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[bookmark: _Toc45110158]ABSTRACT
[bookmark: _Toc98802770][bookmark: _Toc45110160]The expansive nature of digital technology has generated an increased implementation within higher education sector; however, due to the emergent of the Covid-19 outbreak, education institutions world-wide transitioned from traditional face-to-face delivery to online remote learning environments. To provide an insight to higher education (HE) teachers and learners’ experiences, this phenomenology paper explored their experiences of two HE teachers and learners to ascertain whether online remote learning can be the way forward for higher education institutions. This paper identified advantages and disadvantages for HE teachers and learners’ alike, which in turn, lead to the conclusion of how to improve current practices and provisions to ensure quality and meaningful learning experiences. 












[bookmark: _Toc98802771]Chapter One: Introduction 

The year 2020 began like no other year in recent history. The Novel Coronavirus, or commonly known as Covid-19, outbreak was declared as a “… public health emergency of international concern” (World Health Organisation [WHO], 2020), due to its indiscriminatory transmission capabilities (Watermeyer et al., 2021), which at its time of conception immediately prompted national and international governments to implement public health strategies including enforcing non-mass gatherings and quarantine to mitigate the infection and mortality curve and the pressures exerted on their respected healthcare systems (Sintema, 2020; Cucinotta and Vanelli, 2020; Plummer et al., 2021; Ayouni et al., 2021). 
[bookmark: _Toc98802772]Despite the necessity of enforcing measures to protect populations, the unprecedented degree of disruptions attached brought a tide of ‘new normality’, which consequently paralyzed numerous facets of human life (Xiang, 2020), including the accessibility of conventional provision of education (Schleicher, 2021; Islam, Nur and Taluukder, 2021), which according to Islam, Nur, Islam and Taluuker (2021, p.1) “… crippled the whole education system”. The crippling of education system(s) as described unprecedently prevented approximately 74% of global learners enrolled within compulsory and non-compulsory educational settings to access education (Di Pietro, et al., 2020), which subequently highlighted an array of concerns and anxieties of long-term  educational inequity and inequality (The World Bank, 2020; UNESCO, 2020). 




Covid-19 Pandemic and Education Compensation Measures
To compenstate the inability to provide conventional education and ease anxieties surrounding educational inequity, inequality and disengagment, digital technologies were adopted as a means to eliviate anxieties (The World Bank, 2021; Dhawan, 2020; OCED, 2020) and were considered to be the panacea for the pandemic (Pokhrel and Chhetri, 2021). Although the rapid advancements in Information and Communication Technology (ICT), defined as a “diverse set of technological instruments to communicate, disseminate and manage information” (Yildiz, 2021, p.220) and as means to foster social interactions through the utilisation of technological systems (Geoghegan et al., 2004), has been significantly influential and revolutionary within the provision of education (Information Resources Management Association , 2021; Wang, 2011; Ntuli et al., 2021), and has increasingly been, and continues to be, a prominent instrument within education (Narad et al, 2020; Coman et al., 2020; Junus, et al., 2021; Bull, 2016; Chen et al., 2021) due to its capabilities of enhancing the quality of teaching and learning (Voogt and Pelgrum, 2005; Watson, 2001; Wislet and Vinila, 2019); thus, resulting in traditional pedagogies being gradually subsitued for digital pedagogies (United Nations Educational, Scientific and Cultural Organization, 2021). To demonstrate the utilisation and inclusion of ICT within education, it would perhaps be pertinent to provide clarity of existing terminology regarding digital pedagogies before continuing the exploration of the implications surrounding pandemic. 





Information Communication Technology (ICT) and Education

Despite ICT being overly simpflied as a means to disseminate information through interactions using technogical systems, the rapid development and implementaon of ICT has given birth to several teaching and learning concepts and synonyms, which are requently used interchangably but often encompass various meanings. They are: E-learning, Blended Learning, Digital Learning and Online Learning. Whilst it is not within the scope of this paper to provide a detailed analysis of all the exisiting concepts, it would perhaps be appropriate to provide clarity of the exisiting termonologies (E-learning and Blended Learning).

E-Learning
Electronic Learning or E-learning, commonly refered to the intentional use of information technologies  (Chitra and Raj, 2018; Pelet, 2013; Keengwe, 2015), is defined by Bowles (2004, p.19) as “… a learning experience involving the acquisition or transfer of knowledge through electronic means”. Supplement to Bowles’ (2004) definition, Chitra and Raj (2018) articulate that e-learning is an interactive program which rlies on the utilisation of the internet and digital devices (computer, laptops and smart phones) to faciliate interaction and teaching and learning processes; therefore implying that e-learning is a utensil which assists in the cognitive process of acquring knowledge. 

Blended- Learning
Blended-learning, a model of learning that combines traditional pedagogies, including face-to-face delivery, with e-learning practices to facilitate learning in physical and electronic environments (Ratheeswari, 2018). Another definition provided by Khosrow-Pour (2019) describes blended-learning as a thoughtful integration of the combination of digital technologies and face-to-face approaches to optimise learning outcomes. 

Online Learning
In a similar vein to the previous concepts above, existing literature concerning online teaching and learning contains an array of correlating terminology which are used interchangeably by commentators throughout. These are: distance education, distance learning, remote learning online, distance learning, which are (Junus et al., 2021; Flynn and Noonan, 2020; Chitra and Raj, 2018; Zang and Kenny, 2020). Firstly, online learning is defined as “…learning experiences in synchronous [footnoteRef:1]and asynchronous [footnoteRef:2]environments” (Dhawan,2020, p.7). Based on that premise, distance education, distance learning and remote learning are considered to be one and the same, as these terms allude to physical separation from a learning environment whereby ICT systems are relied upon to engage within the learning process (Simonson, 2016; Owens et al., 2009). Although the semantics surrounding online learning vary, it appears that they are frequently utilised due to their meanings meeting the same end; however, as the author has chosen ‘online, remote learning’ as the predominate classification, it is therefore important to note that the author refers to online, remote learning as the process of engaging in education both synchronously and asynchronously. [1:  Synchronous learning is defined as an “… online environment… in which interactions among participants occurs at the same time, simultaneously” (Sistek-Chandler, 2019, p.8).]  [2:  Asynchronous learning refers to a learner-centred process which requires digital resources to facilitate learning without time constraint, direct contact with teachers or facilities (please see Mehri and Uplane, 2015).] 



Higher Education and Covid-19
[bookmark: _Toc98802773]The paradigm shift from traditional pedagogies, including face-to-face delivery, to 
[bookmark: _Toc98802774]to online pedagogies (online, remote learning) termed “emergency remote teaching” (Bozkurt and Sharma, 2020, cited in Carrillo and Flores, 2020, p.466) changed learning and teaching experiences overnight. Within the context of higher education, the sudden emergence of Covid-19 placed an emphasise on intitutions to immediatley revise their previous practices and curriculums to suit online, remote learning format (Murphy, 2020), which according to surveys produced by the National Union of Students (NUS) (2020) and Office of National Statistics (ONS) (2020) has contributed towards considerable rates of dissatisfaction (53%) and sufficent access to technology (27%). Although universities are not inexperienced or unfamiliar with change or adopting approaches to meet learners needs (Coman et al., 2020), the unforseen and unexpected transition, due to the pandemic, has evidently highlighted several pre-exisiting flaws and vulunterabilities with several commentators indicating that the digitilization of education has created an arena where resistance, inequity and inequality has thrived (Rashid and Yadav, 2020;  Dhawan, 2020; Coleman, 2021). 

[bookmark: _Toc98802775]Within these recent times, the normalization of online remote learning has generated debates over whether the paradigm shift in learning will be postive or negative (Chattaraj and Vijayaraghavan, 2021), despite online remote learning being predicted to be the new normal (Kaufman et al., 2021). The predicition of online remote learning being the new normal has stemmed from several arguments implying that online remote learning provides: accessibility, flexability and opportunities for lifelong learning (Seale 2014; Weiss et al., 2006; Beaudoin, 2013; Dahwan, 2020); however, during the pandemic, these arguments have been rigoursly tested, with a breadth of new literature evidencing the lived experience of the  phenonema of online, remote learning, in line with the arguments for its benefits, has been considerably challenging (Dhaw (Habib, 2018)an, 2020; Flynn and Noonan, 2021; Zalati, et al., 2021). Yet, in the midst of highlighting the lived experiences of online remote learning, it appears that there is an unequal repersentation (Flynn and Noonan, 2021), with learner’s experiences outweighing higher education teachers experiences; therefore warrenting further exploration to provide an hollistic view of experiencing of online, remote learning. During this portion of the introduction, it was evidenced that despite online, remote learning being advocated, learners expereinces were sub-optimal and that teachers expereinces were unequally repersented within the literature. 

Aims and Objectives 
[bookmark: _Toc98802776]Among the various phenonema associated with online remote learning, this phenemonological examaniation places an emphasis on illuminating  online remote learning  experiences during Covid-19 by both HE learners and teachers alike. To address the gap literature (please see Noonan and Flynn, 2021), this study will utilise phenonemology and thematic analysis to explore whether the lived experiences of HE learners and teachers share commonalities or divergences, which in turn, can be highlighted within the study’s following aims and objectives: 
The aim of this study is as follows: 

· To explore HE learners and teachers experiences of online remote learning to determine whether or not online remote learning can be a suitable alternative for future teaching ang learning within HE. 

To meet the research aim, the study will abide by the following objectives:

· Explore HE learners and teachers’ experiences of online remote learning through semi-structured interviews. 
· Through a literature review, explore and report the role of online remote learning within HE and the positives and negatives it has upon learning and teaching. 
· Identify and explore key themes derived from HE learners’ and teachers’ experiences. 

Chapter Summary
[bookmark: _Toc98802777]In this introductory chapter, I firstly began by discussing the emergence and prevalence of the Covid-19 Pandemic and the implications which it has had upon facets of human life and the education sector. Secondly, the introduction swiftly transitioned to how the education sector adapted to the pandemic by adopting ICT to mitigate the fears and anxieties presented by the pandemic. Expanding on panacea of the pandemic, the exploration of how education previously implemented ICT was visited through the provision of definitions of the most prominent pedagogies utilised to provide clarity of existing terms. Thirdly, the pandemic and its panacea were discussed within the context of higher education (Universities), which highlighted the problems and challenges of the transition to online remote learning. And, Fourthly, the chapter concluded by outlining the intent of this study by demonstrating its aims and objectives. 
Chapter Two: Literature Review 
[bookmark: _Toc45110162]
Introduction 
[bookmark: _Toc98802778]Having described the development of Covid-19, compensation measures, the implementation of ICT within education and how the pandemic has impacted higher education and its learners and teachers in Chapter One, this chapter will examine literature concerning online remote learning by writers and researchers to date. Before the examination of literature, this chapter will firstly pay attention to the literature search strategy, which comprises of data sources relevance, terminology and date parameters. Subsequently, this chapter will transition to the examination of pertinent, identified themes associated to online learning before concluding with a summarisation of the literature. 

Literature Search Strategy 
[bookmark: _Toc98802779]According to Booth, Sutton and Papaioannou (2016) a literature search is designed to support the identification of relevant information concerning a research topic. Whilst the initial process of conducting research may appear overwhelming due to the proliferation of accessible information, a literature search strategy allows one to filter information by setting parameters and inclusion and exclusion criteria to retrieve the most relevant and up to date information (Phelps, Fisher and Ellis, 2007); therefore, in an effort to be inclusive as possible, the range of literture concerning this research will pay particular attention to a wide array of persepctives inherent in online remote learning and experinences. In doing so, this paper adopted a systematic appraoch to generate an understanding of the field through the presentation of themes which have been identifed based on relevance (Aveyard, 2014). 
[bookmark: _Toc98802780]Supplement to this, publications considerd for this study came from a variety of sources which can be categorized as: emperical research containing collection of new data;  and non-emperical research, which consisted of newspapers, magazine articles and governmental reports. Furthermore, as indicated in Chapter One, the intial searches resulted in the identification of an array of termononology associated with online remote learning; thus, to demonstrate reflexivity of the diversity of termonology, the searchers incorporated a variety of keywords and a combination of the following terms: online distance learning, online  remote learning, online remote teaching, distnace teaching, experineces, phenemonology and pandemic. Upon the identification of literature, the author employed and consulted the Critical Appraisal Skills Programme (2006) to assess the literature’s validity and appropriatness.

