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Editorial  

Welcome to the Spring 2022 edition of our e-journal Blended Learning in Practice. In this 

edition we have five research articles from participants on the Post Graduate Certificate in 

Learning and Teaching in Higher Education (PGCertHE) programme at the University of 

Hertfordshire.  

In this edition: 

Sarah Lewis explores the connections between crafts in occupational therapy and how they 

can be used in teaching on the new Occupational Therapy Degree Apprenticeship 

Programme. Sarah discusses how use of craft-based activity within teaching has supported 

the students’ engagement and learning. In a wider context the article works towards 

embedding the importance of both engaging in and interacting with crafts in the 

development of our future workforce and its validity in enhancing the teaching and learning 

experience. 

 

Nicola Coleman discusses differing approaches to teaching Criminology. She has carried out 

a literature review that explores how experiential learning manifests in various disciplines 

and discusses how it can be applied in Criminology programmes. Nicola discusses the 

feasibility of incorporating similar experiential learning opportunities in the Criminology 

programme at the University of Hertfordshire.  

 

Lucy Mackintosh explores the importance of compassion in teaching for student success. 

Her article looks at how an increased use of online teaching (due to a pandemic) has 

negatively affected compassionate teaching and how that relates to student satisfaction. 

Her study that shows significant correlation between hours of face-to-face teaching and 

compassionate scores, as well as compassionate and enjoyment scores. The article also 

discusses ways of implementing the compassionate components in an online environment 

to increase student satisfaction. 

 

Kirsty Millar investigates the experience of international students on clinical placements. 

Through conducting a literature search, various issues and challenges that students’ face 

during the course are considered. Emphasis is placed on the learning styles of healthcare 

students, students studying in second languages and the culture and communication 

differences in the United Kingdom in both the university and placement settings.  
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Shane McCalister has researched strategies to develop effective pre-lecture preparation in 
technical vocabulary for postgraduate international students. In light of this research Shane 
makes recommendations about how international and second language learners can be 
better motivated and inspired to engage with pre-class materials. 
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The relevance of crafts to Occupational Therapy and the use of craft- 

based activities within an Occupational Therapy Degree 

Apprenticeship to overcome threshold concepts 

Sarah Lewis        s.lewis7@herts.ac.uk 

Abstract 

This study aims to explore the connections between crafts in occupational therapy and 

explore how they can be used in teaching on the new Occupational Therapy Degree 

Apprenticeship. There are historical connections between crafts and the profession and 

research has explored how occupational therapists have attempted to justify their use 

within therapy. There is untapped potential for occupational therapy in what is 

acknowledged by researchers to be a genuine and historical set of connections between 

crafts and best and innovative practice in teaching and learning. 

Feedback from occupational therapy apprentices highlights how the use of craft-based 

activity within teaching has supported their engagement and learning. Feedback on teaching 

a threshold concept using craft-based activity explored how engaged they felt during these 

sessions. Apprentices were also asked to rate the relevance and impact to their learning in 

addition to their level of confidence in using craft-based activities within their workplace.  

Data collected in this qualitative study demonstrates the value of using a craft-based activity 

within teaching and how this has enabled apprentices to experience the therapeutic impact 

to support their learning and how this can be transferred to be used in clinical settings. It 

supports the relevance of craft-based activities within current teaching of occupational 

therapy that reflects the role of crafts in the development of the profession. This study 

works towards embedding the importance of both engaging in and interacting with crafts in 

the development of our future workforce and its validity in enhancing the teaching and 

learning experience. 

Introduction 

The purpose of this paper is to gain an understanding of the relevance of crafts to the 

development of the occupational therapy profession and the significance of this to the 

current curriculum. To understand the presence of crafts within the profession it is essential 

to explore the early development of the profession and the role of crafts within this. 

Following this, the presence of threshold topics within the occupational therapy curriculum 

will be explored; and with feedback on using a craft-based activity within teaching, discover 

if crafts are still relevant to the education of the occupational therapists of the future. 
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Crafts from the birth of occupational therapy 

Many of the key founders of occupational therapy from the US, Canada and UK had a 

background within applied arts. Their work focused on the therapeutic benefits of 

meaningful occupation and the use of craft-based activities in the treatment of those with 

both physical and mental illnesses. One significant influence on the appreciation for 

material and the process of making was the arts and crafts movement. The process and 

experience of creation to the maker, and importance of material and recognition of the 

objects created were central to the movement (Triggs, 2012). This is reflected by 

occupational therapists during this time and their use of crafts as a treatment modality. 

Manual training, as used within general education in the early 20th century, was applied to 

support the rehabilitation of returning soldiers returning from World War I (1914-18). Value 

was placed on teaching the skills gained to support a re-integration into society. The use of 

crafts was also present as treatment modality for mental illness. The role of occupational 

therapy within asylums and sanatoriums was both viewed as providing distraction and 

having a curative effect with the use of crafts central to patient engagement (Leenerts et al., 

2016). 

The development of the first training requirements in 1924 stated that training was to be a 

minimum of 12 months in duration (American Occupational Therapy Association, 1924, 

cited in Taff et al., 2020:36). This included theoretical and practical work and no less than 

three months hospital clinical practice. In addition to requirements reflected a in modern, 

early twentieth-century curriculum such as anatomy, orthopaedics, psychology and 

sociology, the syllabus also included training in a range of crafts such as woodworking, 

basketry, weaving, drawing and applied design (Taff, 2020). Crafts can be viewed as the 

earliest occupation used by occupational therapists as a therapeutic tool for its curative 

effect and to improve function (Harris, 2008). Subsequent curriculum reviews throughout 

the first half of the century consistently included training in applied arts and crafts, 

supported by the establishment of associations of occupational therapists (Wilcock, 2002).  

The traumatic events of the first half of the century had a profound impact on the direction 

and development of the profession (Hocking, 2007). The need for the rehabilitation of 

returning wounded soldiers during and following World War II (1939-45) relied on the input 

from occupational therapists. With the medical advances of this time and shift in 

understanding the role of occupational therapy, the use of crafts was considered the 

‘primary means of achieving therapeutic goals and to restore function’ and offer diversion 

or provide vocational rehabilitation (Hocking, 2007:284). Whilst engaging patients in this 

process occupational therapists were guided by their knowledge of the biomechanical and 

cognitive demands of the crafts used and ‘their sedative or stimulating nature, and 

emotional, behavioural, and psychodynamic potential; and, additionally, the meanings that 

handcrafted objects held for different patients’ (Hocking, 2007:290). The relevance and 

centrality of these benefits remain evident in many theoretical models used within current, 
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influential occupational therapy such as The Model of Human Occupation (MOHO) 

(Kielhofner, 2008) and the Vona du Toit Model of Creative Ability (VdTMoCA) (Van de 

Reyden et al., 2019). 

Hence, the needs of the twentieth-century have informed the evolution of occupational 

therapy. Indeed, as Taff (2020) observed, the occupational therapy curriculum has been 

consistently shaped by ‘a multi-layered blend of professional legitimacy, social issues, 

scientific advances, and political ideologies’ (Taff, 2020:10). To align the profession to the 

medical model in the middle of twentieth century the use of crafts as a therapeutic tool 

diminished (Reed et al., 2013). Harris (2008) attributes the need for occupational therapists 

to validate their practices within the context of health care professionals as a main driver for 

this shift with the need for quantitative data and tangible evidence of its effectiveness. 

Anderson and Reed (2017) also identified the end of the arts and crafts movement alongside 

the focus on the medical model as a reason for a shift within occupational therapy from a 

paradigm of occupation to reductionism.  

As an ever developing and transformative profession occupational therapy has shown the 

ability to adapt to reflect changes within society, knowledge, and practice. The importance 

of acknowledging its early influences such as the arts and crafts movement and value of 

crafts as a therapeutic modality remains as important as ever. Youngson (2018: 384) states 

that as occupational therapists we must ‘declare our heritage and philosophy in the value of 

doing’ in a time that recognises the value and therapeutic value of crafts. For Youngson 

(2018) craftivism, the combination of crafts and activism, can be used by occupational 

therapists to highlight occupational challenges and bring about social transformation in the 

use of crafts and by doing this promote the value of the profession and occupation. Leenerts 

et al. (2016) acknowledge the impact of social media on raising the profile of crafts as a 

meaningful activity and Youngson (2018) proposes that this is the time for occupational 

therapists to reconsider the use of crafts as an intervention. In addition, those who engage 

in craft-based occupations in this process will also experience the benefits to their own 

health and well-being, thus mirroring the views of the founders of the profession.  

Creativity within teaching has shown to support engagement in the learning process. The 

case study provided by Richardson (2020) highlights the validity of undergraduate history 

students producing a creative piece of work to demonstrate their portrayal of a primary 

source as an example of authentic and inclusive assessment that told a story. Benefits 

identified by these students were that they were ‘doing’ rather than learning; and 

‘becoming’ historians rather than just understanding the past. This sense of immersion in 

creative activity, to understand and experience benefits, mirrors the belief of Wilcock (1998) 

with her expression of doing, being, becoming and belonging as the main constructs of 

occupational science. This relates to the ability to use the process and experience of doing 

an activity to truly understand it. Dewey (2018) highlights the importance of learning 

through doing and the benefits of this within a social context. Resonating these core beliefs, 
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the use of applied arts and crafts within teaching is justified in supporting the understanding 

of occupational therapy theory. Hence, the development of the profession has been 

moulded by the various paradigmatic shifts, each offering a unique perspective and 

approach that are evident within current theoretical models and professional practice 

(Duncan, 2021). 

Threshold concepts within the occupational therapy curriculum 

Leenerts et al. (2016) proposed that engaging in crafts allows the individual to develop skills 

that can be transferred to other occupations within the key areas of self-care, leisure and 

productivity such as problem solving, manual dexterity, coordination and concentration. 

Within the current curriculum these are taught as the theoretical foundations of practice 

and are frequently identified in feedback as challenging to understand and master. This 

represents the presence of a threshold concept; an aspect of learning that is considered 

troublesome and challenging to grasp and apply (Baillie et al., 2013). Furthermore, Perkins 

(2008) emphasised that learning based on threshold concepts enables the learner to think 

with the knowledge in question and this knowledge becomes richer and more meaningful 

which subsequently contributes to their engagement in the learning process.  

The expectation for work ready graduates is emphasised by Oliver (2015) as the 

responsibility of higher education providers and is central to the apprenticeship curriculum 

which utilises the workplace as a learning platform throughout training and the transition to 

being a qualified occupational therapist. Research supports the role of a degree 

apprenticeship in preparing a graduate with the academic knowledge and explicitly 

develops professional competence required to be work ready and employable (Rowe et al., 

2016). 

Useful research by Nicola-Richmond et al. (2016) explores the presence of threshold 

concepts within the Australian occupational therapy curriculum and using the Delphi 

technique identified ten key threshold concepts. These concepts are identified as being the 

most ‘troublesome’ knowledge to be gained within the curriculum (Meyer & Land, 2006) 

however, it is important to note that some key concepts will not be gained until qualified 

and working within the profession (Nicola-Richmond et al., 2018). Their research identified 

the ten concepts as: understanding and applying the models and theories of occupational 

therapy; evidence-based practice; clinical reasoning; discipline specific skills and knowledge; 

practising in context; a client centred approach; occupation; the occupational therapist role; 

reflective practice and a holistic approach (Nicola-Richmond et al., 2016). All those identified 

bear equal value and importance to the process of gaining implicit knowledge and 

interpreting and integrating this. 

In contrast Fortune and Kennedy-Jones (2014) view the relationship between occupation 

and health as the only threshold concept relating to the profession of occupational therapy 

and although minimalist in comparison this is the only concept that is specific to the 
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profession. They do acknowledge the importance of further, sub-threshold concepts that 

are relevant to occupational therapy however state that these are also significant within 

other health care professions.  

The threshold concepts of understanding and applying the models and theories of 

occupational therapy and discipline specific skills and knowledge identified by Nicola-

Richmond et al. (2016) are considered most pertinent to this paper. Research conducted by 

Nicola-Richmond et al., (2019) showed that participants were statistically less confident 

within this concept compared to the others.  

Methodology

Pope and Mays (2020) support the use of qualitative research within healthcare to 

understand people’s views and opinions. Using an interpretative phenomenological 

approach enables a deeper understanding of the experience and acknowledges the 

perceptions, assumptions and potential biases held by the researcher (Urcia, 2021). 

Furthermore, Urcia (2021) highlights that a constructivist approach values the researchers 

own past experiences of the phenomenon being investigated whilst Pope and Mays (2020) 

support the views that qualitative research that attempts to understand meaning and 

significance is aligned with the interpretivist paradigm.  

An occupational therapist uses activity as the therapeutic medium in which to promote 

positive change in function (Creek & Bullock, 2008). To understand the activity and adapt 

this to meet the needs of the individual within the therapy process it is fundamental to 

understand its performance demands, what skills are required to engage and how this aligns 

to the individual’s interests, level of motivation and abilities (Creek & Bullock, 2018). This 

concept of activity analysis was the focus of the session in which the data for this study was 

collected.  

