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Abstract
This research ian interpretativgphenomenologicadtudy exploring thekeyst a k e hol der s 6
perceptions of a change tierminalassessmennethod for the National Commis Chef
Apprenticeship Programme, in Ireland, due to the impact of C&\ALIThe aim of this
researctwas to increase knowledge, awareness and understanding ef p ar uniguei pant 6
perspective$o gain an insight into how a change in assessment method can be supported and
strengthened to improvbe outcomes fothe stakeholdersSemistructured interviews were
conducted witlsix participantsthree instructors and three learnérsm Further Education
and Training Centres throughout Ireland. The participants were selected purpdeefully
ensure they werkest placedo reflect pon a range adppropriateand meaningful
experiencesf the phenomenoMhematicAnalysis was adopted as the methodological
approach anébur significantthemes emerged from the analysis. pheticipanteemphasised
the importance athe combined voice ahstructors and learners in the decisiaaking
proces®n a change in assessment methoaseased anxietyrought about by thishange,
the skill set requiretb complete a changed assessment meathdthe factors influencing
engagement with changedassessment methothe research findingshowthat the change
in assessment method for the NCCAP was negatively perceived by the partiaqmhnts
considered a missexpportunity.This research concludes that the change in assessment
method was flawedlhestudyrecommends further research ithe process of change in
assessment, gender balance in research, and learners and instructors as partners in education.
The results of this lived experience study may serve multiple stakeholders, sutinay
ediwcational professionals, professional organizations, €&lres, colleges/universities, and
the wider educational communitys they face the challenge of a change in assessment
method due to a pandemic.

KeywordsCommis Chef, perception, changeassessent, COVID19



Table of Contents

F o LoV [=To (o =T 4= o | O 3
N €11 = (o PP PP PP PPPPPPPP 4
List of Abbreviations and ACIrONYMS..........iiiiiii e ieeer e eeee e e e e eeeeeanes 9
List Of Tables and FIQUIES.........ooiiiiiiiiieteees e eeeeis bbb e e e e e e e e e e e s eens 10
Table 1  Initial EXtraction of TREMES .........uuiiiiiiiiiiiiiiii e 10
LISE OF FIQUIES. ... et e e e e e e e e e e e e amnn e e e e e e e e e eeeaeeeas 10
Figure 1 Data AnalysiS OPLiONS.........ciiiiiiiiiiiii e ieeee e aeeee e e e e eanes 10
Figure 2 Six Steps of Thematic ANalYSIS.........ceiiiieiiiieiiiiieeeici e, 10
Figure 3 Defining and Naming TREMES..........ccooiiiiiiiiiiiiieeee v 10
(@ aF=T o] =Y g I [ ] Yo [ o [ o ISP 11
00 R [ o1 (o o 18 od 1 o] o KPP PUP PP P PP RURRTPPPR 11
1.2 Background to the Research.............oooiieee e 12
1.3 Rationale and Significance of the Research..............cccovviiiiiiiiiiiiins 13
1.4 Positionality and MethodolOgY...........u i 14
1.5 Purpose Of RESEAICh........coouuiiii e eaeaes 16
1.5.1  RESEAICH AIMS...ciiiiiiiiiiiii ettt et e e e e e 16
1.5.2 Research ODJECHVES.........couuiiiiic e errrr e 16

1.6  Structure of thisS DISSEIatiON...........cciiiiiiiiiiie i 17
1.7 SUIMIMAIY .. errea e e e e e e e e et e e e e e e s annneeeeeeeeeeeees 18
Chapter 2: The LIiterature REVIEW...........uuuiiiiiiiiiiiiiiieeeiei ettt 19

2% T 1 01 1 o Yo (U [ (o ] o NPT TR 19



2.2 Context of the RESEArCh Ar€a.........cccuuiiiiiiiiiiiieee e 19
2.2.1  COVID 19 e e e 20
2.2.2 FET and AdUIt LEAIMEIS .....cooviiiiiiieee e 20
2.2.3 New Apprenticeships and theNCCAP ..........oooviiiiiiiiiiiiirren e 20
2.2.4 Key Stakeholders for the NCCAP ... 23

2.3 Assessment, Purpose, and ImMportance............cooouuveiieeiiieemeceeviiiee e 23
2.3.1 The Distinction between Formative and Summative Assessment.......... 24

2.4 PeICEPUION ... et ————— et e e e et b ———————————— 25
2.4.1 Theories of Perceptio in EAUCAtION.............uvviiiiiiiii e 26
2.4.2 Phenomenology Of PErception..............ueeeiiieiiceeeiiiiiiiiin e e e e ee e eeaneenas 27

2.5 Influences on Student and Teacher Perceptions of Assessment.................. 27
2.5.1 Perceptions of PUrpose Of ASSESSMENL.......uuiiiiiiiieieieiieeeiciie e 28
2.5.2 Perceptions of Validity of ASSESSMENL........ccevviiiiiiiiiiiiiiieiiieeeeeeeees 29
2.5.3 Perceptions of Reliability of Assessment.............ccoooviiiiiieene e eiiieeeeeiiens 30
2.5.4 Perceptions of Authenticity of ASSESSMENL.......c.cccvvviiiiiiiiiieeee e, 31
2.5.5 Perceptions of theEfficacy of Assessment.............cccoovvvvviiiieeeeeeeeeieeeennn, 32
2.5.6 Perceptions of Traditional Assessment Methods..............ccccevvvvvvviemmenn.. 33

2.6  Guidelines for Change in Assessment Methods due COVID-19.................. 33

2.7 Change in Assessment Methods..........coooiuiiiiiiiiimeenii e 35
2.7.1 Perceptions of a Change in Assessment Method..................oooiiiieeee. 37

2.8 Established Terminal Assessment Method for the NCCAP..........ccoevvvenean.. 37



2.8.1 Change in Terminal Assessment Method for the NCCAP....................... 38
2.9 Lived EXPerience RESEAICK.............uvuiiiei et eeee e 39
2.10 Unexpected Themes in Educational Research...............cccccciviemnn s 40
2.11 Critical Analyses of Reviewed Literature ...........ccccveveeeeveeiiicesinineieeeeeeeeeeenn 41
2,12 SUMIMAEIY .ottt eeeesss e e e e e e e e e e eeneesnneeeeeeeeeeessnsnnnnnnnn s smmmnennnnnnnnnns B2

(@ aF=T o] (=] g JN Y/ (=71 ToTo (o] oo | V20U 44
1 20 R [ 11 {0 o [ 0T o o PO PP P PP TPPPPPPN 44
3.2 Ontology and Epistemology StanCe..........c..uuiiiiiiiiiiiiiiie e e 44
3.3 Research Paradigm..........cccooiiiiiiiiiieeee e 45
3 A o 41T 0o 41T a o] (oo YU SRRSRSP [ o
3.5 Research Strategy and DESIQN..........uuuuuuimiiiiiiieeeeeeiiiirres s e e e e e e e s rmenrs e e aeeeas 46
3.6 PartiCipant SEIECTION. .........uuuuiiiiiiiiiiiiii ettt e e e e e 48
3.7 Interview Guide and PilOtiNgG ........uuuueumiiiiiiiee e eeeeerrer e 50
3.8 INTEIVIEW PIOCESS. .. ..iiiiiiiiiiiiiiiee et ne e eeees 51
3.9 Data COllIECHION......uiiiiiiiiiiii et 52
G I O T B = L= B (0 =T [P UPPRRPP 53
G0t I R I T - A g = 1S 3PP 54

3.11.1 ThematiC ANAIYSIS.......uuuueiiiiiiee e e ee s eeeeree e e e e e e e et e et rnne e e e e e e e eeeeeeeennnnn 56
0 2 = [o [ 18 | PP SRR TPPPPP 59

3.12.1 Validity, Reliability, Generalisability ...............ccccomimmiiiimemnieeeee 59

3.13 Ethical CONSIAEIAtiONS......cuoen et eeennen ] 60



3.14 Limitations t0 the StUY. .........uuuriiiiiiiie e eeeeeeeeeee e 62
.15 SUMMAIY ettt errme et e et et rmee s e s e e e e e e st e e e eaa e e e ermmmran e eeann s 63
Chapter Four: FINdiNgS and DISCUSSION............uuuuuuuiiiiieesceeerreiiiians e e e e e eeeeeesamnenaaeeeens 64
vt R [ 011 0T U1 [ ISP PO PO TPPPPP 64
4.2  ReSEaArCN QUESTIOM . ...uuuuiii e e e et ceeee st meme e e e e e e eeeeeannnn e aman 64
4.3 TREIMES. .o en e 65
4.3.1 Theme 1: Student Voice in Decision Making Process..........ccccccceeiiinaas 65
4.3.2 Theme 2: INCcreased ANXIELY......ooiiiiieeiiie e mmme e 67

4.3.3 Theme 3: Skills Set for Completion of the Changed Assessment Methodil

4.3.4 Theme 4: Engagement with a Change in Assessment..............cccceeerneee 73

S TU [ 101 1T TP 76
Chapter FIVe: CONCIUSION.........ooiiiiiiiii i eeee e eeeea bbb e e e e e e e e e eenes 78
5.1 INTFOTUCTION oo e e e e e e e e eeeesene e e 78
5.2  Overall Conclusion and ContribUtioN ...............eeiiiiiiiiiiiieenee e 78
5.3 Recommendation for Further ReSearch...........ccccocoviiiiiiimen 79
Personal ReflECHIONS. ..........uuiiiie et ammne e 83
RETEIENCES..... .o e e e 84

Y 0] 01T T [T > S 99



List of Abbreviations and Acronyms

COVID-19 Novel Coronavirus

ETB
ETBI
FET
HE

T
KETB
NCCAP
NFQ
QQI
SOLAS
TA

THE

Education and Trainingdard

Education and Training Board Ireland

Further Education and Education

Higher Education.

Information Technology

Kerry Education and Training Board

National Commis Chef Apprenticeship Programme
National Framework of Qalifications

Quality and Qualifications Ireland

Seribhis Oideachas Leanunaigh Agus Scileanna
ThematicAnalysis

Take Home Exam.



1C

List of Tables and Figures

List of Tables

s 7z oz 7z

Table 1 Initial Extractionof Themesé é ¢ é é é é é é e ééééeéééé .58

List of Figures

s 7

Figure 1 Data AnalysisOptionsé é € € é é e e éééeééeeéééeéé. . .54

Figure 2 Six Steps of Thematic Analysi é e é e é e ééeééeééeééeéée. 56

s 7

Figure 3 Defining and Naming Themeg ¢ é e ¢ é ¢ é e éeéeéeéeéeée. .58



11

Chapter 1: Introduction

1.1  Introduction

This chapter explores what this research study is about, why this research area has
been selected artle ambitions of theoped ahievement of the study

This research study is situated within Further Education and Training (FET) delivered
through educationral training centres across Ireland and includeslésggn and
implementation of a change in assessment method for the National Commis Chef
Apprenticeship Programme (NCCA&)e to the impact ai pandemic, Novel Coronavirus
(COVID-19). It seeks to explorthe lived experiences of the key stakeholders of the
programme, the instructors atigklearners, who have engaged with th@ngedssessment
method developed as a direct result of the img&aVID-19. Given (2008) defines the lived
experienceasadedicon of r esear ch ptheroptions ang choicesstiiey e x per
make,and how thesexperiencesan influence their perceptions of knowledge. This study
holds personal and professional interest for me as both a researcher, as | am currently a
studmt compl eti ng a mang toeasarsinstduetay fordhe NCCAR. Thee | | a
research topic washosen througmy professional interest in the experience of this change in
assessment method atié current ongoing debates aadhergingresearch gps in a change
in assessment methods brought about by a pandemithdt @nbition thathis study will
provide examples and produce knowledge on the impact that the changed assessment method
had on the NCCAP and could also potentially contribute tadegoknowledge of the
development and successful migration to a change in assessment methods within FET.

In the world of adult education, the terms teacher and instructor, student and learner
are interchangeable. While some will argue the subtle diffesandbese terms, for the

purpose of the study, the stakeholders are the learners engaging with the NCCAP through
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FET, and the instructors are those who deliver the programme and most importantly designed

and graded the alternative assessment methodsnmapted in response to COI®.

1.2  Background to theResearch

The NCCAP is a tweyear new apprenticeshggogramme thatombines training off
the job, through training centres, amainingon the job through the workplace. The
programme is fully fundechtough Seirbhisi Oideachais Leanunaigh Agus Scileanna
(SOLAS), the designated intermedidody for the European Social Fund Programme for
Employment, Inclusion and Learning. TNECAPIs delivered through a consortium of
Educational and Training BoardsTBs) throughout Ireland with Kerry Educational and
Training Board (KETB) appointed as the-oalinating provider. At the time of this research
there were eleven programmes operational throughout the country, delivedikelmy
instructors with eightysix learners engaging in their first formal qualification. A variety of
assessment methods are applied throughout the programme, one of which is the terminal
traditional pen and papevigilatedtheoretical exam at the end of each module.

As we watched in fgcination the early images from Wuhan in China of the impact of
COVID-19 on society, it was with an increasing level of dismay and unease that we
witnessed the virus spread rapidly across the world. There was a growing sense of unease,
and those of us wornkg in FET wondered what the impact its impending arrival in Ireland
might be. | was particularly concerned as | was irfitine stages of delivery of one of the
inaugural programme3$he COVID-19 pandemic brought about the largest disruption of the
educdion system ever witnessed, affecting an estimated 1.6 billion learners in more than 200
countries (Pokhre$. Chhetri 2021).The Irish Government moved swiftly and in March
2020 issued instructions thedw apprentices severely impacted when social distgn
measures were put in place. The implementation of a national lockdown by demanded that all

FET centres across the country druspitality businesses closemediately The
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intervention resulted inpprenticeprevented fronattendng either training entres or places
of work, two critical elements of their apprenticeship. FET responded swiftly, making
determineckefforts to keep up with training centre based theoretical learning through distance
learning platforms. This was a determined effort to keegnammes on track. However,
there remained the question of how to deal with assessment-gkdinating provider,
KETB establishedrapid response committeeomprisedf all the instructoref the NCCAP
andthroughurgent collaboration the pen and papwigilatedexamredesigned to an open
book Take Home Exam (THE). The changsdessment method was developed to replace
the traditional pen and paper, invigilated, one hour and thinyte theory exam. The
timeframe for this changed assessment metho@ased fronthe establishedne and a half
hours closed book exam to a tme@ek completion foan open book THEThe redesign was
broadlycompleted imlignment withQuality and Qualifications Ireland (QQI) guidelines to
alternative assessment during {tendemic.