Online Learning Engagement 
[bookmark: _Toc98802781]Learner engagement continues to be a prevalent buzzword within higher education, thus generating continued debates evidencing engagement as a considerable component within the learning process, with research indicating that learner engagement is intrinsically associated with greater learning outcomes (Krause and Coates, 2008). Whilst authors such as Trowler and Trowler (2010) assert that the value of engagement should not be challenged, the sudden transition to digital pedagogies (online remote learning) has warranted further examination due to recent studies indicating that online remote learning has contributed towards learner dissatisfaction and disengagement (Heo et al., 2021). This disengagement can be argued to be a result of a lack of interest of motivation to utilise digital technology, as both factors have been noted to be interrelated issues with learning engagement (Reeve, 2012). Furthermore, with numerous commentators including Lederman (2020) articulating the correlation between low attainment in online remote learning environments, these concerns have not been considerably recognised nor acknowledge as a prevalent issue prior the pandemic. 
[bookmark: _Toc98802782]
Yet, this perceived ignorance to learning engagement and outcomes in online environments may perhaps have repercussions as effective online learning is intrinsically dependant on learners’ engagement (Conrad and Donaldson, 2004). Furthermore, when attempting to consider the context of how teachers can promote and maintain engagement within online remote learning environments, literature concerning online environments, prior the pandemic, has appears to be minimal, in addition to the inconsistencies of conceptualizations of learner engagement. To illustrate this, the following paragraph with highlight these points before exploring the literature concerning engagement with online remote learning. 
[bookmark: _Toc98802783]
Prior the pandemic era, commentators concerned with learner engagement have put forth numerous definitions (Skinner and Belmont, 1993; Robinson and Hullinger, 2008; Dixson, 2010). Whilst the premise of learner engagement refers to learners using their cognitive capacity to actively interact with their learning (Reschly et al., 2020), Robinson and Hullinger (2008) provides a blanket cover example by positing that learner engagment repersents a longevity degree of involvement. Supplement to this, Russell, Ainsley and Fryndenberg (2005) exploration concluded that learner engagment invloves a combination of involvment and connection with activities. These defintions contribute towards describing the characteristics of the process, but fail to capture and reflect the complexity and multidimensionality of the living experiences of engagement. 
[bookmark: _Toc98802784]
As previously noted, online learning engagement prior the Covid-19 pandemic can be argued to not have received its fair share of attention, particularly in the context of higher education. From which, it is evident that the limited published research on learner engagement of online remote learning has considerably selected a quantitative approach to present the dimensions through statistical measures (Dahalan, et al., 2012; Boston, Ice and Gibson, 2011; Chen, Lambert and Guidry, 2010; Robinson and Hullinger, 2008). For example, Boston, Ice and Gibson’s (2011) quantitative study examined the factors which contributed to the rentention rate of their sample who engaged in online remote learning (university students n=20,569). The study evaluated participants learning outcomes and progression onto subsequent course to quantify whether experiences of online remote learning contributed to their rentation rate. From their findings, 74% of students dissenrolled; yet, due to their satistical presentation, it was unclear why students disengaged. 
[bookmark: _Toc98802785]
In additon to the above study, another quantitative study conducted by Dahalan, et al (2012) explored student engagment in online remote learning environments within a Malaysian University. Whilst their sample size was considered smaller (n=500), the authors provided all participants with a questionaires, the authors receievd 205 completed verisons (n= 205 (41%)), thus reducing it generalizability  (Kluge et al., 2018). With that said, through factor analysis, it was argued that learning is a social process which is underpinned by one’s attitudes (Dahalan et al, 2012). 
[bookmark: _Toc98802786]
From the above mentioned studies, one would question and argue the appropriateness of their methodological postion. For example, by design, quantitative methodology provides a narrow focus point with the sole aim to measure an outcome. As previous research concerns itself with identifying factors concerning engagement, quantitaive methods do not repersent experiences (Shah et al., 2021); thus, the studies do not address the experience element of engagement. But, despite their being a quantitaive tendancy, Clanidinin and Connelly (2000) asserts that when one attempts to quantify experience, one loses richness and appreciation of the process. 
[bookmark: _Toc98802787]
Despite previous quantitative tendancies, there is a apparent paradigm shift towards qualitative methodologies (phenomonology) to examine the phenomena of the experiences of  enagement within online remote learning environments during the pandemic. One of the strengths of quanitative methodology or phenemonology is that directly hones on ascertaining an subjective insight to an experience through the eyes of the individual (Merriam and Grenier, 2019). Although one of the main draw backs of qualitative methodology is its subjectiveness and personalistic design, thus no experience or answer can be the same  (Flick, 2009; Stake, 2010; Patten and Newhart, 2018); therefore studies investigating the nuance of online remote learning engagment have employed this approach to present accounts of what it is like to live the experience (Symeonides and Childs, 2015; Selvanathan et al., 2020; Ferri, et al., 2020; Alwahaishi and Al-Mohair, 2020; Domina et al., 2021; Purwadi, et al., 2021). 
Prior research suggests that learner engagement comprises of three dimensions: behaviour, emotion and cogntivie engagment (Fredricks et al., 2016), which agruably provides context in the living experience. A interpretive phenomenlogical study conducted by Symeonides and Childs (2015) utilsied semi-structured interviews and to investigate six learners expeirences of online remote learning. In line with Fredricks et al (2016) conceptualization of engagement, Symenonides and Childs (2015) reavled that all three components are interconnected as their participants described feelings of anxiety, which consequently hinder their ability to communiate, thus hindering them to engage within process of learning in the online learning environemnt. Another study by Rana (2021) also employed a interpretivtative Phenomenlogical methodology (IPM) on a focus group (n=23 paricipants) due to IPM being suitable analysing upto 25 participants (Trede and Higgs, 2009). Within their study, similar experiences were reported as mental health, inability to communicate or behaviour because of tecnological diffiuclties and the inability to cognitivley engage made the experiences undproductive. Drawing upon the similar experiences within these studies, it is evident that if one dimension of engagement within online leanring environemnts faulters, then the other two follow suit, resulting in learners disengaging, poor learning outcomes and the development of ill-health. 

Digital Divide Competencies and Literacy 

[bookmark: _Toc98802788]Nowadays, or commonly referred to as the ‘digital era or age’ (Selwyn and Facer, 2014; Redshaw, 2019), people are immersed within a vast array of digital technologies ranging from the internet to laptops and mobile phones. Whilst the advancement and diffusion of digital technologies show no sign of slowing down, the Covid-19 pandemic has accelerated the growth of digitalisation (José et al., 2021). The accelarated growth and dependancy of digital technology during the pandemic has further emphasised that there is a digital divide based upon one’s socioeconomic postion. According to Santos et al (2021) the pandemic has illustrated that those from a low-socioeconomical position are more likely to be excluded from accessing cruical services, including education, due to the lackof technological infrastructures (Internet and devices). As numerous countries around the globe, including the United Kingdom (UK), implemented social distancing measures, educational insitutions were required to transition to remote provision; however, there were resservations and concerns that this transition would disadvanatge individuals from low socioeconomical positions (van de Werforst, 2020). 

[bookmark: _Toc98802789]The term ‘digital divide’, first coined in the mid-1990s, was firstly introduced to loosely express the disparity of access to digital technology (namely, the internet); however, post-1990’s, the coined termed has received increased interest whereby academic and organizational commentators have alluded that the term should refer and reflect the the disparites between both access and competencies (Van Dijk, 2006; OCED, 2001; Norris, 2001). In addition to this, Hilbert (2011) further expresses that digital divide should also refer to the gap between those who benefit from the digital age and those who do not. Whilst the concept of digital divide is often applied within the field of education and social science to demonstrate access or lack of access,  other terms have been conflated with digital divide to illustrate the issue of having insufficent access to digital technology, including: (i) digital exclusion; and (ii) digital inequality; however, these terms including digital divide, according to Sanders (2020) are poorly defined. Despite the lack of consenus of terms and definitions,  this paper will adpot Van Dijk’s (2002) conceptualisation of digital divide, which comprises or presents four-levels: (i) physical access; (ii) digital skills; (iii) outcomes of access and digital skills; and (iiii) external parties and environments influence, to express the complexities of the digital divide. 



Physical Access 

[bookmark: _Toc98802790]As previously discussed, the concept of digital divide intrinsically refers to two groups of people: those who have and those who do not; thus, indicating a spectrum of inequality (Ragnedda, 2017). Although the World Bank indicate that since (Acılar, 2011) (Cambridge University , 2020) (Statista , 2021) (UK Parliment , 2021) 2018 the diffusion of the internet has reached heights of ninety-five percent within several countries (cited in van Deursen and van Dijk, 2019), the inequality of access to digital technology has been rigorously explored with research indicating that a number of demographic differences ( gender, age, ethnicity, education and socioeconomic position) play a significant role in accessing digital technology (Scheerder et al., 2017; van Deursen and Van Dijk, 2019; Gomez, 2019; Erickan and Grover, 2018; Adhikari, Mathrani and Scogings, 2016). 
[bookmark: _Toc98802791]
On a global scale, 45% of women engage with the internet and digital platforms compared to 51% of their male counterparts, which equates to 250 million difference (OCED, 2018). Erichan and Grover (2018) quantitative study examined gender and digital divide within twenty-one countries (within five different continents: Europe, Asia, North and South America, Oceania) further reports that females across all countries are greater exposed to the digital divide compared to males; yet their assertations appear to focus on competencies through enjoyment instead of accessibility. Their findings can be reflected within Cooper (2006, p.331) statement: “computers are toys for boys not for girls”. However, this statement, whilst playing on stereotypical assertations, holds superficial value as the association between gender and digital divide is deeper-rooted. For example, Mumporeze and Preiler (2017) conducted in-depth interviews to examine male and female’s utilization and accessibility of computers and discovered that women experience greater difficulty in accessing computers due to their household and childcare commitments. Whilst the study was conducted within a developing country (Rwanda), the subjective nature of the findings highlights a level of commonality but cannot be considered to be a true reflection as socio-economic position is a factor which is variable across countries, and indeed, the world. With that said, (Gray et al., 2017) investigation of digital divide within Latin-America present similar findings, indicating women are at a considerable disadvantage.  

Research has demonstrated that those from disadvantaged, impoverished or low socio-economic positions (LSP) are presented with limited or no opportunities to access digital technology (Clayton and Macdonald, 2013; Rogers, 1995). Whilst there is a universal consensus that SEP is a significant demographic factor, regardless of geography, studies appear to highlight the connection by predominantly focusing on developing countries (Antonio and Tuffley, 2014; Acliar, 2011); however, because of the pandemic and people’s dependence on digital technology, literature has directed its attention towards developed countries. For example, a report published in 2021 found that fifty-one percent of British individuals from a household earning between six to ten thousand pounds had insufficient access to digital technology compared to ninety-nine percent of those from households with earnings of forty thousand pounds (Local Government Association, 2021). Whilst the report does not specify the demographics (age, gender, ethnicity) of those within a household, the overarching theme indicates that income is the barrier to accessibility. Another report, produced by University of Cambridge (2020) titled “ Pay the Wi-Fi or feed the children: Coronavirus has  intensified the UKs digital divide”, expresses that poverty translates into “less chance(s) of being online”. Yet, Goedhart et al (2019) reported that the level of divide is decreasing, particularly in countries with welfare states, thus suggesting the pandemic has re-amplified the division.

