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Abstract

This work is a study of the way that students select and use technologies to build and
maintain a learning network while training to become primary school teacktdosilds on
the body of research which has explored Networked Learning by applyindhi tmntext of
teacher education and by applying it to a course where the ICTs used are selected by

students not provided by tutors.

It is a case study based on intrinsic interest with an exploratory focus to understand how and

why students make use of tiiechnologies they select. It uses multiple data sources

including group interviews with students, interviews with tutors, questionnaires, virtual

learning environment data and transcripgéd (0 dzZRSy 64 Q a20Al f YSRALF Ayl
analysis of these has be performed along three lines of enquiry to establish who is talking

to whom, what they are talking about and why they are talking about it.

The findings bring together a novel approach to the application of Networked Learning and

research into a new rda into teaching and show that students are sophisticated and agile

users of a range of technologies. They use a variety of technologies to build and support
interactions with artefacts, tutors and other learners. Where there are constraints in place,

suchl & (dzi 2 NBR Q LIoBateSrERagtionS theFedsNaidericéxBat students will

make use of technologies to substitute other interactions in their place. It finds that
A0dRSYyGAaQ Y240 SEGSY&aAOS AydSNI Ofiesexea G115 L
multifaceted combining interactions directly related to learning, arotask interactions

and social elements.

It builds on research done in blended learning, networked learning, teacher education and
social aspects of learning. It will be ofeirest to those interested in the role of technologies

in education or those involved in teacher education.
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Chapter lintroductionand Background

This research aims to explore the contributions that technologies make to the learning of a
group of students on a teacher traigjrcourse. It seeks to develop an understanding of the
complex and varied role that technologies play in supporting learning interactions that the
students havelt draws upon Networked LearnirfiyL)to provide a framework to

understand these interaction®L(which is explored in detail in secti@l) can be

summarised as learning which results when learners make use of technologies to interact

with other learners, tutors and artefacts.

This research will contribute to the bpaf NL research by evaluatingdfgplication to a
context to which it has not previously been applied. It will also make a contribution to
teacher training practice by deepening the understanding of a little researched aspect of

student learning.

1.1 The comext of this research

As this research is a case study (further discussion of this presen@pter 3 this
overview of the context in which the research is situated will be rich and detailed. This will

allow the results ad discussion to be more fully understood.

| work in the Institute of Education at a University in the North West of England which is one
of the largest providers of Initial Teacher Training (ITT) in England. This university offers
postgraduate courses thaffer students the opportunity to gain an academic qualification

as well as Qualified Teacher Status (QTS) which is a professional qualification that is required
for those wishing to teach in maintained schools in Engl{&tational College for Teaching

and Leadership 2014 he combination of university based study with placements in schools

leads to the award of Post Graduate Certificate in Education (PGCE) with QTS.

Since September 2@1(Department for Education 2012)new route of ITT has been

available: School Direct (SD). This is characterised by a greater involvement of schools in the
design and delivery of PGCE with QTS couplesss schools work with a partner university

and agree how student fees will be split between the two parties. The way that my

institution offers SD has been influenced by our geographical location and our beliefs about
collaborative partnerships. Our lodah in the North West of England means that we work in

an area of relatively low population which is quite dispersed and consequmntigpproach



needs to reflect the fact that SD students would find it difficult to travel to our camfhis

approach igeflected in the partnership statement:

The partnership benefits from the diversity of school -experience that it can
offer its learning teachers i from small rural schools in Cumbria and north
Lancashire to large, urban schools in Barrow, Blackburn, Carlis le, Lancaster,
London or Preston. It values the expertise and opportunity offered by its

diverse partners and celebrates the consistently high -quality experience that

all learners experience.
(University of  Cxxxxxx 2015)

ConsequentlySD at my university is organised in a dispersed way. Schools that are
interested in becoming a SD partner work with the university to craa®® alliance and

then buildtheir course, this is based on the same modules and assggs as our campus

based PGCE with QTS but the finer details of module content are decided by the lead school.
Each alliance has a University Programme Lead (UPL), who is a university tutor assigned to
work with that alliance. Alliances recruit their owtudents and arrange the school based
placements for students, in addition to this they plan the timetable for the students and

draw upon experienced teachers from within the alliance to teach some of the modules.
The PGCE with QTS comprises eight modules

1 The PGCE component is made up of two contributory level 7 modules of 30 credits
each

T ¢KS ve{ O2YLRYSYyd Aa I LINPFSaaraz2ylft |jdz fA
Standards (Department for Education, 2011). These are eight areas of professional
respansibility that students must demonstrate competence in to gain QTS. They
demonstrate their competence through three school based, practical placement
modules.

1 Both the PGCE and QTS components are supported by three modules. These are
taught at level 6 anthere is no assessment activity associated with them. They are

part of the preparation for the placement modules.

. All assessment submission and feedback is done via Tyffutinitin 2018) The first
contributory module is assessed in two stages;filst consists of ungraded, formative
feedback and the second is consists of grading and summative fee@ihadkaching of the

two contributory modules which result in PGCE is done by the UPL. The teaching of the

10



gualificatory modules is undertaken by tgeers and consultants from within each SD

alliance.

The three schodbased, practical placement modules are called: Beginning, Developing and
Extending and last for four, five and eight weeks respectively. All placements take place at
the same time acrosall SD alliances. This approach means that whilst our SD alliances share
some common factors such as the number of placements that students do, the modules that
they study and the assignments that they complete, there are many other aspects that are

bespdke and unique.

In addition to being one of the largest providers of ITT in England my institution is also one
of the largest providers of SD ITT provision. In the academic yearlBd® worked with 18
alliances and had approximately 250 students enrgliedhe academic year 20167 we

worked with 15 alliances and had a similar number of students. The implication of all this
information is that this is a relatively new form of course which is delivered in a dispersed
way. With the exception of registrain day at the start of the course, students do not come
to campus, nor do they work with students from other alliances. Thus, the course is

composed okeveraldiscrete and dispersed cohorts of students.

To this point, this discussion has focussed onaitganisation of the SD PGCE with QTS
course with little mention of technologieBor the purpose of this thesis, technologies is
deemed to refer to physical and virtual topfer example, laptops, tablets and phones

would all be considered as technologeaswould virtual learning environments, internet

based text or video content or internet based services such as social media networks or
email.My institution uses Blackboard as its virtual learning environment (VLE) and has a
policy that all courses shdiprovide acourseBlackboard site which will contain key
information such as the course handbook, course timetable, and contact details as a
minimum. In addition, each module that students study is supported impdule

Blackboard site which contains mdd information, learning materials and assessment
details. SD direct students have access to a course specific Blackboard site, whilst their
module specific Blackboard sites which are shared with the university based PGCE students.
Previous smaidcale research activitie§Toyn 2015a, Toyn 2015b, Toyn 20idye explored
student views of the value of the online element of a blended learning course, student
perceptions of technology teupport networked learning and the role of social media tools

in generating an online community. Discussions about the definition of blended learning are

not new and rarely reach any form of conclusion (Paran 2004; Donnelly 2€Dégkhidy

11



and Nouby 2008Akkoyunlu and Soylu 2008; Poon 2013; Shen et al. 2013; &iaér2014;

hQ. 8NYyS yR tedlrakK HampT 2 382K HaAMcOD 2KI G Gf
range of approaches that can be considered blended learning. Bayalg2014 p3) offer a

reminder that it is not appropriate to think of universities as the exclusive locations where

learning takes place for students. This is described by Aspden and Helm (2004 p249) as

having contact with the university even when they are not there. Thus, theus

combinations of physical and virtual learning that Poon (2013 p274), &ren(2013 p59)

and Motteram (2006 p20) outline shouttbt be considered unusual in order to combine the

benefits of each (Bicen 2014 p532here are various roles that thértual element can take:

an online presence for the course instructors (Inetral. 2012 p1221) or the approach

where faceto-face teaching is considered to be the supervised element and is supported on

online interactions that allows students to learntheir place, time andJ- OS 6 h Q. NBy S |
Pytash 2015 p138T.he SD course is most closely aligned with this model wherdaddeee

teaching and interactions are supported by the provision of online resoutigissis because

of the intense nature of theourse which leaves little free time for students to engage in

online activities as well as the practical nature of much of the teaching and learning activities

which are not well suited to online activitieShis is similar to the model described by Waso

(2016 p166) where there is an online environment to accompany the teaching with the

addition of online modes of assessment which is done through Turiti@use of Turnitin

is due to a combination of the advantages of an online system for disperseeitea

alongside the benefits of this tool for providing effective feedback to learners.

A final technology which is provided by my institution and that is available to learners is the
online library resources which comprise books, journal access, a deat@nd databases.

In addition to the institutionally provided resources, it is known that students make use of
internet based text and video content to support their learning as well as internet based
services such as social network sites, email andt shessage service. Whilst it is known

that students have access to the technologies mentioned, there is uncertainty about how

they make use of them.

It ishe combination of SD as a relatively new phenomenon, the geographically dispersed
(and remote fromuniversity campus) student body and the uncertainty about how students
make use of technologies to support learning is of interest to me in my role as course leader

for these students. It has potential implications for course design and the way that tutors

12



interact with students and their expectations of student actions whilst on the course. The

following research questions aeigrom my interest in this area.

1.2 Research question
| 26 R2 GSOKy2ft23ASa adzLI2 NI { OK2 2 fified A NSOG a i«
Teacher Status within a Networked Learning modiiétworked Learning is discussed in

further detail in sectior2.1)
This gives rise to the following threeb-questiors:
1 How do students make use of techogies to support studento-artefact interactions?

1 How do students use technologies to support studentutor interactions?

1 How do students use technologies to support studenstudent interactions?

Having outlined the context of my work and this rasgh the next section will review
literature relevant to the context, theoretical framework and research question and will

highlight where there are limitations in the literature which this study will contribute to.

13



Chapter 2Review of Literature

This study i$ocussed on student use of technologies to support learning within the context
of a PGCE course usinletworked LearningNL framework. The course makes use of a
VLE and it is known that students on the course frequently make use of SNS to facilitated
inter-group interactions. The study is interested in both the direct use of technologies to
support learning as well as the indirect impact of social interactions on learning.
Consequently, the review of literature related to this study covers NL, teacheration,
blended learning, social aspects of learning and the use of SNS within HE: these areas will

form the structure of the review.

The aim of this literature review is twofold. Firstly, to identify relevant and current issues in
each of the areas andecondly, to provide a rationale for the relevance of this study in

relation to gaps in current understanding in these areas.

2.1 Networked Learning

DirckinckHolmfeldet al. (2014 p6) recite a definition of NL that has stood the test of time
since 1999 whe it was first coined.
Networked learning is learning in which information and communications technology
(ICT) is used to promote connections; between one learner and other learners,

between learners and tutors; between a learning community and its fegrni
resources

What DirckinckHolmfeldet al. (2014 p89) go on to outline are some pedagogical

approaches to which they believe NL is aligned. There are six of these areas:

Openness in the educational process;
Selfdetermined learning;

A real purpose in theooperative process;
A supportive learning environment;

Collaborative assessment of learning;

=A =/ =4 =4 -4 =4

Assessment and evaluation of the ongoing learning process;

Whilst this is a review of literature, it islevant to take a short time to consider these six
areas in relation to the design, structure and delivery of the SD course. Firstly, there are

areas to which the SD course has a clear alignmentxmele there is a real purpose

14



the cooperative process as the students are working towards QTS whiphafeasional

gualification and so their learning has a real purpose. It also has a supportive learning

environment even if there are no explicit aspects of the course which set out expectations or
actively promote such an approach. There is a degreelbfiseermined learning as

students sekselect the topics for the assessment of their two crdzbtiring modules and

GKSe gAafft SIOK 0SS ¢g2NlAy3 2y |NBlLa 2F GKS ¢S
However, some of the areas listed above do ngtlgpor only apply partially to the SD

course. Firstly, the collaborative assessment of learning. The course does include a formative
assessment activity where peers and tutors give feedback on a verbal presentation of

progress on an assignment but the re the creditbearing assessment activities are

assessed by the UPL. Students and mentors engage in collaborative judgements of
LINEFS&aaArzylf LN OGAOS 2y LXFOSYSyd F3aFrAayad Of
other students. Finally, there i formal provision for the evaluation of the ongoing

learning process. Despite these limitations, it is proposed that the SD course offers a suitable

match for the application of NL theory as a framework for research, if only to establish the

extent to which it is applicable.

NL has obvious roots in areas such as online learning environments, an example of this is
provided by Clark (2001) who explored ways to stimulate collaboration and discussion in
online environments and found that there is a needftistors to facilitate discussion and to
establish ground rules for the nature, tone and purpose of interactions. This has clear links
to the ideas underpinning NL. Other historical examples of work that can be seen as part of
the evolutionary history of Ninclude that ofBreuleuxet al. (1998)who researched the role

of technology in networks andsipotential to facilitate collective understanding. This work
was related to the professional development of teachers and student teachers. Thus, the
role of technology in interactions is not new, nor is research into its place in teacher

education.

As well as early work on online learning environments, the computer mediated
communication (CMC) body of work can be viewed as a precursor to NL thétoisdyear

et al. (2005)looked at the impact of CMC on an undergraduate course in relation to student
views on its usgboth before learning in this way and then again after having engaged in a
CMC facilitated learning activity. It found that there was no differeénagpinions before or
after. It also noted that the CMC approach appeared to support deep learning approaches.
Both findings add weight to the argument that the use of technology to facilitate learning is

relevant and valid.

15



Following on from CMC is th@paroach of computer supported collaborative learning

(CSCL). Itis evident in the titles of CMC and CSCL that the latter places a greater emphasis on
the interactions that take place through the use of technology. Also implicit in CSCL is that it
is a broaer approach than CMC which is concerned with the use of technology to support
communication, whereas CSCL looks to the use of technology to support learning without
restricting it to communications, thus it encompasses the use of technology to support
interactions with learning resourceBe Laatt al. (2007a)use NL and CSCL interchangeably
and argue that NL is a European term that is synonymous with CSCL. In contrast to this,
DirckinckHolmfeldet al (2014) argue that the two are not synonymous as CGfa€la strong
focus on collaborative learning which they associate with strong ties. They argue that such a
focus does not take adequate account of the existence of weak ties between learners. An
additional argument to distinguish between NL and CSClovided byJoneset al. (2008)

who make the point that CS@close knit and characterised hynity of purpose. Thus, NL

is more open and caters for diverse learning desires, a point emphasised by De Laat (2006)
who notes it is a loose form of collectilearning and that learning communities emerge to
solve particular problems and are established around a shared interest. Given the nature of
the SD course and its absence of collaborative learning activities, it is probably appropriate

to assume that thelistinction between NL and CSCL is appropriate in this case.

RybergandLarsen (2008J)iscusthe role that SNS play in learning communitesl argue

that SNS do fit within the network metaphor but note that the recognition of the importance
of weak tieshas a knoclon implication that means it is hard to define a network if weak ties
make it difficult to bound. A comparable point is madeJoyeset al. (2008)who note that

the boundaries in NL can be porous. This is a potential issue for this studyadbijais a
casestudy approach and attempts to provide a boundary to the case. As will be seen in
Chapter 4and Chapter 5the attempts to describe this boundary are not fully effective as

weak tiesoutside the bounding of the case exist and play a role in student learning.

The way that strong and weak ties make use of different media and technology is an
outcome of research biaythornthwaite (2002)vho noted that strong ties are more likely

to adog whatever media they see fit to meet their needs whereas weak ties are more likely
to fall back on existing protocols and technologies. WHRigtergand Larsen (2008)ighlight

the challenges that trying to differentiate between strong and weak tieseress the

selection and use of technologies to support interactions is an area that has been the subject
of focus. For exampl&ewercet al (2014)noted the blurring of boundaries between formal

and informal settings and highlighted the tensions thasexihen considering the use of
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commercial SNS to support interactions between learners (mainly in relation to
advertisements and ownership of contenfpnesand Healing (2010looked into the use of
technologies by undergraduate students and found a kligdpree of integration of digital
technologies into their lives which served to blur the boundaries of-fadace interactions
and those mediated by technologies. Thile selection of technologies by strong ties can

be varied and may not be confinedtttose provided as part of a course.

In addition to the variety of contexts that NL research has been applied to (e.g. the work of
Bonzo 2012, with learning technology professionals; De Laat 2006, with polideroand

Celik 2005with computer sciencetudents) there have been various applications of

different research approaches to gain an understanding of the learning processes that take
place within NL communities. These have included the use of phenomenography by Booth
(2008) as away to understaidK S @ NA | GA2y Ay &addzRSyidaQ 02y O0S
the learners were nottypical, distance learning students. The use of virtual ethnography

was adopted by Bosch (2009), in this example the research was not framed by a NL
framework but the exfworation of social networking that the study was based on is

applicable to the NL canon. The exploration of networked groups goes beyond education
research as illustrated by the workWfisdomet al. (2013)whose work in the psychology

field explored the ariety of learning strategies adopted by learners within a network. There
have been numerous studies that used Social Network Analysis (SNA) approaches to help to

understand the dynamics of NL communities.

Petropoulouet al.Q @010)work focussed on howo measure learner activity in NL
environments. They note how hard it can be to track all the interactions that take place and
advocate the use of SNA approaches in order to provide quantitative measures of
interactions between students, other students ale@rning artefacts. Mazwat al. (2010)

wished to explore the interactions between different groups of learners in a teacher
education course and made use of SNA to compare the interactions. These descriptive
statistics were supported by qualitative feeattk via interviews to help reach the findings

that groups of students from similar backgrounds were likely to have higher levels of
interactions than those from different backgroundeneset al. (2008)and Jones (2004)

stress that SNA is descriptive dmelps researchers to explore the structure of networks
through their interactions. Such approaches can result in broad generalisations such as the
power-law relationship that means that networks tend to have large numbers of participants
who infrequently nteract and a smaller number who participate a great deal. But, they can

be limited in their power as they can miss details of quality such as the existence of latent
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links (those that exist in theory but have yet to be realised). The descriptive pogdtAis
realised byGewercet al. (2014)who made use of a tool to extract data from a VLE in order
to automatically visualise interactions. However, this was supported with keyword searches

in order to gain an insight into the quality of learning that tquid&ce.

There is a significant body of work by De Laat (2006), Deet.ahi{(2007a), De Laat and Lally
(2003), De Laat and Lally (2004), De eaat (2006), De Laat al (2007a) and De Laat

al. (2007b) which makes use of SNA in order to undadsthe structure of networks, in

other words to work out who is talking to whom. This body of work extends this approach by
the use of content analysis to explore what they are talking about. Their final approach is to
use context analysis to gain undenstiing of why they are talking about these things. This
multi-layered approach helps to avoid the limitations of any single approach. For example, it
means that findings are not limited to descriptive statistics and summaries of network
structure. They notehat gaining access to the content of text based discussions is
straightforward but the subsequent coding presents challenges as it is time consuming and
prone to issues relating to validity and reliability. A further argument for this approach is the
need to go beyond grades and outcomes as indicators of learning as these only provide
information about the end point and do not take account of the process of learning that has
taken place. What is interesting about the approaches in these works is théwafri@ays

these methods have been put into practice. For example, Dedtadt(2006) added a time
dimension to their study in order to look at the way the interactions changed over time.
Alternatively, De Laat and Lally (2004) looked at the interastwithin a network from a
A0dzZRSY(GaQ LISNELISOGA DS esd RMKD) whigh tddRaysSimMF & G SR & |
F LILINRF OK o6dzi f221SR FTNRBY I (dzi2NBRQ LISNBRLISOGA ¢
An additioral aspect of the literature relating to NL is that whigtovides insight intahe
relationship between interaction and learning. Particularly as the definition provided at the
start of this questionefers to learning that takes place in response to connections between
the three different elements of NL. Whilst authors such as Hetrat. (2013) make a strong
case for the connection Ieen social interactions and learning, this does not automatically
mean that all interactions that are facilitated by technologies will result in leariifigen it
comes to whatg meant by learninglones et al. (2008) discuss a process of learners reading
or engaging with others via teoology and then doing something different as a result.
Likewise, Booth (2008) argues that it is important to consider what learning takes places as
well as how it taks place and thaf interaction leads to seeing things in a new way, then

learning can be argued to have occurrédr some, such as De Laat e(200D) it is the
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role of the researcher to look for evidence of learning having occurred, whilst forsogiueh
asKio and Negrerios (2013) the approach of tesis selreporting about learning in
response td-acebooknteractions was sufficient. In a related paper, De ledatl. (2006)
argue that online learning represes® complex environment and thatraulti-method

approach is the most appropriate way to unpickrigag.

