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Abstract 
This study aims to explore whether teachers on a postgraduate, distance learning programme 
can be supported by video technology. The research looks at assessment and feedback 
around the students’ lesson observations, an aspect of practice undertaken across a wide 
range of courses within higher education (HE).  

Semi-structured interviews were used with students and tutors for data collection and thematic 
analysis for analysis. Themes from the analysis include “Learning and Teaching from a 
Distance, Observation Feedback Electronically, Technology Anxiety, Observation Anxiety and 
Critical Reflection”. 

The study outlines the strengths and weaknesses of using video software, as opposed to face-
to-face observation of practice, but highlights key pedagogical benefits that come with the use 
of electronic submitted video observations.  

Keywords: Distance learning, higher education, assessment, adult learners, education 
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Introduction 
Distance learning is increasingly popular, particularly with students who are in employment. In 
addition many have family commitments and having to physically attend a university at the 
same time, every week can cause great difficulties for them (Vryonides & Vitsilakis, 2008). 
MacDonald (2008) believes that the majority of students accessing distance learning in their 
study, are mature learners who study off campus, work independently and have access to the 
university network. However, they may need to attend face to face sessions. 

Ramos (2011) and Burgess (2008) argue the difficulties part time students have in academic 
study compared to their full-time counterparts; they often underperform in assessments, 
require more extensions, generally have poorer attendance and express more anxiety 
regarding the expectations of them. McGinnes (2011) considers the issues an institution may 
have trying to address the needs of mature students, such as delivering evening sessions. 
However, these bring their own difficulties as the face-to-face time is reduced as evening 
sessions have to be shorter, so content has to be condensed to fit in to the time frame, which 
reduces the learning opportunities and potentially increases students’ stress levels. 

Taking a distance learning approach is a possible solution to help non-traditional students cope 
with the demands of work, a home life and their studies (McGinnes, 2011; Ramos, 2011; 
Burgess, 2008; MacDonald, 2008). Selwyn (2010) suggests that e-learners may have access 
to a wider range of opportunities and greater freedom of choice but goes on to highlight that 
this only occurs when students have access to the appropriate technologies and the ability to 
use them. 

A popular concept is that traditional students are now considered digital natives and mature 
students and members of staff are digital immigrants (Prensky, 2001). Prensky discusses the 



natural abilities of the digital natives and the difficulties the digital immigrants encounter. 
However, Salajan et al. (2010), Margaryan et al. (2011) and Guo et al. (2008) found in their 
studies that the digital natives were very competent in a limited number of technologies, and 
had little advantage over the digital immigrants in using technology to enhance their learning. 
Wolsey and Grisham (2011) use another term; digital tourist as someone who experiments 
and investigates the wide variety of technologies available and look to “incorporate the best of 
the experience into their thinking and instructional approaches” (Wolsey & Grisham, 2011). 
This seems the best option for students, to limit fear of failure, by just looking to explore what 
will support them through their learning. 

The need for tutor engagement is highlighted in numerous studies (Salmon, 2011; Dixson, 
2012; MacPherson & Nunes, 2004). MacPherson and Nunes (2004) debate specific 
requirements for teaching in an online environment. They emphasise the need for greater 
flexibility; as tutors cannot confine their work to specific times, they need to adapt their teaching 
style, be involved in all conversations and be enthusiastic in promoting active, meaningful 
activities to engage students in the learning process. While this may be asking a great deal, it 
is what students want (Salmon, 2011; Paechter et al., 2010). 

