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INTRODUCTION
The research explores the phenomenon of engaging pedagogies and their influence in the students learning. The title of the thesis - ‘key characteristics of a pedagogical approach that creates a dynamic and engaging student learning experience, within a private third level higher education institute’ – searches for best pedagogical practice. A spin off from the research was the value of storytelling as a teaching and learning technique. This technique was used as part of a lecturer workshop in order to develop and share learning through collaboration, and prove the technique in practice.
The paper provides an overview of a larger piece of work, showing the key characteristics of engaging pedagogy. The emphasis is on the role of case studies and examples of practice in learning – storytelling. The paper will also include examples from a storytelling session with lecturers in Griffith College Dublin.
A current and very real issue, for higher education providers in Ireland today, is the challenge of meeting the learning needs of a diverse class of students - culturally diverse groups along with varying degrees of ability and motivation. With the continued focus on widening access to education for all classes and types of students, combined with the ever-growing mobility of students from all corners of the world, the lecturer is under increasing pressure to motivate, support and develop learning across a huge spectrum of student ‘types’.  The purpose of this research is to identify key characteristics of pedagogy that creates a dynamic and engaging learning environment for students, and this paper will show how storytelling can be used both as a teaching method with students, but also as a collaborative sharing exercise with practitioners.
Research context and rationale
The contribution of the research is towards higher educational practitioners, in particular to lecturers, more so than policy makers or programme designers. Although, it is anticipated that policy makers and programme designers will be cognisant of these findings when designing and planning programmes and scheduling lectures and investing in resources. 

The rationale for the research is to actively engage with lecturers and students to provide a set of key characteristics for practitioners in higher education, to assist them with providing a more inclusive, dynamic and exciting learning environment for the student - an engaging learning environment for the student. 

The purpose of the research is, ‘to find out what is happening, particularly in little-understood situations’…and to…’generate ideas and hypothesis for future research’. (Robson 2002: 59).  This journey of exploration is defendable and verifiable, through the epistemological and theoretical assumptions of constructionism and interpretivism. This adopts the approach that knowledge arises from engagement with the realities around us and that meaning is constructed according to our own unique perception of reality. 
RESEARCH DESIGN
The epistemological approach of constructionism facilitates an interpretive paradigm. Within this paradigm the focus was on the micro, through quantitative and qualitative research. Neuman (2003: 16) describes the reason for research within this paradigm as being ‘to understand and describe meaningful social action’.  For this reason, it is the coalition of many observations, interviews and surveys, across five disciplines, with different lecturers and students, which facilitated the interpretation and identification of the key characteristics in creating a dynamic and engaging learning environment. This research interpreted current teaching practices and learners experiences and constructs knowledge from this. The research did not involve change, it is merely an informative exercise, however, it is envisaged that the research will provide the stimulus for change, in particular in relation to the use of storytelling as an engaging teaching method. The interpretive approach facilitates certain research methodologies, and the methodology chosen defines the strategy of inquiry, which is phenomenology.  Malcolm Tight (2004) discusses a research process based in phenomenology, as being most suited to higher education. This research is based in phenomenology in that it is exploring the phenomena of teaching and learning environments. Scott and Morrison (2006: 171) talk about phenomenology as being ‘reductionist’. This means that the researcher puts to one side ‘what they know’ about the phenomenon of creating a dynamic, engaging learning environment for students. The triangulation between the three research methods adopted – surveys, focus group, and observation sessions - brings greater validity to exploring the phenomenon of engaging pedagogies and brings objectivity to seeing afresh the pedagogy world. Biases that may naturally exist in a study, are considered to be reduced significantly as a result of triangulation – ‘The concept of triangulation was based on the assumption that any bias inherent … would be neutralized when used in conjunction with other data sources….and methods’ (Creswell 1994: 174). O’Leary (2005: 125) discusses the authenticity of a study coming from ‘triangulating your observational data with other data sources… assessing whether data generation from interview or surveys gels with your observations’. And Ghauri and Gronhaug (2002: 181) say: ‘Sometimes to enhance the validity of our research, we need to collect or analyse data through triangulation’. 

This research was limited in that the research was carried out within one institution, and with second year students only.  The findings from this study can be used as a basis for wider application and further interpretations. There are many aspects of the findings that warrant specific attention individually, and further research. The model produced (figure 1) summarising the research could be used as starting point for much more specific work, for example, exploring each aspect of engaging lecture, or assessment or environment. It would be entirely reasonable to expect that the findings from this phenomenon would be quite different amongst a different group of students, or within a different higher education provider. It is hoped that this research will in fact be only a platform, from which much greater exploration and studies will continue. 

The codes applied in this research are adopted from BERA
 Ethical Guidelines for Education Research.   (www.bera.ac.uk). The underpinning guidelines for respect of the person, knowledge, democratic values, the quality of the research and academic freedom are important features of the ethical framework for this research. These broad areas, combined with Forcese and Richer (1973) model, provide the ethical framework for this research – see figure 1 below: 

Figure 1: Ethical factors influencing research












ELEMENTS OF PEDAGOGY

The Learning Process
The research is driven by the need to explore and understand the dynamics which contribute to an engaging learning environment for the student. It is logical, then, to commence with an understanding of how students learn, what inspires them or motivates them to engage with the learning process. Martinez (2001: 3) associates student withdrawal, and unsuccessful completion of studies, with ‘…uninspiring, boring…teaching’. Exciting and interesting learning experiences can only be created when the learning process is clearly understood. 

The work of Cox and Light (2001) is insightful for practitioners, in the way Cox and Light identify, what they call the ‘learning gaps’. These gaps (Cox and Light 2001: 47) ‘…lie between a continuum of different areas of learning – each encompassing the previous ones’. The framework of five learning gaps is between, firstly recall and understanding, followed secondly by understanding and ability, then thirdly ability and wanting to, then pen ultimately wanting to and actually doing before finally actually doing and ongoing change. So what activities can practitioners adopt in order to assist student’s bridge these gaps. At each gap this paper applies further learning theories and concepts in order to support practitioners in creating an engaging learning environment which contributes to students developing their learning.

The first ‘gap’ is between recalling and understanding and Cox and Light draw on the work of Entwistle’s pheonomographic study, which provides an awareness of surface and deep learning, recently extended to include strategic learning (Entwistle 1997).  One of the HETAC
 sub strands in the NFQ
, look specifically at the depth of knowledge attained by students at the various levels. The reproduction and recall of facts is learning associated with level six (see HETAC indicators www.hetac.ie) and is recognized as learning at an early stage in higher education, one associated with Certificate programmes.  Blooms taxonomy (1956) corroborates HETAC’s level indicators, in that it offers levels of competence as objectives from where students should be able to demonstrate progression through. The starting point of the taxonomy is the acquisition of knowledge and comprehension, which involves basic recalling and describing of the learning. At the initial learning stage students are required to recall or recount their learning, as student’s learning progresses they would be expected to show a basic understanding of what they learn – this is bridging of the first gap of recall and understanding, identified by Cox and Light. .