One may wonder how does SEP and access to digital technology concern learners? The latter end of 2020 saw forty-one percent of the world’s adult population engaged in forms of tertiary education (Statista, 2021). Within the context of the UK, mature students [those above the age of 21 years old] made up thirty-seven percent [254,000] of the entire undergraduate entrants for the 2019-2020 academic year (UK Parliament). Whilst UK applicants, regardless of age, are provided governmental funds and loans which can equate up to nine thousand pounds per year; however, this is based upon household income, with those from financially deprived backgrounds typically receive the maximum provision. Whilst the available financial aid supported students to maintain their maintenance needs, students tend to work alongside to increase their income (Department for Business Innovation and Skills. , 2013). As a result of the pandemic, like many, those who were not able to work from home were left financially vulnerable. On top of this, students were required to isolate and continue with their studies. Whilst the more affluent were able to transition, a survey conducted by the Office for Students (2020) found that from their sample (1,416) fifty-six percent of students had insufficient to appropriate technology to continue with their studies. This deprivation of digital technology may cause students to regress. Taylor et al (2007) quantitative research measured the impact of learning with and without digital technology and concluded that the usage of digital technology improved learning engagement and outcome. Other similar studies also report similar findings, suggesting that access to digital technology within the digital era is vital within the learning process (Chandra and Lloyd, 2008). Despite both studies indicating the significance of access, the studies, however, appear to focus upon children demographic, which may appear to have no association, but it could be argued that education during covid, despite level and age, requires students to have access to progress to remove the likelihood of regression. 

Digital Competencies and Educational Attainment

Digital competence or literacy, which are terms used interchangeably, can be broadly defined as the skills, knowledge, creativity and attitudes which people need to engage with using digital devices and platforms (Kobayashi, 2008). According to Røkenes and Krumsvik (2014) digital competence can be typically understood as the ability to operate digital devices and software. In a similar vein, van Dijk’s (2006) categories digital competence as three broad categories: (i) operational skills, which refers to the action of using hardware (devices) and software (programs); (ii) information skills, which refers to the ability of demonstrating operational skills in the capacity of conducting searches; and (iii) strategic skills, which refers to the demonstration of both operational and information skills to meet desired outcomes. Nowadays, digital competence is at the forefront of policy makers and educators alike because of the nature of developing a sustainable future (Sà and Serpa, 2018); and therefore, has been asserted that digital competencies should be developed at all levels of education (Sà and Serpa, 2020).  
Digital competence has become a critical requirement for teaching and learning, particularly during the pandemic (UNESCO, 2021). Even before the pandemic and its challenges, studies have demonstrated a correlation between student digital competence and education attainment (Pagani et al., 2016), which has been further associated with digital usage and ownership (Junco, 2012; Schmitt and Wadsworth, 2006; Fairlie, 2005; Jackson et al., 2011). Whilst these group of studies report that digital instrument ownership and usage increases the development of competencies and positive education attainment, Kubey et al (2001) examined higher education learner’s exposure to digital technology and found that increased usage of digital technology, despite their competencies, have a negative effect on education attainment. 
Although learner’s digital competence is a considerable attribute of educational attainment, teachers’ digital competence has also been noted to further influence education outcomes. Previous studies have reported that digital competence within the teaching profession falls short and recommends that teachers require additional training and support in applying them within the teaching-learning process (OCED, 2014). Whilst there is an increased amount of expectations for teachers to incorporate digital technology within the teaching and learning process, literature examining teacher digital competence has predominately focused on compulsory school settings (primary and secondary). However, a growing amount of literature has been directed towards HE teachers, but competencies have taken a backseat as perceptions of digital technology usage has been at the forefront (Mercader and Carin, 2020; Espinosa and Porlán, 2013; Ruiz, 2016 cited in Fernández-Batanero et al., 2021). The studies cited shared similar findings of positive attitudes and perceptions towards utilising digital technology, a recent quantitative study by Meisher-Tai and Levenberg (2021) measured higher educational teacher’s emotions of the transition of online teaching by using a digital questionnaire. The study was conducted during the first three weeks because the authors wanted to gain a true representation of initially emotions and feelings of the transitions. The findings reported initial experiences of anxiety amongst their sample, but further report that positive emotions towards the transition were greater.
 It is apparent that teaching within the digital age requires digital competencies. Whilst literature report a consensus that access, and usage improves learner’s education attainment, exploration of HE teacher’s digital competencies and effect on education outcomes can be argued to be limited, but a growing amount of literature present that HE teachers’ attitudes and perceptions are overall positive; therefore, research needs to concentrate on examining HE teachers’ digital competencies during covid and the potential impact it may have upon learner’s educational attainment. 
External parties and environments influence

Concerns over the digital divide have often been directed towards the division between developing and developed countries (Kreps, et al., 2018). Yet, reccomendations provided by the OCED  (2022, p. 9) state that governments strategies need “… to sustainabily develop and support digital transformation”, indicating that all governments, despite of socio-economic status, have a resonsibility to bridge the digital divide. In support of this, previous commentators have argued that without interventions from governments, the digital divide will remain prevalent (Roycroft and Anantho, 2003; Chowdary, 2002, Mariscal, 2005). Although literature recognises and has established four components of digital divide (access, digital competencies, outcomes and external parties) (Van Dijk, 2006), governments previous persepctives of digital digital consisted of physical access, with previous policies intending to address the divide have often concentrated on physical access (Van Dijk, 2020); however, the landscape of the digital divide presents considerable inequalities beyound access but how digital competencies can influence outcomes in respect to benefiting within a digital world (Atkinson, Black and Curtis, 2008; Casado-Munoz, Lezcano and Rodriguez-Condo, 2015). 
At the 70th session of the Untitled Nations General Assembly, world leaders adopted the UNESCO Sustainable Development Goals (SDGs) to promote sustainable and universal development for populations in twelve areas concerning quality of education, poverty and inequalities (UNESCO, 2021). As the digital divide has evidenced inequalities concerning demographics such as socioeconomic position, gender and age, policymakers have received increased responsibility in addressing these inequalities. To meet the agreed development goals, governments across the world have recognised that digital technology can be utilised to meet the SDGs and have created digital strategies. For example, in 2017 the UK government created the UK digital strategy aimed to improve several areas including digital access and competencies (Department for Digital, Culture, Media and Sport, 2017). The document pledges to ensure that digital exclusion or divide remains in the past by tackling the root causes of the divide including: (i) access; (ii) skills; (iii) confidence; and (iiii) motivation. Within the education sector, the strategy has influenced national curriculum changes by being the first country to introduce the teachings of coding at primary and secondary schools (Department for Digital, Culture, Media and Sport, 2017). Whilst the strategy undertakes a ‘from the ground-up’ approach, the UK government have also recognised that lifelong learning and HE education needs to be included in this process by securing funds of twenty-million pounds to improve digital skills provisions (Department for Digital, Culture, Media and Sport, 2017); however, the policy skims over the concerns of digital device accessibility. Although providing access within public places such as education settings exposes children to technology, a growing number of empirical studies highlight that the home learning environment is a predictor of academic and development outcomes (Rose et al., 2018; Tamis-LeMonda et al., 2019). 
Due to the impact of Covid-19, many countries had to revisit their current provisions and strategies to meet the address the increasing digital divide and associated inequalities. For example, the Welsh Government (2021) have introduced their digital strategy for Wales in light of the inequalities experienced by certain demographics, which supports their ‘Prosperous for All Wales’ action plan, to improve the quality of life of their citizens. Despite governments introducing new strategies and policies to address the divide, research examining the digital divide has been unequal. For example, research examining inequalities during the pandemic has been unequal. For instance, an integrative literature review by Aissaoui (2021) report that a significant proportion of research have concentrated on digital competencies and fail to explore other dimensions of digital divide, including governmental interventions, and calls for digital divide research to be holistic and all-encompassing; therefore, the limited or lack of research concerning the macro interventions requires to be further explored to question or ascertain whether current strategies or provisions are having a positive or negative impact. 







Teachers and Workload and Wellbeing 
[bookmark: _Toc98802792]The term wellbeing is a complex phenomenon which has several accepted definitions. However, in exploring teacher’s wellbeing, this paper will adopt the World Health Organization’s (1948) definition of wellbeing: 
[bookmark: _Toc98802793]“…a state of complete physical, mental and social well-being and not merely the absence of disease or infirmity”

[bookmark: _Toc98802794]From WHO’s definition, it appears that wellbeing encompasses a range of components that are influenced by a range of factors in an individual’s life, which can either contribute towards the fulfilment of a positive or negative state of being (Burns, et al., 2020). For many adults, work commitments and responsibilties are signficant factors within their lives and can often imapct wellbeing (Siegrist and Wahrendorf, 2016); for example, research has previously established that teachers are more succeptible and at increased risk of experiencing ill-wellbeing in comparions to other professions (Hariding et al., 2019; Kidger et al., 2016), resulting in the teaching profession being synomunous with ‘high stress’ (Benade, 2017;Chirico et al., 2020; Geving, 2007; Aloe et al., 2014), which can be defined as a harmful reaction to pressures and demands within the work environment Health and Safety Executive, 2021) or the experience of unpleasanrt emtoions including anxiety, depression, tension, frustration and anger (Kyriacou, 2001); burnout (Lawrence et al., 2019), which can be conceptualised as a prolonged experience of physical, mental and emotional exhaustion (Schaufeli and Greenglass, 2001; Thomas, et al., 2021). 

Pre-pandemic research has already established that teachers are more likely to experience poor wellbeing and health (Education Support 2020), with occupation workload pressures including long-hours, administraive resonsibilities, lesson planning, marking and educational outcomes being considerable stressors and catalyst of ill-wellbeing  (McCallum, Price and Graham, 2017; Paterson and Grantham, 2016), which according to Ingersoll and May (2012) are some of the reasons for the decline of teacher’s reamining wihtin the profession. A small but growing sample of qualiatative research regarding workload reports that there is a trend of teacher’s being dissatisfied with their workload (Lamb and Yan, 2011; Perryman and Calvert, 2019), with working hours, increased planning and marking being areas of incresed experiences of dissatisfcation (Bradberry et al., 2015; Ofsted, 2019; Saitis and Saiti, 2018; Kim et al., 2021). 