To support the exploration of crafts and their relevance to overcoming threshold concepts 

data was collected using an online questionnaire with the current level 4 cohort on the 

Occupational Therapy Degree Apprenticeship. These apprentices had recently engaged in a 

craft-based activity to learn about activity analysis, within the Occupational Foundations for 

Person Centred Care module. Within the classroom-based session they were provided with 

a newspaper, several sheets of cardboard and a roll of tape and were asked to construct a 

tower with these materials. To add an element of fun they were asked to make their tower 

as tall as possible. Whilst engaging in this activity apprentices were encouraged to reflect on 

how they understood each element of the activity and to identify which components were 

important to completing this within their group. Prompts were provided to support their 

reflection such as communication, interpersonal and intrapersonal skills, and the impact of 

the environment. According to Hagedorn (2000) the analysis of occupations is a unique and 

fundamental skill within occupational therapy and specific to the development of 
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understanding occupational therapy theory and knowledge and discipline specific skills and 

knowledge which are identified by Nicola-Richmond et al. (2016) as threshold concepts. 

Ethical considerations were met by following the University of Hertfordshire protocol for 

reflective practitioner work by academic staff (University of Hertfordshire, 2021). Thirty 

level 4 apprentices were invited to anonymously complete the questionnaire. Following the 

guidance of the protocol participants were informed that their responses would be used to 

contribute to improving their own and future cohorts learning experience. They were 

reminded of the benefits of reflecting on their own learning and informed that they could 

withdraw their responses at any time. As highlighted by Pope and Mays (2020) 

consideration was given to the role of the researcher and the potential impact this may 

have on both participation and responses provided. 

Questions were formulated to ascertain the level of engagement in the craft-based activity 

and how the apprentices experienced this in relation to developing their understanding of 

the occupational therapy theory (Table 1.). Within this session the focus was on activity 

analysis which is considered to be a fundamental skill required within occupational therapy 

(Creek & Bullock, 2008).   

Table 1. Questions asked to gather feedback and the format of response 

Question Format of response 

How did you find the experience of building a tower using mixed 

materials to support your learning? 

Open text 

Please describe how doing this activity supported your 

understanding of activity analysis 

Open text 

Rate your level of engagement in the creative activity Scale of 1 -5 

Please add any comments on why you have put this rating Open text 

Did it support your understanding of any other aspects of the OT 

process or theory? If so please explain how. 

Open text 

Would you like creative activities to be included in future sessions 

to support your learning? 

Yes/No/Maybe 

If so which creative activities would you suggest? Open text 

How confident would you feel using creative activities in a clinical 

setting? 

Somewhat confident/ 

Neutral/ Extremely 

confident 
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Please add any comments on your choice Open text 

Please add any suggestions on how teaching can support your 

confidence in the use of creative activities and crafts in a clinical 

setting. 

Open text 

Feedback on the findings and the implications of these to the development of the 

curriculum will be promptly given to those who completed the questionnaire. Findings and 

recommendations will be shared with the occupational therapy teaching team and the 

wider Health and Social Care department to explore how they may contribute towards the 

development of teaching across other disciplines.  

Findings and Discussions  

Data has been analysed using a thematic approach. This is a process in which participants’ 

responses were gathered and compared to classify the most common themes. Quotes from 

the responses are provided to add depth and support the emerging theme. This is suggested 

to be the most common approach for analysing qualitative research within health research 

projects (Green and Thorogood, 2014). The emerging themes from the analysis of the 

questionnaire responses were understanding and retention, theoretical understanding and 

clinical relevance and future learning.  

Understanding and retention 

The findings of the questionnaire demonstrate that engaging in a creative process during 

teaching enabled apprentices to understand the process of breaking down elements of that 

activity, thus achieving the session outcomes of understanding the analysis of an activity. 

This was reflected in several responses. On a scale of 1 to 5, four of the participants rated 

their level of engagement as a 5. Engaging in a practical activity supported the retention of 

information relating to activity analysis and in the open text of the questionnaire one 

participant described it as making the ‘learning experience unforgettable’. Another 

supported this by stating that by ‘doing the activity’ enabled them to remember better and 

another described practical exercises as helpful to their ability to learn. This reflects the 

views of Wilcock (1998) and the ability to use the process and experience of doing an 

activity to truly understand it. 

The exploration of learning styles and preferences by Hernandez et al. (2020) highlights the 

relevance of the VARK model (Fleming, 2005) in education which represents the four main 

learning styles visual (V), auditory (A), read and write (R) and kinaesthetic (K). By 

understanding different learning styles teaching can be tailored to meet individual needs. 

An activity such as building a tower would appeal to several of these learning styles, the 

most prominent being kinaesthetic. Within the study leaners reinforce their understanding 

of anatomical structures by creating crochet and clay models in addition to sketching, stick 
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figures and painting directly onto the body (Hernandez et al., 2020). This echoes feedback 

from the apprentices who found that engaging in a physical and craft-based activity 

promoted understanding and supported the retention of fundamental knowledge.  

More specifically, responses reflected the value and effectiveness of engaging in a craft-

based activity to understand activity analysis. Interestingly the group work aspect of the task 

helped one participant ‘to understand how the different parts of an activity analysis link 

together’. Further exploration into the positive impact of engaging in group-based craft 

activities would be relevant for future research. Other responses reflected on the activity as 

taking them through the process, encouraging them to consider the steps used and skills 

required to complete the activity which is a fundamental aspect of activity analysis as 

identified by Creek & Bullock (2018). One participant found that the craft-based activity 

helped to demonstrate skills required in the analysis such as communication. Furthermore, 

another response acknowledged the presence and recognition of tacit knowledge stating ‘it 

encourages me to recall each step of actions and learn to use the OT lens’. This 

demonstrates a shift in thinking and indication of a breakthrough of knowledge and 

understanding of what has been identified as a threshold concept.  

Theoretical understanding and clinical relevance 

One participant explained that ‘group activities that require a practical element are helpful 

to support with application of theory’. This pinpoints the specific threshold concepts 

identified by Nicola-Richmond et al., (2016). Perkins (2008) highlighted the relevance of 

teaching based on threshold concepts that encourages learners to think with the knowledge 

in question and by engaging in the activity apprentices are therefore able to apply their 

experience to develop their knowledge and understanding. Two participants referred to the 

activity supporting their understanding of theoretical models, gaining an awareness of the 

types of activities that could be used within the framework of these and relate this to 

functional assessments within their clinical practice. Finally, several responses revealed that 

participants had improved their confidence in being able to use creative activities within a 

clinical setting and how effective these are in supporting patient engagement. It was 

acknowledged that these can be graded to meet the needs of the individual, for which the 

knowledge and application of activity analysis is fundamental as highlighted by Creek and 

Bullock (2018). 

Future learning 

Five of the seven participants responded ‘yes’ to using craft-based activities in future 

sessions to support learning and made several suggestions of suitable activities. This 

included papier-mâché, card making and organising group activities based on the group 

members interests. One suggestion was to engage in the activity then discuss and analyse 

the activity as a group. This further relates to the benefits of groups within learning. 

Providing further justification for using craft-based activities, one participant suggested 
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teaching to include the use of creative intervention within the session and for teaching staff 

to reflect and explore how to motivate and engage people within these activities based on 

their own experience. This echoes the views of Perkins (2008), supporting skill development 

within the craft activity itself and reflects the importance of sharing tacit knowledge with 

the apprentices to develop their understanding of threshold concept. 

Conclusion and Recommendations  

The findings support the use of craft-based activities within teaching specific threshold 

topics and encourages the adaptation of the curriculum to enable apprentices to gain the 

tacit knowledge and understanding to transition and transform into competent and work-

ready qualified occupational therapists. In addition, feedback provided by the current 

cohort indicates that the experience of participating in the craft-based activity encourages 

the development of skill and confidence to use similar activities as a therapeutic medium 

within clinical settings. The findings demonstrate that the use of craft-based activity was a 

valuable and valid method to support the understanding of an activity analysis. Further 

consideration of teaching methods that reflect this approach would be beneficial in ensuring 

that teaching and learning activities intentionally support the acquisition of threshold topics.  

Limitations of the study include the small sample size of apprentices used to gather data. Of 

the 30 apprentices invited to complete the questionnaire only seven responded. Therefore, 

these findings can be viewed as indicative and suggests a larger scale survey would provide 

richer data to generate more definitive findings. Using a range of craft-based activities over 

a specified period prior to completing the questionnaire would add to the richness of data 

collected. Focussing on one specific craft activity may provide a deeper understanding of the 

experience and support the choice of activity when planning and facilitating teaching and 

learning. In addition, the impact of the role of the researcher may be significant to 

apprentice participation and further research should be conducted on a cohort different to 

the one being taught.  

To embed crafts within the curriculum of the occupational therapy degree apprenticeship it 

is recommended to incorporate their use within asynchronous and synchronous teaching 

and continue to evaluate the impact this has on the learning experience. Further feedback 

and analysis on how this can be used within clinical practice, for example when on 

placement, is recommended. Ongoing feedback from occupational therapy apprentices 

should encourage reflection on their understanding of threshold concepts to identify what 

may support this and how the use of craft-based activities can be applied.  

This paper aims to provide a foundation and stimulus for future research on the beneficial 

impact of crafts-based activity within teaching and the wider effect on health and wellbeing. 

Consideration should be given to alternative methods of gathering data on the experience 

of engaging in crafts and the physiological impact. This may include using blood pressure 

monitoring before and after engagement. Any subsequent research will contribute towards 
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the growing evidence base to support the use of crafts within both occupational therapy 

education and professional practice and will highlight its benefits to all health professionals.  
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Abstract 

Traditionally, Criminology has been taught at higher education as a theoretical discipline, 

rather than being applied. However, Criminology programmes are increasingly seeking to 

place more emphasis on experiential learning opportunities (ELOs), in order to ‘skill up’ 

students. This approach seeks to improve specific work-place skills and to improve 

employability rates for graduates but is also in response to research which reports that 

students often choose to study Criminology because they are interested in a career in the 

Criminal Justice field. This critical literature review explores the theoretical basis for 

experiential learning, how it has been implemented in other disciplines, and reviews how 

Criminology programmes apply experiential learning pedagogy. A reflection is then provided 

on the current Criminology programme at the University of Hertfordshire and how feasible 

it would be to embed similar experiential learning opportunities (ELOs) within the 

undergraduate degree. 

Introduction 

Potential careers within the Criminal Justice field, may include working for: the police, the 

courts, the probation service, the prison estate, the youth justice system, non-profit 

organizations, and charities (Prospects, 2020). However, it has been argued that typically, 

undergraduate Criminology degree programmes “do not generally integrate experiential 

learning” (Bramford & Eason, 2021: 319), despite other disciplines placing a strong emphasis 

on this, namely degrees such as Nursing, Teaching and Engineering. Kolb (2014) argues that 

this may be the case because historically and more generally within higher education, there 

has been more of a focus on what students learn rather than how they learn. Furthermore, 

Hamilton (2013) argues that Criminology degree programmes differ from other professional 

disciplines as the curriculum is not determined by professional bodies or accreditation 

boards. Therefore, this leaves the programmes open to lecturers to determine what content 

is covered and how it is delivered. Over the years, there has been a significant increase in 

the number of Criminology degrees on offer across the UK. As such, Universities are 

considering ways to make their own Criminology degree ‘stand out’ from the rest, offering 

unique or interesting elements to their course. One such approach, is to increase the 

amount of experiential learning opportunities (ELOs) that are available as part of the 

degree, to provide students with multiple opportunities to learn from both a theoretical and 

practical aspect.   



21 

 

Research undertaken by Bartels et al (2015) reviewed undergraduate Criminology degree 

programmes across Australia, to better understand the similarities and differences in course 

content offered. The main purpose of this research was as a preliminary step “towards a 

broader discussion about how our Criminal Justice education should look” (Bartels et al, 

2015: 144). As such, the authors recommended that further research is needed to consider 

why students enrol on such programmes and what careers these students expect to have 

after graduating with a Criminology degree. Much of the research that has been conducted 

in the US, demonstrates a range of motivations for studying Criminology. 

Quantitative research conducted by Ridener et al (2020) in the US found that out of twenty 

possible factors considered influential in the student’s decision to choose Criminal Justice as 

their major, the five most important were: “Interest in the subject, potential job 

opportunities, subject matter was relevant to real world, aptitude (skill) in the subject, and 

potential for career advancement” (Ridener et al, 2020: 11). Qualitative research conducted 

by Trebilcock and Griffiths (2021) in the UK found that students chose to study Criminology 

as a way of building on existing interests (love of crime media), to further understanding of 

the ‘self’ (based on experiences/exposures to crime) or wanting to secure ‘justice’ and to 

help others (a desire to work in a Criminal Justice career). As such, there is a strong case for 

exploring how to develop course content, which takes into consideration the reasons why 

students choose to study Criminology. One way this could be achieved, is by embedding 

more experiential learning opportunities (ELOs) into a Criminology undergraduate degree. 