Classroom Observation 
Observation of classroom practice is a fundamental concept of many teaching programmes. 
O’Leary (2014) puts forward the view that it originated in the mid nineteenth century as Her 
Majesty’s Inspectorate began to observe teachers to assess if they were value for money and 
if they demonstrated practice which would benefit others. Lahiff (2015) emphasised that 
learning through practical experiences promotes an in depth understanding and O’Leary 
(2014) affirmed this. He highlights how the observer can nurture key pedagogical skills to 
promote the development of effective pedagogical practices. In order for this to be effective, it 
is important that a supportive relationship is developed between the observer and observed 
(Maxwell, 2010; Ollin, 2009; Cockburn, 2005). This allows an open and honest dialogue 
between them which promotes constructive feedback and discussion (Orr & Simmons, 2010). 
This is essential as Cockburn (2005; p.373) raises the issue that there may be a feeling of an 
“infringement of professional rights” when professionals are faced with observations. O’Leary 
(2012) expresses that issues such as these arise when teachers feel that observations were 
imposed on them rather than a positive, supportive process which assists their continuous 
professional development needs. The professional dialogue following an observation should 
be used as a constructive means to develop a reflective approach which enables both the 
teacher and observer to interrogate practice, discuss difficulties and possible adaptations to 
address these, as well as celebrating good practice (O’Leary, 2012; Cockburn, 2005). 

The reflective process can be used to enhance professional development experiences as 
Baecher and Kung (2014) advocate a variety of approaches being employed to add depth to 
the analysis of one’s own practice and design new methods to enhance this. The use of video 
to support this process was investigated by van Es and Sherin (2010) and found to be effective 
in changing the participants’ beliefs and practices. 

Video use for observation 
As Grossman and McDonald (2008) highlight, classroom observation is generally discussed 
from memory and notes made by one person with one perspective. This can limit the 
conversation, however employing video observations allows more complex aspects of practice 
to be analysed (Wang & Hartley, 2003). In research exploring the use of video observations, 
Rosaen et al. (2008) suggested that the aim of observations of practice was to support 
students to move beyond discussing experiences to learning from them. Their study found that 
the use of video encouraged the students to make more specific observations about their 
teaching than they would from memory. It also enabled them to move away from focussing on 
themselves and consider the wider perspectives including the classroom and children. Tripp 
and Rich (2012) also discussed the limitations of memory as their study found that analysis 



was enhanced when video was available. They highlight that there is little empirical study as 
to why using video has a greater impact but their findings revealed that the participants recalled 
images from the video as they were teaching and therefore helped them change their practice. 

As more students access distance learning opportunities, there is a need for Higher Education 
(HE) institutions to embrace technology as a means of moving away from traditional 
approaches and providing innovative alternatives, which ensure that all students have 
equitable experiences and that barriers of distance do not endanger this (Heafner, 2012). 

Assessment and feedback process 
To give some context to the research and the research question, it is important to understand 
the process the students and associate tutors undertake using this method of assessment and 
feedback. 

The students that this study refers to are all adult, distance learners on either a Post Graduate 
Certificate in Dyslexia or Dyscalculia where numerous observations of one-hour, one-to-one 
lessons are required as formative and summative assessment. 

Prior to the implementation of using Panopto (2018) as a tool for video observation 
assessment, tutors were travelling across the country to scheduled lessons and assessment 
sessions between students and their learners, taking up valuable time and monetary resource. 
In recent years, this method advanced to utilising video for assessing the practice, which the 
students would post to their tutors on DVD disc or USB device. Due to various issues, including 
data protection as well as impact on teaching and learning and unnecessarily long feedback 
time, an innovation was needed to enhance the process further. Over the past two years we 
have used Panopto, primarily a lecture capture tool, within our Virtual Learning Environment 
(VLE) for students to be able to upload their recorded lessons to a secure, easily accessible 
area for tutors to assess and provide feedback. 

The students can upload any video file they record to Panopto, which is stored within a secure 
assessment folder on the VLE, which can only be seen by themselves and tutors of the course. 
From any location with an internet connection, the tutor can then review the videos and provide 
feedback on these lesson observations directly through the VLE. Students receive their 
feedback in order to develop subsequent lesson observations which are again, submitted 
through Panopto on the VLE. 

The research context 
The aim of this study is to determine whether the use of video software (Panopto) to capture 
self-recorded lesson observations within a HE institute can support, or improve, the 
assessment and feedback process. It is hoped that this practice, if proven positive, could be 
replicated in other institutes and courses which have a requirement for observation of practice. 