Concerns of ill-wllbeing and experiences of workload dissatisfacton have intensified during the pandemic as workload pressures and demands of teachers have increased. For example, a longitudinal study by Kim et al (2021) explored teacher’s wellbeing and mental health through four semi-structured interviews over a month period and found that their workload has increased signifcantly increased over time; however, amongst the 71 participants, perceieved worklaod varied with some teachers reporting a drastic increase where others report a slight increase. Although teachers appear to work unsually long hours (Kodz et al., 2003), Walker et al (2020) report that the covid period has saw a 11.5 hour decress in teaching hours (from 45.8 hours to 34.4 hours); yet, a quantiattive study by Lizana and Vega-Fernandez (2021) examined 365 teachers online remote teaching workload and hours and discovered that 78.7% of teacher’s worked more hours during the pandemic, which utilimately contributed towards a decrease of qulaity of life , mental health conditions and stress. 
(Lizana & Vega-Fernadez, 2021); Therefore demonstrating that whilst experiences are subjective, there was a consensus that the increase of hours, particualry working in online environments are signifcant contributors towards developing ill-health and wellbeing, 

Similar to stress and workload, teachers within higher education are met with similar challenges to compulsory education teaching with performance and meeting goals, deadlines, extra curricular activities are all indicators of increased levels of stress (Telles, et al., 2020). Regardless of the sector, research has concentrated its attention to burnout, with several commentators agreeing burnout within teaching is an occupational hazard in terms of ill- health, ill-mental health and job satisfcation (Hakanen et al., 2006;  Schonfeld and Bianchi, 2016; Klassen et al., 2010). Whilst the experience of burnout amongst teachers is not a new topic of disucssion, in times of change (Covid-19) burnout has become a ‘hot topic’ for many commentators as they have directed their attention towards examining whether swtich from traditional to online, remote environments is another contributing factor towards the development of burnout (Chen et al., 2020; Sokal et al., 2020; Daumiller et al., 2021). Although the studies indicate that the transition to online remote environment has increased workload leading towards the development of burnout, research concentrating on this area is still well under-developed and explore as most of the literature regarding burnout has paid attention towards pre-covid times; therefore suggesting that whilst burnout is apparent, it is still inconclusive whether online remote teaching is an additional contributing factor or whether it just encompasses similar experiences of how teachers would typically develop burnout. 
McCallum F, Price D, Graham A. Teacher wellbeing: A review of the literature. 
Sydney, NSW: The Association of Independent Schools of NSW Ltd




Learners Wellbeing 
[bookmark: _Toc98802795]
[bookmark: _Toc98802796]Although wellbeing is considered to be an intricate balance of physical, social and emotional states, Flinchbaugh et al (2012) simply refers to wellbeing in the learning context as the reduction of stress. In a similar vein to teachers, learner’s wellbeing and workload was also a common concern within the literature. According to Poots and Cassidy (2020) pre-pandemic levels of well-being amongst higher education learners appeared troublesome; for example, within the context of the UK, individuals engaging in undergraduate studies were reported to have lower levels of wellbeing compared to the general population (Higher Education Policy Insitute, 2019). Although the levels amongst learners were undoubtedly a concern for educators, scholars and policy makers alike, learner’s prior 2020 did not have to contend with isolation, quarantine and working from home. However, as online remote learning encompasses experiences of distance, it remains to be advocated as research indicates that online remote learning provides greater flexibility and autonomy (Dhawan, 2020). Whilst the advnatages of online learning places the emphasis on students to engage when and wherever they want, the heightened experiences of quarentine and isolation have increased prevalance rates of mental health conditions such as anxiety and depression (Ahmed et al., 2020; Wang et al., 2020; Sonderskov, Dinesen et al., 2020), which according to L'Abate (2012) makes learning increasingly difficult. 
[bookmark: _Toc98802797]Learner’s wellbeing and workload are synomynous with one another. Studies conducted throughout the pandemic that increased workload being a signifcant contributing factor towards developing enhanced experiences of stress ( Van de Velde et al., 2020). 
[bookmark: _Toc98802798]Although online remote learning referes to a degree of distancing, the pandemic forced individuals into a state of isolation through quarentine measures. The act of quarentine has reported increased experiences of lonliness (Groarke et al., 2020; which has been determined to be a factor towards the development of anxiety and depression (Matthews, et al., 2016); for example, Loades et al (2020) systematic review concluded that lonliness and wellbeing are closely related, aprticualry with the demographics of adolecents. Further to Loades et al’s (2020) review, additonal research  indicates that isolation impacts the learning processes (Berge and Collins, 1995). Despite this connection, research appears to be weak when investigating learners wellbeing in remote learning environemnt; for instance, a considerable portion of literature investiagtes wellbeing of learners within within physical learning environments, whilst evidence indicates that, even prior the pandemic, online remote learning was a choice for many individuals (Barr, 2014); thus warrenting greater emperical research to ascertain whether, just like teachers, online remote learning is an additional factor which contributes twoard ill-wellbeing or wehther it encompassess already established indicators. 







[bookmark: _Toc45110170]
[bookmark: _Toc98802799]Chapter Three: Methodology and Methods 
[bookmark: _Toc45110171]
Introduction

Having conducted a review of the literature of online remote learning in the previous chapter, this chapter will focus on discussing the chosen research methodology of phenomenology, the methods used to collect data and participant’s sample. In addition, this chapter will further include an explanation of the study’s pertinence by providing an overview of the study’s context and provide an examination of the importance of ethical approval.  Prior the discussion and justification of the methodology and methods, this chapter will begin by restating the research aim and objectives. 

Research Question and Aims and Objectives

To answer the research question: Can online, remote learning be the way forward for Higher Educational institutions? This research will abide by the following aim: 
· To explore HE learners and teachers experiences of online remote learning to determine whether or not online remote learning can be a suitable alternative for future teaching and learning within HE. 
In turn, the study will abide by the following objectives: 
· Explore HE learners and teachers’ experiences of online remote learning through semi-structured interviews. 
· Through a literature review, explore and report the role of online remote learning within HE and the positives and negatives it has upon learning and teaching. 
· Identify and explore key themes derived from HE learners’ and teachers’ experiences. 

[bookmark: _Toc45110172]Context of Study
[bookmark: _Toc98802800]
[bookmark: _Toc98802801]The context of this study has derived from the emergence of Covid-19 pandemic and its impact upon Higher Education Institutions, teachers, and learners. As the subheading indicates, this section will provide a brief overview or shell of the research. As previously indicated, this study will be conducted within a HE institution in the United Kingdom (Wales) and focus on including participants consisting of teachers and learners who have or continue to engage in online remote learning during this current pandemic. 
[bookmark: _ftn1]
[bookmark: _Toc45110173]Methodology, research paradigm and design 

The word ‘research’, taken for face value, can be considered as the act of investigating an area of particular interest (Ross, 2012). Yet, however simplistic this may sound, the process which associates itself to the word has a degree of complexity and should not be underestimated. Firstly, research has been described as a logical, systematic and objective process for acquiring new information which can be utilised to develop remedies for social problems (Thomas, 2021; Pellissier, 2007). Similary, Pervez and Kjell (2005) describes research as a process of rules and procedures which assists in identifying and solving problems. Yet, like solving any problem, one must lay appropriate foundations (methaphorically speaking). Gilbert (2008) refers to this as ‘research design’, which according to Cresswell (2010) should be a researcher’s priority as they should pay full consideration of their research paradigm or one’s methodological positon. In a similar vein, Lan (2002) explains that research methodology [or methodological postion] is a critical component in achieving a successful outcome. 
Cresswell (2010) prescribes researchers to intially consider their methodological positon. Although, choosing a methodlogical position is often a challenging experience as researchers may find themselves in a ‘methodological conundrum’ after formulating their initial research question. For instance, Groenewald (2004) notes that researchers are frequently overwhelmed by the plethora of methodologies, thus making the process of selecting an appropriate design increasingly difficult. Furthermore, under the ‘methodological umbrella’ lies philosophical paradigms: positivism, post-positivism, constructivism and interpretivism (Guba, and Lincoln, 1994; Harreveld et al., 2016) and their dimensions: ontology, epistemology and axiology (Orilikowski and Baroudi, 1991), which requires great reflexivity in order to construct an appropriate methodological position; therefore, the illustrate the process of determining a suitable methodology and research, this section of the paper will explore the research paradigm and subdomains (namely interpretivism and phenomenology), and methodologies (quantitative and qualitative) used within the social science to establish a justification of the authors paradigmatic and methodological position. 

Research Paradigm

To begin, it is important to note that the consideration of one’s paradigmatic assumptions are fundamental within the initial research process because one’s world view of knowledge and existence may pose significant implications for how research will be conducted (Jones, Torres, and Arminio, 2014).  Research paradigm is a method of articulating one’s world view through informed philosophical assumptions, which are typically referred to as ontology [ what do we believe about reality], epistemology [how do we know what we know] and axiology [what we believe to be ethically right, correct or true] (Patton, 2002). This philosophical foundation or framework is a declaration of how one views knowledge and guides one through the process from question to conclusion (Crotty, 1998). In reaffirming what do we believe about reality, Creswell (2003) describes the paradigm (ontology, epsitemonology, methodology and axiology) as a linear process whereby the researchers should firstly claim what they know (knowledge); how they arrived at that conclusion; how they intend to investigate the study; and whether or not the methods used to retrieve the information are appropriate or inappropriate. To provide a further insight into these paradigms, the subsequent paragraphs will briefly discuss ontology, epistemology, methodology and axiology. 

Ontology
[bookmark: _Toc98802802]
The term ontology concerns itself with establishing the nature and structure of reality or simply ‘what is’ (Crotty, 1998). In further works by Snape and Spencer (2003), the purpose of ontology may extend to further identifying and establishing what is possible to know about the world. Within parameters of research, ontology is a philosophical theory often used to explore that nature of being, thus primarily dealing with structures of the world and the meaning behind existing. In other words, as put forth by Marsh and Furlong (2010, p.185): “is there a real word out there that is independent of our knowledge”.  Yet, in determning whether there is a ‘real world’ idependant from our knolwedge, may perhaps be difficult as establishing this relies upon considerable reflecivity, in other words, relying upon one’s world view; for example, Rhicards (2003) asserts that onotlogy is heaviley dependant on one’s developed assumptions about what exisits and what is reality. Therefore, in demonstrating what one believes, knows or can further know about the  reality is dependant on shared conceptualisations or consenus  (O ̈hgren, 2007). 

Epistemology 

[bookmark: _Toc98802803]In general terms, epistemology repersents  theory and knolwedge and embodies the assumptions of “how do know what we know” (Marsh and Furlong, 2010, p.185; Richards, 2003); therefore, to provide confirmation or solidify our understanding, one must situate themsleves within the world. In occurance with this judgement, Crotty (1998) posits that epistemonolgy is an action or method of peering into the world to attempt to make sense of it through challenging the legitmancy of exisiting knolwedge. This asserttion of reaffriming the legitmacy of knwoledge, according to Bryman (2008)  should focus on questioning whether the exisiting knolwdge is or should be acceptable. To assess the legitimacy of knowledge, Crotty (1998) explains that the confirmation of knowledge can consists of three forms (i) objectivism; (ii) objectivism; and (ii) subjectivism. Firstly, objectivism refers to solidifying and disseminate ‘what we know’ through concrete objective and measurable criteria of evaluation to remove ambiguity or uncertainty of information. Secondly, constructivism asserts that knowledge and one’s understanding is driven or ‘constructed’ through one’s own experiences (Honebein. 1996), thus depicting that one must undergo an experience to gain knowledge and understanding, or as Kalender (2007) explains, a person discovers knowledge through the act of doing. Lastly, in opposition to objectivism and in line with constructivism, interpretivism argues that there are multiple alternatives to assessing ‘what we know’ such as relying on interpreting multiple perceptions and truths to construct sense and consensus. Hence, to assess ‘how do we know what we know’ through the lenses of interpretivism, one must undergo an experience (constructivism) to ‘construct’ knowledge and understanding, which is subsequently reflected, which according to Ormston et al (2014) is the act of interpreting or forming understanding of what has occurred.  







Axiology
[bookmark: _Toc98802804]Axiology is the philosophical component of the research paradigm which concerns itself with quality or value (Heron and Reason, 1997). Whilst value is inherently a subjective measurement based upon one’s perceived consideration of ‘what is good’ (Lobo, 1974), axiology further branches out to ethics, an evaluation of human conduct (Drummond and Campling, 1996). Within research, the value of data-gathered is only as valubale as the methods and behaviours exhibited within during the collection process. As  Gallin and Ognibene, 2012) presrcibes, a researcher needs to appropriatley conduct themseveles by making informed decision to improve the validity of research; therefore, placing an emphasis on one’s ability to differinate and determine ‘what is good or what is right, or what is bad or wrong’. 

