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Research paper

This research aimed to understand undergraduate learning at programme level. Seventy graduates and undergraduates contributed perceptions of their learning opportunities while studying Molecular and Cellular Biology (MCB) at the University of Bath between 1994 and 2005. The researcher had herself been an undergraduate of MCB, as a mature student, before undertaking her doctoral study.
The methodology was qualitative, involving open dialogue (face to face and by email) whereby students’ concerns dictated the agenda, rather than those of the researcher. Students contributed what was of interest or significance to them, what mattered to them about their undergraduate learning experiences. Students were both willing and able to describe their perceptions of a range of learning experiences. Resulting data were rich and varied and included students’ perceptions of their lectures, practical laboratory courses, tutorials, placements, student seminars, workload, assessment and feedback.
Initial research suggested that learning from professional work placements could be especially significant and placements were the initial focus of the project. Research questions crystallised in the following areas: ‘What is the nature of placement learning?’, ‘How does it come about?’ and ‘How does it compare with learning from university-based learning opportunities?’  Research data suggested a strong link between the nature of work in which students were involved and the nature of their placement learning. Opportunities to engage in worthwhile projects provided the impetus for deep and transformational learning while routine work led to little more than the acquisition of skills. The nature of supervision and the ethos of the placement institution also influenced student learning. 
Preliminary data suggested that undergraduate learning could best be understood through analysis using Socio-cultural and Activity theories of learning (SCAT) but this did not explain the disparity which can occur between intended learning outcomes, envisaged by the University, and the learning actually reported by students. Data from a four year longitudinal study were, therefore, analysed using a fusion between SCAT and Theories of Action (comparison between theories espoused by the University and theories in use, experienced by students).

The Department espouses high quality teaching and learning support yet analysis of its student data showed that opportunities to engage in meaningful activity, good supervision and a supportive culture were often lacking. Some lectures and practical laboratory courses were seen as ‘A waste of time’ and students felt unsupported, ‘In a muddle all the way through’. In addition, students reported feeling stressed (‘panic’, ‘anxiety’) and overloaded with assessment tasks: ‘They conspire to stop you reading’, ‘Pushes some of my studies away’. Under these conditions students reported learning little.
This marriage between SCAT and Theories of Action seems to have provided an informative approach to analysing undergraduate learning in a variety of situations, at university and on placement. In particular, it seems to reveal some of the reasons why students sometimes reported learning little from potential learning opportunities and hence provides some clues to areas which could be enhanced.

Introduction
I came to the University of Bath as an undergraduate in my forties to study Molecular and Cellular Biology. I found the degree programme challenging and rewarding but was left with questions about my own learning and about the teaching we received as undergraduates. I remember being told that there were no such things as poor lectures, only differing lecturing styles, and disagreeing profoundly; some lectures seemed to help our learning while others caused general confusion. I remember loathing laboratory classes and learning little from them, despite having enjoyed A-level practical classes and having worked in several laboratories. On the other hand, I found my year of work experience on placement deepened and broadened my understanding. Unfortunately, the final year back at university - which should have consolidated and added to my developing knowledge - left me feeling exhausted and remembering remarkably little. When I achieved a First class degree, I felt like a fraud.
Later, as Placements Tutor for my old department, a student told me she had ‘Learnt more in two weeks [on placement] than in the previous two years!’ at university. I became fascinated by undergraduate learning and embarked on a research project involving 70 students of Molecular and Cellular Biology in four cohorts, including one which came to the University in 2001 and graduated in 2004 or 2005; these students volunteered for a longitudinal study of their undergraduate perspectives. 
Below are some of the quotations used in my thesis (Turner 2005) which examined students’ perspectives of their undergraduate learning opportunities. This is followed by a brief mention of learning theory and data analysis. Lastly, I consider the methodological implications of my research.

Students’ perspectives on lectures
When asked ‘Did you learn a lot from lectures?’ a group of graduates replied that they did but that they had learnt far more when studying privately, with textbooks, articles and the internet. Several lecture courses were seen as ‘a waste of time’ by the 1998 graduates and by those who graduated 6 or 7 years later. In this case it was the subject, rather than the teaching, which was criticised.

What is the point of lectures?  It seems that some students see them as an opportunity to capture the teacher’s every word in their lecture notes; ‘I find that I am writing all the time [and therefore] cannot take in what the lecturer is saying’. For others, it is the meaning, rather than the words themselves, which matters:

· ‘Although I rarely felt I had learnt much in a lecture … it helps in giving you a framework, even if you quickly forgot the detail’.