Ferrence (2000) argues that powerful justification for pedagogical research is that teachers 
become more effective when they are encouraged to assess their own work and then consider 
ways of working differently. It can be used to encourage change, encourage reflective practice 
and be a test-bed for new ideas and practices (Creswell, 2012). 

Methodology 
To investigate the aims of the research, qualitative thematic analysis has been used. Braun 
and Clarke (2006) provide current guidelines on thematic analysis and their six-step guide was 
followed in this study. Unlike other qualitative options, thematic analysis is not restricted to a 
specific theoretical view (Braun & Clarke, 2006; Clarke & Braun, 2013). This gives it 
advantages over other options, specifically for research within learning and teaching. 
According to Boyatzis (1998) it also allows for creating meaningful accounts from the analysis 
of qualitative data from multiple participants, making it a good choice for this study.  



Participants 
Pre-requisites were that participants needed to have undertaken at least one module on the 
Dyslexia or Dyscalculia post-graduate distance-learning programme at Edge Hill University, as 
these were the courses using the video software for lesson observation. The study looked to 
determine the successfulness of the process for both students and tutors, therefore associate 
tutors were interviewed for their perspectives too. 

Three students and two associate tutors were deemed to be a sufficient sample due to the 
course cohort sizes and the timescale of the research project. (Barker, Pistrang, & Elliott, 
2002). Associate tutors were selected rather than tutors due to them not being involved in the 
design of the course or the selection of educational technologies used; therefore, it was felt 
they would be more likely to be impartial with their responses. 

Students were selected from across both cohorts of the course, meaning that some had used 
the software once and some twice. Various age ranges, genders and levels of confidence in 
terms of digital capabilities and lesson observation experience were selected. 

Interviews 
The study used a semi-structured interview technique as it offers flexibility for unanticipated 
ideas to emerge, whilst still keeping a form of structure to the interview (Robson, 2002). 
Appendices 5 and 6 show examples of the pre-prepared questions that the interviews were 
built around. 

The interviews took place using Blackboard Collaborate, an online learning collaboration 
space. As the students are distance learners, this was the best option so that participants did 
not have to travel and potentially incur costs to undertake the research. The platform also 
allows for secure session audio recording, the recordings will abide by data protection policy 
and this is discussed further in the later ethical consideration section of the study. In order to 
capture the data for analysis the five interviews were then transcribed. 

Analysis 
The first step of analysis was to become familiar with the data. By undertaking the interviews 
ourselves, as well as listening to them back multiple times whilst transcribing, this enabled 
familiarisation (Isaac, 2015). Once everything had been transcribed, we further read through 
the interview transcripts and immediately started to notice a few initial patterns of what the 
students were discussing and also that the associate tutors had picked up on these elements 
too, such as anxieties around technology and observation as a whole. 

The next step was to generate some initial codes and organise the data in a more meaningful 
way. Rather than to take an inductive approach (Thomas, 2006), a theoretical thematic 
analysis allowed for addressing the specific research question that was set out. (Boyatzis, 
1998). Bree and Gallagher (2016) explain how Microsoft Excel can be utilised to code and help 
identify different themes. This process was used within this study due to the size of the data 
which didn’t justify using more expensive qualitative analysis software, such as Nvivo for 
example, which are effective with larger data sets (Spencer et al., 2003). 

Step three was searching for the themes within the data. Initial analysis identified the following 
as opening themes: the technologies impact on students; receiving feedback electronically; 
learning from a distance; teaching and assessing from a distance; digital capabilities; 
technology anxiety; observation anxiety and using the technology as a critical reflection tool. 
Due to the small data set, it was noted that some of the initial themes identified overlapped 
slightly. For example, digital capabilities and technology anxiety were two identified themes 
that had slight overlaps. Further analysis in step four allowed for a review of the themes, 
overlapping themes were merged, further themes and sub themes were checked to ensure 
nothing had been overlooked and the themes were checked back against the original research 



question to solidify the themes appropriateness. For example, teaching and assessing from a 
distance data covered the same aspects as learning from a distance. 