The second gap identified by Cox and Light (2001) is the one between understanding and ability - ability, being about students demonstrating attainment of the skills necessary to apply their learning. Application of a skill or knowledge is best developed through experimenting and relating the learning to practical examples. This supports the development of industry skills necessary and need to be reflective on skills needed in the 21st century. These skills are often referred to as key skills, core skills or competencies and include skills such as problem solving, leadership, team working skills, along with industry specific skills.  Kolb’s learning cycle (Brooks 2006: 34) illustrates learning as cyclical and as being a continuous process which is based on experiences and the interpretation and perception of these experiences. A key feature of Kolb’s work is the way in which meaning develops from the experience, from actually applying the learning. The learner must then reflect upon their experience in order to further deepen the meaning. This is the deeper learning expected on the NFQ and HETAC’s indicators, moving towards levels seven and eight, which are degree programmes. Blooms taxonomy refers to this stage as the application stage. 

Phil Races work (2007) illustrates the third gap very well, the gap between ability and motivation. So not only is the learning about the understanding and application, it is about the motivation or ‘want’ to learn. Race offers five factors which underpin successful learning and they are the need to learn, the motivation to learn, actually doing, feedback and opportunity for digesting the learning. The model is presented with all five factors operating simultaneously impacting on each other; he calls it ‘ripples in the pond’ (Race 2007: 12). Lecturers need to help students see the need to learn, if they do not want to, and inspire them to learn (motivation). The motivation to learn is triggered by a want (which is most desirable) or if a want is not present, a need must be established. This need can be identified by the lecturer through relating the concepts or theories to actual practice, thereby allowing students identify why and how they need to learn the theory.
The fourth gap is that which can be found between the motivation to apply the learning and actually doing just that, experimenting. Bridging this gap requires mature, self directed learners, who are committed to experimenting and challenging the learning. Knowles (1984) was the first to describe a model of learning as being ‘andragogy’ – a model of learning Knowles associated with adult learning because the key features centre around the learner being responsible for their own learning, their ability to be self motivated and directed. Unlike the pedagogical approach which was considered more appropriate for children that are not yet ‘mature’ learners. The learner, who is seeking to experiment with their learning, is the ultimate critical enquirer, and the learner who is seeking to innovate and change (both themselves and conditions). This is the final and fifth gap identified by Cox and Light – the gap between actually using the skills and changing. Informed change is a form of critical thinking which is actively engaging with the learning and using the analysis and evaluation of the learning, to make an informed decision which can lead to critical action. Informed decisions include the ability to collate learning from both theory and practice. Wallace and Wray (2006) discuss how a student (particularly at post graduate level) should have the ability to critically engage with the learning material, and it is this critical engagement that allows for reflective development of the learning, and ultimately towards informed decision making and change. This challenging, critical enquiring student is the industry ready graduate businesses are looking for in the 21st century. Levels nine and ten in the NFQ, clearly show how the learner progresses through their journey, from understanding and recalling, to application and experimentation, through to analysis and evaluation, and to synthesis and innovation, which is what Masters and PhDs demonstrate as outcomes of their learning. 

Practitioners (and the providers of higher education) have a need, and indeed responsibility to, provide opportunities for the learner to complete the learning process in as deep a way possible, by offering them opportunities to not only be introduced to the material (surface learning) but to engage and interact with it at a deep level, experience and experiment with the material through examples, case studies, lab work, projects – and this will ultimately allow the students to make informed judgments about the workability and application of what they have learned, ideally opening the doors for innovation and informed change, this is critical enquiry. 

Sociology of Higher Education

In addition to the theory and concepts of learning, and the implications of this on teaching methods, it is important to understand the sociology of higher education today. In so doing we see where the teaching and learning practices inherited, influence much of the current teaching practices. The role of higher education today rests in the post modern era. Postmodernism sees education as a move from higher education being for the aristocracy – the enlightenment era where the elite university reproduced social structures; secure and consistent – to the modern era – questioning and tension between the role of the state and the providers (usually the church) to post-modern era – where state regulation and globalisation became key drivers of education – education for the masses, based on meritocracy.  These changing differences need to be reflected in changing pedagogies. The blurred or fragmented contours, typical of postmodernism, allows for new and diverse models of education to develop. Change, adaptation and flexibility are key terms associated with the post modern approach. Barnett (1999: 16) say ‘The post modern  society is a multidimensional society…No single world picture, unifying discourse or form of life is available’. This era is not only encouraging practitioners, but pushing them into changing pedagogies to fit the different needs of students. Delanty (2001: 130) highlights the changing role of universities, now that the State has a lesser role, due in part to decreased funding, but also due to the global nature of knowledge and the need for education to reach beyond the national limits, as identified in postmodernism. Delanty talks about the production of this new knowledge being ‘..shaped as much by the user as by the producer’ (2001: 131). Acknowledging, that although the producer (universities and colleges) have huge influence in the production of knowledge, so have the end user, that is the student. The end user, the student, is primarily driven by the need to secure a good career, by the need to be ‘industry ready’. This clearly emphasises the importance of demonstrating to the learner, the application of the theory and concepts with actual practice. 