When it comes to the processes by which interactions can lead to learning, some writers
such as Cain and Policastri (2011) explored the roaoéboolas an informal learning
environment and that the interactions that takelgce outside the constraints of the formal
curriculum lead to informal learning which complements the formal learning of the course.
In contrast to thiskoih et al. (2014) took a more detailed look at interaction and learning,
their research found that both the intensity and quality of interaction are connected with
academicsuccess. A mechanism for this is suggested-Defhaidy and Nouby (2008) who
propose that cooperation results in interaction as induats begin to work together to
encourage and support one another to learn. However, a contrasting perspective is outlined
by Terenzimet al. (2001) who put forward the notion that it is effectivstiuction that

stimulates interaction and in their work they separate learning activities from interaction.

In summary, this section traces some antecedents of NL and makes a case for the relevance
of NL to the context of this studit.also highlights the tentative nature of links between
interaction in an NL environment and learning occuri@mnificantly, it dicusses some of

the research approaches that have been used to research NL, particularly those which

support mixed methods approaches.

What is missing from this literature are examples of the application of a mixed methods
approach to a teacher educatioetting. Likewise, examples of the application of NL theory
to contexts which are not fully online are sparse. Thus, this creates a gap into which this

study can fit by providing an opportunity to apply NL theory to such contexts.

2.2 Teacher education

The fiet of teacher education is vast and too large to be covered in its entirety here and
much of it would not be relevant to this study. Consequently, a selective review of typical
research in the area will be considered. As a starting point, Bakir (2016nseseeview of
research into technology and teacher education that has been influential. What is striking

about this is the common theme of teacher education courses seeking to adopt technology
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in order to model the use of it to students with the aim thiavill develop their competence

in order that they can utilise technology in their teaching practice.

This theme is evident in a range of other research findings. For example, Ng (2008), working
in Hong Kong, designed a blended learning course in eod®iodel the use of technology to
pre-service teachers with the finding that the students appreciated and liked the course but
did no better in their assessments than those who had studied-tfadace. Likewise,

Rawlins and Kehrwald (2014) integratedtrology into a teacher education course in New
Zealand with the aim of modelling its use to students. In addition to this, their study
attempted to evaluate the ability of technology to facilitate a move away from teacher
centred, didactic approaches towds a more studententred approach. Their findings were
that the inclusion of technology on its own will not change pedagogical approaches but it
does offer the opportunity to enhance studeogéntred learning. This is of significance to this
study due to he way that UPLs typically give precedence totaefce teaching and do not
offer opportunities for online interactions as part of the formal course structure despite the

provision of a VLE capable of doing so.

Another theme which is evident in the Iregure reviewed is research into the effectiveness

of course designs which move either towards blended approaches or fully online
approaches. An example of this is the workMmungand Lewis (2008)vho explored student
satisfaction with an online teacheducation course in the USA. Their findings were that
such an approach was not at odds with student satisfaction but it is worth noting that their
reasons for conducting the research were led by a desire to try out the use of technology,
rather than beingdriven by a pedagogical belief that it would lead to better outcomes. This
research is not typical though, a contrasting perspective is providétbbelland Harris
(2006)whose research (also based in the USA) was grounded in a desire to widen
participaion by making teacher education available to those who were unable to travel to a
campus or for whom travel to a campus was inconvenient. Their findings were that such an
online course was successful in attracting a different profile of learners todbeise. This

is of interest as the SD course is structured in response to the geographical constraints of the
area however, rather than adopting an online structure, it has chosen to adopt a dispersed

faceto-face approach.

The history of research investiting blended and online teacher education courses is
extensive as the work @reuleuxet al. (1998)illustrates. They explored the possibilities of

establishing networks of teacher education using online tools, perhaps unsurprisingly given
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the year of tleir research took place, they concluded there was still a lot of work to be done
in this areaDelfinoandPersico (2007)ndertook a fiveyear study exploring the

effectiveness of different combinations of fateeface, blended and online delivery pattern

of a teacher education course. Aside from their findings that, through effective design, it was
possible to achieve comparable outcomes for students, it is noticeable that the decision to
undertake such a lonterm piece of research was driven by a dedo establish if it was

possible to move teacher education online rather than to achieve a stated pedagogical goal.

One study of particular interest is that of Hramiak (2010) who developed an online
community using a tool embedded within a VLE in ordesupport students while they

were on placement by reducing the isolation that is sometimes experienced. The finding was
that this was positively received by students. The relevance of this is that this was an
institutionally provided tool that was adoptdaly students, this is in contrast to this study

where the online community is a studeateated one and it excludes tutors. This might
suggest that it is the provision of an online community for students to participate in while on
placement (or otherwisels something that preservice teachers frequently desire and that

there is little significance attached to who provides it. However, the establishment of
effective online communities is not easy as Carr and Chambers (2006) discovered when they
offered onine environments in which student teachers could share experiences and
resources. These were not received positively due to a feeling by the participants of a lack of
common purpose indicating that simply providing an online space is not adequate, rather

students must feel a common purpose with the other users if they are to make use of it.

In summary, there have been a number of attempts to move teacher education online or
partially online. In some cases, these have been driven by pedagogical goalsidehingv
participation goals. However, in other cases they have been as experiments to see if it is
possible. Another aim of research into the role of technology in teacher education has been
a desire to model the use of educational technologies to studentsder that they might

subsequently be more confident to adopt it in their own practice.

What is missing from this literature are studies that look at the place of NL within teacher
education or the way that students sedélect technologies to suppairiteraction and group
cohesion. In other words, having built a blended or online course, most studies have
evaluated either student satisfaction or outcomes. They have not attempted to explore the
way in which the technologies used have played a rol@psrting interactions between

learners.
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2.3 Blended Learning

Whilst the focus of this study is not to explore the design or impact of blended learning on
the course, it cannot be ignored that the course mixes factace teaching with resources
located on &/LE and so falls into the category of blended learning provision. Thus, a review
of research which has explored different aspects of blended learning will be included in
order to provide an overview of how it can impact on the process of teaching andrigarn

In addition, it is one of the ways in which students will interact with artefacts as some of
these are provided via Blackboard. Many of the sources reviewed related to blended
approaches to teacher education courses but not exclusively so in orgeotide an

additional, external perspective.

What is clear from the sources reviewed is that there are a number of ways in which

provision can be blended. A range of different approaches have been advocated or trialled

which helps to emphasise the diffareways in which courses can be structured to provide a

blended experience for learners. Gorgleiual. (2014) propose that there are four roles that

technology can play which are: as a communication tool, as a source of knowledge, as a

mediation tool or & a visualisation tool. Cheng and Chau (2016) also suggest that there are

four roles that online provision can offer, their categories are: information access,

interactive learning, networked learning and materials development. It is easy to see the

correlk GA2Y 0S06SSy GKS OFGS3I2NASE WwazdaNOS 2F 1y
Al Aa y20 (G222 RAFTFAOdAA G (2 aSS GKIFIG GKSNB Aa
WySig2N] SR fSFENYAY3IQ odzi GKS 2GKSNUDFG§S3I2NRS:

suggest that different roles are being discussed in each case.

Motteram (2006) used a combination of web based content which was combined with

online discussion in his work with practicing teachers engaged in professional development.
Donnelly (2006)irew upon a mix of facto-face teaching which was combined with online
problem based learning in her work with student teachers. Both cases emphasising how
different blends can be used. A similar approach was adopted by O'Bryne and Pytash (2015)
who mixedfaceto-face teaching with online instruction, here the difference lies in the

nature of the online element which is based on instruction rather than students interacting
through discussion. A different perspective on the relationship betweentiatace

elements and online elements is provided by Thompson (2015) who discusses the growing

use of flipped approaches to teaching and learning where learners access content online in
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order to make faceéo-face interactions richer and deeper. This is clearlgrdrast to the
examples discussed above where the discussion and interaction is taking place online. In
addition to using blended environments for teaching, some studies have explored how it can
be used for assessment. One such example is by Ajjali(2013) who used it to good

effect to support teacher feedback and dialogue via a journal tool.

There are a number of reasons why blended learning approaches are advocated which are
rooted in the claims made about Bhenet al. (2013)argue that it carlead to improved

teacher education by providing increased accessibility to learning and better quality. Poon
(2013) believes that faem-face and online provision complement each other whilst Chou

and Chou (2011) argue that blending can lead to increaffeziency. Indeed, writing back in
2000, Navarro and Shoemaker (2000) claimed that learning can be just as effective online via
the use of content, assessment and discussion. Such varied claims will evidently drive
pedagogical choices and lead to the psian of blended provision which seeks to

emphasise the perceived benefits. In response to this, some authors such as Wikeley and
Muschamp (2004) argue that there are no new ways of learning, just effective pedagogy in a
new context, or O'Bryne and Pyta&015) who put forward the case that pedagogy should
drive choices about the use of technology. An example of the way in which pedagogical
beliefs have driven course design choices is provided by Wasoh (2016) who found eight
different reasons why tutors dse to blend courses. Out of the list of eight, flexible access

to materials, supporting facto-face teaching, communication, and studer@ntred learning

approaches are the most relevant to the course at the centre of this study.

Following on fromthéf A Y& | 62dzi GKS AYLI OG 2F of SYRSR
pedagogical beliefs are those studies which have explored the impact that blended

approaches have. These present a mixed picture. For example, ldickie{2015) found

that there was no differencen learning when comparing fad¢e-face approaches with

blended ones. A less neutral finding is presented by Rtie¢ (2007) who noted, in a

comparison of online and fage-face tutoring that the online version was less good.

However, Aspden and Hel(®004) found that the provision of technologies within a

blended course helped to bridge physical gaps between students and their tutors, their

institution, and their peers. Further support for blended approaches is provided by &icen

al. (2014) who foud that students appreciated being able to contact their tutor and to have
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the opportunity to revisit materials when needed. Some studies found mixed outcomes, one
such example, is that &henet al (2013)who noted that a blended approach allowed for
learners to learn at their own pace and place but found that limited interaction led to less
effective outcomes and that the workload involved for learners could also be a negative
factor. An interesting outcome is presented by Akkoyunlu and Soylu (2008pwhd

different levels of student satisfaction in relation to web based learning materials,
interaction and faceo-face learning depending on the learning style attributed to the
students but also found that these differences in student satisfactiomaidranslate into

differences in learning outcomes.

Several studies have looked at the role of the tutor in blended environm¥iatsgharand
Garrison (2005argue that when blended learning is used, it is important for the tutor to

have a higher prese® online than they would otherwise have in a fdodace situation. A
similar finding is presented by Paechegral. (2010who¥ 2 dzy R (1 KS { dzi 2 NB Q
prime importance in learning outcomes due to the role it plays in supporting interaction. The
role that tutors play in interaction was also noted by Wu and Tenngsah (2010) who

found that it impacts the learning climate with a subsequent impact on student satisfaction,
a comparable finding is presented by Saral. (2008). Further supporbf the importance of

the tutor role in interaction online is provided by Paretral (2004) whose participants

when engaged in a course utilising online tutor interactiomspressed a desire for more

interaction with their tutor.

Another aspect of blethed learning is the relationship between the online and faxéace
elements. EDeghaidy and Nouby (2008) found that greater familiarity in the real world led
to better quality interactions online. Likewise, Donnelly (2006) found that a strong social
aspect was needed if online constructivism was to be effective. However, questions over the
appropriateness of online provision for deep learning are raised by Paechter and Maier
(2010) who found that students valued fatteface interactions rather than omie ones if

the desired outcome was meaningful learning.

In summaryjn the literature reviewed there are a range of different ways in which courses
can blend online and faem®-face provision and there are some mixed opinions about
whether these bring begfits or not. What might be concluded is that one should not look to
technology to bring about benefits, rather technology should be used to support the

pedagogical approach of the course. Where courses have a pedagogy that attempts to use
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online approachs to support interaction, it would seem that the tutor role is important in
this and that online relationships are strengthened by feméace ones. It also

demonstrates that, although the course could be described as minibkghded, in that it is
primarily a faceto-face course that is supported by VLE based content and online
assessments, this is not an unusual approach. It aligns with findings that suggest that
students prefer facdo-face for deep learning and also takes account of the heavy watkloa

of students on such an intensive course by keeping the online content light.

What is not present in this literature is any detailed exploration of the relationship between
blended learning environments and NL or the social aspects of student learnaigetn
words, these studies have explored blended environments as entities in themselves and
there do not appear to be any which look at a blended environment through a NL
framework. Likewise, there do not appear to be any which look at the way that social

aspects of student relationships play out in a blended environment.

2.4 Social aspects of learning

The research question for this study and its related§utirS 8 G A 2y a NBf I GS G2 ai
technologies to support learning and thus a clarification ofittedusion of a review of

literature on the social aspects of learning is needed. As earlier res€eogh 2015a, Toyn

2015b)has found, students typically make use of SNS in the form of a efpeag while on

the course. The content of the posts to theSHS groups includes discussions of academic

content but significant proportions of it are social in nature. The relationship between these

social exchanges and learning will form an aspect of this study.

Smithand Peterson(2007) state that thereisover?2 &€ S NEQ ¢2NI K 2 F dzy RSNJ
student interaction influences achievement. They propose that this lies in the links between
conversations based on tasks or emotional matters and outcomes in the form of ghedes.

GKA&a addzRe Aa O2yOSNYSR gAlK adtdzZRSyGaQ dzasS 2-
onlinesociability as well as the wider benefits of social interaction on student outcomes.

Several authors address the bridge between the two. For examBpldarrain (2006jound

that interactivity is a necessary ingredient of successful learning and thatdkxncan

facilitate interaction and collaboration. In a similar vein, Balakrishnan (2014) found that the

use of SNS by students resulted in them-sgiorting benefits for their academic outcomes

and learning. Similarlysreijnset al. (2013)ound thata key element in collaborative

learning was social interaction and that social spaces where trust, a sense of community and
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interpersonal relationships can be developed are all essential features needed to develop
effective interaction. They also make theint that effective groups are close and friendly,

adding further weight to the importance of social relationships on learning.

With the exception of work which looks at SNS (which is covered elsewhere in this literature
review),much of the work in trg area looks at the role of social interactions that take place

in online learning environments. On the one hand, this is of limited value as students on this
course do not engage in any online discussions as part of their learning, however the area of
sodal presence is relevant to this study due to the way it helps understand what it is, how it
is developed and the role it plays in learning. In other words, the social presence that
students develop via SNS can be translated to their-fadace interactons as well as being

an affective element of their learning.

Social presence is the extent to which people are able to express and present themselves
online. It is often considered as part of the community of inquiry model that argues that the
intersectian between social presence, cognitive presence and teaching presence is where
learning takes place in online environments. For exan@&risoret al (2000)found that

social presence supports cognitive engagement by indirectly facilitating criticairtyiakd

that it has a direct impact on student enjoyment, persistence and fulfilment. They also claim
that a sense of community amongst learners is needed for higher order thinking to take
place and that the sociemotional support of other learners is esgial for meaningful and
worthwhile educational outcomes. Whilst they were discussing online communities, the link
between support, community and learning can be applied to settings where the interactions

are online but relate to facéo-face learning sdings.

The relationship between faa®-face communications and online sociability is explored by
Rourkeet al (1999)who were evaluating the role of social presence fDMCcourse

through the lens of a community of inquilamework. They recognised that the sorts of

cues that take place in fage-face communication are often not facilitated through
technological communication tools and so users need to adopt alternative approaches in
order to establish a warm, open andisting environment. They classified these approaches
into three broad areas: affective, interactive and cohesive elements. This framework is the
one adopted by this study and is discussed in more dietagction5.3.3 It is not the only
framework that exists to categorise social presence, an example of an alternative would be
Sung and Mayer (2012) who noted that respect for one another, sharing, social identify and

intimacy were all elements of social presence.
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Further work exploring the impact of social presence was carried oBebgleyet al. (2015)

who found that social presence was linked to three aspects of the quality of online learning,
namely: participation, engagesnt and satisfaction. If the assumption that online

interaction and development of social presence can be translated intetéatace

participation and engagement then this finding is of relevance to this study. Other studies
which report of the impact ofocial presence include Wegerif (1998) who found that
collaboration was central to feelings of success or failure; Richardson and Swan (2003) who
found links between social presence, outcomes and satisfactionKehdvald (2010)vho

found it was essentidor online learning as it enabled and promoted social activity.

Kehrwald (2010lso found that effective use of technologies creates an illusion of direct
experience and that a strong social presence narrows the gap between direct experience
and interactions that take place onlin&tudies by Kear (2018nd Kear et al. (2014) both
promote approaches that tutors can take fimster social presencéhis is of relevance to

this study as it supports the idea that the student use of SNS is a way for thestatdish

social presence online in a way which is similar to their-tadace interactions and allows
them to transfer the benefits of online social presence to their flcéace experiences on

the courselt is also of relevance due to the absencéiadzii 2 NB Ay &G dzRSydaQ {b
particularly in relatiorto the finding by Stacey (2002) that up to 50% of online
communications between students were social and the relevance of tutors in creating such
environments. Aragon (2003) also explored this inay and argued that the goal of social
presence is to establish a comfortable environment in which learners are at ease amongst
others. By doing so, it will sustain learning and make interactions more engaging. He also
found that around 25% of interactis in an online learning environment represented the
development and maintenance of social presence. This indicates that even in fully online
learning environments, it is not unusual for significant amounts of interaction to be devoted
to developing strongnterpersonal relationships. Further exploration of the value of such
interactions was carried out b&bedinet al (2012)who looked at the value of netask
interactions. Unlike this study, they were looking at a fully online course butfiheing

that social interaction played a strong role in effective participation through allowing
students to bond with one another and reducing feelings of isolation is relevant to SD

students who spend significant amounts of time apart from one another.
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In addition to the research discussed above which is primarily concerned with social
presence, there is a body of work which spans the fields of social presence afolrNL
example, da Silva and Siqueria (20&)lored the relationship between socialgsence and
NL, in particular through the use of social network anal§BiéA)discussed in detail in
section4.6.]). Their work looked for correlations between the density of social presence
indicators andSNA measures of dsity and betweenness but found that such links were not
clear.On the basis of such findingSatar and Akcaf2018) attempted to provide clarity on
such connections but found comparable outcomé&key did note that there are some links
between thetwo, but these were not conclusivéikewise, Lowenthall and Dennen (2017)
found that social presence is not a factor of the volume of contributions in learning
networks, ratherthe key factor is that participants share identity cu@di of these studies
highlight the importance of social presenck is this, combined with the difficulties in
capturing the impact of social presence through SNA that provide a justification for the focus
on social presence within this studhhis is highlighted by the work of Sw@®05) and
Hostetter (2013) whee work identified links between social presence and learning

outcomes.

The connection between social presence and learning in a network was exploYeidniay

(2017) in relation to the way that social presence bukdswledge sharing behaviours. It

was found that social presence played a significant role in such behaviours in online learning
environments. If such a finding can be extended to apply blended environment thas

further justification for the importance od focus on social presence within this study.

Indeed, a similar approach was taken by Leafman et al. (2013) who looked at the way that
students creted their own SNS groups, as part of an online course, when the virtual learning
environment did not facilate the development of social presenirgicating that the

approach of participants in this studynot unique.