 Theoretical basis for experiential learning  

Yardley et al (2012) define ‘experiential learning’ as “constructing knowledge and meaning 

from real-life experience” (2012: 161), and their article explores this through curriculum 

design which focuses on providing experiences to learners through authentic workplaces. 

This approach for learning is developed from social learning theories and the philosophical 

principle of constructivism, whereby social interactions are central in the learning process. 

Kolb and Kolb (2018) developed the experiential learning cycle to demonstrate a practical 

way in which experiential learning theory (ELT) can be applied in an educational setting, 

such as on a University degree.  

It is a four-stage process, (Figure 1) which 

intends to “actively engage learners in the 

learning process” (Kolb & Kolb, 2018: 8). When 

applied within a university setting, the lecturer 

would provide students with an ‘experiencing 

event’ (such as a role play or guest speaker) 

which importantly facilitates ‘real world’ 

learning and experiences, rather than simply 

going through the motions of a class exercise. 

Reflecting on the experience is also considered 

Figure 1: Four-stage process of Experiential 

Learning Theory (ELT) – Kolb and Kolb (2018)  
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important in this process, as is thinking, and acting on the reflection. Kolb and Kolb (2018) 

suggest that lecturers should structure their teaching as a “series of learning cycles to form 

a deepening spiral of learning” (2018: 9). Moon (2004) has previously written on the 

learning experience of the individual, and how it is mediated by the social surroundings. As 

such, learning is accumulated overtime and through multiple learning experiences. From a 

social constructivist perspective, it is not necessarily the experience itself that is beneficial 

to the individual, but the learning that is acquired over time from the experiences (Little and 

ESCET Colleagues, 2006). 

Although behaviourism, or behavioural learning theory, also focuses on how students learn, 

and the idea that the environment plays a crucial role in learning, it does take a different 

view of the learning process to experiential learning theory (Morris, 2020). Whereas 

behavioural learning theory places an emphasis on the reinforcement an individual receives, 

which may help or hinder the learning process, the experiential learning theory places an 

emphasis on life experience more generally, as being central and necessary to the learning 

process. Importantly, the Association for Experiential Education (2022) identify the key 

elements of experiential learning as including: the learner being engaged (intellectually, 

emotionally, socially and/or physically), that the learning opportunities may be naturally 

occurring, and that the results of the initial learning form the basis for future learning to 

take place.  

How it has been implemented in other disciplines 

Experiential learning theory has been applied for centuries within the field of medical 

education, often providing a ‘learning on the job’ approach for medical students (Yardley et 

al, 2012). Murray (2018) states that “experiential learning centres on active pedagogical 

strategies that engage students in the learning process” (2018: 1), and in nursing education, 

these strategies may include simulations, clinical experiences, and role-playing. These 

strategies may involve a placement within the medical setting or may be replicated within 

the classroom setting. Social learning theories provide a framework for these types of 

strategies and experiential learning within nursing education. Grace et al (2019) draws on 

the work of Vygotsky, to explain how practical classes can support student’s learning, 

through methods of ‘scaffolding’. It is stated that students are first assisted by an expert so 

that eventually they are able to develop the skills themselves and carry out the activity or 

technique independently (Grace et al, 2019).  

Similar to nursing education, teacher training degrees are designed with a large amount of 

time spent on placements within schools. Harfitt and Chow (2018) demonstrate the 

importance that is placed on these real-world experiences for trainee teachers, providing 

them with opportunities “to acquire rich and diverse learning experiences” (2018: 122). 

These experiences move the student’s understanding beyond the theoretical, to the more 

practical and skills-based that is required of teachers. However, ongoing professional 

development of teachers once they have completed training is also greatly encouraged. 
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Girvan et al (2016) suggest that the use of reflection as a tool is important and should be 

underpinned by the pedagogical framework of experiential learning theory (ELT); following 

the four-stage process that was explained by Kolb and Kolb (2018) (see Figure 1). 

Specifically, for teachers, following this experiential learning framework is considered 

important, as it “can motivate teachers to try new practices and make desired changes to 

the curriculum a practical reality” (Girvan et al, 2016: 130). Therefore, emphasis is placed on 

the reflective aspect of experiential learning theory as a way of learning from experience, to 

develop new and innovative ways of teaching.  

For engineering students, Gadola and Chindamo (2019) describe the application of 

experiential learning as ‘active learning’ or ‘learning by doing’. One way this may be 

achieved specifically with engineering students, is through ‘gamification’. This is described 

as a process whereby fun gaming elements which typically motivate people to continue 

playing, are used in non-game contexts to constructively encourage learning (Gadola and 

Chindamo, 2019). Using an elaborate role-play scenario, motor-engineering students are set 

a task by a hypothetical motoring company, to design and develop a new race car. Such a 

scenario encourages students to work collaboratively in teams, but also provides ‘hands on’ 

learning to build the car, and real-time reflection and feedback on their work as the car is 

actively tested (Hanh, 2020).  

Review on how Criminology programmes apply experiential learning pedagogy 

At the time of writing (early 2022) a search conducted on the UCAS website for Criminology, 

undergraduate, full-time, bachelor degrees (with or without honours) show 1127 courses 

from 140 providers, with many providing students the opportunity to extend the three-year 

course to a four-year course, to include a ‘sandwich’ placement year in industry. Despite 

this, there has been little published within the UK on the application of work-based learning 

or broader experiential learning opportunities for students enrolled on a Criminology 

undergraduate programme. Qualitative research conducted by Bramford and Eason (2021) 

considered the use of work-based placements on the Applied Criminology course at the 

University of Worcester. The authors state that the course “was designed to reflect the 

needs of the market” (Bramford & Eason, 2021: 319), where one of the most important 

elements when designing the programme, was the need for work experience in a range of 

sectors. This innovative approach saw University of Worcester embed more opportunities 

within the standard programme, for students to engage with real-world settings.  

Much that has been published on the use of experiential learning on Criminology and 

Criminal Justice programmes, comes from the US. George et al (2015) adopted the 

experiential learning framework as created by Kolb, to implement four experiential learning 

opportunities (ELOs) at California Lutheran University. For students on the undergraduate 

Criminal Justice programme, they were provided with opportunities for: internships, field 

trips, service-learning, and research projects, which were all recognized as being forms of 

experiential learning. Feedback was gathered from students on their experiences, and “the 
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data reveal that respondents found internships to be the most useful in terms of 

professional influence” (George et al, 2015: 484). As such, it is argued that the Criminal 

Justice curriculum should be moving towards incorporating more experiential learning 

opportunities (ELOs) for their students.  

Crandall et al (2021) have since expanded on this work, to also review guest speakers and 

shadowing, as further experiential learning opportunities (ELOs) that could be embedded as 

part of a Criminology and Criminal Justice programme. The use of guest speakers can bring 

real-world practitioner experience into an academic setting, to “critically challenge students’ 

thinking and viewpoints, while providing stories that maintain student interest” (Crandall et 

al, 2021: 156); providing an important bridge between theory and practice. Furthermore, 

the ELO of ‘shadowing’ is described as a more short-term opportunity, in comparison to an 

internship or long-term work placement. Crandall et al (2021) argue that ‘shadowing’ can be 

a very useful ELO, which benefits the student in learning ‘on the job’ about certain duties, 

expectations, and scenarios, but in a more condensed way.  

A reflection on the BA (Hons) Criminal Justice and Criminology programme at University of 

Hertfordshire  

Currently on the undergraduate Criminal Justice and Criminology degree programme at 

University of Hertfordshire, the opportunity for completing a work placement is limited. If 

students wish to complete work experience or work placement, they can take a sandwich 

year between level 5 and level 6 to complete a work placement year. Alternatively, they can 

find a work experience opportunity to complete outside of the ‘taught’ university timetable. 

Other forms of experiential learning that are offered, are through optional co-curriculars, for 

example, working with offenders, being a detective, forensic psychology, and restorative 

justice. However, these are only short courses, which run for between 6-10 hours, and are 

limited in the maximum capacity of students/places. Level 5 students also complete a 

compulsory module on ‘employability skills and career planning’. As part of this module, 

students participate in the Assessment Centre Experience (ACE), which provides them with 

invaluable experience, feedback, support, and guidance with the aim to increase their 

confidence when entering the graduate recruitment process (University of Hertfordshire, 

2021a). Despite this, it is a generic experience and does not specifically address any skills 

that are particular to careers within the Criminal Justice field.  

In order to better understand our student’s expectations of their BA (Hons) Criminal Justice 

and Criminology programme, data has been taken and analysed from a feedback form that 

students have completed for curriculum development:  
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Question 1 asked ‘why did you choose to study a 

Criminal Justice and Criminology degree?’ 

(Options: I want to get a career within the Criminal 

Justice field, I was just interested in studying it, but 

with no real career in mind, I was interested in 

studying it, and hope that it will help me to choose 

a career path, other). Nearly 60% of the 

respondents indicated that they chose to study this 

course as they want to get a career within the 

Criminal Justice field. This supports findings from 

previous studies (Ridener et al, 2020; Griffiths and 

Trebilcock, 2021) that students are expecting the 

degree to help them achieve long-term career goals.  

Question 3 asked (as a follow up to question 1) ‘what career did you have in mind when 

choosing to study a Criminal Justice and Criminology degree?’ (open ended)  

 

33% of the respondents indicated that the specific career they had in mind when choosing 

to study Criminal Justice and Criminology degree, was to become a detective. However, the 

range of careers that were mentioned in response to this question demonstrates the 

potential range of experiential learning opportunities (ELOs) that could be incorporated into 

the taught curriculum. Some of these opportunities are already provided to students, 

through optional and often very limited capacity, co-curriculars. However, if a large 

proportion of students are reporting specific career pathways, then this data could support 

the need to embed more experiential learning opportunities into the degree programme; 

rather than just as an optional extra. 

Question 6 asked students ‘what practical opportunities would you like to have access to as 

part of your degree?’ (Options: short work placements (few weeks or months), long work 

placements (yearlong), short practical courses (co-curriculars), guest speakers from relevant 

fields, employability training (job interviews, CVS, etc.), scenario-based activities, other)  

I want to get a career within the 

Criminal Justice field (30 out of 52 

respondents) 

word-cloud to visualise the responses (45 out of a possible 52) 



26 

 

Nearly 60% of the respondents indicated that they would like to have access to short-term 

work placements, something which is not currently offered as part of the Criminal Justice 

and Criminology programme. There appeared to be much less interest in the long-term 

work placement opportunity, which is something that is currently offered as part of the 

four-year ‘sandwich’ programme. This indicates that more could be done to embed 

experiential learning opportunities (ELOs) into the current Criminology programme, in 

response to student’s expectations about the course. This would be particularly beneficial 

for students who have chosen to study Criminology as they want to get a career within the 

Criminal Justice field. 

Question 8 asked students ‘what other events/opportunities would you like to see offered 

as part of your degree?’ (Open ended). Despite being a broad question, 15% replied ‘work’, 

indicating that this is considered an important outcome for their degree, and so should also 

form an integral part of their higher education. Currently, one of the main graduate 

attributes identified by the University, focuses on ‘professionalism, employability and 

enterprise’ (University of Hertfordshire, 2021b).  

 

‘Field trips’ as a broad category appeared most popular, as did opportunities to learn about 

different careers in the Criminal Justice field. Crandall et al (2021) found that their students 

Word-cloud to visualise the responses (52 responses in total)   

Respondents could select multiple options (52 respondents in total)  
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wanted more field trip opportunities to be offered as part of their Criminal Justice degree, 

and that 93% of their student respondents indicated that “field trips provide real-world 

experience” (2021: 162), further explaining that these types of experiences would be most 

beneficial for students who consider themselves more visual learners.  

Conclusion 

In summary, Criminology has historically been taught at higher education as a theoretical 

discipline, rather than being applied. However, Criminology programmes are increasingly 

seeking to place more emphasis on experiential learning opportunities (ELOs), in order to 

‘skill up’ students. The aim of this critical literature review sought to demonstrate the 

importance of this pedagogic approach, which seeks to improve specific work-place skills 

and to improve employability rates for graduates. It has reviewed the limited, but crucial 

research, which reports that students often choose to study Criminology because they are 

interested in a career in the Criminal Justice field. This finding was also replicated in 

curriculum feedback from students based at the University of Hertfordshire, who are 

currently enrolled on the BA (Hons) Criminal Justice and Criminology programme. 

