in the room, because he feels sleepy when looking at the Power Point screen and staring at the TV monitor all the time. Other students reckoned students got bored (particularly at Leicester) because they lacked the personal touch and could not interact with either the lecturer or the students during the class. 

“No not at all in general most of them are sleeping, we caught five today we were watching them on the screen, not at the same time they’ve only got six in the class. No they don’t seem to pay much attention but then they don’t get much attention paid to them either so” (Pat, De Montford)

These students’ accounts highlighted the issue around the importance of physical presence. Students believed that people would pay more attention if the tutor was physically present in class. Interestingly one student said that often the tutor did not realise what was happening because he had to keep an eye on two places at the same time (Milton Keynes and Leicester) while making sure that the Power Point presentation was working properly.

Often students left the class during or after the break and did not come back. This was the case with the Leicester students and with the Erasmus students from Spain, Greece and Italy at Milton Keynes. Nonetheless, according to the students keeping track of who was or was not in the class was difficult, as new people would often turn up and others did not come back again. Some students thought that people left because there was not any one to draw them back to the class. One of the Erasmus students said that he had left the class when the tutor was at Leicester and that he had not felt guilty about it because “she was not present”.

2. Technical and language barriers

“Um I’d say about maybe 25% of the time there’s something that goes wrong or they’re setting up the equipment or Leicester people can’t see the slides clearly so only half of the slide is showing up on the screen” (Helen, De Montford)

Students often complained about technical breakdowns. Often connections with Leicester had been difficult and took time, sometimes about 30 minutes to sort out. At times failure to broadcast to Leicester meant that some of the lectures had to be cancelled and postponed to another day. Students also complained about the sound distortion and visibility, particularly when having to copy out notes from the hand written slides. This was the case with the Erasmus students at Milton Keynes that reported having problems in following the lecturer and understanding the hand-written notes when the lecturer was present, let alone when the lecturer was broadcasting from Leicester. 

Approaches to learning:

1. Purpose of the lecture

Both lectures were seen as a way to get things explained in more detail, students valued more expansion upon topics and greater clarity. They particularly liked the use of metaphors by both lecturers. However in the Micro Economics lecture students did not feel the pressure to take notes as these were available in the Web on the following day; so attending to the class had the incentive of getting up to date beforehand. Not all the students took notes or only when the lecturer emphasised something important to look at; often they just tried to concentrate on what the lecturer was saying. Students felt that missing a lecture was not crucial because they had access to the lecturer notes, this was a contrasting experience to the Econometrics students. 

“She doesn’t post anything I thing also the students that were here last year from Erasmus exchange they told me the same thing, they told me that the notes are very important the most important things the notes” (Tracy, De Montford)

The students in this module felt that missing a lecture meant that they had to ask another students for the notes, as the lecturer did not give out handouts or posted the notes on the Web. Students in this case felt very dependent, as they had to rely entirely on the lecture notes.

2. Working with the material and resources available

Students from the Micro Economics lecture found the material resources available very useful. When talking about the way they worked and studied the course content, the students often reported bringing together the lecturer notes, the slides, notes taken during the class, the textbook recommended in the course and other suggested readings. They downloaded the lecturer notes and sometimes the slides; though those took longer to download. Often they would copy notes and slides to the hard disk (if working from home), print them off and kept them in a folder. Reading the lecturer notes over and over again seemed to be a shared approach to help understanding. They also referred to the online discussion forum in which participation was perceived as high, and students asked questions that were often replied to by other students and the lecturer. All students said that they read the messages in the online forum regularly though not all of them had posted a message at the time of the interview.

Student’s educational needs

1. Asking questions and checking meaning

The students interviewed shared a common concern regarding asking questions to the lecturer if they needed to. They said that in general students did not ask questions during the lecture, as the lecturers did not like to be interrupted when teaching through videoconferencing. Some students regarded the online discussion and the tutorials as the time were they could ask questions, however other students pointed out to the management of question time during the lecture:

“Basically we don’t ask a lot of questions really. He says “do you all understand this or do you understand that” and most people will nod or shake their head and if the majorities are shaking their heads then he will go through it again. It gives us a change to like understand it and then he’ll do it again if we don’t, but that’s the only thing. Because the students in Leicester, he doesn’t look at them and they don’t respond anyway so he doesn’t actually see if any of them understand it or not from what I can tell from it anyway” (Ben, De Montford)

Some students felt lucky to have the lecturer present in the room as they could ask questions during the break, whereas the Leicester students were less likely to ask questions. 

“I do feel like they are missing out because I would personally prefer the teacher to be in the room, just in case you want to stop them and ask a question and say “hang on a sec, I don’t understand”. I think it’s quite hard for them to do that and I think it’s a bit intimidating having a screen on your face, because you’re less likely to say, “oh hang on what does this mean?” (Paula, De Montford)

One student claimed not feeling confident enough to ask questions when the tutor was not in the class. Because of this and because of the medium, some students felt that they were not getting enough attention and felt sorry for their Leicester peers. The Erasmus students usually gathered together at the end of the videoconferencing session to check terminology and their understanding with the assistance of a volunteer English native student. 

2. Characteristics of videoconferencing

The students that had never been at the receiving end did not know about the characteristics of videoconferencing (i.e. time delay between sound and image) Students claimed not knowing in anticipation how the modules would be delivered. They said that lecturers needed more understanding to work with this medium, and believed that the teaching through videoconferencing was not developed enough. Some students also pointed out that they had recurrent problems using the Internet in order to participate in the online forum and download the lecture notes. This was despite the fact that they had had an introductory session to learn to use the Web at the beginning of the course.

3. Appropriateness and uncertain future

Some of the students thought of videoconferencing as being appropriate for subjects such as maths and economics; where they felt that information was given to them. In contrast they thought it would not work for other subjects such as sociology. Interestingly these same students were also doing a module in sociology (not using videoconferencing) in which there seemed to be lots of interaction between students and the lecturer through active debates and discussions during each class. Students often compared this style of lecturing to the one they were getting through videoconferencing and strongly believed that the quality of interaction of the face-to-face class could not be replicated. All the students interviewed expressed a concern about the rumours that all lectures in the near future would be broadcast from Leicester (including Social Sciences). Students were worried about their education being completely delivered through videoconferencing and at a distance. 

“I’ve not talked to that many people but a lot of the people I have talked to on this campus don’t think it’s that good a thing but unfortunately it seems to be the way that it’s going to go because everything seems to be distance learning now but those that I have talked to feel you kind of miss the like the personal touch…..We want that we want the personal touch we want to be able to at the end of the lecture to say to the tutor “look I understand what you said here but this bit I don’t quite see”. You know if you’ve got problems you can approach somebody or you know that you are going to see them wandering about at least once a week, so if you had a problem you could go up to them. But if everybody, if all your lecturers are at the end of a cable you can’t talk to anybody you’ve kind of got to wait for them to come to you”. (Steve, De Montford)

“I’d want to know like who is supposed to benefit the most like the management, the efficiency of the University are they trying to improve that or the actual learning of the students, the intake of the students of information because yes they do conferencing and it’s really good for like the University I think because a lecturer can be at two places at once but, what are the benefits for the students?”. (Kiran, De Montford)

Some students felt that they would not like to be in the same situation as their Leicester peers. Some recognised the advantages of being able to lecture in two places at once from the economic point of view, but were not so sure of the ultimate benefits for the students’ learning experience.

6.3 Lancaster University - Asynchronous collaborative learning largely or wholly on campus
This case study was part of the first year undergraduate programme in the law department. Some of the students were second year students who for technical reasons had to complete the course as part of their degree requirements. The course aimed to encourage students to engage with practical problems that raised issues of both contractual and tortious liability. The learning environment was designed to encourage independent learning and discourage over reliance on lectures or textbooks. The students were organised into teams of 5/6 and Seminar Groups were composed of four teams. The Seminar Groups were the focus for preparation work that was organised around a fortnightly cycle. The course was taught by a course convenor and three course tutors. The convenor and one of the tutors were teaching staff and conducted lectures during the course.

The subject matter of the course was divided into four sections. Each section contained a seminar task and assessment. In all cases the task and assessment was repeated so that each task was completed twice. The interviews were conducted following Section Four of the course, the negotiations. All teams were involved in a four-cornered negotiation of a settlement of a fictitious dispute conducted 'entirely' through the Web discussion pages. The skills the section was designed to develop were negotiating skills, IT skills, team-working and independent research. Coursework accounts for 60% of the overall assessment and of the overall assessment 25% is based upon team submissions. Individual marks for team submissions are varied by peer evaluation of the individual contribution and this variation is then subject to tutor moderation. Because each task is repeated students are permitted to discard the lower of the two marks for the purposes of the final assessment.

The negotiations take place over a five-week period in the second term. The asynchronous computer conference replaced negotiations that had in earlier years taken place in face-to-face seminars of 2 hour duration. Strict deadlines were applied for the notional serving of writs and for contractually binding settlements. The tutors provided comparisons of the settlements with outlines of possible and acceptable settlements at a final face-to-face plenary session. The negotiations were the first full use of the conferencing system (Lotus Notes). Students had been provided with written guidance, training sessions and earlier sections of the course had contained elements that required limited use of the conferencing system. The students were largely conventional students living on campus though some students who lived off campus could obtain access to the course using a standard web browser.

The interviews for this case study were unusual as a small financial inducement (£10) had to be provided to encourage volunteers for interview. Only four volunteers had come forward prior to the offer of a monetary reward. It was not clear why this group were reluctant to volunteer but it may be related to the research staff being from the same location. Volunteers in other sites may have felt more obliged to assist visitors who had travelled to conduct the interviews. 

Student’s experiences

1. Availability of students and tutors

The students' were organised into teams and seminar groups composed of four teams throughout the year. The group component of the course ensured that students were dependent upon each other in order to complete their work. The communication facilities between students were an aspect of the experience of the network environment that concerned many students. The students also commented on the availability of their tutors online. Both experiences were features not solely of the group nature of the course design but also the technological mediation of the network.

Students used a wide variety of communications media to organise their work. There was no standard pattern either between different groups or even within team units. The communication media used was highly sensitive to particular even personal characteristics. The 'phone system on campus was free between internal 'phones. Naturally the students who had campus rooms favoured this means of contact. Other students were off campus, sometimes with expensive mobile 'phone charges so for these students 'phone communication was generally too expensive. The range of communication devices had a significant impact on the availability of students to each other. Patterns of interaction were sharply differentiated by access to good communications. For example, off campus students with good internet access could use email and the Notes database to compensate for the lack of the free 'phone system. One team completely organised using face-to-face methods despite the networked nature of the course:

"It was all face-to-face pretty much with our team. There was not Web or phone or anything. I was like right we’re meeting from now, which was a bit of a problem because like I say some of them didn’t turn up a lot….

So how did you organise the meeting that you had, by phone?

No a lot of the time, the first time we’d do it, it would be in the lecture. We’d meet in the lecture on the Tuesday and we’d say “right OK we need to get the negotiations started, we’ll meet tomorrow in the library” and then from there it would be everyday in the library or every other day in the library or in a room but we’d always meet face-to-face." (GB Law)

The tutors were also available using the network. The students' experiences of this varied according to their expectations, which we will explore below and in relation to their experience on other courses. Students that had other courses that had staff availability problems were very appreciative of the ease of access through the system. They commented on the different experience of such contacts compared to their experience of face-to-face meetings. Messaging was short and to the point. This could be an advantage if the student needed a quick answer to a simply expressed problem and was compared favourably to having to seek out guidance face-to-face. If the problem was ill defined students expressed clear reservations about networked contact, in particular:

· The need to express the question clearly

· The absence of immediate interactivity

· for correction of errors 

· or clarification of the question in the light of an answer given 

An example of students' comments on the quality of tutor contact on the network:

" On the Web it tends to be a bit minimalist there’s not a lot of  erm friends to it but then there doesn’t have to be er OK it’s a bit impersonal but  hey it’s a computer. You're not asking it for a relationship erm they just tend to say “here is your answer - next” which is fine that’s all you needed. Face-to-face obviously the advantage I suppose is that if their answer throws up further question you can then badger them further whereas you’d have to get back to them again on the computer." (AL Law student)

The reservations about contact with the tutor online were closely linked to expectations the students had of the tutors' role. These expectations were often described by contrasts with previous experiences

Approaches to learning

1. Expectations and comparison to previous experience

The students had a common account of what the 'course' thought. Each student would situate themselves in relation to a general discussion about the role of lectures. When pressed about what they meant by a lecture, those who favoured more lectures often spoke about guidance and contact.

"The only problem I’ve got is to be honest is just please give us more lectures you know not thousands and thousands just two or three hours a week just as a general guidance and maybe be in the office a bit more. It’s like for these law reviews. Ideally I would like to go to Sefton and Mike and say “could you have a quick skim over this” but he won’t do it. They say they haven’t physically got the time but we’re paying tuition fees we’re paying £1000.00 each year and I don’t feel we are getting our monies worth. We’re not having the lectures, the lecturers aren’t really there and even when they are there they don’t want to be obviously looking through hundreds of pieces of work"  (VE Student Law)

Students that were happier with the online nature of the course would often talk about organisation and self -reliance as characteristics required for the course. The two reactions experienced focus on the same characteristic of the course, that students are expected to carry out work without close supervision. The following characterisation was in response to a question posed about what advice they would give to a prospective student on the course.

"The advantage of the course is that it forces you to be organised, it’s a bit sort of sink or swim perhaps but it’s a skill you do learn………………

The thing is with it being so oriented around getting off your seat and doing things, with it being a lot to do with self motivation, you do need to be quite well organised to get the most out of the course. So the sort of low tutor contact and 'there’s two week deadlines sort yourself out' kind of approach is the sink or swim I’m referring to."  (AL Law)

In all cases students' views of their experience on the networked course were informed by contrasts either to previous institutions, colleges and other Universities or other courses being taken simultaneously. The Common Law course was viewed either positively or negatively according to the students' own orientation to the specific nature of the course but the expression of their concerns was by contrast to other courses. So students opposed to group work spoke about lectures, those generally in favour of an approach that left students to their own devices often had prior experience of group work.

" I did a lot of team stuff when I was at college and a lot of the time it used to fall apart because we could never get in touch with the other teams and as soon as they mentioned we’d be doing it on an Internet team page, I was a bit sceptical because I didn’t know how it would work and I’d never been on the discussion pages or anything, but I thought if it does work that’s going to be great." (GS Law)

The experience of the course was inextricably tied to the group work approach but students were able to make a clear distinction between the technology and the educational approach. Even students hostile to group work were largely positive about the technology.

2. Managing other students

Students found it difficult to motivate or organise the other students in their group. They would routinely appeal to the course tutor for assistance. In the example that follows an active student has gone to the tutor and complained. The tutor then called a meeting to discuss the problems but without revealing the prompt he had received from one of the students present.

"so that’s when things started to get kicked into touch a bit um between the three of us. Anyway things were going a lot better and then we used it a lot more often, you know for our own team page.

So it needed that sort of formalised meeting if you like

Yes we did …  there were a couple of other teams who I know did need it as well because people just didn’t want to work" (VE Student Law)

Student’s educational needs

1. Technology- Computer failure and learning skills

Overall students were concerned about their dependence upon a system that was not always available.

" You have to keep finding a computer to access the emails and it’s not always possible I mean the one the majority of the computer laboratories in Cartmel is only a floor above me but at the moment it’s booked for exams from 8.30 to 5.30 so if you want to use the computer you can’t use that one you have to go to Faraday or to the Law one but then you’re not guaranteed there’s going to be one" (SU Law)

Some students thought that the network was potentially unreliable. When asked if they would like all courses to be taught using the network students pointed to the danger of technical failures. These concerns were most commonly linked to the problems such as computer crashes or network failures that could arise when meeting deadlines. Technical failure was related to the possibility of a virus infection or a personal experience they had recently had. 

Students were generally appreciative of the technology even when they were critical of the pedagogical approach used and they were clear about the separation between the two features of the networked environment. The students felt the course had increased their skills, developed their confidence and ease with computer systems. A fairly typical example of student reaction to the technology was expressed by this student:

" I’m not very good with technology at all. I’ve never been one for computers but since I’ve been at University I’ve found it a lot easier and now… I’d never sent an email or anything before I came to University and now I’m constantly on the email, constantly on the Internet and this I think is so easy to use for me as well, somebody who can’t really work with computers very well, and it’s just so much easier it really is just so much easier." (EL Law)

Students linked the positive experience of learning technical skills with their future employment. Generally students believed the networked nature of the course was a better preparation for the working environment they anticipated after University. It was also a motivating factor, students reported a high workload but often in positive terms. The motivation was closely related to the authenticity that was felt about the tasks.

" I think it’s more interesting as well because you actually feel like you are doing law. When we were doing the negotiations it actually felt like you were a real lawyer then 'cause you were negotiating a settlement and arguing with the other teams. In law terms and stuff and it was quite good because it actually felt real. Whereas in other subjects ….. we’re learning about judges or whatever but we’re just sitting there and listening to somebody else waffle on about it or reading it in black and white text books whereas in this it’s sort of like putting it into practice in a way." (EL Law)

2. Noise and labs

There were no dedicated work areas for students. Computers on which the students could work could be found in the main library, the law library and computer labs in various colleges. All of these locations had difficulties associated with them. Several student groups reported being asked to stop their group activity in the Law library. All felt inhibited in the main library and the labs did not provide an adequate group environment. As a result many students found alternative locations. An alternative when a computer was available was an individual student's rooms. In general it was clear that students found meeting to work together and have access to a computer was a problem. 