In summary, there is a lot of support for the significance of interpersonal relationships on
learning. Much of the literature reviewed has éxged how these relationships impact
outcomes in online courses and found that there are several measures of outcomes that
benefit. The literature has also highlighted how there are some connections between social
presencdndicators and social network analgsneasures however, it appears that these are

not robust

What is missing from this literature is an understanding of how online social presence is

established and relevant to learners in a blended course that is only minimally blended.
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2.5 SNS within higér education

When considering research and literature relating to the role of SNS within higher education,
there are three broad areas. Firstly, there is work which has looked at the use of SNS as VLESs,
in other words as locations to host formal teachingldearning activities. Whilst these are

not directly related to this study, a sample of them will be reviewed as they set the scene for
the second area. This concerns the use of SNS by students as a social tool, in other words
how learners make use of SkSestablish and maintain social bonds which are not directly
related to learning activities. This area is relevant as the participants make use of SNS and an
aspect of this will be social. However, not all of their SNS will be social which gives relevanc

to the final area; that of SNS as a third space or a place which is not for formal learning but is
not purely social and provides a medium for interactions related to learning or around

learning.

2.5.1 SNSasaVLE

There have been several attempts to expltdre value of using SNS as a VLE, in all the cases
reviewed, the SNS has beEacebookprobably as a result of its widespread adoption by
students. The reasons for such explorations are varied with some, sihdbisisarTalet al.
(2012)suggesting that th reason for adopting the use Bceboolas a VLE is in order to
overcome the pedagogical challenges of using it effectively. Others siBlmisyet al.
(2013)who usedFacebookwvith a group of undergraduate teachers did so because they
believed it wold help them to not only learn vieaceboolbut that it would model how
technology could be used in teaching with the aim of replicating it in classrooms. However, a
more commonly cited reason is to be able to draw upon the way that SNS facilitate
interactions and discussions between members and to utilise this as panteoctive

teaching approaches.

Some research like that adopted MeisharTalet al (20139 has attempted to fully replace

the functions of a VLE within a SNS. In this exaniiplvas found that it did support effective
communications with tutors and helped to facilitate a personalised approach to learning but
because it was not designed with course management capabilities in mind, it was not always
easy for students to locateesources. The issue of online resource management is covered in
the review of literature by Tess (2013) who found tRacebooldid not support the upload

of common document formats such as PDF files or PowerPoint files. A secondary issue cited

by Meisha-Talet al (2019 relates to concerns among students of privacy with regard to
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sharing a social space with tutors. This is not uncommon as it was also ctbhyand
Ravid (2015and Baran (2010).

There have been a range of findings relating to fiesioutcomes. These include: knowledge
sharing (Baran 2010), greater engagement in discussion activities (Nkdt@h2015),
increased levels of interaction between learngfsuimiand Khodabandelo2013). But, as
has already been stated it is not alygaclear what the incentive was for tutors to attempt to
use SNS as a formal learning environment. An example of this would be Nkhaing2015)
who appear to have replicated the discussion board feature of a VLE for the purpose of

establishing if it ipossible to do via SNS.

When studens have been consulted about their views of the use of SNS for formal learning
activities or in place of a VLE an interesting pattern appears to emerge. This is illustrated by
CabereAlmenaraand Marin-Diaz (2014yvho found that students would report that they

can see the value of SNS as part of their learning environment in theory, but responded less
positively in relation to actually agreeing to adopt it in their own learning. This finding is
aligned with the outcomesrpsented bylirwin et al. (2012) but the students in this survey

did agree that it had potential to encourage collaboration. A study of a similar nature was
conducted bywonget al. (20156 K2 f 221 SR aLISOAFAOFtt& G addzR
mobile SN&pplications within their learning. The potential to support collaboration and
interaction was explored by Pilli (2014) who argue that the existing social networks support
such collaboration. A comparable finding is presentetloypn and Ravid (2015)vho noted

that the collaboration that took place blurred the boundaries betweerask interactions

and interactions of a social nature.

In summary, research which has looked into the application of SNS as a VLE has been mixed,
this is a finding supported ke literature review carried out bylancaandRanieri (2013)

It cites a number of benefits to such approaches but frequently these are tempered by issues
relating to the technical ability of SNS to fulfil all the functions of a VLE or by issues of privac

and a separation of learning from social activities.

What is missing from this literature are studies that present a clear pedagogical rationale for
attempting to use SNS in the role of a VLE. In all cases, the SNS was created or managed by
the tutor ard this highlights another gap in this body of work which is the use of SNS which is

managed by students. This area will be discussed subsequently.

30



2.5.2 SNS as a social tool

An interesting observation when reviewing literature for this element was that aloagkel
da0dzRASa 6KAOK KI @S t221SR az2tSte Ayd2 addzRRSy
looked at the potential for SNS to be used for teaching purposes (as per the preceding
aSO0GA2y 0 2N GKS 2@0SNI I LI 0S¢ SBiguses (asipRrShg 1 3 Q 4 2 ¢
following section).

Donlan (2014) found that undergraduate students would typically make use of SNS for

staying in contact with friends or making social arrangements. This was a finding echoed by
Madgeet al. (2009)who also found thaundergraduate students would use SNS to make

contact with others prior to starting at a new university. They also found that the majority of

contacts that students had via SNS were with people who the students knew in real life, in

other words there werevery few instances of students having connections that were only

virtual.

In addition to the findings relating to the patterns of SNS use are studies that report on the
relationship between SNS use and learning. Distraction or procrastination was fobad to
regularly cited by students as a negative impact of SNS, for example Fewkes and McCabe
(2012) found this to be reported among high school students, Matgd (2009) reported

that undergraduate students perceived SNS to be a distraction as dideBkEnig (2011) and
Petrovicet al. (2013) A related finding was presented Byrschnemand Karpinski (2010)ho
looked into the relationship between SNS use and grade outcomes. They found that higher

levels of SNS use were associated with lower grade m#so

The frequency of SNS which was an aspect of the woflkalac Vdiéand Vertié (2013)

who found that the majority of the participants in their study used SNS daily. This was seen
as an opportunity to facilitate greater interactions with tutdrswever, in their study very

few of the tutor participants were SNS users meaning that the effectiveness of such a
communication channel could not be researched. This pattern of low SNS usage by academic
staff was also found by Manca and Ranieri (2016) alko found that of tutors who did

make use of SNS, very few were willing to use it to interact with students. The disparity of

use was also reported oomroet al. (2014)whose study of student teachers and their

tutors found high levels of use by stutte whose main motivation for using SNS was social.

It also found that those students who made higher use of SNS were more likely to see the

potential for it having a role in learning.
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The overlap between SNS as a social tool adlié in supporting larning is a feature of a
number of studies. Some authors, such as Abbasi (2016) writing in opinion pieces, are
particularly enthusiastic about the potential that this offers but those who have carried out
research in the field tend to find more mixed outaes. For exampldelangeeet al. (2015)

found that the responses from undergraduate participants in their study about a range of
guestions relating to SNS use gave the highest levels of agreement to the statement that SNS
has the potential to contributed learning if students and tutors are both online. Research

by Linet al (2013)into SNS spaces shared by tutors and students found that students were
happy to be recipients of information sent by tutors but rarely forwarded or shared this with
others andwere even less likely to share information of their own. This indicates that the
students were not viewing the SNS use as a collaborative learning network. This parallels the
work of Rap and Blonder (2016) whose use of SNS was a little more formaliegd. Th
established groups with the hope that they would be used to support chemistry learning.
However, one outcome was that students tended to use the groups for social purposes

rather than learning interactions. On a similar theme, Donlan (2014) found tindésts

reported a willingness to accept the idea of SNS being used to interact about academic work
odzi I+ NBaAadlkyOS G2 R2Ay3 a2 Ay LINI OGAOS |yR
tutors.

2 KSNBE &a0dzRSyiaQ az2O0Al f daddnicaide, tHerle fre e ONR &4 S|
noteworthy patterns. Firstly, the finding by Donlan (2014) that students used SNS to interact
GAGK 2yS I y20KSNJ 62 RA&A0dzaa F2NIKO2YAy3 | &

as learning. Likewis#&ivianet al. (2014)found that students would make greater use of SNS

ax
wn

at times of greatest course activity, for example, when assessments were due but this use

was still secondary to the social use of SNS which dominated their interactions.

In summary, this resech highlights the importance to students of using SNS to establish

and maintain social bonds. These online interactions typically reflect the social relationships
that students have in real life and focus on keeping up to date with what one another are
doing and making social arrangements. Whilst this is important to students, many see SNS as
a distraction that impacts on their studying and some research has found that greater SNS
use is associated with lower outcomes. Students are not averse to using gid&uss

learning related issues and this is frequently linked to assessment activities even if students
do notalways regard the interactions as learning related. Finally, students have been found

to show resistance or apathy to attempts by tutors tmgage and interact with them in what

they regard as their social space.
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What is missing from thieview ofresearch is an understanding of the value that social
interactions play in helping to motivate students, helping them to build social bonds that
they can draw upon in faem-face learning scenarios and the way that social use of SNS
crosses over into learning related interactions. This final point will be considered in a little

more detail in the next section.

2.5.3 SNS as a third space

ThisisanareaviNBE (G KS o02Reé 2F fAGSNI GdzNB Aa y20 @SN
AL OSQ T2t 24 AaefaniPalsganr @016yBoNded tAetphrase to describe

how Danish school pupils would use social media to support one another with homework

and asginments. It reflects the fact that it is not being used as an educational space (as

discussed i”2.5.1) nor is it solely being used for social purposes (agdtion2.5.2 and that

it is being usd somewhere between the two. In previous wobkalsgaard (2014jad noted

how widespread this use of SNS was amongst Danish pupils, particularly when they were
selforganising to support one another to help with homework. It was noted that SNS has

the potential to help support peeto-peer learning with a key feature being the absence of a

teacher.

Other work of a similar nature has found comparable outcomes, for exatg@hapeet al.
(2011)also found that students would use it make arrangements and gamise around

class based activities. It is the interplay between face to face teaching activities and the use
of SNS in supporting this that is of particular interest to this study. The impact of SNS
amongst undergraduate students in Sweden to help themarstand academic norms and
complete tasks was the focus of work ®yestaet al. (2016)and it was found to be a valued

tool for this by the participants.

The work of Selwyn (2007 and 2009) also looked at the way that undergraduate students
used SNS anmbted the distinction between social interactions and interactions related to
learning. The learning related interactions were classed the sharing of practical information
such as times or locations of lectures and the exchange of academic informatidst Whi

both of these were used to a limited extent, they were both felt to form an important and
valuable element of the university. These findings are frequently referred to by other
researchers in this field who have come to similar conclusions such as(2@id) who

noted the wide variety of ways that students use SNS for social purposes but also found that
these were supplemented by uses of SNS that had an impact on academic outcomes. It was

found that SNS interactions could have a consequent impach@etd-face learning
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through strengthened social interactions. The place of social friendships and the unity of
class cohorts in response to SNS use was a findikgpahd Negreiros (2013 a study of
undergraduate students in Macao. Likewibtgnasijevicet al. (2016)found a positive regard
for the value of SNS friendships in relation to #éfal friendships and classroom interactions

and discussions.

As has been mentioned, all of these positive findings relate to SNS where the teahers
absent.To highlight the importance of this it is worth considering the findings of Sene@trur
al. (2015)who found that SNS was widely used to keep in touch with friends and to maintain
existing friendships. They also found that a significant majority of paatits viewed the

idea of interacting with tutors via SNS in a negative way.

In summary, there have been a number of studies that have researched the role that SNS
can play for learners as a third space. This can be described as a space which is not part of
the formal learning environment, nor is it entirely social; rather it exists somewhere

between the two. They are characterised as being student created spaces where tutors are
absent. Whilst they do not typically hostdepth or deep learning related ietactions, they

are considered to be important places that play a positive role in student outcomes and any

related faceto-face learning interactions.

What is missing from these studies is an application to the context of student teachers or
post-graduatestudents. Also, these studies have focussed exclusively on the role of SNS as a
third space meaning that the bigger picture of interactions within a NL environment have

not been considered nor have they explored in great detail the role that theleamming

related interactions play in group cohesion.

Having reviewed literature relevant to the context and research question the next section
will provide an overview of the research design which will include an outline of my ontology
and epistemology, whicWill, in turn, provide a justification for my research design choices

and will show how they are aligned with my research context.
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Chapter 3Research Design

Clough & Nutbrown (2012) provide a metaphor for methodology and methods based on

cooking. They suggestahresearch methods are like the ingredients whilst methodology is

the reason for choosing a particular recipe. They continue by stating that the starting point

should be the research question (Clough & Nutbrown, 2012 p34) and from this an
appropriatemet2 R2f 238 Oly 06S aSft SOGSRY a4l YSiK2R2f 2
I NB I NIAOdA F iSR sAGK ljdzSadAazya alSR Ay GKS
(Clough & Nutbrown, 2012 p36). Whilst they note that definitive definitions of methodology

arehard to come by, they suggest that a common aspect is thpistificatiors in other

words, it provides a justification for the research design and attempts to articulate

assumptions that have been made.

The first assumption that needs to be articulaisdhat of philosophical stance on the

nature of reality. SaviBaden & Howell Major (2013) propose that this begins with a twofold
split of ideas between those who take a realist perspective that reality exists and that
researchers may be able to find shieality, and those who come from idealism and believe
that reality is a subjective entity that is constructed within the mind. Stake (1995 p37) also
discusses this and articulates it as a difference between knowledge discovered and
knowledge constructed.ikewise, this split is also explored by Cohkeal. (2011) who

phrase the distinction in terms of the location of social reality. Either it exists in the world
and is objective or it is a result of individual cognition and thus subjective. Havindigtbnti
and discussed this, Cohehal (2011) propose that the next assumption that should be
addressed is the means by which knowledge of social reality can be ascertained. In simple
terms, if a researcher has the belief that reality is objective, hardfixed then they will

need to adopt a position as an observer in which they are seeking to uncover this reality.
Whilst a researcher who believes in a subjective reality will naturally tend towards

approaches that involve engagement with research partitipa

Both Coheret al. (2011) and Blatter & Haverlarfd012)locate positivism firmly in the realm

of objective reality. Broadly speaking, it employs what is known as the scientific method as a
tool to uncover laws which underpin or explain objective tgafrequently seeking

explanation in the form of cause and effect (Stake, 1995). This is the use of empirical
observations which are combined with attempts to falsify beliefs as a way to eliminate
unwarranted beliefs (Blatter & Haverlaif@012, p10). Inantrast to positivism, different

opinions are presented regarding the approaches that are aligned with a subjective

35



perspective of social reality. For example, Cobékal. (2011 pl7) present pogiositivism

and antipositivism being aligned withthree 2 f & 2 F (K2 dzZAK{ dLIKSYy2YSy
SiKy2YS(iK2R2t 238 IyR a@Yo2ftA0 AYyiSNIOGA2YA&Y:
they are concerned with phenomena or experiences of events and the qualitative

experience of these. However, Blatter & Haverland (2012fgward two schools of

thought that lie outside of positivist approaches (but not included in CatenhQ a

classification). The first of these they label as constructivism / conventionalism and critical

theory. These are grouped together because ofrtikemmon belief in the role of

interpretation and communication in the generation of knowledge. These are both held to

have a stronger influence than sensory impressions because of the way thetiptieg

frameworks shape the way that sensory impressiane processed. They point out how such

areas of thought originated in phenomenology. Unlike Codtesd. (2011), Blatter &

Haverland (2012) outline a third epistemological standpoint which they term pragmatism /
naturalism and critical realism. This midfe thought of as a middle ground as its adherents

assume that there is an objective social reality outside the mind of the researcher but the

way to discover this is not through sense observations. Nor does it seek to establigtelaw

patterns betweervariables. Rather it acknowledges that universal laws are not appropriate

for its world view and that either explanations of specific cases or contingent generalisations

are what can be achieved.

Further distinctions are proposed by Satiaden & Howell Mjor (2013) who offer a scale of
positions between objective and subjective reality with corresponding ontological and
epistemological positions. They offer: critical social theory, pragmatism, phenomenology,
poststructuralism, social constructivism andnstructivism as research approaches
representing the range from most objective to most subjective. Many of the paradigms
which fall outside of positivist approaches can be classified as interpretivist, where the
researcher attempts to construct an undeastling of reality by interpreting the

understanding of those involved in the area of study (Thanh & Thanh, 2015).

Having outlined some relevant distinctions in ontology and epistemology, it is possible to
place my beliefs and the approach of this reseawithin this framework. Firstly, | am of the
belief that social reality is constructed by the interactions of those within and | seek to
understand how students are experiencing their learning within a network and how they use
technologies to support thiAs SavirBaden & Howell Major (2013, p64) confirm, such an
ontology is matched to research which aims to delve into the creation of social reality. As |

believe that the social reality of the participants is socially constructed, it follows that |
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expect hese social realities to vary between different groups of participants and that |
should not expect to find universal truths, rather | must aim to interpret their experience of

this.

As mentioned, my interest lies in using a Networked Learning modeplorexthe use of

technologies that support learning by students who are studying for a PGCE with QTS. It

follows that | am seeking to understand the experience of the students concerned and this is

aligned with an interpretivist perspective. A further pothat can be drawn from my

interest relates to the generation of understanding of how students are operating within a

network and as such it would be fair to propose that the interactions of the students are of

interest and it is their cawonstructed expdence of the phenomena that is importarihis

aligns the research question with a social constructivist ontology. The research question is

Gl 2¢g R2 (GSOKy2f23AS& adzZlJL2NL {5 addzRSyd €SI NJ

Learning modek?

It is worth eiterating some of the key aspects that need to be taken into account. Firstly,

that the research question is not seeking to establish general laws or rules which govern an
objective reality. Rather, it aims to understand and interpret the socially coctstiureality

GKFG FNRA&aSa FNRY a0dRRSyidiaQ SELISNASYyOS 2F (KS
that technologies play in supporting this. This is crucial to the choice of research design and

has led to the selection of case study; as Thanh & Tf201tb) point out, case studies are

frequently used in qualitative studies by interpretivists.

3.1 Case study
Case study appears to sit in a middle ground between methodology (Blatter & Haverland,

2012, p15), research strategy (Eisenhardt, 1999) and researtttoch€Yin, 2014, p15, Fidel
1984) whilst Van Wynsberghe & Khan (2007) argue that it is neither of these. However, it is
not the aim of this work to provide conclusion to this discussion. It is the aim of this section
to justify the choice of case studyiielation to the points previously made and to articulate

the design choices that have been made. As the research question is concerned with the co
constructed social reality of student experience then an appropriate design is needed to
provide insight intahis. This point is articulated by Clough & Nutbrown (2012) who make

the point that such choices are crucial as the decision to collect information of one particular
type will be at the expense of others. The example they cite is of a large scale, gfismtit
survey which will omit qualitative information about the experience of participants. This

means that an approach is required which will employ methods of data collection that
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play in their learning in an NL context.

Hyettet al. (2014) compare the views of Stake (1995) and Yin (2014) pointing out that the
former sees case study in an interpretative paradigm whilst the latter comes from a post
positivist persp®@ G A S ® { (G 1SQa&d omopdp LINnod LRAAGAZ2Y |
argument that case study does not aim to test hypotheses, it aims to see what is there.

Others such as Thomas (2013) also see case study as sitting firmly in the interpretative

frame. Whilst this study sits in an interpretative paradigm, the views of Yin (2014) will be
influential given his status in the world of case study research. Indeed, David (2007) argues
that a strength of case study research is that it is flexible andeaapplied to many

situations whilst VanWynsbergh & Khan (2007) propose that it is transparadigmatic.