As soon as lockdown was eased and with the reopening of the FET training centres,
under instruction from KETB the programnmemediatelyreverted to the traditional pen and

paper exam and the changed assessment method was set aside.

1.3 Rationale and Significance of theResearch

The original starting point for this study evolved from my professional position as an
instructorof the NCCAP and wanting to understand the perceptions of the key stakeholders
of the programme to the changed assessmetitod brought about by the pandemic. My
interest in the lived experience of the stakeholders for the programme was to understand not
only the experience of the changed assessment method but also the implications of this
change on professional practice ané insights that can be learned through this experience.

There exists a significant body of research into a change in assessment method in the

educational context brought about for a variety of reasons, but little research exists to a
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change brought abbby a pandemic. Since the globalisation of the pandemic in early 2020,

there are several researcheosv sharing their research into the impact of the pandemic on

teaching and learning\ccording to the United Nations (2020), the approach to assessment

under the shadow of COVH29 shows a lot of trial and error, uncertainty and confusions

amongbothteachers and students. However, research by QQI (2020) presents a distinct

perspective suggesting overwhelming acceptance of a change in assessment méthod by a

stakeholders. Research by Bud®lDe mpsey (2020) offer an alter

findings, and | am interested to expleovhich perspectivéhe lived experience of the

stakeholders of the NCCAP aligwith. This was a starting point for me as aeasher and

the review of literature expanded beyond this to include literature on assesbmémtiors

that influencestakeholder perception, and perception of change in assessment methods. There

is a gap in knowledgelentifiedas there exists littleducational research that combines the

voices of teachers and students apecificallyon the impact of a pandemic on assessment

practices. Sohn et al. (2017) highlights the significant contribution that the combined voices

of instructors and learners carake in a phenomenological approach to educational research.
Finally, this research is significant as other researchers have recommended that

further research on the impact of the pandemic on education communities should be

undertaken (Burke & Dempsey020). This recommendation is also endorsed by QQI who

suggest that a detailed review must be undertaken to assess any change in assessment

methods brought about by the pandemic.

1.4  Positionality and Methodology
This is a Phenomenological qualitative stadyit is research into a lived experience.
According to Burch (1990), the very heart of phenomenology is the intelligibility of lived

experience.
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| wasaninstructor deliveing the NCCAPfrom 2018 to 2021. | lived through the
disruption that the pandemicxought to the programme and particularlyrtoduleterminal
assessment meth®dWy role as an instructor and -ciesigneiof the changed assessment
piecesprovides excellennsight into the stakeholder's perceptions of this change in
assessment method dieeCOVID-19.

Along with my colleagues, | was involved in the decisinaking process to migrate
to a changed assessment method redesigned a number die THEs | wasclosely
involved in the process, the desigind the grading of this changed sumwvaassessment. |
am therefore an insider researcher, "viewed as the holy grail for the qualitative researcher"
(Gana & Scott, 2006, [7) and argued by WyerandBuckley (2009) to bring a degree of
openness and trust that may not be otherwise achieved.

Critics of insider research debate the objectivity of such study, and Simmel (1950)
argues that prejudice may compromise truth. HeWatglor (2002) also discusses the risk of
bias within insider research, and it is argued that such discrimination can ocoisgtbe
data analysis process (Schultz, 1971).

Careful consideration was given to the risks of insider research, and while accepting
that such risks cannot be eliminated, steps were taken to minimise the potential risks.
van Manen (2003) argues that befasking others to provide a personal description of a
phenomenon being explored, we should first try to do this ourselves as a researcher. The
benefit of his personableclaratiorbrings a positive influence omhat this research is setting
out to achievelt represents one of the tools that can assist in uncovering the hidden meaning
within the experience of the stakeholders. Additionally, thidapth personal experience can
help in the research and assist in the understanding of certain notionsi¢nais® could be

easily overlooked.



16

Thisresearch is an interpretive phenomenologstadly usingjualitative methods.
The methodology was guided by Chapter Two, the Literature Review, and involved the
collection and analysis of data collected through s&noictured interviewsf the key

stakeholders of the NCCAP to a change is assessment methods.

1.5 Purpose of Research
This is a qualitative phenomenological studg purpose ofvhichwas to examine the
lived experience of the key stakeholders to a changesessment methods brought about by
the pandemic. The study included instructors and learners engdgihegNCCAP
throughout Ireland. This stucydoptedan interpretivist approach using sestriuctured
interviews with the stakeholders of the prograenimterviewing those directly involved in
the NCCAP provides insight into the phenomenon of the change in assessment methods.
1.5.1 Research Aims
The aim of this study is to understand the Kk

assessment methofts the NCCAP due to the impact of COUD®.

1.5.2 Research Objectives
The objectives of this study are:

1 To examine the lived experience of instructors and learners engaged with the
N.C.C.A.P to a change in assessment methods brought about by the pandemic.

1 To add to existing knowledge and understanding to assist researchers and educational
professionals in their future attempts to
change in assessment method dut¢ampact ok pandemic.

1 To assess any implicatisrof the perceptions of stakeholders of the NCCAP to a
change in assessment method for policy, practice and research.

It is also hoped that this research will contribute to the current conversation on the impact

of COVID-19 on assessment practices.
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1.6  Structure of this Dissertation

This section will provide an outline for this dissertation which is organised and into
the following linked chapters.

This introduction is followed by Chapter Twahe Literature Review. This will
provide an overview of previsly published literature on the research gireduding debates
and arguments on the main themes of the researchldwisaeview will provide both myself
as a researcheaand the readewith an overview of the existing knowledge on this research
area.The review will include literature that is deeply rooted in the themes of the research
area, context and background, assessment, perception, theoretical perspectives of perception
and perception of changes in assessment methods. The literature reviassisilln the
development of the research question gmdethe approach to methodology.

Chapter thre@é Methodology, follows the Literature Review. This chapter explains
what | did throughout the researptocesshow | conducted the research itselfgdgmovides
justification for the decisions that | made through every step of the process. This chapter
disclosesny position as a researclardthe research paradigm, the lens through which the
research was conducted. This will be followed by a compréleedsscription of the
research strategy and design, data collection and analysis, and the steps taken to ensure rigour
throughout the research process. Finally, the ethical considerations are presented and an
acknowledgement of any limitations to thiseasch.

The aim of Chapter Four, Findings and Discussion is to dismibsthese aspects of
the lived experience of the key stakeholders of the NCCAP to the change in assessment
methods brought about by the pandemic. This section will summarise the $inctidgr the
significant themes that emerged through the data analysis that address the research question

and discuss these findings in relation to the literature reviewed in Chapter Two.
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Finally, Chapter Five Conclusions, will present the overall conatusial
contribution that this research makes to the research area and suggest the implications and
recommendation for the futuresearch and educational practithis section willbring the

whole dissertation to a clos@d include a personal reflection my journey as a researcher.

1.7  Summary

The arrival of COVID19 to Ireland presented significant challenges to FET and
particularly for assessment methods for the NCCAP. This research seeks to understand the
lived experience of the stakeholders of tHeQWP of a change in assessment method
brought about by the global pandemic, COVIB. The research provides the opportunity for
the stakeholders of the NCCAP to share their experiences of a change in assessment methods
from the traditional pen and papevigilated exam to a two week THE. As this is research
into the lived experience it squalitative phenomenological study. This chapter provides the
structure of the dissertation, thackground to the research area and the rational and
significance of tfs study. My positionality as a researcher is declared and agbngfseof
the methodology is provided. This chapter also provides the purpose of the resetiheh
aims and objectives of the studse clearly statedin.
The results of this lived expience study may serve multiple stakeholders, such as
educational professionals, professional organizations, FET centres, calleigessities, and
the wider educational community. Following on from this introduction the comprehensive

literature reviews presented in Chapter Two.
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Chapter 2: The Literature Review

2.1  Introduction

This study wapromptedout ofan interest to understand the lived experience of key
stakeholders of the NCCAP of a change in assessment methods brought about by the
pandemicBaumeisteandLeary (1997) describe a literature review asethodicalprocess
of collecting and synthesizing previous research and contribatess alarea of the
researctprocessA review of appropriate literature provideswarderstanding of the
existingresearcland debates relevant to a specific arestudy. A comprehensive literature
r e v i e wringvdlality andifocus to the research problem, improve the research
methodology, broaden the knowledge base in the research area and contekaialise
findingsd (Kumar, 2014, p32). This review is divided into five sections and will migrate
from the general to the specifiathin the research area.

Section one provides an understanding of the context to the research area. Section two
will investigae the purpose and importance of assessment and the third section explores the
stakehol derods, the instructords and | earnero
will examine the perceptions of the stakeholders to a change in assessment rfidétiieds.
space is limited section five will discuss any relevant unexpected themes that emerge during
the review itself. Section six will presethie approach toritical analysis of the literature
reviewed that underpins the rational for the research aireglyi-the last section provides a
summary of the most salient points and a presentation of the research question that was
guided by the literature review.

2.2  Context of theResearchArea.
This section provides the context to the research area anchatfon on COVID19,

FET and adult learners, apprenticeships, and key stakeholders of the NCCAP.
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2.2.1 COVID-19

TheWorld Health Organisatio(WHO) describe<COVID-19 asan infectious disease
caused by a newly discover€dronaviruswhich is life threatenig. WHO advise thatie
most effective way to prevent the spredidhe virusis to avoid contact with other peo@ed
to exercise social distancing. Compliance with #dsicecaused serious disruption to FET
who were forced to close training centersaoply withlrish Government guidelines and
emerging legislationdesignedo combat the viruand save lives.

2.2.2 FET and Adult Learners

On the 1st of July 2013, under the Education and Training Act 2013, FET was
establishedn Ireland.lt consists of xteen ETBs, coordinated through Educational and
Training Board Ireland (ETBIresponsible for the delivery of education and training.

FET provision in Ireland is varied and wide ranging in nature and as such is difficult
to define.The organisatioprovides a second chance for individualatees®ducation and
training, vocationalor professional development for those already in the workforce or for
those seeking retraining to-j@n the workforce, community education and training, and
provides inital vocational education and training, including apprenticeships (SOLAS,.2014)

There are many terms associated with the adult learner population in education and
trainingandthese learnerare definecsnontraditional students, lifelong learners;adry
students, mature learners, or secohdnce studentand according t&ust(2006)adult
learner Recent research highlights the tefikdult Learneo as the term mostsed and is
acknowledgeds an accurate and descriptive name forabisort ofleamers(Donavant et

al., 2013; Kenner & Weinerman, 2011; Marschall & Davis, 2012).

2.2.3 New Apprenticeships and the NCCAP
The idea of apprenticeships is not new and is consideredatio &ecienform of

knowledge transfer in the western world. The origihapprenticeship can keaced to
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historical archivesn medieval Europe whergungworkers starting out in their professional
careerfrainedalongside the experts in a craft for several years. This tradition of knowledge
and skill transfer createdsystem where one generation passed on its knowledge to the next,
benefitingboth parties and broader soci€dyyman 2014).

Apprenticeshi@re astructured education and training programme which formally
combine workplacéearning known as ofthe-job traning, andlearningand trainingn an
education or training centrenown asoff-the-job training (HEA, 2021). Theurpose of
apprenticeshiprogrammess to prepareapprenticesor a specific occupation and leads to a
qualificationthat isnationally recgnised on the National Framework of Qualifications
(NFQ)from Level 5 to Level 10There is significant investment liye IrishGovernment
into apprenticeshipestimatedal 1 98 m f or 2021, an dwentdines has e
national apprenticeships craftbased areas fity -nine programmes currently in progress
across a wide range of twerftyst century industriesThere are currently estimated to be in
excess 020,000 people currently completing an apprenticeship, with 7,000 employers
throughoutreland. (Interview ®LAS, 202]).

In response to industry demandsegiew of apprenticeship training in Ireland was
announced by the Minister for Education and Skill2013,resuling in the formation of the
Apprenticeship Councibf Irelandand fromthis, the National Apprenticeship System was
established. A ACall f or Iyidentfiedecaupatiansvdsor appr
issued in 2015hatprepared the way for a new raft of apprenticesim@seas of industry
previously never conceivef. From 2016 & new apprenticeships developed in Ireland
follow the newapprenticeship approach and significantly charfgem the old
apprenticeship structure as they are to be:

T Industry led

1 Two years duration as a minimum
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1 Involve learning that alterne$ between a workplace and an educational or

training institute
T Involve a minimum of 50% on the job training
1 Part of formal Education and Training

1 Substantial in depth and duration, to prepare apprentices to work

autonomously and competently in a speaiecupation
1 That apprentices are employed and paid under a Contract of Apprenticeship

1 That apprentices paid a salary for the duration of the apprenticeskipe{on

job and offthe-job).

Answering the fACalll for Propossihtee, 0 KETB
Hospitality Industry dsignedhe NCCAP. KETBapplied to QQI for validation of the
NCCAP on 8 May 2017 (revisekbstJune 2017)and validation was granted.

The programme is a national programme coordinated®BiB<and will lead to a QQI
AdvancedCertificate NFQ Level 6). My employerwas just one of several ETBs that
collaborate witiKETB in the provision of this programme. This programme is unique in

several respecssKETB described this new apprenticeship as:

flt is a new apprenticeship backed by an industry led Consortium Steering
Group. It is the first apprenticeship programme with an Education and Traini
Board in the role of Cadlinating Provider. It is the first programme to use a
new template for Quality Assurance Procedures for National Apprenticeship
Programmes and procedures developed with the support of ETBI (Educatiol
Training Boards Ireland). It is also, incidentallhe first programme submitted
for validation by an ETB under 0QQlI
(KETB, 2017, p. 24)
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2.2.4 Key Stakeholdersfor the NCCAP.
Zhang and Zhang (2008uggesthat there are a wide range of stakeholders in
education, two of which are instructors and learriwsham et al (2014) define
stakeholderea s fAany person or group whoeamdhaentThre
researchers add further clarification by adding
AThi s broad, i nclusive definition covers
affected by a project, as well as those who may have interests in a project and/ or
the ability to influencedts outcome, either positively or negatively. A stakeholder
does not have to be a direct user of, or directly affected by, project outcomes to be
i nf |l uenc e@urhbmetak, 20&4npo12)
2.3  Assessment, Purpose, and Importance.
Assessment has bedafined many ways, one of which is as the process of gathering,
recording, interpreting, and using information ablearner submissiorte educational tasks
(Lambert & Lyons, 2000). Gronuld (2008)ggestessessment as a variety of tasks by which
instrudors collect information regarding the performance and achievement of dheirt of
learnersin 2002 Gipps offered a broader definition of assessment as a wide range of methods
for evaluating student performance and attainments. Assessarentlude brmal testing
and examinations, both practical and oral assessment, classroom assessment carried out by
instructorsandalsoportfolios of work. While academics may disagree on assessment
methods, they all agree on the significance and importance of mssegss education. Gipps
(2006) suggests thassessment is multifunctionaipt only does iframe learningand create
learning activitybut alsoinfluences all aspects of learning behavi&gsessment has been
definedas At he syst e maatysisofinfoomatiorete impravenstudentd
|l earning. o0 (Stassen et al., 2001, p. 5). Thi

learnerassessment in the teaching and learning process.
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Instructors perceive assessment as vital in pedagogicghdasil approach. The
importance of assessment cannot be underestimaterkbgsiriesnstructorsto think like an
assessor first before designing specific units and lessons. WaggihcTighe (2005)argue
that such an approach enables instructors teiderin advanceéhow they will determine if
students have attained the desired understandings.