· ‘It’s important not to get too bogged down in the little details that can be irrelevant and to get a grasp of the whole picture!  This took me a good 6-7 months to come to terms with. Also very often the lecture will only be the bare minimum of the subject and, to really understand it, you will have to go and do further reading’.

The extensive use of PowerPoint was not popular. Tradition ‘chalk and talk’ lectures were preferred:

· ‘He just gave you pages of PowerPoint slides … he doesn’t keep my attention, just reading through … It just keeps your attention so much longer if somebody’s actually speaking to you, rather than reading. It’s their own words, you can concentrate more’.
·  ‘Reading off PowerPoint or overheads, it’s basically like adding the lecturer’s notes to the student’s notes without passing through the brain of either … The best ones are when they just have key points and then you really have to listen’.

· One lecture was criticised for covering ‘Everything there was to know on enzymology, with like 60 slides. Every time I looked at the slide, to think about it, he went on to the next one. It was very annoying’.

On the provision of handouts:

· ‘Some give lots of handouts … which is good but, at the same time, bad because you’re not really paying attention, because it’s all there’.

· ‘I find I learn more if I’m writing notes’.

· ‘Being given handouts of diagrams only and having to make your own notes around them works best for me’.
Implications for teaching

Some students might benefit from study skills courses. Subjects that students see as irrelevant to the rest of their degree programme do not engage their attention; they may be a ‘waste of time’ and resources. Lectures on subjects which do have relevance can provide a useful framework for subsequent private study but should not attempt to cover the subject in excessive depth or detail, which is better kept for students’ private study; suitable references should be provided (but not too many, which may not be read; see below).
Pace is important in lectures; too slow and students become bored, too fast and they cannot keep up with the train of thoughts and ideas. However, it can be difficult to judge pace because students may have opposing views, depending on what they see as the purpose of lectures. Those trying to capture every word prefer dictation speed while those aiming for an overview of the subject prefer a conversational pace. PowerPoint tends to lead to over-complex lectures, delivered too quickly and impersonally, and should be used with care. Traditional chalk and talk may be better. Students relate well to lecturers whose delivery approximates to natural dialogue. 
Handouts seem to be most successful when they consist of bullet points, outline notes and line diagrams, requiring students to fill in the gaps with notes in their own words.

Students’ perspectives on practical laboratory work

The volume of adverse comments on practical laboratory experiences far outweighed the few favourable comments:

· ‘Terrible, always copied results’.

· Sometimes students ‘Fudged’ or ‘Formulated the results entirely from my imagination’. ‘Normally we failed miserably to get things to work!  But between 5-6 of us we could get the right answers!’

· ‘We often fumbled our way through … with little guidance’.

· ‘Almost without exception, a complete waste of time … it gave me absolutely no useful training for working in a lab[oratory]’.

· ‘The general gist of practicals is that everyone hates them and does them as quickly as possible … no-one cares what they do’.
· ‘[They] cram too much into a lab session - we don’t learn any more by having to rush through lots of exercises, we just get stressed and resent having to do them!’
Favourable comments on laboratory classes included ‘A lot more fun than lectures. They were the highlight of the week’ and ‘Quite a good laugh’; these students seem to have enjoyed the social aspect of practical classes. 
Only two laboratory courses were commented upon in terms of learning. One was praised because it built on theory students had learnt earlier; they worked in pairs and afterwards each completed a practical work book before the pair was interviewed about their understanding of the work. The book and interview formed the only assessment, there was no exam. Interviewers enquired about the practical classes in terms of ‘”What does this mean? What happens here?  Why?  Why did you use these controls?” … and talked it through to make sure you understood it. [This] really drummed it in, because you’d done it in practice, then you’d had to think really hard about it for the write-up, then you’d had to do the interview … quite a number of times you’d had to look over it’. Another student added ‘When you leave you really do understand it’.  The second practical course was praised because ‘[The teachers] were really helpful. [They] stood at the front and said “I want you to learn, so if there’s anything you can’t do I’ll come and show you how to do it. It’s not a test of whether you can do it but I’m going to try to teach you”’.