Blatter & Haverland (2012 p18) propose that there is little consensus about what case

studies are, this argument is supported by Cobkeal (2011 p289who provide an

extended discussion of different perspectives. Stake (1995 p2) proposes that a case is a
GaLISOATAOS I O02YLX SES TdzyOQliA2yAy3d GKAYyIEoD |
are empirical studies. Yin (2014 p16) puts forward theiopi that they are concerned with
investigating a phenomenon within its reabrld context and that the focus of them is

suited to situations where the phenomenon and its context are intertwined. Stake (1995)
makes a distinction between intrinsic and instrental case studies. In the former, the

researcher has an intrinsic interest in the case whilst the latter relates to cases where
something needs to be accomplished. Blatter & Haverland (2012) make a related point as
they propose that they are cassentred and that there is an interaction between causal

factors and the context. These ideas could be paraphrased by the comment that &adlen
OHAMM LHydpo YIF1S GKFG GKS&@ FNB al aiddzRe 27
align with the researh question at the heart of this study which intends to use empirical

data to explore a phenomenon and to attempt to identify the reasons for the phenomena

GKFEG aGg8SYy FTNRBY (KS O2yGSEGE 2NJla . f1FGGSNI 9
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Having presented an argument for the appropriateness of a case study to the research
guestion this study is based on, a next step is to define and bound the case (Yin, 2014, p31).
Stake (1995 p2) also addresses the iggusounding the case and offers a straightforward
approach which is to say that a bounded case is an integrated system. Additional detail is
LINE A RSR ¢KSy KS aleéa alLlS2LX S yR LINRBINI Ya
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study is to define the case in as to whether is it single, embedded or multiple in nature.

The bounded case under study is of students who are studying a PGCE with QTS via a SD
route during tre academic year 2016/2017. In addition to this it is concerned with the way
that they make use of technologies to support their learning based on a NL framework. Yin,
(2014, p31) makes the case for such a specific description of the case in order tthavoid
researcher having to cover everything about the case. Subsequently, it is possible to bound
the case, that is to set the boundaries of the case. Whilst Yin (2014) clarifies that this is easy
when the case is an individual but more troublesome wheniloplat organisations or
institutions it is something that needs to be addressed. In this study, the boundaries of the
case are restricted to those students who are studying for a PGCE with QTS through my
institution and are doing so through one of the asisted SD alliances. The specific cohort of
students relates to those that began their studies in September 2016. Such a bounding is
aligned with the criteria that Cohegt al. (2011) propose that they are set in contexts that
Fff26 T2 N anpalydedgrsshica? drgadidational, institutional and other

O 2 y (i Bhergtél, 2011, p290). Whilst this appears a tight bounding, the complexities

of such a course inevitably mean that there will be places where the boundary is less clear.
The course dcumentation specifies a target award (that is the award that is the target for

all students on entry) but it also outlines other exit awards (awards that it is possible for a
student to exit with should they not manage to achieve the target award), sdrtteese do

not include the PGCE qualification, or include PGCE at level 6 rather than level 7, whilst
others do not include QTS. As students who pursue these exit awards remain with the rest of
their cohort they would remain part of the study even thoudjiey are not technically

bounded by the criteria above. A further possible situation might arise in alliances where a
student has intercalated (taken a 12 month suspension of studies) from a previous cohort
and returns to the cohort on which the study issea. As with the previous situation, it

would not be possible to separate such students from the sociabogtruction of reality

and their experience of the phenomenon so such students, should they arise, will form part

of the study.

As the case is defed as the students studying within the course this raises another area
that warrants discussion due to the fact that there are numerous SD alliances that work in

partnership with my institution. Thus, consideration needs to be given to whether it is a
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single case design or a multiple case design and whether it is a holistic or embedded version
of these (Yin 2014, p50). Thankfully, Yin offers guidance about how to differentiate these.
Firstly, the distinction between single case and multiple case is bastdared in relation to

the context. Yin (2014) proposes that in a situation where there is a single context then they
should be considered as single case designs. This is the situation for this study as the context
is the same for all the students in thitey are students on the same course, offered

through the same institution. Secondly the distinction between holistic and embedded

which is based on the unit of analysis. Yin (2014, p54) provides a structured overview of an
embedded, single case designeotrade Union which is based on units of analysis which are
quite varied and include; shops, locals, social environment amongst others. Such a diverse
range of units of analysis might seem at odds with the suggestion that this study is an
embedded, singlease design where each unit of analysis is a different SD alliance. However,
it is the fact that each alliance that forms part of the study will be analysed independently
from the others that makes it an embedded design. Yin (2014) highlights the neesictor

unit of analysis to be drawn together in order that they relate to the case as a whole which
acts as a reminder that the analysis of each alliance alone will not be sufficient; it will be
necessary to draw these together at the level of the case.a¥ew in contrast to this

discussion, Blatter & Haverland (2012) argue that due to comparable characteristics, it is not

necessary to distinguish between single cases and the study of a few cases.

An additional perspective on the appropriateness of cdgdysresearch to this study can be
gained by considering the rationale and type of study. Firstly, the rationale, which is that this
study regards the students in question as a common example (rather than considering them
ascritical, unusal, revelatory o longitudinal, Yin, 2014, p51). Using the terminology of

Stake (1995 p3) the case in question is of intrinsic interest. Furthermore, Yin proposes that
case studies can be exploratory, descriptive or explanatory (2014, ;ig3@&)ation to these
terms andthe research question, it is suggested that this is explanatory case study as its
LIdzN1J2 4SS GSELX FAY K26 2N 6Ké az2Ydpamlley RAGAZY Ol
rationale is provided by Stake (1995 p18) who suggests that a starting point for gdge st
research should be through the establishment of statements that imply cause and effect in
order to guide and structure the research. Such a classification is not unique and € @lhen
(2011) outline a number of different authors and their perspediva the types of case

study that exist. A distinction is made by Thomas (2013) between case studies that are

retrospective, snapshot or diachronic; this study aims to provide a snapshot of the current

situation. One thing that is common in these,as B arSy i A y -LINR O S@ Gl dzaNi fOA y 3
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model that Blatter & Haverland (2012, p27) put forward, is that case studies can play an
important role for researchers wishing to gain a fuller picture of what is taking place in a
case and that this can allow for ticase to be related to theoretical frameworks. As this is

the aim of this study, it is further support for the appropriateness of case study.

3.2 Methods
Having presented a case for the appropriateness of case study research to this study,

consideration will B given to the methods that are typically used by case study researchers

and how these will be used Ilyis study.

Yin (2014, p106) proposes six sources of evidence: documentation, archival records,
interviews, diect observation, participant observation and physical artefacts, whilst Stake
(1995 p6668) includes observation, description of content, interview and document review

as the key sources of evidence available to case study researkitersiews are

antidpated to form the richest source of evidence as they will provide insight into the

LI NOGAOALIF yiaQ LISNOSLIIAZ2Y 2F (KS LKSy2YSyl o
constructed social reality, interviews with groups of participantsaoffilr the potential to

provide evidence in relation to all three of the sghestions In addition to interviews with

groups of students, interviews witlutors will be utlised to inform the research question

relating o studentto-tutor interactions.

Interviews with groups of students have the potential to offieh data in relation to all
three of the research sufjuestions, however, they are likely to be representative of
aGdzZRSy G aQ dzasS 27 (t@dK ey tard chirdGetednlorder o pr&iddd? A v (i
longitudinal perspective on this, a series of student surveysdwitarried out which will

contain questions relating to all three of the research-suigstions.

The resources for learning which are dafle via Blackboard are technically virtual
resources (rather than physical) but this distinction is unimportant as it their ability to
provide concrete evidence of the construction of knowledge which is important. These are
easy to access and availabtestudent and researcher alikBlackboard usage information

will be valual® in providing insight into the way that students interact with such artefacts.

(
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discussions as iis anticipated that this will contain information about the way in which
students make use of such a tool and the way that it plays a role in their learning. From the
outline that Yin (2014) provides, it is not obvious whether this is best classified as

documentation or a form of direct observation. However, this need not be an issue as it is
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recognised by Cohest al. (2011) that more than one tool should be used for data collection
and that there should be many sources of evidergtedents SNS discussiare expected to
form a valuable source of evidencer@iation to the research question concerning student

to-student interactions

It is anticipated that this will be a manageable amount thit prevent the overwhelming
that Eisenhardt (1999) cautions against arising from rich and voluminous data. She also
confirms that it is possible to add data collection methods part way through the study

should the need arise.

Given that there are 14 dérent SD alliances which share characteristics but at the same
time are distinctive from one another, it would be reasonable for a question to be raised
about how many of these should be participants in the study in order to fully answer the
research quetion. Blatter & Haverland (2012) suggest that case studies are-hialthat

they do not need to rely on large numbers of participants and that it is the quality of the

data which is important. This point is echoed by Stake (1995) who offers the rentiader

case study is not sampling research. Thomas (2013) puts forward three criteria for judging
which cases should be included: those to which the researcher is connected, those which are
good examples of the typical and those which are outliers. Ind€etienet al. (2011, p290)

point out that a key characteristic of case study research is that it is descriptive and detailed.
Both of these points of view indicate that it is quality of data that is important rather than
how much data is collected. Howevar,order for the research question to be answered,

the data needs to be relevant. It is for this reason that purposive sampling will be drawn
upon in order to select cases that are representative of the cohort (and subsequently that
the research questiois representative of other cohortdl}.is proposedthat five groups will

be sufficient to strike the balance between representing the cohort as a whole and keeping

the volume of data to ananageale level.
Building on the dicussion above and considering the research question:

How do technologies support SD student learning on PGCE with QTS within a
Networked Learning model?

In relation to its three sulguestions:

How do students make use of technologies to support stuiteattefact
interactions?

How do students use technologies to support studerititor interactions?

How do students use technologies to support studergtudent interactions?
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It is possible to present an overview of thesearch methodsdopted and ther relationship
to the research questiarnrablel presents an overview of the five data collection methods
that have been selected and shows how each of them relates to the threqusedtions. It
can be seen that each of the sghbestions will be able to draw on a variety of data to help

triangulate and build an informed understanding of the response to the question.

As there are five participating groups, there willfbar tutor interviews (as one of the
participating groups is ynown). The groups range in size from 12 to 20, thus the number of
participants in eah group interview will depend on groups size and the number of students

who have chosen to participate in each group.

VLE Tutor Student Student  Student
usage interviews group surveys  SNS
data interviews content

.Studen'Fto—artefact Vv Vv Vv

interactions

.Studen'Fto—tutor V Vv Vv

interactions

Studentto-student Vv Vv Vv

interactions

Tablel: Research question and data collection methods

Further cetails of each data source are discussed in relation to ethical concerns (sgdion

andin Chapter 4vhere the data is presented.

3.3 Limitations
Flyvbjerg (2006) presesia robust defence of case study research against five common

misunderstandings that are frequently levelled against it. Many of these critiques arise from
conceptions of what research is and how it contributes to understanding that are rooted in
positivig approaches. In his article, Flyvbjerg, defends case study research against the

following misunderstandings:

- General, theoretical knowledge is more important than concrete practical
knowledge,

- One cannot generalise on the basis of an individual case,

- Thecase study is not useful for generating hypotheses,

- The case study contains a bias toward verification,
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- ltis often difficult to summarise and develop general propositions and theories on

the basis of specific case studies.
(Flyvbjerg, 2006, p40)

Cohenet al. (2011) discuss in detail the issue of generalisation in case studies and highlight
that this is a challenge that is often levelled at case studies which frequently use purposive

sampling which is not statistically representative. This is discuss¥ati{014 p40) who

I NBdzSa F3FAyad FGdaSywkia G2 YFE1S adFraAadaaortf:
ISySNIftAaldA2yaéd 6KAOK SAGKSNI NBTFSNI G2 SEA&G

from the study, this point of view is echoed byl&®& John (2015) who make the suggestion

that case study should focus on the specifics of the case but it is relevant to make tentative

ISYSNI A&l GA2YET EA186A488 {G(F1S omddp Llypo

G§KS OF a$8 dzy R 8 didlar veif, David {2807)ddvacates the suitability of case
study in situations where the knowledge gained is intended to be used in some way with the
proviso that it relates to the case only. However, a slightly different approach is promoted by
Thomas (2013) who refers to the work of Stenhouse (1980) and points out that although it
may not be possible to generalise from any given case study, the accumulation of data over
time will build value from case studies. This echoes the point of view exprbgseidke

(1995 p74) that it is from the aggregation of instances that understanding is built. A further
perspective is offered by Van Wyhnsberghe & Khan (2007) who suggest that case studies
should lead to working hypotheses or a collection of lessonsiéehithis is similar to the

point of view that is presented by Harland (2014) who makes the point that case study is not
attempting to replicate the scientific method and that it is up to the reader to learn from the
study by reading from a critical persgve. It is these final viewpoints that will guide this

study, that the aim will be to learn lessons for the context of the course in question and to
offer the findings to a wider audience with the expectation that they will critically consider
whether ithas implications for other settings, this point of view is echoed by Hyeit

(2014) who state that case study is inherently comparative and does not seek to generalise

to populations.

Other aspects which act as limitations to case studies are thteatalidity. Yin (2014, p45)
and Coheret al (2011, p295) discuss construct validity, internal validity, external validity
and reliability and offer a critique of applying tests of these which stem from the scientific
method or positivist approaches tesearch. On the other hand, Stake (1995 p108) does not

explicitly refer to threats to validity, reflecting his interpretive standpoint, instead, he
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discusses the need for triangulation of data sources and the relationship between the depth
of data and thecontestability of any claims based on it with more contestable claims
requiring a greater depth of data. Yin (2014) and Codtead. (2011) suggest how threats to

validity might be addressed in ways that are relevant to this form of research.
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Tests Casestudy tactic

Construct validity - Use multiple sources of evidence
- Establish chain of evidence
- Have key informants review draft case study report

Internal validity - Do pattern matching
- Do explanation building
- Address rival explanations
- Use logic models

Exernal validity - Use theory (in single case models)

Reliability - Use case study protocol
- Develop case study database

Yin (2014, p45)
Table2: Yin's (2014) design tests
The use of a variety of sources of evidence which have beeciaélim order to illuminate
key elements of the research question will provide triangulation (Stake, 1995) and to
maximise construct validity (Yin, 2014). However, the approaches of Yin and Stake are
harder to reconcile in other aspects, for example the aécase study protocol suggested by
Yin (2014, p45) runs counter to the approach of Stake (1995, p72) who acknowledges that
case study researchers make use of protocols but need to fall back on intuitive approaches

when faced with situations that have hbeen previously encountered.

Cohenet al. (2011) discuss this and highlight the importance of the chain of evidence due to

its role in allowing the reader to track through the process and judge its validity for

themselves. Comparable points are madeHigel (1984) who argues for clear discussion of

data such as interviews, or Harland (2014) who advocates high quality case study research

by bringing the reader as close as possible to the experience in order to offer a believable

insight, a similar commens made by Hyetet al. (2014). Whilst such guidance is helpful, it is

y2i lfgléea LlraaArotsS G2 I OKASOS® C2NJ SEI YLX S2
NEZJASSG RNIFia 2N 9AASYKFINRGIQa 6mdpdd adzaAISail:
data. Whilst these are not possible, this study will aim to increase construct validity by

requesting that participants review the data that they have provided even if it will not be

feasible for them to review the analysis of the data.

It is worth noting tle comment that Hyetet al. (2014) make that Yin (2014) views case
study in post positivist paradigm and thus his approach is to develop protocols for the

researcher to follow. This is in contrast to the social constructivist perspective of Stake.
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Likewise Fidel (1984) argues that case studies should not be rigorously planned as the

researcher should be able to react to what they find.

3.4 Ethical considerations
Cohernet al (2011 p76) highlight that the ethics of educational research are situated and

thatitAda y20 adzFFAOASY (G (2 F2f€t26 NHzZ S& 2NJ LINR OS
considered in detail. This discussion will address the topic of informed consent alongside
privacy, anonymity and confidentiality. Whilst informed consent was budttime design

and implementation of this study, it is worth considering the extent to which this can be
freely given. This is because there is potential for a tension to exist between the choice to
participate or not and the knowledge of the students comaal that | am the leader of their
course (and in one case their tutor). This tension is addressed by Nolan & Vander Putten
(2007 p402), although their work is focussed on action research approaches, it does note the
challenge of ensuring informed and freensent when working with learners who are
dependent on the researcher for their grades and other enriching experiences, which in this
case could include the writing of references to be supplied to potential employers. Removing
this tension entirely is ndeasible given the nature of the case to be studied, and it has

been addressed by providing students with an assurance, both verbally and in written
information sheets, that their participation is voluntary and that they could choose to
participate or na participate without fear or favour. All participants were provided with a
verbal description of the purpose of the study and what participation would entail, this was
followed by an opportunity to ask questions about the study. Potential participants lgér

with a printed information sheet and given time to make their decision to participate
individually. A further layer of protection was provided by a cooling off period during which
participants could withdraw from the study. It was made clear thegrahe cooling off

period had expired, any data provided would remain part of the study. As the methods
included multiple data collection points, participants were free to choose to stop

participating at any point during the study. There is a potentsd t© the anonymity of
participants by including details of the dates during which this research took place. However,
the use of pseudonyms and the withholding of the name and location of my HEI keeps this

risk to a minimum.

It is when considering each tife data collection tools in turn that the situated nature of
ethical consideration comes into particular focus. These will be discussed in turn, starting

with those that present the least issues.
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Firstly, the collection of usage statistics from Blackldgafirtual Learning Environment). This
potentially presents a challenge as the VLE is used by all students on the course, not just
those who are participating. However, as the study is only seeking quantitative data on
patterns of usage by participants,dhpotential for tension which can arise from discussion
boards and other common VLE tools that might be used by participants anpgarbcipants

alike is not relevant. It was possible to select, from the list of all users, those who had chosen
to participate and download the data for them alone. As soon as it was downloaded, the

data was anonymised before any analysis took place and has been stored on password

protected devices.

Next, is the use of regular surveys during the data collection period. Pakt@atiticipants

might have agreed to be part of the study, but taking part in surveys was optional and so
anyone who did not want to could simply choose not to respond. It was decided to use an
online survey tool for these (Bristol Online Surveys) dué¢oxide geographical spread and
the challenges present in administering paper surveys. It also offers a greater degree of
convenience to participants. The survey tool used holds data securely and does not collect

any information such as IP addresses thaild be used to identify individual participants.

The use of interviews took two forms. Firstly, one to one interviews with tutors who work
with the groups of students who are participating. Whilst these are all academics who are
familiar with research mcesses and are more informed than most about the meaning of
informed consent it is important to note that they were provided with full details of the
study as well as the protection to withdraw their data during a cooling off period following
the interview. Recordings of the interviews were stored electronically on password
protected devices. | carried out the transcription which negated the need to ensure the
protection of the data between myself and transcription services. The second form of
interview was the use of group interviews with groups of participating students. These were
done with those students who had chosen to participate, it should be noted that within
these group interviews, students had the right to not contribute thus providing another

option to opt out of the study (in other words, to be present but to remain silent).

¢KS FTAYIFE RFEGE O02tfSOGA2Y FLIWINRIFOK (G2 068 02y:
SNS. The complex issues this raises are addressed by Aaen & Dalsgaardn@@kpjared

the use ofFaceboolas a learning space. They highlight the need to get informed consent

and to treat data confidentially and anonymously. This is an area raised by Ess (2009) who

note that online research is frequently good at avoiding decgpéind excessive
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inducements, it is less good at securing informed consent. However, these comments mainly
relate to the use of large chat rooms with many participants who may come and go with

high frequency. The SNS content formed part of the data ferghidy comes from closed

groups that the students have created and thus there is a stable and known membership.
Whilst this makes the matter of informed consent somewhat easier to ensure, Ess (2009)
raises a related issue concerning small groups wherend@bers may know one another

offline and may be able to work out who has commented based on what they have said. The
students in each SNS group all know one another offline and most likely participate online
using their real names but these are closedug® created by the students which specifically
exclude tutors and mentors. Thus, it is an important ethical safeguard to ensure that content

is anonymised and to avoid using content that might identify students within this work.