3. Motivation and time on the course

Students generally reported spending a large amount of time on the course. We have no way of knowing if this self-reporting is accurate. When they were asked what they might tell a student who planned to study on the course they all mentioned motivation and organisation. Perhaps it was the requirement for self-motivation and the need for self-organisation that gave students a sense of a high workload. Most students felt that having all courses taught in the same manner as the Common Law course would be too demanding and perhaps inappropriate for certain subjects. 

6.4 Open University - Asynchronous collaborative learning largely or wholly at a distance

This case study observed and interviewed students in the Liverpool tutor group in 1999. We surveyed students from all the tutor groups in the North West Region covering the Manchester, Liverpool and Preston study centres in the 2000 cohort. The course IT and Society (THD 204) is an inter-faculty course. It is a second level course worth 60 CATs points and has been presented since 1995. The course attracts approximately 1,500 students from the UK and has between 20 and 30 European students (Kear and Heap 1999). The course follows the standard OU year beginning in February and ending the following October. The course is resource based and students are issued with a course reader and a CD-ROM library containing 400 journal articles, video clips and animations. Computer conferencing has a key role in the course and is used to provide a discussion space throughout the course and an area for the completion of collaborative assignments. The course currently uses FirstClass conferencing software and is available using both FirstClass client and a standard web browser.

The conference structure develops dynamically over the course and the final project is the culmination of the course. The project assignment was double weighted and provided an opportunity for students to synthesise the different elements of the course and to experience collaborative work in a computer conferencing environment. A full description of the course can be found in Kear and Heap (1999).

The interviews were generally conducted at the students' home. One was conducted at the student's workplace and one was conducted at the interviewers home. In all cases the interviewer was the local tutor. This gave good additional access to the course but added the complication that the interviewer had been responsible for the students' grading. At the time the interviews took place all marking had been completed. This delayed the start of the interviews approximately two weeks from the end of the final project. The students were still active on the course as they were preparing for or had just completed their examination at the times of the interviews.

The interview focus was the final project. The project runs over six weeks and is 'double-weighted' providing 15% of the final course grade. The project is a compulsory part of the course and students must attain 30% as a minimum project score to pass. A separate assignment book is issued for to the students for the project. An assignment book is issued at the beginning of the course covering the other five assignments; the project booklet is issued separately later in the course. All assignments are described in some detail in the assignment books, the question is set out and developed with a set of explanatory notes and a marking scheme outline is provided. 

The assignment booklet for the project was 12 pages in length. It contained a fictitious newspaper article describing a proposal made by a University that specialised in distance education for assessment using information technology. The format of the assessment is standard though the content of the article varies from year to year. The task of the students was to provide a report for a client, in this case the OU, advising them on the potential of the system described in the article.

Student’s experiences

1. Time management

The students were aware of the asynchronous nature of the medium. This was commented upon by most students without prompting and affected their view of the conferencing environment in a number of ways. It may be that the distance nature of the course and the particular circumstances of the mature working students recruited by the OU drew attention to this feature. It is also a central feature of group work that the group needed to maintain some temporal co-ordination to complete the work.

In order to complete their work in distributed groups the students had to confront problems around the management of time. The different groups all resorted to a variety of synchronous media to get their work completed. The quote below from Martin is representative:

We did have deadlines and a lot of the conversation again was on the private chat in fact I think there was a stage where we actually had a two hour communication which I could see my telephone bill going through the roof, but basically it was essential. I think the thing on the private chat was there was a hell of a lot could be covered ………….., it was like a dialogue rather than the actual communication on the conference it just felt as if we’d never really communicated on the conference it was more or less people working in isolation

Other groups tried to meet face-to-face, but this often failed because other group members were not available. Those groups that used the synchronous chat facility in FirstClass found it useful and reported the experience positively. One group used the ordinary messaging system for synchronous activity, this allowed the system to automatically record the postings, but clogged the conference with large quantities of post. The reasons for needing synchronous communication concerned working to deadlines. Students also reported that having used synchronous media they felt closer to the other students, more emotionally connected:

So why was the chat better than using the ordinary mailing system?

I think the chat was better because it was more on-line, whereas with the messaging it was sort of you put the messages up. Well I don’t know because even the messaging one could be on-line but we just seemed to use the chat because it was more conversational really. I think it was just easier to use. You could see who was in the group at that time, you could see who was watching your responses and you could reply to those. (Julie)

The students used a variety of media that were not naturally recorded, synchronous chat had to be cut and pasted into a word processor to be saved. The Assessment booklet included the following guidance:

The most important point to remember is that the group conference should provide a record of all the important discussions, decisions and contributions, since it will be the only permanent record available to your tutor for grading that part of the assignment. Should your group live close enough together to permit face-to-face meetings, then any discussion and decisions made at such meetings should be summarised and recorded in the conference (Assessment Book 2 p8)

During the interviews it became evident that at least two sets of communications had taken place outside the conferences. One concerned a student who had gone off-line for a week at a critical period. The negotiation with the group leader took place by telephone and only a limited report of the outcome entered the conference. In a second group a more substantial portion of the work was off-line and wasn't evident in the conference. In at least one other group synchronous chat had been lost during a conversation despite an attempt to save it.

Approaches to learning

1. Assessment and students' interpretations

The assignment book for the project TMA 06 was a separate booklet some 12 pages in length, which gave detailed instructions on what was expected. The booklet contained sections on the aims of the group project, activity, report structure, mark allocation and advice on establishing group working. The aims were given in six bullet points. These included integration of course issues and two bullet points that mentioned peer group and co-operative work. The mark allocation was as follows:

Group element 





(total 30%)

Report Summary





10%

Themes discussion in conference



10%

Report conclusion





10%

Individual element





(total 70%)

General structure and coherence of argument


30%

Use of supporting evidence and course materials

20%

Contribution to group tasks and discussion in conference
20%

Students interpreted these aims differently. An example of two contrasting interpretations in one group is illustrated in the following quotations (Interviewer in italics):

What did you conceive that task to be?

I would assume that it was more to continue the computer mediated conferencing as an exercise in itself for people to work together to sort of exchange ideas and irrespective of what the particular project was to work on. (Daniel)

What do you think the emphasis was?

Your personal individual um your personal big 500 words or whatever

So the individual submission was ….

Was more important than the group work

And how about content and process if we split it that way?

Content

Rather than process…

Rather than process and yet it’s, I would argue the process probably took as much time as writing the content if not more (Lillian)

The two students were co-operating in the same group to produce a joint project yet they had different views of the task they had been set. Despite extensive documentary guidance being provided. When prompted to re-read the booklet Daniel who had identified the task as being to conduct group work revised his view and conceded that content may have been more important. 

Well does the assessment scheme reflect the view you had …?

Um probably thinking about it in that way erm probably not. It’s more, unless I’m miss-reading it, it’s more the content than how it was achieved so it doesn’t cover the process therefore really.

Amongst the interviewed students it was his initial view that was most common. The view expressed by Lillian that emphasised content and individual work was uncommon. Her view was clearly instrumental and she clearly expressed the view that she worked to the assessment guidance:

I’m sorry but I wrote my answers to the marking scheme, absolutely…………

This student was an experienced OU student and she contrasted her practice in this course with those studied previously. Her mark was high for the TMA and consistent with her course average. Her exam mark exceeded her course work average by a full ten points. An unusual relationship in a tutorial group where generally the examination results were similar to, or lower than, the coursework average.

Daniel was less focused on the assessment criteria:

I don’t think I actually used the marking scheme to structure my answer, maybe I was wrong 

His marks, one grade below Lillian's, were extremely consistent, his course average, exam and TMA 06 mark varied by only 2 points in total. 

The other two students interviewed from this group inclined to the view that the TMA was concerned with how the work was done rather than content. Lillian was the group's co-ordinator or 'bully' and the group exhibited a strongly instrumental approach. Whilst this was commented on, by at least one other student, no one complained that their interpretation of the assessment guidance had been ignored or overridden.
Student’s educational needs

Distance work and dependency

Students following an Open University programme are often balancing a career and /or demanding home commitments. They commented widely on the intrusion of group work on the flexibility that OU courses appeared to offer. The students felt dependent on others and vulnerable in terms of the availability of their own time. Other commitments made co-ordination of a group difficult, even in an asynchronous medium. As has been pointed out previously the asynchronous elements were felt to hinder some tasks such as finalising a piece of written work and students felt a need for synchronous forms of communication. There was a clear cost described by OU students associated with group work. This cost was not greatly off-set by the availability of asynchronous forms of communication. That has implications for the use of co-operative and collaborative strategies for networked learning students working at a distance.

Time on course and possible computer faults

Students reported a high time cost on the course. The students felt a great deal of time was spent finding material and working in the groups. In a more traditional distance environment the readings are restricted to a small number of sources and work can be scheduled to fit the individuals needs. 

The students reported the usual technical failures in their own equipment and the OU servers. They felt this made them vulnerable and worried that such technical failures could disrupt critical deadlines. This is perhaps related to the points made above about OU students needs in terms of time management. The OU student is often highly time constrained and the dependency built into a networked course makes them feel vulnerable to technical failure.

6.5 Salford University - WWW + interpersonal communications largely or wholly on campus 
The case study was a third year course entitled Developing Systems for Teaching and Learning taught in the Information Systems Institute (ISI). This module is concerned with exploring the development of information systems for teaching and learning, and it aims at providing the theoretical underpinning and practical experiences needed for the development of education and training systems. The original designers of the course have written a report about the course which outlines their reasons for adopting their particular approach to Web based teaching and learning to the course design. They described the course as an answer to growing student numbers. It was also designed to cope with a changing student population that had increasing numbers of non-traditional students (Nicholson and Bird 1998). The Web site was intended to provide the main medium for teaching and learning and the face-to-face lectures and seminars were to be supplementary or complementary to the main Web based material. 

Prior to the case study being undertaken but after access had been agreed both members of staff responsible for the course obtained jobs elsewhere. The new member of staff, who had been appointed on a temporary full-time contract, agreed to allow our study to continue. This case study has, as a consequence of this change, the added dimension of being taught by a lecturer not responsible for the initial design.

The module included a Web based conferencing facility that was available free of charge from the Web itself. The Web site was utilised for course administration and contained syllabus and assignment details as well as learning resources and virtual spaces for the students to interact with each other and the tutor. The Web site contains an Online Materials section displaying textual course content and a set of exercises. The students were advised not to print off the material (as “this removes closeness and stops you from interacting with the resources” DTLS Web site). There is a space for informal chat called OI and a Virtual Seminar to discuss the course content. The Virtual Seminar was structured around the course into themes and one seminar space was set up for teams to give feedback to each other about their project work. The Web site also contains an archive allowing students to look at previous year's design projects.  

The course had a team work component that was informed by ideas about co-operative learning. The students' experiences of this were marked by the general context of the degree. The entire degree was built around teamwork. Teams were composed not only of students in particular modules but students undertook 'commissions' sometimes for outside bodies, in teams composed of first, second and third year students. The students on this third year course were very experienced in team working in a variety of settings with a number of different team members. The teams arranged for this course were informed by this experience. Some teams had been stable over three years and students had clear ideas about team working.

Assessment consists of five different components and as shown below. The teamwork element comprises 80% of the final mark:

· multiple choice test on leaning theories (5%) 

· group project proposal (20%) 

· online presentation of project proposal (20%) 

· supervised individual learning perspective. This is about their personal learning experience and is a written assignment (15%) 

· final project design (40%) 

The project is the major element of the course assessment in which students in teams of five are expected to build a Web site on a topic of their choice as a learning and instructional system. Project designs included topics such as astrology for beginners, how to up grade and maintain a PC, etc. Each team is also expected to describe the design, purpose and intention of their Web site and to provide feedback to the other teams on their project proposals. The marking scheme contained an element of self and peer assessment. Within teams individuals were peer assessed by the members of their own team. Team projects were assessed anonymously by the other teams. The tutor collated these marks which were used to moderate the final mark which was determined by the tutor.

Student’s experiences

1. The Web site design and navigation

The students on the course were critical of the Web resources. In general they thought that the Web pages needed to be updated. Some of the criticism related to difficulties encountered with navigation. A typical example of the comments is given below

"There’s too many pages erm and there’s a big thing about designing Web pages, you shouldn’t have to scroll down, which is fair enough I think in a corporate Web site but in an educational Web site you don’t want to be clicking all the time onto different pages and you’re never sure where you are up to. " (BR Salford)

It was felt that the navigation was not clear and that it was difficult to find information, for example deadlines for assignments. There was also felt to be a problem with the course resources and with the lack of bibliographic references in the content. Students were aware that there might be a design intention behind the features that they felt were a problem. One of the features that was identified as particularly difficult was that course information was held in a large number of short Web pages. 

The Web site was slow to load. This was a particular concern with regard to the conferencing pages. Students reported that their unwillingness to participate or to continue to participate in the OI and Virtual Seminar discussions was influenced by this factor.

2. Fear of public display

A further feature of conferencing that seemed to influence participation was the public nature of the conference. Individuals reported their own reluctance and that they were more prepared to participate as part of a group. They also reported that even working in a group they waited until another contribution had been made so that they could judge the quality of their contribution against it. Fear of public display and the vulnerability of being the first to post a message clearly influenced behaviour. Some students reported that they wouldn’t mind posting messages if they were anonymous. This was because they were fearful about giving their personal opinions and of any possible repercussions their comments could have on their marks. Some students thought that the virtual seminar lacked a clear purpose and that there was little motivation and reward for them to participate. One student reported that she would contact the tutor rather than post her question in the public space and admit that she did not understand something:

“Yes, yes, yes it’s something I feel uncomfortable with, I don’t want anyone to know that I don’t understand something so it’s not actually their business to be honest, so it’s between me and the tutor” (AM Salford)

Approaches to learning
1. Team working: skills, trust, conflict and friends 

Overall students' on the course felt it was necessary to have a good team mix. This mix involved social and personal issues. One group was all 'girls' and the interviewee identified problems previously encountered working with 'boys' when technological practice was an issue. 

"last year we did a multimedia project and we were in a team of ten and there were three of us in that, three girls in that and seven boys and the boys took over all the technical work and we got bogged down with all the documentation and all the written work and things like that because the boys simply they just did it. They were good at all the technical stuff so they just did it. So this time we decided we that we were having no boys in the team, didn’t want any of the boys, it was all going to be girls in our team and we were all going to do the technical side of the work." (PC Salford)

Trust was an issue that was raised by most interviewees. The team members needed to be able to trust each other. This was trust in terms of work, delivering acceptable quality work on time, and in terms of social ease. Not feeling threatened was an important factor in the group though some students wanted to increase their range of experience by working with students from different backgrounds. In both cases students were making very sophisticated judgements about who would make acceptable team members. The short duration of projects and the need to balance skills were other significant features of team selection.

2. Division of labour

Work was divided up in a number of ways. The teams were all aware of formal approaches to allocating team roles from their previous experience on the course but organisation tended to be looser and more informal with no allocated roles. A good example of the approach to division of labour is given below:

"we sort of divided it up between ourselves as to who would do what, I can’t remember the actual divisions of who is doing what at the moment. My sort of strong point is my English and grammar are very good so I sort of go through the documentation and sort of put things into perhaps better language a more academic sort of language. Other people are good at designing Web pages so they're sort of concentrating on doing that, one of the members of the team is devising Power Point slides, so we’ve divided it up" (BR Salford)

Other teams were conscious of the fragmentation of learning that could happen if the team adopted a division of labour. They often had individuals lead certain aspects of the work but other team members would assist them or simply interest themselves in aspects of the project other than their own.

" you’ll split the seven tasks up between the six of you (one of you does two tasks or whatever) and you do your contribution but you help others with theirs as well so basically you are just mucking in, you learn everything instead of learning just your little section you learn everything about that component you can." (M. Salford)

3. Location for work

Whilst there were variations in the way students worked there was a quite common approach to the location of work. Most students met face-to-face in the computer labs that were part of the ISI block. These labs had the feel of an open plan office. No students reported having problems with team working. Several reported working around one or several machines as a group. Work was discussed between students in the group and no objections had been raised by other students to this method of working in the lab. The style of work was one that clearly allocated sections of time to particular courses. Students had competing demands from different assignments and would arrange for set times to be given over to this particular module. The flexibility of the networked environment was in some ways additional to or complementary to the need for students to organise their work into coherent blocks of time even when course schedules didn't demand this.

Student’s educational needs

1. Web design

It was important to have a Web site that is easy to navigate. This was not simply a technical question because students needed to have a central place to find information about the course assignments and deadlines. Because the course was Web based some of the concern about the navigability of the site concerned the ability to have an overall sense of the course and its demands. 

The flexibility built into the course relied upon student ownership of a personal computer. Those students without access were at a disadvantage. The course content was dispersed in a large number of short web pages. Some students resorted to printing these out, a laborious job that required cutting and pasting into a word processor. Others downloaded the entire site for viewing off-line on their home machines. The students clearly felt that they ought to view the material on-line and those that printed off material felt they were subverting the intentions of the course. This feeling did not appear to override the practical concerns leading them to print the material in the first place. For some printing allowed them to work at home if they did not have a personal computer. For others it was felt to be tiring or difficult to read on screen.

2. Teamwork and peer assessment

Although the Web site contained guidance students seemed to be unclear about the assessment process and about the criteria for assessment. Some students already had experience of peer assessment, which they described as controversial. This issue may not be directly related to the networked nature of the course but our approach has been to take into account the student’s experiences as a whole. This will allow us to examine in further analysis how aspects of learning and the assessment process are experienced in this environment.  