Research Design

Research planning of intended processes has been noted to be central to any successful research endeavour (Kivilu, 2003). This planning according to Kivilu (2003) should be undertaken during the construction of the research design. Research design can be defined as utilising procedures for gathering, analysing, interpreting, and reporting information accurately (Creswell and Plano-Clark, 2011). Furthermore, research design can be considered to be a ‘blueprint’ for conductcting research as it encompassess actions that drives the researcher to address the research question and aim and objectives which results in successful research endeavour (Scullion and Guest, 2007); thus without a research design, research has the potential to become invalidated and innacurate (Ross, 2012). Before a research design can be implemented, Cresswell (1994) and Mason (1996) recommends that the birth of a research should stem from the identification of a subject, problem or area of concern in addition to exploration of the research paradigm to establish a hollistic insight to what, how and why they are researching. Upon adressing the research paradigm, the research may begin to select a research design based on their research paradigm relexivity. 
According to Robson (2002), research design consists of three categories: explanatory, exploratory and descriptive. From Robson’s (2002) research design classifications, it is apparent that the selection of either design requires the researcher to identify the intended purpose of the research as each classification is designed to perform differently; for example, explanatory research is typically conducted when a particular problem, subject or area of interest is unexplored or superficially explored. Whilst explanatory research is not designed to provide conclusive evidence, it contributes towards developing a depth of understanding by concentrating on attaining explanations of a particular experience (Walsh and Wigens, 2003). In acquiring these explanations, Grey (2014) explains that research questions need to address ‘how and why’ to establish a greater degree of understanding which informs the research determine how and why things happen.  This differs from the other two designs as it transitions away from identifying the unknown and illustrating an account of a particular scenario.

The second classification, exploratory research, embodies the act of ‘exploration’ or navigating the unknown. According to Stebbings (2011, p.2) the act of exploration occurs frequently within numerous domains but seems to escape recognition for its importance of discovering “…what is missing” within the social science community. This is further reflected from works by Blumer (1969) who expresses that the idea of exploration is briefly mentioned or even at all (cited by Stebbings, 2011). Whilst the term exploration appears to receive honourable mentions within the social sciences (Stebbings, 2011), exploratory research is frequently conducted to establish the ‘what is missing’ to address identified social problems. This assertion, within the context of exploratory research design, indicates that this design should be employed when not enough is known about a particular phenomenon (Suanders et al., 2009). To generate a degree of understanding, a researcher’s intent should be holistic, Wood and Brink (1998) explains, a researcher should ‘explore’ the whole phenomena or lived experiences of populations of interests and its variables to develop new insights. Whilst developing new insights and new understandings may lead to potential solutions, the exploratory research design is fundamentally concerned with navigating the researcher through the act of exploring where little or no research has been conducted, which according to Kaur (2018) could conclude with the provision of foundational questions for further research to answer. 
The third, and final research design proposed by Robson (2002) is descriptive research. According to Dulock (1993, p.154) many commentators have defined and describe descriptive research and its purpose extensively which has conjured up numerous descriptions such as “… to describe systematically and accurately the facts and characteristics of a given population” and “…. to portray the characteristics of persons, situations, or groups and the frequency with which certain phenomenon occur… to answer questions based on the ongoing events of the present”. From these descriptions, it is apparent that descriptive research concentrates on providing a holistic picture of an event and the correlation of things which occur within the experience (Blumberg, et al., 2005); or, as Fox and Bayat (2007, p.45 ) explains, descriptive research uses systematic processes of data collection to cast a light on current issues in its entirety. The benefit of descriptive research has been its ability to provide detailed accounts of an experience from population and individual perspectives, thus suiting several disciplines including education, psychology and the social sciences (Nassaji, 2015). Another justification for descriptive research being employed within educational and social science research is its ability to effectively analyse non-quantified subjects, thus allowing a researcher to collect descriptive data of a phenomenon, which can be significantly less time consuming (Monsen and Van Horn, 2007; Jackson, 2016). On the other hand, descriptive research has been criticised for its subjectiveness and its inability to establish reasons for the occurrence of the event (Punch, 2005). 

Based upon to exploration of explanatory, exploratory and descriptive research design, it could be argued that the intentions of this research may encompass elements of all three designs; for example, as the research aim (see p.19) states the intentions include the ‘exploration’ of experiences, the author envisages that to fully grasp a greater understanding of the phenomena, the research needs to provide descriptions and explanations of the experiences through the eyes of individuals directly involved with the phenomena to subsequently identify ‘what is missing’ to determine whether the descriptions and explanations conjure new insightful information which may be pertinent to ascertain whether online, remote learning can be the way forward for higher education institutions. 

Yet, within the process of conducting research, the research has typically a choice of two methodologies: quantitative and qualitative (Ahmad et al., 2019; Oflazoglu, 2017). But where the difficulties of selecting either quanitative or qualitative methodology lies in the burden of achieving a successful research outcome  (Delicathand Buckley, 2013). To demonstrate the process of the selection of methodology, this section will discuss the differences between existing methodologies to present a justification of the employed methodology for this study. 

Justification of methodology (Qualitative and Phenomenology)

The intentions of this study are intrinsically concerned with examining HE teachers and learners’ lived experiences and perceptions of online, remote learning during the Covid-19 pandemic. In order to ascertain the sample’s experiences of the phenomena, this study will adopt a qualitative methodological position as it is argued to be best suited for examining a phenomenon where variables are unknown (Cresswell, 2005). 
Unlike Quantitative research, qualitative research intrinsically concentrates on acquiring knowledge and understanding of a phenomenon through individuals lived experiences and world view (perspective) (Cresswell, 2002). According to Austin (2014) quantitative procedures and data are insufficient and inappropriate to capture the essence of people’s lived experiences, as they do not investigate the nuances of experiences but instead provides a blanket cover of how many have encountered the same experience/phenomenon. One of the many advantages of adopting qualitative methodology is that it affords the researcher liberty, scope and flexibility to explore specific area of interest or problem in great depth to highlight the multi-dimensionality of the phenomena experiences (Corker- Caulker, 2013; Castro and Carreiras, 2013). As such, qualitative methodologcial approach encompassess explanatory, exploraity and descriptive research designs (see page 23-24), as means to to explore the unknown of the phenomena; identifying new emerging themes [what is missing] (Stebbings, 2011); and to provide hollistic view of the phenomena through accounts of people who have emegred themsleves within the experiences (Blumberg, et al., 2005) through  methods such questions, descriptions and explanations (Cresswell, 2003); therefore, it could be concluded that adopting a qualitative methodological postion to address the researchers aim and objective is appropriate. 

Phenomology can be considered as an umbrella term referring to a theoretical perspective and method which directly concentrates of examining individuals expereinces instead of obtaining objective turth (Lee, 2020). Van Manen (1997) defines phenomonolgy as an exploration and examanition of lived expereinces to ascertain the true meanings of experiences. In a similar vein, Therani et al (2015) define phenomology as an endeavour to provide an hollistic picture of a phenemona through the exploration of persepctives and testiomonies of social actors lived experiences. A third definition provided by Newby (2010), simply articulates that phenomenology is the act of focusing on how people experience the world. Based upon these interpretations, phenomenology’s purpose could be articulated as the intention of clarifying and enlighting the nature of a specific phenomena through the eyes of individuals (Lester, 1999; Groenewald, 2004), thus positing that a researcher engaging with phenomenological research accepts that there are multiple truths; therefore, advocating that there is no singular objective truth, but only truth constructed through multiple experiences (Munhall and Boyd, 1993). In evidencing these truths, a phenomenologist (researcher) needs to collect and analyse the descriptions (audio statements) (Smith et al., 2009) from their sample’s lived experiences (Cresswell, 2007), where these can be transcribed and presented in a written format so they can give individuals experiences a voice. 
As phenomenology intrinsically concentrates on exploring experiences to derive meaning, determining the extent of what truths one wants to discover will depend on the phenomenological approach. Whilst Lee (2020) indicates that there are several conceptual and methodological differences within phenomenology to examine experiences, it is apparent that there are two phenomenological approaches utilised frequently within qualitative research. These are: descriptive phenomenology and interpretive or hermeneutic phenomenology. Descriptive phenomenology, developed by Edmund Husserl, fundamentally strives to provide descriptions of experiences instead of providing explanations of a particular phenomena (Husserl ,1970). The advantage of this approach lies in the idea that one can separate themselves from the phenomena, thus allowing one to concentrate on providing a pure, un-subjective account as there is minimal or no interpretation involved (Lester, 1999); whereas hermeneutic phenomenology claims that one cannot gain a true understanding of the phenomena if they are separated, due to lived experiences need to be based upon the relational existence (Hegger, 1962, cited in Lee, 2020). Due to this in-separation, hermeneutic phenomenology provides researchers liberty and scope to use one’s subjective view to interpret hidden messages within one’s lived experiences (Cohen and Omery, 1994). Yet, this approach may reduce generalizability of findings (Robinson, 2007) may invoke bias as Mayer and Kovary (2019) explain that a researcher needs to interpret lived experiences by drawing upon their own. 

[bookmark: _Toc45110174]For the purpose of this study, the author sides with descriptive phenomenology due to the research question lending itself to a qualitative methodology and descriptive research design. In pure phenomenological research (descriptive), it is crucial that the researcher captures the essence of the experience through describing how individuals feel, judge, perceive and comprehend the phenomena. To achieve this, it is imperative, as Patton (2002) exposes, data should be extracted not from second-hand experiences, but from direct lived experiences, therefore, this study will only consider those (teachers and learners) who have or continue to experience online, remote learning. In addition to this, the author further sides with descriptive phenomenology due to its ability to allows the researcher to remain objective, in terms of removing oneself from the equation or phenomena to provide enlightening and true representation or voice of those who lived the experience without interpretation (Lester, 1999); thus, allowing one to provide clarity of experiences through articulations of individuals reflections (Porter 1999); therefore, for this reason, interpretative phenomenology was deemed inappropriate as this research does not concentrate on finding hidden meanings of the experiences of online remote learning.