This critical literature review has also explored several ways in which other disciplines have 

successfully integrated experiential learning opportunities (ELOs) onto their undergraduate 

degree programmes, as well as the increasing number of Criminal Justice degrees that are 

also following this learning approach. As such, it is argued that the implementation of more 

experiential learning opportunities is feasible on the BA (Hons) Criminal Justice and 

Criminology programme at the University of Hertfordshire. This development of the ‘taught’ 

curriculum would further support the University’s graduate attributes which focus on 

employability, (University of Hertfordshire, 2021b). It would also reflect what the Quality 

Assurance Agency for Higher Education (2021) sets out as the subject benchmark for 

Criminology; notably, the sustainability of Criminology degrees as being “directly linked with 

accessibility, employability and partnerships… working with criminal justice system 

agencies…” (2021: 6). This has previously been recommended by Little and ESECT Colleagues 

(2006), who suggest that all degrees should seek to integrate academic knowledge, 

professional knowledge, and professional practice for the student’s benefit.  

As such, this critical literature review concludes with some recommendations on how the BA 

(Hons) Criminal Justice and Criminology programme at the University of Hertfordshire could 

integrate experiential learning opportunities (ELOs) into the programme. Firstly, by 

responding to students’ feedback on the curriculum development survey, which identified 

career progression as the main reason for choosing to study Criminal Justice and 

Criminology. If students are actively choosing to study Criminal Justice and Criminology as a 

way of securing a specific career within the Criminal Justice field, then the University should 

take responsibility in delivering on these expectations the students hold. Secondly, by 

embedding more experiential learning opportunities into the ‘taught’ curriculum, rather 

than simply offering these as additional opportunities, students will be better equipped with 
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transferable career skills once they graduate. Crucially, as part of the learning experience, 

students should be explicitly shown how to showcase these skills through their written job 

applications and oral job interviews. Finally, and in line with the most recent Criminology 

subject benchmark statement from the Quality Assurance Agency for Higher Education 

(2021), not only should a range of experiential learning opportunities be made more readily 

available to Criminology students, but that students should also be encouraged to reflect on 

these opportunities to further develop their learning experience. 
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How online learning, during COVID-19, has affected compassion in 

teaching and subsequently impacted student satisfaction 

Lucy Mackintosh       l.mackintosh@herts.ac.uk 

Abstract 

Goetz et al (2010) defines compassion as ‘the ability to notice physical or social distress in 

others and take action to address it’, with active listening, empathy, desire to help, 

inclusivity, understanding emotions, promoting silence, and creating a safe space being the 

main components of compassion in a teaching environment (Gilbert, 2016). Furthermore, 

Caddell and Wilde (2018) found compassion to be an important part of the teacher-student 

working relationship and a key to student success. To understand the importance of 

compassion in teaching for student success, this study will look at how an increased use of 

online teaching (due to a pandemic) has negatively affected compassionate teaching and 

how that relates to student satisfaction. The present study uses a self-developed survey 

measure, in which, 44 undergraduate psychology students from each year group 

anonymously rate the use of the compassionate components. Using a Likert scale, students 

stated how often their teaching includes the named compassionate components with the 

lower the score indicating a lack of compassion in the environment. The results showed that 

there was a significant correlation between hours of face-to-face teaching and 

compassionate scores, as well as compassionate and enjoyment scores. This demonstrates 

the importance of compassion within the learning environment. This article also discusses 

ways of implementing the compassionate components in an online environment to increase 

student satisfaction. Future research should consider how implementation of compassion 

pedagogy in online learning effects enjoyment scores.  

Introduction  

Use of compassion pedagogy 

Compassion in the pedagogical sense refers to “the ability to notice physical or social 

distress in others and take action to address it.” (Goetz et al, 2010). Gilbert (2016) furthered 

this definition by adding key components of compassion; active listening, empathy, desire to 

help, inclusivity, understanding emotions, promoting silence, and creating a safe space. 

With this clear criterion for a compassionate learning environment, teaching staff have been 

able to investigate the use and effect of a compassionate learning environment. In a study 

promoting the use of compassion, Gilbert (2016) introduced the compassion focused 

pedagogy. Students were asked to share work, pay attention to other group members, use 

eye contact and mimic vocalisations. The findings from this study showed that eye contact 

was extremely important, and students felt responsible for theirs and others’ learning.  

mailto:l.mackintosh@herts.ac.uk
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Furthermore, Caddell and Wilde (2018) conducted a narrative review study, in which, 24 

interviews with academic staff were conducted. The interview structure focussed on the use 

of kindness and collegiately within the classroom. The findings from this study found that 

teachers and students must have a working relationship for the learning to be effective. 

Additionally, ensuring a compassionate learning environment by addressing the key 

components (Gilbert, 2016) showed a positive relationship with student success i.e., 

students received higher grades.  

Carson and Johnston (2000) comment on the use of compassion pedagogy for teachers 

discussing sensitive topics. The example used in their study looks at how racism and 

discrimination can be discussed within the classroom. The pedagogical approach aims to 

build trust in the classroom whilst recognising the need to learn about other’s realities and 

acknowledge the differences within the classroom. This approach was found to be 

productive for starting student conversations on difficult topics.  

Impact of online learning in student satisfaction and learning  

Interestingly, a study conducted by the Office for National Statistics entitled Student Covid 

Insights Survey asked students in May 2021 about their experience of university. The 

questions focussed on the style of teaching, mental health, and satisfaction with their 

course. Six out of 10 students reported that their studies were mostly remote, with 65% of 

students experiencing zero hours of face-to-face contact within a 7-day period prior to the 

survey and 21% having 1-5 hours of in-person contact time during the semester. The 

findings showed that 53% of students were dissatisfied with their social experience and 29% 

dissatisfied with their academic experience. Moreover, 44% of undergraduate level 5 and 6 

students were satisfied with their experience compared to 55% level 4 students. 

Unsurprisingly, 84% of students stated that there were limited opportunities to meet other 

students. The final questions asked the students what they would do if online learning 

continued to be the main method of teaching. The results from this question found that 

58% of students would defer the academic year until in-person teaching resumed, 31% of 

students would drop out of university, 14% of students would transfer to another university 

that offered more in-person teaching or was closer to home and 20% of students would 

leave university to find a job.  

A study by Sepulveda-Escobar and Morrison (2020) considered the effect of online learning 

during the Covid-19 pandemic. The study used the format of an interpretative case study, 

with 27 EFL (English as a ForeignLanguage) teachers. The most prominent results found that 

a lack of direct interaction with learners strongly affected the teacher’s own learning 

process. Specifically, the analysis showed that the teacher’s found an increase in anxiety and 

decrease in motivation when teaching through an online environment. To add, 48% of the 

teacher’s disagreed with the statement ‘my home environment allows me to do my online 

classes’, with poor internet, home distractions, lack of working devices or lack of laptops 
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with working microphones and cameras being the cause of this difficulty (Sepulveda-Escobar 

and Morrison, 2020).  

Schwenck and Pryor (2021) conducted a qualitative study in which 15 preservice teachers 

engaged in a phenomenological interview to discuss their views on engagement, 

connectedness, community, and accountability. The study found that there were issues with 

engagement during online classes with awkward interactions caused by technological 

difficulties and lack of non-verbal cues such as not knowing when to speak. Further, there 

were issues with connectedness with both teachers and students feeling a disconnect 

between them. This disconnect wasn’t just surrounding the use of online lessons but also 

due to a decrease in mental health and difficulties with meeting up with classmates due to 

social distancing.  

Use of compassion in online learning  

In the current climate, research into the use of online learning has increased, with some 

focus on the use of compassion. A study by Sukhera and Poleksic (2021) explored the 

adaption of compassion education through technology-enhanced learning. This was a 

qualitative study which used semi-structured interviews to gather health professionals’ 

insights into the use of compassion education and technology. Most responses revealed 

concerns about the lack of human interaction but noted the inevitable need for technology. 

Other outcomes of the interviews found suggestions for enhancing compassion education 

with the use of technology such as increasing accessibility and learner comfort with 

vulnerability (Sukhera & Poleksic, 2021). However, the study focussed on the issues that 

arose using compassion education online and suggests the following to help eradicate these, 

ensuring a balance of face-to-face and online learning and addressing digital poverty. This 

study suggests further research into the use of compassion education to address the 

uncertainties mentioned in the interviews about adapting compassion education through 

technology-enhanced learning. 

Furthermore, a study by Lindecker and Cramer (2021) considered the relationship between 

student self-disclosure and faculty compassion in online classrooms. Student self-disclosure 

was defined by the researchers as students disclosing personally traumatic events with 

faculty to receive support and extensions (Lindecker & Cramer, 2021). Compassion fatigue is 

a well-documented issue among professions, especially those working in social service fields 

such as health care and education. Faculty compassion is the use of compassion pedagogy in 

learning, with a lack of compassion pedagogy being named faculty compassion fatigue by 

the researchers (Lindecker & Cramer, 2021). The study found that 96% of faculty surveyed 

said that student self-disclosure was common, and that there was a relationship between 

student self-disclosure and faculty compassion fatigue, with higher levels of student self-

disclosure leading to higher levels of faculty compassion fatigue. This study clearly presents 

the concept that a lack of compassion in education can lead to a lack of student satisfaction, 

resulting in student self-disclosing to receive more support.  
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The aim of this study is to distinguish whether the online learning environment supports 

compassion pedagogy and whether a supposed lack of compassion in education (Lindecker 

& Cramer, 2021; Sukhera & Poleksic, 2021) leads to a lack of student satisfaction.  

Methods  

The present study uses a self-developed survey which will be completed anonymously by 

undergraduate psychology students (all year groups). This study does not need ethical 

consideration as it falls under the protocol for reflective practitioner work by academic staff. 

The survey begins with an introduction to the study’s aims and explains the purpose of the 

study. Further, it informs the students that ethical consideration was not needed as this 

survey looks only to improve their experience and not for research purposes. Students are 

also told that they do not need to take part but taking part consents to their anonymous 

data to be used and shared within the department of psychology, with possible expansion 

to the rest of the school and university following the results. Students are told that they are 

free to withdraw at any time without explanation.  

The survey was posted internally using the psychology undergraduates’ research methods 

Canvas page, in which an announcement was made explaining the aims of the survey and 

included the link to the survey. 

The survey started with two initial questions asking students to state their year group and 

how many hours of in-person teaching they had received so far that semester. The study 

then progresses to a Likert scale requiring students to rate the components of compassion 

(active listening, empathy, desire to help, inclusivity, understanding emotions, promoting 

silence, and creating a safe space) on how often they experience them. The scale went from 

1 (never) to 5 (always), with the total score across all 7 components representing the level 

of compassion within the learning environment, the higher the score indicating that 

compassion pedagogy is present. 

The second part of the survey focusses on student satisfaction, asking students to rate 5 

statements with how much they agree with what is said. The scale is from strongly disagree 

to strongly agree, with strongly disagree scoring -2, strongly agree 2 and neither agree nor 

disagree 0. A negative overall score shows a lack of student satisfaction, and a positive score 

shows student satisfaction. The survey used can be found in Appendix A.  
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Results  

In total there were 51 responses, however due to invalid completion of the survey (not all 

questions being answered), there were only 44 valid responses. 

The participants studied undergraduate psychology at the University of Hertfordshire, Table 

1 shows the number of participants from each year group, with Year 1 being level 4 students 

and Year 3 level 6 students. 

Table 1: Participant Year group demographics. 

Year  Frequency Percent (%) 

1 19 43.2 

2 15 34.1 

3 10 22.7 

The greatest number of responses (43.2%) came from first year students, followed by 

second year (34.1%) and then third year students (22.7%). A statistical analysis on the 

descriptive statistics of this variable shows the standard deviation to equal 1>, thus 

determining the participants to be representative of all three year groups.  

The participants were also asked to detail how many hours of face-to-face teaching they had 

experienced so far that semester, the survey was sent in the final week of semester A. The 

responses to this question were variable with the highest percentage (20.5%) of students 

stating they had received zero hours of face-to-face learning. The next highest response 

(15.9%) was that 15 hours of face-to-face teaching had been received. The responses to this 

question ranged from zero hours to 40 hours. A one-way ANOVA was performed in the 

software SPSS to establish whether the participants year group determined the amount of 

face-to-face teaching received. This test was not significant, F (2,41) =0.651, p>0.05, 

therefore the number of hours of face-to-face teaching received during the semester is not 

dependent on the participants year group. Table 2 shows the responses to this question. 
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Table 2: Reponses to the question ‘How many hours of face-to-face teaching have you 

received this semester?’ 

 

The aim of this study was to determine whether the use of online learning affected the use 

of compassion pedagogy in teaching and whether this had negatively impacted student 

satisfaction. The survey contained two Likert scales; the first to determine the presence of 

compassion in teaching and second the level of student satisfaction. A Pearson product-

moment correlation coefficient was performed in SPSS to calculate whether there was a 

relationship between the compassion scores and student satisfaction scores. The correlation 

was significant r=0.387, p=0.009 (p<0.01) with compassion scores accounting for 15% of 

variability in satisfaction scores. Although a correlation does not show cause and effect, the 

scatter graph below (Figure 1) shows that as compassion scores increase so do student 

satisfaction scores, hence we can assume that a lack of compassion pedagogy in the learning 

environment, has a significant negative effect on student satisfaction. 
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Figure 1: Scatter graph to show the relationship between compassion scores and student 

satisfaction scores 

Further investigation into student satisfaction with online lessons found that in response to 

the 5 statements (Question 4, see appendix A) only enjoyment of the online lessons and 

being able to make friends had a positive response. Figure 2 shows the overall scores for 

each statement. The range of scores being from -23 to 1 shows that most students 

disagreed with each of the statements. In particular, ‘I feel that my learning hasn't been 

affected by the use of online teaching’ scored the lowest with -23 and was a particular issue 

for students, affecting their satisfaction. Students also felt that there were no opportunities 

to interact with their peers outside of lessons and that they didn’t learn as well in the online 

setting.  