There are a variety of appaches that have been taken by researchers in this area to the
practicalities of researching SNS content and the ethics related to this. One such example is
that of Selwyn (2009) who joinedraceboolgroup using his real name alongside the

students and priodically archived the content. Erjavec (2012) adopted a slightly different
approach which was to temporarily become a member of the group in order to gain access
to content but did not participate in the group. A different approach is suggested by 8arne
et al. (2015) who propose that faculfyaceboolpages can be used as a shared space for
researchers and participants and that participants can be informed of the purpose of the
group and consent to it by joining. All of these approaches mean that, sttdégome of the

time, students will be aware that tutors will be members of their group which means that it

is not easy to ensure that students have the right to withhold their data.

For reasons relating to the ethical consideration of the right of paaints to withhold their
data and also from a research perspective of not wishing to influence student interactions
online, it was decided to adopt the following approach to collecting data from SNS. A third
party, commercial service was used. They wereipto contact with the students who

added them as a member of their groups. This service made an archive copy of the content.
This was shared with the participants in the form of a searchable database. Students could
then search for their own content arfthg any posts that they did not wish to be part of the
study. The third party then removed these elements and allocated each participant a
pseudonym. These pseudonyms are themed for each group; one uses alternative names,
another car brands, yet anothéne names of pop groups and the final group uses colours.
The anonymised copy was shared once again with the students for approval before a copy

was provided to me. The third party was then removed from the SNS group and deleted
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their copies of the contentThis process meant that protection for students was offered at
many levels; at the highest level, an entire group could choose not to provide this data (this
option was taken by one group), a student could choose not to provide any of their data
even ifthe rest of their group agreed (this option was taken by one student, whose data was
removed by the third party before the data was provided to me), and finally, specific
elements of data could be removed if students were not happy for it to be part ofttidy

(it is suspected that this took place as there are some evident gaps in discussions). From my
perspective as a researcher, it is frustrating to have gaps in the data however, this is
balanced by knowing that a robust process has been adopted tode@articipants with a
complete and effective choice about participation and that their data is private, anonymous

and confidential.
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Chapter 4Presentation of Data

4.1 Data sources which relate to more than one-gukstion
As highlighted itChapter 3 two of the data sources provide evidence that will be valuable in

responding to more than one stduestion. The following section provides an overview of
these along with an outline of the analysis process that took place following dé¢atomi.

This overview will then be used as a reference point when discussing the relevant elements
of the data in the chapter on the presentation of the data. (Where a data source relates to a
single subquestion, it will be discussed within the relevadction of the presentation of the
data)

4.2 An overview of the data arising from group interviews.
Two group interviews took place with each group of participating students. The first round

of interviews took place during October 2017 which is the first tefrihe course. The

second round took place in February 2017 which is the second term of the course. The first
AYGSNIBASSG 61 &4 GKS Y2ald RSGFAfESR YR LINRBJARSR
technology. The second interview was shorter and allowadents to consider if their use

of technologies had changed since the first interview. The firgtepth reading took place

at the transcription stage which allowed for significant immersion in the data. Following
several other readings of the data Wdtibearing in mind the research questions, ideas for a
coding system began to evolve. An initial system of coding attempted to combine the
different strands of Networked Learning (tutors, artefacts and other students) with the
purpose of the network conraion. However, this proved too unwieldly to use and a more
structured system was developed. This was based on semantic blocks of interview where
possible as the nature of group interviews is that there will often be chunks of discussion on
a particular tgic as a number of students comment and move ideas on. The structure of the

system was based on the use of codes relating to three aheas: whatandwho.

Thishow, whatandwhod (0 NHzO (G dzZNB NXf | 1Sa (2 GKS NBaSIk NOK |
Networked Leening and the interpretative approach of this study. It firstly considhens

students are using technology, in other words what forms of technology they are using. A

number of sub codes were developed in response to the most common forms of technology

that students reported using. These are:
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9 VLE resources (including Turnitin and library resources),

9 Internet resources to support academic learning (including Google Scholar),
1 Email and SMS,

1 SNS,

1

Internet resources to support professional learning.

These cdes help to provide insight into the types of technology that students make use of
to support their learning. The structure also provides insight wito the students are
interacting with via the technology. Whilst NL typically considers learning toplake, or

be supported by, interactions between three elements: tutors, other students, and
resources or artefacts, the analysis of the interview transcripts revealed that there are
several different groups of people, for these students, that fall into@He G ST 2 NB 2 F

Thus, the following subodes were developed:

UPL,

1

1 Mentor,
1 People outside the course,
1

Other students.

These codes were then used as filters to split the comments into two categories: those
relating to studentto-tutor interactions aml those relating to studento-student

interactions.

Finally, to provide alignment with the general approach of analysing who the students
communicating with combined with an analysis of what they are communicating about, a
series of sukzodes wee developed to categorisghat the students were talking about. The

sub-codes developed were:

1 Ontask interactions (including assignment or placement discussions),
1 Aroundtask interactions (including details, tasks, workload discussions),

9 Social interactins (including pastoral support, emotional support).

4.3 An overview of the data arising from student surveys.
A total of five surveys were conducted during the research pefiiatle3 provides a

summary of these wikh includes an overview of the point in the course when the survey

52

Wi dz



closed to responses and significant course events that coincide with these dates. It also
shows the number of respondents and the response rate. It is noticeable that the response
rates fel during as the academic year progressed, this might be due to survey fatigue, it
might also be because students felt they were providing the same information each time

and that their responses were not changing. This is borne out by the similaritiespionses

over time.
Survey Number Response
Number Close Date | Point in year of rate (%)
responses
1 31-Oct16 Formative assessment MAPP7044 RAC / buil 42 48
up to B placement
2| 30-Now16 | B placement 54 61
3| 22-Deci16 Post B p_Iacement / working on MARHA 42 48
Summative
4 18-Jan16 | Build up to D placement 38 43
5| 28Febl6 | Post MAPP7044 RAC feedback / D placemen 29 33

Table3: Student survey dates

The surveys contained both open and closed questions which related to teghemlibey

had used as part of their learning, who they had been in contact with and how they had used
technologies to support their learning. Data arising from closed questions is presented in
graphical form within the relevant section of the presentatmfrdata chapter. The data

obtained from open questions underwent minor coding and categorisation and an overview

of this is explained prior to the presentation of the relevant data within each section.

4.4 Studentto-artefactinteractions
The data presentedhithis section relates to learning interactions between students and

artefacts representing one of the three elements of NL. It relates tcsthequestion
How do students make use of technologies to support stuteattefact interactions?

The data sorces relating to these interactions are usage data from Blackboard, responses
from two rounds of group interviews with students and responses from five surveys that

took place at intervals during the course / research period.

4.4.1 Data relating to interactionsetween students and artefacts via Blackboard
The first source of data used to explore the way that students use technology to support

interactions with artefacts is Blackboard (VLE). This allows tutors to export usage statistics

that can be analysed inrmumber of ways to help identify patterns of use. The course
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provides students with three Blackboard sites: one related to the course as a whole, one for
to Raising the Achievement of Children (RAC) and one for High Quality Learning and
Teaching (HQLTAsthere are three Blackboard sites and five participating groups in this
study, it would be possible to present the data for each individually but this would be
counterproductive as the volume of data would mask overall patterns and reduce its

effectivenessn responding to the research questions.

Figurel shows the breakdown of days when students from all participating groups accessed
.f P O102FNR olff GKNBS aixisSa O2YoAySRouo® L
when acessing Blackboard. In other words, they typically access it more during the working
week than at weekends. Additionally, Thursday represents over a quarter of all time spent
on Blackboard which is likely to reflect the fact that this is the day when nfiss do their

faceto-face teaching and will include access by students as part of their taught sessions.

Distribution of time spent on Blackboard by day

Sunday
7%

Saturday
6%

Thursday
26% Wednesday

20%

Figurel: Distribution of time spent on Blackboard by day

Figure2 presents the weekly activitstatistics for all Blackboard areas for all participating
students.It is particularly frustrating that the data collection was not able to capture details
from the outset of the corse until 3% October 2016 as this omits any activity at the start of
the course as well as activity prior to the submission of the first formative assessment.
However,Figure2 does show a rise in activity in weeks beginnintj R8vember 2016 and

5" December 2016 which coincide with the return of formative feedback. The next activity
spike is prior to the submission of the summative assessment for the first module (RAC). If

this data only were available, it would be easy todade that student use of Blackboard
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was driven by assessment activities but the rise in activity in the weeks beginiing 20
February 2017 to'6March 2017 shows a different story. This period covers the time of
intense teaching sessions for the seconddule (HQLT) when students are also preparing
for an intense weeltong placement. This suggests that students are making use of
Blackboard for learning purposes as well as for assessment related activities (submitting
assignments and receiving feedbadhdwever, as students do not leave evidence on
Blackboard other than in the usage Idbs data alone only confirms student interaction

with artefactsand does not provide evidence of learning.

Amount of activity on Blackboard by week
1200

Beginning Developing placement
placement

1000

800 Summative

assessment

600

400

200

Figure2: Amount of activity on B&kboard by week

The export of usage data from Blackboard has some limitations. Firstly, it only stores such
information for a limited period of time. At the point when the data was exported, it was not
possible to access data from the start of the coufsey further study of this area would be

wise to make monthly exports of data to ensure that such gaps do not exist.

la aSO2yR tAYAUGlIGA2Y A& GKIFG a2YS F2Nxya 27F RI
GKIFYy WK2dzZNEQ® | O hanBér Gf elicks auseY 18dkes dzRa8HRspekific aréak S

of Blackboard rather than the amount of time spent online. The reasons for this are
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understandable: that it is easy to measure and a click is a positive action that shows
engagement whereas time spent arpage is more passive (a user might load a page and
then go to make a cup of tea for example). However, it does mean that activities such as

reading onscreen content are not recorded in as much detail as would be ideal.

4.4.2 Data from group interviewsrelgtid (2 &addzRSydaQ Ay dSNI O

There were two rounds of group interviews with each of the five participating groups of
students. Within each of these interviews were questions designed to prompt responses
from students about their interactizs with artefacts. In order to maintain anonyméyg

discussed in sectioB.4, the recording and transcription process did not attribute comments

to specific students, thus, in the extracts presented there is only detailseafrtup which
provided the responses and a distinction between comments from myself (which start with
Gwa0 YR NBalLlRyaSa FTNRY addzRRSyidao

As the interview data had been coded using a system that includgthacategory, it was
possible to use this asféter to identify aspects of group interview transcripts that apply to
technology tools that facilitate interactions with artefacts. The relewahat categories that

were applied to the filter were: Blackboard (VLE), Turnitin, OneSearch (library sealjch t

and Internet (used a catch all term for any internet based resources that students might
access that have not been provided by the university). Having filtered and identified relevant
interview content, the process of reading andreading the extrats could take place in
2NRSNJ G2 ARSY(OGATe GKSYSa FTNRY GKS addRRSyiaaQ |

The first theme to be discussed is Blackboard. Many students showed strong opinions on this
and there were many comments which indicated that it was not a valued resource and

would be something that students might only access on an infrequent basis or when
instructed to do by a tutor. The most frequently cited reason for accessing Blackboard was

to gain access to PowerPoint presentations that would be used irtfafsce sessios.

Students commented on the value of being able to see these prior tetéafsce sessions in

order to preread them and to start the learning process prior to the session starting. These

points are exemplified in the following extracts from the groag@iviews.

I use it about once per week when | am in here and
seewhat we are doing (Burton, first group interview)
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I 611 start. I r @&iflgdt gn email to say you DQ havie  bd on iy (Brestom,
first group interview)

Not all student learning takes place via fa@oeface sessions; assignments are an important
part of student learning. Consequently, there were several comments orssioceartefacts
that would support student learning in preparation for assessment activities. The first one to
be considered is OneSearch, which is the university provided search tool that searches the
university library and journal databases. Whilst sashalents found this to be a useful tool
and commented on how it helped them to access artefacts to support their learning, many
cited that is was frustrating and that they would default to using Google or Google Scholar to
source relevant materials. Studesrfelt that it was vital to be able to access electronic books
and journals as their courses are based within their alliances rather than at university. But
this was not a view shared by all as some students commented that they had considered
driving to he university campus in order to gain access to hard copies of books. Indeed,
there were many frustrations expressed with electronic books and journals including
NE&2dz2NOSa WiAYAYy3 2dziQ FyR QGFyAaKAy3a: (2
A collection of comments which represent these points is presented below.

OneSearch, is that what you use?

Yeah (much agreement)

| use it a lot (much agreement)
Google scholar is good as well. (Carlisle, first group interview)

And | dve useadarGooglhetSaholicles that arendt in
referenced in a book that | have read that | need so | then go and get that from somewhere
else. So | use googlequite a lot for that. (Burton, first group interview)

It is logical to follow the discussion of accessing learning materials useful for assessment
activities with a discussion of the assessment process itself. Students are required to submit
their work via Turnitin (an onlinassignment submission tool and originality checker) and

this was the topic of a number of conversations. The convenience of online submissions was
expressed as a benefit of such a tool. Also, many liked the different forms of feedback that it
facilitates.As assessment issed as a way to measure learning, the views of studemthe
contribution that feedback made to subsequent assignments is useful as evidence of
interactions contributing to learningComments that illustrate these opinions are presented

below.
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| think it is quite a good way of getting feedback because you can see where they have
commented on certain bits of the essay as well as like an overall view of it as well. So, it is good.
(Carlisle, first group interview)

The feedback was good but | wish you could print it.
(Burton, first group interview)

Towards the end of each interviestudents were asked to prioritise all the different types of
technology they had talked about in relation to the contribution they made to learning. The
responses were quite insightful. Many answered a different question and said that friends
would be thefirst port of call to support them with their learning if they were stuck (either
faceto-face or by SNS). If friends were not available or could not help then topping the list
of technology tools was the Internet. Only if this did not help would studentsto

Blackboard, thus a discussion of comments about Internet based resources will be of value,

an example ipresented below.

| guess, with some respect, because | am with gtudent) at (schoo) who is quite clued up, my

first protocol is to ask (stud ent). If she is struggling with it, then | might bring it up with another

lecturer or somebody else. Then | might go to WhatsAppand i f peopl e dondt know
then | would have to |l ook on Blackboard. whatds my

Firstly, it should be noted that the types of use that were discussed could be described as
independent learning of professional knowledge. Students shared many examples of how
they had built their professional understanding of classroom practiceutiinidhe use of

Internet resources. Sometimes this would concern their own subject knowledge, sometimes
it was to develop pedagogical knowledge of how to approach the teaching of a particular
topic and other times it was to access specific resources tasbd as part of teaching

activities in classrooms.

In comparison to the question about how often Blackboard was accessed, students

commented that the Internet was used on a daily basis and some students commented that

the range of materials available madei K+ NR G2 RSIFf @gAGK | a GKSNB
GKAYy3IQ G2 221 Fdo {ddzRSyGa GFt 1SR Fo2dzi F NI
(YouTubég Twinkt, Sparklebok TES Pinterest).

1 https://www.youtube.com/

2 https://www.twinkl.co.uk/

3 http://www.sparklebox.co.uk/

4 https://www.tes.com/teachingresources
5 https://www.pinterest.co.uk
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Sometimes | think | tend etohionvgeranrde sle atrhcihn ks 06 tl héal tl
so 1611 save it and then it turns out that | have
|l ost dondét you (Preston, second group interview)

It was interesting to hear how students applied critical filtershieir Internet searches in
order to have confidence in the value of the artefacts they encountered. Many would
consider detailed understanding of their classroom context in relation to the artefacts.
Whilst others would consider the context of the artefafound and take note of factors
such as the geographical location of search res8lieh interactions provide evidence of the
way thatstudents are doing something different as a result of interacting with artefacts

which can be considered as evidenddearning.

It depends what you are looking for, because if it is like a technique to, you know, do long

mul tiplication, you know if it works or not so

and the qualification of the person who has posted it, you can see if it works. But if you are

l ooking into, | donot know, RE, you might want
this?6 6are they qualified to say this?d (Carlisle,
I think a | ot of YouTube is American &

Yeah

€ whlified frustrating and | often just turn it off straight away because | want something UK

based, especially if | am going to show it in a
Yeah.

é | donot want an American narrative (Carlisle,

As all students are paireditir a mentor when on school placements, students were asked
about their reasons for turning to the Internet for such professional development

information rather than asking their mentor. Their responses included not wanting to reveal
their ignorance to thee mentor but much more frequently, they discussed a desire to be

able to make an informed choice from a range of options that was much broader than the
responses from a single mentor. This is indicative of students drawing on a broad network of
connectiors to artefacts to develop their learning. Again, these points are exemplified by the

following comments.

But there are certain things that you dondt want

because it makes you sound a tiny bit incompetent. Ifyout hi nk &1 candét think
mysel f6, so there is an el ement of o&éyeah, 1611

al so i mpress them by &6l ook what | can come up with:
interview)
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And it is specific on the internet, because if you just quickly ask your teacher or your mentor,

6what can you tell me about this, because | dve got
de, just do this, just do that. But when you are online, you are specifically looking at a certain

area and it is specifically aimed at what you need that week or certain search to specifically aim

at what you are trying to teach. And there is not just one, there might be three of four different

clips and then you can go into the backgroun d and you can dig underneath it to really

understand it. Rat her than just getting a surface

In summary, participants typically reported that they placed little value in the formal
learning artefacts provided by thastitution via Blackboard and that they would access
these only when directed to do so. In contrast to this, students stated that they make wide
use of selselected artefacts when seeking to develop their learning in relation to formal
assessment actives or professional learning for placement. They felt confident to make use
of these sekselected resources as they were able to apply their own critical filters to the
range of resources available. An area where formally provided artefacts were generally
valued was via the assessment process where the use of technology to facilitate the

submission and feedback process was felt to supportive and effective.

4.4.3 Data from student surveys relatinggtudentto-artefactinteractions
An additional point of referereeregarding the way students interact with artefacts comes

from the responses to the surveys that students completed. There were five surveys
conducted during the research period that were timed to coincide with specific periods of
activity during the cowse.Details of the dates of these are summarised @ble3. The

survey data helps to provide a descriptive overview of different technological tools and how

their value is perceived by students.

Figure3 shows how students responded to a question asking if they had accessed

Blackboard during the week prior to completing the survey. This was intended to give a

z

aylLlakz2d 2F addRRSydaQ . ftFO01062FNR dzasS a4 | &

w»
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Have you accessed Blackboard during the past
week?

100 - .

80

60

40

20

1 2 3 4 5

m yes (%) mno (%)

Figure3: Summary of Blackboard access from survey data

Thetwo surveys that indicated the lowest engagement with VLE were 2 and 5 (o€fable

3for dateg, these coincide witlperiods oftime when students were on placemernthis

mirrors the responses that students gave about their use of SNS during placement in that it
was reduced. It is also understandable as the content of Blackboard supports student
learning in relation to their credit bearg modules which students would not be working on

during their placements.

The reasons for accessing Blackboard were explored through a follow up question and a
summary of these responses is presenteétigure4. The categorieshown were presented
as options for students to select from, they were able to select as many of the options as

they wished.
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Purpose of Blackboard access

lecture / PPT Assessment Turnitin Communication tools other
information

50
45
40
35
30
2
2
1
1

g O o1 O U

mSurvey 1 mSurvey 2 mSurvey 3 mSurvey 4 mSurvey 5

Figure4: Breakdown of Blackboard access by purpose of visit

The first thing to notice ifrigure4 is thatlecture / PPT, assessment information and Turnitin
account for the majority of response$he three of these can be seen as a proxy for
evidence of learningn other words, students access artefacts in the form of lectutes)o
confirm the assessment requirements and then prowdalence of their learning through

their assignment submission.