Purposive Sampling 

Data-collection, as put forth by Bernard (2002), is a fundamental component of research and should not be underestimated as the data retrieved ultimately should contribute towards developing a greater understanding of the topic at hand. Whilst generating a greater understanding requires a degree of analytical engagement (Galan, 2016), Bernard et al (1996) claim that even extensive analysis of data cannot make up the shortfall for ill collected data; therefore, implying that one needs to take careful consideration on whom the data needs to derive from. To emphasise these points, this section will provide a description and justification of the inclusion of purposive sample as a data collection method within this study. 
Much of the justification regarding the selection of sample is very much determined or underpinned by one’s methodological position. Regardless of whether one’s methodological position is being either quantitative or qualitative, sampling methods should be utilised to support and improve the validation of research (Morse and Niehaus, 2009). To ensure the validity of research is maintained, Taherdoost (2020) posists that a researcher needs to engage within a linear sample selection process, which conists of six steps: (1) Clearly Define Target Population; (2) Select Sample Frame; (3) Choosing Sample Technique; (4) Determine Sample Size; (5) Collect Data; and (6) Assess Response Rate. This linear process illustrates the stages of how sampling should be conducted to ensure the research question is addressed and to maintain validity. Although the process indicates that it must be conducted linearly, which in practice will be abided, discussions of each stage will not be discussed linearly but will be addressed within various sections of this chapter; ‘Population and Sample’ will address stages 1, 2, and 4; ‘Interviews and Justification for Semi-Structure’ will address stage 5 and 6. But firstly, stage 3 (Choosing Sample Technique) will be addressed in order to justify the study’s sampling method.
Within the Choosing [the] Sample Technique, Taherdoost (2020) highlights, in general terms, that sample techniques are divided into two categories: Probability or Random sample, and Non-Probability or Non-Random Sampling. Firstly, Probability sampling refers to the process of providing selection equity and equality , whereby individuals within an identified population have the same degree of selection outcome  (Pace, 2021). Whereas, Non-probability sampling relies upon one’s bias as it requires subjective judgements to determine a convienient or best repersentation from a certain population (Brink et al., 2000). As this paper is instrinsically concerned with aquiring subjective experiences from a particular population(s), it could be put forth that utilsing non-probability sampling is the most appropriate scheme to abide by. 
[bookmark: _Toc45110175]Evidence acquired from qualitative research, particularly phenomenological, presents an exploration of individuals perceptions and experiences of a specific phenomenon (Ames, Glenton and Lewin 2019). The act of obtaining specific, data-rich accounts requires the identification, selction and inclusion of key informants in the field of study (Suri, 2011). In addition to this, Cresswell (2007) further explains that individuals should be ‘purposfully’ or intentially selected based on their competencies to inform an understanding of the underlying phenomenon; therefore examining the the phenenomena in context (illustrated within the research title). As a result, this research will rely upon the utilzation of purposive sampling as the chosen sample technique to ‘purposefully’ select participants (HE teachers and learners) due to their competenices and expereinces of online, remote learning during the pandemic. 
Population and Sample  
[bookmark: _Toc98802805]
Population or sample size used within qualitative research have been noted to be frequently smaller in comparison to quantitative research (Dworkin, 2012). One of the reasons for smaller sample sizes is because qualitative research concentrates on gaining an in-depth understanding of experiences instead of providing generalizations (Dworkin, 2012). Whilst qualitative research has received criticism about its subjective nature, its sample size has also been debated, particularly concerning what makes an appropriate sample size. Although literature concerning qualitative research sample insufficiently address or provide justification of sample size, some authors have suggested a range of sample sizes comprising of five to fifty participants (Dworkin, 2012); however, there is not a standardised sample size framework for making qualitative research valid, thus making it open for interpretation. 
[bookmark: _Toc98802806]Taking into consideration the nature of the research’s intentions of exploring experiences of online remote learning, the population size has set some inclusion and exclusion criteria, such as: 
· [bookmark: _Toc98802807]Learner participants must have been enrolled on a program of study within HE from the 2019-2020 academic year or onwards
· [bookmark: _Toc98802808]Teacher participants must have engaged in online, remote teaching from the academic year 2019-2020. 
· [bookmark: _Toc98802809]Participants outside of the criteria parameters are not permitted to be included based on their limited experience. 
[bookmark: _Toc98802810]The study will also set a small sample size parameter of four participants which will consist of two learners and two teachers with the intention to provide equal representation.

[bookmark: _Toc45110176]Interview Formats and Justification for Semi-structured Interviews 
Interviews, described by Brinkmann (2008), are an interactional and conversational practice between interviewer and interviewee with the intrinsic purpose of knowledge acquisition; thus, making them a common format of data collection within the realm of qualitative research (Jamshed, 2014). Supplement to this, McGrath’s (2019) ‘Twelve tips for conducting qualiative interviews, argues that interviews are the prefered data-collection instrument due to its ability to lend itself to several methodological approaches; for example, as qualitative research methodology concerns its with examining experiences of prominent issues (Corbin, 2008; Cresswell, 2007), interviews are considerd to be an appropriate instrument as they can assist in the process of generating an indepth and extensive undertsanding of issues through indivividual interpretations of said experiences (Jamshed, 2019; Cresswell, 2007). 

Although qualitative interviews can be percieved to be conversational, Oakley (1998) alludes to interviews as a framework and  practice which incorporates standardisation, structure and scope where an researcher can guide the ‘converstaion’. In concurrance,  Mason (1994) also argues that interviews within research do not lack structure but can consist of three varied structures: structured, unstructured and semi structured. To provide context of the rationale and justification of  interviews, the following chapters will provide a brief explanation of the first two mentioned structures before providing a justification of this study’s selected interview structure (semi-structured). 
The first structure highlighted by Mason (1994) [structured interviews] can be considered the most stringent of the three structures. Structured interviews, or “closed- interviews” as described (Patel, 2005, p.124) comprises of a systematic line of pre-designed closed, direct questions which requires the respondants to provide answers within the immediatley and with parameters of the questions, which usually consist of ‘yes or no’ answers  (Hitchcock and Hughes, 2003) before transitioning to the subsequent questions and so on and so forth. This structure of interview is used predmominatley preferred and utilised when the researcher is concerned with extracting specific, detailed information (Hitchcock and Hughes, 2003); therefore it would not be an appropriate structure to abide by when conducting an exploration of one’s experiences of a phenomena. 

The second strcture, unstructured interviews,  can be described as a practice where the researcher enables and affords participants liberty to express themsleves with minimal constraints (Coribin and Morse, 2003). Whilst this may insinuate a ‘free for all’ conversation, Gary (2009) rightfully highlights that despite its converstaional nature, the unstructured interviews, at their least, are controlled conversations whereby the researcher will always have a tendancy to sway or redirect the ‘conversataion’ back towards their interests so they can collate pertinent information from the in-depth disucssions.  Klenke et al (2016) frame this process appropriatley by describing that unstructured interviews consist of open-ended questions which are organically dervived from the context of the conversation instead of being pretermined prior the start of the interview. 

Despite this structure providing a voice to individuals and minority groups (Reeves et al., 2015), this format of interviewing is heavily subjective and reduces generalizability. In illustarting this point, Polgar and Thomas (2020) articulate that unstructured interviews palce an emphasis on the researchers distillitations to be refined, which may result in smaller data sample and bias, thus affecting the validity of resutls, which consequently impedes scrunity. These issues have been previously associated to the interviews time consuming and extenstive nature (Klenke et al, 2016; Davey and Wells, 2006); therefore, whilst the benefit of potential rich data may appear appealing, the exhausting nature of this format may be unsuitable due to its potential errors.

While Brinkman (2008) explains that whilst there a numerous inteerview structures available, Bradford and Cullen (2012) state that semi-structured interviews are dominantly used within qualitative research because semi-structured interviews can be used to explore the meanings of reality from the perspective or experiences (Braun and Clarke, 2006), thus allowing a researcher to present subjective viewpoints (Flick, 2009). In extracting subjective data, semi-structured interviews comprise of a series of open-end ed questions concerning a topic of interest. According to Mathers et al (1998) the opened-ended questions or also referred to as a guided conversation provides opportunities for both interviewer and interviewee to converse in greater detail. Furthermore, in cases where questions are met with brief or limited answers, semi-structured interviews afford the research flexibility to probe by asking followed-up, unplanned questions to encourage the interviewee to expand upon initial responses (Mathers et al., 1998). Whilst all three interview structures are used within qualitative research, this research will utilise semi-structured interviews as a form of data collection due to its semi-rigid design and ability to explore experiences and perspectives of individuals who have direct experience of online remote learning. 

[bookmark: _Toc45110177]Interview Questions

[bookmark: _Toc98802811] As aforementioned, semi-structured interviews have been identified as the data-collection method most appropriate for this phenomenological research. As exploring individuals’ experiences of online, remote learning is at the heart of this study, the semi-structured interviews will include eight questions (four questions for each sample group [HE teachers and learners]) which have been designed to provide scope and freedom for individuals to express their experiences of online, remote learning. The questions can be viewed below: 


HE Teachers Questions: 
(1) What is like being a higher educational educator in remote, online learning environments? 
(2) What experiences/elements of online, remote learning influence your practice, teaching and delivery of education? 
(3) What are the differences between online remote learning and traditional pedagogies?
(4) What are the positives and negatives of online, remote learning?

HE Leaners Questions: 
(1) What is it like being a higher educational learner in remote, online learning environments during a pandemic? 
(2) What is like to experience engagement in online, remote learning environments? 
 (3) What experiences of online learning influence your feelings towards engagement?
(4) What are the positives and negatives of online, remote learning? 

[bookmark: _Toc45110178]Ethics
The term ethics, a sub-branch of axiology, concerns itself with the process of differentiation and determination of ‘what is appropriate and what is inappropriate’; thus, being the moral compass, which governs one’s behaviour. Within the context of research, this translates to doing what is morally and legally right. This is reflected within works by Merriam (1988), as she disseminates that the researchers’ values and morals should be upheld during the entire research from interaction and data-collection phase to the dissemination of acquired data; therefore, implying that in any research, a researcher fundamentally needs to solely accept the responsibilities of ensuring morals and guidelines of conduct are adopted and maintained. This intrinsically places the researcher under the metaphorical spotlight as they need to address potential ethical concerns that will arise during the process of conducting qualitative research. 

It may be illogical to comprehend that one may not encounter ethically challenging crossroads during research. Like most processes, one may encounter unplanned or unintended situations, however, this does not imply that one should not simply disregard the potentiality of concerns. According to Richards and Schwatz (2002) common ethical concerns comprise of the following: anonymity, confidentiality, and informed consent. In narrowing down the research context of research ethics, qualitative may include the aforementioned concerns but also pose increased ethical considerable consideration as the nature of qualitative, depending on methods and environment, can create a perceived ‘intimate’ environment and relationship which may impede in professional boundaries and integrity, including respect of privacy, honest and transparent transactions (Warusznski, 2002). In assuring that ethical concerns were addressed, the author’s considerations of ethics were reflected within the process of obtaining ethical approval by producing and submitting an ethic form to an ethics committee before conducting any empirical research (please refer to the ethical approval form within the Appendix section). 

[bookmark: _Toc45110179]


Reliability
[bookmark: _Toc98802812]The reliability, validity and transferability of qualitative research has been rigorously contested. Whilst a quantitative research approach typically takes a positivistic methodological position and holds the belief that there is only a singular truth, qualitative research challenges that assumption and acknowledges that there are multiple truths (Newby, 2014). In recognition of multiple truths, addressing reliability within the qualitative paradigm is paramount. Firstly, reliability is commonly synonymous with ‘testing’, which is a common element of quantitative research (Cohen, et al., 2007). Although testing refers to the process of ensuring accuracy of results, qualitative testimonies cannot be strictly tested; however, the origin of information and how it is reported can be; for example, reliability within the qualitative paradigm refers to the ecilitation of information (Tanveer, et al., 2008), thus placing an emphasis on the quality of testemonies, where they origniated and how they were reported. To ensure reliability, the author utilised purposeful sampling as a means to identify and select participants who have direct involvment or competencies regarding online remote learning to illustrate the nature of expereinces. In addition, the author further verbated each interview and used inductive coding to identify similar meanings or themes which were presented to each participant to ensure the coded information truly repersented their experiences. 
[bookmark: _Toc98802813]Similar to reliability, validity refers to 