Students fear that because individuals and teams are competing with each other their marks may not be fair and their assessment simply a subjective matter. The quotations below are examples of students' experiences of peer assessment.

“peer assessment never works. The people you are competing with are not going to give you a good mark, they will find fault with everything…all my experiences of peer assessment have just been bad” (AM Salford)

“Again it’s subjective isn’t it? When you say what criteria it depends on the day, it does it really depends on the day, depends how you feel on that day whether you are hungry or you're tired –if you’ve had a bad morning.” (W Salford)

One student compared text-based conferencing with the anonymous peer assessment system. He claimed that both were restrictive and that it was difficult to convey emotions in such systems.

6.6 Coventry University – WWW + interpersonal communication largely or wholly at a distance

This case study was based in the School of International Studies and Law (ISL) at the University of Coventry. The case study related to a set of four different modules namely: Modern and Contemporary Italy, Information Technology for Language Learning, Italian History and Society 1900-1945 and Study Skills, all taught by the same tutor. The tutor used similar approaches within the WebCT learning environment, allowing us to find a thread of commonality across the four modules. Our research focus was the delivery of students’ homework/assignments and tutor’s feedback through WebCT for each module. The tutor was using the Web CT environment weekly to provide information related to the next lesson, and to ask the students to do any homework they needed to prepare in advance. The students were asked to visit WebCT regularly to keep informed about any changes, new information, etc… They were also encouraged to communicate with their peers and the tutor through the discussion forum and module mail, to send their homework to the tutor and to receive their marked homework through the module home page in WebCT.

The 10 students interviewed were full time and part time and they were at different stages in their degrees. Most of them were conventional students in their teens though there were also a few mature students. Although some of the students lived as far away as Oxford and Birmingham, we could not characterise this case study as ‘wholly at a distance’. The reasons being that all the students were expected to attend the weekly face to face classes and that the majority of students lived near the university campus (though not ‘on campus’). With the exception of one student who usually worked from the computer lab in the School, all the students interviewed had access to a PC at home where the majority of them did their weekly homework. We need to emphasise that none of these four modules had been designed specifically for wholly at distance students as such, however as it happens, the modules were free standing and flexible enough to accommodate a wide range of students (including mature, part time and non campus students). The introduction and implementation of Web CT at mainstream institutional level at Coventry University, has also opened opportunities to non campus students by providing greater access to modules information, resources and interpersonal communication with the tutor and other students. Below there is a brief description for each of the four modules:

120LAN – Information Technology for Language Learning

“This module aims to introduce you to new technologies for language learning and to acquaint you with the way in which such technologies can be used for language learning, teaching and assessment. You will learn how to use word-processing software and presentation software and will acquire basic numeracy skills via a self-learning package and evaluate existing packages available for CALL (Computer Assisted Language Learning). You will do group presentations. You will be expected to take an active part in your learning process, present work in groups and contribute to the seminar discussions on WebCT” (module Handbook 2000-2001). This is a single module (in English) and ‘free choice’ module. The assessment consisted of 100% coursework, divided into:

One essay (1000 words) (30%)

One seminar presentation in pairs or a group to give a language learning tutorial( 30%) this comes accompanied by a type written report about the presentation (10%)

One evaluation of 2 CALL language learning packages available in the School (30%)

132LAI– Modern and Contemporary Italy

“Module 132LAI aims at giving you an overview of contemporary Italian society from a socio-historical perspective. The focus will be on the interrelationship between economic, social and political developments, which have affected the shaping of the Italian nation. You will be expected to take an active part in your learning process, present work in groups and contribute to the seminar discussions on WebCT” (Module Handbook 2000-2001).This is a single module (in English), mandatory for BAML/BAES and other Joint degree students and available as ‘free choice’ for all other students. 

The assessment consisted of the two following components:

One essay (1000 words) (20%)

One seminar presentation in pairs or a group to give a language learning tutorial( 20%) this comes accompanied by a type written report about the presentation (10%)

One written exam – 2 hours (50%)

209LAI – Italian History and Society 1900-1945 via a novel on CD-ROM: La neve nel bicchiere ISLO2 Study Skills 

“This module, taught entirely in Italian, aims to trace the changes in the life of rural Italian families from 1900 to 1950. It will do so by a detailed study of the novel La neve nel bicchiere, the film of the novel and the CD-ROM based upon it which has been developed at Coventry University in collaboration with students. Students will also be expected to become familiar with the changes in Italian society which occurred during the period studied, with particular emphasis on the Emilia –Romagna region, Moreover students will acquire information technology skills and develop their self-learning and self-assessment skills. The CD-ROM will be also supported by on-line material on WebCT available off campus” (Module Handbook 2000-2001)

The assessment consisted of 100% coursework:

One essay of 1500 words (30%)

One individual presentation (20%) with report (20%)

One written test –open book in class for 2 hours (30%)

Study Skills

This is a mandatory module for all the students undertaking their degree in languages in the School of International Studies and Law. This module aims at providing students with specific skills and abilities necessary for their degree studies and their future careers in business and industry. The skills and abilities have been identified by the University Enterprise Code of Practice as an integral part of the Course Approval and Review process at undergraduate level. The module comprises the following skills namely: communication skills, group work skills, organisation skills, interpersonal skills, personal skills, learning skills, information technology skills, language skills, information gathering skills, problem solving and entrepreneurship. The students are expected to develop these skills through a set of individual and group assignments, in addition they are expected to complete regularly their European Language Portfolio. This is a record of an individual’s language experiences across a life-time of learning. 
Student’s experiences:

1. Learning about C&IT and the Web through Web CT

A few students reported not having had any experience with C&IT and the Web before coming to the university. They all agreed that the experience of using WebCT had given them the confidence and the necessary skills to use computers more generally. 

“At first it was difficult but then I realised that I had to use computers for other reasons such as emails and it was very useful for me because through the WebCT I actually learnt how to use computers and become familiar with them. I’m not afraid of computers, I know some people are very afraid and they don’t like them but I find them very useful”. (Despina, Coventry)

“I couldn’t use computers at all and now I can and it’s only taken about six weeks”. (Lisa, Coventry)

Though the sampling of students was small this was an unexpected finding as these students were in their teens and reported that they had never used computers before in school. The majority of the students already had C&IT skills that they had learned at school or taught themselves at home and many of them were already familiar with using the Web at work and for leisure at home. Nevertheless the students felt that the experience of using WebCT had contributed to expanding and improving their C&IT skills. In particular students were using the Web more often to gather up-to-date resources for their assignments and had learnt to become more cautious about the credibility and accuracy of web sites. 

2. The perceived benefits for mature, part-time and distance students

These students appreciated being able to do their studies from home, and not having to travel to hand in their homework. Being able to log on to WebCT from any computer was perceived as a clear advantage. They particularly liked knowing in advance what the next lesson would cover and felt that in the event of not attending a lesson, they could catch up easily and download the relevant resources. 

“I’ve been one week in October [back at home abroad] and it was during the term so I missed some lessons and it was very useful for me to know what was going on for this one and also for the other modules”. (Tina, Coventry)

“So when I’m at home and not at the Study Skills lesson I can go onto Web CT and join in with the class even though I’m not actually there, even though I’m not in the room…It’s strange but I think it’s very good because it can be difficult for people who are studying part-time whether they’ve got families of they are working so it means you can come here and do the study that you have to here but you can also work at home. It doesn’t mean that you to travel into Coventry all the time, so it’s very good I think it’s a very good idea”. (Valerie, Coventry)

They also found it useful being able to communicate with peers and the tutor. This was perceived as in the case of Study Skills, as an opportunity to keep in contact and in touch with people when they were working together for an assignment. A student reported that the WebCT environment had allowed her “to network in a more multi-dimensional way with colleagues”: However the same student added that as she had a full time job which was demanding, it was difficult to contribute to any discussion at all. Working in groups was perceived for some as problematic, as it was difficult to arrange a time for everybody to attend a face to face meeting and having to travel from far away was also seen as a drawback. The two mature students interviewed also raised the issue of having to work with conventional students in their teens and felt that the age and experience gap often hindered their experience working in groups. 

3. Use of Web CT by the students

The majority of the students knew how to log on, access to the module site and use the discussion forum, module mail and other relevant module resources. In addition a number of students had created their Personal Web Page in Web CT as part of their assignment. Most of the students knew about other facilities available to them through Web CT, such as the calendar, the access to the library and the space to keep a record of their own grades for the course. However they did not use it or did not know how to use it. The discussion forum was mainly used to ask questions to the tutor, to check understanding, to send their homework and receive feedback from the tutor (though this could also be done optionally through the private module email). Some of the students said that initially they had felt intimidated about asking questions in public “feeling stupid” or “feeling dumb” were some of the expressions that the conventional students used. The students undertaking the Study Skills reported having engaged in group discussion using the WebCT discussion forum to discuss different issues such as essay writing, what means to be a good student and a good lecturer, etc. Some of these ideas contributed to the content of their PowerPoint presentation as part of their assignment.

“…We had to go into the discussion forum take out all the ideas of what you think makes a good lecturer or a good student and then using that information create the PowerPoint slide. So we had to like, we used in the class but we had to put the ideas on out of the class so it was like you could do it whenever you felt like doing it”. (Giny, Coventry)

Not all the students had engaged in group discussion in the discussion forum however. Though they clearly found the forum useful to be able to look at other people’s homework and to know more about other people’s thinking of the subject; some felt that a group discussion or debate was not appropriate, particularly in language learning. 

“I’m not sure whether in language learning, in that module it would be such a good thing cause you are trying to learn how to write a language and how to translate…If you were doing a business topic or something and you put on the information that you found on such a topic and somebody else has found something else, you could start up a debate about it. But we’ve not been encouraged to use it like that” (Patricia, Coventry)

4. General feelings about using Web CT 

All the students felt generally positive about using Web CT. They felt that it made the modules more interesting and different than other more traditional modules did.

“I think that was my favourite module actually the Italian History because it was the most interesting one and it wasn’t just go there, take notes, leave, do homework, it was just really interactive and I knew I had to use the Web CT every week for this module and I really enjoyed it, I really found it not only useful but also more enjoyable to use yourself”. (Despina, Coventry)

Interviewer: How different do you think this module would be without Web CT?

“Certainly less interesting. I would be quite different I think…because we don’t have to look at our books or notebooks all the time, looking to the teacher all the time, write down what she says all the time and it’s something different because we can learn by doing things, by doing them together in groups by our own and meanwhile we also learn how to use computers and it’s quite easy because we don’t have books in our hands we just go through the computer”. (Tina, Coventry)

A student in her final year, though she felt positive about the networking advantages of WebCT, she also felt that getting familiar with the system was time consuming, she said that she saw herself being from the “old school” and was very worried and cautious about it.

Approaches to learning:

1. Sending homework and receiving feedback through Web CT

The students were requested to send their homework, either through the discussion forum or privately to the tutor through the module mail in Web CT. The reasons why students choose to send it either to the public or private forum varied. Some felt that it was an opportunity to share and learn from each other, however a number of students did not want other people copying their answers, nor did they want other people to see their homework so they sent it privately generally if there was the choice. The tutor sent the marked homework privately to the students but often picked up some shared mistakes or inconsistencies that she clarified later within the discussion forum or raised during the face to face lesson. Most of the students were positive with this arrangement and could identify some clear practical advantages and benefits to them.

“It’s time consuming hand writing out everything and it can get boring, if you type it up once it’s typed up it’s done, it’s sent to the tutor straight away and you don’t have to worry about losing bits of paper…I personally find it better and a really easy way of communicating with other members of the group, with the tutor without having to run around blocks trying to find them, it’s quite difficult trying to catch up with people sometimes, you can just post a message and you can just go back later on that day and more than likely you’ll have a message reply”. (Lisa, Coventry)

Students had potential access to each other’s homework and it was generally perceived as useful to see other students’ work and progress. The mature students in particular mentioned that it would have been useful to be able to see other people’s marked homework so they could all learn from the corrections and mistakes. The students did not comment on each other’s work and most of them felt it was not their place or responsibility but that of the tutor. For some students having access to other colleagues’ work was reassuring as they could compare their work with that of others’ and identify if they were on the “right line” as a student put it. 

Some of the on campus conventional students felt they would rather hand in their homework to the tutor physically rather than sending it through WebCT. They said that they were used to see their marked homework in a piece of paper with red markings and that working with WebCT demanded a change in habits, particularly with the students in their final year. A few students said that they were afraid of losing coursework on the computer and that this put them off about using WebCT more often for this purpose. 

“It’s just that I found it easier just to write things down on a piece of paper and I don’t know it’s just because it’s what you’re used to I suppose”. (Pam, Coventry)

“The only thing that I don’t like is that you can’t really correct it. When you print something out or when you write something, [the tutor] can check it and you can see with her red pen the mistakes straight away.. I’m worried about sending stuff and doing it on the WebCT because I’m worried that things will go missing. That could have been something very important and it’s gone and I don’t know whether module mail only stays on there for a certain period of time but we haven’t been told so I just assume that it’s there forever, that’s quite worrying”. (Vince, Coventry)

2. Use of the mobile 'phone

A striking finding was the regular use of the mobile phone by the students to network with each other. They used the mobile and particularly text messaging more often than their own private email address and the WebCT module mail facility to communicate with colleagues. A student reported having sent 400 text messages in the last month. Students said that it was easier this way because not everyone checked their private emails every day. Most of the students used their mobile daily for personal and study purposes and also some of them reported not having checked their email account for the last three days.

Interviewer: What do you think you use more often, the mobile or the email? 

“The mobile, my mobile because it’s always with me and I don’t have a computer in my bag”. (Tina, Coventry)

“Most of the time it was to arrange to meet or if one of us was having a problem then we’d email someone to say “I can’t do this, do you know how to do it” and they’d email back. Or if it got really difficult we’d just use the telephone”. (Valerie, Coventry)

“For the people that I would want to communicate with on the course we tend to do it by phone. They have mobiles with the messaging facility and that tends to be the easiest way to get hold of them because they can never tell when they are going to be able to get to a computer to check their email, some are lucky enough to have it at home”. (Teresa, Coventry)

The mobile and particularly text messaging was used mainly to arrange face to face meeting and check on deadlines when working in groups. Many of the students interviewed had more than one email addresses or mobile phones to communicate with different people and for different purposes. They said to use email mainly to write longer messages and to use the email facility within Web CT to communicate with the tutor and people specifically in the course.

3. Owning a computer 

All the students irrespective of being full time, part time, mature or distance students felt that having a computer at home to do their study was more convenient and comfortable. For the distance student clearly the advantage was being able to study from home, without the need to commute. The conventional full time students often complaint about the difficulties of finding computers available around the campus, and complain about the cost of printing facilities and the fact that the students were expected to bring their own paper for printing.

“To be honest the computer rooms are so full, I don’t know where all the computer rooms are in the University….I go there [library] just to get books and to study in peace and quiet but if I need a computer I just do it in my own room, it’s more peaceful”. (Wendy, Coventry)

“I do it at home because it’s generally easier you’ve got your own surroundings”. (Carole, Coventry)

“ I can just go straight home and do it all from there. It saves a lot of time really and like if there’s some information or it’s cancelled or a change of time or anything, I just go onto whatever module it is, just go straight onto there and it’s got all the information on there. Like nearly everything, all the information is put on WebCT, so if you’ve got access to that it’s a lot better otherwise I’d have to wait around at University to get a computer to have a look on there, so if it’s at home it’s just a lot more convenient really”. (Clare, Coventry)

The fact that all the information related to the course was put up on WebCT made the students even more dependent on having their own computer at a time and place that was convenient to them. This finding points signals the importance of taking into account within institutional provision, the alignment between availability of computers on campus and use of computers and particularly WebCT by the students.

Student’s educational needs

1. Irregular training

Some of the students said that they had only been introduced to WebCT through an induction day organised by the tutor, however a few have had a general induction somewhere else. Some students said to keep a booklet handy on using WebCT, but nevertheless most of the students were unsure about the facilities available to them and how to use them. Most of the students agreed that training had been uneven among the students, they found it hard to describe the WebCT module environment and to remember the different icon facilities. A student said not to recall how to email another student through the module mail WebCT facility. Some students felt that they were at advantage because they were already familiar with computers, thought they also pointed out that it was harder for the students with no experience at all on C&IT, in particular some of the international students. 

“Perhaps if I hadn’t used computers before then I would have found it difficult because we were never told how to use it. I had to work it out for myself but because I’m used to working with computers then I found it easy”. (Valerie, Coventry)

“It’s not really training as such but within the first lesson we were told how to access it and we were just given a booklet and told this is your instructions, go ahead use it and we were just left in the classroom with a computer and a booklet…I’m not very hot with computers. I’m not very good with them at all but it was quiet easy and the booklet took you through the whole lot”. (Lisa, Coventry)

2. More widespread use of Web CT in the School

Most of the students pointed out that this tutor was one of the few in the School who were using Web CT for networked learning. The students felt that it was up to the lecturers to encourage the use of Web CT in the school and most of them pointed out that it was giving them direct experience with C&IT.

“Some staff never use them at all, some of the lecturers they’ re not interested in Web CT. They’ve ignored it you know you’ve got your list of your modules and under [topic] you click and there’s never anything on it”. (Valerie, Coventry) 

“I don’t think that people use it as much as they should. I mean it’s not something you are forced to do but something very useful if everybody uses it”. (Tina, Coventry)

They were unsure about the role of Web CT throughout their education and did not seem to have much confidence on it as a tool that would be used uniformly in other modules. They appreciated being able to browse into other modules’ information and resources and believed that they would widely use Web CT for this purpose, nevertheless they did not expect or believe to use it in the future in other modules to communicate with peers and tutors.