The Art of Lecturing 

As discussed above, the preservation of education for the elite is consigned to our history, with greater numbers going on into higher education, higher education has now become a "..stage in life". (Smith and Webster 1997: 2). Newman's 'Idea' of higher education was confined to the privileged few, which, as Smith and Webster (1997: 3) put it, meant ‘a vast section of the population was excluded from the possibility of sharing in the benefits of the university institution’. This widening access to higher education is considered morally and socially correct, and certainly any move towards greater inclusion and accessibility for all, in higher education, is to be welcomed. However, this ‘welcome’ should be accompanied with a ‘warning’ that this change brings about a requirement for a change in the traditional ‘talk and chalk’ models of lecturing. Biggs (2003: 9) highlights the challenges that this ‘expansion’ brings:
…university teachers today face unprecedented problems of adjustment: to larger classes containing a greater spread of student ability and motivation, to under-resourcing, and to market-driven courses.
There can be no doubt that this widening of access, does create challenges for the lecturer. The fact that ability and motivation may not be as high, with the expansion of higher education availability, has to be acknowledged. This places an additional burden on lecturers to now become experts in the art of lecturing and teaching. It is no longer sufficient to have a body of discipline specific knowledge to impart to students who were spontaneously and naturally academically orientated, due in part to their upbringing and culture, and also to their schooling and academic ability. Lecturers now have to be adept teachers, and not just discipline experts sharing their knowledge with students. They must be able to support all students in developing their learning from surface learning involving a basic understanding and recounting of information (the educational model many students have only experienced upon entering higher education), to a deeper learning developing students ability to critically engage and challenge the learning to innovate and change pre-existing industry practices and models.
Cox and Light (2001: 102) offer two models of lecturing. In summary, one is ‘transmission’ where the lecture is linear and with a monologue in an effort to transfer information. This approach may have been more suited to Newmans ‘Idea’, when only the elite, well prepared and able students went to college or university.  The other is ‘engagement’ where the lecturer is not only there in ‘head and body’ (as is the case with the transmission model), but are there ‘head, body and self’, engaging with the students in a deep and meaningful manner. The model of engagement is triangular, as opposed to linear as is the case with the transmission model. The transmission model is about the lecturer delivering material to the student. The engagement model demonstrates the lecturer being aware of the student needs and abilities and linking the material with the needs of the student group and with practical examples, supporting the development attractive, employable students, ready to embrace the 21st century and the challenges that brings to industry today.  
Lecturing has many connotations and inspires a wide ranging spectrum of responses to the question. Cox and Light (2001: 97) say lecturing is about what lecturers do in higher education, yet, they go on to say ‘…it describes a way of human communication  that would not be acceptable in most other forms of social interaction… [it can] be regarded as dehumanizing and unnatural, if not condescending and offensive ’. Anecdotally, all students know of the ‘good’ lecturers who enthuse and inspire students, those who leave a lasting (positive) impression with the student. This work is about finding out the characteristics and features of the success stories and repeating them!   

Petty (1998: 127) says a lecture ‘…is an event where information passes from the notes of the lecturer into the notes of the student, without passing through the brain of either’. The traditional lecture is an economical way of delivering information and meeting the requirement of teaching…but does it enable learning? This ‘expository teaching’ as Biggs (2003) refers to it, is suitable when ‘…the teacher is the expert and can correct misconceptions and present the ‘official’ view’. It appears obvious that an element of this is required in developing the students learning. This is creating a starting point from which the student can develop their learning. If the student takes this, and only this learning on board, it would be surface learning only. 

Practitioners perception of lecturing guides their actions in lecturing i.e. if a lecturer sees their work about imparting knowledge then that is what they will do….if they see it as developing students learning then they will support students in their learning, and if they see it as being preparing students for industry then that is what they will do.  Biggs (2003: 2) says ‘..there is no single, all purpose best method of teaching…teaching is an individual matter’. However, he does go on to recognise that practitioners must be able to ‘adjust our teaching and make decisions to suit our subject matter, available resourcing, our students and our own individual strengths and weaknesses as a teacher’ (Biggs 2003: 2).  This infers that lecturing is a matter of continuous development and reflective practice, and dependent on both the needs of the student group and the natural style of the lecturer. Biggs (2003) refers to this development as the ‘scholarship of teaching; and Moon (1999) and Schon (1983) call it reflective practice. Reflective collaborative practice supports the development of the ‘scholarship of teaching’.  All lecturers and teachers have their own style of lecturing / teaching, and this is perfectly natural. Good lecturing involves adopting a contingency approach and having a ‘collection’ of teaching approaches and strategies to create and maintain the interest and enthusiasm of the students, and that sit alongside a lecturers natural and unique style of teaching. 
Much of the research points towards the application and use of a variety of teaching methods and resources, combined with appropriate assessments. If lectures are justified then there are some useful variations or inclusions that can facilitate deeper learning. For deeper learning the student needs to interact and engage with the material, supporting Cox and Light’s fourth gap of learning, which is between motivation and application. Some suggestions offered to engage students in the learning are offered by Gibbs et al (2000: 75). One being the benefit of ‘simultaneous messages’, where a key message or messages are displayed throughout the whole class, with all the learning referred back to the key message(s) – suggesting that no more than three key messages or questions to be used.  Gibb et al (2000: 51) also offer the suggestion of presenting the complete topic in the form of questions.  Petty say (1998: 163) that this approach is often known as the ‘socratic method’. Assertive questioning is a useful questioning method to adopt, in that there is a structure to it and a technique involved. Petty provide a flowchart (1998: 236) illustrating the process. Questions can also be answered on post-its (www.phil_race.com) and then swapped in class and read be someone else anonymously. This technique allows for ‘no wrong answers’ because the student does not own the answer that they read out. The uses of active voting systems are useful regarding questioning large groups of students and providing instant feedback. Questioning to encourage participation and provide structured direction is a useful and simple technique to augment a mini-lecture. Biggs (2003: 84) talks of two types of questioning – ‘...convergent questions are asked with a correct answer in mind, divergent are genuinely seeking student input’. There are times when both are appropriate. Convergent questioning is useful to clarify whether students understand what the lecturer is doing, and to seek the student’s commitment to the learning process by ensuring they are paying attention. Divergent questions are more suited to deeper learning and exploration of the material covered. Both types of questioning can be two way. That is the student may ask convergent questions of the lecturers to clarify a point.  Equally divergent questions can be two-way, in that the interested and curious student may, without invitation, ask divergent questions for further exploration. 
Traditional lectures often centre on teaching, and not necessarily focusing on the students learning experience. Some student centred alternatives to use alone, or to compliment lectures, as discussed by Cox and Light include case studies, concept maps, comparisons, network and problem orientated approaches. These approaches ‘…help students make connections, challenge preconceptions, relate the material to concrete problems and / or real cases and critically analyse hypotheses and interpretations’ (Cox and Light 2001: 108). It is essential for deeper learning, that the theory and concepts are related to ‘concrete problems’ and ‘real cases’. This integration facilitates the achievement of the know-how and skill strand outcomes discussed earlier in the paper, also contributing to the preparation of the student for industry. 
In order to expand the learning from the lecturing process, it is essential that the lecturer provides some ‘space’ for interactive activities. Cox and Light (2001: 105) call this ‘expanding the learning matrix’ and including activities such as providing time during the lecture for students to reflect upon the learning. This can be done as simply or complexly as the lecturer likes. Gibb et al (2000:101) suggest tutorial groups, buzz groups, problem centred and syndicate groups, pyramids or snowball groups, where they work on questions, problems, themes or articles – again supporting the need for integration of theory and practice. Student centred approaches to lecturing encourage students to be actively involved in the learning process, and allows them to connect and relate with the material on an individual basis, this can be likened to the internalisation of the learning that Kolb refers to as ‘abstract conceptualisation’ (Brook 2006: 34). This approach can be used through exercises, for example Gibbs (1995) offers examples of exercises which can be use, such as analysing articles, working in pairs and relate findings to colleague, compare notes taken during lecture in groups of four during tutorials and using these as a basis for discussion and exploration. Edwards et al (2001: 146-155) include a case study in their text by Timpson and Wright, which looks at collaborative learning groups to encourage student engagement and responsibility. The case study divides the class into small groups and each small group is given a problem which relates to the exam. These problems are then explored by each group and their recommendations or views are presented, by the group, to the class. The case discussed by Edwards et al (2001) combines’ student led tutorials, collaborative group work and problem based learning into one approach. It explains the diverse solutions which can be adopted to encourage student involvement and participation. Also, what it demonstrates is there is no one best solution, and also that it is not a reinventing of the wheel that is necessary, just new application! Biggs (2003: 79) says; ‘Being active while learning is better than being inactive’. This activity can range from simple note-taking and underlining to ‘adventure learning’, which involves learning skills through activities containing elements of risk, ‘…so that the experience is more real’ (Biggs, 2003: 79), again highlighting the importance of linking the theory with practice in order to produce industry-ready graduates.
Collaborative learning was a main contributing success factor in a project by the University of Strathclyde in the UK. The project was with undergraduate students on an accounting course. The aim was to bring some elements of dialogic education to the study of accountancy. The students collaborated to produce a group project which provided a ‘shadow’ account on Sainsbury plc. The emphasise being to produce a dialogue to support the performance, or otherwise, of Sainsbury plc. (Coulson and Thomson 2006). Cross functional and team teaching and learning is a teaching approach that is a combined collaborative, peer type of learning environment, based on a real live case study. Students ‘shadowed’ decisions being made by Sainsbury plc and offered their own views and recommendations, justifying and critiquing decisions made by Sainsbury’s. This is similar to the projects based on real cases, such as students managing a fund portfolio for a make believe client – students are given a specific sum of money and must monitor stocks and shares in the market and grow the investment over the semester. Other examples would be architectural students re-modelling or designing for an existing structure, and journalism students producing a newspaper or magazine.
Assessment is an important element of engaging pedagogy. Holistic assessment is, according to Biggs (2003), greatly neglected as a measurement model. By holistic, we mean assessment of the total performance, rather than analytical components being measured.  Convergent and divergent assessment were terms originally used by Guilford in 1967 (Biggs 2003: 159). Convergent assessment is focused and driven by one unique answer; it is a closed or focused way of thinking. Divergent, is, as it sounds, open and useful for self expression and creativity. Linking these types of assessment – holistic, divergent, convergent – with marking criteria is essential in providing direction, consistency, objectivity and transparency to both the student and the assessor. Assessment strategies based on real life problems or cases are most effective in gauging the student’s depth of learning and ability to apply the learning. This type of strategy is also very effective in reducing plagiarism as each assignment brief is quite unique and would not necessarily afford students the facility to copy or describe, the emphasis would be on application of the learning or in the problem solving of problems in industry.
Constructive Alignment