The final step in analysis was defining the themes. Once these were determined, comments 
from the data, were ordered in a way that would make them presentable when writing up the 
results. 

Results 
Five main themes were identified from the data, relating to the use of video software for 
assessment and feedback. These were “Learning and Teaching from a Distance, Observation 
Feedback Electronically, Technology Anxiety, Observation Anxiety and Critical Reflection”. All 
of these themes were frequent within the interview transcripts, across both students and 
associate tutor comments.  

Learning and teaching from a distance 
An overwhelming amount of the data within this theme was focussed around accessibility and 
student opportunity. One of the associate tutors voiced their opinion that no form of technology 
would ever live up to a face-to-face observation. 

“There is nothing quite the same as been in the same environments and 
actually observing a session in the present… So I don’t think it would ever 
live up to that kind of observation.” 

However, went on to say that students wouldn’t have constraints in tutor availability when 
scheduling appointments to observe their practice. Confirming what MacPherson and Nunes 
(2004), Salmon (2001) and Paechter et al. (2010) suggested theory of greater need for tutor 
flexibility. 

“Having said that without using tools like that the students wouldn’t 
necessarily have those observations because of tutor availability.” 

The same associate tutor went on to comment on the standard of tutor potentially being higher 
because of the technology allowing them to use practitioners currently working in the field of 
study. 

“Well if [the course] was face-to-face observations, I wouldn’t be able to 
undertake work for Edge Hill… So for me it’s essential really… and it means 
the advantages for the University are that they can use associate tutors who 
are undertaking the role day in day out and actually working as specialist 
teachers.” 

The other tutor interviewed commented on access and opportunity from a student’s 
perspective, stating it opens up opportunity to students living and studying further afield 
(Selwyn, 2010). 

“It enables us to get to students throughout the whole country. I’ve even 
taught students in Australia, I know another lady was in Bahrain.” 

As well as more opportunities for non-standard applicants (McGinnes, 2011; Ramos, 2011; 
Burgess, 2008; MacDonald, 2008) who currently cannot access a classroom environment. 

“It just opens up opportunities for getting students in who perhaps couldn’t 
get to a classroom because of their time commitments or because they live 
in a different country.” 

An example of this was the following student, who wouldn’t have had the opportunity to study 
on the course if it was a requirement for face-to-face observation. 



“I wouldn’t be able to do the course without it… as the people I work with are 
vulnerable adults, so the observer may come to harm, so they won’t let 
another person in the room… I wouldn’t have been able to do the course had 
they been adamant on a face to face observation.” 

As briefly mentioned in the introduction, a previous method for video observation was for 
students to post their work to tutors, also limiting accessibility to those who can afford additional 
costs to their course fees, this was also the case for students at other HE institutes. 

“I’ve had some colleagues [on similar courses] that have had to post stuff to 
tutors, so they start incurring postage fees.” 

Observation feedback electronically 
The discussion within this theme touched on three sub-themes, which were feedback quality, 
turnaround time and ease of process. 

With regards to the quality of feedback, none of the students interviewed suggested that their 
feedback was any different being delivered electronically through the VLE than if it was face-
to-face. 

“I don’t feel like my feedback has been any different because the person 
hasn’t been in the room if that make sense.” 

The main negative aspect picked up in all of the interviews from a student’s perspective was 
the length of time between the observation and receiving feedback on it. 

“If the person was here you could get the feedback instantly and you can 
take it on board straight away.” 

“Waiting for the feedback wasn’t so terrific because I’m used to having 
feedback straight away, on face to face. So I can ask questions instantly, that 
was taken away.” 

This element of feedback was also touched on by tutors. 

“You can’t give them real-time feedback, but I think that is the only thing I can 
see that there is a difference in it.” 

However, the same student also stated that overall; they prefer the electronic assessment and 
feedback process. 

“I’d prefer to do it the way that I’m doing it… uploading stuff and getting 
feedback, I much prefer that.” 