Assessment serves several purposes, two of which are student learning and
certification. The process of certificati@mcompasesthe evaluation of student aclienent
(Carless, 2015). DunandMulvenon (2009) suggest that assessment is categorised as either

formative or summative, the catagorisation depending on how the results are used

2.3.1 The Distinction between Formative and Summative Assessment

Harvey (198) takes asatiricallyview of the distinction between formative and
summative assessmenbnsidered highly appropriater the culinarycontext of this
researchsuggestinghatwhenthe chef thattastes the soupis formativeassessmentut
when the thner guest tastes the soup, it is suativeassessment

As the area for this research is focussed on summative assessment, and due to
limitations of space for this dissertation, only a brief overview of formative assessment is
provided.

Formative assessmehas been described as a process in wikiethback during
instruction is provided bioth instructors and learners (McManus, 2008). The purpose of
feedback is to structure the learning and teaching procedsmately increase student
achievement. Saiét al., (2011) suggest thidiroughout the teaching and learning process
formative assessment occurs on a continuous basis. Formative assessment is defined as
assessment for learning.

Summative assessments are considereddiajtes assessments gumdvide afinal

understanding of precisely how much learning has taken place, in other words how much
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does a student actually know (Gardner, 2010). Grading is an integral part of summative
assessments, such assessments are typically less frequent, usualiggatthe end of
period of instruction, modul®r semesterBoth stakeholders in education, instructors and
learners agree thatimmative assessment is considered to serve as a tool for reporting

| ear ner saidinpdddiantemart learninggrookhart, 2001Black et al., 201D
Summative assessments offers leasn®ot only the chance to demonstrate their conceptual
understanding, but also provides them the opportunity to think critically. These become
evident as they apply their understanding urcadetrolledconditions to solve unfamiliar
problems (National Reaech Council, 2001).

Summative assessment is intended to provide evidence of what learners know and
understand at a given point 1in ti me. I't has
concern is to judge achievement against broader indicators, soutdaledescriptors or
grade | evel c r i t39)xIn tleed@ducativaal deter@larke 20128gues p .
thatsummative assessments are evaluated through a course grade and that summative
assessmerghould bestandarereference using the sare@ndards for alearners

The following section focusses on providing an understanding of perception

assessment in the educational context.

2.4  Perception

Perception has been defined as the process by which sensations are organized into an
inner repesentation of the world (Rathu07). Perception is a unique individual
experience where one can only draw from what is knoviheim(McDonald, 2011).
McDonald reaches back the ancient Hindu fable @iix blind men who encounter an
elephant on the ea, an entity never experienced beforachk try to identify appropriate
comparisons for this unknown entftypm their own subjective experieng@ne by one they

take turnghrough the sense of touand each draws his own individual conclusions from the
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limited area within reachnd kased on their individual experience each creates their own
unique and subjective mental imagfehe newly encountered entidyheated debate follows
as each man is confident in his own perception of the emtiyargue that is like a wall,
snake, speatr, tree, fan, or rope. McDonald cites this fable to illustrate that to perceive
anything there is a need to be exposed to something.

Perception is described as haw individualhas cognitive contact with the world and
perception is created a range of physical facttine brain, sense organs, and the nervous
systems. Perception is possible through the-fiesson experience. Merled@onty (1962)
argues hat t he f i r s tcanpoebe acoessérdm adhwdpersoiperspectee.

2.4.1 Theories ofPerception in Education

Perception is defined as our way to recognize and interpret information we have
gathered through our senses, (Williai2818).Johnson (1994) argues that perceptions are
central to both practice amdsearch, and that understanding why a person thinks or acts in a
specific way is problematic for learners and practitioners of education. Johnson suggests that
fundamental to perception is that there is an experiencing person or perceiver, and that
sometling is being perceivedhe itan object, person, situation, or relationship.

The context of the situation in which objects, events opfeare perceived is a
contributing factor in percepticendLewis (1994) argues that the process nature of
perceptionnitiates with the experiencing of multiple stimuli by the senses and ending with
the formation of perceptions. Later research by Lewis (188f))eshat definitions and
theories lie within the fields of Philosophy and Psychology and contain their earetital
debates. Attempting to understand the developmental process of perception and what takes
place in the process itsglé complex. However, whaitecomes evidens$ that humans often
differ in their interpretation of that which is perceived. ltheough human experience that

we construct our perceptions.
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2.4.2 Phenomenology of Perception

According to Sokolowski (2000) phenomenology is the study of human experience
and of the way things present themselves to us through experience. Smitha{2068)
phenomenologgsthe study of structures of consciousness as experienced from the first
person point of considered.thgréatest figiré af phenemenologyrwas
the mathematician Edmund Husserl. While the publicatidiPbienomenologgf
P e r ¢ e ptdndsannhe great phenomenological tradition of Husserl, MeRean t y 6 s
contribution is also significant in this field. Smith et al., (2008%d that Merlea#onty
concentrateanuch of his work on subjectivity and our relationship ®world. Research by
Finlay (2007)suggestshat at the core of the phenomenological philosoplay ssstablished
argumenbf the significant role of perception in understanding and engaging with the world.

All stakeholdersbothinstructors and learnernsave perceptions about assessments
and assessment practicééth an understanding of perceptiongimiext section discusstse

factors thainfluences stakeholder perceptions of assessment

2.5 Influences onStudent and TeacherPerceptions ofAssessment

There exists a significant body of research on the influences on instructor and learner
perceptions of assessment and suggests three key areas that influence these perceptions,
subjective histories, relevance, and relationships.

Research has identifiedhks between personal assessment histories and assessment
perceptions. Many researchers agree on this point but there is a distinct lack of evidence
within this research on how exactly this might occur. In reviewing this research evidence
emerges of a poleation of views (Biggs and Moore, 1993; Hughes, 1998; Schmeck, 1988).
EndwhistleandKaragiannopoulo2014)suggested two perspectives of how students
perceive assessment, that it is either through stuedtalblishedhistories or the learning

context iself. Nisbett and Ross (1980) suggest that learner perceptions of assessment are
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influenced by motivations such as fear. This fear is as a direct result from past painful
experiences. The researchers further suggest that this fear may bring about a defence
mechanism identified as assessment avoidandattributes failure to assessment as
irrelevance.

According to Stensaker (1999) more attention should be paid to perceptions of
relevance in assessment design. Huidi Sireci (2001) conclude that assesstag¢hat make
relevant connections with the world of work appear to deliver significantly greater positive
influence on student learning.

The third influences on student and teacher perceptions of assessment is relationships,
that is therelationship betwen the teacher and the student. A Positive stiitkather
relationshipganenhance cognitive learning outcomes and has been shown to determine
whether both parties attain their goals (Bainbridge and Houser, 2000).

However, these studies have explored eachers perceive their relationships with
students but do not include the voice of studahtsyesearch reflectse ac her s 6
interpretations of studer@perceptions anth-fact there and there exists little research on
how such relationships might imgaupon student perceptions of assessment through the
direct inclusion of the student voice.

It is suggested that in addition to subjective histories, relevance and relationships,
perceptions of assessment are also influenced by purpose, validity, itgJiabthenticity

and efficacy.

2.5.1 Perceptions of Purpose oAssessment

Boud (1990) argues that instruct@erceivethe purpose of assessment are to gather
studentsé6é | earning experiences and knowl edge
their personal and professional development. There is a strong perception among instructors

thatstudent learning is enriched through the succesdifyiment between curriculum
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content and aessmentiasks In achieving alignment assessmardves far beyonglistan
exercisehat isbased on memorized learning.

From a student perspective, perceptions of assessment are reinforced by the value and
purposethatthey place on assessments. Denscombe (2000) argues that learners perceive the
successful completion oéarning outcomes as an opportunity to continue in higher or further
educationaswellagsaccess j obs. Many researchers agr ece
towards the purposes of assessmenetevate the levels of engagement vadsessments

(Gal & Ginsburg, 1994; Vroom, 1964).

2.5.2 Perceptions of Validity of Assessment

Instructors perceive thatithout validity of purposen assessmeithere is nothing to
be gained. Research by Messick (1989) argues that validity is based on the appropriateness
and adequacyf the interpretations made from assessments. Teachers perceive that the
concept of validity of assessment applies to all assessments and the interpretive evidence
redeemed from assessments. To put another way, instructors expect asseSse@Esur
the learning outcomes, in essence what it is supposed to measure. Haviegaggested
thatsome instructors may perceive the validity of assessment to be only about the content and
not necessarily whether it assesses correctly. Messick ($0§8gsts that a perceived
difficulty with assessment practices stems from past experiences with the interpretation of
marks How well an individual scores is influenced by the context of the assessment and
stimulus to the conditions of the assessmenif.itse

Students perceive that assessment involves judgsioietieir academic performance
and how it meetsstablishedtandards. BouldndAssociates (2010) argue that validity of

assessment contributes signif i cacrdaditaon.t o pr on
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2.5.3 Perceptions ofReliability of Assessment

Reliability, in general, can be defined as the level of accuracy in measuring the
progress a | earner has made over a specific
concerns the capacitf reliable contenspecific evidence collected. Thus, the level of
reliability is proportionate to the amount o
(Masters, 2013, p. 5).

Murphy (2004) argues thétis within the context of the reliabilityfdhe
measurement process itself that the instruct
Many researchers agree that for an assessment tool to be considered reliable it should produce
stable and consistent results (Henson, 2001). KodFisher (2006)arguethat learner
academic attitudes can be influenced by the successful alignment between reliability and
assessment. They further argue that this successful alignment also results in increased
academic achievements. These findings furtherestggh at t he r e al val ue of
academic achievement should reflect in the assessment of their work and conclude
instructoréper cepti on of assessment reliability ar
towards academic achievement.

Leaner s6 perceptions of the reliability of
significantly influences the success in their progression in learning. From the learner
perspective results should, at all times irrespective of when the assessment is cob®leted,
trustworthy, stable, and consistent. According to Newton (2005) learners trust instructors to
assess their work impatrtially. Instructors are perceived by their learners as professional and
well-trained subject matter experts. Newton (2005) furtherloded that it is highly unusual
for learners to question reliability of the assessment process, or their awarded academic

results. Students display significant trust in the system to deliver the right outcomes.
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2.5.4 Perceptions ofAuthenticity of Assessmat

Authenticity in assessment is defined as the measurement of what e&ncktiat the
assessmerghouldreflect such realism in the real worluthenticity is further defineds
ARnGenerally, teachers believe atuhteh ecnutrirciictuyl uoni
intended outcomes in order to enhance meanin
(Linn etal., 1991p. 11)

Learners believe that the authenticity of their assessment tasks should be reflected in
the grading of their work. Assessmeéasks should reflect and develop the skills that are
required to contribute effectively to the real world (Boud, 1995; Messick, 1994). Their
perceptions of authenticity in assessment includes contextualised tagke mcgmental
markingof assessmersbmissionsThe value of completing an assessment is deeply rooted
in the | earnersodé perceptions of authenticity
argue that a gap exists between the instructor and learner perceptions of authenticity. This
reearch suggests that there is a divergence in perception of authenticity, assessment tasks
instructorsconsideredvere authentic were not considered to be authentic by the learners.

For authentic assessment tasks to relate to real life it is criticahthtdsks are
realistic and in developing assessment pieces attention should be given to how learners
respond to redlife situations. Although assessment methods can provide valid information
about kinds of learnindMasters (2013) argues that validitycisnstructed through
authenticity and the assessment piece is therefore fit for purpose. This view is supyported
Gielen et al. (2003who suggest that there are two important reasons for authentic,
competencypased assessmertisstly their constructalidity andsecondlytheir impact on
student learning, Gielen et al. (2003) furthegueesthat competency assessment must
appropriately reflect the competency that is being assessed and that the key to achieving this

is through assessment involving auttie tasks representing reék situatiors.
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2.5.5 Perceptions of theEfficacy of Assessment

Efficacy is defined as the fAcapacity to g
assessment process, that is, the selection of participants, choice of tasksmeims and
then judgement and data anal y87).Pochyetahods o ( B
(2014) suggest that instructor and learner perceptions of efiazadpfluenced by the
perceivedv al ue of t he assess mentceptiomstéwardsithear ner s 6
efficacy of an assessment are deeply influenceddyatue they place on the task, the more
valuable the tasks are perceived th®n greatelikelihood that learners will enjoy the tasks.
A further aspect of this is that the taskarners perceive as more valuablenthe more
readily they will engagevith elevatedenthusiasm and passidar above théasks that are
notvalued Efficacy of assessment are related to assessment practices and how prepared
learnersare for the task ahtheincreases thikelihood of success. In such circumstances,
learners are more likely to perceive the importance, utility, and value of the assessment, and
according to WigfieldandEccles (2000) armorelikely to avoid tasks they believe are
beyondtheir capabilitiesthose they believe they are not well preparedTbere are
implications for learningindas Masters (2014) argyegherelearning is more pleasurable,
learners show increased engagem€fiiere learners are given tasks on which theyaore
likely to succeed theglisplay elevated levels of sedbnfidence Researclsuggests that self
efficacy is activated through the beliefs about the importatit and value of the tasks
Therefore, task value and selfficacy are both keycompernt s f or under st andi
choice of assessment tasks in classroom (Wigfield & Eccles, 2000).