So what guides the teaching and learning process? Lecturers need to have some mechanisms for directing the relationship, or creating the contract, between lecturers and students. Constructive alignment is a model which offers clarity and aligns the complete learning process, and is driven by learning outcomes approach. 

Biggs (2003, b) offer practitioners four steps to curriculum alignment:

1. Defining the intended outcomes (the objectives) 

2. Choosing teaching/learning activities likely to lead to attaining the objectives

3. Assessing students’ learning outcomes to see how well they match what was intended

4. Arriving at a final grade 

There is an inextricable link between each of these four steps; they are all part of the same process. Understanding this can make life much easier for the lecturers. The learning outcomes start the process, in that from these, it should be evident what the learning expectations for the student are, which in turn allow the lecturer to align suitable teaching and assessment strategies to support students meeting these learning outcomes. The assessment strategy will be concerned with assessment tools and methods that allow appropriate and comprehensive assessment of the achievement of the learning outcomes. The learning outcomes should be pitched at an appropriate level for the students, which by default means the teaching methods and assessment strategies will automatically reflect the NFQ level evident in the learning outcomes.

The learning outcomes are driven by the NQAI
 through the NFQ, and supported by HETAC indicators of strands and sub-strands of learning within each level (www.hetac.ie).  The NFQ places all awards on a framework, which is used to create commonalities between programmes and indeed institutions, both nationally and internationally (internationally through the Bologna process). 
To facilitate the attainment of the learning outcomes, suitable pedagogy needs to be applied; this is constructive alignment. Constructive alignment highlights the essentialness of ensuring the learning outcomes are not hidden away in a filing cabinet, as Phil Race (2007) says they might be, but should be clearly available and engaged with, by all involved in the learning and teaching experience, that is lecturers, students and policy makers alike.  Learning outcomes provide the basis for the teaching / student contract. The learning outcome approach relies on learning outcomes guiding the learning. Constructive alignment according to Biggs (2003), is an approach to programme and module design, and can create optimum conditions for learning for the student.  A consistent message and theme must run through the complete programme and modules in order to achieve student-centred learning and constructive alignment can facilitate this consistency; it maintains that golden thread throughout the student’s journey through the programme. The alignment is when the learning outcomes are met through the teaching and assessment strategies. 
RESEARCH FINDINGS
The research took place in Griffith College Dublin, a third level private college with a student population of 8,000 in total. Griffith College Dublin offers a range of programmes across six different disciplines and faculties, at graduate and post graduate levels, to both national and international students. The quantitative research was conducted across five faculties, surveying 87 second year students. The qualitative research consisted of a focus group with 12 lecturers, and 15 observation sessions. A final aspect of the qualitative research included the storytelling workshop where lecturers were put into group, and offered a profile of student groups. The lecturer group were asked to develop teaching pedagogy appropriate for engaging their student profile. This session commenced with sharing and discussing the findings from the student survey, as presented below.
Student Survey Findings
The following table (table 1) give student nationality breakdown of those surveyed. 
Table 1: Nationality of Students Surveyed
	Students Surveyed
	Irish
	International

	Journalism
	100%
	0%

	Law 
	93%
	7%

	Architecture and Design
	60%
	40%

	Computing Science
	7%
	93%

	Business
	39%
	61%


There is a relationship (35% correlation coefficient of determination between international student numbers and progression rates with the above group of students surveyed) between nationality and progression, but it is not significant enough for the findings to be completely relevant to international students only. 