Implications for teaching laboratory work
Academic staff tend to assume that practicals are ‘a good thing’; perhaps they are believed to provide ‘discovery learning’. Yet, in my study and many others (eg Boud, Dunn and Hegarty-Hazel 1986; Brown, Calvert, Charman, Newton, Wiles and Hughes 2005) the vast majority of students were highly critical of the majority of their practical classes. Those looking for ‘fun’ may score practical classes highly but those seeking knowledge are often disappointed. If we are to avoid wasting considerable time and resources we need to provide perhaps fewer practicals but of better quality, in terms of their potential for learning. Students need adequate support and guidance (from staff and demonstrators, well-written protocols, etc) and courses designed to facilitate understanding (as described by students above), rather than production of expected ‘right answers’.
Students’ perspectives on tutorials and seminars

Small group tutorials were often damned with faint praise: ‘Reasonably helpful’ or ’OK but not particularly useful’. One tutor was criticised because he ‘Tends to talk at us rather than with us’ and another for setting work on a subject of no interest or relevance to the student. In contrast, one tutor impressed his tutee: ‘He asks us what other essays we’ve got and what work we’ve got and adjusts [tutorial work for] when we have time. He even let us change our essay title if we didn’t think it was good enough … that was very good. Then we went out for a drink with him yesterday, about eight of us. He really seems to care what we do, how our work’s going’.
In some final year classes, students have to make presentations on scientific subjects to staff and other students. Many students had no previous experience or training in presenting and found it ‘Scary’:

· ‘We’ve got to do it in front of a class of sixty and also, during the presentation, [the lecturers] don’t let you continue to talk, they like to fire questions at you while you’re talking which means you lose your place and then you’re lost’.

· ‘They were quite tough on the presentations we did …. at the end they had no positive comments, only criticisms, which made us all feel like crap’.
· Another student said that students felt ‘Torn apart’.
If presenters found seminars difficult, what about their student audience?  One mature student wrote ‘I haven’t understood a word that has been said … I sat there while this girl waffled on unintelligibly for 40 minutes … if the people doing it don’t understand, how can [we]?  I could have been learning something, instead of sitting there listening to her gobbledegook’. 
Implications for tutorials and seminars

Tutorials may be of little benefit to student learning. Students with empathetic and supportive tutors are fortunate; others are disadvantaged.
The quality of student seminars might be improved by presentation skills classes and by giving students presentation experience before their final year, when they are expected to present on technical subjects. Staff giving feedback in seminar classes should be discouraged from using destructive criticism, which can damage student confidence and self-esteem, and encouraged towards constructive feedback.
Students’ perspectives on placements (work experience/internships)

The majority of placements in Molecular and Cellular Biology involve laboratory-based practical work. Unlike university-based laboratory work, however, the majority of students reported learning a great deal from the placements.

· ‘Practical skills, approaches to experiments, calculation ability and problem solving all improved 100%. Learnt how to communicate scientifically. The placement was undoubtedly the best aspect of the whole degree – absolutely invaluable. Without it – I’m not sure how good a scientist I’d be. STUPENDOUS in every way!’
· ‘Work that had real purpose, with great people and lots of support from my managers. I learnt how to behave in a professional environment. Excellent … worthwhile personally and academically’.

· ‘Working on your own project … makes you think through what you are doing and why you are doing it’.
· ‘Although I learnt a lot academically, I think that I got the most out of my placement personally … it made me more confident and independent’.
· ‘Learnt a lot from listening to colleagues … like doing GCSE Spanish and moving to Spain. You just pick it up subconsciously’.
· ‘Have learnt so, so much since I have been here … through working with truly talented and intelligent people who explain things in depth and detail. Colleagues … almost like having a second family!  Fantastic learning experience’.
· One student found his project ‘particularly interesting’ and wrote ‘I understand it inside out. It wasn’t until I came on placement that I realised its massive importance’.
On the other hand, a few students had unpleasant placement experiences:

· ‘Work [was] tedious … depressed me immensely. It didn’t allow me to develop concepts and link biological information. Interesting lab work is an oxymoron.’
· One young man felt like the ‘Lab whore!’ when doing menial tasks for colleagues who needed an extra pair of hands.
· ‘My boss was a nightmare … main task each day was to do everything in my power to avoid my boss’.
· ‘I haven’t really learnt anything … just one method I now know … same thing all day every day. I have no motivation to learn anything more about it … You just think “What’s the point?”’.
Implications for placements