Research suggests that instructor perceptions of the efficacy of assessment may be
influencedby perceived importance of the tgS8adler, 2010andargueghat a critical
element of these practices is the feedback to learners on sumpaafmenanceHowever,

this may be problematic as according to Higgins et al. (2002) a considerable number of
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learners do not learn from feedback and suggests that this i® the fact that their time for
reinforcement may have expired. Bernwral.(1997)suggest thainstructors believéhat

value of assessment assill students to learn, including thoet are unmotivated or have
behavioural difficultiesHowever the nature of educational change, and student achievement,
influence perceptions of the efficacy of assessment (Petitt, 2011). It is suggesting that the
identification and measurement of student achievement is highly contextual, depending to a
considerale extent on the perceived importance such data have for improving student

learning via the feedback (Maste?913)

2.5.6 Perceptions of Traditional Assessment Methods

A comprehensive review of tveork of St r uyven et al . (2005)
of traditional assessment methods suggests that learners perceive traditional assessments
damaging to learning as unfair. The researchers suggest that learners base this perceived
damage in the belief that it encourages them to engage with the subjeetyapeocedural
level. This researcxpandon previous research by Sambalial (1997) which suggested
that the student perceive traditional assessment tasks as arbitrary and irrelevant. A review of
appropriatditerature suggests that students prédeoe assessed by innovative methods and
define innovative methods as any methods other than the traditional pen and paper, closed
book invigilated examination. Traub and MacRury (1990) conclude that students prefer
assessment methods that allow thenctres markseasierand define innovative assessment
as anymethodother than the traditional pen and paper timeded book, invigilategxam
This nontraditional approach is perceived to have authentic value and \elaicterselieve
will prepare themdr entering theeal world
2.6  Guidelines for Change inAssessmenM ethods due to COVID19

Il n March 2020, QQl , published AThe Gui

(Devised in response tbe COVID-19 emergency restrictiohdin response to theramatic

of

n
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impact of the pandemic on assessment methods in FET. QQlindtes documenthe need

for responsiveness and flexibilily accommodating the abruptly changed environment
caused by the spread of the coronavirus disease CQYIi&nd suggest an aach to
developingchangedassessments to replace the established methodologies that could not be
conducted under tHeish Governmentockdown.

The overarching guidance to providers for the designirsgaifange irassessment
methodologies to traditi@ examinationswvas that such changes in assessment should
appropriately assess programmes, stages or module learning outcomes and that the
established core learning outcomes cajunader any circumstancgse compromised. The
guidelinesfurthersuggestd that the focus should not be on the form of assessment used,
ensuring that it can validly and reliably determine that learning outcomes have been achieved.
The newly designed assessment pieces should further seek the views and feedback of peers in
the a@ademic community as a means of ensuring good practice and securing due recognition.
Equal importance should be given to ensure that any changes to assessments protected the
academic integrity afhe qualificationawarding processes and ensuring that stisdeare
not disadvantaged by tlmhangednodes of assessment. The arrangements put in place
should reflect the significance and weighting of the assessment to the programme type and
stage. It is suggested further that assessmerdefedal ofaward actiities shouldavoided
due to the unforeseen duration of the existing restrictions and should be concluded as soon as
possible. Consideration should be given to the potential for increased incidence of illness
among student and staff populations over theingmeriod. Teachers and learners should be
given as much time as possible to prepare for and engage with etwdsof delivery and
assessment. Consideration shalkbbe given to student needs and preference in
determiningchangedassessment types ahdw the impact of Information Technolo@i)

failures and illness on assessment will be dealt Withensure public confidence in awards
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and in the national qualifications system is maintaimezhlistic and reliable alternative
assessment methoslsoud be adopte@nd by transparently communicating plans in this

regard to learners and the public in a timely manner. Catgurivith QQI and other

relevant stakeholdergas recommendeaks necessary, including professional and regulatory
bodies, and noti¢ation be giverwhen the alternative assessment arrangements have been
agreed and published. Whilst these are exceptional circumstances, the amendments made to
assessment at this time should be evaluated at a later steggestan the understanding of

success, or nognd can lead to long term system learning and enhancement.

2.7  Change inAssessmenM ethods
Foll owing the guidelines, & Moddicatiohsitos hed
Teaching, Learning and Assessment in Irish Further Educatiofiramdng and Higher
Educationo (2020). Thi s r eleve prelimimaryamlgsisofed t he
experiences reported on a range of different formats within teaching, learning and assessment
across a wide range of organisations includimgversities, Institutes of TechnologyTBs,
Private HE Institutions, the Union of Students in Ireland (USI), AONTHAS Association
for Higher Education Access and Disabilignd others. This report reflected the direct views
of key stakeholders in theucation process, teachers, and learners, and in relation to this
research, assessment.
In the designing of assessments methods in response to the impact of-CDVID
teachers confirmed that,-Ime with the guidelines, there was an element of peerwelie
colleagues or external authenticators to quality assure the standard of assessment. Teachers
also suggested that many of the written assessments anth@peexaminations worked
well, and, in many cases, the alternative assessment was found tetter agsessment
instrument than the original. There was an elevated level of confidence in the integrity of new

assessment and teachers believed that they had navigated the challenges to assessment that
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COVID-19 brought with confidence and the actionstaknsured the continued confidence
of all stakeholders in the integrity of awards. Some teachers noted that that they lacked
experience in assessment desigdwould have welcomed more by waytcdining,
guidance and examples.

Learner data suggest thabst learnergxpressed confidende their ability to
complete their assessments. They also felt that the redesigned assessments were fair. Learners
commented that many of the written assessments andogoénexaminations worked well.
A significant numbeof learners found the completion DHEsa less stressful experience
than atraditionalexamination.

ALessons | earned: The experience of teach
(Burke & Dempsey 2020) is a comprehensive report on the experieteaching in the
pandemic based on a survey of over four hundred and four teachers throughout Ireland. This
report is only from the teacher perspective, the voice of learners was not included in this
report and highlighted increased stress levels amongtdbhersThe one area highlighted
in this report that did not cause teachers stress was a lack-b&Betfin having the
necessary skills to do their jobs.

JankowsKki (2020) noted in AAssessment Dur
Pande mi ecausetohGOWVIELS the higher education environment hadlergone
significantly changegchanges irmssessment related processes, practices, reporting, and
assessment of student learning itself. This survey, administered by the National Institute for
Learnng Outcomes Assessment in the USA, was implemented with the ambition of capturing
a snapshot of assessmegiltated changes made during Spring 2020. While this this report
approaches the topic from a distinct perspective, unlike in Irethace was no gdance for

stakeholders who had to adapt assessment methods, so they worked on their own initiatives.
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This report examines a broader variety of issues of assesesigrtl changes and supports
the findings of QQlI 6s own research.

These reports are extreméhyportantpresenting initial studiesf the impact of the
pandemic on teaching, learning and assessment from different geographical |@atsas
the world.Combined, tky provide reliable source as they reflect the voices and experience of
all the st&eholdersjnstructorsand learners, of these chan@esught about by the impact of

COVID-19.

2.7.1 Perceptions of aChange inAssessmenM ethod

There is evidencm current literaturef some resistance tmychange in assessment
methods from both thiestructor and learngrerspectives.

According to Clarke (2007) the resistance from teachers could be explained by
teachers concerns that the introduction of a changed method of assessment could threaten the
established higfor a subject in societyOftenunknown situations cause a professional
unease, a fear of changaanxietyof chaos, or even a professional concern for maintaining
establishedtandards andalues(Cuban, 1998; Kelchtermans, 2005; Waugh & Punch, 1987).

Struyven et al. (2008) concludé¢hatlearners perceivehange®f assessment
methods asinfamiliar andunknown. The researchers further suggest assessments that are
unfamiliar andunknown, are unloved. However, thaiguethat as students become more
familiar with changed assessmemlgythat thisgrowing ami | i ari ty changes s
preferences positively and that finally their perceptions of the appropriatenes<bbatiged
assessment method alggnith their own preferences.

2.8  EstablishedTerminal Assessmeni ethod for the NCCAP

Williams andWong (2009) argue that the general definition elass, closedhook,

invigilated, perandpaper exam as a traditional assessment method. The traditional pen and

paper assessment method weesestablished terminal assessment metholdeaéhd of each
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module for the NCCAP, prior to the arrival of COMI in Ireland. These established
assessment methods usually involve challenging time limits, one and a half hours, and
imposes stress on the studetperform in a controlled assessmemionment.Research
by WilliamsandWong (2009) suggest that support for this assessameoig instructors is
based on the belief that this assessment method retdueel®ow and acceptable leyéie
risks of the exam being compromised by unethical studehaviour. However, the voice of
critics of this assessment method is lamdimany agree that this method deludes students to
superficial learning (Williams & Wong 2009). Other research by Lopez et al. (2011)
concluded that it does not promote studedat gener i ¢ skill s. A signif
join Williams and Wong (20099rguethat the traditional pen and paper assessment method is
not in alignment with the dominant theory of
(Biggs, 1999; Gianman, 2011).
2.8.1 Change inTerminal AssessmenM ethod for the NCCAP.

An extensive variety of changed exam methods exist when the established assessment
method cannot be completed in the usual way, one of which is the THEs.dteesedy
all the instretors as the preferred method to the traditional pen and paper exam for the
NCCAP.The scheduled face to fagecdlass exam&ould now take the form of THEs. These
exams can be completed by students outside of the classabartime and location of their
choosingwith access to subject notes, texts, and other resources. The time for submission
was set at two weeks from deployment. THEsremee the lessme-bound asut remain
underthe umbrella ofime-constrained assessments. However, instead of gdiming a set
time of one and a half hours, students have an extended period of two weeks to submit their
answers. The Takkome exams take many forms and can combine short answers and
guestions thamayrequire essay or loafprm responses. A significanhange however in the

THEs from the traditional pen and paper exam is the requirement of citing examples and
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references. As THEs are not under the same time pressure-gdewarsiéxam, the criteria for
grading takehome exams should include argumentatmnganization, evidencegferencing

and language fluency. THEgereconsidered easy to convert as do not require meaningful
change. Critical to this process is that consideration is given to ensure that learners can still
produce their writings with thimited resources available to them at home

A systematic review(Bengtsson, 2019resents aomprehensivexamination of the
many aspects of thiIHEs.This research highlighthe significant supporby instructors
supportinghe use of THEs which farutweigts the dissenting voice discrediting the use of
them.

There is a weakness in this review, as it does not directly reflect the views of
instructors Evidence showthrough this reporthat there is unreserved support for thiene
exams amontgarrers and this support is deeply rooted in their perceiiainthis
assessment method makes life easier for them, learners perceive that they can always pass a
THE. The author alludes to previous research that presented a resistance from teachers to this
assessment method. However, the assumed resistance among teachers has mostly been
insinuatedthrough third party suggestioBengtssor(2019) concedes that the discussion
would have been significantly enrichédhe number resisting THEs could be quaetifi
2.9 Lived Experience Research

There exists a multiplicity of approaches to phenomenology research in education.
EddlesHirsch(2015)published an excelleaind comprehensivesourcefferingguidanceon
the different approaches to phenomenologieaséarch. The author acknowledges that there is
considerable uncertainty about how to use phenomenology as a methodological fraamelvork
that the uncertainty is arises fraime fact that phenomenology is not one unified approach
EddlesHirsch (2015) argue that this approach to researchnsists of three disct and

complex philosophiesn this document thehree philosophies are explored reflecting the work
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of the giants of theophenomenologicamovement, Edmund Husserl (18%938), Martin
Heidegger (188-1976) Jea+Paul Satre (190%2980) and Maurice MerlaBonty (19081961).

The literature provides a deep understanding of the three philosophies, transcendental,
hermeneutic and existential phenomenology. EdHiesch (2015)argues themportance for

a researcherto have a good understanding of these three different approaches to
phenomenology when carrying out resedrebausé impactsnot onlydata collectiorbut also
theanalysis and synthesis of the dathis literature is appropriately referencedia valuable

resource for the novice phenomenological researcher.

According to Fendet al. (2014) phenomenologists argue on how best to categorise
phenomenological approaches.idhesearch again reflects the work of significiigures
within the movemet and arguesthat such studies are broadly divided into tdistinct
approachest he fAHusserliano and the 0 Hencdsvghger i an
these two broad categorisations. Giorgi (1997) suggests all phenomenological research
frameworksshould be meticulously descriptive, use phenomenological reduction, explore the
deliberate relationship of agent with structure and culture, and ultimately expose the central
nature and patterns of meaning that come to life in the human expeHemaver van Manen
(2007) arguesan alternative view, that phenomenological research framework should be
interpretive,imbeddedin the world in the form of language, social relations #metefore

fundamentally connected to our understanding.

210 Unexpected Thenes in Educational Research.

A number of unexpected themes emerged through the Literature Rahiew
combined voice of teachers and students in educational research and the balance of gender in
research.

There exists significant literature on educatiaeskearch and many researchers

concur that the voice of students in research is rarely heard. It is usually expressed through
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teacherds own i nt er pr-8athart2006)randstiiders toiosedbketiet v o i ¢
experience of assessment has been itbesas a whisper (Gilmore & Smith, 2008). Sohn et
al., (2017) highlights that a phenomenological approach to educational research can be
greatly enhanced when focusses on hearing the combined voices of students and teachers
Finally, Tuffour (2017)encourgeresearchers to take active steps to give voice to the
experiences of all participants in educational research

A second unexpected theme to emealgeugh the literature reviewas gender
balance in researchn 2014fiGender balance and gender perdpestin research and
innovation Policy for the Research Council of Norway 2012017 was published and
argues that diversity of points and perspectives in research strengthen the quality of
knowledgeproduced and thategder perspectives are an impoitaspect of this diversity.
Society is comprised of women and men with biological, social and cultural differences, and
thatsound research must reflect tii8ch-Edwards (2018) suggests tlygndesinformed
perspective is essential to increase riga to promote discovery,
2.11 Critical Analyses of Reviewed Literature

Through the conducting of the literature review, there exists a significant body of
research into the key themes of the research area, assessment, perceptions of assessment,
changes irassessment practices, and the perceptions of the key stakeholders of a change in
practice. Due to the impact of COVAI® and the closure of libraries the research was limited
to accesso current literatur@nline. The literature reviewed has been drawmfa wide
variety of resources, databases, online libraries, books, peer reviewed journal articles,
guideline and frameworkgplicy documentsnd educational support material sourced
through a wide variety of search engines. The key search words usealaessment,
perceptions, change of assessment, the perceptions a chasgessmemtractice. The

literature comprised of research that was grounded in established theories of teaching,
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learning andassessmentn addition, original research from unigperspectives was also
examined included in the review.