6.7 Practitioner Interviews 

This section reports interviews with practitioners carried out as part of the mapping exercise. The mapping exercise situates our research investigating student experiences, within a 'snapshot' of the spread and use of networked learning in higher education in the U.K. The interviewees were not intended to be a sample of networked learning users and were recruited opportunistically within the categories outlined in the introduction. The aim of the research with practitioners is to illuminate issues rather than to provide a systematic sample of current practitioners' views.

This initial report relies on analysis of interviews with ten practitioners from eight departments in five universities that were conducted during a six months period. The ten selected practitioners had designed networked learning courses that made use of text based communication systems available over the internet. The Web access was either a supplement to a client-server system or the primary means of access. The courses designed by the practitioners had all run for a minimum of two academic years, though some of the practitioners had experience of systems deployed over a number of years. The interviews were approximately one hour in duration and focused on the practitioners' use of networked learning technology to deliver a particular course. The interviews were carried out in a similar manner to the interviews with students. They were largely unstructured though the interviewers had a loose schedule or format that provided some consistency between interviews and indicated key areas of interest. The interviews were conducted as a dialogue and each interview began with a request for the practitioner to explain a course that they had taught using networked learning. Practitioners were encouraged to use prompts such as course documentation and online access to course materials, during the interview. The interviewer tried to intervene as little as possible and concentrated on asking questions that provoked reflection by the respondent on their own experience.

The preliminary findings indicate that there is a common acceptance of the notion of design for networked learning. Though we have not done any comparative research with practitioners in higher education who do not use networked learning we think that this general acceptance of designing a learning experience is likely to be exceptional. The practitioners did not use the notion of design in a precise way, indeed one practitioner used the word development to indicate the same sorts of considerations throughout his interview that others used the word design to cover. All were happy to think of their activities as design and used the term freely with an assumption that they would be understood without having to explain the term or their own particular usage of it. There are clear variations in practitioners’ descriptions of the structure and implementation of their designs. This may represent significant differences in the way the process of learning is understood by the practitioners even when they adopt a common language of design.

There is also evidence of a widespread acceptance amongst the practitioners we interviewed of features of what has been called the new paradigm in teaching and learning. The idea of a new paradigm in education has developed alongside the introduction of new technologies. Harasim (1989) has claimed that to appreciate the educational options of ‘online education’, we need to consider this medium as being distinctive from both face-to-face and conventional distance learning. Robin Mason has elaborated what has been described as a convergence hypothesis. This has been further developed with Tony Kaye as a “New Paradigm” for distance education (Mason and Kaye 1990). In a more recent consideration of the idea of a new paradigm Tim Koschmann places the idea in the context of a research programme in the use of instructional technologies (Koschmann 1996). Koschmann identifies an 'emerging paradigm', which he calls CSCL. The emergence of what has been called a new paradigm and its absorption by the Instructional Design tradition bring our attention to those elements that might provide 'assumptions' available to inform designs for networked learning. These are:
1/ Socially oriented theories of learning, constructivism, constructionism, situated learning. Brown et al (1989)

2/ Communities of Practice/ learning communities. Lave and Wenger 1991, Rogoff 1990, Wenger 1998

3/ Collaborative learning. McConnell 2000, Koschmann 1996

The interviews showed a relatively common educational outlook underpinning their designs. The practitioners with only one exception mentioned constructivist or collaborative approaches to learning. Some used the expression communities of practice or learning community to express their ideas. Overall the concept of collaborative learning was strongly expressed and the one practitioner who did not use the term had a very particular approach using Web pages and email to promote a dialogue with the tutor. The educational outlook adopted was associated in the interviews with expectations of the students. Students were described as 'good', 'compliant' and 'motivated'. These positive descriptions were related to the matching of the students' outlooks with those of the course. For example:

“This is another issue I find very difficult about assignment marking. Students who feed back the party line about collaborative learning and whatever and I don't mean just feed it back in a sense of hype and stuff but people who have clearly seen the benefits of collaborative learning. It's hard not give them high marks because this is what we are trying to teach people, the value of collaborative learning. However people who don't see it and don't want to and stand out against collaborative learning ….. and are resistant to it. I would like to see a student like that, that I could still give 90 to but I haven't. I've only seen ones that I could, you know bending over backwards, give 60 to because I'm trying to not be biased against them” Elaine

Overall practitioners saw collaboration as an aim but also something of a problem. This exemplified a wider problem that of expectations and outcomes. Design for collaborative learning was a problem as design intentions were difficult to match to actual outcomes. Generally design was felt to be a problem for the same reasons. 

" What else um I certainly haven't yet learnt how to do it so I so I still don't know how to create an on-line learning environment that would work in the way I imagined it might. There are probably trivial examples where I can get things to pan out the way I want but I think you find this quite common that people however much experience they have developed, how ever many articles they write about good ways of doing things, however much they analyse student experiences it's still extremely difficult to design an on-line environment and on-line course on-line activities in ways where you are not surprised and/or disappointed by the output." John

Higher education in the United Kingdom has not until recently concerned itself with training its practitioners to teach. Many HE practitioners are discipline experts who may find the idea of design alien to their current practice. When asked to discuss teaching issues, they may do so in terms of their shared tacit or craft knowledge  (van Driel et al., 1997). In a traditional or face-to-face setting expectations are in some ways common sense or common knowledge (Edwards & Mercer, 1987). Participation in lectures and seminars has a set of commonly understood assumptions about attendance and behaviour. This should not be taken to imply that we fully understand face-to-face settings or that we endorse common sense views of such settings, only that such shared expectations are present in face-to-face contexts. The boundaries within a networked setting appeared less commonly understood. Each practitioner had comments to make about how they had varied their own practices. On the other hand we note that while there is not currently a common sense or common knowledge about networked learning there appears to be a common educational philosophy. 

The assumption amongst the practitioners derived from a particular set of learning theories and this may have implications for a large-scale roll out of new technologies. The developing common philosophy may lead to what Boot and Hodgson (1987) described as a mismatch between programme orientation or philosophy and student orientation. If there is a mismatch between educators and students then students may need to be 'socialised' into the programme philosophy or orientation expected on networked learning courses. There may also be a mismatch between staff orientations and the orientations expected of staff when deploying networked learning courses. The educational philosophy and theories that provide the rationale for networked learning may be absent from the staff required to make use of such technologies. This would raise questions of staff development requiring significantly more than simple training. 

7.  Findings from quantitative surveys

7.1 The Student Sample

The student survey was conducted in five Universities with students studying on five different courses. 

	University
	Course
	Technology

	Open University
	THD 204 Information Technology and Society. (Level 2)
	Asynchronous Computer Conferencing and group work at a distance

	Lancaster University
	Common Law (First year)
	Asynchronous Computer Conferencing and group work on campus

	Salford University
	Design of Learning and Teaching Systems (Third year)
	WWW and interpersonal communication on campus

	Sheffield Hallam University
	Social Science Study Skills (First year)
	Computer Aided Learning and asynchronous communication on campus

	De Montfort University
	Econometrics (Third year)
	Videoconferencing on campus


Table 7.1.1

Four of the Universities and course were case studies that were investigated qualitatively using individual student interviews and observation. It will be possible to bring the data from both aspects of the Field Studies together in the conclusions of the project. With the exception of questions asking for information about the students and their familiarity with networked technologies the responses were gathered in a 5 point Likert scale running from agree to disagree. 

	Agree
	Agree somewhat
	Unsure
	Disagree somewhat
	Disagree


The technologies available to the students on the courses varied. The Open University course THD 204 Information Technology and Society used FirstClass for course activity and the course was supplemented by a web site and two course CDs. The Lancaster case study was a first year Common Law course supported throughout by Lotus Notes, which was used for collaborative work. The Salford course Designing teaching and Learning Systems was partially delivered from a Web site constructed using Dreamweaver that had a freeware conferencing system embedded within it. The De Montfort students used videoconferencing delivered in purpose built videoconferencing classrooms,  the class was split between Leicester and Milton Keynes sites. The Sheffield Hallam case study was a first year Social Science key skills course taught using an in house package InfoLearn that was accessed through FirstClass which provided an overall University environment.

An introductory section of the first questionnaire asked students four sets of questions about their use of six technologies:

Questions

1/ What networked technologies do you use regularly (i.e. more than twice a week)?

2/ What networked technologies have you ever used?

3/ What networked technologies do you expect to use whilst studying for your degree?

4/ What networked technology (ies) do you expect to use on this course?

Technologies 

1. E-mail

2. Internet (WWW)

3. Chat (e.g. IRC/ICQ)

4. MUDs or MOOs

5. Computer Conferencing (e.g. Lotus Notes, FirstClass, WebBoard)

6. Videoconferencing

The report on responses has been grouped by technology.

E-Mail

Email is used regularly by 85.2% of the students. Over 93% have ever used email and 97% expect to use email whilst studying for their degree. On the course they were studying 93% expected to use email. As might be expected email is now part of the overall student experience with only a small number of students not using this networked technology.

Internet (WWW)

Figures for the Web were similar to email in all cases. It is used regularly by 79.5% of the sample and 95.8% have ever used the Web. On their degree 98.1% expect to use the Web whilst on their course 96.6% expect to use it. The Web was clearly part of the general experience of the interview sample.

Chat (IRC/ICQ)

Chat was regularly used by 10.6% of the sample, but within this percentage 60.7% of the responses came from OU students. A large part of the sample had used Chat systems (43.9%), but only 25% expected to use them on their degree and 18.6% on their particular course.

MUDs and MOOs

Only a very small percentage used these regularly (1.5%) and this was the only question that prompted students to ask for clarification when the questionnaire was administered. Just over 5% had ever used MUDs or MOOs and just less than 5% expected to use them whilst studying for their degree or on their particular course.

Computer Conferencing

As might be expected from the courses represented in our sample 36.4% regularly used computer conferencing and 58.4% had used it at some time. Over three-quarters of the sample expected to use computer conferencing during their degree and a similar proportion expected to use computer conferencing on their particular course. The one University that stood out as distinct in terms of its responses was Salford were only a small percentage used computer conferencing regularly (3.1%) and this low use was also reflected in the students expectations of use in their degree and on their particular course. This is notable because there was a conferencing tool available as part of the course Web site and it was intended to be an active part of the course.

Videoconferencing

The De Montfort students provided the greater part of the 6.1% of the sample who were regular users of  videoconferencing (68.5% of responses). A larger proportion of the sample had used videoconferencing at some time (17%) and this was more evenly spread throughout the sample with De Montfort only providing 22% of the responses.  Similar proportions expected to use videoconferencing as part of their degree (20.5%) and as part of their own particular course (17%). 

7.2 Experiences during the course

This section of the second questionnaire was designed to investigate student's responses during the course. The questionnaire was issued towards the end of the course whilst the experience of using the networked environment was still fresh. There were seventeen questions in this section of the survey and the questions are set out below with initial comments on the results.

Q.1. I enjoy working with the technology on this course.
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Overall students were extremely positive with 79.2% either agreeing or agreeing somewhat with the statement. Of the remainder the largest single group were those that disagreed somewhat at 11.9%. There were differences between Universities but they were only minor differences in the degree of agreement. There was one exception to this the students using videoconferencing at De Montfort contained a significant minority who disagreed or disagreed somewhat with the statement, 41.7% of the University sample. The differences in responses between Universities measured by a Chi-Squared test were significant (p< .001).

Q.2. I think the technology is helping me learn.
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Students responded positively to this statement about their sense of learning. The statement was agreed with (36.8%) or agreed with somewhat (41.4%) by most students. The largest single remaining group were unsure (11%). Students had a very clear opinion of the technology and its relationship with learning. The Universities with courses using text based conferencing systems were markedly more positive. The differences between Universities using a Chi-Squared test were significant (p= .001)

Q.3. I feel the tutor is keeping track of what we are doing on the course.
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Two thirds of students agreed or agreed somewhat with this statement (66%), significant minorities were either unsure (13.3%) or disagreed somewhat (15.3%) with the statement. When analysed University by University one result stood out. At Salford only 2.9% of students agreed and 28.6% agreed somewhat. The course at Salford had been taught by a tutor that had taken the course over at short notice and this result may reflect that. The differences between Universities on this question were significant (p< .001)

Q.4. I think we are left to get on with our work by ourselves.
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There was very strong agreement with this statement (42%) and another large section agreed somewhat (45.9%). Overall 87.9% agreed or agreed somewhat indicating that students clearly felt that they were given autonomy in networked environments. 

Q.5. I feel the tutor intervenes too much during the course.
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There was strong disagreement (41.4%) with this statement and an equal number disagreed somewhat. The largest number of other respondents were unsure (10.1%) Taken together with Question 4 this indicates that students clearly felt a degree of autonomy in the networked environment.

Q.6. I believe the technology is helping me to achieve my personal aims on the course.
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This question showed a majority who agreed or agreed somewhat (58.2%) but most of these had the lower level of agreement and agreed somewhat (41.3%). Significant minorities were either unsure or slightly disagreed with the statement. Taken with Question 2 this shows an interesting discrepancy between achieving personal aims and helping the student learn. It was also notable that when analysed University by University Open University students were significantly more positive towards this statement, 87.5% either agreeing or agreeing somewhat with an almost even split between the two categories. The differences between Universities were significant (p< .001)

Q.7. I feel the technology increases my control of when and where I work.
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The majority of students agreed or agreed somewhat (53.9%) with this statement but significant minorities either disagreed somewhat (17.6%) or where unsure (18.6%). When the different Universities were examined using a Chi-Squared test the students that experienced an asynchronous text environment (OU, Lancaster, Salford) were more likely than expected to agree with the statement. The differences between Universities were significant (p< .001).

Q.8. I think I am able to study more effectively using the technology.
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A majority of students agreed or agreed somewhat with this statement (60.9%) but the main group agreed somewhat and significant groups were either unsure (19.5%) or disagreed somewhat (12.4%). This distribution around agreeing somewhat indicates a general but weak agreement with the statement.

. Q.9. I like feedback on my work I receive from the staff.
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The majority of students agreed or agreed somewhat with the statement (64.4%). There was one noticeable exception when analysed by University. Open University students were much more positive about their feedback. An overwhelming majority (92.5%) agreed or agreed somewhat with the statement. In this case differences between Universities using a Chi-Squared test were highly significant (p< .001)

Q.10. I feel that I can ask questions and get a fast response on this course.
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Students were largely positive about the timeliness of the responses they received to questions. Over two thirds of responses agreed or agreed somewhat with the statement (65.4%). When analysed by University there were differences in response with two courses showing high levels of agreement. Over 80% of law students at Lancaster and Open University students agreed or agreed somewhat with the statement. Both courses were run using asynchronous computer conferencing systems (Lotus Notes and First Class respectively) and had a significant collaborative component. The differences between Universities analysed using a Chi-Squared test were highly significant ( p< .001)

Q.11. I find the technology makes it harder to keep up with everything we are doing.
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Opinion was distributed around agreeing somewhat, disagreeing somewhat or being unsure. The largest minority disagreed somewhat (39.9%) and a small majority overall disagreed with the statement (59.1%). Interestingly it was the two Universities using asynchronous conferencing that showed the highest agreement with the statement in Q.10 about responses from tutors that also had the largest minorities that firmly disagreed with the statement, over 27% in both cases.

Q.12. I feel isolated working on this course.
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The majority of students disagreed or firmly disagreed with this statement (63.4%). There was a minority of students who agreed or agreed somewhat with the statement (20.4%). When analysed by University there was no noticeable difference between responses and a Chi-Squared test confirmed this (p> .5). This would imply that the different technologies being used had no noticeable effect on the students' experience of isolation.
Q.13. I find I am working with others more easily using this technology.
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The responses to this question were mildly positive 47.6% of students either agreeing or agreeing somewhat. A large group of students were unsure (24%) and an almost equal minority disagreed somewhat with the statement. Analysed by University there was a slight indication that the Universities using computer conferencing were more positive as they had absolute majorities agreeing with the statement.

Q.14. I feel I have leant from the contributions of other students on the course.

[image: image14.wmf]Q1.14

Missing

disagree

disagree somewhat

unsure

agree somewhat

agree


Students were very positive about their learning from other students. Over three-quarters agreed or agreed somewhat with the statement (79.3%). When analysed by University it was the Universities using computer conferencing that had the highest levels of agreement, over 40% and even higher levels agreeing somewhat. The difference analysed using a Chi-Squared test between Universities was significant (p= .002)

Q.15. The technology makes it difficult for me to know exactly what I am expected to do.
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Overall a majority disagreed or disagreed somewhat with this statement (57%). A significant minority agreed or agreed somewhat (23.2%). When analysed by University using a Chi-Squared test there was a significant difference between Universities (p= .002). The one group of responses that stood out were those of the Open University students who more strongly disagreed with the statement. Some 85% of Open University students disagreed or disagreed somewhat with this statement, of these 47.5% disagreed.