It can be seen irigure4 that the three surveys where there was the highest reported
access of Blackboambincide with the highest reported reason for access being Turnitin.
This is the assignment submission and feedback tool that is integrated into Blackboard.
Survey one overlapsith the submission of the first formative assessment actilitfewise

suneys 4 and 5 coincide with submission and feedback on the summative assessment

activity.¢ KA & LINPOPARSA AGNRYy3I SOARSYyOS (GKIFG aidz

assessment.

Figured also shows that at the point ofisvey 3 students responded that they made greater
use of Blackboartbr lectures, PowerPoints or to access reading before or after a taught
sessionThe date of this survey coincides with the period of most intense teaching on the
second credit bearing module, HQLHieh is matched by the peak in Blackboard activity

indicated inFigure2 (based on Blackboard usage data).
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In addition to the questions presented Higure3 and Figure4, students were also asked to
respond to questions which had fréext responses. The purpose behind these was to
provide students with an opportunity to identify technologies which they deemed to be

significant in their learning without being prompted by optiamtained in a question.

The first of these questions asked students to identify which technology they had used most
frequently (the implication being that frequency of use has a correlation with significance to

their learning). The responses were grofpe & 2 0 KI G O2FadeBogkiza a dzOK | a
Paceboold NP dzLJQX W{ 2O0Alf aSRAIFQ 6SNB (G(NBIGSR I a
that there were no significant differences in the responses across the five surveys and thus

the data has been amalgamated anegented inFigureb. What is significant about this

data is the technologies which facilitate access to artefacts: Internet, OneSearch and

Blackboard, were infrequently identified by students as the one that they had used most
frequently that week. From this, it could be implied that students place little value on the

role of technology to facilitate interactions with artefacts to support their learning.

Accepting thatigureb suggests that only 5% ofgpondents used Blackboard more
FNBljdzsSydfe GKIYy W20KSND (GSOKy2f23ASa RdzZNAy 3
it plays a significant role in learning. As a supplement to the responses preseiftiggiied

which a&ed students about the purpose of their visits to Blackboard, students were asked

to articulate how Blackboard supported their learning. The results were categorised and
presented inFigure6 which strengthens the case for the edhat assessment plays in

learning which was introduced in the discussion arobiglired. It also supports the

proposal that students make use of Blackboard in order to access materials that support

their faceto-face teachingSa aA 2y a +a Wi SOGdz2NB y23S5SaQ NS AR

frequent response to the question about how Blackboard has supported learning.
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Which technology have you used most frequently this week in

relation to your course?

Phone- contact peers /

d-\ mentors
4%

Blackboar

5%
BL\

University Librar
5%

Assignment writin
(Laptop etc) g\
5%

Internet for
journals / academi
content
7%

emails
8%

Figure5: Student views on which technologies play a role in their learning

In the sameway that students were asked to say how Blackboard had supported their

learning Figure6) students were asked to articulate the role that the: university library, text

based internet content, and image or video based internetteot all support their learning.

When reviewing the responses to these questions it was apparent that the responses all fell

into very limited ranges of answers to no further analysis to break them down or present

them as charts is required. Overwhelmipgstudents said that the library had been useful in

supporting learning as it (perhaps understandably) provided electronic access to books and

journals.
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In what way has Blackboard been useful in supporting your
learning?

other (emailing) . Placement
7% information 2%

library resources
8%
Information all in one
place

13%

Assignment (info,
details, submit,
feedback)
40%

Figure6: The role of Blackboard in learning

When asked about internet lsed content (representing interactions with artefacts not
provided by the university through either Blackboard or the library), the students

commented on the different role that text based content played in comparison to visual
content in the form of image or videos. Firstly, they felt that text based content was useful

as it supported learning by providing access to resources that played a role in assignments
and, secondly it played a role as a source of lesson ideas. The first of these reasons is aligned
with comments from students about their frustrations in accessing books and journal articles
via OneSearch or the library and that many of them resorted to the use of Google Scholar for
this (discussed at the start of this chapter). The second of thes®ons acknowledges the
importance of professional learning on placements and how access to a range of ideas
relating to classroom pedagogy in important. (This also is discussed at the start of this

chapter).

In contrast to these two reasons, when asked @idhe role of image or video content and

their learning, students responses were strongly centred on professional learning. However,
here they make a distinction between accessing a range of ideas relating to classroom
pedagogy and accessing resourcesohtgupport the development of their curriculum

subject knowledge. Consequently, the format of Internet based artefacts is important when

considering the role they play in learning.

To summarise this section, participant responses to surveys show highieeépevels of
access to Blackboard which contrast with the low value placed on Blackboard which was

reported via group interview responses. There is evidence that course activities such as
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assessment and intense periods of teaching are important incenpvempting students to

make use of artefacts provided via Blackboard. This comes from both direct questions about
this as well as fre¢ext responsedoth of which offer some evidence of the relationship
between interactions and leamng. When asked to aoment on which technologies had

been used during the week related to their course, there were few responses relating to

those technologies which supported access to artefacts.

4.5 Studentto-tutor interactions

4.5.1 Overview oktudentto-tutor interactions and asstated data sources.
The data presented in this section relates to the element of NL which concerns interactions

between students and tutors. There are three sources which have been utilised to provide

the data for this section in relation to the swjuesion:
How do students use technologies to support studerititor interactions?

Firstly, there are the two rounds of group interviews with each of the five participating
groups of students. Secondly are the responses from the five surveys that toolaplace
intervals during the course. Finally, there are interviews with the UPLs who work with four of

the five groups (myself being the fifth UPL).

Thesecondelement of NL4longsidanteractions with artefacts and other students)

concerns interatons with tutors. Due to the nature of this course, the students interact
withseveraRA FFSNByYy i LIS2L)X S K2 FlrFff dzyRSNJ 0KS GA0
teaches and assesses the two credit bearing modules. Thenmalit bearing modules are

taught by teachers from schools within the allianSecondly, therés the mentor who

works with students while they are on placement.. Finally, there are experienced teachers in

SNS networks external to the course. As a consequence of the varied nahgszple who

O2dzZx R 0SS Ofl&aasSR Ia WidzizaNRX GKSNB | NB | ydzYi

play a role in facilitating interactions between them.

To facilitate an understanding of the role of technology in supporting these interactions,
three different data sources are available. Firstly, there are elements of the group interviews
with students that discuss these, secondly there the questions within the technology use
surveys that relate to these interactions, and finally, there are intervisiils UPLSs to

provide an alternate perspective to those of the students. An ideal scenario would include
interviews with mentors. However, as there are 82 students participating in the study, each

of whom would have a different mentor per placement, alixdfom would be widely
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geographically dispersed the time involved to conduct even a sample of interviews was

prohibitive and so this perspective has not been included within this study.

4.5.2 Data from group interviews relating to student interactions with titor
In the group interviewga summary of these is presented in secib8), students talked

LINRYI NRE&@ | 062dz2i AYGSNI OlAzyada 6A0GK GKNBS 3INERdz
their UPL, their mentor, and others oidgs the course structure. There were occasional

comments regarding interactions with their PPL or viifrary and Student Servigdsut

these were infrequent and where they were discussed, they were only mentioned by

individual students indicating thhauch interactions are not regarded as significant by the

majority of students. Thus, they have not been included in the body of data for this chapter.

In terms of the volume of comments made during interviews about interactions with the
four groups of peple mentioned above, by far the largest relate to interactions with
mentors, followed by those with UPLs and finally, those with others outside the cdihise.
will be adopted as a structure for presenting the data from the group interviews. To
preserveanonymity, names of students were not associated with their comments during
group interviews. In all of the extracts presented, the group which provided the comment is
indicated along with details of which round of interviews the comment came from. Winere
O02YYSyidG ¢Fa YIRS o0& YX®&E AlG A& LINBFFOSR sAGK
{0dzRSy G0 AYyGSN)I OlAz2ya 6AGK YSydaz2Nm | a wid

Firstly, there was a body of discussion about the different technology tools that were used to
communicate with mentorsAll students confirmed that they haghared email contact
details with their mentor

Q - What about communications with mentors: is that email, do you text do you Facebook with

them?

Email

Q - And for those who do text their mentor, do you have an email contact for them as well?
Yes (Burton first group interview)

There was some variation in the responses concerning interactions via Short Message
{ SNBAOS o6{a{z O2YY2yfé NBTFTSNNBR (2 Fa WiSEGQ
this being the case.

Q - Does anyone NOT have the mobike number for their mentor?
(Several responses to indicate they dondt have)
I dondt for my ment or Db(eylde, first graup iftesview)ymy ¢l ass t eachel
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Q - Does anyone NOT have mobile number for their mentor?
Me, am | the only one? (agreement. Laugher) | will get it on Monday! (Carlisle, first group
interview)

Where students did communicate with their mentor via SMS there was no widespread
agreement over who initiated this network interaction. Where it did exist, it was felt that the
existence of sch a network connection led to better relationships with the mentor and

better classroom practice regardless of what was exchanged via the connection.

Q - You have text messages with your mentor?

Yeah

Q - Who initiated that? Was it you or was it your mentor?
Both (Fylde, first group interview)

Q - Who initiated the swapping of number? You or your mentor?

My mentor Yeah. | have the phone number for my class teacher and for my mentor. But the
class teacher was more initiated by them whereas my mentor was nore initiated by me. (Fylde,
first group interview)

The following comments provide examples of the way that the use of technology to form a
yShig2aN] O02yyS8OlGAzy 6AdK I YSyd2NI Oy KI @S | |
experiences and outcomesd byimplication, learning

Yeah, she is more approachable, | have a million and one questions and | sometimes think

6should | ask her?d but because she (Blakburgi ven me h
first group interview)

Yeah, whereas texttendst o be praise 6you did well todayd that
Q - So text (messaging) in that scenario has helped you maintain confidence in your teaching?
Yeah.(Fylde, first group interview)

In addition to the nature of professionatlationships influencing the choice of technology
used for interactions with mentors, the content and context of the interaction has an
influence of this. Factors that contribute to this choice include whether the interaction is
brief, detailed, professical, pastoral or urgent. As has been mentioned, for some students,

there is no choice:

| only ever email my teacher (Preston, first group interview)

However, for those where there is a choice, then the decision between SMS and email is

frequently driven bythe topic of conversation, the following examples illustrate how short,
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quick exchanges would be done by SMS and longer exchanges which might revolve around
the shared development of lesson plans would typically take place via drail.

interactions regeding of lesson planare examples of how interactions lead to changes in

the way things are done by students which represents evidence of interactions leading to

learning.

Mymentorhas texted me to say-umnhifrogsndl, i bhentodethmed dyorigotn @
so he sent me a quick text that morning but obviously, if it is more information based then it is
sent in an email. (Flyde, first group interview)

Plans and long pieces as emails, and last night | was putting a display up and | just texted aul

said 61 am putting a display upd and she said 6oh,
does that make sense?d But | ong winded, &6doh, here |
think of this?6 would be an eéemgil webat ej doti ng qhi sl
be a text.

Q - Do you get feedback via email on your plans when you share them?
She will look at my plans and then do notes on top of it and send it back and if another email
comes in she might(Preseryfirsbdroudintekvew)al | of t hi s o

The immediacy of SMS communications was raised by a number of students and reflects the
heavy workload of the course which leads to intense time pressure on evenings, particularly

during placement and the need for quick answérse following excerpts illustrate this.

| only got round to exchanging numbers to text was because of a breakdown of

communication of emails. There was one week where | was planning for a lesson and they had

emailed across a change in the plan which1didndt r ead because it was | ater
went in with my plan, | should have changed it. So
text you to remind you to look at. It just went from there and it went more to a communication

that way. (Carlisle, first group interview)

It is more immediate. Yeah, you know they have got it.

| swapped numbers with my mentor before the summer holidays. | had a pre-course meeting.

The most useful text | got from him was what the dress code was for the INSETday. That is just

somet hing, your first | NSYEafisle, firsbguoup irftervievg)t ever | NSET

In addition to the immediacy of SMS messages, students often referred to the use of SMS for

communications of a pastoral, informal nature as thldwing pair of extracts illustrate.

I't was an offer as well dgétdondttopushdssorthefet hndoc
was emai l it would be more about, I dondt know, ob:
thing (Burton, first group interview)

Yeah, | had a bit of a wabble and my mentor texted me and to check that | had sorted things
out and that things were alright again. (Carlisle, first group interview)
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There were mixed opinions regarding the appropriateness and value dbBM&intaining
interactions with mentors. Some valuing it as a means of maintaining ties with their mentor

whilst others felt it an inappropriate resource to use.

| used Facebook to talk to my mentor on my developing placement, so | learnt through that
because | would ask her questions(Fylde, second group interview)

Q - Are any of you on SNS with your mentors?

No.
Mine tried to add me but | didnot accept, | donot |
pretended that | h éCarbda, @irst greup iaterviewt . (| aughs)

In summary, students reported widespread and sustained interactions with their mentors
through technologies. These interactions would typically take place via email or SMS and the
nature of the communication would influence tiselection of the most appropriate

technology. For example, short quick exchanges would be sent via SMS whereas longer
interactions with attachments would be conducted via email. Another factor relating to
decisions to make use of SMS for interactions wsagrimediacy and conventions around its

use for short confirmatory messages to maintain and boostestfem.Interactions about

lesson planning via emaitovide direct evidence of learning whilst pastoral interactions via

SMS are indirectly related tduslent learning.

Student interactions with UPLs
In contrast to interactions with mentors, student interactions with UPLs via technology were

both less frequent and almost exclusively via email.
Q-So (UPL)G6s primary form of irctemomwthyadisvion (when sh
email?
Yes.

Q - To your student email?
Yeah (Burton, first group interview)

Students provided interesting examples of the way that different elements of NL would
interact regarding communication with UPLs. Particularly reiggrthe combination of
studentto-tutor interactions alongsidstudentto-studentinteraction. Students would use

SNS to check that everyone was aware of messagestérons.

I think we do use it quite wel leislaimkssageygdoand we wer e
have a | ook at the messaged or Ohas everyone seen
interview)

I f someone puts something on the Facebook group t hg
(UPL) then | 81 | ondficst gmup intetview) hend ( Pr est
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There were different opinions about which element of NL should be the starting point when
information was required. Some felt that it was better to approach other students before
the UPL whilst others thought the opposite. hetsecond example, the student illustrates
how a oneto-one communication might lead to the sharing of this information via SNS to
the rest of the groupln these examples, the interaction with the tutor is one step removed
as evidence of learnin@) other words, it is when the interaction with the tutor is
subsequently shared with other students thatdisults in learning.

Sometimes it is just easier to ask one of us lot than to email (PPL)Preston, first group
interview)

To be honest, iflhadanyoft hose questions, | just emailed (UPL),
Q - Did you then share that information when you had got it from (UPL)?
If | had it, yes (Burton, first group interview)

Whilst the majority of students who shared examples of interactions with their UPL talked
about oneway communications, for example where the UPL gave details of tasks that
needed completing, or for clarification of details about tasks, times locations etc, some
students discussed how email communications with their mentor fulfilled an importan
pastoral role. In these examples, it appears as though the communications are ongoing and

sustained and that they play an important role for the students concerned.

Q - Do you email (UPL) at all? Much? Often?

No (many voices)

Yes (one voice)

Q - What do you email him?

Everything! I am just 1i ke, d¢Pnestonyfirstggmup,nterwiéw) my god!

I have been in emai/l constantly with my tutor [ é&]
Q - Can | just come back then, you said that was particularly helpful to you, could you, is it

possible to say, how it has been helpful? Or what impact it has had?

Erm, it is just a constant really, the support if there is other things going on and with

assignment things, questions about my pl hicgement kB |
that | have used with both tutors (UPL and PPL). It has just been usefu{Burton, second group
interview)

Finally, some students regarded the feedback they received via Turnitin as a form of
interaction with their UPL, the final statement in the @lling example shows how the

comments were received in a conversational manner.

But (UPLG6s) feedback was great
Yes, really helpful[ & ]
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| liked it because, it is not necessarily a whole thing that you have done necessarily wrong but it
is just maybe you have the wrong word in the wrong place or the wrong date and you are like
6thanks for picking up on t h@urtonbfiescgeoupsngerview)woul dndt |

Key points arising from this section are that students perceive that interactiondUiitis

are predominantly via email and that they are one directional. In other words, they are tutor
initiated and contain instructions or details of tasks that need completing. The exception to
this is exchanges between students and tutors that take pdecpart of the assessment and
feedback process that takes place via Turnitin; some students recognised this as a useful

communication channel with their UPL.

Student interactions with others outside the course
An interesting outcome of the group interviewas the information that students provided

about the way that they make use of interactions with people who are outside the course
d0NHzOGdzZNBE odzi 6K2 ¢g2dAd R Flrif Ayd2 GKS NRtS 2
cases mentioned, the students veebuilding network connections via SNS or email

subscription lists with teachers and educationalists who were able to offer guidance support

YR FROAOS G(KIFG 62dA R AYLI OG 2y GKS aitdRSyiGad
illustrates how an open gup onFacebooks being used as a source of teaching ideas whilst

the second one refers to the use of emails newsletters.

Because you wil!/| see a comment and someone wil/ as|
is something you can do to followthepost , so someone will say 61 am te
has got some really good creative ideasd so you cal

they might put a link on to something or a picture of a display. So they are brilliant! (Preston,
second group interview)

Like subscriptions as well like | subscribe to the[unclear] and she sends out emails all the time.

and then | have activity village and TES and loads of them and when they send newsletters out

every month, if anything appeals to you, you can just click on it and go read or whatever and

hear peopleds viewpoints and such. (Blackburn, sec:

Whilst these interactions fall outside of the bounds of this case study, they have been
included as they help provide information on the wagitlstudents will sefselect people to
act in the role of tutor and that they will make use of technologies they deem appropriate in

order to do so.

4.5.3 Data from student surveys pertainingStudentto-tutor interaction.
Each of the five student surveys éoh A Y SR jdzSaGA2ya 6KAOK NBf I GSR

GAGK GKSANI Gdzi2NX® Ly GKS O2y(GSElG ZADetails &S & dzNIJ
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the dates of surveys is presentedliable3) Figure7 shows the percentage of respondents
who reported having been in contact with their tutor during the past week. It should be
noted that the question does not clarify the direction of communication (whether it was the
tutor initiating the contact or the student), the direction of communication will be discussed
in the final part of this chapter which presents results from the tutor interviews. Also, it
should be noted, that in no survey did more than 40% of students report having been in
contact with their tutor. The two surveys that show the highest reported levels of contact
with tutors are three and five which took place prior to the submission of the first

assessment and following the release of feedback on this assessment.

Have you been in contact with your tutor during
the past week?

120
100
80
60
40
= B
0

Survey 1 Survey 2 Survey 3 Survey 4 Survey 5

myes W No

Figure7: Chart showing percentage of students who have been in contact with their tutor

If students had responded to say that they had been in contact with their tutor, they were

asked to provided details of the method they had used tedd-igure8 shows that the

most significant technological tool used to do so was email. Small numbers made use of

LK2yS 2NJ {a{ O2yidlOld 6¢KS TFTAIdNBE T2N w2{iKS!I
to only consider contact other than fage-¥F I OS® L ¥ addzRSyda asSt SOGSR
invited to state how the contact had taken place. In all the examples, students who had

A 2 4 A ~

the question)
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Methods used to contact tutors
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Figure8: Methods used to contact tutors

In addition to asking about the methods used to contact tutors, students were invited to
offer a reason for the contact. The fréext responses to this question wereagiped

according to topic and are presentedTiable4. It should be noted that the response rates
here are very low and so have questionable reliability. However, the two largest reasons for
O2y il OUAYRAIyHSIHER aW! adz2NBSe m FyR Wtfl OSYSy .
other data presented that indicate that these course elements dominate student focus at
these timesln summary, students engage in low levels of interaction with tutors, but where

these irteractions do take place they are relatedttipics concerning student learning.