All the literature contributed to the discussion of the research area but were
incomplete. There were three areas that remained untouched, the impact of a pandemic on
assessment practices, the combiroices of the stakeholdensstructors and learnens
educational research, and the perceptions of the stakehmdéiange in assessment
methods brought about by a pandemic.

These identified themes provide the rational for this research areat dagiher
way, through a review of appropriate literature a gap in knowle@gedentified. The
completion of this research will add to the current ongoing discussion in the research area and

will highlight new areas of research that will contributeh® tonversation.

2.12 Summary

This study wasglrivenby a personal interest to understand the lived experience of key
stakeholders of the NCCAP to a change in assessment methods brought about by the
pandemi¢as already declaredived through the phenomen myself.

The literature review introduces relevant terminology and provides definitions to
clarify how terms are being used in the context of this research. The review also examined
the key theme of the research area, assessment, perceptions of agsebamges in
assessment practices, the perceptions of the key stakeholders of such a change in practice.
The reviewed literature was critically analysed and through this process identified a gap in
the knowledge. It is this gap in knowledge that inflleshthedevelopment othe research
guestion

The process of developing the research question started with the consideration of a
broad topic of research interest. Chapter Two, the Literature Review, provides detailed

background and highlighted that therdsts very little research into a change in assessment
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method brought about by a pandenibrough the literature revievia¢ following research
guestion
1 What are the perceptions thie key stakeholdersf the NCCAPof achangen the

terminalassessmemethod due to the impact of COVAI®?

In addition to the research question the following subsidiary questions were developed to
support the main research question:
1 How do instructors and learners perceive a change in assessment?
1 What influences the percepn of assessmerid a change in assessment methods?
1 What are the implicationsofh e k ey s pedptomnal & athargesnd

assessment methods dudhtepandemimn assessment practictor the NCCAPR

With the establishment of the research quediibapter Three, Methodology,
describes the approach | tg@d the justification of every decision that was madethe

journey to answer the research question.
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Chapter 3. Methodology.

3.1 Introduction

This chapter aims to address several methodmbgrinciples and will start with the
clarification of my epistemological and ontological position as a researcher. An introduction
to the research design will follow. | will explain the chosen methodology with discugsions
the theoretical underpinnisgnd the rationale for selecting the approach to answer the
research questiaiHow do thekey stakeholdersf the NCCAPperceivea changéo the
terminalassessment method due to the impact of CO1A8D

This section will include a persongéclaration ackknowledging my position as an
insider researcher. A detailed description of participant selection, data collection methods and
the development of the interview guide will be discussed. The interview process is described
and includes the many challengesttG®VID-19 presented in this process. The exact
processes and procedures folloviedthe data analysis plamll be describednd also the
steps taken to ensure quality within the research itself. FirdHical considerations and

limitations of the stdy are considered.

3.2  Ontology and Epistemology Stance

Fundamental components that require clarification are my ontological and
epistemological stances. This stance directly impacts the specific methodaltjggtifies
the methods and particular techumég used to gather data.

According to Thomas (2009) ontology is concerned with the nature of the world.
Willig (2013) suggests that the realist position believes that there is a single, objective,
independent reality, a straightforward relationship betwsae perception of the world and
the actual worldhatexists. | believe that | can understand how individual participants
perceive this phenomenah change in assessment methfyden a subjective standpoint. |

am taking a relativist stand as the stakdérs' reality is viewed as relative.
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There are, according tdadill et al. (2000) three distinct epistemological perspectives
of lived experience research, the realist, the radical constructionist, and the contextual
constructionist. Within these threerspectives, Pidge@ndHenwood (1997) suggest that
participants understandirmgninfluence knowledge, and that this knowledge is further
influenced by researchentterpretatiorand the context in which both insights aneted
JaegeandRosnow (1998arguedhat the role of the researchsictive and contributes to
the research process ahe@reforeinevitablyarepart of the context. As | took an active role
in the discovery and construction lafowledgefor this studyl declare that my
epistemologal stance is that of the contextual constructionist.

Hitchcock and Hughes (1995¢blatethe interrelationship between ontological and
epistemological assumptiorsyncludingthe latter has implications for the choice of a
particular data collection tenlgue in methodology.

3.3  Research Paradigm

The research question has been restated in the introduction to this section. The
research iesmbeddedn the lived experience of the instructors and learteeaschange in
assessment method brought about bypredemic. | believe that knowledge can be
constructed through the interpretation and reflection on the participants' perceptions of the
phenomenon. My personal viewf the construction of knowledgeeechoedwithin the
constructivist/ interpretive paragin (Guba & Lincoln, 1989). Guba and Lincoln (1989)
argue that within this paradigm, realities are multiple, and Buamd&elly (2010) conclué
that truth is subjective and changing.

Further research by GuladLincoln (2013) suggest that objects exasty in the
minds of the persons contemplating them and that through accessing such objects that we can

build knowledge.
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3.4  Phenomenology

The term phenomenology is derived framcientGreekand translates &® appear’,
andatermwas first used by Immmaiel Kant in 1764. Rockmore (2011) concluded from a
constructivist view that it is the subject who constructs what they know. Within the
phenomenological perspective, the subject knows what is built, wgwdt apparent in
themselves but has an appeagaimcthaér consciousness.

There exists a multiplicity of approaches to phenomenology research in education. In
2015 EddledHirsch published an excellent resource for clarification on the different
approaches to phenomenological studythis paper hackrowledges that there is
considerableloubtabout using phenomenology as a methodological framework because that
phenomenology is not one unified approach but instead consists of three disparate, complex
philosophies. The three philosophies are exploretbataig the work of the giants of the
movement, Edmund Husserl (18%938), Martin Heidegger (188276), Jea#iPaul Satre
(19051980) and Maurice MerlaBonty (19081961). The literature provides a deep
understanding of the three philosophies, transcealfjér@rmeneutic and existential
phenomenology. Eddlddirschargueghat it is essential to have a goatderstandingf the
three different approaches to phenomenology vdugructing researds it impacton data

collection andanalysis and synthesi$ the data.

3.5 ResearchStrategy and Design

ThroughChapter Two, the Literature Reviesgveral approaches tesearclstrategy
and design were identified and considered. The approach to the strategy and design could not
be considered until the resealestion was finalised. Having developed the research
guestionon the completion of the Literature Revieseyveral decisions were made. The

guiding hand in these decisions was how best to answer the research question.
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As this research wadeeplyembeddedh the lived experiencét is a
phenomenological study. According to Burch (19%Q}the very heart of phenomenology is
the intelligibility of lived experienceBurchconcludes that the association is so close that the
focus of the research on lived exigace can be a byword for it being '‘phenomenological’.
The writings of Cresswell (1998) presented the backdrop to the decision on the philosophical
assumptions, strategies of inquiry, methods employed and practitesstéidy Creswell
debates the vans approaches phenomenology, ethnographic, grounded theoogsand
studies. As the most direct link between phenomenology as a philosophy is phenomenology
as a research methdtle decision wag deploy phenomenological research methods.

Through the ligrature reviewor this researchthe differences between descriptive
and interpretive phenomenological approaches were explbeettaditiors of Husserl or
HeideggarFrechette et al. (2020) providadomprehensive comparison between the, two
(Appendk A) and the decision was madeadopttheinterpretive fnenomenological
tradition of Heideggar antthe theories and methodology of interpretafimnthis studyas the
best approach to answer the research question.

The research question highlights tham not attaching any predetermined
hypotheses to test but approaching the research from the perspective of a broad question.
Through reviewing the writings of Bryman (2004), it was concluded that as this research
sought to connect observations to themg wasthereforean inductive approach.

| would argue that through the literature review, particularly Bryman (2004), which
explored the advantages and disadvantages of both qualitative and quantitative approaches
(Appendix B)and considered the limitans of time to complete the research, that the most
appropriate way, at this time, to capture this lived experience is to tap into detailed personal
accounts which is best achieved through a qualitative approach. Frechet{@G2G)l.

propose two approaek, the generic qualitative approach, and the interpretive
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phenomenological approa¢Appendix C).Theinterpretivequalitative method was selected
because it reflects the constructivist research paradigm and my stance as a researcher,
reflective and natalistic. The decision was further underpinned by the objectives of the
researclwhich orientate towards action, practice, and policy. The generic qualitative
approach also has implications for sampliregruitment, and data collection

| returned to the wrk of Bryman (2004), who succinctly differentiated between an
experimental, crossectional, longitudinalomparativeand case study desigh
comparativedesign was selected as it captured qualitative datadroomber oflifferent
individuals. As a reearcher, | could observe variables without influencing them

The advantages and disadvantages of the emic and etic perspectives were explored
throughthe literature review. As lddexperienced the change in assessment methods
brought about by the pandemnthe research agfrom the emic perspectiyensider research,
which aligns with many academics who agree that the emic view is the most relevant in the
endeavour of attempting to understand experiences and perceptions within a particular group
(Godina &McCoy, 2000).
3.6  Participant Selection

In phenomenology, van Manen (1990) suggests twagaisites for participants of
the research, they must represent the population and they must have experience of the
phenomenon under study. Davidsen (2013) fodsrthat the population refer to the whole
compilation of individuals who have lived the experience being researched and from which
thesample is selected. In this study, the population relates to the instructors and learners of
the NCCAPthroughout Irelad, who had the experience of the change in assessment method
due to the impact of COVIEQ19 in a FET setting. In line with the suggestion of Converse
(2012), purposeful sampling assisted in identifying those individuals who had personal

experience of thehenomenon being studied. Purposeful sampling also ensures that a
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thorough and exhaustive appreciation of the phenomeasnaptured through the
participants (Converse, 2012).

The criteria for the selection of the participants were established befaantipde
extraction. The below three criteria guided the selection of the subjects:

1 Participants were qualified instructors who were delivering the NCCAP with varying
ranges of experience and roles. By default, all participants had to have an accredited
teaching qualification and industry experience to be employed as an instructor.

1 Participants were apprentices currently engaged with the NCCAP working in the
industry.

1 Participants had the opportunity to experience the change in assessment strategy due

to thepandemic.

To ensure that the potential participants were recruited voluntarily from the FET
settings, an email was circulated to all the NCCAP instructors and learners throughout Ireland
providing the background to the reseaf8ppendixD). This was faditated by KETB, the
coordinating provider for the programnighe email outlined the scope and purpose of the
research, and those who were inclined to participate were asked to register their interest by
return email. Converse (2012) suggested that sasig#an a phenomenological study must
satisfy benchmarks. The sample size must be adequate to understand the phenomenon and
small enough in numbers to enable precise and inciteful extraction from the data. Given the
brief period to complete the researdie tlecision to engage six participants was made, three
instructors and three learnensd accepted as adequate for the reseArtstal of twenty
three participants expressed their interest in participating in the study, eight instructors and
fifteen leaners.

An unexpected theme that emerged through the literature review in Chapter 2 was the

implication of gender balance within research, and so this was duesonsideration. There
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were no female instructors currently delivering the NCCAP in Irelamdl oaly one female

learner had registered. To address the gender balance, the snowballing technique was
deployed, an email seeking a referral from the participants who had expressed their interest in
taking part in the research to find additional femalei@aants who had similar experiences.

This was successful, and the extracted sample consisted of three male instructors, two female

and one male learner.

3.7 Interview Guide and Piloting

According to Cresswell (1998), careful planning should be thedfation of semi
structured interviewandthat such planningiould ensure that the appropriate data to answer
the research question was generated. Charmaz (2006), agrees that the fundamental basis of an
interview guide is that the questions are well plarened argues that the questions should be
openended. The influences on perceptions of assessmepeaceptions of ahange in
assessment that emerged through the literature reareithe work of Frechette et al. (2020)
provided guidancéor the constration of the interview guide-rechette et al. (2028liggest
significant importance of the wording of the questjdhat encourage the participants to
recall their own experience of the phenomenon, words such as explain, felt, and describe for
exampleThe interview guide was developed and consisted of thirteen open ended guiding
guestiongAppendix E).The guide structure was designed thematically, and | drew from my
own experience of the phenomenon throughout the development stages of the interview
guide, which was based origeel foro responses that might be significant, eifen
unexpected. The questions were designed to probe thoughts and feelings and to illicit a
participantsd narrative.

The interview was an attempt to understand the perceptidhe stakeholders to the
change in assessment method, so the interview guide allowed for flexibility to allow

participants to develop their ideas with as little interference from the interviewer as possible.
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The Interview Guide was piloted with ngartiapants,oneinstructor andnelearner
to ensure that the questions reflected their intended meaning and made sense. The interview
guide was sent by email to thesst interviewparticipants. | am inexperienced as an
interviewer and so sought the guidant&mith et al. (2009), who suggest that a pilot
interview should be conducted to minimise the impact of my lack of experience. Two pilot
interviews took place between th@ &nd 4" May 2021 and this process confirmed that the
qguestions did reflect theintended meaning and made sense. The pilot interviews further
proved a valuable exercise to ensure that the technology worked and afforded an opportunity

to familiarise myself with the online platform.

3.8 Interview Process

To investigateghe selected skaholders' lived experience to the fullest extent
selecting the most appropriate data collection method is critical. Aspers (2009) argues that
phenomenological research should reflect the participants' perceptions and not those of the
researcher. The cottéon process employed should preserve both the participants'
perspectives and the role of appropriate theory. Englander (2012) caaseaschers to
focuson the phenomenon and not the individual.

Academics suggest various methods, observations ovigues, or a combination of
bothto gather data in phenomenological research (Starks & Trinadad, 2007; Finlay, 2009).
Both Husserl (1997) and Giorgi (1997) argue that phenomenological study must include
verbal interactions with research participants aad, thherefore, interviews are highly
appropriate. It has already been established that observation is a valuable source of data but
Starks and Trinidad (2007) caution of the probability that noting observations during an
interview can be intrusive and ddtilt to achieve.

In 2012 (Bryman) suggested three main classifications of qualitative research

interviews, structured, serstructured and unstructured. Bryman (2012) pravaleetailed
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description of the advantages and disadvantages of all thresemstructured interviews
were selected as they are often used as the primary data source for qualitative research and
enable the researcher to explore people's realities from their perspectives throughdgzen
guestions. This approach further enalitezlpreset questions to be supplemented with
additional questioning that emerged during the conversation.