Perhaps had this been compared to any other feedback they receive on the course, which is 
typically four weeks turnaround, the students may have looked differently upon this. As it was, 
the students were making direct comparisons to the face-to-face observations. In addition, 
these students have not had the experience of previous year’s cohorts where the video 
observations were posted and took almost three times longer to provide the feedback. 

When discussing the ease of the process, from submitting through to feedback, both student 
and associate tutor commented positively. 

“It’s been such a positive experience for me and seeing how easy it is to 
upload something and to get the feedback promptly.” 



“It’s moving forward and as a progressive University we have to move 
forward with technology.” 

Technology Anxiety 
By far the most prominent theme within the data from both tutor and student, was technology 
anxiety. Three sub-themes emerged within, which were digital capabilities, the argument of 
technology versus face-to-face and finally, pressure caused by ‘bad’ technology. 

It was noticed immediately within the first sub-theme that there was a divide between the two 
ends of the spectrum of digital capabilities (Prensky, 2001). 

“It’s like they [students] have a fear of pressing a button and they don’t try it 
because they’re fearful of doing something wrong.” 

However, deeper reflection on the data showed that those who were self-confessed as less 
confident in their technological abilities were actually willing to give these new technologies a 
try, described in Wolsey and Grisham’s (2011) study as ‘digital tourists’. 

“I feel we’re in a culture where technology is much more prevalent than it was 
before and I feel like we have to have a go or we’ll fall behind.” 

“I’d say its quick, efficient, easy to use and the more that we’re becoming 
used to in a workplace of using electronic apps, communication, I think it’s 
almost becoming second nature.” 

They also suggested it could improve learners’ digital capabilities. 

“I feel like I’ve learned more about technology than I probably knew 12 
months ago so that’s definitely helped me.” 

Interestingly the comments that were highlighting a potential divide between the digital natives 
and immigrants (Prensky, 2001) were those who were said to be technologically savvy when 
discussing others with less experience. 

“Just that little snippet of reassurance to put a little bit more confidence in the 
electronic world, I think. Certainly for those that aren’t that competent or 
trustworthy with it.” 

This included tutors. 

“The students who are technically advanced; they just embrace it and get on 
with it. The students who have a fear of tech, they’re the ones who it really 
has an impact on, it gives them an added stress to their learning.” 

Other tutor comments separating the digital natives and the digital immigrants (Prensky, 2001) 
by age. A study by Czaja et al. (2006) indicated that age could have an impact on digital 
capabilities, but other factors such as age of adoption of technology and perceived need for 
technology should be taken into account. 

“Nowadays I think the younger teachers I know don’t have any problems with 
it.” 

Technology versus face-to-face in relation to practice observations was the second sub-theme 
highlighted. Intriguingly again, there was a divide here between the comments received from 
the students and the tutors. 



Tutors valued face-to-face observations more than video, suggesting there is a difference in 
how both teacher and students perform in front of a camera. 

“Sometimes the children or the adults don’t perform the same on a video… 
because there’s a camera there.” 

When asked if the same would be true of having an observer in the room, technology anxiety 
was added to the debate. 

“I do because it is the added pressure of making sure your tech is working 
as well… That anxiety associated with it was pretty strong for me… The 
anxiety comes down to whether it’s recorded properly or whether the 
hardware’s going to work.” 

Could this be because of the tutors’ experience of study? When asked, neither participating 
tutor had undertaken video observation from a student perspective themselves. Cox (2014) 
argues that instructors prefer more traditional methods of delivery, because of the wait they 
were taught themselves. 

“Sometimes I think the anxiety to be recorded will be a problem for the 
students and for their learners as well. I certainly know when I did my videos 
for my course, it was unnecessary anxiety to be recorded as well.” 

Students on the other hand, much preferred the observation to be done through video 
technology as they thought the camera was less intrusive and more of a natural environment 
than having an observer in the room with them. 

“You just put the camera on the side and get on with it… I think if there was 
someone else in the room at the time it would make them feel different as 
well.” 

“It’s kind of in your own environment, so you feel more comfortable.” 