Analysis 
Thematic analysis refers to the process of identifying commonalities, differences and patterns (themes) across collated data (Gibson and Brown, 2009). Within qualitative research, thematic analysis is a method which is considered to be resourceful in capturing meaning (Guest et al., 2012), particularly within qualitative and phenomenological research as themes or patterns derived from data sets help explain a exerpeince(s) of a pehenomena (Daly, Kellehear, and Gliksman, 1997). One of the advantages of thematic analysis is its flexible nature as it is an enabler for providing rich and in-depth accounts of data (Braun and Clarke, 2006). Yet, thematic analysis has been also subjected to criticism because it has been noted to be too flexible, descriptive, and labour intensive (Collins, 2015; Boyatzis, 1998; Carey and Asbury, 2016). Suplement to these criticisms, research bias has often been associated with the application of thematic analysis; for instance, Collins (2015) uses the term ‘selectivity’ as a reference to bias as a researcher may only select information which they may consider to be interesting or important. Another danger of engaging with thematic analysis according to Gibson and Brown (2009) is the possibility of devaluing, overgeneralizing, and hiding true meaning of data. However, Stake (2010) indicates that whist qualitative research is subjective in nature, in terms of no experience being the same, thematic analysis provides the freedom to identify commonalities for analysis to demonstrate similarities of experiences. 
According to Maguire and Delahunt (2017) there are several approaches to thematic design; For example, Braun and Clarke (2006) provides a six-step, linear framework which requires the researcher to complete each step being moving onto the next. However, the author opted for a hybrid approach by utilising deductive and inductive coding to analyse data from interviewed transcripts. Deductive coding or codes refer to prior development of codes before examining empirical data, whereas inductive coding or codes refers to the process of generating codes through the examination of collated data (Gibson and Brown, 2009). Through the utilisation of both codes, the author was able to examine patterns, differences and relationships of themes concerning online remote learning. 
[bookmark: _Toc45110181]Chapter Four: Results 
[bookmark: _Toc45110182]
Introduction
[bookmark: _Toc98802814]T
he following paragraphs will detail the information provided in response to each of the provided questions. In addition, the response provided went through an inductive coding to derive themes to demonstrate a holistic picture. The commented results as follows are not divided into HE learners’ and HE teachers but were combined to display potential commonalities and divergences from both perspectives. The content derived from participants responses from the above set of questions, depending on participants position, and were thermically analysed to create themes which reflects all participants experiences. 
[bookmark: _Toc45110183]
Profile of Participants
[bookmark: _Toc98802815]
The participants included within this study are currently academic members of staff and learners within a medium- sized university within the United Kingdom. The four participants were purposively included based upon their experiences of engaging with online, remote learning during the pandemic. Due to the nature of the subject area, all participants were provided a letter to represent them (A, B [educators] C, D [learners]) to maintain anonymity and confidentiality.  
Interview Questions: 
HE Teachers Questions. 
(1) What is like being a higher educational educator in remote, online learning environments? 
(2) What experiences/elements of online, remote learning influence your practice, teaching and delivery of education? 
(3) From your experience, what have been the differences between online remote teaching and traditional pedagogies?
(4) From your experience, what are the positives and negatives of online, remote teaching?

HE Leaners Questions: 
(1) What is it like being a higher educational learner in online, remote learning environments.
(2) What is like to experience engagement in online, remote learning environments? 
 (3) What experiences of online learning influence your feelings towards engagement?
(4) From your experience, what have been the positives and negatives of online learning?
Theme One: Flexibility and Convenience 

All responses from participants indicated that online remote learning, from both perspectives, provided flexibility and convenience.

Participant A commented: “So the first one is the flexibility angle of it… it also gives you a reach that you didn't have before in terms of people showing up your attendance you prep time you get into just get up in time to get yourself a coffee or switch your computer on as a as a teacher as well”

Participant B: “Well, the positives are it’s convenient… we all live in a busy society, ultimately working, caring… family members, so it's very convenient for those people that were juggling different elements into their study life. So, for instance… it saves this cost because people don't have to travel to university.

Participant C: “I mean, the positives have been not having that stress and that rushing in the morning to get my little boy to school. So, it was a bit more of an enjoyable experience in the sense of we could get ready slow, and he could be around, and I wouldn't feel like had to organize childcare” 

Participant D: “…the only positive is that it’s there and saved so if you can't attend a lecture, you know the information is there. And if you forgot then you can go back over it”


Theme 2: Preparation and competencies 

Despite all participants sharing the same views on the convenience of online remote learning and teaching, a number of participants expressed a number of difficulties regarding preparation and transition to online remote learning and teaching environments, and competencies needed to engage within the teaching-learning processes online. 

Participant A expressed: “we had 6000 in the first week that moved online… it [online teaching and learning] was literally like it was dumped in our laps” and “…there was no infrastructure in place, so we didn't have any training”, thus further noting that “I actually sourced training myself for myself… so I needed was training. What I needed was to know best practice”.

Participant B explained: “… we had to do it quickly when the pandemic hit… so we had to engage with online learning whether or not you liked it”. 

Participant C stated: “It’s not easy and as straightforward as it seems. Teams doesn't always work the way you want it to”. 

Participant D echoed: “when, you know, the first lock down… I didn't have a clue after a couple months of being in uni and having to do everything online”. In addition, participant A further stated that “… even now, three years later, others are still struggling with it”. 
Although participants provided statements of difficulties, participant (A, B and D) noted that competencies improved over time, for instance: 

Participant A also reported: “I have a rule that I will always give regular breaks… that's something that I only started online, which I now do in real life, and it works”. 

Participant B: “I've learned quite a lot of teaching online” and “you can improve your own practice and learn along the way while still teaching the students”. 

Participant D: “It's a learning curve and I've learned a lot of stuff”. “My digital skills are better. It has opened my I world up. I could do things I couldn't do before” 

Whereas participant C: reported continued difficulties. “I don't feel like the there's that broad distillation and I just feel like for somebody like myself, being talked to over online doesn’t work for me”. 


Theme three: Online etiquette and environment management 

Each of the four participants mentioned elements of online etiquette and the online learning environment which affects teaching and learning. 

Participant A describes that it is the educator’s role to ensure and maintain a learning environment: “you can't actually keep people's attention in the same way when it's online”. “The thing about being a teacher is you look out into your classroom, and you can gauge the mood and you know, that's one of your skills collectors, teacher”.

Participation B expands on online etiquette and reports the limited ability to instil online etiquette and management: “obviously if we don't get the student to turn on the camera… you can't see if they're engaged”. “…That is the big downside to online learning, because you obviously cannot make an adult turn on their camera”

Participant C provided greater detail about online etiquette: “when you're taking part in a discussion it’s very hard because obviously as you start talking it mutes the sound of other people and it's really time consuming 'cause everybody is like, stop-start-stop-start” 

“It was difficult. Like, for a scenario, we had a lecture, and the lecturer was discussing something, so I clicked on to raise my hand and by the time he come round to me we’d
go on to a different subject, so I then put my hand down 'cause I felt silly talking about something we've already spoken about” 

“You do feel a little bit more conscious about everyone else in the room because it didn't feel it was the same level of deliverance.” 

“Nobody wants to interact because it it's just prolongs the scenario, so 'cause you're not getting the feedback and I'm very much one of those people who, if I don't answer, I don't understand”.
Participant D did not describe their behaviour within online learning environments but acknowledges the difficulties HE teachers encounter: “…it's really hard to control a class online”. “…There's a couple of talkers in our class… and they would just go on and on… and it’s hard to move the conversation along”. 



Theme 4: Interaction’s and engagement: 
Each of the four participants reported that interactions and engagement were considerable factors which impacted teaching and learning.  
 
Participant A began explaining that perceptions of engagement can vary and notes that “
They [learners]are more engaged than you think”. Participant A further alludes to teaching practice and places the emphasis on the teacher to facilitate engagement: “It is your practice that drags them out”. In addition, Participant A stated: 
“Anything more than a 5-minute video people get bored… It's draining for the student. It does take four times as long 'cause you gotta keep reiterating that knowledge in a way that you don't have to face scenario and it's well, it's knackering really, really tired in the same way driving is tiring. 'cause you're thinking I'm not doing anything. I'm just sitting here.”


Participant B reports that interaction and engagement are correlated and this has potentially to impact negatively on the teaching and learning process: 

“The differences are obviously if we don't get the student to turn on the camera, you can't see if they're engaged because body language can tell you a lot about a student’s engagement within your lesson. You can't actually see if the student is in the lesson because their cameras are off. So, their audio might be on, but if they're not engaging or answering or taking part, you don't actually know if they receive”. Moreover:

“You don't actually know whether you are benefiting the student. You could be teaching to a blank screen of people sitting in their kitchens while their computers is on, so you don't actually know their level of engagement that you're getting until you receive their assignments at the end of the day assessment”


Participant C: “When things are online, you don't have that freedom… it's not as simple as being able to catch your lecturer. Do you mind having 5 minutes with me? You've got to go in the structure they've got and where there be an online, they've obviously got to get on and off to prepare for their next lecture: you can't invade their social time”. 


Participant D: “… engagement is really hard… because you're all just looking at one person on all the black screens. So, probably would be better if everyone had their cameras on and talking”. Participant D further states from her observations that teachers have difficulties with engagement and interactions: 

“ …teachers can't engage, can they? They can't. They don't know if you're struggling, you know, like if their teacher was to say something and you pull a funny face because you don't understand it: they would elaborate… and like, then you could see that they've got it, whereas online, you don't do any of that. Body language and facial expressions does help, isn't it?





[bookmark: _Toc45110190]Chapter Five: Discussion of Results 

[bookmark: _Toc98802816]The unprecedented nature of the Covid-19 pandemic brought upon rapid changes within the education sector, which accelerated the dependence of the utilisation of digital technology to deliver education remotely. While the conditions of the pandemic justified the immediate transition to online, remote learning, the advancements in technology and teaching practices have meant increased implementation of online courses within the tertiary sector, and thus enhancing accessibility, opportunities and learning (Habib, 2018; Garivaldis et al., 2020); however, although, at the time of this dissertation, online remote learning has transitioned towards a blended  learning and teaching model, the following adjustment period has provided an opportunity for tertiary education institutes, teachers and learners to reflect and rethink the extent of online remote learning sustainability; therefore this following section of this research will provide a discussion in relation to participants experiences of online remote teaching and learning. 

Theme One: Flexibility and Convenience

Online remote learning and its synonyms has been associated with flexibility and has been cited by several researchers as a significant benefit (Clark and Mayer 2011, Mukhtar, et al., 2020). The flexible nature of online remote learning was reported as beneficial to teaching and learning because of its conveniences, the removal of barriers, such as time and teaching allocation and ability to manage multiple responsibilities to engage in the teaching and learning process. Although previous commentators report that delivering online is difficult and a time-consuming process (Van de Vord and Pogue, 2012; McCabe and Gonzales-Flores, 2017), findings of this study present an argument for online remote learning being an efficient mode as results from one teacher, also a program manager, indicate that learning content has become generalizable, therefore, despite the initial time-consuming process of material creation, teaching online has the potential of becoming time efficient. 
Participants, both teachers and learners, discussed that the flexibleness of online remote learning affords learners opportunities to manage multiple responsibilities, particularly personal responsibilities. Yet, the flexibilities of online learning have often been associated with self-regulation and results from previous studies assert that providing greater flexibility translates in students disengaging or delaying learning (Sundar and Kumar, 2016). The results suggests that participants demonstrated a preference of online learning because of it provides ability to manage multiple responsibilities, thus demonstrating self-regulation. A review conducted by Wong et al (2009) found that a strong connection self-regulated learning and online learning. The review identified that learners who have strong self-regulation often achieved greater learning outcomes online. Another study produced by Barbour and Reeves (2009) claimed that the benefit of online learning is the opportunity for learners to achieve skills and administrative efficiency. Moreover, the perspectives of online learning conveniences, indicate a preference of taking control of their learning. This is supported by Kauffmann (2015) as she notes that student’s capacity of self-regulated learning often pleases the responsibility of them the take control, thus, learners are more likely to demonstrate greater engagement and outcomes. 

Theme Two: Preparation and digital competencies

The second theme derived from the expositions of participants detailed that preparation and digital competencies caused significant challenges during the transitional period but presented a number of benefits over time for both teaching and learning.  During the transitional phase (at the start of the pandemic), the teaching participants of this study (A, B) detailed that the transition was abrupt in nature, but a necessary act because of the climate; however, the results indicate that the abruptness of the transition highlighted a lack of preparation, which generated two significant implications: the lack of infrastructure and the inability to attain appropriate training which fostered a “whether we like it or not” mentality, thus appearing disjointed from the process. This finding placed an emphasis on the importance of management and their ability to implement appropriate infrastructure as Alqahtani and Rajkhan (2020) study suggests, management is a considerable factor in ensuring the successful transition to online teaching and learning. 