Cresswell (2007) suggests that the most common method for conducting semi
structured interviews is fage-face orover thetelephone. However, due the pandemic,
face to face was not possible, and with the advancement in technology, new platforms for
conducting interviews were explored, Microsoft Team and Zoom just two. The online
platforms also resolve the intrusive issue of noting observationsgydiie discussion (Starks
& Trinidad, 2007) as the participamtereless aware of the process. However, all participants
were informed at the commencement of the interview that notes would be taken throughout
the interview itself.

Thus, Zoom the onlinplatform wasused to gather the perceptiongtoé lived
experience oboth instructors and learners of the NCC&Rhe change iterminal
assessment methobhe discussion of the data collection method above identified that semi

structured interviewasthe ideal data gathering approach for this study.

3.9 Data Collection

The interviews were conducted through the Zoom, afuserdly online platform.
Zoom was selected as it was familiar to all the participasis was the preferred online
platform forclass delivery for the NCCAP. The interviete®k place between théh and
8th of May 2021. Six individual interviews were conducted. The interviews lasted between
thirty and fortyfive minutes. The interviews were recorded through Zoorine recording
facility and stored securely on my computer. A convention was applied to code each

interview. The participants were assigned names derived from letters early in the alphabet for
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the instructorsAlex, Brian, Charlie, and names starting from letters lat¢né alphabet were
assigned to the learners, Sam, Walter, and Zara.

As already discussed, the decision had been made to collect data through the
combination of interview and observation. | engaged in memoing, a process of taking
detailed field notes, wiitg down in my own words thoughts and observations as they
occurred to me during the conversations. These notes were handwritten on a hard copy of the
interview guide, and the time and date recorded at the time of the interview, to correlate with
the recoding. The questions in the interview guide were broad and-epéed, this approach
encourage the participants to recall and describe their perceptions of the change in assessment
method brought about by the pandemic.

My goal was to encourage the stakeleos to engage in purposeful conversation by
creating an environment where they could talk freely. It gsedthat inductive analysis
would uncovefindings that would address the research question.

3.10 Data Storage

The online platform Zoom provided gecording facility which wagngagedor each
of the six interviews, and as suggested by Bailey (2006), permission from all participants to
record was sought and received prior to commencement of recording. As previously stated,
each interview was codeding an alphabetic convention, the participants were assigned
names derived from letters early in the alphabet for the instruétess, Brian, Charlie, and
names starting from letters later in the alphabet were assigned to the learners, Sam, Walter,
andZara, and were also time and dated stamipetthe light of the fact that several
interviews took place on the same day, in addition to the coding, the date and time of the
interview was also noted on each interview. On completion of the interview, tireireys
were downloaded immediately from the online platfaona desktogomputer, coded as

described and electronically filed. The field notes were scanned and filed electronically with
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the corresponding interview. Aware of the threat of technologyr&iliEastoret al.,2000),

as soon as each interview process was completed and downloaded, the interview recording
was manually transcribed and printed. This gave me a first opportunity to become familiar
with the content of the interview and to add myialithoughts and observations during the
transcribing process. The transcriptions, including my own personal notes were printed, and
filed with the field notes taken during each interview. This action ensured that there were
multiple copies of the colleetl data and reduced the risk of loss of valuable data.

In-line with NCI ethical Guidelines permission to store collected data from the
participants was sought and received. All participants were given the undertaking that once
the exams process was contplall data collected would be destroyed.

3.11 Data Analysis

There exist an extensive arragf approaches to the analysis of data in the execution
of qualitative phenomenological reseaeshpresented in Figure 1.

Figure 1

Data Analysis Options (www.kopggu.fi)

Pheno[_n_e@logical
Analysis

Consideration was given to several data analysis plans, including Interpretive
Phenomenological Analysis, Grounded Theory and Thematic Analysis (TA), to mention a

few. According to BraumndClarke (2006) TA is widely used in qualitativesearch and
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argue its significance in providing core skills for conducting qualitative analysis. They further
suggest that it is a qualitative research method appropriate to a wide range of epistemologies
and research. TA assists in the identification)yamis organisation, description and reporting

of themes extracted from the data and can produce trustworthy and insightful findings (Braun
& Clarke, 2006). TA has been described as an interpretive process (Smith &&irh)

which entails searching thugh data to identify patterns that describe the phenomenon being
investigated. There are several disadvantages to TA (Braun & Clarke, 2006; King, 2004)
which were given careful consideration.

TA is considered to of offer great flexibilitiput this can ao be seen as a potential
drawback. Braun and Clarke (2013) highlight that there is a perception, thdtAt is not a
rigorous method. Earlier literature by Braun and Clarke (2@06uethat the very flexibility
that TA offers can infact, be challeging for some researchers who may struggle to
determine which aspects of data to focus on. Braun and GR0ORé)further suggest that
some researchers can also struggle to determine which theoretical or epistemological
frameworks to use fatataanalysis However, the most significant disadvantage with
thematic analysis is that can be more prone to inconsistent or improper use of terminology as
compared to othaapproachedOn a final note, Braun and Clarke suggest that the challenges
that TA offer may gastion the validity of the findings of the research itself.

Having reflected carefully on the advantages and disadvantages of a TA approach,
and considering alternative approaches, TA was selected as the most suitable method to
identify key themes and adeks the research question. The process of TA will be guided by
the comprehensive guidelines to the pitfalls of this approach by a novice reseldigbe&(

Varpio, 2020).
This decision is justified as the study adopted an interpretivist approach #red so

alternative data analysis plans were set aside.
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3.11.1 Thematic Analysis

BraunandClarke (2006) developed a gphase guidéFigure 2)which provided the
framework for conducting TA. The data analysis for this research followed tkésegix
guide, noving from one step to the next as presented in Chapter Four, Findings and
Discussion.

Figure 1

The $ Steps ofThematicAnalysis (Braun and Clarke 2006)

‘ Step 1: Familiarisation with Data '

Step One: For the familiarisation with the data, | immersed miystie data by
manually transcribing each interview, verbatim, from the recorded intervidbgbeved that
total emersion in the data could only be achieved through manual transcription and any
thoughts of software transcription programmes was disohististened and relistened to the
recordings on several occasions and read and reread the transcripts and the detailed memo
notes taken during the interviews.

Step 2: Generating initial codes was achieved through the listening and reading
processes, refeng to detailed notes taken through the listening and transcription process
across the entire data and this provided the opportunity to start the identification of patterns

and initial codes. This systematic approach identified codes considered asréeyand
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were supported by extracts from the transcripts themselves. Colour coding was deployed to
enable clumping of codes into groups. According to BenahClarke (2006) this step

focusses on reducing the data amwugh the reduction procegst nitial codesare
generatedAttride-Stirling (2001) provided guidance where the data was clumped into
meaningful and manageable chunks and was, according to 8&nd@arke (2006), the first

and most basic level of analysis that is used as an organizatohalhe initial codesre
presentedn Table 1.

Table 1

Initial Extraction ofCodes.

1 Valued 1 Winging it

1 Untrained 1 Lack of experience

1 Unsure of content requirement 1 Uncertainty of scoring
I Time consuming i Exclusion

1 Lack of consultation 1 lrrelevant

1 No relationship 1 Missed opportunity

Step 3: Searching for themes was completed by continuing to follow Brai@larke
(2006) guidance by moving forward to step three which searched for themes by analysing and
sorting the codes.

Step 4: Reviewing themes involvededking if theextractedhemes workdin relation to
the extracts that supported the initial coding across the entire data set and as suggested by
Braun and Clarke (2006) a thematic analysis map was generated of the analysis. This phase
focussed on refinipthe draft themes identified in step three through reading the codes for
each theme to clarify if a coherent pattern was evident (Braun & Clarke, 2006). Once this had

been completed and | was once again | read the entire data set to ensure thatdhe refine
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themes were evident through the data itself. Braun and Clarke (2006) highlight the

significance of this final process as an opportunity to verify if any data that required coding

had been missed.

Step five: Defining and naming themes. This continuedotigoing analysis to refine

the specifics of each identified theme, and the overall story that the analysis communicated,

and aided the generation of clear definition and names for each theme (Braun & Clarke,

2006). The goal of this phase wastobe abletic | ear | y

define

they are noto (Braun & Clarke, 2006,

theme, identifying the meaning of the theme, and determining what aspect of the data and

research questions the therorresponds to (Braun & Clarke, 200B)is process is

presented in Figure 3 below.
Figure 3

Defining andNamingof Themes
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Step six: Writing up the findings, as described by Braun and Clarke (2006), was a final
opportunity for analysis and to reldatee analysis back to the research questions and literature
and produce a report of the analysis. This is the final phase which focused on analysis of the
data and writing a narrative about the data that provides a succinct, cleangagihg

account oflhe narrativethe datadld both from within and acrossachtheme.

3.12 Rigour

In all qualitative research, including phenomenological research, consideration is
required to determine whether a studgrsdible accurate, and true, and if other individua
can use it outside of those who patrticipated in the research. To achieve this, consideration

was given to the core concepts of validity, reliability, and generalisability.

3.12.1 Validity , Reliability, Generalisability

To maximise validity of the analigsof data several methods were deployed.
Ashworth (1997) suggest that the researcher should explicitly state presuppositions and
acknowledge subjective judgemerikhis was achieved by my personal declarations as an
insider researchekincoln and Guba (@85) argue that prolonged engagement with the data
increases validity and this was achieved through several months of listening to recording,
reading, and rereading the transcripts and the detailed notes taken during the interviews. In
line with the sugge®n by Johnson (1997) verification was sought from the participants by
providing transcripts of the interviews to each participant and receiving back confirmation
from them that the transcripts were a true and accurate record of the interview and the
expeience & narrated To increase validity further low interference descriptors were used
and this was achieved using participants' verbatim accounts (Johnson 1997). Finally, as
suggested by Robson (1993) engagement with peer review was achieved throlagh regu

discussion of the ongoing analysis and findings through peer evaluation.
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Several strategies were deployedmaximise reliabilityEvidence of a detailed audit
trail is providedas recommended b§och (1994) which included all the documentation to
support every step in the research process. Ashworth (1997) argues that disclosing my
personal orientation and context further enhances reliability and this was achieved through
the inclusion of a personal anecdote.

There wagoncentrateéngagement with the aterial, moving backwards and
forwards between the transcripts and the interpretation (Erlandson et al., 1993; Stiles, 1993)
and the interpretation was grounded within the data using verbatim illustration (Johnson,
1997). Finally, the tal interview procss ensured the technical accuracy in the recordings
and, setting aside software, transcribing the interviews manually ensured complete accuracy
(Perakyla, 1997).

Generalisability is defined bBurt et al. (2003gs the extent to whialesearch
findings aretransferable to, or appropriate for, situations outside of this research. Such may
be enhanced by providing detailed information on the participants, selection methods,
context, data generation, and data analysis. The purpose of providing this infonvesitm
enable the readers to make an informed decision on how far and to whom the findings of this
research may be generalised.
3.13 Ethical Considerations

The National Coll ege of Ilrelandbs (2019)
Research involvinuman participants was read and understood. The research was conducted
in an ethical manner in line with NCI guidelines, respecting persons and protecting the
wellbeing of participants. Approval was sought and granted by the NCI Educational Ethics
subCommittee (Appendix F). All participants signed a consent form in advance of the

interview process (Appendix G).
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Approval was also secured frafiETB, the coordinating provider for the NCCAP to
conduct this research.

To ensure confidentiality of participants every effort was made to remove any
narratives or words that could be traced back to either the participants or to their
organi sati ons. Examples of this were the par
centes theywereattached to.

The data analysis and interpretation processes were anonymous, interview recordings
and transcripts were coded through the application of a conveastidascribed in Chapter
Three.A convention was applied where names waggedalphabetically to the instructors
drawn from letters early in the alphabet, Alex, Brian, Charlie, and names starting from letters
later in the alphabet were assigned to the learners, Sam, Walter, and Zara.

Exceptional care was taken to ensure thaptrécipants' exact words were preserved
through manual transcription from the recordings and ensured through replaying the
recordings several times to guarantee full accuracy of transcription. The exception to this was
the removal of any narrative thatght be considered to breach confidentiality or could lead
to identification of the participant of training centre, in such cases these words were redacted
in the transcripts. To guarantee the preservation of the actual words of the participants, a
transcrpt of each interview was presented to each participant to verify that it was an accurate
account of the interviewAll were returned without any alterations.

All data was stored ihne with NUI guidelines and destroyed on completion of the
Exam Boards preess as committed to the participants in the consent form.

Furthermore, aware of the need to reduce the risk of bias resultingrygrosition
asa member of the group being studied, this issue was addtéssegh mypersonal

declaration.
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3.14 Limitati onsto the Study.

The study focused on the lived experience of the key stakeholders to the change in
assessment methods brought about by the pandemic. As with all research, there are
limitations to this piece of research.

The results wereonfinedtothe@a r t i ci pant sdé6 experiences
programme and the interpretation of their experience. Each participant of the NCCAP is an
expert in their own perceptions and the participant provided an understanding of how they
perceived the phenomenon throupkit own words (Reiet al.,2005). The experiences of
the students selected were theggnsd theirs alone. Although the participants may have shared
commonalities, this study did not attempt to generalize to the greater population éSatith
2009).

The short timeframe to complete this research had several limiting implications for
this research. Due to time constraints, just six months to complete the research, it was not
possible to review all the literature of the research anelaas th impact ofCOVID-19 on
education is so recent, new literature is emerging on an ongoingassand memory of
the participants experience is a limitation, as the participants selected had completed the
changedassessment method several months before they patédim this research. The six
participants may not have recalled specific or critical issues or ebenthay have
implications for this researdatue to the passing of time. Ideally, | would have liked more

time to have the opportunity to-neterview e participants after the initial analysis of data to

explore and probe deeper into the emerging themes. | have already discussed the challenges

of TA in Chapter Three and would also have liked to present the interpretation of the data to
the participantso ensure that | had interpreted their experience correctly, but unfortunately

time would not allow for this.

Wi
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A further limitation to this research was the access restrictions of interviewing the
participants face to face due to COVID restrictions. Duéo the limited access, interviews
were conducted through the online platform Zoom, and due to this some of the emotions and
nuances usually captured in a faodace interview may have been lost which may have
contributed significantly to the interpretati.

It is important to be aware of the limitation that may be researcher bias. | worked
within the FET environment and was an instructor delivering the NCCAP | was also one of
the team of instructors whiesignedhe changedassessment. While steps werleeta
throughout the process moitigate researchdaias, it is accepted that no matter how vigilant,
it is not possible to eliminate the bias of an insider researcher.