It seems that having worthwhile placement work promotes learning, while work that students found tedious results in de-motivation and resentment. Dialogue with supportive colleagues facilitates learning while a ‘nightmare’ boss leads only to strategies for boss-avoidance. Placements were therefore of variable quality; I was surprised to discover that, in our case, 36% of placements had little learning-potential. Placements teams may wish to monitor the quality of their placements, in terms of their potential for learning. 
When they are good, placements can provide the most significant learning experiences of an entire degree programme, outstripping anything that can be achieved at university. Certainly employers seek out graduates with placement experience. However, the value of placements is, I believe, sometimes underestimated by the university and, where placements are the responsibility of administrators with no input from academic staff, there is a danger that the number of placements available to meet student demand may be the major concern, rather than the quality of placement provision.
Workload, assessment and feedback

In addition to specific learning situations, undergraduates frequently mentioned workload, assessment and feedback. They are, of course, interrelated. 

First year students did not mention their workload but second year students reported feeling tired from ‘Literally running from one practical to the next and to the next lecture’ and  ‘When I came to revise some of the stuff that was taught before Easter, I couldn’t actually remember very much at all’. By the final year, one good student said ‘I haven’t got time to breathe. I haven’t got time to go to the dentist. I feel like I’ve got too much to do’. Others said ‘It was hard to cope, anxiety mostly’ and ‘Snowed under, overwhelming’.
My research findings suggest that perceptions of a high workload may get in the way of students’ reading and studying: ‘They conspire to stop you reading up on lectures, there’s so much else to do’, ‘It’s stress [when] the priority is either finish your coursework before the deadline or do some background reading. You’ll always do the coursework’ and, referring to project work, ‘Takes up a lot of time so pushes some of my studies away’. Further, overloaded students reported high levels of stress, ‘Panic’ and ‘Anxiety’. Under these circumstances, they gave up reading recommended reference material ‘Simply because I don’t have time to do it. If I tried to do it, I would stress myself out’.
When asked, after graduation, Do you learn because you want to know or do you learn for the exams?  Graduates said ‘It’s the exams’ and ‘If I’m honest, for the exams but I do always want to understand because I remember it better if I understand it. I hate it when … I’ve just got to learn the words because I can’t find the answer in a text book and can’t grasp the concept’. Others said that, although some learning was just for exams, ‘Sometimes you are happy to do lots of extra reading for your own enjoyment and interest. Having a choice of subjects helps with this - you’ll do more for things that interest you’.

Students were anxious about exams when they were unsure what was expected of them and disliked them when they were ‘More a test of how much you can write in a certain amount of time than they are of your ability ... a race for who can write the quickest, rather than who is more knowledgeable’. Poor exam results (ie exam failure) sometimes acted as an ‘Assault on personal confidence … helping to create a rather negative mindset, which I retained for the following 2 years!’  Interestingly, both these comments come from an able student who achieved a First class degree.
Undergraduates frequently raised the matter of feedback but it was often the absence or lateness of feedback they mentioned with regard to exams, laboratory work, tutorials and distance learning. ‘If you get it at all, it’s usually late’. Negative feedback (as provided following some seminar presentations) may have been worse than the absence of feedback as it ‘Made us all feel like crap’ and ‘Torn apart’. Students wanted ‘Just a couple of sentences from the examiner to explain what was good and bad [to help us] do better at exams in future’. One student had noticed that, in the final year, teachers ‘Have made more of an effort providing feedback which has helped me a lot in my learning. If only they had done this from the beginning!’
Implications for teaching