Students were asked, firstly in the survey, to rate the teaching method that had the greatest ability to motivate them or engage them in the learning process. The following table (table 2) illustrates the findings. It proves 90% find lecturing most successful in engaging their attention and inspiring them to learn. This high statistic may be contributed to by the fact that it is the learning / teaching method most students are familiar with. The lecturer focus group and observation sessions show that many other methods were used within the ‘traditional lecture’ in order to engage students.  
When the students who marked the method as ‘not experienced’ are removed from the calculations (see the final row in the table 2 below) we can see a cluster of methods emerging as engaging or inspiring students to learn - theme based teaching methods (74%), blended approaches (73%), PBL and group (both 71%).  Theme based learning (rated by 74% of students who did experience it, as being an ‘excellent’ or ‘good’ teaching method) is a learning experience which is based on a theme, the theme could be a particular aspect of a practical work based situation, or deeper exploration and questioning of a particular concept or theory. This type of learning is good for developing students skills in relation to a specific area or task.  Problem based learning (PBL) is rated by 71% of students who experienced it, as an ‘excellent’ or ‘good’ method for engaging or motivating them to learn. This approach relies on lecturers driving the learning by firstly introducing a real life problem and asking students to find / suggest solutions. The lecturer acts as a facilitator and guides the learning for the students by encouraging them to explore the solutions through research into theory and concepts. This learning is an excellent method for students to develop their problem solving and team working skills. The learning is constructionist and incremental and part of a natural learning curve. The learning is stimulated through the curiosity that all learners are born with, the sense of adventure that is naturally associated with learning at a young age…before learning was ever perceived to be work or effort orientated.  In this way the learner is driving the learning, taking responsibility for their own development. These types of skills not only engage the learner, but prepare the student very well for problem solving in the workplace. Case studies were rated as an ‘excellent’ or ‘good’ method to engage students in the learning process (70% of those who experienced rated it so). Case studies are a form of storytelling, and storytelling is a powerful learning tool. It enables students to ‘transcend personal frameworks and take on wider perspectives’ (McDrury and Alterio, 2003: 7). McDrury and Alterio go on to say that ‘educators are using storytelling to stimulate students’ critical thinking skills, encourage self review and convey practice realities’ (2003: 8), skills that are essential for industry ready and innovative graduates.
Table 2: Engaging Teaching Methods
	
	Lecture 
	
PBL
	Case

Study
	Peer
	Group
	Role 
	Theme 
	Student Led 
	Individual reading  
	Refl-ection 
	Blended  

	Ex/Good
	78
	67
	54
	50
	53
	34
	53
	39
	50
	52
	55

	Fair/Poor
	9
	19
	23
	23
	22
	29
	19
	24
	30
	29
	20

	Not experienced
	0
	1
	10
	14
	11
	24
	14
	22
	7
	6
	12

	
Ex/Gd - NE
	90%
	71%
	70%
	68%
	71%
	54%
	74%
	62%
	63%
	58%
	73%


The second question in the survey asked student to rate different assessment techniques in relation to their ability to engage the students in the learning process – see the results in table 3 below. The two assessment techniques which most aptly assess student’s preparedness for change and innovation in industry, are group projects and business plans. Of those who did experience them, 67% and 61% found them to be ‘engaging’ or ‘good’ assessment methods respectively. 

Table 3: Engaging Assessment Techniques
	 
	Cl Exam
	Op Exam
	MCQ
	Essay
	Group

Project
	Business Plan
	Posters
	Diary

	Ex / Good
	48
	38
	34
	55
	43
	24
	27
	26

	Fair / Poor
	27
	12
	15
	25
	21
	15
	12
	14

	Not experienced
	9
	34
	35
	5
	19
	45
	45
	44

	% Ex/Good (without not experienced)
	64%
	76%
	70%
	69%
	67%
	61%
	69%
	65%


The findings regarding engaging resources are displayed in table 4 below. This illustrates the fact that handouts (H/O) and Moodle (GCD
 VLE
) are the techniques, judged by students, to be most effective in engaging them in the learning process, with 72 (86%) out of 83, and 67 (80%) out of 85 students respectively. 

Table 4: Inspiring / Engaging Resources

	 
	Lay out
	PP slides
	WB
	FC
	H/O
	Moodle
	Database
	Net ops
	Turnitin
	CABS

	Ex/Gd
	52
	59
	59
	20
	72
	67
	55
	23
	15
	53

	Fr/Pr
	30
	23
	24
	20
	11
	17
	20
	13
	11
	20

	NE
	2
	2
	2
	41
	0
	1
	10
	46
	56
	10


The survey continued to seek general views and opinions of students in relation to the attributes of a lecturer that contribute to an engaging or motivating lecturer, through to things like preferred class size and layout, and their (students) own role as a student.  The attributes in a lecturer that create an engaging and dynamic learning environment as rated by the students are displayed in table 5 below - students were asked to rate the following attributes (Cox and Light, 2001: 111) from 1 to 9 in terms of importance (number 1 being most important). 70% of students rated the need for lecturers to be ‘open, friendly and approachable’ as an important attribute in engaging their attention.

Table 5: Attributes of an engaging lecturer

	Open, friendly and approachable
	70%
	60

	Expert and authoritative
	45%
	39

	Emotive, enthusiastic, passionate
	43%
	37

	Relaxed, informal, easy going
	32%
	28

	Analytical, structured, predictable
	25%
	22

	Unpredictable and spontaneous
	16%
	14

	Adaptable and reflective practitioner
	25%
	22

	Experienced
	49%
	43

	Challenging, questioning
	38%
	33


The next question asked students; approximately how many lecturers have successfully engaged their attention, to date. Sixty percent say that less than 50% of lecturers have managed to engage them in the learning process (see graph 1 below).

Graph 1:  Lecturers who have Engaged Students
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 Table 6 (below) illustrates the findings from the question asking students what they see their role as a student being.  Students said - 34 as a first preference, and a total of 48 as a 1st, 2nd or 3rd preference – that they saw their role as a student being to ‘pass assignments and exams’. 