The third sub-theme was additional pressure caused by what was described as bad 
technology. Tutor interviews raised this in the first instance but did highlight that it was usually 
their own technology or connection speeds that caused issues. 

“I do know from the students’ point of view from the technology side of it, it 
does let them down. Their own technology more than the Panopto 
technology… and the internet speed, really of uploading.” 

This was confirmed by one student in particular who works from a remote location. 

“Our internet isn’t brilliant, it drops out, we don’t have the speed, we live on 
a farm in the middle of nowhere. If you’re trying to upload anything of any 
volume if you like, it struggles, that might be the issue.” 

The need for students to succeed and produce quality work was meaning some were putting 
more pressure on themselves to produce a quality video, even though they were being 
assessed on the content of their lesson rather than quality of the product. Ramos (2011) and 
Burgess (2008) suggest part-time students have a need to succeed attitude, which creates 
more anxiety regarding their expectations. 

“I religiously checked all of the equipment, so many times, I spent hours 
thinking “this is ridiculous”, only because of the pressure I was putting on 
myself… I wanted it to be right, and in one go.” 



However, this acknowledged digital native (Prensky, 2001), felt that repeated process helped 
to build her confidence and skills. 

“Once I’ve got the right equipment its fine and once I’ve got the hang of it. 
The last one that I did just worked like a charm and was no bother at all.” 

Leading to a consideration that an initial assessment much earlier in the module may be a 
useful way for those not familiar with the tools, to get a feel for the technology and build their 
confidence before their formative and summative observations. 

Observation Anxiety  
As well as the anxiety of using technology, anxiety of observations in any form was a theme 
that occurred frequently throughout the data. 

Two of the three students involved in the study declared that they did not like to be observed 
regardless of method. 

“I don’t like being observed and I don’t like anything about them. I don’t like 
hearing what people have got to say… I’m not terribly good about hearing 
not good news.” 

“I probably don’t like been observed in general I don’t think, it makes me very 
nervous.” 

When digging a little deeper in to this past experience and the feedback that came with this 
was a reason for the anxious feeling around practice observation. The supportive nature that 
Olin (2009), Cockburn (2005) and O’Leary (2014) suggest to develop effective pedagogical 
practices, have not been supported in previous observation situations. 

“The experience was not a good one so that adds to the anxiety you feel. 
When I got the 2nd set of feedback, that was also positive as well… I started 
to relax a bit.” 

The anxiousness seemed to come from not knowing what the feedback was going to be, or an 
expectation based on previous experience that the feedback was going to be negative. Positive 
feedback or delivering feedback in a different way could alleviate some of the pressure 
students are putting on themselves (O’Leary, 2013; Cockburn, 2005). 

When then asked if the technology makes a difference, all of the comments stated that the 
technology either makes a positive impact, or no difference at all on their observation anxiety. 

“I think there’s always going to be a level of anxiety and nervousness 
because you know that there’s a set of eyes on you whether it’s human eyes 
or an electronic device recording you.” 

“I’d prefer this way [using the technology] but I think that’s because even 
though you’re recording yourself you forget the camera is there, but if the 
tutor was in the class with me I’d be much more nervous therefore id make 
much more mistakes without realising it.” 

“I would say it takes away from the pressure of somebody watching you. 
Somebody physically watching you is the biggest thing for me.” 

One commented on the technology allowing them to teach or assess their students in the 
environment they would be used to, making them more relaxed. 



“This way, you’re in the environment you’re going to be doing those session 
in with the individual and forget about the camera, so you just naturally be 
who you are without being on edge thinking someone else is watching.” 

Critical Reflection 
Within this theme, it was expected only one topic would become clear, which was students 
using the tool to replay their practice and critically reflect on this. However, through analysis a 
second sub-theme arose, which was that tutors also use the ability to re-play the videos as a 
chance to reflect on their feedback and give students deeper, more impactful comments. 

“I watch it and re-watch parts again to really see the areas they are missing… 
I can watch it three times and really pin point exactly where they’re going 
wrong… They’re getting deeper feedback because I can play it back.” 