Q.16. I would like to take another course taught using technology like this.
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Opinion overall was split on this statement with a cluster of over half the responses around unsure and agree somewhat. There were significant differences between Universities (p< .001) and a particular cluster of responses stood out. The Universities using asynchronous computer conferencing had more positive responses agreeing with the statement. Over 50% of responses agreed or agreed somewhat for three courses, all of which used some asynchronous conferencing, Salford, Lancaster and the Open University. The two courses that used conferencing as an essential part of the course, the Open University and Lancaster, were also differentiated. The Open University response was especially positive with 80% of students agreeing or agreeing somewhat with the statement. Conversely the De Montfort experience of videoconferencing, though based on a small sample (12), was negative. Over 40% of students disagreeing with the statement and 75% of students disagreeing or disagreeing somewhat.

Q.17. I feel I would be happier doing this course without the technology.
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Overall a majority of students disagreed with this statement (58.5%). Almost a quarter agreed or agreed somewhat with the statement and the split between the levels of agreement was relatively even. Differences between Universities were again significant (p< .001), in particular no De Montfort student disagreed with the statement, a majority either agreed or agreed somewhat (58.3%) and a large number were unsure. Open University students overwhelmingly disagreed or disagreed somewhat with the statement (92.3%). The other Universities opinions were more moderated with over 60% disagreeing or disagreeing somewhat at Lancaster and Salford and 41% at Sheffield Hallam. The sharply different response of the students who had used videoconferencing is a cause for concern although the small sample restricts any firm conclusion.

7.3 Networked Learning

This section of the Questionnaires was repeated so that comment can be made about students' opinions as they anticipated their networked learning experience and later as they reflected upon it at the end of the course. The section of the Questionnaires asked 23 questions as set out in the following table. The questions were varied in the second questionnaire to put the statements into the past tense. The responses were analysed using a Chi-Squared test to measure significance in variations between the two questionnaire response rates. There were significant variations between answers given at the start of the course and answers given after students had experienced the course. Of 23 questions 14 showed significant variation between the two questionnaires. Significance is shown in brackets as p= or p<, a value of p< .001 indicates a chance of less than 1 in 1000 that the variation between questionnaires was simply chance.

Q.1.  Technology will be particularly important in the running of this course.

An overwhelming majority of students began agreeing with the statement that the technology was particularly important in the running of the course (84.4%). The pattern of responses showed that overall students became less sure that the technology was important. The proportion of students that agreed or agreed somewhat with this statement fell over the duration of the course from 98.9% to 84.4% (sic). The difference between the responses to the question in the two questionnaires was highly significant (p< .001)
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Q.2. The way I am expected to work on this course will be different to my other courses.

 A majority of students agreed or agreed somewhat with the statement that the way they were expected to work on this course was different to their other courses. This result did not vary significantly between the two questionnaires. Over 80% of students either agreed or agreed somewhat with the statement in both questionnaires.
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Q.3. This course will concentrate on the subject content, on what I have to learn.

Students did think that the course concentrated on the subject content but there was a significant variation between the two questionnaires ( p< .001). The majority of students either agreed or agreed somewhat in both questionnaires but there was a clear shift of opinion away from agreement and towards unsure, disagree and disagree somewhat in the second survey.
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Q4. The way I work with others and the technology will be more important on this course than the subject content.
The response to whether students thought the way they worked was more important than subject content did not vary significantly. Students were spread around the mid point of the scale in both questionnaires with a majority either agreeing somewhat or disagreeing somewhat. 
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Q.5. I think I will be able to interact more often with teaching staff and students on this course.

Students began expecting to be able to interact more with their tutor (76.2% agree, agree somewhat). This proportion fell in the second questionnaire though it remained a clear majority (62.5%). There also emerged a clear minority that disagreed with the statement in the second questionnaire (26.6% disagree, disagree somewhat), the proportion more than doubling from the initial responses. The difference in the results from the two questionnaires was significant (p= .001).
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Q.6. As a student I will need to be more self-directed on this course.

Students expected to need to be more self-directed on the courses though the proportion agreeing with this question fell in the second questionnaire and the differences between the two questionnaire results were significant (p= .001). The change was towards students reporting that they were either unsure or disagreed somewhat with the statement (29.1%) but a clear majority in the second questionnaire still either agreed or agreed somewhat that they needed to be more self-directed (67.4%). 
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Q.7. In this course the staff will give us detailed instructions on what to do and how to do it.

A clear majority of students both expected and received detailed instructions from staff on what to do and how to do it (agreed, agreed somewhat > 50%). There was no significant variation between the two questionnaires.
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Q.8. The technology will be easy for me to use.

The students began expecting the technology to be easy to use. This satisfaction with the ease of use of the technology increased following their experience of the technology. The variation between the questionnaires was significant (p< .001) and showed a trend away from being unsure or disagreeing with the statement towards firm agreement. By the second questionnaire 42.4% of the responses were in agreement with the statement, up from 26.6% and a further 41.5% agreed somewhat, slightly increased from 40.7% in the first questionnaire.
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Q.9. This course will be just like other courses taught traditionally.

Students clearly disagreed with the statement that their course was like any other course taught traditionally. Over 75% of responses in both questionnaires either disagreed or disagreed somewhat with the statement.
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Q.10. I expect to spend about the same amount of time on this course as any other.

Students expectations of how much time they would spend on a networked course compared to other courses varied and showed no significant difference between the two questionnaires. About half the sample disagreed or disagreed somewhat with the statement  and over a third agreed or agreed somewhat, the remainder being unsure. 
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Q.11. The technology will not suit the way I manage my time.

Students clearly disagreed with the statement that the technology didn't suite their way of managing time. There was however a significant variation between the two questionnaires ( p< .001). In the first questionnaire 69.5% disagreed or disagreed somewhat, in the second this had fallen to 55.9% with the sharpest fall being in those who disagreed.  The minority who agreed or agreed somewhat with the statement had risen from 14.3% to 27.9%. Experience of the technology had clearly affected some students' attitudes so that they felt less positive about the way the technology affected their management of time.
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Q.12. I am confident about using the technology on this course.

Students clearly expressed confidence in using the technology and there was no significant variation between the two questionnaires. Over 75% of students in both surveys reported their agreement or agreement somewhat with the statement that they were confident when using the technology on the course.
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Q.13. I will miss the more face to face parts of a traditional course.

A majority of students expected to miss the face to face parts of a traditional course. (agree/agree somewhat >50%). There was no significant variation between the questionnaires with just over a third of responses in both questionnaires indicating that they disagreed with the statement.
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Q.14. Using the technology on this course will suit the way I do my work.

A majority of students agreed or agreed somewhat that the technology suited the way they did their work. There was some shift in opinion in the second questionnaire with an increased minority disagreeing or disagreeing somewhat with the statement. However the significance of the difference was very low (p= .078) and the two sets of results for this question cannot be said to vary significantly. It cannot be stated clearly that a minority grew who didn't feel the technology suited the way they worked but there was a weak indication that respondents were more likely disagree with the statement after experiencing the course.
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Q.15. I think using technology will be second best to traditional methods.

Opinion varied on the statement that technology was second best to traditional methods with over one third agreeing or agreeing somewhat with the statement and over 45% disagreeing or disagreeing somewhat. There was no significant variation between questionnaires.
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Q.16. I fear that the technology will distract me from the course content.

The majority of students disagreed or disagreed somewhat with the statement that the technology distracted them from the course content. There was a shift between the two questionnaires with a low level of significance (p= .035). The shift was towards the minority who agreed or agreed somewhat with the statement. This increased from 24% of responses to 34.8% of responses in the second questionnaire.
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Q.17. I think I will learn new skills using the technology on this course.

Students clearly expected to learn new skills using the technology with 62.7% agreeing with the question in the first questionnaire. This fell to 31% in the second questionnaire and the difference between the questionnaires was significant ( p< .001). The shift of opinion was slight as those agreeing somewhat with the statement rose from 25.9% to 43%, though there was also a slight increase in those disagreeing and disagreeing somewhat (from 7.4% to 17.5%). Overall students were less positive in their attitudes to learning new skills from using the technology on the course.
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Q.18. Using the technology on the course might help me in my future career.

The response in both questionnaires was extremely positive towards the statement that the technology used on the course might help students' future careers. In questionnaire 1 69.9% of respondents agreed with the statement, this fell in the second questionnaire to 49% but the bulk of the change was towards agree somewhat. In both questionnaires over 79% of students agreed or agreed somewhat with the statement. Nevertheless there was a significant difference between the two questionnaires (p< .001). 
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Q.19. I wonder whether using the technology on this course is really worthwhile.

 A clear majority of students disagreed with the statement that they wondered whether using the technology on the course was likely to be worthwhile (50.6%). This fell to 21.8% in the second questionnaire though a majority still disagreed or disagreed somewhat ( 57.9%), this was down however from 80,4% in the first questionnaire. There was a significant difference between the responses in the two questionnaires (p< .001) with the minority growing who agreed or agreed somewhat from 12.3% to 25.7%. An increasing minority clearly began to wonder about the worth of using the technology and opinion generally became less positive.
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Q.20. I will need more help on this course because of the technology.

A significant minority of students expected to need more help on the course because of the technology. A majority (54.8%) disagreed with the statement in the first questionnaire and this grew to 76.1% after experiencing the course. Students reported less need for help than they had expected and the significance of the difference between the results was good (p< .005).
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Q.21. I am excited about using the technology on this course.

Students began the courses excited by the technology. In questionnaire 1 a clear majority agreed or agreed somewhat with the statement (71.1%). This fell to a minority in the second questionnaire (36.8%). In the second questionnaire the minority disagreeing or disagreeing somewhat had increased from 21.2% to 45.1%. The significance in the difference between the questionnaires was high ( p< .001). 
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Q.22. I'm not really interested in technology, I'm doing the course for other reasons.

A minority of students began the course reporting no real interest in the technology ( 30.6% agree/agree somewhat). A majority disagreed or disagreed somewhat ( 64.8%). There was a significant difference at the 5% level between the two sets of results (p= .033) but this seems to show a moderation of opinion on both sides with increases in agree somewhat and disagree somewhat. There was a slight variation in the wording of this statement between the questionnaires and it may be best to treat this result with caution.
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Q.23 I think using this technology will require more time than I can afford.

Students disagreed with the statement that the technology required more time than they could afford ( 69.1% disagree/disagree somewhat). There was a significant difference between the two questionnaires (p= .001) though a majority continued to disagree/disagree somewhat with the statement ( 52.4%). There was a sharp fall in those who disagreed from 30.9% to 17.6% and an increase in the minority who agreed/agreed somewhat from 17.9% to 30.9%. Overall student responses shifted slightly towards the statement that the technology required more time than they could afford.
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7.4 Student Approaches to study

Both questionnaires contained sections that were based on a revised approaches to study inventory (ASI). The particular version that was used was part of the ASSIST questionnaire schedule. Details of the development and use of this particular version of the inventory can be found in Tait and Entwistle (1996) and Entwistle, Tait and McCune (2000). This version was chosen as it was a recent revision reflecting changes introduced to deal with criticisms of the original ASI and because it was available in short and long versions that were compatible with each other. The long version was administered with the first questionnaire and it was envisaged that it would provide a comprehensive view of the students’ approaches to study that might be related to student outcomes expressed as overall course results. The short version was administered with the second questionnaire and this was intended to be related to the reduced set of questions administered as part of the full ASI. The expectation was that during a short exposure to a networked learning environment there would be no change in the overall pattern of the students' approach to learning. 

The sample of students contained a large distance taught Open University course. This presented a problem in the design of the questionnaire and potential problems for the analysis. In the design it would have been possible to issue a slightly amended version of the ASI that has previously been used by Richardson et al (1999). The decision was taken to issue a verbal and written instruction for Open University students when the Questionnaire was administered rather than to issue to different questionnaires. The instruction advised Open University students how to interpret questions that referred to lectures in terms of the Open University equivalents.

There were several problems for the analysis of the survey consequent upon using the Open University as part of the sample. Richardson et al for example examined whether distance students from the Open University had similar profiles to conventional students for the ASI. They reported that the:

 ‘safest conclusion is that  there are no inherent differences between distance-learning and campus-based students in their approaches to studying’ (Richardson et al 1999 p49). 

There are however background factors that can influence results, for example Open University students are generally older. Richardson reports that age in particular affects student approaches positively and that older students exhibit more desirable approaches to learning independent of whether they are at a distance or campus-based.

The ASI is a set of individual questions that are answered by the student on a Likert scale in the same manner as the questions in the other sections of these surveys. The answers are scored on a scale from Agree=5 to Disagree =1 (N.B. This is the inverse of the scores displayed on the questionnaires). The answers from individual questions are combined into overall scales by adding the scores from individual questions. In the full ASI there are intermediary sub-scales that are added together to produce the final student approaches. The components of the Full and Short ASIs from the ASSIST instrument are set out in the table below.

	Scale
	Sub-Scale

4 questions each sub-scale
	Full ASI 

(ASSIST)

52 questions
	Reduced ASI

 (ASSIST)

 18 questions ( 6 per scale)

	
	Seeking meaning (SM)
	*
	

	
	Relating ideas (RI)
	*
	

	
	Use of evidence (UE)
	*
	

	
	Interest in ideas (related sub-scale) (II)
	*
	

	Deep approach
	
	*
	* 

	
	Organised studying (OS)
	*
	

	
	Time management (TM)
	*
	

	
	Alertness to assessment demands (AAD)
	*
	

	
	Achieving (related sub-scale) (A)
	*
	

	
	Monitoring effectiveness (related sub-scale) (ME)
	*
	

	Strategic approach
	
	*
	*

	
	Lack of purpose (LP)
	*
	

	
	Unrelated memorising (UM)
	*
	

	
	Syllabus-boundedness (SB)
	*
	

	
	Fear of failure (related sub-scale) (FF)
	*
	

	Surface apathetic approach
	
	*
	*


Table 7.4.1

7.4.1 Students’ approaches to study (ASI)

The following table carries a summary of the results from the Approaches to Study Inventory. Along the top the component sub-scales are listed and the final three columns provide information about the three main approaches the Deep Approach (DA), the Strategic Approach (SA) and the Surface Apathetic approach (SAA). Table 7.4.1 above listed the sub-scales grouped into the main approaches with their identifying initials.

The initial results were analysed using a Chi-Squared test for variations by gender and University. The approaches to study did not vary significantly by University, though the Surface Apathetic Approach had some relationship indicated. This result could not be read as significant because a large number of cells had low counts making the test unreliable. When analysed by gender the Surface Apathetic Approach varied significantly by gender ( p= .026). The pattern of variation was not clear and there was no clear relationship identified between gender and the scores for this approach. These two results, gender and University related to a Surface Apathetic Approach, may be related because a test applied to gender and University shows that students are unevenly distributed by gender. Male students are in the majority in the Open University, Salford and De Montfort and female students at Lancaster and Sheffield Hallam. When the component sub-scales were analysed by gender the two sub-scales showing significant relationships were those for Lack of purpose and Fear of failure. The Lack of purpose table analysed using a Chi-Squared test showed that the female students were slightly more likely to have low scores and male students higher scores on this sub-scale (p= .007). The Fear of failure table showed a strong relationship between gender and scores on the scale and female students were much more likely to have high scores on this sub-scale than males (p< .001). In general male students show rather greater lack of purpose but female students have greater fear of failure. As these results would tend to counter each other they are not good explanations of the overall relationship between gender and the overall approach.
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Table 7.4.2

7.4.2 Approaches to study and results

The results were obtained from three of the case studies in time for inclusion in this report. This gave us results for over 146 cases that could be related to approaches to study as generated from the full ASI (ASSIST) administered as part of the first questionnaire. The results were entered as overall percentages and as degree classifications. The degree classifications were an important correction as marking schemes were not directly comparable and though individuals' marks were recorded with numerical exactness they did not represent anything more than an ordinal scale. The analysis was therefor conducted using a six point scale for the degree classification with outcomes being described as first class; upper second; lower second; third class and pass; fail and there was an additional separate classification for students that had withdrawn from the course or left university. This was compared with the overall scores for the three main approaches. The approaches were reduced from individual scores to ranges, initially into three bands but then into a two-point scale divided by the median score. When Chi-Square tests were conducted comparing the results and the scores achieved on the three approaches no significant relationship was found with two of the three approaches. The one approach that showed any relationship was the Strategic Approach, which showed a relationship between results classified as 'good' (First, 2I, 2ii) or poor (Third/pass, fail, withdrawn) when the approach was ordered as either above or below the median score. The significance of the association was not particularly strong (p = .01).
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The results show an association between higher scores on the strategic approach with higher degree classifications and vice versa, lower scores on the strategic approach are related to a poorer outcome in terms of completion and results. It should be remembered that the approach was adopted prior to the course and shows the outcome of students prior approach and not an approach adopted during the networked learning experience. This could be a significant result and may indicate that networked environments are more suited to students who have adopted this kind of strategic approach. This statistical result supports the anecdotal accounts given by students during the case study interviews. During interview students displayed a focus on issues of assessment, time management and organisation that is consistent with this result. When the different component sub-scales of the approach were analysed against results the most significant relationship was found to be between the time management sub-scale and results separated into the broad bands of good and poor (p = .002). There was one other weaker relationship indicated between an Achieving approach and results classified as good or poor (p = .04). 

It could be that the degree to which a Strategic Approach is adopted might increase over the duration of a degree. In other words, increased exposure to H.E. could incline students to adopt a strategic approach. The students represented by the results are a mixed group. The Salford students are third year students, the Open University have a wide range of academic backgrounds ranging from initial entrants to students completing their degree and the Lancaster students are mainly first year conventional students though the course contained some second year students. Sheffield Hallam students were largely conventional first years and the De Montfort students were conventional second year students. When the three main approaches to study were analysed in relation to the Universities there was no significant relationship suggesting that the year of study and exposure to H.E. over time did not have a significant impact. The surface approach was also checked using Chi-Squared tests against gender and age and in no case was a significant relationship found.