Graduates asked about learning from lectures pointed out that their private study provided the major source of their learning. It is, therefore, unfortunate, that a high workload of assessed tasks conspires to prevent students from reading and ‘pushes some of my studies away’; it seems to inhibit student learning. This problem is also seen in America, where students skipping or cutting lectures and not doing suggested reading has been seen, by a professor-turned-student, as a coping strategy of ‘college management’ (Nathan 2005). The situation might be improved by having fewer assessments, assessments testing students’ understanding and the provision of constructive, formative feedback.
Learning theories and analysis
The aim of my doctoral research was to gain understanding of undergraduate learning. I wanted more than a survey of student opinion; I wanted to understand the how and why of learning, rather than the what. However, I knew nothing of Education when I began. My background in Molecular and Cellular Biology meant that I approached learning theories as I would scientific ones and asked ‘Does the theory fit with the evidence?’
I decided to begin my analysis by considering learning from placements or internships. This was prompted by the fact that students often spoke or wrote more, and more enthusiastically, about their placements than about university-based learning situations: ‘STUPENDOUS!’, ‘Learnt more in two weeks [on placement] than in the previous two years! [at university]’ and so on. It seemed that placement learning was somehow special. 
The empirical data told me that what was most important to learning on placement was the type of work students were involved in. If they had the opportunity to do an interesting project, they engaged with it, worked hard and gained deep understanding of its subject area. If they had only menial work they had little engagement; there was ‘No motivation to learn anything more about it … You just think “What’s the point?”’. A second area of importance was the support (or otherwise) that students received from supervisors and colleagues and the ethos of their working environment. The third category of significance was students’ self-perceptions in their placement situations; it mattered whether students saw themselves as ‘Lab whore!’ or as valued members of the team (‘Working with truly talented and intelligent people … almost like having a second family!’). Finally, I looked at how these three factors affected learning outcomes, as described by students.

Initially, my analytical framework was based on Socio-cultural and Activity Theories of learning (SCAT) which had some resonance with the categories (above) suggested by empirical data from students. [For more on SCAT see, for example, Cole 1996, Daniels 2001 and Engeström, Miettinen and Punamaki 1999; for my personal angle on a number of learning theories, see Turner 2005]  However, Socio-cultural and Activity Theories did not take account of the disparity which sometimes occurred between the learning outcomes envisaged by the university and those actually reported by students. In order to allow for this disparity, it was necessary to add the concept of Theories of Action; Argyris and Schön (1978) wrote that organisations, have Theories of Action, ‘Espoused theories which they announce to the world and theories-in-use which may be inferred from their directly observable behaviour’ (p 11) and pointed out that individuals and groups may be unaware of the disparity between their espoused theories and the actual situation in practice. In my research, the theories espoused for learning and teaching could be found in the University’s web pages, undergraduate prospectus, learning and teaching strategy etc while theories-in-use could be inferred from students’ actual experiences of learning and teaching.
The marriage between SCAT and Theories of Action produced the analytical framework given below. It consists of the categories employed in analysis and the questions I asked myself as I analysed the data. The overarching question, though, became ‘Is Higher Education delivering the high quality learning and teaching it believes itself to be?’  The answer, provided by empirical research data from students, is that sometimes it is not.
Analytical framework (Turner 2005, p 215)
· Object of activity (related to goal, purpose, motivation)
What is the Object of activity espoused in a learning situation and what is the real Object of student activity, in practice?

· Mediation (related to emotional support, support for learning, direct and indirect human interactions, language, texts, signs, tools, psychological tools, cultural ethos). The medium and the message
What support is espoused in a learning situation and which messages do students actually experience?

· Learner individuality (related to innate ability, attributes, personality, background, experience)
What are the perceptions and reactions of individual students to their learning opportunities?

· Learning outcomes

What effects do the factors listed above have on the nature of the learning reported by students?
Data which have been analysed in this way can be displayed in traditional SCAT diagrams. Those derived from my research into placements, practical courses and degree programmes are given on the following three pages. Note that, in each case, the top diagram illustrates the ideal learning situation; this is the situation generally espoused by the University and sometimes the real situation, in practice. The lower diagram contains empirical data from students’ experiences, demonstrating theories-in-use within the university or placement institutions. The contrast between ideal/espoused situations and the reality of students’ experiences can be quite marked and this explains (at least in part) the disparity that sometimes occurs between anticipated and actual learning outcomes.
First generation diagrammatic representations of Socio-cultural and Activity Theory.
In the first diagram, the Activity is doing a placement with high potential for learning. In the second, the placement situation is poor in terms of its learning potential.
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The data on practical laboratory classes are varied and can be summarised in first generation SCAT diagrams representing practical courses with high (top) and low (below) potential for student learning:
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==========================================================


[image: image4]
Contrasting SCAT diagrams of an idealised degree programme with high learning potential (top) and (below) with empirical data suggesting some shortfall in learning potential:
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On methodology
This conference is about improving student learning through teaching and I hope that I have demonstrated the usefulness of taking students’ perspectives into account in this respect. Students can tell us what we otherwise may not know because their perspectives are different from those of academics and researchers. 
Bath is a good university and its Department of Biology & Biochemistry achieved 24/24 for the quality of its teaching (TQA 1999) but what you understand about learning and teaching depends on who and what you ask; it depends on your methodology. If your only source of data is that published by institutions, you run the risk of working with espoused theories rather than those in use. If you use questionnaires, you will receive answers to those questions which you, but not necessarily your students, consider important. If you discount some data as being too difficult to analyse, or as the extreme views of a tiny minority, you would be unscientific and your conclusions suspect; every piece of data should be scrutinized and analysed because both consensus and deviant views can be informative.