Figure 2: A bar chart to show the overall scores for student satisfaction 
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In addition, to find out whether a change to online learning has affected the use of 

compassion pedagogy, a second Pearson product-moment correlation coefficient was 

conducted to distinguish this relationship. The correlation between compassionate scores 

and hours of face-to-face teaching received was significant, r=0.855, p<0.01, with the 

amount of face-to-face contact hours accounting for 73% of variability in compassion scores. 

The scatter graph (figure 3) below shows a distinct positive correlation between face-to-face 

hours and compassion scores, with the more face-to-face contact having higher scores of 

compassion. 

Figure 3: Scatter graph to show the relationship between hours of face-to-face teaching and 

compassionate scores 

 

Discussion  

The results show that there are significant relationships between online learning and the 

use of compassion pedagogy and that there is a significant relationship between 

compassionate and enjoyment scores. From the results we can see that the online learning 

environment has a lack of compassion, and this lack of compassion has had a negative 

impact on student satisfaction. Henceforth, this article will discuss ways to address this lack 

of compassion pedagogy in the online learning environment to help improve student 

satisfaction.  

Firstly, it would be oversimplistic to assume that a lack of compassion in the online learning 

environment is the sole reason to the changes noticed in student satisfaction. Other factors 

such as digital poverty, personal circumstance, and mental health will have also been a 

factor in this change. The use of online learning, in place of in-person teaching, was caused 
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by a pandemic which also in itself will bring numerous obstacles impacting on student’s 

satisfaction. 

There are known inequalities within education, with the pandemic showing how digital 

poverty has affected numerous students with the move to online learning (Holmes & 

Burgess, 2020). Digital poverty refers to the lack of digital understanding or resources, with 

Holmes and Burgess (2020) reporting that only 51% of households earning between £6000-

£10,000 have access to WIFI at home, compared to 100% of those earning over £40,001. As 

well as a lack of WIFI, access to suitable electronics for working are scarce for households 

with low income.  

To add, a study conducted by Adams-Prassl et al (2020) has found a significant decrease in 

mental health caused by the ‘stay at home’ measures. Those who experienced ‘lockdowns’ 

have a mental health rate, 0.0085 standard deviations lower than those who did not. 

Mental health in this study is measured using the WHO-5 mental health index, which also 

found the effect of lockdown to impact on women more than men, widening the existing 

gender gap by 66% (Adams-Prassl et al, 2020). 

Though, a third Pearson product-moment correlation coefficient was performed 

investigating the relationship between hours of face-to-face learning and enjoyment scores. 

The correlation was not significant, r=0.246 p=0.108 (p>0.01) which means that the hours of 

face-to-face learning received has no effect on the enjoyment scores. This finding sways our 

understanding to believe that it is purely the lack of compassion pedagogy in the online 

learning environment which has led to poor student satisfaction (see scatter graph in 

appendix B). Further research would be suggested to understand this relationship better. 

In order to help improve student satisfaction whilst online learning remains the dominant 

form of teaching methods, the 7 known components of compassion pedagogy (Gilbert, 

2016) and ways to ensure that these are present within the learning environment are listed 

below. These approaches act as a baseline for teaching staff, as it is known that approaches 

to teaching vary, meaning compassion can manifest differently (Waite, Knight & Lee, 2015). 

Active listening is a way to show that you value what the other person is saying and 

increases empathy (Rogers, 1957). To show that you are actively listening, you should; ask 

open-ended questions, reflect another’s feelings, clarify, and summarise what you hear 

(Rogers, 1957). Although, these tasks are easy in an in-person environment, whilst teaching 

online it is easy for the teacher to clarify what students are saying and summarise what they 

have heard. In fact, by doing so it will help other students in the room to acknowledge what 

has been said in case of poor sound quality and buffering in the video. Teachers should also 

respond to student comments using open-ended questions and reflect their feelings to 

achieve this, other students should also be encouraged to ask open-ended questions to 

benefit each other’s understanding within the discussion.  
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Empathy is a complex concept that has been defined as perspective-taking in which we put 

ourselves in another shoes (Ratka, 2018). Again, this can be achieved more easily in a face-

to-face environment due to the use of non-verbal body language which is more visible in 

person. However, the use of cameras by the teacher and student speaking would help show 

the mimicking of emotions with either party using the same facial expressions, open or 

closed body language and gestures visible on camera.  

Desire to help is an automatic reaction associated directly with compassion, it is in one’s 

nature to want to help those suffering especially when it is someone who is valued (Buffone 

et al, 2017). It has been noted that the desire to help can collapse if a person promotes self-

affirmation (Vohs, Park & Schmeichel, 2013). Within the online learning environment, where 

so much more is unknown to the individual, self-affirmation can increase causing the desire 

to help to diminish. Again, the lack of cameras during the video call can cause an individual 

to self-affirm and lack the desire to help, thus the teacher should facilitate the learning 

environment by encouraging the use of cameras. Moreover, the teacher could promote the 

student’s desire to help by supporting students to help their peers by answering questions 

and asking them to explain their answers.  

Inclusivity is a vital component of learning which should be endorsed no matter the learning 

environment. To promote inclusivity in an online environment, support and flexibility have 

been found the most effective (McLoughlin & Oliver, 2000). Support should be offered to all 

students such as having frequent communication with students outside of the online lessons 

e.g., via email, face-to-face or telephone calls. Flexibility such as designing different tasks for 

students to complete should be offered, as well as encouraging group work.  

Understanding emotions can be defined as the ability to share the feelings of another 

person which can also be referred to as emotional empathy (Hodges & Myers, 2007). This 

can be experienced by feeling the same emotion as the other person, feeling distress in 

response to another’s pain or feeling compassion towards the other person (Hodges & 

Myers).  The use of self-reflection at the end of the teaching session, with prompting 

questions by the teacher can address whether students have understood emotions within 

the session.  

Promoting silence allows for critical thinking to take place, by pausing after a question for 

around 10 seconds to entice students to respond (Elliott, 1996). Additionally, the use of 

silence has a compassionate quality in which the silence conveys mutual respect and 

understanding (Mullen, Reynolds & Larson, 2015). This promoting of silence can be used in 

an online setting but to ensure its use is clear to students, teachers can use phrases like ‘I’ll 

give you time to think’ or ‘I’ll wait for somebody to respond’ so that they know the pause 

has meaning and isn’t a technical glitch. 

Creating a safe space can be achieved by accepting and acknowledging mistakes will be 

made, model empathy, maintain honesty, build trust, and share learning (Allen, 2020). In an 
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online environment it is important that the teacher outlines some rules at the beginning of 

each session to create a safe space for students to learn. Rules can be simple and should 

ensure student confidentiality, trust, honesty, acceptance, and empathy. 

With directions for how staff can implement the seven components of compassion within an 

online learning environment discussed and with the results of the present study, future 

research should consider how ensuring a compassionate online learning environment can 

help improve student satisfaction. In addition, gaining an insight from students on the above 

suggestions would be beneficial in helping to understand how student satisfaction can be 

increased.  

Conclusion  

In conclusion, this study looked at the use of compassion pedagogy in an online learning 

environment and how this can affect student satisfaction. The results of the study showed a 

clear relationship between online learning and compassion, as well as compassion and 

student satisfaction, with a strong trend showing that a lack of compassion is found within 

the online learning environment which has negatively impacted student satisfaction. The 

discussion of the article addresses how teaching staff can implement the seven components 

of compassion; active listening, empathy, desire to help, inclusivity, understanding 

emotions, promoting silence, and creating a safe space. Future research should consider 

how introducing the above suggestions in an online learning environment can help to 

improve student satisfaction and could start with gaining students views on the adapted 

approaches.  
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Appendix A 

Copy of the self-developed survey measure  

Q1 Thank you for agreeing to complete this quick 4 question survey.  

By completing the survey you are consenting to the use of your anonymous data for 

academic improvement use within the department, school and University. The questions do 

not require you to state your name, contact details or any other identifying factors but it 

does ask for your year of study.  

It is not mandatory to take part and you are free to withdraw, without reason, at any time. 

 

As this survey is for the use of academic improvement, it is in line with the Protocol for 

Reflective Practitioner Work By Academic Staff and therefore, does not require ethical 

consideration.  

The purpose of this survey is to determine whether the use of online teaching has reduced 

the use of a compassionate learning environment, affecting student satisfaction and 

learning. 
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Q1 Please state your year of study: 

• Year 1 (Level 4)  (1)  

• Year 2 (Level 5)  (2)  

• Year 3 (Level 6)  (3)  

 

Q2 How many hours of face to face teaching have you received so far this semester? 

Please put the number of hours: 

 

Q3 For each of the following, please indicate how often you experience these in your online 

teaching sessions: 

 Never (1) 
Sometimes 

(2) 

About half 

the time (3) 

Most of the 

time (4) 
Always (5) 

Creation of a safe 

space (the teacher 

outlines rules such 

as confidentiality 

and non-

judgement when 

promoting student 

discussion) (1)  

     

Active Listening 

(you feel that the 

teacher and other 

students are 

listening to 

discussions, this 

can be indicated by 

nodding and 

agreements) (2)  
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Empathy (you feel 

that you have been 

understood) (3) 

     

Desire to help (you 

recognise when 

others need help, 

and offer support) 

(4)  

     

Inclusivity (you feel 

included within the 

lesson) (5)  

     

Understanding 

emotions 

(emotions within 

the class are 

recognised and 

discussed) (6)  

     

Promotion of 

silence (the 

teacher uses 

silence to aid 

discussions) (7)  

     

 

Q4 For the following statement, please indicate how well you agree with them: 

 

Strongly 

disagree 

(1) 

Disagree 

(2) 

Neither 

agree nor 

disagree (3) 

Agree (4) 
Strongly agree 

(5) 

I enjoy attending 

online teaching 

sessions (1)  
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I feel that my 

learning hasn't 

been affected by 

the use of online 

teaching (2)  

     

I learn just as well 

in an online 

environment as in-

person teaching (3)  

     

I have made 

friends within my 

course (4)  

     

I interact with 

course mates 

outside of teaching 

sessions (5)  

     

 

Q6 Thank you for taking part in this quick survey. If you have any further questions or any 

concerns you wish to discuss, please email l.mackintosh@herts.ac.uk 

 

For further support please visit the Academic Support Unit (lms.asu@herts.ac.uk) or contact 

Wellbeing (StudentWellbeing@herts.ac.uk) 

If you need immediate wellbeing/emotional support,  financial, legal, non-urgent medical 

advice or grief support call: 0800 028 3766 and use:  

Username: wellbeing 

Password: LakeMindCard1 

  

mailto:l.mackintosh@herts.ac.uk
mailto:StudentWellbeing@herts.ac.uk
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Appendix B 

Figure 4: Scatter graph to show the relationship between face-to-face hours and enjoyment 

scores 
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Why do students from East Asia find communication on clinical 

placement in the UK more difficult than home students?  

Kirsty Millar        k.millar2@herts.ac.uk 

Abstract 

There are an increasing number of students who are choosing to study healthcare in the UK 

from abroad and in particular from Asia. A number of these students are completing the 

first-year module practical assessments but are unable to successfully complete the 

essential placement element of the course. The number of students is small, but the impact 

is significant as they have moved to a new country to gain a professional qualification. 

Utilising a literature search, this article will discuss various issues and challenges that the 

students face during the course including the learning styles of healthcare students and 

students studying in second languages, the culture and communication differences in the 

United Kingdom in both the university and placement settings. Any articles discussing 

additional induction programmes for international students will also be considered to 

review if this could be used within the current course. 

The literature suggested elements that could be included into the course to aid the 

experience of international students. Introducing the students to the healthcare 

environment before placement may also improve the integration for some domestic 

students and the increased cultural discussions may also increase some domestic students’ 

outlook before treating patients who come from a wide variety of backgrounds and 

cultures. 

Background 

The number of students from East Asia on the course has increased over the past few years, 

with links deliberately made and potential students are encouraged to consider studying in 

the UK. This trend is replicated across the United Kingdom, with the Higher Education 

Statistics Agency (HESA 2021) reporting the number of students from China attending any 

course in the United Kingdom (UK) has increased from 45,000 in 2010/11 to almost 105,000 

in 2019/20.  