The results from the courses were compared to the scores recorded for the deep and surface apathetic approaches in a number of different formats. In none of the tabulations were there any indications of a relationship between the results obtained and these approaches to study. The analysis was repeated for the four sub-scales and once again no significant relationship was found between any of the sub-scales and results classed as good or poor for the deep approach or the surface apathetic approach. On the face of it this is a puzzling result. Adopting a deep approach did not seem to improve student outcomes nor did it reduce the number of poor outcomes. Conversely the surface apathetic approach was not associated either with increased numbers of poor results nor was it associated with reduced numbers of good results.

7.4.3 Comparison between attitudes before and after exposure to NL (Short ASI)

A short version of the Approaches to Study Inventory was included in the second questionnaire. The short version contained eighteen questions selected from the 52 that were contained in the full ASI. One of the advantages of the ASI (ASSIST) was that it had a short and long version with questions that could be linked as they were included in both versions. The results of both questionnaires were compared in relation to the three main approaches to study. The first table sets out the approaches compared by gender. There was no apparent variation and when checked using a Chi-Squared test there was no significant difference (7.3.1). 
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Table 7.4.3.1
The overall approaches recorded in both questionnaires were also compared University by University. These results were again compared using a Chi-Squared test and there was no significant relationship between the University and course and the Deep Approach to study. There were however variations in both the Strategic and Surface Apathetic Approaches. (7.4.3.2 and 7.4.3.3)
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Table 7.4.3.2

The variations between Universities in terms of the Strategic Approach are significant but their direction is not clear. Open University students for example, show a higher than expected outcome between 26 and 30 but they then score below expected between 21 and 25. This indicates differences between different groups of students in the sample but doesn't help clarify the nature of these differences.
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Table 7.4.3.3

The relationship between University and the Surface Apathetic Approach is more clear cut. There is a significant difference between Universities and the table shows a higher than expected score for Lancaster students and lower than expected scores for Open University and Sheffield Hallam students. These results are not entirely consistent with the results from the full ASI. For example when the full ASI was analysed by University the result was not significant for either the Deep or Strategic Approaches. In the full ASI only the Surface Apathetic Approach varied significantly and this result requires cautious interpretation as the number of cells with a low count was high. The full ASI also showed a relationship between the Surface Apathetic Approach and gender that has not been repeated in the short ASI. Indeed Sheffield Hallam and Lancaster both had majorities of female students but they score at opposite ends of the Surface Apathetic Approach. These results require further analysis in order to properly account for the observed variations.
Our working hypothesis was that the approach to study adopted by students was unlikely to be affected by exposure to a networked learning environment. When we analysed results comparing the two questionnaires we found that their was a significant variation in two approaches, the Strategic and Surface Apathetic Approaches. 
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Table 7.4.3.4

These results show a slight polarisation with lower and higher scores being recorded in the second questionnaire. This shows a surprisingly significant shift in approach but it does not indicate clearly what the shift might be. This is an area we will need to explore more fully later.
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Table 7.4.3.5

Though a slightly less significant result this table again shows an increasing polarisation of scores. The fact that any variation was detected in scores for approaches to study is an interesting result but requires very careful interpretation. The Surface Apathetic Approach has shown up repeatedly in our report and requires a more detailed analysis at a later date.

7.5 Telephone Survey

The telephone survey has been completed with 107 interviews. All 212 of the target group were contacted, 22 persons contacted refused to be interviewed. In addition one person contacted was on a sabbatical and five who had accepted did not provide interviews. The remaining 77 persons did not respond.
Table 7.5.1

	Academic No.
	Academic Group
	Number of Interviews Conducted (Department)
	In SPSS (Self-defined)
	% of Sample

(Self-defined)

	1
	Education
	10
	10
	9.3%

	2
	Humanities, Law, Languages 
	11
	18
	16.8%

	3
	Creative Arts
	11
	10
	9.3%

	4
	Multi Disciplinary
	4
	3
	2.8%

	5
	Medicine, Dentistry, Health, etc
	12
	9
	8.4%

	6
	Mathematics, Computing
	17
	18
	16.8%

	7
	Physical Sciences
	17
	15
	14.0%

	8
	Engineering, Tech./Architecture
	14
	13
	12.1%

	9
	Social Science 
	11
	11
	10.3%

	Total
	
	107
	107
	


The discrepancy between the two sets of figures is accounted for by staff in departments in one category identifying themselves as staff concerned with a different main subject area in the survey itself.

Our Sample

The sample contained a good range of academic staff. Almost two thirds (64.5%) of the sample held a doctorate as their highest qualification and almost three-quarters were lecturer grades (76.1%). One half of the sample had held their current post for five years or less and the length of service at their current institution was much longer, with a mean length of stay of 11.7 years. More than half the respondents had been at their current institution for more than 8 years. The age of the respondents was distributed between 26 and 65 years old with a mean of 43.61 years (sd 9.19). The vast majority of respondents were employed full-time (92.5%) and only a minority (20.6%) were employed on fixed term contracts.
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Table 7.5.2 - Question 2. Highest Qualification

Almost all taught undergraduates (94.4%) and a very high proportion also had teaching responsibility for post-graduates (86.9%). The staff we interviewed were also very likely to be responsible for research or consultancy (87.9%) and administrative duties (92.5%). The students taught by our sample were largely full-time. Almost half the sample taught exclusively full-time students (47.7%) and if one adds in those teaching mainly full-time then over 90% of the sample are included (91.6%). Most staff taught mainly conventional students, 84.1% teaching all or mainly conventional students. A significant minority of staff taught distance students, almost one fifth (19.6%) reported that one half or more of their students were distance students. 

The majority of the sample had a computer at home (92.5%) and exactly the same number reported using a PC daily for their work. When crosstabulated the linkage between owning a home PC and daily use at work was clear.
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Table 7.5.3

The computer was used primarily for wordprocessing (90.7%), the Web (63.6%) and email (63.6%). There was significant use of the home PC for databases (50.5%) and spreadsheets (60.7%), which contrasts with the reported use of the home PC for games (40.2%). Three quarters of the respondents named themselves as the main home PC user (77.6%) with the second most common main user being the respondents partner (8.2%). Only a small minority reported children as the main user (3.1%) or an even distribution with everyone using the home PC (3.1%). Use of the home PC was regular and frequent with 59.8% reporting daily use and a further 17.8% reporting use every couple of days. Only a small fraction of those reporting owning a home PC used their computer irregularly (4.7%). The sample would confirm that the home PC is regularly used for largely serious activities that are related to work. This suggests that the ownership and use of a home PC is a significant component of technology integration in teaching staffs' practice.

Almost three-quarters of the sample reported that they didn't have a teaching qualification (72%), and exactly the same proportion of staff had received professional support or training in teaching methods during their career. When these questions were crosstabulted it showed that 20 respondents, 18.7% of the sample had never received any training in teaching. This mixed picture is confirmed by examining when staff reported receiving their last training. 56.9% reported their last training to have taken place in 1998 or before. 25% reported training in 1996 or before and almost ten percent received training prior to 1992. The guidance to accompany this request for training information emphasised that any training of more than one day was to be included. Only 42.1% reported that they had received training that included technologies for teaching. About 1/3 of the sample reported being trained to use OHPs, TV and Video or computers including the Web. Less than a quarter had been trained to use email (20.6%) and even fewer had been trained to use text-based conferencing systems (6.5%). Significantly more had been trained to use videoconferencing than text-based systems (13.1%). Usage of these systems far outstripped training. Significantly more respondents reported having used videoconferencing (34.9%) and text-based conferencing (21.5%). Although only three individuals had received any training in synchronous chat systems such as IRCs or MOOs (2.8%) a significantly larger number had used them (12.1%).

Use of computers for work

Use of the computer systems at work was universal. All staff reported using a computer at least once a week (99.1%). There was one case missing from the sample but that user reported using email and the web at work daily and so must clearly use a computer at work. Email was universally used at least once a week (100%) with a large majority using email daily (93.5%). The Web was also used frequently with daily use reported by a majority (58.9%) and a large majority using the Web every couple of days (83.2%). A majority of staff belonged to mailing lists such as mailbase and listserve (56.1%), whilst over a quarter were members of newsgroups (25.5%). Almost half of the sample had written a Web page (45.8%)

Most staff reported (95.3%) using their PC for teaching purposes and significant numbers reported current use of wordprocessing (94.4%), presentation software (76.6%), databases (41.1%) and spreadsheets (58.9%). Use of the PC in teaching is relatively recent. Only 4% of current users had used computers in teaching for 20 or more years, 29.4% had been using computers for ten or more years and 69.2% for five years or more. When asked to name other packages in use only one respondent named CAL as an application and only 11.2% named any other application beyond those named in the question and identified above. When asked which systems they had used in their teaching more staff reported using text-based conferencing systems than had received training in their use (9.3%). Interestingly fewer staff made use of videoconferencing than had received training (8.4%). No one reported using synchronous chat facilities and the main reported systems used in teaching were the Web (82.2%) and email (80.4%). The main current use of the Web in teaching was as a resource for articles and information (77.6%), less than half delivered course information (46.7%) and just over a third delivered course content (37.4%). A majority used the Web to support a traditional course (58.9%) with a minority using it to promote interactivity (31.8%) and a significant minority were already delivering the entire course or programme (14.0%) using the Web. The Web was reported to have been used in teaching for up to 8 years, but 86.4% of current users have begun using the Web in the past five years, 50.6% in the last three years. 

Though 80.4% reported having used email in their teaching at sometime, somewhat fewer reported current use of email and computer conferencing (CMC) in their teaching (69.2%). This contrasted to current use of the Web, which was almost the same as use reported of the Web at any time. The main use of CMC was to communicate with students (67.3%) and staff (64.5%) though a large minority reported using it for group communication (43.9%). Only a small minority used CMC to deliver entire courses (5.6%) though rather more used CMC to deliver content (18.7%) or support traditional courses (33.6%). CMC was reported to have been used in teaching for over 15 years and 6.5% of users reported using CMC in their teaching for ten years or more. Extensive use of CMC in teaching is more recent with 73.1% of users reporting use within the last five years. Videoconferencing also seemed to be in some decline, 34.9% had used a videoconferencing system and 13.1% had been trained in their use yet only 8.4% had ever used videoconferencing in their teaching and only 3.5% currently use videoconferencing in their teaching. Videoconferencing has been used for up to eight years but 75% of users report using it for teaching within the past five years. None of the respondents reported using videoconferencing to either deliver a course or to deliver course materials, use was confined to communication with individuals or to support traditional methods such as lectures or seminars. Only one respondent reported using synchronous chat facilities in their teaching and they were using it for distance students in place of the telephone.

When asked to describe any other technologies used in their teaching 48 replied (44.9%) offering a wide range of answers. Seven mentioned some type of OHP, five mentioned videos, three mentioned MATLAB (?) and two mentioned whiteboards or Question-mark. Other technologies only received single mentions though the blackboard was mentioned by three respondents. Technologies were used more often with undergraduate students than with postgraduates with the exception of videoconferencing. Videoconferencing was used by 5.6% of respondents on postgraduate courses/programmes but by 3.7% of respondents on undergraduate courses/programmes. 

Future Use and sense of worth

Use of the PC was expected to grow (80.4%) as was use of the Web (83.2%) and CMC (79.4). Fewer thought their use of videoconferencing was likely to grow (9.3%) and even less their use of MUDs and MOOs or other technologies. The picture was similar with regard to developing courses using these technologies. The Web was the most common (38.3%) followed by the PC (30.8%) and CMC(16.8%). Very few were developing courses using videoconferencing (2.8%) or MUDs and MOOs or other technologies. When asked if their use of any technologies was diminishing few respondents thought they were, only one or two respondents in each category. Interestingly when asked to comment on the Department or Faculty the answers were slightly different. Over the past five years staff reported similar perceptions of the use of PCs, the Web and CMC but significantly more thought the use of videoconferencing had grown (18.7%). When asked about future plans this discrepancy grew. Whilst few knew of plans for themselves or other staff to begin (in the next year) to use the Web (12.1%), CMC (10.3%) or PC (8.4%), a significant group thought they or their colleagues would begin to use videoconferencing (20.6%) or MUDs and MOOs (4.7%). This contrasts with their views about their personal use and suggests that videoconferencing and to a lesser extent MUDs and MOOs are talked about as future technologies for others to use not for oneself. This is most striking with regard to videoconferencing as only 11.2% report a plan in their department or faculty to use this technology, whereas in the case of MUDs and MOOs the same 4.7% that expect their colleagues to use this technology are aware of a Departmental or Faculty plan. 

The most common reason given for prompting the use of technology was personal initiative (85.0%), though the availability of the technology itself (68.2%), extra funding (52.3%) and University and Department policy (48.6%) were also common. Less common were increased numbers (31.8%), student feedback (20.6%) and staff pressure (23.4%). Very few were prompted to use technology by negative factors such as resource constraints and a shortage of space. Training is offered in new technology for teaching in 97.2% of cases but only 54.2% had attended any such training. The respondents were aware of support staff who might assist them in using technology in their teaching (95.3%) and of University plans to encourage the use of technology in teaching (84.1%). It is clear that staff expect both institutional sup[port and encouragement to use technology in teaching in the near future. They also reveal an interesting pattern when asked what technology use has increased in the past five years. As we might expect from their personal use the PC (92.5%), the Web (97.2%) and CMC (89.7%) figure highly. The disproportionate awareness of videoconferencing (38.3%) and MUDs and MOOs (10.3%) is repeated. Reinforcing the impression that these technologies are seen to be for the use of others.

When asked if any technologies enhanced their teaching positive responses were given to the PC (86.9%) the Web (80.4%) and CMC (66.4%). Few thought that videoconferencing enhanced their teaching (5.6%) or that other technologies and MUDs and MOOs did. The picture was similar with regard to whether the technologies enhanced student learning, the PC (77.6%), Web (79.4%) and CMC (61.7%) were reported favourably, whilst videoconferencing (6.5%), other technologies and MUDs and MOOs found little support. Staff also reported that they didn't find themselves having to teach competencies in the technology rather than the subject matter, 54.2% never had to teach competencies whilst only 7.4% had to teach them all of the time or often. Staff reported that they had to change content or subject matter to use the technology sometimes (28.8%), rarely (21.5%) or never (35.5%). Slightly more found they had to change their teaching style but the most common responses were still sometimes (39.3%), rarely (15.0%) or never (22.4%). The PC is regarded positively by the majority of our respondents who favour the Web and CMC as applications and find that they both enhance teaching and learning and require little adjustment in terms of teaching methods or subject matter.

Respondents were asked to provide a single comment about the use of new technologies in education. As might be expected these were wide ranging but there were some groupings that emerged. Essential was used by three respondents and echoed by such comments as 'can't live without it' and 'can't avoid it', overall a large group thought it 'irresistable' in some way (13). Many comments were positive (18) focusing on what the technology added or its benefits, a number were negative (9) whilst a great many were qualified, 'a double-edged sword',  or had particular concerns such as training or time and financial constraints (21).

8
Common Themes

Technological reliability and trust

As might be expected a common student experience across the different networked learning environments was of dependency on the technology. Students clearly felt more vulnerable to technical problems in all environments than in a traditional teaching and learning setting. Fire alarms, illness and a variety of other contingent factors can disrupt traditional settings but students were aware of the possible difficulties inherent in a networked environment and had often experienced these difficulties. In videoconferencing equipment failures had meant rescheduling of classes. In asynchronous conferencing environments network problems or personal computer difficulties had affected many students work, hindering completion of work by deadlines and making the experience of working in such an environment less predictable. The student survey shows that students in our sample found the technology easy to use and this increased with their exposure to a networked learning course. The survey results also show that they were confident using the technology. After experiencing networked learning fewer students reported needing help than had expected to at the start of the course. 
The issue is one of trust as much as reliability. Students not only wish to know that the system is robust and easy to  sue but to have trust that there are contingency plans for the eventuality of a network or computer failure. The issue of trust relates to our second common theme, induction and understanding.

Induction and understanding

Students in the different environments had a variety of induction experiences. We were aware that on at least one course we studied, Common Law, there had been less induction than previously to accommodate additional course content. In general induction was uneven in its delivery and in its reception. Even when induction to the technology had been provided students found that they didn't absorb what they needed to know. It was often in informal settings that students shared their knowledge to develop each other in technical skills.

Induction was not only a matter of technical awareness. Students were often only dimly aware of the educational philosophies behind networked learning courses. This led to confusion as to their own role in the process and unrealistic expectations of the tutor. For example one student on an asynchronous networked course on campus felt that a reasonable time for a tutors' response to an emailed enquiry was two hours. It seemed that this student had little idea of what other work the tutor did. The student was distinct but not alone. The survey shows that students that used computer conferencing and collaborative learning were most satisfied by their tutor contact. It was also notable that Open University students were very satisfied with their tutor contact. This may be a result of the distance learning situation but it may reflect more explicit management of expectations. Many students wondered what the tutor did during a networked course. In the courses using videoconferencing the tutor was visible and had a role that equated more easily with a traditional setting. Even in the more familiar videoconferencing setting students felt the need to understand their remote colleagues and carried assumptions based on their face-to-face experience.
The staff survey shows that induction and training is also a serious issue for staff. Many staff have received little or no recent training in either teaching or the technologies they could apply to their teaching. The survey reveals that staff are highly engaged with new technology but that they are often introducing it into their teaching with little or no prior training. 