3.15 Summary

This chapter addressed several methodological principles that justifiaggh@ach to
this research. My epistemological and ontological position as a researcher were clarified and
a description of the research design provided. This chapter explains the process for the
selection of participants and explains the development ohtbesiew guide, piloting, data
collection methods and the protocols surrounding data storage. Consideration was given to
the variety of data analysis plans, thematic analysis was selected as the most appropriate
approacho answer the research questiowl avhile considered was given to other
alternatives, they were set aside. Ethical considerations are presented and the procedures that
were put in place to ensure quality within the research itself desciibedchapter also
addresses the limitation tbis study.

Having justified the methodological approach and completed the data analysis

processChapter Four will present the findings and discussion.
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Chapter Four: Findings and Discussion.

4.1  Introduction

The purpose of this thematic studgsto exgore the lived experiences the
stakeholders of the NCCAP to a changéimterminabssessment method brought about by
the pandemic. This change of assessment method was introduced to ensure the continuation
of the programme throughout the lockdown peilitdoduced by the Irish Government in
March 2020 which necessitated the closure of all FET centres nationwide. Chapter four
begins by providing a restatement of the research questions. Data was collected from six
participants through serstructured interiews and manually transcribed verbatim. For this
study, Braurand Clarke (2006) six steps for TA was adopted as the methodological approach
to code the data and identify the emergent themes of the study.

As discussed in Chapter 2, Methodology, all sikipgants were assigned names
derived from letters early in the alphabet for the instrucfles, Brian, Charlie, and names
starting from letters later in the alphabet were assigned to the learners, Sam, Walter, and
Zara. A second convention was appliedhe direct quotations of participants inserted to this
section of the dissertation. Where words, sentences or whole sections are excluded from the
participant quotation without altering the meaning from quotation have been omitted, ellipsis
have beennserted as follows [ . . .].

This chapter focuses on the experience of the participants, a narrative of the findings
follows, and the chaptezoncludeswith an overall summary of the findings and discussion.

4.2 Research Question

The process of developinige research question was described in Chapter Two, the

Literature Review. It is important however, to restate the research question to act as a guid

through Findings and Discussions.
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The research question wiew do the key stakeholders of the NCCAPceéve a
change to the terminaksessment method due to the impact of CO1ADR
4.3 Themes
The four significant emerging themes from the collected data for this research were combined
voice in decision making process, increased anxiety within a chasgesisanent method, the
skills set for a changed assessment method and engagement with changed assessment

methods.

4.3.1 Theme 1 Student Voice inDecisionMaking Process

Student voice has been defined as an emergent and complex cohicéptefers to
students in dialogue, discussion and consultation on issues that concern them in relation to
their education, assessment being just one of these coleEnmsng, 2017)

In analysing the data, this theme was evident within the lived experience of both the
instructors and the learners within the decisiwaking process of the change in assessment
method for the NCCAP brought about by COVIB. KETB, In the sharing of their
perceptions of the alternative assessment five of the six participants expressed
disappintment that the discussion around the alternative assessment did not include all the

stakeholdersthat the voice of the learner was not included in the deemgking process.

I n di scussion with the instrucsar s, nAl ex
significant change for the programme and sho
o] before a f iAnAd la xlddeecdi sfiuornt hwears bnya dsea.yd n g .
al | stakehol ders shoul d haanvoe cboenecnu rhreeadr dwiitnh t
Afé there seemed to be a | ot of pressure and

seemed very rushed and not well thought through, there was very little consensus amongst
the stakeholders, in fact some were notcons@ltéd al | . 6 fiCharl i eo added

stakeholders should have been involved in the discussion, excluding any of them from the



66

conversation just didnoét feel right. Il know
should have been considered.

In analysis of the data collected from the learners there was a divergence in opinion
on the point of student voice within the decisma ki ng pr ocess. AWal ter o
view that AThe alternative assesstooent was pr
di scussion with us é | think that we should
AZarao was not in agreement on this view and
get the theory exams compl etséd varedvsl wakao red tn etc
relevant. It was about making a decision quickly to keep the programme on track, you know
the old saying, too many cooks! o

=]

Chapter 2, the Literature Review, AThe
Assessment 0 p(2020) was hreeeavedbWithiQteke guidelines QQI
recommend that providers communicate alternative assessment arrangements to learners in a
timely and efficient manner. The purpose of this approach to communication was to ensure
learners have sufficient tienand resources to engage with these alternative assessments
adequately and confidently. Following the implementation of alternative assessments QQI
publ i shed @ Th e-19 Mogifecations to TeacGiVLedning and Assessment
in Irish FurtherEduet i on and Training and Higher Educat
comprehensive review of the implementation and impact of the deployment of alternative
assessment methods across {féight adult education institutions throughout Ireland.
Ho we v er ,ese&dD did reot identify any concerns across the stakeholders of a lack of
student voice within the decisianaking process of the change in assessment method.

The interpretation of the data collected for this research has identified a concern

among fiveof the six participants of a lack of inclusiveness of the voice of al the stakeholders
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for the NCCAP within the process of change and therefore is an issue for future

consideration.

4.3.2 Theme 2 Increased Anxiety
Test anxi ety has galiw afiect, dary, physeoldgical arouat, he n e
and behavioural responses that accompany concerns about failure or lack of competence on
an exam or similar ewvsehl2@6 p.0%). si tuationo ( Ma
Through the analysis and interpretation of théadl found the theme of increased
anxiety evident within the lived experience of both the instructors and the learners. What was
interesting within this theme was a divergence in the influencing factors between thetswo
of stakeholders.
From the leamer perspective there were several contributing factors to an increase in
the levels of anxiety. Learners assumed that the extended timeframe for the assessment from
the traditional one and a half hours to aweek period for completion demanded greater
content. ASamo commented that
Al felt under more pressure to add much n
we were given so much more time to complete and after submission. | suppose that
had to do with the fact that the assessment was very difteref r om t he or i gi
AWal tero also reflected the foll owing,
ARThere seemed a bigger expectation on hov
alternative assessment é the old exam was
paragraph type answers. Thikeashome exam put much more pressure to give much
|l onger answers and | wasnét sure if | had
A second aspect of the uncertainty around the assessment submission which contributed to
increased levels of anxiety for learners wasahgence of a sense of how well the learner did

in the exam itself.
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ASamd commented that
Al knew from the original exam i f | had i
the five short questions right or swrong ¢é
if I got those right and with a good attempt at the long questions | knew | had passed.
Because | was unsure of what exactly was required for the alternative assessment |
didndét know i f | had passed or not which
A Wa | t learnerdated that
Al felt that the questions in the new exa
old exam was very straightforward but the new exam was asking for information on
things that didndot seem to go together, i
Twoofthe i nstructors shed some | ight on the
assessmerand agreed that the new structure caused some confusion and increased anxiety
AAl ex0 noted that:
Al felt that wusing the exi stquastpnsetoam mat e
one was very unclear. The original exam structure clearly tested the learning
outcomes in a number of ways but combining questions while ensuring that the
| earning outcomes were being tested made
i C h a rabinstructor commented that:
Al just think it would have been a better
as this quick adaption simply was not successful. The learners already struggled in
general with the original theory exam and thishybd j ust made t hat wc
ACharlied continued by saying that AThe feed
found the assessment confusing, and it caused them additional stress as they had no idea if

they had made a good submission or not. o
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The learnes also found the takleome exam much more time consuming and as such
preferred the original Helass exam as it was just one and a half hours to display their
knowl edge rather than two weeks completing e
know we were given two weeks to complete the tikane exam, but it took much more time

than the usual one and a half hours. | ran out of time so was very stressed out by the time |

email ed my answer sheet. o0 AZarao @amgweowd to th
spend more time onthetakeo me. Thi s created more pressure
From the instructorsd perspective all thr

regarding the grading of the alternative assessment. The develodrttenhew assessment
necessitated the production of new grading rubrics which added to the time pressure for the
compl etion of the alternative assessments. n
AThe alternative assessment necelbesi t ated
traditional pen and paper exam was very s
short questions that were either right or wrong in the original paper and the longer
guestions were much clearer on what information was required. The alternative
assessmerpiece was less clear on what was required and as such significantly
harder to mark, ensuring that the marking
ABrianod added that:
ARAsi de from the iIissues on the paper itsel
that it was always going to be the way but it took significantly longer to grade the
paper than the original pen and paper and
given to this aspect of the change in assessment method and ensuring all learners

were giventhe ame opportunity to score. o
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Charlie said that:

Al was very comfortable with the original
grading rubric was extremely time consuming and particularly because the questions
were unclear for the learners. Therespp e s wer e a bit all over
bit of a nightmare. o

There was unmistakable evidence within the interpretation of the data collected through the

semistructured interviews of a perceived increase in anxiety among the stakeholders of the

NCCAPbrought about by the change in assessment method due to €@VIhrough

Chapter Two, the Literature Review, Nisbett and Ross (1980) suggest that for learners, this

perception is influenced by motivations such as fear, and that this fear is as sediréct r

from past painful experiences. However, none of the learners suggested this link, they

welcomed the change in assessment method, but suggested that the fear was due to an

unknown expectation of the response content and greater investment of tithe gtanged
assessment method demanded.

All three instructors also expressed an increased level of anxiety. In the Literature
Review, there exists a substantial body of research that concludes that instructor anxiety of
changed assessment methods is lygepted the professional unease that unknown
situations and innovation can cause, a fear of change, anxiety about chaos, and a professional
concern for maintaining established values and standards (Cuban, 1998; Kelchtermans, 2005;
Waugh & Punch, 1987)nlthe analysis of the collected data the increased levels of fear and
anxiety was in alignment with a perception of the unknown where instructors had to develop
a new rubric and marking scheme for the assessment. However, there was no sense evident of
a peception of unease or concern of innovation as all instructors welcomed the changed
assessment method. Furthermore, since thehak®e exam/assignment was simply a

redesign of the original theory paper, using the same content and testing the same learning
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outcomes, the inter pr-stiucuted intervieawd did ndt ncoven st r uct
any question of an undermining of the established values and standards of the assessment or
the qualification itself.

The findings of t hiastof<COVIRIY, Modifieatiohséon ge A The
Teaching, Learning and Assessment in Irish Further Education and Training and Higher
Educationo (2020) published by QQI, who conc
in assessment less stressful. This researcheVerywdoes align with the findings of Burke
and Dempsey (2020) who uncovered significant increase stress levels within the teacher

cohort

4.3.3 Theme 3 Skills Set for Completion of the ChangedAssessmeni ethod

According to Tether et al (2005), skillschskill levels are defined as a varied
combination of education, training, and experience. The interview questions were designed to
probe if the stakeholders felt that they had the necessary skills to engage with the new
assessment method. A divergencexjberience emerged from the analysis of the data
between the learners and the instructors which was unexpected.

All three learners shared that they felt they had the necessary skills to complete the
alternative assessment . asSighments befoe fodthistcbues¢ fil h
so had no problem researching and answering thehtakene exam questi ons. 0O
l earner fAWal t er choraedexhm das just bké thefofhdr assignradnte we had
done before so | felt very well preparedfore al t er nati ve assessment.
was expressed by AZarao who said that @AThe n
me and | am well use to working on the laptop so was happy enough to research and
complete the assessment at home. 0

However, during the interviews and the data analysis the instructors recalled different

perceptions of their experiences of engagement with the alternative assessment.
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Two of the instructors recalled a skills deficit when asked to write the new assessment

peces. fAAl ex0 noted that:
Al had never written assessment pieces be
approach this process. I was winging it a
asked to do this or were provided some | e

Thisperceppn was echoed by Brian who said that il
had never written assessments beforedo adding
AWor king with the existing assessment mat
this before, | just cut and pastedifindhe existing material to create combined questions
and was very wunsure if this was the right
However, ACharlied had experience of writing
confident comfortable engaging with the altemaéi assessment but did re
written assessment pieces before but | did get the feeling that other instructors had not
engaged with this type of academic work previously and really felt that training should have
been offered. o
Within the thene of Skills Set, the experience of the learners was as expected. In the
QQl report fTh el9 Modfficattons tooTeachth@ VedarDing and Assessment
in Irish Further Education and Training and
highlighted that the learner data suggested that most learners felt confident in their ability to
complete their assessments and their shared narrative reflected this experience. The
interpretation of the data collected for this research also found this to testhe
However, the experience of the instructors that emerged from the data was
unexpected. | had written assessment pieces for several years for culinary programmes and
expected the other instructors to be similarly experienced in this area. Of thmstmesors

only one had experience of writing assessment pieces. However, in interpreting the data all
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three felt that training should have been provided for those who had no experience of writing
assessment pieces, and Imngactsf COWDLI, Kadificatiotsh e f i n
to Teaching, Learning and Assessment in Irish Further Education and Training and Higher
Educationo (2020). This also presents an al¢t
Dempsey (2020) who reported that while thees\an increase in the levels of stress amongst

teachers it was not attributed to a lack of skills.

4.3.4 Theme 4 Engagement with aChange in Assessment

In the educational context engagement is defined as the degree of attention, curiosity,
interest, optism, and passion a stakeholder shows. A significant finding within the analysis
of the data were several contributing factors that influenced the levels of engagement with the
alternative assessment method by the stakeholders of the NCCAP.