Survey Survey Survey Survey Survey

Category 1 2 3 4 5
Assignment 7 1 1 3
Placement 2 11 1 1 4
Misc 2 3 2 2 2
Tutorial (arranging, details etc) 2

Health, pastoal, absence 4 2
Session notes / reading / tasks 3

Job related 1 1 1
Total 11 15 14 7 9

Table4: Reasons for tutor contact
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Finally, there were two other fretext questions that relate to the NL elementsifident-to-
tutor interactions:ocHow have you used email to support your learni(fgure9) and

oHow have you used SMS / text to support your learrér{§Ryure9).

Figure9 shows that email is used to contact tutors and mentors much more than it is for
interactions among students such as sharing planning or exchanging information. This
supports other data about the way that students select techna@algiools depending on

who they are interacting with. It is also noticeable that email is consistently used to a greater
extent to contact mentors than it is to contact tutors. This reflects other data about the

volume of interaction that takes place viachnology with mentors.

How have you used email to support your learning?

Contacting tutor  contacting mentor/  Sharing planning other Information exchange
class teacher

10

(0]

»

I

N

o

ESurvey 1 mSurvey 2 mSurvey 3 m Survey 4 mSurvey 5

Figure9: How have you used email to support your learning?

The responses to the question about the use of SMS were grouped and are presented in
FigurelOwhich shows that therevere no reports of students using SMS to contact their

UPL and only a handful of examples of it being used to contact their mentor.
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How have you used SMS / text to support your learning?
14
12
10

o N b OO

Placement issues Social contact with peers  contact with mentor keeping in touch

ESurvey 1 mSurvey 2 mSurvey 3 m Survey 4 mSurvey 5

FigurelO: How have you used SMS to support your learning?

These responses from the student seyg show that in each of the five survey periods
students typicallydo nothave contact with their UPL via technology. When they do, it is

most likely to be via email and that the context for these interactions is likely to be related
to assessment activés or placement activities. When asked about the role that email has
had in their learning, the majority of student responses indicated that it was used to interact
with UPLs or mentors. However, when asked the same question about SMS only a minority
of responses related to interactions with tutors and these related to interactions with

mentors.

4.5.4 Data arising from interviews with UPLs relatin§tiecdentto-tutor

interactiors
The first theme that arose from the interviews in relation to NL and the elerofnt

AYGSNI OlAazya ¢AGK (Gdzi2NBR ¢l a GKIG GdzizNBRQ O2°
directional and that there was not an expectation of interaction. Communications were

frequently described as emails in which students were informed of tasks or getdhh

needed to be completed. The following extratstrates this point, it alsoimpliesthat

tutors are willing to assume that such interactions will result in learning without the need for

students to respond

I will send them messages, | will reierate expectations. So, for marking and feedback, | said,
o0You are going to be getting your feedback back on
it was just reiterating those messages. (Interview with UPL for Preston)

These comments did not exclusively define tutor interactions with students as there were
examples where tutors had engaged in sustained conversation with students via email.

Where these were reported, they wefecussed on pastoral issues rather than directly with
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student learning. The following extract summarises this. It aligns with the data from student
group interviews where there were reports of students commenting on the value of regular
email contact withtheir tutor.
But the follow up has been emails. So, after | hav

things?d 6hope they are going welld 6l et me knowo
there has been a bit of a dialogue. (Interview with UPL for Burton)

It is possible that the majority of tutor communications were reported as being one
directional because tutors appeared to recognise the primacy oftiaface teaching and

the importance which students attach to this.

Our time with the students is so much about delivering content. However much we say it about
facilitation, which it is, but it is stild]l 6t his i:¢
is what you will get from itd (Ilnterview with UPL 1

This exanple shows how, even in the fate-face teaching, the locus of control rests with
the tutor and would be aligned with the orgirectional flow of communication between

tutors and students.

In addition to interactions around teaching, interactionsamnd the assessment process

form an important part of the learning process. Here the use of Turnitin for the assessment

YR FSSRol Ol LINRPOSaa NIXrAaSR a2YS 1Se LRAylGao
supporting a dialogue about student leamgi

But | dondt think it encourages the student to act
an opportunity for a learning conversation. (Interview with UPL for Preston)

Whilst others were anxious about the ability of written comments to tadypvey an

accurate portrayal of the intended meaning of feedback.

Yeah, and you think you have been really clear in what you have said but it is their
interpretation of it at the end of the day, and, you know, they can interpret it differently. Even if
you think you have been really clear! (Interview with UPL for Carlisle)

The students have provided the work, you have given dialogue on it but for them it requires
that face-to-face discussion to help the students really understand what is needed. (Intervew
with UPL for Burton)

This would lead to attempts to engage the students in dialogue about their assignments in
order to arrive at a shared understanding of the feedback. Again, this highlights the primacy
that tutors give to facdgo-face communicationsWhilst tutors have offered opportunities for

dialogue about feedback, responses from students have been mixed.
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I have had to say O6contact me, |l et me know what yol
phone i f need be, we ¢ynkn@&kguEan offembutahere i¢ @efinitelyo it 6 s

some in there who I am thinking 6you didndt do wel |
an email that says o6you really need to be sure that
meansd aonmdtyowget, [ ] any comment back (lnterview Vv

There is only one who has got in touch and she has arranged a tutorial (Interview with UPL for
Carlisle)

In addition to tutors typically engaging in one directional communications and having
greater regard for facéo-face contact, they also place limitations on the format of
communications with students. The resistance to interact with studentSamebooks
grounded in the need to maintain proper professional relationships with students a

acknowledged by the following example.

| dm not pBaceboologfr otuhpe.i rl n terms of professional dista
either. (Interview with UPL for Preston)

Tutors also attempt to model professional approaches to appropriate timesgwhich
communications should take place, for example, through the clarification of office hours.
This is evidently a different approach to that taken by mentors who students talked about

contacting during evenings to discuss planning.

| 11 be omersftectlldy |h say t o t he a6 Mor@ayitogrhutsday, 8y wor ki ng
on a Friday (except when | am here with you of coul
they dondt need to know that. I dondt fodQarliskey emai | s

The most common technology tool used to communicate with students is their university
provided email account. Again, this is grounded in reasons of professionalism and security.
Q - Email, is that your primary form of communication?

Yeah, hat is all | use and all we encourage them to use, partly because you have got that
security of it coming through the university system. (Interview with UPL for Carlisle)

But again at induction we say, ORi ghtlcométopom now on.
your student account. You can forward that to your personal email, that is fine. But, you know,
that is all we(Intervieav withdJPlnfay Carlisle) u s e 6

In addition to university email accounts, there were mixed views about the usmbile
phone to maintain contact with students. Some indicating that they would never consider it,
some that it would be OK if it were a phone provided by the university and others who have

given out personal phone details in specific cases. Again, thesaples are to be
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contrasted to feedback given by students about the frequency with which they contact

mentors via mobile phone.

Q - Do the students use anything different? Do they have your mobile?

No.

But if you are getting a new university phone & ?
I might then give them my number (Interview with UPL for Burton)

In certain cases, where there have been real issues,Have given my mobile number. Because |
am not in the office very much. | am very rarely in my office so | either give them my mobile or
it is going to be home so it is one or the other (Interview with UPL for Fylde)

Key points that can be drawn from this data are that UPLs readily acknowledge that most of
their communications with students are one directional. That is, they are the oriagitde

the interaction and that the nature of the communication does not typically lend itself to a
response from students. Despite the availability of a range of technologies to facilitate
interactions with students, UPLs will typically select em#ihgconcerns over

professionalism and privacy in relation to other technologies such as SNS or SMS. One area
where UPLs interact strongly with students via technology is through Turnitin, however,

even here, tutors will revert to faem-face interactiors if detailed discussions about

feedback are requiredAll of which is suggests that tutors do not see the potential of

interactions facilitated by technologies to have great value in learning.

4.6 Studentto-studentinteractions
This section relates to intaction between students and other students and is aligned with

the subquestion:
How do students use technologies to support studergtudent interactions?

It is the richest in data and consequently this section is extensive as it attempts to provide a
comprehensive overview of these interactionEhe data source which provides the most

detail in relation to this element of NL are the interactions that took place between students
via SNSthe intensity of these interactions is suggestive of an impaceaming as proposed

by Kolih et al. (2014) These are the first to be presented. Following this is the data arising
from the two rounds of group interviews with each of the five participating groups of
students. Finally, the data obtained from the fivengys that took place at intervals during

the data collection period are presented.
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Of the groups participating in this study, one (Blackburn) had selé&fteatsAppwhilst the
other four had chosen to eate aFaceboolgroup. Of these four, one group had opted not

to provide the content of theiFaceboolgroup as data for the study.

4.6.1 The use of Social Network Analysis within NL
When exploringtudentto-studentinteractions within a NL framework, a comnipmsed

approach is that of Social Network Analysis (SNA). Authors such as Bedlg@007a), De

Laatet al. (2007b), De Laat al. (2006) and De Laat, Lally (2004) have adopted such in order

G2 SELX 2NB WgK2 A& Gl f 1 heldHithidtBer apptchehés suctkkas & O y
O2ydSyié lFylteara FyR O2yGSEGdz2t Fylteara G2
GKS& IINB GFfl1Ay3 | etdbosd3SaS GKAYyIaQ o65S [ F I

SNA is a method of analysing the structure of networks that isan graph theory. In

addition to making use of network graphs that show how actors in a network are connected
to one another it can provide statistical descriptions of the relationships between actors.
Due to the way thatWhatsApppresents posts in a gjjte continuous thread, it is not possible

to extract meaningful data that shows who has interacted with whom, thus the Blackburn
group@data is not included in this section. The information contained withinfheebook

data meant that it was possible teansform the information about who commented on

each thread into a matrix based on who started posts and who replied to them. Having done
this transformation, the data could be imported into UCINET (Borgaéi 2002) (a

software tool for SNA). Thisl@awvs for the generation of SNA graphs as well as providing

statistical analysis of the relationships between actors.

4.6.2 Graphical representations of Social Network Analysis
SNA graphs provide a visual representation of which actors (students) in a network a

connected to one another. On their own, they are somewhat descriptive, it is when they are
combined with statistical analysis that they become valuable tools for understanding the
nature of relationships in a network. The network graphs presented atsade a

representation of betweenness; this is a measure of centrality and shows those students
who are more central in the network and through whom, most connections flow. Larger
nodes represent a higher degree of betweenness centrality. They also pravid

representation of tie strength; this is a measure of how many connections between two
students exist. Where two students have had multiple connections, the line connecting them

will be wider than for students who have had less.
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Figurell: SNA graph for Preston
InFigurellit can be seen that there is single student (5 Star) who is most central to the

network, having communicated with the largest number of other students. In contrase

is also a single student (TFF) who exclusively has a connection to the most central student.

Figurel2: SNA graph for Fylde
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Figurel2 shows a different pattern as there are thretudents (VW, Ferrari and Toyota)
who have a high degree of betweenness centrality and the most unconnected student
(Mercedes) still has connections to three other students, who happen to be the most

connected.

Figurel3: SNA gaph for Carlisle

What Figurel3 shows is that for the Carlisle group, like for Preston, there is a single student
(Brown) who is has a significant role in the network as represented by their high degree of
betweemess centrality. Unlike the other two groups, there is a second tier of students who
have a moderate degree of betweenness centrality (Ochre, Purple and Orange) which
explains the more visually apparent interconnectedness as represented by the number of
lines in the graph. It should also be noted that there is a single student in this group
(Transparent) who is a member of tRaceboolgroup but who has not participated in it by

either starting a post or responding to a post made by another student.

Thesegraphical representations show that each group typically has a small number of
students who have a high betweenness centrality. There are also small numbers of students
who have low betweenness centrality and they lie on the periphery of the group having
interactions with only a small number of other students. Each of the three graphs shows an

extensive range of connections between the students indicating strong and robust networks.
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4.6.3 Statistical data arising from Social Network Analysis

In addition to thevisual depictions of the networks, UCINET has inbuilt tools to automatically
generate statistical descriptions of the relationships in the network. As has previously been
discussed, the way that/hatsAppgroup messages are handled means that it has nohbee
possible to summarise the network interactions and so this statistical data is only available
for the three participating groups that have chosen to provide theiceboolconversations

as data.

Freeman centrality measures
Freeman centrality is a direotial measure that creates two measures for each acter: in

degree and outlegree. Indegree centrality is a measure which represent how many in
bound connections a given actor has, this is representative of their value within a network.
Those with a high idegree centrality are valued as many others within the network have,
or seek to establish, connections with them. Conversely-degfree centrality is a measure

of how many connections an actor has with other actors in the network; those with a high
out-degree centrality are not restricted to single or limited sources of information and can

go to many places for information.

The highlighting applied tdable5 helps to identify the most significant actors for each

alliance (the shading has no significance, it has been applied to help identify higher values
more easily). Because Freeman centrality is a directional measure, it provides insight into the
direction of links in the relevant networks, because of the wayrelationships in the

network were generated from thBacebooldata, this equates to measures that show the
differences between students who made initial posts ¢dagree) and those who responded

to posts (indegree). What is of interest ifiable5 is that it shows that there are some
differences between the students with a high betweenness measure as indicated in the SNA
graphs and those who have high centrality measures. A further distinction to be drawn is the
subtle differerces between those students who start posts (degree) and those students

who respond to posts (idegree); some students are central in both measures while others

are only central in one measure or the other.
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Preston Carlisle Fylde
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Depeche Siug Depeche | o5 [Rochre 66 | Ochre 89 | vw 77 | Toyota | 90
Mode Mode

Al 54 | G 63 | Orange 53 | Brown 79 | Toyota | 67 | Ford 75
Numan Numan

Wham! 47 | Japan 51 | Purple 46 | Turquoise 41 | Audi 62 | Honda 70

5 Star 45 | 5 Star 50 | Gray 46 | Orange 35 | Ford 60 | Peugeot 60

Japan 33 | Wham! 36 | Brown 31 | Gray 32 | Daimler 49 | Citroen 38

Spandau | 4, | Spandau | g |y 29 | Purple 31| citroen | 36| Austn | 34
Ballet Ballet

OMD 30 | OMD 26 | Maroon 28 | Blue 22 | Honda 29 | Rover 33

Beastie 29 Beastie 25 | Turquoise 21 | Green 21 | Rover 27 | Ferrari 29
Boys Boys

Bauhaus 13 | Bauhaus 24 | Yellow 17 | Yellow 12 | Peugeot | 27 | VW 23

Ultravox 12 | Visage 8 | Red 14 | Black 5 | Porsche 17 | Nissan 18

Visage 8 | ABC 5 | White 11 | Beige 5 | Austin 15 | Damler 14

Kajagoogoo| 4 | Kajagoogoo| 1 | Blue 10 | Maroon 5| Tesla 15 | Tesla 10

TFF 1 | Ultravox 0 | Green 5 | White 3 | Ferrari 11 | Porsche 7

ABC 0| TFF 0 | Beige 3 | Red 0 | Nissan 8 | Audi 2

Transparent| o | Transparent| o | Mercedes| 3 | Mercedes| 0

Table5: Freeman centrality measures

TheFreeman centrality measures support what is visually obvious in the SNA graphs: namely
that there are a small number of students who are central to each network and a greater
number who are peripheralAn additional outcae ofthe Freeman centrality measures is

that of inrdegree and outlegree, this highlights that there are some students who are more

likely to respond to posts made by others than to start posts themselves.

4.6.4 Chronological analysis BaceboolandWhatsAppdata
As all the posts that are made to bafaceboolandWhatsAppr NBE Wi A YS &aidl YLISRQ

include data about the date and time the posts were made. The only exception to this

relates to a problem with the extraction of the data from Carlisle which meaattttie

O02YYSyiGa FTNRY aididzRSyida ¢SNB y2G RIFIGS adl YLISR
this section. This allows fan analysis of the frequency of posts over the duratidrhz

study period
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Analysis of SNS usage over time
By summing the number of posts made in each weelg periodit is possible to see the

frequency of posts over time, these are showrrigurel4, Figurel5andFigurel6. These
charts are overlaid with two additional fosrof information: firstly, a trend line to aid the
identification of periods of high and low usage by students, and secondly, text boxes to
indicate key points in the course. The first of the text boxes shows the date of the start of
the course, it can beeen inFigurel4that this group formed theiFaceboolgroup prior to
the start of the course, whilst the Fylde grodfidurel5) only formed their group at the
point when the course bega There are two text boxes that point to specific dates on the
timeline, the first of these is the deadline for the submission of the formative assessment

activity for the first module and the second of these is the deadline for the submission of the
summative assessment of the first module.

There are also two text boxes that indicate the period during which the Beginning and
Developing placements take place. The-fedhd end of each box marks the start of each

placement whilst the righhand end marks th end of each placement.

The extending placement and the submission of the summative assessment activity for the
second module fall outside the period of this study.

Frequency of posts over time (Preston)
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Figurel4: Frequency of posts over time (Preston)

Figurel4 shows that there was a single week of activity within the group between the

formation of the group and the start of the course. The start of the course marked a steady

increase in use falved by the period of highest use in the weeks preceding the submission

of the formative assessment of the first module and the start of the Beginning placement.

Usage fell to nothing in the period over Christmas and New Year and rose again afterwards

showing a spike of use in the middle of the developing placement.
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Figurel5: Frequency of posts over time (Fylde)
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Figurel5shows that the Fylde group made moderate us&atebookollowing the start of

the course. Their usage did not show the spike in use prior to the formative assessment of

module one that the Preston group displayedrigurel4, however, they do show a period

of high intensity use during the dule of Beginning placement. Like the Preston group, they

show a drop irFacebooluse over the Christmas / New Year period but unlike the Preston

group, their use from that point on remains steady showing no further marked spikes.
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Frequency of posts over time (Blackburn)
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Figurel6: Frequency of posts over time (Blackburn)

Figurel6 shows a pattern that is different from each of Prest&ig(reld) and Fylde

(Figurelb) indicating that the way each group makes us€ateboolor WhatsAppis

unique and that there are not general trends that are specifically linked to key course
activities. The first point to highlight is the peak in usehim period between the start of the
course and the formative assessment submission. There is a marked drop in the use of
WhatsAppby this group during the period of the Beginning placement which is followed by a
sudden rise in use in the period between ted of Beginning placement and the Christmas
break. Like the other two groups, there is a quiet period corresponding to the Christmas /
New Year period although use does not fall to zero. Finally, there is spike in use in the middle

of the Developing placeent.

In summary, this section shows that each of the three groups for whom this data is available
make different use of SNS at different points in the course and that there is not an obvious
pattern to usage. Each group makes use of SNS at differenspoitite course according to

the needs to the members of the group rather than in relation to course activiies.
implication of this relates to the claim t§oih et al. (2014) that intensity of interactions

can be considered as evidence of learning and stizdents are choosing to use these
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interactions in relation to course activities to support their learnig.overview of content

analysis of SNS tragripts

A twofold approach has been taken to the analysis of the content of stugeeeboolkand
WhatsAppdiscussions. The first is based on coding of the discussions at a semantic level

using codes which have been developed from a combination of the amdesby Aaen and

Dalsgaard (2016) and Selwyn (2009). When reading the discussions with these coding

structures in mind, it became apparent that they would need to be amended in order to fit

both with the content of the discussions and the nature of thiglg. There appears to be a
RAAUGAYOGA2Y 0SG6SSYy 'Sy I yR 51 fcan@ittdf NRQa OH AT
discussions and the codes generated by Selwyn (2009) which categormtbatof the

discussion. Thus, each semantic section of text wded using two sets of codes, the first

using a context code that was derived from Aaen and Dalsgaard (2016) and the second a

content code derived from Selwyn (2009). These codes are preseniediet.