Table 6: Role of Students

	Role
	Rated 1st
	Rated 2nd
	Rated 3rd
	Total

	Learn what the lecturer is introducing to me, and no more
	14
	11
	9
	34

	Prepare for class in advance 
	8
	9
	10
	27

	Participate and questions what is being introduced in class
	16
	9
	13
	38

	Challenge the lecturer and information being introduced
	13
	6
	8
	27

	Go over lecture notes after lecture
	12
	13
	9
	34

	Relate learning to other subjects
	9
	8
	5
	22

	See topics being introduced in relation to learning outcomes
	13
	9
	7
	29

	Pass assignments and exams
	34
	8
	6
	48


Table 7 provides evidence that students rate interesting subjects as one of their top three stimuli to learn.  This is followed by having ‘interesting, enthusiastic lecturers’ – 52% of students rated this in their top three stimuli to learn.  
Table 7:  Stimuli to Learn

	Interesting subjects
	55
	63%

	Learning something I am good at
	42
	48%

	Interesting, enthusiastic lecturers
	45
	52%

	Good grades
	33
	38%

	Prospect of successful career
	34
	39%

	Knowledge for the sake of knowledge…..enjoying the learning
	20
	23%

	Seeing the benefit of learning the subject – the usefulness of it
	28
	32%


Interestingly, for this conference, learning is being primarily driven by the students need to prepare for industry and career (see table 8 below), as found in the next question on the survey. All other reasons for learning were rated low, at less than 10%.

Table 8: Students Reasons for Learning

	Learning for knowledge….for the sake of learning!
	7
	10%

	Learning for skills…..for industry….for work……for career
	57
	78%

	Learning to contribute to society in general
	5
	7%

	Learning to contribute to the economy
	1
	1%

	Learning to experience college life 
	2
	3%

	Learning to pass time
	0
	0%

	No real thoughts on the purpose of my learning
	1
	1%


Students were also asked, what is the best size class (table 9), and class layout (table 10) to stimulate participation, and engagement in the class. A high number, 82% of students, believe class sizes of less than fifty encourages greater student participation and engagement, with the majority of students saying fixed seating, followed by loose seating to arrange as needed, as being best to stimulate learning.

Table 9: Class Size to Stimulate Participation and Engagement

	<25 students
	36
	45%

	25 – 50  students
	29
	37%

	50 - 75 students
	11
	14%

	75 – 100 students
	1
	1%

	> 100 students
	2
	3%


Table 10: Class Layout to Stimulate Participation and Engagement

	Fixed traditional lecture room seating
	40%
	28

	Loose seating to arrange as required
	19%
	13

	Large group tables
	17%
	12

	Work benches with desks and PC
	11%
	8

	U shaped meeting style layout
	13%
	9


Qualitative Research Findings
O’Leary (2005: 255) takes comfort from the fact, that Einstein, a scientist, recognizes the limitations of quantification. She quotes him as saying ‘Not everything that can be counted counts, and not everything that counts can be counted’; showing not only the limitations of quantitative data, but also the potential richness of qualitative data. Whilst O’Leary recognizes the value of qualitative data, she also identifies the challenges of ‘working trough options for managing and analszing qualitative data, that best preserve richness yet crystalise meaning’. The qualitative data offered greater depth in that it did ‘crystalise’ the quantitative findings. Broadly speaking the main qualitative themes explored were teaching methods, assessment strategies, teaching resources and lecturing / student interaction – these themes facilitate the exploration and interpretation of the engaging pedagogy phenomenon. The themes were explored in relation to emergent patterns. The qualitative data analysis strategy this research adopts is situated in the content analysis paradigm. O’Leary (2005: 262) defines content analysis as being ‘to interpret meaning in speech and text’. Content analysis involves the ‘noting of occurrences’ (O’Leary 2005: 131). The researcher analysed both the observation sessions and the focus group by gathering the use of particular repeated phrases or words, looking for consistent patterns or themes.  Tesch (in Creswell 1994: 154) refers to this process as ‘de-contextualisation’ and ‘re-contextualisation’, and says this is a ‘higher level analysis’. He recognises that much of this process ‘de-contextualisation’ is about taking apart the interviews and observations, that the ‘final goal is the emergence of a larger, consolidate picture’.

It is useful to explore the lecturers’ experience in eliciting the interest and participation of students’, and to equate this with the students’ own perception of how lecturers are successful in securing their interest and involvement, the quantitative research undertaken with students through questionnaire surveys.  Oppenheim (2000: 67) says ‘..the purpose of the exploratory interview is essentially heuristic…it is concerned with trying to understand how ordinary people think and feel about the topics of concern to the research’. What better way to learn about any phenomenon than simply asking those who are experiencing and partaking in the occurrences which are being explored! 

The reoccurring themes within the focus group present a consistent and clear picture of the views of lecturers, in terms of how they create an engaging and dynamic learning environment. The main emerging theme was the need for lecturers to provide practical examples and hands on experience in order to create an engaging learning environment. This use of examples and experience could be embodied in a more formal, engaging manner – through the art of storytelling. Storytelling is an ancient art of communication and is especially suited to education. ‘Educators have long known that storytelling can contribute to student academic success and emotional well being. The ancient art of storytelling is especially well-suited for student exploration’. (www.storyarts.org) The use of examples or stories, coupled with the need to integrate and link the learning i.e. relate the learning to other topics – through expanding the ‘story’ or case study and working with other lecturers doing team teaching, or through allowing one piece of continuous assessment or end product drive the learning across all modules, provides clear direction to practitioners on how to create an engaging learning experience for the students. Both of these key emerging patterns focus on the positioning of the learning in relation to practice, emphasising need to integrate theory with practice in order to engage students in the learning process. The findings from the lecturers’ focus group were that hands on experience for students, combined with practical examples were advantageous in establishing an engaging learning environment.  
Observation is a useful data collection tool, in that it allows the researcher observe practitioners in their real environment – the lecture room. Ghauri and Gronhaug (2002, p.90) cite the main advantage of this technique is that we can ‘collect first-hand information in a natural setting….and capture the dynamics of social behahiour in a way that is not possible through questionnaires and interviews’. 

A consistent picture emerged from the findings of the observation sessions. In order to engage students in the learning process lecturers were found to be discipline experts, well prepared, and had their work logically and clearly structured, related and integrated the topics and learning, used examples frequently, and questioned students to secure interaction. Lecturers all had individual unique styles of lecturing and those who were comfortable and confident with their own style of lecturing were most engaging and interesting – the findings show there is no one best style of lecturing that works, it is the naturalness of each lecturer, combined with their preparation and ability to relate learning to practical examples and seek interaction from students through divergent questioning that were most effective. 