All stakeholdergjuestioned the authenticity of the original traditional pen and paper
assessment . Il n interview ASaihilerélesdndetotthhat t he
real worl do and in interview AZarao shared t
reflected the job that | do or that the questions | was being asked were useful to me at all in
the kitchen. o

Like the learners all three instructors questioned the authenticity of the original
assessment and agreed that the original theory pen andepapebore no relevance to the
real world. AAl exo stated that AThe Continuo
assessing such a practical skill, they were realistic to the workplace. But the Theory Exam
was totally irrelevant to the practicalwdrl and needed to be over haul
further by sharing that AThe Theory Exam was

practical skill and was always a struggle fo
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All stakeholders welcomed the development dagdloyment of an alternative
assessment method and were looking forward to engaging with the new assessment, however
diverse experiences of the alternative assessment were uncovered from the data analysis.
All the learners expressed overall satisfactiotih\the alternative assessment,
engaged wel | with it although stil/l chall eng
stated that:
Al't was an easier assessment to compl ete
at home but | rekkvamt to 6y jobt kmd af damea at thenpeesious
exam. Yeah, I was basically happy with it
ASamd shared this experience commenting that
donodt | i ke having to sit in a ierltodsttker oom and
assessment at home. 0
AZarao also felt
Al . . . ] that new assessment still wasn
better experience being able to find the answers at home and then complete the paper
athome. I muchprefeerd t he new assessment because o
However, the instructors unanimously expressed disappointment at the authenticity of
the changed assessment method and considered that the change deployed was a missed
opportunity.
AAl ex0 noted that
A Wh e n | hathve would be thanging the theory assessment so that the
programme could continue, [ . . . ] | was delighted. | thought it was a great
opportunity to resolve a very obvious flaw in the existing assessment method.
However, as we were only allowed usedRisting assessment material, [ . . . ] it was

just a cut a paste job and I think the ov



75

ABriano echoed this feeling and shared that
Al was really happy that we were in a pos
assessment but developing the new assessment by just combining short questions into

long questions and rehashing the longer questions to create dtmke exam was
not the way this should have been done. o
ACharlieodo noted t hat imMalpositian$o clthrgé a flgwed, erelevanthh at  w
and inappropriate assessment method but this process was rushed, poorly thought through
and a missed opportunity, yes, | 6m very di sa
Gulikers et al. (2008) documented a gap between student andrtpaateptions of
authenticity. They argue that there is a divergence of perception, that assessment that
instructors felt were authentic were not considered to be authentic by learners. In this
research (Guikers et al 2x9da&ithentcitygrgleasedont hat |
relevance to the real world while teachersbod
the learning outcomes for the module. In the analysis of the data for this research both the
learners and instructors were of @me mind, that the traditional invigilated pen and paper
exam did not reflect the real world. It is for this reason that both stakeholders welcomed the
development of an alternative assessment.
Both sets of stakeholders welcomed the development ofeanative assessment
method in response to the pandemic. However, in sharing their individual and unique
experience of the alternative assessment both the learners and instructors agreed that the
guestion of reflecting the real world was not addressed ghrthe alternative assessment. In
fact, the instructors spoke as one when they expressed their disappointment that the
development of the alternative assessment was a lost opportunity to respond to this important

aspect of authenticity. It is suggestedt i decision to simply restructure the assessment
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content from the invigilated exam to the tdk@me exam/assignment limited the opportunity
to resolve this issue.

Struyven et al. (2005) suggests that student perception of traditional assessment
methodss that such assessments are unfair. The analysis of the data collected for this
research did not suggest a perceived unfairness of the original assessment but through the
analysis of the data the sthieme of unfairness emerged. This level of unfairreessrding
to the learners, was attributed to the elevated level of invested time required to complete the
assignment.

From a student perspecti@&ruyven et al(2008) concluded that learners perceive
changes in assessment methods as unknown assesanteats unloved. However, as
learners experience become more familiar with changed assessment their preferences change
positively and finally their perceptions of the assessment method will be align with their
preferences. The learners welcomed the changesessment and the data shows no evidence
of any suspicion. All the learners did express the view that they preferred the alternative
assessment over the traditional pen and paper exam and this finding aligns with Traub and
MacRury (1990) who concluddtat students prefer assessment methods that allow them to
score marks with less effort. While there were concerns from the learners as to how they
thought they scored in the assessment piece, all concurred that they found the alternative

assessment easiercomplete.

4.4  Summary

The aim of this chapter was to discuss in a broader context the findings of the study in
relation to existing literature within the research area. The chapter further aims to highlight
how the findings validate, augment and adeanexisting research studies, and linking the
findings to the literature reviewed in Chapter Two. Four significant themes emerged from the

data analysis, student voice in the decigimaking process, increased anxiety within a
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changed assessment method, gkills set for a changed assessment method and engagement

with changed assessment methods. The TA of the lived experience suggests that both
stakeholders express negative perceptions of the change in assessment method. Within the

four significant themeextracted from the data in Chapter Three, the aim of this chapter was
achieved by addressing the research question anrgugdbion. By addressing the research

guestion and sufuestion the dissertation has provided a deeper and richer understanding of
thest akehol dersé | ived experiences of the st al
environment in Ireland of a changet@rminalassessment method brought about by the

pandemic.

These findings and discussion provide the background to the implicationsaéticerand

also recommendations for future research which are now presented in Chapter Five.
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Chapter Five:Conclusion

5.1 Introduction

The aim of this chapter is to present the main conclusions from the research into the
perceptions of thkey stakeholders of the NCCAP to a changéiminalassessment method
brought about by the pandemic. Within the limited timeframe a comprehensive Literature
Review was conducted rooted in the main themes of the research area, context for the
research,puympe and I mportance of assessment, theor
perception of assessment and of a change in assessment. This was a lived experience study
and therefore a phenomenological qualitative study. Chapter three, Methodology, justified
thatthe data was collected through sestruictured interviews from six participants, three
instructors and three learners, engaging with the NCCAP and that the data was analysed
through TA using an interpretive lens. Significant themes were identified withidata

collected and the findings and discussion were presented in Chapter Four linking back to the
literature review of Chapter Two. Chapter Five now presents the overall conclusions and
contribution to the research area and the potential limitatiotheteesearch. Consideration to
how the findings can translate into recommendations for practicelsmdéorfuture research

are discussed. Finally, a brief conclusion will bring this dissertatiorctorgletion.

5.2 Overall Conclusion andContribution

The findings conclude that although there was evidence of variance between the perceptions
of the instructors and learners of a change in assessment method brought about by COVID
19, there was substantial evidence of commonalities between the stakehdidexsvdre

four significant themes extracted from the setnuctured interviews with the six

participants, the combined voice in decision making process, increased anxiety within a
changed assessment method, the skills set for a changed assessmentmdethgdgement

with changed assessment methods.



79

All the participants agreed the importance of including the stakeholders in the decision
making process. The stakeholders shared the perception of an increase level of anxiety
experienced through the charigeassessment method and that there were several different
factors that contributed to the anxiety. An unexpected finding was the skills deficit that the
instructors felt teampower them tengage with the change in assessment process. Finally,
while all the stakeholders did engage with the changed assessment it was considered a flawed
process and were content to return to the traditional pen and paper exam once the lockdowns
eased. There was one variance in this finding which was that the learners grbterre
changed assessment method but only on the grounds¢hatividualfelt it was easier to
complete at home in their own time.

The findings align with the literature but also challenged the findings of some earlier
researchers. A significant findins the lack of training that instructors received to empower
them to engage with the change in assessment method and this is an area that needs to be
addressed. This research provides insights into the lived experiences of educators and
learners who nagated a change in assessment method due to CQ¥\ith little to
nothing to draw from but their skill of adaption and with very little guidance or support.

The data contributes to a clearer under st
perceptions of a cimge in assessment method deployed during the extended period of
national emergency as a result of the COM®pandemic and the nationwide closures of all
FET centres during the lockdown periods of 2020 and 2021. The findings add to the existing

literatureon this emerging research area.

5.3 Recommendation forFurther Research
This research study shares the experiences of the key stakeholders of the NCCAP
during a period of lockdown as a result of COVID, and the need to modify assessment

methods to ensa continuation of the programme during this time. Just as it informs the
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many challenges faced by instructors and learners it expmgecantareas for further
researctand | would make the following recommendations.

The overarching topic of disrupti to assessment could be expldiwtherin
relation to the process of change management in educational assesenenan unforeseen
and unexpected force, a pandeniilis is highly significant as the changed assessment was
perceived negatively by tharticipants of this study aride changed assessment method
was perceived as flaweohd a missed opportunity.

Further research can be consideredeanneracademiachievementor the NCCAP
as a result of a change in assessment method and the piwspildations of a change in
assessment methods on the quality ofQd level 6qualification.

Within in the context of the COVIEL9 pandemic and its impact on education,
possible directions for research include engagement and tr&imitige designersf the
changed assessment methaldo worthy of study is the skills that instructors and learners
require to successfully engage with changes in assessment methods.

| would recommend further research into the migration to online teaching and
learning andhe possible impact on learners' preparedness for assessment through this
emerging platform.

In Chapter Two, The Literature Revietwo unexpected themes emerged, the
combined voice of teachers and studentsthadssue of gender balance in reseaButh
sets of participants expressed a strong perception of a lack of inclusion in the decision
making process for the change in assessment method. It is recommended therefore that the
conceptof teachers and students as partneesluncation be givefurther considerationin
Chapter Four, Findings and Discussions, there is evidence of a diverggecedption of
male and female participants. While this research did not specifically fodte anpact of

gender balance withitheresearchhe findings sugest that it would be of interest to
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investigatefurther the role of gender within perceptioha change in assessment method
brought about by the pandemic.

Finally, | suggest further researshould be conducteadto the success, or not, of the
migrationto a changed assessment method in response to a pafaletnecNCCAPand to
address, for the benefit of all stakeholders in the process, any issues that may threaten the
success of such a change.

The extreme disruption of the COWAD® during 2020 and 24 on FET has provided
opportunities for research into educational topics that are worthy of pursuit. My study situates
itself in thecurrent iterature with regards to instructor and learner perceptions of a change in
assessment method. Its findings ledéveral recommendations for additional research.

54  Final Concluding Thoughts.

This study wasm Interpretative Phenomenological Study Exploring the Key
Stakehol dersd Perceptions of artheNGCARI® 1 n Ter
Ireland, due to the impact of COVAIDO.

This studywassituated within FurtheFET and the NCCARelivered through
education and training centres across Ireland and intkh@elesign andmplementation of a
change in assessmenethod for thgorogrammedue to the impact ad pandemiclt sought
to explore the lived experiences of the key stakeholders of the programme, the instructors and
thelearners, who have engaged with theangedssessment method developed as a direct
resut of the impactCOVID-19. This study kld personal and professional interest for me as
both a researchas well asny roleas an instructor for the NCCAP. The research topic was
chosen througmy professional interest in the experience of this changssesament
method andhe current ongoing debates aadhergingesearch gaps in a change in
assessment methods brought about by a pandemithé &nbition thathis studywould

provide examples and produce knowledge on the impact that the changeshessessthod
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had on the NCCARNd wouldpotentially contribute ta broader knowledge of the
development and successful migration to a change in assessment methods within FET
impacted by a pandemic.

The full impact of the closure of FET centres and the gham assessment methods
for the NCCAP as a result of the COVID on instructors and learngnsay never be
known. The bedtcould havehopel to achievewvasto know and understand the perceptions
of the stakeholders to the change in assessment metitvsistudy has provided a unique
insight into the perceptions of change in assessment methods brought about by-T3VID
The carefully considered and executed research preaggestedecommendations for
practice and for future research and therefaédmit that the aims and objectives have been
achieved andhatthis studyhas answered the research quesfigvhat are the perceptions of
thekey stakeholdersf the NCCAPto achangeo the terminalassessment method due to the
impact of COVID197% andthe subsidiary questiorms f Hovi do instructors and learners
perceive a change in assessment#fiat influences the perception of assessraadta
change in assessment methocasd f | Wihatlark the imiplications tte key
s t a k e hpercegter o @hange in assessment methods dubépandemimn

assessment practices for the NCCAP
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Personal Reflections

| have found that engaging in this research has been both personally and profession
rewarding for me, and | feel that my knowledgesearch and writing skills have increas
immensely throughout the process. | have enjoyed this process, most of the time, bu
not without its significant challenges. There are things that | wish would have been
different and others that | woultbproach differently next time, the benefits of hindsigh
and experience. | have enormously benefitted from the strong relationships that havg
forged with my lecturers and also my peers who have shared this journey with me e
step of the way. | argrateful that these relationships helped me overcomelgalfts that
threatened to overwhelm me when the going got tough. | believe that this experience
profound and fareaching implications for my teaching practice, far beyond the
completion of a disertation. | feel fortunate to have gained adapth insight into the
experience of the stakeholders of the NCCAP. My interest in changes in assessmer
practices brought about by unforeseen and unexpected events has gained momentu
throughout the resezh process and | will continue to follow researchers as they embg
their own journey of discovery of the impact that COVIB had and continues to have o
education. | look forward with great excitement to returning to work in September for|
new academic yeamwith a renewed sense of purpose and confidence. | think this
experience will help me in my educational practice and | now have a better understa
of how | can support by colleagues and cohort of learners through a change in termi

assessme methods brought about by a pandemic.
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Appendices.

Appendix A: Husserlian versus Heideggerian Phenomenological Approach.

Husserlian Phenomenological Approach

Heideggerian Phenomenological Approach

Descriptive

Interpretive

Question of what is known

Question of what is experienced and

understood

Mechanical view of person

Person is viewed as a séiterpreting being

Person lives in world of objects

Person exists in and is part of the world,

Analydss focusses on the meaning given

a subject.

Analysis is the relationship between the

subject and the situation.

What is shared is the essence of the

conscious mind

What is shaad is culture, history, and

language

Meaning is untouched by the interpreté

view of the world.

Il nterpreteros worl

interpreting data.

Subjectds meani

ng
perceiving data to speak for itself

The
only highlight what is alreadynderstood.

interpretation

Strict procedures of interpretation

guarantee validity.

Development of individual criteria ensurin

rapport.




Appendix B: Quantitative versus Qualitative Methods

10C

Research Design

Research Strategy

Quantitative

Qualitative

Experimental

Typical form Quantitative compariso
between experimental and control groups W

regard to dependent variables

No Typical form

CrossSectiona Survey research or structured observation ¢ Qualitative interviews or focu;
sample at a single point in time. groups at a single point in time.
Longitudinal Survey on a sample on more than one occag Ethnographic research over a lo
period of tine.
Case Study Survey research on a single case with a viey Intensive study by ethnography |
revealing important features about its nature| qualitative interviewing of a singlj
case.
Comparative Survey research in which a direct compari§ Ethnographic ~ or  qualitative

between twamr more cases, as in cross cultu
research.

interview research on two or mo|

cases.

Research strategy and research design (Bryman 2@®&} arapted)
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Appendix C: Generic versus Interpretive Study

Research Process Generic Qualitative Study Interpretive Phenomenological
Study

Disciplinary Roots None Interpretive Phenomenology

Researchers paradigm Constructivist Constructivist

Unique understanding of being

Researcher 6s St| Reflective Embodiment Epistemology

Naturalistic

Objectives & Research Question| Orientated towards action, | Orientated towards understanding/
practice and policy. uncovering lived experience of

individuals in constant being with

others
Sampling and Recruitment Purposeful sampling Purposeful sampling
Data Collection Interviews, observations. Interviews
Data Analysis Often Content and Thematic| Hermeneutic Analysis.
Analysis. Interpretive.

Low interference
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