Within the current healthcare course, the students from Asia are generally able to pass 

multiple objective structured clinical examinations (OSCE) comprising of a viva voce (VIVA) 

element in which the student needs to be able to discuss a specific condition with medical 

terminology, and a practical skill demonstrating an understanding of the skill with 

theoretical knowledge. To pass all the modules in the first year, the students are also 

required to pass an assignment and an online test. The students also need to pass a 

placement working in a clinical area to progress onto the second year (University of 
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Hertfordshire 2021a). The students from Asia pass the oral examinations, but a small 

number are unable to pass the clinical placement mainly due to communication problems 

with both the qualified staff and patients. Whilst it is only a small number of students 

affected, the consequences are significant, as not only have they moved to the UK for the 

course, but due to not being successful on the placement they will also have lost their 

career. Killick (2018) discusses the importance of not causing disadvantage to a group or an 

individual student within Higher Education to promote equity and therefore it is important 

that the students are supported more effectively during their course so that they achieve 

their potential. 

To gain a place on the course the students need to have a good level of English as 

determined by the University (University of Hertfordshire 2021b) and are invited to a non-

compulsory session with a lecturer to help with their conversational English. During tutorials 

and practical lessons, the International Students are mixed with the home students in small 

groups and are required to attend all online lectures, tutorials, and in-person practical 

sessions. 

This article will investigate whether there is any pedagogic evidence and approaches to 

improve the support of this group of students. The main issue identified is the difficulties 

that the students experience in the assessment of their communication skills whilst on 

placement, but the wider issues of the students’ studies will also be considered. In 

particular, the learning styles of physiotherapy students (science students) and of students 

learning a new language will be discussed, as well as any cultural differences that may affect 

the performance of the students whilst on placement.  

Learning Styles  

Whilst there is debate over the reliability of learning styles of different students in different 

situations (Howard-Jones 2014), there have been several studies reviewing the learning 

styles of physiotherapy students. Mountford et al. (2005) reviewed the learning styles of 

physiotherapy students at the beginning of their course and found that the most common 

learning styles were 26% reflectors, 17% reflector/theorist and 16% activists whilst, Hess 

and Frantz (2014) found that the physiotherapy students in South Africa demonstrated a 

preference for feeling, kinaesthetic and visual-verbal learning and Milanese et al. (2013) 

reviewed the learning styles of a cohort of Australian physiotherapy students whilst on 

placement using the Kolb’s Learning Style Inventory, demonstrating a preference for 

theoretical learning before applying the knowledge to the patient and were more in favour 

of Converging, Assimilating and Accommodating styles. 

This suggests that the students have different learning styles in different situations through 

the course, which is also supported by McLeod (2017) who states that the learning style can 

be altered depending on the environment. The physiotherapy course does provide a range 

of learning styles by allowing students to review the slides before the session 
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(reflector/theorist), for each module providing the lecture (theory) followed by the tutorial 

(visual-verbal) with small group work allowing tasks to be completed and fed back to the 

group and ending the week with the associated practical skill (kinaesthetic). Problem based 

learning (PBL) is employed on the course by introducing the students to patient scenarios, 

which has been shown to support cognitive constructive learning (Schmidt et al. 2019). 

The above papers reviewed the learning styles of students undertaking a physiotherapy 

course, but none of the articles discuss whether the studies included domestic or 

international students. Moenikia and Zahed-Babelan (2010) selected 112 students to review 

their learning styles when learning a new language. The students with a preference for 

social, verbal and aural learning styles had an improved performance in the second 

language. Elani et al. (2008) studied the learning style of Greek students studying a variety 

of courses and learning English as a second language. An interesting difference was 

demonstrated between the arts students and the science students, with the science 

students who preferred convergent styles of learning, performing better on three verbal 

fluency tasks.  This suggests that the science students will learn the new language better by 

thinking and doing.  

Another interesting element of learning in another country was investigated by Li et al. 

(2013) who reviewed the learning styles and cultural intelligence (CQ) of leaders of 

international businesses and Chinese or Irish business school graduates and how they adapt 

to understanding different cultures. The results demonstrated that the length of time spent 

in a different culture made a positive difference to CQ, which was more significant in those 

who scored as divergent learners on the Kolb questionnaire. The majority of the students 

from Asia have not visited the UK before their course starts and if the above evidence 

around the learning styles for both physiotherapy students and science students preferring 

convergent learning styles, these students not only need to learn the theory and practical 

skills in a second language, but also need to learn the new culture when in university, 

potentially adding to the stress during the first year of study. When on placement, the 

students need to not only adapt to the healthcare setting but will also need to analyse 

patient information and problem solve with their educator which may require a more 

divergent style of learning (Biggs 2006) which may affect the ability of some students who 

have preferred the convergent style in the classroom and year 1 assessments.  

Bonwell and Eison (1991) describe the importance of active learning in the classroom. 

Within the physiotherapy programme, the students are encouraged to engage with a variety 

of active learning including role modelling with one member of the group being the patient 

and the other the professional, peer teaching especially during the online sessions and 

simulation is used intermittently. During the role modelling, the students are encouraged to 

practice introducing themselves to the patient and consider what terminology they will use 

when instructing a patient. This should aid both the students who are not used to speaking 

to patients who may be from other generations or cultures to their own, but the 



51 

 

international students will also be able to practice speaking to ‘patients’ before starting 

placements.  

Killick (2018a) discusses the effect of transformational learning being greatest in minority 

groups due to the construction of courses in the West. The courses are assessed allowing 

the students to rote learn information, which is more associated with a style of learning in 

schools in the East. This repetition can however, lead to a deep understanding of the 

theoretical knowledge. This is further added to by the governing bodies of the profession, 

which require certain standards to be achieved prior to qualification and therefore the 

ability to work in the United Kingdom (hcpc 2021). The assessments are generally also 

governed, ensuring that the students will be able to provide safe and effective treatment to 

patients (hcpc 2021). Culturally relevant pedagogy (CRP) has been developed in the United 

States of America and further developed by Killick (2018a) to Critical Intercultural Practice 

(CIP). CIP could be applied to international students and could be employed to aid all of the 

students to understand other cultures which would not only help the students to 

understand each other better but would also be beneficial when the students are on 

placement and need to interact with patients, relatives and staff from a wide variety of 

backgrounds and ethnic groups.  

Guiding Principles for Critical Intercultural Practice (Killick 2018a) 

Students must experience academic success. 

Students must develop and / or maintain their cultural and intercultural competence. 

Students must develop a critical consciousness through which they challenge the status 

quo of current social orders locally and globally 

 

Cultural Differences 

Penman et al. (2021) and Biggs (2006) highlight the stresses associated with international 

students studying in a different culture and academic system. It is argued that international 

students from a similar culture such as North America or Australia do not have the same 

adjustments as students from for example China. Stress can be caused by adjusting to daily 

routines, trying to meet the expectations of their families and for healthcare students 

familiarising themselves with an unfamiliar healthcare system. Penman et al. (2021) devised 

a programme for international healthcare students and reviewed the thoughts of the 

participants through questionnaires. They identified that the new students felt lonely, 

anxious and struggled to fit in both academically and socially. The students who volunteered 

to be mentors were keen to participate following their own experiences and to support the 

new students, therefore increasing the pastoral support of the new students. The results of 

the programme, despite having small numbers were very positive. 
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Martin et al. (2013) highlights the importance of treating the members of a cultural group as 

individuals and not as all having the same perspectives and motivations. The societies that 

the individuals are in may influence the motivations of individuals. Martin et al. (2013) 

reviewed high school Chinese students who live and are educated either in China, Hong 

Kong or Australia utilising the Motivation and Engagement Scale to investigate whether the 

students demonstrated any differences. It was shown that within this study that there was 

no difference in the students’ motivation and engagement, but there was a difference in the 

‘degree’ of motivation indicating that there was an effect caused by the country in which 

the education was undertaken. 

Li et al. (2013) highlight the effect that living in a new culture can have on students including 

having to adapt to the new culture, improving communication and developing new 

relationships. The international students need to develop cultural intelligence to living in the 

UK and attending a university, but when they go on placement, they will be exposed not 

only to the healthcare culture, but also when treating patients, they will be exposed to 

people from multiple cultures. Whilst many of the domestic students will also be exposed to 

a cultural challenge associated with moving to university and working in a healthcare 

setting, they do not also have the additional challenges of general cultural knowledge of 

living in the UK that the international students also need to adjust to. This may include 

discussing shopping, local customs, finances, UK holiday destinations, thus deepening the 

enculturalisation of the students. When building a rapport with a patient, being able to 

discuss nontreatment topics can help to build a link with a patient who may be from 

another generation or culture, as acceptable language may be different across different 

groups of patients (Neal 2011). International students may therefore find this relationship 

building more difficult if they are less familiar with slang / formal language. 

Another consideration for international students is how they assimilate with their peers and 

therefore feeling more integrated on the course. Killick (2018a) discusses how having a 

greater diversity and background of students on a course can improve the experience of the 

white students, although there is a reluctance for domestic students to work equally with 

students from a different group (cultural, ethnic, etc). For the students from Asia, the first 

year of studies involves only minimal group assessment, but there is regular tutorial group 

work which involves small groups working on tasks together. It is important to ensure that 

stereotypes are not enhanced and that the international students are not alienated during 

group work and could result in a decreased confidence (Penman et al. 2021) in language and 

ability before beginning placements. As the programme progresses, the students will be 

assessed in allocated groups for interprofessional education modules and research projects, 

however the students will have been within the UK culture for 18 months and should feel 

more settled within the year group and culture. 

Biggs (2006) discusses the motivation for students to study: extrinsic motivation, social 

motivation, achievement motivation and intrinsic motivation. Extrinsic motivation is the 
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outcome of the course/module/placement and ideally the student is aiming to pass and 

therefore will feel motivated. During the interview process the students are asked about 

their understanding of physiotherapy and if they are unaware of the expectations, they will 

be advised to gain more experience before reapplying for a place on the course. Social 

motivation is caused by the student wanting to impress/please someone else. This could be 

a family member, a teacher, or another respected person. Achievement motivation arises 

from competition against other students and wanting to be better than others, as most 

students are not with other students whilst on placement, this may lead to the student 

comparing themselves to qualified members of the clinical team. Intrinsic motivation is 

reliant on the student enjoying the task and wanting to improve their performance.  

An alternative to students studying in a foreign country is to support the students to learn in 

their own country. Grimmer et al. (2005) reviewed the effect of an Australian University 

providing training of physiotherapy students in a Filipino University. The lecturers travelled 

from Australia to the Philippines to teach the students. The students were able to progress 

and not only pass the course, but several were also then employed by the university to 

teach the new cohort. Teaching the students in their own culture allowed them to be able 

to apply the experiences of the Australian lecturers to their own communities when on 

placement. This can be an option for UK courses, but it is important to ensure that 

colonisation doesn’t occur as we export programmes to other cultures.  

Investigating how cultural issues are taught may assist in helping international students to 

understand the culture in the UK. Te et al. (2019) reviewed how cultural issues were taught 

across Australian and New Zealand undergraduate physiotherapy programmes, determining 

that cultural issues were included in the courses however, there was variation in the 

delivery of the information (often didactic) from specific sessions covering the cultural 

issues to having the discussion taking place as an integral part of the course, and some staff 

indicated that it was an unimportant element for the students in qualifying as professionals. 

More positively, Bolton and Andrews (2017) deliver a course for Australian physiotherapy 

students that is designed to increase competence strategies for treating indigenous 

Australians. The students were provided with lectures and a visit to a museum to 

understand the history of the Indigenous population. The students reported that the visit 

helped them to consider issues that they wouldn’t have thought about and a deeper 

understanding of why the Indigenous population would have a mistrust of the white 

population. Demonstrating that students can be educated about different cultures prior to 

being introduced to patients but may find an immersive experience more beneficial. 

Durey et al. (2017) surveyed a group of radiotherapy staff who had signed up for a course 

designed to increase the healthcare staff’s knowledge and understanding of the Aboriginal 

population around a diagnosis of cancer. The participants were questioned before, after and 

at 2 months following the workshop about their confidence in building relationships, 

communicating and awareness of Aboriginal beliefs/culture. The 39 participants that 
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completed the three questionnaires demonstrated an increase in confidence. There are a 

few limitations with this study, not only are there small numbers of participants, but the 

professionals are being asked their opinion and whilst this is important as they will be able 

to speak more confidently with the patient, the patient group are not asked about their 

experience and whether this alters following the workshop. The authors (ibid) do comment 

that the participants that returned all questionnaires were the health professionals that 

stated initially that their confidence was increased, therefore potentially swaying the 

results. This does suggest that there is an opportunity to improve the students’ confidence 

when speaking to patients. 

Killick (2018) discusses cross cultural capabilities with reference to communities that are 

subsequently developed. Communities can help the student to identify with a group, which 

in the classroom it is developed by all students being encouraged to mix with different 

students to develop a community with their peers. Once the students leave the classroom 

however, the students develop their own communities for studying or social activities. 

Penman et al. (2021) encourage the development of relationships to aid the well-being of 

the student and therefore to better manage the stresses of the course. 

A further consideration could be how the students are taught in Hong Kong versus the UK. 