Whilst the reliability of coding can be strengthened by the use of multiple coders comparing
their results for similarity and accuracy, this has not been possible in this study. One factor
that mitigates against this is that only one person has been involvecindting process
meaning that issues of consistency that can arise when there are multiple people working to
code discussions are not relevant. A further measure that mitigates against this is the
reviewing of the coding outcomes after a period of threentins to evaluate the extent to

which the codes were deemed accurate and appropriate. This is evidently not a wholly
reliable approach but it did confirm that only minimal changes to the coding of the

discussions was required which offers an indication thay were accurately attributed.

Given the nature of the coding system, which was developed in order to be relevant to the
research question, combined with the format of the data which is structured around
interactions on a wide range of topics, it wasshappropriate to apply these codes at a
semantic level. Thus, through frequent reading andeading of the text, blocks of meaning
were identified and then coded rather than coding each post which would have resulted in

the loss of detail and meaning.
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Aspect | Codes Description
Assignments | Discussions that relate to assignments in any form o
Placement Discussions about school placements §
Jobs Job searches, vacancies, applications, interviews etc g
Wherethe details of times of training, locations etc form §
Details the basis of the discussion §'
Context 7]
Workload Conversations about how much needs doing on the cour >
codes Social Discussions about social activities such as nights out §
Where thetopic is related to things that need doing or a”;
Tasks completing as part of the course g
Other discussions thato notfit into the other named §
Misc categories §'
Where posts are seeking affirmation from others e.g. Am | dgin
Affirmation this right?
Banter Humorous exchange, joking
Where the aim is to strengthen social bonds e.g. social meeting
Content | Bonding emotional support
codes | Details Finding or providing details about the course
Where the thread goes beyond simple provision of details and
Help offers support such as ideas for teaching activities
Where the purpose of the thread does not fit any of the other
Misc categories

Table6: Context and Content codes used to categorise SNS discussions

4.6.5 Content analysis of SNS trangts based on both content and context of
posts
Having started with statistical analysis of the structure of the groups to work out who was

talking to whom, the discussion moved onto the content of the discussions with an aim of

working out what they aré¢alking about. It will now move onto a more detailed analysis of

the content of the discussions.

Drawing on the most frequently occurring combinations of context and content codes in the

SNS transcripts allows for the identification of examples of intemas that are most

significant to the participants. A selection of these is presented below.
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Mary
Veronica
Veronica

Mary

Veronica

Anybody else having a complete brain fart about the assignment?!
Noooo, sad but true that I'm enjoying myself
What are you worried about?

Just trying to find research that will guide me and I'm struggling. This week after I've done my
reading, I'm going to knuckle down. Feeling slightly overwhelmed! T T 1

I'm certain that you'll be absolutely fine. Most probably worried as you've not got all the
information you want just yet... But when you have everything will fall into place. We have
months until submission date so don't let it bother y ou (extract from Blackburn SNS transcript)

This extract is an example of an-ask exchange as it relates to an assignment. In it the

students are reassuring one another about how the formative presentation will go indicating

that its content is sociah nature.

Orange

Purple
Brown
Yellow

Ochre

Turgoise

Hmmmm...reading/preparing or Bake-Off. The calling is very strong...I've got a little PowerPoint
too but (a) it won't disguise the fact that I'm not on top of this and (b) it won't work because it
involves IT. Break a leg everyone (tha | can say my bit to an empty room)

I've got some slides but I'm just going to talk, talk and talk...and talk and talk and talk
Shit I've got guest speakers coming in and the lot
Haha yes Turquoise!

i must admit, i have a little powerpoint. But it is purely because it was the only way i could find
structure in what i was reading! Nothing too snazzy :)

"l would like to present to the cohort collective, ( PPL)and (UPL)my formative proposal on peer
assessment within Assessment for Learning.....through the medium of interpretive dance" (extract
from Carlisle SNS transcript)

This extract is also an example of a typicatask discussion, also relating to the formative

assessment activity. Here the content isabocial in nature but in this example, the content

of the exchange is based on humour / banter.

Depeche
Mode

Japan

OMD

Gary
Numan

Thanks lovely. Cacking it

cant say i have, only by PPL but hes really cool with everything so i can imagine UPL will be
aswell, good luck youll smash it! :)

Good luck Depeche Mode!!!

Good luck Depeche Mode (extract from Preston SNS transcript)

The other category of ctask discussion, relates to placements and the above extract is

representative of such interacti@nIn it, the content can be seen to be social in the form of

bonding and mutual support. The students are discussing a forthcoming observation for
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Depeche Mode, sharing their experiences of observations by other tutors, wishing them luck

and asking for fedback both on how the observation goes but also on the format it takes so

that others may benefit from this information.

Black

Gray
Orange

Orange

| was totally dippy, was not meant to reveal the picture in the story as the children were meant to
draw the scene from their imagination... However | held the book up for them all to see
aaarrgghhhhhh! Managed to save myself by reading another scene but was not as good to draw!
I'll get there, slow progress!

| saw you today Mr Black - you were taking the class in at lunchtime (at least | think it was you!)
Did yours go to plan? | expect you delivered, you've got the knack sir!

Phonics lesson no. 1 tomorrow. It's gonna be clunky (extract from Carlisle SNS transcript)

This is a second example of amtask interaction relating to placements, which, like the

previous two, has a content which is social in nature. In it, the students are clearly at ease

with one another as they are comfortable sharing their experience of a lesson which has not

gone well.

All of these examples provide some evidence of the relationship between strong social

relationships and informdéearning, particularly through the interplay between cooperation,

interaction and encouragement th&tDeghaidy and Nouby (2008) discuss.

Chloe

Herbert
Veronica

Veronica

Can anyone help me out. | am teaching creative writing tomorrow and | h ave been asked to
encourage the children to use specific nouns. Can any one

explain to me what a specific noun is? And provide an example.

Google is not cooperating
Would it be like someone's name? Or a certain thing?
http://ourenglishclass.net/class-notes/writing/the -writingprocess/craft/specific -nouns/

Try that website Valarie, | hadn't a clue what one was.. think I've a good idea now(extract from
Blackburn SNS transcript)
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This example is an eask interaction related to placement in which Chloe is seeking advice
from her peers. There are two responses and intarggy, Veronica has used the question
F& F LINRPYLII G2 RS@OSt2LJ KSNJ 26y dzy RSNEGIF yRAY 3

guestion.

Peugeot It takes me about half an hour to get to N****** gnd | |i ve literally just round the corner from
Crek Traffic is usually okay for me in the morning but I'm not sure what it's like coming the
other way xx

Daimler Thatis not as bad as | thought then thank god for that!! Thank you xxx (extract from Fylde SNS
transcript)

This ontask interaction about placeent is based on the details of commuting times to

placement schools.

Mary We got them week before last. I'll email them to you x
Mary Done x

Chloe Thanks x (extract from Blackburn SNS transcript)

This ontask interaction about assignments shows hetwdents will use SNS to help track
down course documentation. It is revealing that the first port of call appears to have been
the SNS group rather than contacting the UPL or searching for the documé&téaakboard
The rapid response by Mary probablgicates why such an approach is so effective in

comparison to searchinglackboardr waiting for a UPL to reply during their office hours.

Gray Yep, definitely on countdown now!!

Orange Me too. | can only think of it as having to grit teeth and get th rough the next 6 days. One day at
a time. Need to spend some quality time with the kids. Roll on this time next week. maybe then it
will make sense...

Ochre Good plan! I'm planning a sequence of lessons about exercise.. might jog on the spot for 5 as
research!

Orange Ochre ugh I hate that feeling. take a break, maybe get 5 mins fresh air (have a fag, as they say)
Ochre You lucky thing, ive been working on the same plan for 3 hours and it still makes no sense at all.

Orange | struggled to get out of bed as | knew it would be plan, plan, plan until | drop....getting through
it now though... (extract from Carlisle SNS transcript)
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There were many examples of aroutask interactions such as the one above which relates
to the workload on the coues This example also illustrates how students would frequently
include seklfdisclosure in their messages as exemplified by the details about family life
included suggestive of relationship between social interactions and knowledge sharing

behaviours thatyilmaz (201) refers to.

Black You are more than welcome at our house, just having a few friends round. It will be board games,
food and drinks... Mx

Purple Can't help you bud, there'll be a party on every corner I'm sure that you can join in with. Spoons
is a good shout Yellow. Me...I'll be taking part in a game of pictionary that over the years has
made men cry

Yellow I'm Brampton bound with ( name of wife) family for New Year. Just head to Spoons mate

Ochre I'm afraid | am no help. I'll be amidst an intense monopoly championship... old before my time
see (extract from Carlisle SNS transcript)

The examples above and below are indicative of interactions that were neith&rséror

aroundtask and were most appropriately categorised as saeibbth context and content.

Kathryn  Anything happening for fat fry up/full breakfast Fridays tomorrow?
Veronica | hope not! My purse is getting lighter by the day

Fester Me, Bob and Dave are going to the pub after lecture to get some food and do the poster if you
and Mary want to join us and do yours at the same time? We can do some collaborative work
with each other that way? Just a thought (extract from Blackburn SNS transcript)

What these extracts illustrate is that the use of a matrix type approach to consider both the
content and context of studerib-student interactions via SNS reveals that students make
use of SNS to support their learning in divensgys. Discussions about placements and
assessments are prevalent contexts for discussions and the content of these discussions is
equally diverse. This reflects the way that students have adopted these SNS interactions to
focus on studented learning abat things of relevance to them in contrast to the UJed

learning within the credibearing modules.

4.6.6 Content analysis of SNS transcripts based on social presence indicators
There was a high frequency of extracts that were coded as social in relatioeit@ontext

and content. In order to gain a greater understanding of the role these play and how
students develop their social bonds via SNS, an analysis was conducted to explore the way in

which the students developed and expressed their social pres@adéeir SNS group$his
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is of importance asNA measures do not always reveal social presence and there is an
argument to support the idea that social presence is an important factor inilegas

discussed in sectiol.4)

This second layer of coding took place at a ggesience level purely using an inductive

F LILINBF OK®d 5dzS G2 G4KS gl @& (GKS aGdzRSyiaQ 02 dzNA
two or three days per week together as a group (depending on how eaahcalarranges

its timetable). In addition, during placements (Beginning and Developing) the students are

not together as a group at all. Thikaces a great degree of importance on the SNS groups as

places of social bonding and cohesion. ConsequentlySMi® transcripts were coded using
RourkeetalQa omMpdppd / 2YYdzyAde 2F LyljdzANE Y2RSt > {
summarised irrable7. This helps to provide insight into the way in which students use a

virtual space to establish and maintain a social presence online on a course whagerasth

limited whole group faceo-face interaction (although the course is fatweface / blended

as has been mentioned, there is a lot of time when the students areagather as a

group).

Domain Indicator Description / Example

Emotions Where a poster or respondent expresses
SY2iA2y Sd3d aLQY &?2

for you

Humour Where a post is humorous directly, through
Affective Domain
sarcasm or via emojisg

Self Disclosure Where a member of a group reveals persona
RSGIFIAfTAa Ay I Lkad So

olodaArtiAy3Ié

Inclusive Pronouns The use of pronouns such as, we, outhat
indicate that all members of the group are a

_ _ cohesive whole
Cohesive Domain

Phatics / Saluations Where a post performs a social function that

does not communicate meaning

Vocatives Referring to others by name
Agreeing Expressing agreement with an idea of post
Interactive Domain | Asking Questions Either starthg a thread with a question or

posing a question in response to a post
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Complimenting Complimenting or thanking another poster fo

their online contribution

Continuing Where a post responds to a previous comme

Table7: Summanyof Rourkeetald Q& o mpppd { 20AFf t NBaASyOS AyRAOKG2NE&
Rourkeetal. 6 Mmppcp0d | f a2 Ay Of dzRS ljdz2iAy3a FNBY 20KSNA
presence in the interactive domain. This was excluded as a code when analysing the

discussion because it is na@levant toFaceboolor WhatsAppdiscussions that do not utilise

guoting tools in the same way that discussion boards within a VLE might.

Affective domain: Emotions
Fester: First day woooooo

Black: I'm definitely staying out later next time, thought of rejoining you all at 9pm, now I'm
jealous | didn't!

TFF: Can't believe they told us the wrong date, what a joke! I'm annoyed because | wanted to
use Thursday night to finish off and submit! It's my own fault for not starting it yet! X (extract
from Blackburn SNS transcript)

These three examples show the range of ways that students express their emotions via
Faceboolkand WhatsApp Through excitement at starting the course, of feelinfhaving
missed out by not taking part in a social engagement or frustrations with deadlines and the
pressure of work.

Affective domain: Humour
Veronica: Hahahaha get an hours kip in! We are only just setting off

Ochre: So true. Haha just kidding. Uni @8?

Fester: (extract from Blackburn SNS transcript)

The first two examples show the use of text to convey humour through the use of

Wl FKFKFKFQ 2N WIFKFEQS GKSNB 6SNB | faz2 Ylyé S§i
or winking faes { ) as well which indicate that the students are familiar with the potential

for misinterpretation that text conversations can havéethird example uses emojis as a

humorous response. The use of emojis was widespread.

Affective domain: Sebisclosure

Beastie Boys: Yea | bet:( oh | kno I've not even done half of that stuff! I'm finding it so
challenging and tiring prep wise/ learning things, but feel ok in the classroom. | think I'm just so
tired it's making me feel ill. Need to start having m ore breaks and actually see my family, miss
the kids so much! X (extract from Preston SNS transcript)

VW: I've been on the prosecco. Drunk now.(extract from Fylde SNS transcript)
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Brown: Hi, | work at the gym and the membership is well worth the price. We also have a
number of fithess classes running at the University. If you live in areas such as XXxXxxxxxxx,
YYYYYYYYYY Or zzzzzzz you can also access the GLL better leisure facilities therdextract from
Carlisle SNS transcript)

The students clearly fiecomfortable to engage in self disclosure in their SNS groups as it
was frequently coded. Many different aspects would be revealed as these three examples
show. Firstly, a disclosure about personal stress which also includes a reference to family
life. S2condly, a disclosure about drinking on a night out. Finally, a student is revealing
details of their life outside of the course and offering some help / advice to the other

students based on knowledge gained.

Cohesive domain: Inclusive pronouns

Chloe: Are you guys doing a PowerPoint for Thursday or just standing and talking? (extract
from Blackburn SNS transcript)

Orange: I'd love to but have inkling I've got a parents' evening for my wee lass. I'll check but
will make every effort - need to have an alcoholic beverage with you fine people! (extract from
Carlisle SNS transcript)

Ochre: Itll be a kind reminder of what it used to be like...before we engaged with this madness!
(extract from Carlisle SNS transcript)

There is a very varied use of languageithag & O2RSR | & WAYy Of dzaA @S LI

AAAAA

GSN¥a GKFd YAIKEG O2yvyzyte 6S SELISOGSR adOK |

dzaS 2F WwWe2dz I3d22aQ Ay | ljdzSNE | o62dzi | F2NIKO2"
inthe secondexample h N} y3S NBFSNR (2 Wwez2dz FAYyS LIS2LX S
a0l yRINR dzaS 2F WgSQ dzaSR Ay | O2YAOFE NBTFE S

Cohesive domain: Phatics / Salutations
Kathryn: Thanks babe.(extract from Blackburn SNS transcrpt)

Blue: Yeah pal!(extract from Carlisle SNS transcript)

Phatics were more common than salutations (possibly because of the walfabhabook
andWhatsAppconversations were ongoing and so there was little need for students to
introduce themselves. Tise two examples were from the end of discussions that had

already been resolved and so the thanks and agreement they express conveys little meaning

other than to acknowledge that the previous message had been read.

Cohesive domain: Vocatives

Beastie Boys Yea well done OMD, great experience for the next, like with Bauhaus:) xxxextract
from Preston SNS transcript)
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Ford: Austin well done on obs and ooh let the speculation begin! Remember it is only 5 weeks
of your life. (extract from Fylde SNS transcrip)

Students make use of vocatives where they wish to direct a comment to a specific colleague
rather than making a comment to the whole group. In the first example, the comment is

being directed to OMD following an unsuccessful job interview (this exawgdeselected as

it included a second vocative as a form of encouragement to OMD, that patience is needed
and that a job will come along eventually). The second example give praise and
SyO2dzN} ASYSyid G2 !dzadGAy F2ff26kkssah | dzAGAYyQa

observation.

Interactive domain: Agreeing

Ochre: Good points, i agree, not really appropriate to have a mentor in the group. | wonder if
we can have an active facebook chat or something that involves him instead?(extract from
Carlisle SNS transcrip}

Ferrari: Great shout.(extract from Fylde SNS transcript)

The use of agreement was not widespread, possibly because of the types of discussions that
the students had where the posting of comments or opinions that required agreement or
disagreement wasot common. However, the first post shows and example of agreement
where there has been an exchange about whether to allow a mentor to join the students
Faceboolgroup. The second comment is one of the more common forms of this

infrequently used code thathows a straightforward agreement about a group decision to

buy a tutor a Christmas gift.

Interactive domain: Asking questions

Mary: We did laughter yoga in the staff meeting today. That was a little surreal but fun!
Chloe: Laughter yoga?(extract from Blackburn SNS transcript)

Ochre: Just use 4 sticks to make a frame (bit of masking tape on the corners) and a ton of PVA
mixed with a bit of water..You have to drown the picture. They dry really hard and clearish. Then
I've just put a loop of string at the t op to hang them: -)

Orange: Skills!! What have you mounted them on? (extract from Carlisle SNS transcript)

Audi: Do we need to include a bib[liography] for this submission? (extract from Fylde SNS
transcript)

Students would ask questions to seek clartimafrom others as the first two examples

show. In the first, Mary is sharing information about an event that had taken place in school
and Chloe asks a question to clarify her understanding. In the second, Ochre has been
sharing photos and details of senhandmade Christmas gifts and Orange replies with a

compliment accompanied by a question about their construction.
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Other examples of the use of questions would be where students would ask questions of the
whole group such as the final example where Asidisking a question about the details of
assignment presentation.

Interactive domain: Complimenting

TFF: | haven't but one of the teachers in my school recently did an Italian theme where they
brought stuff in to make and taste which could be done withou t cooking, like olives, garlic
bread and god knows what else, loads of stuff! Think she's doing Passport to Europe from the
LCC curriculum year 4. Let me know if you want me to find out xx

Bauhaus: Thank you! Yeah | am doing an Italian taster day with then where they are making
their own dishes! Just wondered about input for it xx (extract from Preston SNS transcript)

Wham!: Wow...not the most supportive response! But...you are far stronger and far better than
this! You will do brilliantly despite your sc hool!

Different groups made varying use of compliments. Their use shows a developing social
presence and creates an atmosphere of mutual support. In the first example TFF is offering
to provide help to Bauhaus based on previous school experience. Bauhaus responds to this

with a compliment to TFF for this offer.

Compliments would often be supportive and be based on boostingestdem by
commenting on personal qualities rather than on thetamt of a post. This is evident in the
second example where Wham! is acknowledging unfair treatment of the previous poster and

is offering a compliment on their personal strengths.

Some of the social presence indicators were less widely used than ditreesample,

phatics and salutations were less widely used than humour. However, all of them were

present and were frequently observed. This indicates a high degree of social presence which

in itself is an indicator of how well the students were able tpress themselves and

LISNDSAGPS 20KSNB a4 WNBIFEQ KdzYkya sAGKAY GKSAI
they adopted a wide variety of ways to use inclusive pronouns and language as part of the

cohesive domain.

4.6.7 Data from group interviews relagro studentto-student interactions.
The data presented here relates to comments made by students that were coded as being

relevant to ineractions with other students. An overview of the group interviews is

presented in sectiod.2

The exchange below is typical of the responses that students gave about the way that SNS
was used during placements. In it the first student suggests that the main use of SNS would

be to ask fellow students for details about tasks that needed detimg as part of the
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