Contingent use

Students made use of the available technologies in a variety of ways that were often based upon immediate personal and contingent factors. In each case study students behaved in a wide variety of ways. These ways were not determined by course design as they varied widely within particular courses even when course work specified closely what was to be done. The patterns of use did not seem to reflect student's learning styles as the same student would report different styles of work when comparing courses. The style adopted in each case seemed to reflect the convergence of a variety of factors and would often be sharply affected by unpredictable combinations of circumstances. Group work on campus for example depended upon the particular circumstances of group members. In Lancaster a significant factor was that the students on campus could make all internal phone calls without charge from phones installed in their rooms. At Salford group work was usually undertaken in the computer lab on site but this was affected by who owned a home computer in any group.

The settings students found themselves in were strongly influenced by the overall university provision of facilities. A striking contrast was between the Lancaster students who found few areas where computers were available for group work and Salford in which students had a dedicated work area in the Information Systems Institute. The Salford students had consistent work patterns with all groups reporting working in the same space. The Lancaster students had to find convenient areas as and where they could. Overall the experience of networked learning was sharply influenced by factors beyond the immediate control of course designers. During our visit to De Montfort students became aware of a change in University strategy that would make them all remote students as the Social Science faculty was to be moved from Milton Keynes. The students' attitudes to videoconferencing were clearly influenced by what they saw as a downgrading of their status. The change was a sign they interpreted as indicating their low status in the institution.

Variety of communication media 

This variation of communication media is related to the above points about contingency. Students reported that they made use of a variety of communication media other than the media that the course was designed for. The students at the Open University used the telephone and email outside of FirstClass to interact with peers and the tutor. They used synchronous communication to make decisions on group work and to discuss final decisions regarding to deadlines. Students using videoconferencing and the Web also used the telephone and email to ask questions and confer with the tutor. The younger students in particular appeared to use the mobile phone regularly to communicate with their peers and to discuss their project work. The Coventry students used the mobile 'phone and in particular SMS text messaging on a daily basis for personal and study related purposes. One student claimed to have used text messaging 400 times in one month and students often reported that they owned more than one mobile 'phone. Face-to-face meetings were a possibility for all the students, often they met with their peers, and occasionally with the tutor. These face-to-face meetings were not compulsory, some of them were organised and co-ordinated by the tutors themselves, however students also seemed to meet informally for general discussion, project work, checking understanding, course notes, etc. The extensive use of a variety of communication media sheds light to the blurring of boundaries between the virtual and non-virtual learning environment. Clearly the way students are using communication media has direct implications for the way we conceive research and assessment in the networked learning environment. The identified gap between tasks set by tutors for assessment purposes within the networked environment and students' ‘offline’ actions can present problems, however it may also point to possibilities for the development of more sophisticated assessment regimes in the future.

A key finding that emerges from all aspects of our data is the very different responses we found to computer conferencing and videoconferencing. The staff survey indicates a culture that emphasises videoconferencing, offering training and giving the appearance of a system that others might use. When it came to reported use or personal use videoconferencing was less significant than might be expected. On the student side experiences with videoconferencing were mixed. On the other hand computer conferencing had high rates of student satisfaction and staff use exceeded the rate of training. We would also wish to emphasise how much the technology is in flux. Despite all the talk about Web based teaching and the staff survey results we found it extremely difficult to find a course that suited our simple criteria for a case study. We needed an undergraduate course, many were postgraduate, and a course that had run for at least one full iteration, many were brand new. We have no doubt that Web based courses are increasingly common but they are very new and often still experimental.

Working in groups 

Where collaboration and co-operation was a major component of a course the teamwork element of the course was perceived to be significant by all students. This was also a factor in courses that were not explicitly collaborative in nature. In the videoconferencing groups students clearly valued the chance to interact with each other and the tutor. This was experienced as difficult to manage and dependent upon good tutor intervention. In courses that used text-based conferencing collaboration was experienced as group and team working. Students' experience of teamwork was of a dependence on each other and of a greater requirement for self-management. In some teams students reported feeling that there was a danger that learning would be fragmented if they divided work out and relied on other group members. Students working in groups and teams felt unsure that they had 'covered' all or enough of the course content. Mature students working with conventional students in their teens often reported an age and experience gap that hindered their experience of group working.

In other cases it was a problem related to the team process. Students expressed concern at the reliability of others work. They felt that they couldn’t be sure that other students' reports would be accurate or developed to a high enough standard for their own aims. In this case students believed that sufficient coverage could not be maintained by relying on the work of others in the group. The problem lay in the quality or amount of other students' work. Students reported duplicating the work of others in the team when they did not trust their contributions to be reliable, accurate and fully developed. This may be related to the reporting of high workloads associated with collaborative work though we have no independent way to confirm that the reports of a high workload were accurate reports of work done.

It could be contended that problems of co-operation and collaboration would apply in all learning environments and they were not particular to a networked setting. We think networked learning environments have a particular importance because of the following factors:

· An intimate connection between networked learning use and co-operative and collaborative learning pedagogy is found in the literature on networked learning and in the accounts of the practitioners we interviewed. 

· Co-operation and collaboration have particular experiences associated with their online variants.

In the case studies students in all environments expected tutors to set the conditions for groups to function whether the groups worked remotely or face-to-face. . In the WebCT case study there were also some elements of group work, however though the tutor assisted initially, the students did not explicitly expected the tutor to organise the conditions of work. It might be the case that for these students group work did not contribute in a high percentage to their final mark; thus the ‘effective’ functioning of the group was not so important. In the on campus Web case study, group work was a more important element to their final project, and students were more concerned about whom to work with, particularly because of the peer approach to assessment.

The importance of the tutor’s role

In all the networked learning environments students were conscious of the tutor’s role in providing guidance through the course content and in providing guidance through the course requirements. There was an additional social role that was provided by the tutor. Students felt that it was the tutors' place to provide social guidance and cues in terms of how the students should organise themselves. In the videoconferencing environment it was felt that the tutor had a responsibility to call on individual students and to guide them in their interventions. Students felt inhibited about making unprompted interventions, which they considered to be an intrusion upon the tutor.

In text based conferencing environments students were concerned about the tutor’s lack of presence. The students generally felt that they were left to their own devices and at times resented some tasks that they were asked to perform, in particular in relation to assessment. The task of guidance through the material and the sequence of the course was still felt by many of the students to be the educators role and not one that could be left to the students alone. There were significant differences in this between first and third year students. The third year students and OU students who had studied several courses previously had greater confidence in their own capacity to organise their own learning.

The survey results show a general satisfaction with the tutors role in networked environments. Students reported that tutors gave clear instructions on the work and how to do it and that they left students to work alone without increasing their sense of isolation.

Feelings about networked learning

Despite some of the constraints and barriers described above, generally students felt optimistic and positive about using learning technologies, with the exception of the on campus students using videoconferencing. This sense obtained in the interviews was confirmed by the positive responses recorded in the student survey. The orientations and motivations varied however. Thus the distance students using asynchronous CMC said that it was a good way to overcome isolation, the on campus students using the same media and the on campus students using the Web reported that it was a good experience to access to future job prospects. The students using WebCT welcomed the opportunity of using the technology or different subject disciplines throughout their studies and at the university. Generally students using videoconferencing said that they would prefer face-to-face teaching if they had had the choice. The distance students however, felt that at least the media could provide access and education opportunities to remote students, whereas the on campus students feared that, because of the technology, they could be missing out in their education. The surveys confirm this variety of response and point to more positive feelings from students that had experience of computer conferencing and collaborative learning and more negative feelings from students that experienced videoconferencing in particular.

9
Interim Recommendations and Guidelines

Design

In “Effective networked learning in higher education: notes and guidelines” we advocated a simple model of design based on the idea of a ‘lifecycle’ (Deliverable 4 2000 p19). The practitioner interviews confirm that educators in the field of networked learning are familiar with and make use of notions of design. It was less apparent that the practitioners had a clear or consistent view of what design might mean. In this sense the lifecycle model advocated by the NL in HE project can be seen as advocacy of a more systematic approach to design. Two other features of design can be commented upon from our research.

Design relies upon a degree of predictability. For any design to be possible designers need to have some clarity about the relationship between actions flowing from design and outcomes consequent upon them. Our research findings seem to indicate that even experienced practitioners find this difficult to achieve in a networked environment. This could be a sign of the immaturity of the practice of networked learning. Practitioners had clear philosophical underpinnings upon which their designs were based but were less secure in ‘rules of thumb’. This showed up in a variety of ways that were related to expectations for designs that were not met in practice. 

Our lifecycle model is clearly built upon the idea of course teams. This feature of design is still underdeveloped and there was little reference within our interview data of a serious group process in design. This was not absolute as technical staff and managerial influences were visible but there was less evidence of a developed team approach drawing together these elements. This was reflected in our student interviews when facilities for group work were not available despite course requirements for students to work together. Teaching staff were aware of the deficiency but there was no clear way in existing administrative arrangements for correcting the problem. Further examples could be found in the reports from staff about workload. Course development was not financially rewarded in many cases so that course development depended upon voluntary effort and was in consequence less systematic. 

Planning tasks and assessment

The model we outline (Deliverable 4 p43) includes a pedagogical framework that tries to relate concrete instances of educational intervention to a philosophical outlook and high level pedagogy. In particular we distinguish between ‘tasks’ and ‘activities’ in a particular way (Wisner 1995). Tasks are the prescribed work set by the managers of an educational environment. Activities are what particular people do. Evidence we have gathered about assessment gives a striking illustration of the potential for a gap between task and activity. The Open University course THD 204 has been well researched and in particular there has been a thorough planning and design of the assessment regime so that tasks set might fit closely the aims of the course (Macdonald et al 1999). In our interview research with one tutor group it became apparent that students even in one team could interpret assessment criteria in widely different ways. This was not a product of the written instructions, as when redirected to the text students who had adopted one interpretation would acknowledge their mistake. It points to a general problem with documentation that has relevance to all networked learning.

The students interpreting the documents did so within a range of influences. Some of these contingent factors are beyond the control of any course designer or course manager. Others reflect course pressures or influences that are beyond the particular design of the assessment criteria. In particular in this case we could point to the prominence of the collaborative element. Students on the course found the cooperative or collaborative elements very impressive. They contrasted this with other OU courses studied previously. The survey data was supported by very strong positive responses given in our student survey by the students from this course. Positive reports of this feature were based on the breakdown of student isolation. The collaborative activity was a notable break from previous experience in other ways as well. Working as part of a team was a new experience for many OU students. Its very novelty ensured a prominence beyond that anticipated in the assessment instructions. This research evidence supports our contention that the learning environment needs to be designed for activity rather than task.

Managing on-line activity

Our research points towards both the importance of the day to day environment in a networked learning setting and the difficulty of relating high level pedagogy to the strategy and tactics of teaching and learning interventions. Perhaps the most important point we can draw from our research is that it points clearly to the centrality of the management of networked learning environments of all types. The importance of time management for students was a key finding from our student survey and this was in the context of positive ratings given by students to staff clarity in providing instructions on what work to do and how to do it. Students were most satisfied by technologies that increased tutor contact. This finding would have serious implications for managers of HE institutions that thought networked learning was an easy option for increasing staff productivity and lowering costs. It also points to the importance of proper staff training for networked learning. Induction can be seen as a technical affair with a focus on immediate skills allowing staff to make use of a technological object. Our research points to the importance of soft skills of ‘craft’ practice even in the new networked environments.

Students' learning

Learning is only one component of the students’ experience of networked learning. Taking the perspective of the student allows us to place learning in an ecological relationship with those other aspects of education that are ever present in the situation of learning in HE. Our guidelines advocate a view of learning as guided construction (op cit, p70). This view has a clear place for ‘outside’ interventions and sources of guidance. It also emphasises goal-orientation. For interventions to work and for goal-orientation to be a success clear goals need to be set by the educator and these goals need to be understood by the learner. Our research points to some basic problems that are encountered in the setting and interpreting of goals. In particular students' approaches are influenced by many contingent factors both within and external to the educational setting. Students can interpret the same tasks in divergent ways. Sometimes such differences in interpretation are beyond the control of the educator and an iterative process of goal setting and checking of students’ interpretations as they develop needs to be part of the day-to-day management of the course. Our research also indicates that at times different elements of a course can combine or conflict in ways that affect students’ interpretations of design goals in definite ways. The desire for students to work in groups can inadvertently emphasise process above content. In cases when a clear design intention had been set students misinterpreted that designed intent often influenced by other course goals.

Students’ learning is related to views of knowledge and what counts as knowledge. Our research points to some uncertainty amongst students about what they are expected to learn. Students’ experience of a course unit includes the wider assessment criteria of the Department and University. This has a clear impact upon the appreciation of the view of knowledge embedded within a course design. In general the courses that included cooperative and collaborative elements still had to conform to standard University wide regulations. This meant that at times the assessment requirements external to the course ran counter to the original design intention. In one course we observed an external examiner had stipulated that a component of the course should be handwritten. This ran counter to the online collaborative nature of the overall assessment. In one other the exam component had been retained but much reduced. This seemed to have led to a calculating attitude by students toward the exam. If they had scored sufficiently high marks in the course work some either did not attend the exam or treated it in a casual manner. Knowledge that was individual, formalised and memorised was downgraded but retained. This undermined the tutor’s design and the intention of the exam requirement such that neither implicit view of knowledge was honoured. 

Students’ experiences displayed the disunity and disagreements embedded in formal institutional arrangements. The guidelines point towards the emergence of constructivism into a dominant position with regard to knowledge. This emergent paradigm was clearly expressed in the practitioner interviews but is not as widely accepted in the institutional arrangements of universities. The conflict between different views of what constitutes knowledge is expressed in a degree of confusion about goals and the way they are expressed in assessment regimes. In terms of students it is experienced as a dissonance between expectations and the course as encountered. One of the key areas of this mismatch is students’ experience of collaboration.

Collaboration

Practitioners’ accounts emphasised what we have described as a new paradigm. Several of the case studies were examples of courses designed to give prominence to cooperative and collaborative learning. These terms are often used interchangeably and though we offer ways to distinguish between them the separation remains difficult. As we comment in the guidelines:

“In the discussion oriented contexts which are still the dominant form within the networked learning programmes, this distinction between co-operation and collaboration can be quite a tricky one.” (op cit p78)

We did not find in practice a clear differentiation between the two nor did we find that students or tutors had any simply way to differentiate their own usages of the terms.

One way that co-operation has been distinguished from collaboration has been the degree of division of labour and the separation of group work into separate tasks. We suggested, following Dillenbourg et al (1996), that it was more the way tasks were divided up that distinguished between the two. In co-operative learning sub-tasks are relatively independent of each other. There is evidence from our research that the way tasks are divided up is experienced by students as a problem. When tasks are divided into relatively discrete sub-tasks students were concerned that they did not learn with sufficient breadth or cover all the main elements of the course. In some cases this related to the different assessment regimes perceived by students. Examinations required synthesis of course materials and students expressed concern that they had personally not covered some important parts of the course. It could be that this sense of incompleteness was a result of poor design but the regularity of the comments might suggest something rather more systematic related to the cooperative or collaborative process.
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Please sign one copy of this letter and keep the other copy for your records
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Appendix 2

Networked Learning in Higher Education Project (JISC/CALT)

This questionnaire is separated into several sections. It is designed to allow you to describe, in a systematic way, how you think about the technology on your course and how you go about learning and studying. The technique involves you answering a substantial number of questions which overlap to some extent to provide good overall coverage. Most of the items are based on comments made by other students. Please respond truthfully, so that your answers will accurately describe your real feelings and ways of studying, and work through the questionnaire quite quickly.
____________________________________________________________________________________________

1. Networked Technologies.

This short section asks questions about your familiarity with new technologies, tick the boxes against all that apply.

Please circle all that apply

1/ What networked technologies do you use regularly (i.e. more than twice per week on average)?


1.
E-mail







1
2.
Internet (WWW)






2
3.
Chat (eg. IRC/ICQ)





3
4.
MUDs or MOOs






4
5.
Computer Conferencing (eg. Lotus Notes, FirstClass, WebBoard)
5
6.
Videoconferencing





6

2/ What networked technologies have you ever used?

1.
E-mail







1
2.
Internet (WWW)






2
3.
Chat (eg. IRC/ICQ)





3
4.
MUDs or MOOs






4
5.
Computer Conferencing (eg. Lotus Notes, FirstClass, WebBoard)
5
6.
Videoconferencing





6

3/ Which networked technologies do you expect to use whilst studying for your degree?

1.
E-mail







1
2.
Internet (WWW)






2
3.
Chat (eg. IRC/ICQ)





3
4.
MUDs or MOOs






4
5.
Computer Conferencing (eg. Lotus Notes, FirstClass, WebBoard)
5
6.
Videoconferencing
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4/ Which networked technology(ies) do you expect to use on this course? ( tick all that will apply)

1.
E-mail







1
2.
Internet (WWW)






2
3.
Chat (eg. IRC/ICQ)





3
4.
MUDs or MOOs






4
5.
Computer Conferencing (eg. Lotus Notes, FirstClass, WebBoard)
5
6.
Videoconferencing





6
5. Networked Learning.