Asking graduates and undergraduates open questions (How’s it going this semester?  What do you think of laboratory classes?  How do you feel about your placement?), and promising them anonymity, allowed students to reveal matters of significance to them, their learning and teaching. Resulting qualitative data were rich, varied and not immediately easy to analyse. However, analysis using a fusion between socio-cultural theories of learning and organisational theories of action proved helpful for understanding undergraduate learning and for explaining instances of disparity between intended and actual learning outcomes. 
I am tempted to use the story of The Emperor’s New Clothes (Hans Christian Andersen) as an analogy for Higher Education. Theories espoused by our institutions tend to suggest that the emperor’s suit is cut from cloth of gold while theories-in-use (the actuality of students’ experiences) may reveal him in his underpants; higher education institutions may not always be delivering the high quality learning and teaching they believe themselves to be. For this reason, I hope others might adopt, adapt and improve the methodology outlined here for researching the quality of learning and teaching in their own institutions.
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Subject/student: valued team member (like being in a family), high self-esteem, positive attitude





Object: mastery of a challenging research project or meaningful work





Mediation: project work and associated artefacts, good supervision, supportive colleagues, nurturing environment





Learning outcomes:


Knowledge, understanding Higher skills, expertise�Growth and development of individual potential�Creativity, innovation�Becoming a scientist and/or enriched identity





Activity: Doing an ideal placement





Student(s): not valued, ‘Lab whore’, low confidence, ‘Fell apart’





Object: avoidance of unpleasant situations





Learning outcomes:


Low level skills


Little increased knowledge


Creativity not fostered


Sometimes mis-education


Decision to leave science





Mediation: menial work, poor or absent supervision and/or support, unpleasant environment





Activity: Doing a less-than-ideal placement





Mediation: background knowledge, meaningful tasks, the ability to ask questions, high quality written material, good teaching and demonstration, supportive atmosphere





Students: supported academically and emotionally





Object: understanding 


- embodied in course design, implementation and assessment





Learning Outcomes:


Good practical skills


Plus ‘You really do understand it’


Expertise: the ability to calculate, analyse, reason, design experiments etc





Activity: Doing a good practical course





Mediation: Exercises seen as meaningless - ‘waste of time’,


lack of background knowledge, inability to ask questions, little guidance, poor written material and lack of feedback





Students: overcrowded, insecure, stressed, ‘in a muddle the whole way through’





Object: rushing to leave, to avoid the pressure, the ‘horrible process’ of practicals


Having fun





Learning outcomes: 


Resentment, lack of confidence, cheating (‘formulated’ results, calculations copied from others),


Little practical skill quickly forgotten,


Dread of practical work


‘No useful training’





Activity: Doing a poor practical course





Mediation: Meaningful dialogue between staff and students, 


High quality teaching/learning opportunities


Meaningful work/tasks


Positive, supportive messages


Peer group interactions encouraged





Object: Reading, listening, thinking, learning and understanding


Completion of worthwhile tasks 


Experiencing student life, both academic and social





Outcomes: Skills and competences


Higher order knowledge and understanding


Critical reasoning ability


Enriched identity


Continued love of learning





Students: 


Active participation in own learning


Valued as individuals with own potential


Sense of belonging





Activity: Doing a degree programme with high learning potential





Students: Lowly, ‘a burden’, ‘in the way’; poor second to research, ‘like crap’, ‘torn apart’, stressed, negative mindset, voiceless, powerless





Object: assessment targets, avoidance of stress, rushing to escape practicals, Not reading





Learning outcomes:


Skills - knowledge & understanding is harder to achieve


Desire to avoid future learning (eg abandon idea of PhD)





Mediation: paucity of interaction, dialogue, guidance


Poor teaching quality


Paucity of constructive feedback; criticism





Activity: A degree programme with lower learning potential








PAGE  
1