Key Research Findings
A strong theme to emerge during the focus group was the use of exercises and practical examples, during the lecture. One focus group participant is quoted as saying engaging teaching requires lecturers to ‘relate learning to practical and relevant examples that the students understand and can relate to’. Students substantiate this in the survey as the use of case studies / scenario setting and simulations was rated ‘excellent or good’ as an engaging teaching method. Another lecturer in the focus group says that teaching is ‘about telling stories that students can relate to’, and this is effectively what scenario setting and mini case studies attempt to do, this again emphasises the important role of storytelling in the learning process. This view of the lecturers is confirmed through what the researcher observed during observation sessions. Students were engaged when examples were used, to help relate theory to industry practice.
The most popular assessment techniques, as rated by students, all have one feature in common, they are continuous assessment techniques. This was supported by the findings of the focus group as evident from one participants comment: ‘continuous assessment engages students best…allows for building on the learning and keeps students motivated throughout the semester’. This was further developed in that it was generally felt that ‘engaging students is easier when there is cross module integration towards a final goal’; and ‘integration towards a common / combined end product / project is good for engaging students attention…this would require an element of combined teaching’.  This integration supports the practical element of the learning, in that the learning confined to one module, or one group of concepts, does not engage students. It is relating the learning to other concepts and theory, and to practice, that facilitates deep learning and understanding through student engagement.
Students identified passing assignments and exams as being the most important role for them, and their reason for learning being to prepare for work and a career. The literature review explains how the motivation to learn comes from a want, but if the want is not present then students can be motivated to learn by identifying a need to learn. Lecturers can stimulate this need by relating the learning to practice and their potential careers. The need to learn can also be triggered by relating the learning to assignments and exams, and to practice and their potential career - as students 

Lecturer Storytelling Workshop
Storytelling is an ancient art that ‘can transform the way we communicate…it is the oldest tool of influence…and the most powerful’ (Simmons, 2006: 5). ‘Stories offer us a way to see and understand our world in a new light, from a different angle’ (Owen, 2003, xii). Story telling provides a stimulus for student learning. ‘Students grow bored and apathetic, they lack fondness for the subject and we blame them for it….today’s teachers are working to rekindle academic passions. To accomplish this they are bringing story back into the classroom’ (Meade, 2001: 6) It has been called the ‘oldest and newest’ of arts (Greene, 1996) and it is not a matter of re-inventing the wheel, simply re-introducing ourselves to its powerful benefits. Stories are frequently used to teach, explain, and/or entertain. Educators have long known that storytelling can contribute to student academic success and emotional well being through stimulating their imagination and interest in the subject. ‘In more recent times we have come to rely almost wholly on written texts…in doing away with the mythical components of education, we’ve drastically reduced the imaginative pleasures of learning’. (Meade, 2001: 6). Some further benefits and uses of stories are (Owen, 2003: xvii-xviii)

 ‘reframe a problem as a new opportunity…

…offer a model of more useful behaviour or attitude…
…teach a point indirectly…

…demonstrate that a problem is not new or unique…

…to search out new possibilities and meanings…

…to encourage audience involvement and intervention….

…to elicit curiosity…

…to make teaching of information more contextualised and memorable’

The student group profiles used for the workshop with lecturers are outlined below in appendix one. The results from the workshop offer rich material for development into stories. Subsequent research into storytelling illustrates that there is a skill and an art to writing a story and with greater support and training the initial cases can be creatively developed to assist and support practitioners and learners alike. The workshop provided the skeleton (see appendix 1) and further scheduled storytelling sessions can help flesh these out and adapt them to weave them into a powerful tool for illustrating examples and practice in the form of a story. These sessions will support other practitioners in that it supports them in their own reflective practice, but they will also support lecturers in developing stories within their own discipline, for their students, to help illustrate a point or concept in practice. 
SUMMARY
The aim of this paper is to identify key characteristics of engaging pedagogy. In particular the paper illustrates the role of storytelling in the learning process – the research illustrates that case study and examples are key elements of engaging pedagogy. The paper goes on to apply this concept to a lecturer workshop, and identifies further work required. 

Findings show that a dynamic, engaging learning environment can be had through the use of many resources and props to keep students interested and engaged. This combined with a lecturer who is open and approachable, experienced, confident and well prepared. In order to help stimulate the learning process for the students the research indicates the use of case studies and practical examples related to theory help reinforce the learning and create an engaging and dynamic learning environments.
Figure 1: Characteristics of Engaging Pedagogy



The main, general, recommendations are lecturers need to make greater use of the lecture by introducing variety in teaching methods, resources and activities. A variety of methods and tools that keep the learning environment dynamic are important elements of an engaging pedagogy. Lecturers need to prepare a vibrant, interactive lecture, with much student participant through questions, theme driven learning, exercises, case studies and examples, which allow students to relate the learning to practice. An interactive and vibrant learning environment can be created through the use of many resources and tools, which support the learning through simultaneous messages. The other assessment methods students found to be engaging, and which are more suited to integrated and continuous assessment, are projects and models or posters, indicating that lecturers may be advised to consider using these methods.

As with most phenomenology studies, this research is indicative only of the phenomenon that it was studying. Thus, continued ongoing research is necessary in order to continuously monitor and update practice in order to sustain engaging pedagogies. This further work can contribute to the advancement and promotion of new pedagogies that are growing and developing all the time – never forgetting that teaching and learning is a dynamic evolutionary discipline that will always benefit from further study and research.
A key area of engaging pedagogy, identified in the research, that offers great immediate potential and excitement for student and practitioner learning and development is the art of storytelling. Training and support sessions, combined with networking workshops offer real opportunities. Storytelling offers great opportunities to reflectively develop, and to become a collective reflective community of practitioners, with the ultimate aim of using stories to illustrate examples and practice more powerfully, with the students, to engage them and create a more dynamic learning environment for all. Meade (2001: 4) demonstrates how story telling can create a dynamic learning experience when she describes the work of Catherine Goetsch in how she ‘lights up her calculus classes with legends of Pythagoras, Hypatia and other mathematicians of old….these tales amuse and motivate students….maths problems are far more intriguing when we imagine them tweaking great minds down thought the ages’. The stories do not have to be new, or original, just able to ‘intrigue…amuse…and motivate’ students and engage them in the learning.
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Appendix 1

Story telling Results

Group Profile 1

	Large group of students (+50)

Semester 1, year 1

International group (primarily Asian)

Sitting quietly waiting for your lecture each time

Your unsure of their ability / learning

Unsure of whether they are engaging with the material or not
	Some questions to guide you
Teaching method(s)?

Assessment strategy?

In class resources?

Resources outside class? And how would you use them?

Feedback? And how?

Integration with other modules? How?

Personal support / help?

Use of other supports?