“I like particularly you can slow the video down and speed the video up as 
well.” 

Encouraging teachers to embrace a reflective approach enables them to investigate various 
dimensions of teaching (Belvis et al., 2012). Also, encouraging conversations allow more 
complex aspects of the practice to be analysed and reflected upon (Wang & Hartley, 2003). 

“This day and age with faster connections, whether it’s at work or home, the 
amount of electronic devices that people have, once you’ve videoed it you 
can review it yourself.” 

“It gives you a chance to be able to see yourself in terms of what you are 
doing and how you’re doing that. It gives you a better understanding on how 
you can develop yourself.” 

“It gives me something to look back on when I’m looking to do the next 
sessions. I can understand myself better by having those videos available to 
me.” 

“I don’t just record the one session I need to upload, I’ve ended up recording 
more than one… I wouldn’t have used that method if it was face to face.” 

Discussion 
The study aimed to determine whether the use of video software to capture self-recorded 
lesson observations within a HE institute can support or improve the assessment and feedback 
process. The views expressed are a concise sample and were taken in the early adoption 
stages of the software within this HE institute, however the views expressed give valuable 
insight to some of the early thoughts, as well as students’ and tutors’ experiences, with 
adapting to using this technology. 

Students discussed the process as “simple and quick” unless there was difficulty with digital 
competency. Interestingly, those that self-diagnosed themselves as inexperienced using 
technology for education didn’t negatively describe the process themselves. Comments 
regarding digital inability or a fear of technology came from those who were describing 
themselves as digitally aware and capable, when they were describing others on the course. 
Furthermore, this language was also present when the tutors were describing a section of their 
students too. Those that were less able, digitally, suggested that repeating the process helps 
build confidence and in turn increases their digital capabilities, which has a knock-on effect on 
things such as employability (Digibyte, 2017; ECORYS UK, 2016; Houlihan, 2018). 

Further reassurance in the technology is required by some and better internet connections to 
decrease the upload time during submission is needed for all students to be sold on this 



process. However, deeper feedback is developed using this process, but is not as timely as 
face-to-face. 

One of the most impactful sub-themes taken from the results was seeing the opportunity and 
increased accessibility the technology within this course is creating. Secondary to this, 
students making use of the technology available to them for critical reflection and self-
development is an unintentional but positive benefit. 

Accessibility is also increased using technology for tutors. However, the face-to-face 
observations were still thought to be more impactful than technology alternatives in their 
opinion. This possibly, could be a sign of the studying these tutors did previously as the 
students’ data show that they prefer the technology option over traditional face-to-face. (Cox, 
2014). 

Summary 
The three methods of assessment and feedback have evolved over recent years, from face-
to-face observation with no technology input, through to the current method which is entirely 
reliant on technology, in the form of Panopto, video software. 

Face-to-face observation offered instant feedback to students, but with no record of the lesson 
and no chance for critical reflection could take place. Video observations that were physically 
posted was a big progression on the course, had less onus on tutors and opened accessibility 
and opportunities to students by not requiring them to have tutors in a classroom observing 
them. However, feedback time was drastically increased and students also incurred costs due 
to postage. The current method of using Panopto through the VLE offers all of the benefits 
from the previous solution but with the option for students to critically reflect on their lessons 
and develop their practice. And although feedback turnaround time has increased since face-
to-face observations, it is drastically less than it was with the postal option. 

The research study has not only helped to confirm that the technology solution we are providing 
to students is having an impact on their experience of assessment and feedback, it has opened 
up conversations with students and tutors as to how the process can be further improved. It is 
a positive outcome that the technology being embedded is opening opportunities for students 
that would not have had a chance if face-to-face observation was a requirement to study in 
this field. It was also encouraging to witness the tool being utilised for more than initially 
predicted through self-reflection. 

Hopefully the process used to observe post-graduate, adult learners in their workplace can be 
shared and provides useful insight to other HE institutes looking for similar solutions in fields 
where observation of practice is required. 
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