Biggs (2006) describes the cultural effect of teaching styles in the West and in Confucian 

heritage cultures (CHC). The students from CHC are shown to be more deep learners which 

is in contrast to the assessment methods of the West which generally rewards rote learning. 

One different group of students were medical students in Australia who were educated 

utilising problem-based learning (PBL). As a course, PBL is used regularly to aid the students’ 

understanding of patients and to improve their clinical reasoning skills. The students in the 

first year are expected to learn more anatomy and physiology which needs to be 

understood and applied, however this information can be rote learned which may benefit 

the students from the West. During the second and third years, the students will be 

required to consider more application of the knowledge and clinical reasoning to a patient 

or clinical situation, which is also the assessment style on clinical placements where the 

students will be assessed on obtaining information on a patient, applying their knowledge 

and being able to clinically reason a treatment plan. This requires the student to apply the 

information quickly, which according to Biggs (2006) would advantage the students from 

CHC due to the deeper understanding of the topic, however the current students appear to 

find the placement harder.  

Barrett et al. (2004) compared students from the United States of America and Poland to 

determine whether there were any cultural differences between the groups of students in 

relation to whether they would respond to a survey, indicating individualism/collectivism 

(IC) and individual-collective primacy (ICP). The outcome was that reviewing the cross-

cultural motivations and not just cross-cultural behaviour can indicate variation within a 
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nation more than across nations. This is important when we are discussing students from a 

particular country / culture. 

A physiotherapy student who worked in another culture, reflected on their own experience. 

Unevik et al. (2012) realised that their perceptions of their own culture could only be fully 

considered having experienced another, which is further supported by Litzelman et al. 

(2017) who reviewed the experiences of American medical students that had completed an 

elective placement in Kenya. As well as reflecting on the different healthcare systems, the 

students felt that it was a transformational experience. It may be useful to ask the current 

students (domestic and international) about the cultural experiences on placement, which 

may allow for improved preparation for this section of the course. 

Communication 

Ramsden (2003) identify communication skills and the ability to develop relationships as an 

essential quality in an effective learners’ personality. The Chartered Society of 

Physiotherapy (CSP)(2021) also state that physiotherapists need to have ‘good interpersonal 

skills’ and to be able to ‘motivate and support’ patients. Therefore, both within the 

university and when on placement these skills are vital. 

Elder and McNamara (2016) reviewed the feedback from qualified physiotherapists when 

reviewing student communication in two settings: a simulated treatment and in the hospital 

setting. 12 professionals observed 3 students in the simulated video and 14 supervisors 

observed 16 students in the hospital setting. The results demonstrated that the feedback to 

the students on the placement was more vague, especially if a patient was still present, but 

the feedback from the clinicians that watched the simulation was more specific, for example 

a discussion around elements of building a rapport with a patient such as using slang, 

understanding the patient’s joke and facial expressions. There was no consensus on the 

language for specific purposes (LSP), however they do state that the standard of English was 

good amongst the students as they had been required to pass Occupational English Test 

(OET) prior to starting their studies. The LSP had been reviewed in a previous paper (Elder et 

al. 2012) where qualified doctors, nurses and physiotherapists reviewed videos of students 

communicating with a patient. The feedback tended to be around the clinical performance 

and not specifically about the communication, therefore highlighting the need to further 

identify what is expected in good communication. 

Biggs (2006) suggest that students from Asia are more active orally in student led tasks than 

in tutor led sessions. This can be utilised during tutorial and practical sessions by providing 

the students with opportunities to discuss topics/questions before feeding back to the 

group and lecturer. Biggs (2006) also suggests not using colloquialisms during teaching. 

Within medical courses, it is essential that the students learn and can use the medical 

terminology as the students need to be able to demonstrate in oral assessments and to 

communicate with colleagues. This may demonstrate exclusion initially, but to be able to 
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work clinically the students need to be able to communicate effectively with all staff. But 

when the students are on placement, they also need to be able to communicate with 

patients who will speak with different accents and use local terminology. Other suggestions 

such as making recordings of lectures available, visual aids are all provided as these will also 

assist students with learning difficulties.  

Options for change within the course 

Penman et al. (2021) a programme to aid the development of relationships, change 

management and resilience,  

A programme involving domestic and international students to investigate different 

cultures 

An opportunity to meet and talk, in an informal way, to non-students for example 

residents in a nursing home who do not have communication or memory issues / 

experts by experience 

Provide all International students on the course with a questionnaire to determine any 

specific issues relating to moving to and studying at the current university/course that 

can be addressed within their induction and first semester. 

Review the cultural aspects of the course with feedback from the students to evaluate 

their perception of cultural diversity. 

Conclusion 

The students that decide to study in the UK are motivated to succeed having moved to 

another country to study and have an adequate level of English. The culture within a 

hospital environment with the added pressure of more accents, dialect and colloquialisms 

can lead the students to find communication in the placement environment overwhelming. 

Whilst the course encourages the students to work with other students, the community felt 

by certain groups of students results in them spending more social time together, limiting 

their exposure to the culture of the UK. The additional stresses of studying abroad can also 

result in a limited social and academic success. 

A programme to help the students to integrate could be researched. This could include 

encouraging the students to visit elderly people in a day centre / residential care, having 

talks from local people about life in the UK to help the students to be able to have small talk 

with patients or volunteering at a school to assist children. 

Further areas to investigate are whether physiotherapy students have a specific issue with 

communication on clinical placement, whether this is a general health care course difficulty 

or whether other courses that require placements in other industries also have students 

who struggle with communication in the workplace.  
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Strategies to Develop Effective Pre-lecture Preparation in Technical 

Vocabulary for Postgraduate International Business Students.  

Shane McCalister       s.mccalister@herts.ac.uk 

Abstract 

Post Graduate Study in Financial Control involves the introduction of a significant amount of 

new vocabulary. This makes progression inherently difficult when English is the students’ 

second language - which is the case for most attending. Increasing their ‘Academic 

Confidence’ by pre-learning technical vocabulary will improve the quality of the classroom 

experience. However, when short pre-reading was recommended a poll test in the actual 

class showed many of the students did not grasp the basic vocabulary indicating the pre-

read was not done or was not effective. A review of educational strategies for engaging and 

motivating students to improve their understanding and use of technical vocabulary will 

reveal ways to improve module pre-work engagement. A selection of these strategies will 

then be prioritised for deployment with students. The vocabulary of any discipline is a vital 

component for progression. This investigation will conclude with recommendations about 

how international and second language learners can be better motivated and inspired to 

engage with pre-class materials thereby improving their technical vocabulary and expanding 

inclusivity. 

Introduction 

This study will look at improving the Engagement, Technical Vocabulary and Inclusiveness 

provided to our Overseas Postgraduates and share the challenges they face. It will bolster 

this with academic research on the subject including a look at pedagogic theory and how it 

can help the situation, incorporate data including a simple survey of the students 

themselves to double-check for their perceptions of the real issues at hand, and will finally 

make some recommendations for future steps based on the outcome. 

The importance of this group of students to the University of Hertfordshire (UH) in the 

Global expansion of education cannot be understated. UK Universities start in a good 

position making up 4 out of the Top 10 and 18 in the Top 100 when looking at the QS 

International Ranking - per QS (2019). University Degrees and Education Exports are 

financially vital for the UK with UK Education Exports circa £20 Billion, the sector represents 

almost 940,000 good jobs in the UK per DofE/DofT (2021) further evidence of the 

importance of this group of students 

This literally is a ‘survival of the fittest’ situation and a strong footing in the international 

student Master’s Degree arena is ‘mission critical’. In the School of Physics, Engineering & 

Computer Science – Postgraduate overseas students constitute 60% of the student body 

and are responsible for 42 % of total income. Something special clearly needs to be done for 

mailto:s.mccalister@herts.ac.uk


61 

 

them. “Students spend money to receive education, so that the service should offer ‘Value 

for Money’” Wang & Wang (2018). 

Interestingly while the University Strategy does cover Global Engagement it does not 

specifically focus on this group of students despite their contribution for the funding of the 

school and the importance of ‘Inclusiveness’ with this group is missed - Strategy UH (2020). 

As a university significant good work is done with the BAME group but this key international 

group is not singled out. The Guided Learner Journey (GLJ) does to some degree encourage 

“Internationalism”, for example talking about “Using a range of support mechanisms that 

take account of cultural diversity (Q4.2) - I facilitate my students’ access to study and 

language support resources.” UH (2012) 

For making UH ‘different’ the GLJ provides some good ideas about providing options and in 

this specific module there are assignments that are deliberately ‘International’ such as a 

business analysis project that includes options like Tata (India) and Dangote (Nigeria) - 

ensuring it “Respects Diverse Talents and Ways of Learning” (Chickering & Gamson, 1987). 

With the Overseas Students language is a primary concern, especially new and technical 

vocabulary - there are even established methods with a scale available to measure their 

‘Language Anxiety’, per Horwitz (2016) showing ‘language’ is important. Engaging the group 

is also crucial. The paper will now cover related research, ask the students themselves, and 

then make some recommendations based on that information. 

 Survey of other research  

In Killick (2007) on internationalism is found “As is obvious from the morphology, 

internationalisation is a process not a product. For a university, internationalisation is the 

process by which we transform our practice from its current state to a state which is more 

‘international’” so clearly UH has a lot of work to do now especially considering 

“Internationalisation is an institution-wide process, relevant to all students – and to all 

staff.” (ibid). Another important influence is “the key objective of business students in 

attending university was the outcome of getting a good degree in order to get a good job. 

The goal was to get a 2:1. Therefore, assessment became the dominant feature of learning 

for the student.” Bryson & Hand (2007) which implants the thought that perhaps the 

assessment process can somehow engage the students in the pre-reads.  

Possibly the most important question to ask is “Why they do not do it”?  

• They just don’t have time (many are mature students with families, jobs etc) 

• They don’t see the point and are nonchalant about it 

• It is not ‘the Norm’  

• They have never had to do before  
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• They are tired and can’t be bothered  

• They think they are doing the lecturers job for them! 

• It is going be covered in class anyway so it is a waste of their time. 

• Or worryingly they think the author is going to help them pass anyway and are 

insouciant  

There may indeed be a plethora of other reasons “why they do not do the pre-work” and the 

mini survey included here will investigate this. 

A review of the different key learning styles and how they might help this group is useful at 

this stage. Kolb (2014) talks of Concrete experience and Reflective Observation which 

researching this information on their own will do for the students, the idea would be then to 

head to the Levels of Abstract Conceptualisation and Active Experimentation armed with a 

basic understanding. Honey & Mumford (1986) have four main learning styles they talk 

about including Reflector, Theorist, Pragmatist and Activist – the reality is whichever of 

these aligns with each student in this group will require the basic information such as 

vocabulary and Technical Jargon before progressing to a higher state. 

Fleming (1992) talks about finding a catalyst that would ‘focus students’ attention on ways 

they address information’ which is exactly what is being looked for here. He talks about 

Visual (V), Read/Write (R), Aural (A) and Kinesthetic (K) modes of disseminating information 

leading to the Acronym VARK, and a survey that provokes students to reflect on their study 

process, he also talks about ‘encouraging teachers to use a variety of modes in their 

presentations’. McCarthy (1981, 1987) outlines four types of learners Type 1 who are most 

interested in “why”, Type 2 interested in “what”, Type 3 interested in “How” and Type 4 in 

“if” (or so what)? The observation here is that whatever this investigation leads to must be 

as inclusive as possible, the learning needs to appeal to all these quite different types of 

learning styles.  

Surveying the key learning theories may also reveal ways to optimise the pedagogic process. 

Starting with Behaviourism which is the oldest and most established of the Classical 

Theories, it encourages repetitiveness as assisting memory and it “focuses upon assessment, 

evaluation and feedback, all considered Ideal methods for the transfer of knowledge” as per 

Al-Shammari (2019), which reminds us of the importance of assessment in learning – 

perhaps this is part of the solution here. Cognitivism – which focuses on mental processes 

and is more about being self-directed and learning by discovery and analysis which at first 

glance is a level above what is being talked about here but the encouraging of students to 

do some research to understand terminology themselves indeed falls into this category. 

Constructivism meanwhile talks of learning from “experiences” and could the small 

research looking to be placed here be the “hands on” and the pre-learning building.  

“Constructivist-based instruction firmly places educational priorities on students' learning” 
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as in Jones & Brader-Araje (2002). Certainly, the engagement in pre-work and the 

understanding of Technical Terms up front will give the students some small building blocks 

to further build on. Building around taking specialist knowledge - as in Connectivism - 

sharing it with each other and then constructing knowledge by collaborating and interacting 

with others. This theory is way above the level being talked about here in terms of learning 

– again when looking initially - but when considering that many of the students will work 

with each other and discuss the terminology together – if engaged well enough perhaps by 

using examples based in their home countries – then to some degree this is also relevant 

and may indeed foster learning. 

All these provide excellent ways to try and understand about how our students are learning. 