Please give your immediate responses to all the questions thinking in terms of this particular course.  Try not to use 'Unsure' unless you have to or the question doesn't apply to you


Agree
Agree
Unsure
Disagree
Disagree


somewhat

somewhat

1. 
Technology will be particularly important in 

the running of this course.
1
2
3
4
5

2.
The way I am expected to work on this course will be 

different to my other courses. 
1
2
3
4
5

3.  
This course will concentrate on the subject content, 

on what I have to learn. 
1
2
3
4
5

4.  
The way I work with others and the technology will be 

more important on this course than the subject content. 
1
2
3
4
5

5. 
I think I will be able to interact more often with 

teaching staff and students on this course. 
1
2
3
4
5

6. 
As a student I will need to be more self-directed 

on this course. 
1
2
3
4
5

7. 
In this course the staff will give us detailed instructions 

on what to do and how to do it. 
1
2
3
4
5

8. 
The technology will be easy for me to use. 
1
2
3
4
5

9.
This course will be just like other courses 

taught traditionally. 
1
2
3
4
5

10.
I expect to spend about the same amount of time on 

this course as any other. 
1
2
3
4
5

11.
The technology will not suit the way I manage my time. 
1
2
3
4
5

12.
I am confident about using the technology on this course. 
1
2
3
4
5

13.
I will miss the more face to face parts of a traditional course. 
1
2
3
4
5

14.
Using the technology on this course will suit 

the way I do my work. 
1
2
3
4
5

15.
I think using technology will be second best to 

traditional methods. 
1
2
3
4
5

16.
I fear that the technology will distract me from 

the course content. 
1
2
3
4
5

17.
I think I will learn new skills using the technology 

on this course. 
1
2
3
4
5

18.
 Using the technology on the course might help 

me in my future career. 
1
2
3
4
5

19.
I wonder whether using the technology on this 

course is really worthwhile. 
1
2
3
4
5



Agree
Agree
Unsure
Disagree
Disagree


somewhat

somewhat
20.
I will need more help on this course because 

of the technology. 
1
2
3
4
5

21.
I am excited about using the technology 

on this course. 
1
2
3
4
5

22.
I'm not really interested in technology, I'm doing the 

course for other reasons. 
1
2
3
4
5

23.
I think using this technology will require more

 time than I can afford. 
1
2
3
4
5

6. Approaches to Study 

Please give your immediate responses to all the questions thinking in terms of this particular course. Try not to use 'Unsure' unless you have to or the question doesn't apply to you


Agree
Agree
Unsure
Disagree
Disagree


somewhat

somewhat

1.
I manage to find conditions for studying which allow 

me to get on with my work easily.
1
2
3
4
5


2.
When working on an assignment, I'm keeping in mind 

how best to impress the marker. 
1
2
3
4
5


3.
Often I find myself wondering whether the work I am 

doing here is really worthwhile. 
1
2
3
4
5

4.
I usually set out to understand for myself the meaning 

of what we have to learn. 
1
2
3
4
5


5.
I organise my study time carefully to make 

the best use of it. 
1
2
3
4
5

6.
I find I have to concentrate on just memorising a 

good deal of what I have to learn. 
1
2
3
4
5


7.
I go over the work I've done carefully to check the 

reasoning and that it makes sense. 
1
2
3
4
5


8.
Often I feel I'm drowning in the sheer amount of 

material we're having to cope with. 
1
2
3
4
5


9.
I look at the evidence carefully and try to reach 

my own conclusion about what I’m studying. 
1
2
3
4
5


10.
It’s important for me to feel that I’m doing as well 

as I really can on the courses here
1
2
3
4
5


11.
I try to relate ideas I come across to those in other 

topics or other courses whenever possible. 
1
2
3
4
5

12.
I tend to read very little beyond what is actually 

required to pass. 
1
2
3
4
5



Agree
Agree
Unsure
Disagree
Disagree


somewhat

somewhat
13.
Regularly I find myself thinking about ideas from 

lectures when I’m doing other things. 
1
2
3
4
5

14.
I think I'm quite systematic and organised when it 

comes to revising for exams. 
1
2
3
4
5

15.
I look carefully at tutors' comments on course work 

to see how to get higher marks next time. 
1
2
3
4
5

16.
There’s not much of the work here that I find 

interesting or relevant. 
1
2
3
4
5

17.
When I read an article or book, I try to find out 

for myself exactly what the author means. 
1
2
3
4
5

18.
I’m pretty good at getting down to work whenever I need to 
1
2
3
4
5

19.
Much of what I’m studying makes little sense: 

it's like unrelated bits and pieces. 
1
2
3
4
5

20.
I think about what I want to get out of this course to 

keep my studying well focused. 
1
2
3
4
5

21.
When I’m working on a new topic, I try to see in my 

own mind how all the ideas fit together. 
1
2
3
4
5

22
I often worry about whether I'll ever be able to cope 

with the work properly. 
1
2
3
4
5

23.
Often I find myself questioning things I hear in 

lectures or read in books. 
1
2
3
4
5

24.
I feel that I'm getting on well, and this helps me 

put more effort into the work. 
1
2
3
4
5

25.
I concentrate on learning just those bits of 

information I have to know to pass. 
1
2
3
4
5

26.
I find that studying academic topics can be 

quite exciting at times. 
1
2
3
4
5

27.
I'm good at following up some of the reading 

suggested by lecturers or tutors. 
1
2
3
4
5

28.
I keep in mind who is going to mark an assignment 

and what they're likely to be looking for. 
1
2
3
4
5

29.
When I look back, I sometimes wonder why I ever 

decided to come here. 
1
2
3
4
5

30.
When I am reading, I stop from time to time to reflect 

on what I am trying to learn from it. 
1
2
3
4
5

31.
I work steadily through the term or semester, rather 

than leave it all until the last minute. 
1
2
3
4
5



Agree
Agree
Unsure
Disagree
Disagree


somewhat

somewhat
32.
I'm not really sure what's important in lectures so 

I try to get down all I can. 
1
2
3
4
5

33.
Ideas in course books or articles often set me off 

on long chains of thought of my own. 
1
2
3
4
5

34.
Before starting work on an assignment or exam 

question, I think first how best to tackle it. 
1
2
3
4
5

35. I often seem to panic if I get behind with my work. 
1
2
3
4
5

36.
When I read, I examine the details carefully to see 

how they fit in with what’s being said
1
2
3
4
5

37.
I put a lot of effort into studying because I'm 

determined to do well. 
1
2
3
4
5

38.
I gear my studying closely to just what seems to 

be required for assignments and exams. 
1
2
3
4
5

39.
Some of the ideas I come across on the course 

I find really gripping. 
1
2
3
4
5

40.
I usually plan out my week's work in advance, 

either on paper or in my head. 
1
2
3
4
5

41.
I keep an eye open for what lecturers seem to think 

is important and concentrate on that. 
1
2
3
4
5

42.
I’m not really interested in this course, but I have 

to take it for other reasons. 
1
2
3
4
5

43.
Before tackling a problem or assignment, I first try 

to work out what lies behind it. 
1
2
3
4
5


44.
I generally make good use of my time during the day. 
1
2
3
4
5

45.
I often have trouble in making sense of the things 

I have to remember. 
1
2
3
4
5

46.
I like to play around with ideas of my own even 

if they don't get me very far
1
2
3
4
5

47.
When I finish a piece of work, I check it through to 

see if it really meets the requirements. 
1
2
3
4
5

48. 
Often I lie awake worrying about work I think 

I won't be able to do. 
1
2
3
4
5

49.
It’s important for me to be able to follow the 

argument, or to see the reason behind things. 
1
2
3
4
5

50.
I don't find it at all difficult to motivate myself. 
1
2
3
4
5

51.
I like to be told precisely what to do in essays or 

other assignments. 
1
2
3
4
5

52.
I sometimes get 'hooked' on academic topics and 

feel I would like to keep on studying them. 
1
2
3
4
5

7.  Background information

This information will help us link together the two questionnaires.

All information on this sheet will be coded and kept separately from your answers to the questionnaire

1.  Your Name___________________________________________________________​​​​​​​​​​​​​​​​​​​​​_________

2.  Your student identifier (if known)__________________________________________________________________________

3.  Your age in years_______________________________________________________________ 

4.  Sex
M  /  F ________________________________________________________________________________

5.  University______________________________________________________________________

6.  Faculty________________________________________________________________________

7.  Course name___________________________________________________________________

8.  Year__________________________________________________________________________

9.  Level of study___________________________________________________________________

10. Main subject area with which you identify (tick one):


1. Arts/Humanities











2. Social Sciences











3. Science/Engineering



11. The name of the degree for which you are currently studying : ___________________________________________________

12. Finally, how well do you think you have been doing in your assessed work overall, so far?  (ring one number on the scale)

Very well
     Quite well

About average

Not so well
Rather badly

9
         8

7
    6
             5
   4
      3
           2
              1

____________________________________________________________________________________________
Thank you very much for spending time completing this questionnaire: it is much appreciated.
Appendix 3

Networked Learning in Higher Education Project (JISC/CALT) Questionnaire 2

This questionnaire is separated into several sections.  It is designed to allow you to describe, in a systematic way, how you think about the technology on your course and how you go about learning and studying.  The technique involves you answering a substantial number of questions which overlap to some extent to provide good overall coverage.  Most of the items are based on comments made by other students.  Please respond truthfully, so that your answers will accurately describe your real feelings and ways of studying, and work through the questionnaire quite quickly.
________________________________________________________________________________________________________

1. Experiences of the course
Please give your immediate responses to all the questions thinking in terms of your recent experience.  Try not to use 'Unsure' unless you have to or the question doesn't apply to you

Please circle one number on each line
Agree
Agree
Unsure
Disagree
Disagree



Somewhat

somewhat

1.  I enjoy working with the technology on this
1
2
3
4
5

     course.

2.  I think the technology is helping me learn. 
1
2
3
4
5

3.  I feel the tutor is keeping track of what we are 

    doing on the course. 
1
2
3
4
5

4.  I think we are left to get on with our work by 
1
2
3
4
5

     ourselves

5.  I feel the tutor intervenes too much during the
1
2
3
4
5

    course.

6. I believe the technology is helping me to 

    achieve my personal aims on the course. 
1
2
3
4
5

7. I feel the technology increases my control 

    of when and where I work. 
1
2
3
4
5

8.  I think I am able to study more effectively 

    using the technology. 
1
2
3
4
5

9.  I like the feedback on my work I receive 

    from the staff. 
1
2
3
4
5

10. I feel that I can ask questions and get a fast 

     response on this course. 
1
2
3
4
5

11. I find the technology makes it hard to keep up 

     with everything we are doing. 
1
2
3
4
5


Agree
Agree
Unsure
Disagree
Disagree


             somewhat
                somewhat
12. I feel isolated working on this course. 
1
2
3
4
5

13.  I find I am working with others more easily 

     using this technology. 
1
2
3
4
5

14. I feel I have learnt from the contributions of

     other students on the course. 
1
2
3
4
5

15. The technology makes it difficult for me to 

     know what I am expected to do. 
1
2
3
4
5

16. I would like to take another course taught 

     using technology like this. 
1
2
3
4
5

17. I feel I would be happier doing this course 

     without the technology. 
1
2
3
4
5

2. What is learning?
When you think about the term 'LEARNING', what does it mean to you?

Consider each of these statements carefully, and then rate them in terms of how close they are to your own way of thinking about it.

Please circle one number on each line
Very
Quite
Not so
Rather
Very


close
close
close
different
different

1. Making sure you remember things well
1
2
3
4
5

2. Developing as a person
1
2
3
4
5

3. Building up knowledge by acquiring facts and information
1
2
3
4
5

4. Using all your experiences in life
1
2
3
4
5

5. Being able to use the information you've acquired 
1
2
3
4
5

6. Understanding new material for yourself 
1
2
3
4
5

7. Getting on with the things you've got to do
1
2
3
4
5

8. Seeing things in a different and more meaningful way
1
2
3
4
5

3. Approaches to Study 

Please give your immediate responses to all the questions thinking in terms of this particular course. Try not to use 'Unsure' unless you have to or the question doesn't apply to you

Please circle one number on each line
Agree
Agree
Unsure
Disagree
Disagree



Somewhat

somewhat

1.
I manage to find conditions for studying which 

allow me to get on with my work easily.
1
2
3
4
5

2.
Often I find myself wondering whether the work 

I am doing here is really worthwhile. 
1
2
3
4
5

3.
I organise my study time carefully to make 

the best use of it. 
1
2
3
4
5

4.
Often I feel I'm drowning in the sheer amount of 

material we're having to cope with. 
1
2
3
4
5

5.
When I'm working on a new topic, I try to see in 

my own mind how all the ideas fit together. 
1
2
3
4
5
6.
I look carefully at tutors' comments on course 

work to see how to get higher marks next time. 
1
2
3
4
5
7.
I often worry about whether I'll be able to cope 

with the work properly. 
1
2
3
4
5
8.
I’m pretty good at getting down to work 

whenever I need to. 
1
2
3
4
5
9.
Much of what I’m studying makes little sense: 

it's like unrelated bits and pieces. 
1
2
3
4
5
10.
Often I find myself questioning things I hear 

in lectures or read in books. (Open University students 

should think of equivalents to the lecture) 
1
2
3
4
5

11.
I concentrate on learning just those bits of 

information I have to know to pass. 
1
2
3
4
5

12.
Ideas in course books or articles often set me 

off on long chains of thought of my own. 
1
2
3
4
5

13.
When I read, I examine the details carefully 

to see how they fit in with what’s being said
1
2
3
4
5

14.
I put a lot of effort into studying because 

I'm determined to do well. 
1
2
3
4
5

15.
I often have trouble in making sense of 

the things I have to remember. 
1
2
3
4
5

16.
When I'm reading an article or book, I try to 

find out for myself exactly what the author means. 
1
2
3
4
5

17.
Regularly I find myself thinking about ideas from 

lectures when I'm doing other things.  (Open University 


students should think of equivalents to the lecture) 
1
2
3
4
5

18.
I don't find it at all difficult to motivate myself. 
1
2
3
4
5

4.  Reflections on Networked Learning.

Please give your immediate responses to all the questions thinking in terms of your reflections on this particular course.  Try not to use 'Unsure' unless you have to or the question doesn't apply to you

Please circle one number on each line
Agree
Agree
Unsure
Disagree
Disagree



Somewhat

somewhat

1.
Technology has been particularly important 


in the running of this course.
1
2
3
4
5

2.  
The way I was expected to work on this 


course was different to my other courses. 
1
2
3
4
5

3.  
This course concentrated on the subject 


content, on what I had to learn. 
1
2
3
4
5

4.  
The way I worked with others and used the 


technology was more important on this course 


than the subject content. 
1
2
3
4
5

5.  
I think I was able to interact more often with 


teaching staff and students on this course. 
1
2
3
4
5

6.  
As a student I needed to be more self-directed 


on this course. 
1
2
3
4
5

7.  
In this course the staff gave us detailed 


instructions on what to do and how to do it. 
1
2
3
4
5

8.  
The technology was easy for me to use. 
1
2
3
4
5

9.  
This course was just like other courses 


taught traditionally. 
1
2
3
4
5

10. 
I spent about the same amount of time on 


this course as any other. 
1
2
3
4
5

11. 
The technology did not suit the way 


I managed my time. 
1
2
3
4
5

12.  
I was confident when using the technology 

on this course. 
1
2
3
4
5

13.  
I missed the more face to face parts of a 

traditional course. 
1
2
3
4
5

14. 
Using the technology on this course suited 

the way I did my work. 
1
2
3
4
5

15.  
I thought using technology was second 

best to traditional methods. 
1
2
3
4
5


Agree
Agree
Unsure
Disagree
Disagree



             somewhat
               somewhat
16.  
The technology distracted me from the course content. 
1
2
3
4
5

17.  
I learned new skills using the technology on this course. 
1
2
3
4
5

18.  
The technology I used on the course might help me 

in my future career. 
1
2
3
4
5

19.  
I wondered whether using the technology on this 

course was really worthwhile. 
1
2
3
4
5

20.  
I needed more help on this course because 

of the technology
1
2
3
4
5

21.  
I was excited by the technology on this course. 
1
2
3
4
5

22.  
I wasn't really interested in technology. 
1
2
3
4
5

23.  
I think using this technology required more 

time than I could afford. 
1
2
3
4
5

5.  Background information

This information will help us link together the two questionnaires.

All information on this sheet will be coded and kept separately from your answers to the questionnaire

1.  Your Name___________________________________________________________​​​​​​​​​​​​​​​​​​​​​_________

2.  Your student identifier (if known)__________________________________________________________________________

3.  Your age in years________________________________________________________________

4.  Sex
M  /  F ________________________________________________________________________________

5.  University______________________________________________________________________

6.   Faculty________________________________________________________________________

7.  Course name___________________________________________________________________

8.  Year__________________________________________________________________________

9. Level of study__________________________________________________________________

10. Main subject area with which you identify (tick one):


1. Arts/Humanities











2. Social Sciences











3. Science/Engineering



11. The name of the degree for which you are currently studying : ___________________________________________________

12. Finally, how well do you think you have been doing in your assessed work overall, so far?  (ring one number on the scale)

Very well
    Quite well

About average

Not so well
Rather badly

9
            8             
7
    6
             5
   4
      3
           2
              1

____________________________________________________________________________________________
Thank you very much for spending time completing this questionnaire: it is much appreciated.
Reference as: Jones, C., Asensio, M., Goodyear, G., Hodgson, V., and Steeples, C. (2001) Final Report on the Field Studies. Networked Learning in Higher Education Project (JISC/CALT). Lancaster: CSALT (The Centre for Studies in Advanced Learning Technologies), Lancaster University.
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