· Speak slowly / clearly – make it a ‘fun’ thing from them to say ‘SLOWER’

· Structure module into ‘bite size’ chunks

· Regular class tests (e.g. MCQ) to check ‘performance’

· 1 on 1 meeting room time: issue invites to poor ‘performers’

· MCQs on Moodle so they can check own progress

· Split into small groups to work on problems (mix the students well, e.g. put good English speaker in each group – give every one a chance to be a ‘leader’)

· Point up connections between other modules and this: perhaps have assignments that take in their topics.

· Connect with audience by using example that relates to their culture / economy e.g. Philosophy quote – Confucius says….............

· Assessment technique: Essay, where students email details of subject chosen i.e. the rationale and methodology

· Resources: Web sites; published articles

· Feedback: Written and extensive comments on corrected script – one zone discussions.

Supports: Year heads; tutorial groups; library

· Group Profile 2

	Large group of students (+50)

Semester 1, year 1

International group (primarily Asian)

Very noisy giddy group

Many late attenders 

Your unsure of their ability / learning

Visibly and audibly not engaging with material
	Teaching method(s)?

Assessment strategy?

In class resources?

Resources outside class? And how would you use them?

Feedback? And how?

Integration with other modules? How?

Personal support / help?

Use of other supports?


· Teaching Methods: Classic lecture; case study and examples

· Assessment Strategy: Individual presentations (limited to time)

· In Class Resources: Power Point; Whiteboard (used by students)

· Resources outside Class: Library; Moodle

· Feedback: Survey; Quiz at end of each session

· Integration: Alignment with other modules

· Personal Support: Provide email for comments / complaints / problems

Use of other supports: Attendance monitoring; language support; use of Head of Faculty

· Group Profile 3
	Large group of students (+50)

Semester 1, year 1

Primarily Irish Students (or students with fluent English)

Very giddy and noisy

Late attenders

Visibly and audibly not engaging with the material

Your unsure of their ability / learning
	Teaching method(s)?

Assessment strategy?

In class resources?

Resources outside class? And how would you use them?

Feedback? And how?

Integration with other modules? How?

Personal support / help?

Use of other supports?


Teaching Method

· Traditional Lecturer

· Assert position of authority

· Refuse entry to late comers

· Use the space (walk the room)

· Ask questions

· Small groups (mixed) – tutorials. 

· Handouts – puzzle exercise / engaged class lecture.

Assessment Strategy

· Ask questions in class

· Mid term MCQ or in-class test to assess their ability before setting exam 

· End of year exam

· Liaise with tutor before setting the assignment

· The assignment should involve independent research and basic essay writing skills, but leaving room for personal choice

Challenge: Very immature students who have formed a group / close friends of peers. Lack of respect.

1st Priority – eliminate disruption

Pace around class

Make eye contact

Engaging questions

Use of body language

Late attenders not admitted after 20 mins


Confront student (is there something you would like to share…)

Split class into different groups

Ask them to sit in front

Final step – ask student to leave….if they refuse leave yourself and lodge issue with department / faculty

Group  Profile 4

	Small group of students (approx 10)

Mixed international group

Poor attenders

Non-participative 

Unsure of their ability or commitment


	Teaching method(s)?

Assessment strategy?

In class resources?

Resources outside class? And how would you use them?

Feedback? And how?

Integration with other modules? How?

Personal support / help?

Use of other supports?


· Incentivise to attend 

· Carry out a needs analysis to determine their ability

· Use one-to-one sessions / group sessions / debates / group discussions

· Be confident, mingle with the class, model (lead by example)

· In class pair students, or put them in groups

· Have group presentations

· Have task based exercises in groups / PBL / Student sharing or led session

· Use Moodle  and open office approach to support learning and give feedback

· Use OHP and Whiteboard as in class resources

· Have field trips and guest lectures

· Demonstrate rationale and contextualize the material

· Provide individual and structured feedback regularly

· Attendance – get in class agreement not to let ‘late comers’ in – type of contract to manage class

Group Profile 5

	Medium size group (approx 20)

Mature students

Post graduates

Committed and hardworking

High expectations of lecturers

Very demanding group
	Teaching method(s)?

Assessment strategy?

In class resources?

Resources outside class? And how would you use them?

Feedback? And how?

Integration with other modules? How?

Personal support / help?

Use of other supports?


Teaching methods

· Lecturer

· Case studies

· In class assessments

· Presentations

· Student-led sessions

Assessment strategies

· In class assessments

· Presentations

· Group and individual assignments

· Oral exams

· Closed and open book exams

In class resources

· Internet

· White board (interactive application)

· Power Point

Resources outside the class

· Consistent questions in class – checking in!

· Managing expectations

· Offer guidance

Integration with other modules

· Integrating with their own professional work experience – better understanding

· Projects in other classes used

· Integrate with programme learning outcomes

Personal support

· Answering their questions after classes and lectures

· Prompt feedback – mini orals

Public Interests and Biases


Code of Practice


Revised Ethical Guidelines for Educational Research (2004) by BERA





Research Participants Biases


Approval from respondents – conscious of possible resistance / non-interest from lecturers and students, due to their biases








Conduct and Findings of Research


Moral responsibility and obligation on the researcher to provide honest and accurate findings – the conflict between this responsibility and the time restrictions





Company Interests and Biases


Approval from GCD Management Board


GCD reservations / biases / concern





Confidentiality


Protect confidentiality of information and participants, if required, and requested





Researcher own Interests and Biases


Preconceived notions and expectations researcher brings to the table with regard to existing teaching practices in higher education.





Government Rules and Regulations


Dept of Education and their role / views


Role of HETAC/NQAI in QA and enhancing learning experience for the students.





Characteristics of Engaging Pedagogy





Engaging Environment


Notes and VLE


Max 50 students per class


Lecturer to be:


Open and approachable


Experienced and well-prepared


Energised and confident 





Engaging Assessment


Open book exams


Continuous assessment – essay, projects, posters, models


Integrated / combined projects /assignments





Engaging Lecture


Examples and stories of practice


Interaction – questions, games, exercises


Variety


Relate learning











Step 2





Step 1








� British Educational Research Association


� Higher Education and Training Awards Council � HYPERLINK "http://www.hetac.ie" ��www.hetac.ie�


� National Framework Qualification www.nfq.ie


� NQAI National Qualifications Authority of Ireland www.nqai.ie


� PBL Problem Based Learning


� Percentage of students who experienced the method, and who rated it ‘good’ or ‘excellent’


� GCD Griffith College Dublin


� VLE Virtual Learning Environment
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