The reality is that students don't really drop into just one of the categories as such – 

everyone has an element of each of the defined ‘learning styles’ in their learning processes, 

as will the international students, and all the ‘learning theories’ have something to offer. In 

addition, it can be seen “Assuming that people are enormously heterogeneous in their 

instructional needs may draw attention away from the body of basic and applied research 

on learning that provides a foundation of principles and practices that can upgrade 

everybody's learning” Pashler (2009). 

Taking all this together it can be seen that really what is needed is to look at presenting the 

information in several different ways: visual, audible, hands on and so on. Because by 

presenting the information in those different ways it triggers the different parts of the brain 

Increasing potential number of ways the students can absorb the information and it “can 

draw those brain regions together to help that interconnectivity” (of different parts of the 

brain) Barefoot (2020). Prework can be Pod casts, mini video, mini journals, screencasts, 

reading suggestions etc, providing variety to try and entice the students to do it. 

In Kinsella et al (2017) is found “Interest in what learners know in advance of entering the 

classroom and how this impacts their future learning has gathered considerable pace” and 

such techniques as the flipped classroom are well known to assist with learning. However, 

this is a class of 150 students and ‘Within the large group setting, lack of engagement is a 

common area of concern’ Carini et al (2006). 

 

Table Created by writer using Healey et al (2014) 
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Of course, pre-learning which entails researching of terms encourages students to do some 

research which Healey et al (2014) tells increases learning. This here is a very basic level of 

research (Stage 1 in Healey et al (2104) at best) this will none the less encourage the start of 

the research process which can only be a good thing. The solution offered at the end here 

must somehow help them to understand the importance of the role of research and enquiry 

in strengthening their confidence in the subject, thereby engaging them, and developing 

their abilities and eventually developing their understanding.  

Clearly, this study is not yet talking along Boyer’s Scholarships of Engagement (Discovery, 

Integration, Application/Engagement & Teaching and Learning) (ibid) but the journey has 

begun.  

The students just don’t do the pre-work – no matter how politely one explains how 

important it is, or even begs them to do it, so we need a process that will make it happen. 

The only activity that 100 % of students do is graded assignments as per Brown (2005) “We 

may not like it, but students can and do ignore our teaching. However, if they want to get a 

qualification, they have to participate in the assessment process as we design and 

implement.” This then leads to logically needing to make the pre-work part of the 

assessment process, but to really engage our students asking them how/what they would 

like should be done as per UDL (2014) will further engage them, which leads to a simple 

survey. 

Data gathering process  

There are many ways to collate information, perhaps doing deep dives and creating 

extensive data and information analysis, however, this investigation wants to keep things 

simple and to try to use some data already at hand to give the research at least a modicum 

of Quantitative analysis (scientific and objective) with some numerical data to reach the 

optimum actions and conclusion. That said there will be some Qualitative (thematic and 

intuitive) aspect to the review for example how the author intuitively picks what to review 

in the students’ A3’s which is subjective. The Qualitative Approach uses words, images, 

experiences, and observations that are not specifically quantified as per O’Leary (2017) and 

points out it is always a good idea to look at several sources of information in researching. 

Four different forms of data will be used here: 

(i) Mentimeter Multiple Choice Quiz (MCQ) (sample 42) on very specific “Technical” Terms 

Students were asked to Pre-read. (This looks at how well the Pre-read is done now) 

(ii) Review of A3’s (sample 120) an A3 is a simple tool developed by the Lean 

Manufacturing Sensei Taiichi Ohno - which forces one to summarise all one’s thoughts 

on a subject and plan to improve on one page, thereby eliminating unneeded verbosity 

and redundant information. The A3 here is done on Their Personal Academic 

Improvement Plan – ‘How they would improve their performance on their Master’s 
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Degree and the Financial Control Module in particular’. The reports (which encourage 

root cause analysis) were reviewed for comments about challenges students mentioned 

they faced that are relevant to this research. These root causes were then collated into 3 

categories  

o Language or terminology is an issue. 

o Financial Control is a totally new subject to them.  

o The University Teaching Style is different to that of their prior educational 

establishment.   

The percentage of students (out of a sample of 120) that raised these specific issues was 

then calculated. (This is an anonymous look inside the actual thoughts of the students 

themselves on the challenges they face) 

(iii) Course Feedback (sample approx. 20 students fed back) done mid-term via anonymous 

process (only comments relevant to this paper – again helps show what the students 

think is important to them) 

(iv) Simple Student Survey (sample 51 - see Appendix A for graphical representation and 

raw data, and Appendix B for the actual survey) - following the Protocol-Reflective-

Practitioner-work-by-Academic-Staff UH (2021). Few people like doing surveys therefore 

the focus was to keep it short and simple. The Simple Survey is the right tool to use here 

as every week the perfect group of international students that this journal is trying to 

help is available to do it. (To get feedback on what the students themselves think would 

help them) 

There are, quite rightly, significant restrictions on what can and cannot be done in terms 

of surveying the students as detailed in the University Policy and Regulations (UPR) UH 

(2021). These basic pieces of Data whilst simple may help guide the direction to travel 

literally using the “Student’s Voice” as a guide. This data gathering is being done to see if 

a simple improvement to what is being done now could better serve the students and 

create a more inclusive environment. It is very exciting to try and make the module 

better with real, anonymous student input. The step may be small with just this kind of 

data but all major journeys start with small steps. 

Analysis of data  

Please see Appendix A for Graphical Representation and Raw Data 

(i) Mentimeter MCQ on Terms Students were asked to Pre-read 

19 out of 42 correct - 45 % for a straightforward technical question indicates that 55 % of 

students likely did not do the pre-read or did not do it properly– reinforcing the importance 

of increasing engagement in and improving the process. 
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(ii) Review of A3’s on Their Academic Improvement Plan 

Looking at this feedback clearly Language and Terminology is a significant concern to the 

students (24%) as is the New Style of Teaching at the University (29%). Many (42 %) talk 

about the newness of Financial Control being a challenge. All this data reinforces the need 

to do something different and the importance of understanding and learning the new 

language of Financial Control 

(iii) Course Feedback 

suggests students are clearly struggling with the subject and talk about it being “difficult to 

understand” which again suggests looking at helping them with the terminology, one 

student does comment that learning the financial terms before class is “really beneficial”. 

(iv) Simple Student Survey 

1. “Do you do the Pre-reads?” – most students do the pre-read at least some of the time 

but a significant number 18 % rarely or never do it, while 82 % do it all or some of the 

time. 

2. “Why do You not do the Pre-read?” – Time and forgetfulness make up the bulk of the 

reasons why they do not do it. Some students said it was hard without the lecture and 

one said they did not know how to do it so perhaps a small session on how to pre-read is 

worth considering. Clearly time is a factor on all of this and whatever is implemented 

needs to be time efficient for them to do.   

3. “Does the Pre-read help?” This the author thought was the most encouraging piece of 

data as 98 % said it helped some or quite a lot so what is being researched here is 

worthwhile. 

4. “How would you prefer to do the pre-work” – students’ feedback was a glossary to look 

up themselves (26%) or pre-read (14%), a podcast (10%) and a video (50%) on the 

Technical Vocabulary would help. 

5. “Would you do the Pre-work for Grades?” – very interestingly the percentage saying 

they will do it (Always or Sometimes) if it is worth some of the module grade drops from 

82 % with no grade attached to 76 % with grades attached which is the opposite of what 

was expected based on the research so far giving food for thought and this may well be 

worth further exploration. 

Looking at all the data now, in relation to UH guidelines, to help Students, the Learning 

Facilitators must enable the students to be independent, by creating a Learning 

Environment to involve them in research (even if just a little) and thereby increase 

inclusiveness in the learning environment as they will have more tools at their disposal.  
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Summary & conclusion  

When starting out on this paper the author wanted to use this process and the associated 

energy and focus to generate ideas using pedagogic theory to come up with something, no 

matter how small, that might make a difference to international students to increase their 

engagement with the modules and in some small way enhance inclusiveness thereby 

‘improving their experience’ at our university as laid out in the Inclusive Curriculum and 

Guided Learner Journey, UH (2019)  

“Enthusiasm by the teacher for subject and process gives rise to more engagement”. Bryson 

& Hand (2007) reminds the writer of the importance of thinking how to get students more 

excited about the subject and in turn perhaps doing the pre-work by bringing a high level of 

enthusiasm about the subject to class. 

When reviewing this process with a colleague who is familiar with Financial Control and who 

is also a Postgraduate Student and an ESL learner, the colleague thought this simple process 

was potentially ‘game changing’ and it became clear that this could indeed be a small but 

important part of the building blocks required for UH success and the data clearly shows 

that the pre-read of the terminology helps the students and that they would like it in video 

form 

A potential procedure considering everything discussed herein is: 

1. Issue the list each week – 6 to 8 Technical Vocabulary terms that will be in next week’s 

teachings 

2. Put a simple, short video on canvas for them to watch outlining the Technical 

Vocabulary terms  

3. Set an Assignment Weekly to then fill out their own online Glossary Dictionary using the 

information from that video. 

4. Tie this to grades for just 1 % of module per week (10 % Total) to help with engagement. 

This then can be trialled and the results shared with the Program. The possibility of creating 

podcasts in addition to video on the harder subjects covered will also be considered. 

The author recalls early training at Amazon as a new Senior Manager in which a Glossary of 

Jargon was shared with new employees to learn the Amazon Company Language. The 

parallel here is clear and this glossary might just give the students the confidence they need. 

The outcome is a practical example of simple research for ‘Assessment for Learning’ as per 

Wiliam, D. (2011). If this activity encouraged all the module leaders to do the same it could 

potentially improve all modules, and students might well do the pre-work almost 

instinctively as it would then be ‘the norm’. The outcome is simple and there is no reason 
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why the process cannot be implemented, raising engagement, improving the students 

experience by having them do a little research and giving them Technical Language 

confidence - thereby increasing inclusivity.  

Small step it may be but with many of these small steps we could as per Barnett, R. (2010) 

“Then let us dare to imagine a new kind of University”. 
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Appendix A Actual results of data gathering  

 

(i) Example Mentimeter MCQ on Terms Students (42 in number) were asked to Pre-

read 

– done 10 November 2021 (The correct answer is Price-Var Cost) 

 

 

Graphic Created 

by Writer 

(Screen snip 

from 

Mentimeter) 

 

 

 

(ii) “Challenge” Category 1 - Language or terminology is an issue = 24 %. 

“Challenge” Category 2 - Financial Control was totally new to them = 42 % 

“Challenge” Category 3- The University Teaching Style is different to that of their prior 

educational establishment = 29 % 

 

(iii) Course Feedback (actual comments listed here) 

• “Assignments are giving us a lot to learn. Learning financial terms before class is 

really beneficial.” 

• “This subject is new for many students so the lecturer should be in detail so that 

every student could understand the basics of financial control.” 

• “Need more explanation as we are not from any kind of financial background.” 

• “We are not from any financial background. So sometimes it is difficult to 

understand.” 

• “All basics should be explained in detail with multiple examples so that new 

students could understand properly about finance and its controls.” 
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(iv) Simple Student Survey Results – Graphically – Sample Size was 51 Students 

Survey done Wed 24 Nov in Financial Control Lecture 7 ENT 1065. Students were told it was 

NOT mandatory and it was just to try and help improve their teaching process. Survey was 

administered as per the UH Guidelines. UH (2021). 
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(vi)  Simple Student Survey Results (cont.) – Raw Data. 

 

Simple Survey Result Tables and Graphs all Created by writer 

  

Always

Sometimes

Rarely

Never

0

50

1

Would you do the Pre-Read if Grades where 
attached to it?

Always Sometimes Rarely Never
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Appendix B - Survey Questions  

 

HONEST ANSWERS PLEASE – this is competely anonomous       

1. Do you do the pre-reads recommended each week prior to the lecture?  (Circle only 

one please) 

  

a) Always     d) not applicable 

 

b) Sometimes     e) Rarely 

 

c) Never 

 

2. If you don’t do the Pre-read Research all the time, why is that ? 

(ignore this question if you do the pre-reads 100 %) 

Please explain as briefly as you can 

________________________________________________________ 

 

3. If you do do the Pre-read Research does it help you   

(Ignore this question if you never do the pre-reads) 

(only pick one please) 

 

a) None    c) not applicable  e) A great Deal 

 

b) Some       d) Quite a lot 

 

4. Which of the following would improve your learning the most  

(circle only one please) 

 

a) A glossary of Technical Terms at the start of semester all defined for you 

 

b) A glossary of Technical Terms at the start of semester you have to look up 
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c) A short podcast to listen to each week defining the terms  

 

d) A short video to watch each week defining the terms  

 

e) Other – (please define as simply as you can) 

 

 

 

5. Would it make you do the pre-read research if it had some grade attached to it each 

week (say 1 % each week) and you had to fill out a very short assignment on Canavs? 

(circle only one please) 

  

a) Always   c) Rarely 

b) Sometimes  d) Never  THANK YOU FOR YOUR INPUT 
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