The lack of immediate infrastructure further translated to the limited opportunities for teachers to engage with training to develop practice.  Even before the pandemic, there appears to be little research directly concentrating on professional developing for online teachers (Archambault and Kennedy, 2014), thus demonstrating unrealistic expectations for traditional teachers to develop best practices during an immediate pedagogical transition. This lack of preparation equated to limited training opportunities, thus unfit practices and inability to adapt (Shuey, 2002), which according to Norton et al (2013) are the biggest challenges within online education. 
Despite the inability to provide appropriate immediate infrastructure, teachers and students reported that digital competencies were a significant challenge but eased over a period of time for some participants, suggesting that exposure to online remote learning environments improves digital competencies, which have been intrinsically correlated with engagement and successful outcomes (Pagani et al., 2016). On the other hand, digital competencies are still an area of hinderance for teachers and learners, suggesting that appropriate digital training would be beneficial considering the pedological shift teachers had to endure to deliver effective education synchronously. As Edurio research, cited by Parkin et al (2020), portraited that half of teachers felt that they would have benefited from training to improve online teaching pedagogies.
Theme Three: Online etiquette and environment management 

Within the realm of digital competencies lays an additional layer which can often influence one’s ability to engage with digital technology, particularly the internet and its applications, and that is the act of conduct also referred to as either online etiquette or ‘netiquette’. Netiquette in its simplest form resembles how one interacts and abide by traditional social norms within the digital environment (Furgang, 2018). Within the context of education, translating traditional social behaviour within the digitalized learning environments have posed great difficulties for learners. Findings produced by the Office of National Statistics [ONS] (2020) evidenced 29% of students were dissatisfied with the quality of learning, which Gomez et al (2018) asserts that disruptive behaviour can impact the teaching and learning process. The findings from this study falls within Gomez et al (2018) assertions as learner participants felt prolonged conversations or prolonged teacher-learner interactions halted the learning process for others; thus, leaving one learner feeling “silly” because the virtual hand would still be raised although there was not any more time to engage in dialogue to re-go over covered content; therefore, alluding that management of online environments are also a factor to consider in order to promote appropriate netiquette. 
It has been suggested that classroom management is the foundation to which effective learning can take place (Burden, 2020). In clarifying what classroom management and effective learning means, Burden (2020) further notes that classroom management involves using strategies to develop positive social interactions and active engagement. This line of thinking was evidenced through one teacher’s (A) explanation of etiquette and classroom management: “ 
“The thing about being a teacher is you look out into your classroom, and you can gauge the mood and you know, that's one of your skills collectors, teacher”

Yet, the other findings indicate that the poor netiquette form students (namely cameras and microphones being switched off) made it difficult for teachers to identify and correct behaviours as forcing learners to correct these untraditional behaviours was deemed impossible; therefore, placing teachers in this classroom management predicament whereby correcting untraditional behaviours meant intruding or causing potential negative experiences for learners who engaged in such behaviours. These feelings were represented in other studies where findings demonstrated for learners preferred to remain ‘hidden’ or ‘not seen and not heard’ (Gherhes, et al., 2021). Although traditional classroom management strategies can remove or combat potential untraditional behaviours, solutions for online environments appear to be far and few because of the teacher’s incapacity to enforce such measures to combat these behaviours. 

Theme Four: Interaction and engagement

Teaching and learning can be considered to be a social process whereby it requires its actors (teachers and learners) to interact with one another (Ashwin, 2012). It has been suggested that interactions are considerably important in generating engagement (Martin and Bolliger, 2018). Whilst interaction and engagement are terms used interchangeably, engagement has been defined as the psychological investment which is directed towards developing understanding and mastering competences and knowledge, interactions, within the confides of teaching and learning, can be described as an act of communication between one or more social entities (Stahl, 2006). 

With the clear distinction between the two terms, the results, from the experiences of all participants suggests that interactions of learner-to-learner and learner-to-teacher have considerable engagement implications with synchronous engagement. For example, similar to the previous theme, teachers and learners (except participant C) described that having the camera switched off made the teaching and learning process difficult, particularly when assessing whether learners were actively engaging, whether learner’s were attending or whether learner’s were finding difficulties within engaging in the lesson. Despite teaching or observing a blank screen meant the demonstration of untraditional etiquette, findings from Gherhes et al (2020) indicate that feelings of anxiety, exposure, fear and shyness were all common feelings when asked or told to put their cameras on to engage. Although the participants did not explicitly state they felt these emotions, it could somewhat explain the reasons for not utilising cameras within the synchronous environment. To presume that having a camera off meant inactive may be considered to be illogical, but studies comparing face-to-face delivery to online remote environments discovered that physical, face-to-face interactions translated into greater engagement and learning outcomes (Hutauruk et al., 2021), therefore arguing that the replication of traditional face-to-face interactions within online remote environments has the potential to replicate learning and engagement outcomes. 

 
[bookmark: _Toc45110191]Chapter Six: Conclusion and Recommendations 

Introduction

In this phenomenological study, I set out to explore HE teachers and learners’ experiences of online remote learning, within the context of the current pandemic, to shed a light on HE teachers and learners’ experiences by using qualitative (phenomenology) exploration. Through the utilisation of purposive sampling and semi-structured interviews, I was able to gather and present new data and add to the existing and increasing breadth of work detailing what is already known concerning online remote learning. In this concluding chapter, I begin by revisiting this study’s aims and objectives to ascertain whether they were met.   Next, I explore the strengths and weaknesses of phenomenology before disseminating the overall findings in an attempt to answer this study’s question: Can online, remote learning be the way forward for Higher Educational institutions? In turn, I will put forth recommendations, outlining and suggesting what may need to be done. 

Meeting of aim and objectives 

My aim of this study was to explore HE learners and teachers experiences of online remote learning to determine whether or not online remote learning can be the way forward for higher educational institutions. In turn, my objectives were:

· Explore HE learners and teachers’ experiences of online remote learning through semi-structured interviews. 
· Through a literature review, explore and report the role of online remote learning within HE and the positives and negatives it has upon learning and teaching. 
· Identify and explore key themes derived from HE learners’ and teachers’ experiences


· With regards to the first objective, chapter 3 (methods and methodologies) provided a justification of the utilisation phenomenology and the inclusion of purposive sampling to select participants who were deemed to be experts within online remote learning. Subsequently, semi-structured interview questions were designed and utilised during the interview process to acquire qualitative data.
· With regards to the second objective, this study conducted a literature review which, in turn, evidenced several positives and negatives, which were presented in themes and sub themes.  

· With regards to the third and final objective, based upon the findings of the literature review and the process of data collection methods, this study utilised inductive coding and thematic analysis to identify key themes (Flexibility and Convenience; Preparation and Digital Competencies; Online Etiquette and Online Classroom Management; and Interactions and Engagement). 

Limitations 

To begin, there are some methodological limitations which need to be highlighted. Firstly, this study utilised a relatively small sample which comprised of four participants (two HE learners and two HE teachers) which was drawn from a limited purposive pool within a medium sized university within the UK; thus, reducing the generalizability of the findings. Second, phenomenology was employed to present participants experiences, although it concentrates on presenting what is what has been, which increases difficulty in developing actions for future practice. Thirdly, semi-structured interviews were utilised as the data-collection method, however, this method does not require all participants to answer the same, therefore increasing opportunity of biases as the author must derive themes which they think is more pertinent to the study. Lastly, qualitative studies are time consuming, particularly for novice researchers, thus the process of writing, gathering and analysing data proved challenging within the allocated timeframe. 






Concluding comments and Recommendations 
Since the emergence and abruptness of Covid-19, educational institutions, including higher education, transitioned to online remote learning out of necessity to ensure the continuity of education provision. Although online remote learning and other forms of online learning are not a new phenomenon within higher education, the increased dependence of digital technology to provide education remotely has illuminated an array of advantages and disadvantages for teachers and learners alike. To add to the existing body of research concerning online remote learning during the pandemic, this phenomenological study aimed to explore HE learners and teachers experiences of online remote learning and identified four emergent themes which provided arguments for and against online remote learning; for instance, within these themes, it was apparent that online remote learning provides greater autonomy and places learners in control of their learning by removing barriers for engagement, but it further presents a number of considerable challenges from both perspectives (He teachers and learners’) whereby digital competencies play a significant role  within the teaching-learning process and underpin the effectives of providing effective learning. 
Drawing from the findings of this phenomenological study, it could be argued that online remote learning can be the way forward for higher education institutions but requires considerable remedies and interventions to ensure quality and effectiveness of educational experiences and learning outcomes; therefore, this study will provide the following recommendations, based upon the findings, to provide improve the provision of online remote learning. They are as follows: 
· To replicate traditional, face-to-face learning environments through the implementation of cameras [non-optional] to ensure interaction and engagement. 
· The integration of compulsory training for HE teachers to develop digital pedagogies and strategies to provide effective and meaningful learning, and to develop best practice. 
· To implement greater digital competencies within the learning process to develop learner’s competencies.
· To create an appropriate infrastructure to ensure the continuity of digital accessibility. 
· To conduct further research concerning HE teachers and learners’ experiences.
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	07465954348


	
	For students:

	8
	Student Number:
	P144511

	9
	Programme of Study:
	MA Well-being, Learning and Professional Development

	10
	Director of Studies/Supervisor:
	Caroline Lewis 




SECTION B: Approval for Research Activity
	1
	Has the research activity received approval in principle?
(please check the Guidance Notes as to the appropriate approval process for different levels of research by different categories of individual)
	YES
	☒	NO
	☐
	
	
	Date

	2
	If Yes, please indicate source of approval (and date where known): Approval in principle must be obtained from the relevant source prior to seeking ethical approval
	Research Degrees Committee
	☐	

	3
	
	Institute Research Committee
	☐	

	4
	
	Other (write in) MA Superviser 

	☒	10.11.21



SECTION C:  Internal and External Ethical Guidance Materials
	
	Please list the core ethical guidance documents that have been referred to during the completion of this form (including any discipline-specific codes of research ethics, and also any specific ethical guidance relating to the proposed methodology).  Please tick to confirm that your research proposal adheres to these codes and guidelines.

	1
	UWTSD Research Ethics & Integrity Code of Practice

	☒
	2
	
UWTSD Research Data Management Policy
	☒

	3
	
BERA Ethical Guidelines for Educational Research (4th edition) 2018 
	☒



SECTION D: External Collaborative Rese arch Activity
	1
	Does the research activity involve collaborators outside of the University?
	YES
	☐
	NO
	☒

	2
	If Yes, please provide the name of the external organisation and name and contact details for the main contact person and confirmation this person has consented to their personal data being shared.as part of this collaboration.

	3
	Institution
	


	4
	Contact person name
	


	5
	Contact person e-mail address

	

	6
	Has this individual consented to sharing their details on this form?
	YES
	☐
	NO
	☐

	7
	Are you in receipt of a KESS scholarship?
	YES
	☐
	NO
	☐

	8
	Is your research externally funded
	YES
	☐
	NO
	☐

	9
	Are you specifically employed to undertake this research in either a paid or voluntary capacity?
	Voluntary
	YES
	☐
	NO
	☐

	10
	
	Employed
	YES
	☐
	NO
	☐

	11
	Is the research being undertaken within an existing UWTSD Athrofa Professional Learning Partnership (APLP)
	If YES then the permission question below does not need to be answered.
	YES
	☐
	NO
	☐

	12
	Permission to undertake the research has been provided by the partner organisation
	(If YES attach copy)
If NO the application cannot continue
	YES
	☐
	NO
	☐




Where research activity is carried out in collaboration with an external organisation
	13
	Does this organisation have its own ethics approval system?
	YES
	☐
	NO
	☒

	14
	
If Yes, please attach a copy of any final approval (or interim approval) from the organisation




SECTION E: Details of Research Activity
	1
	Indicative title:
	Can online, remote learning be the way forward for Higher Educational institutions? A Phenomenological examination of higher education learners’ and teachers’ experiences of online, remote learning during a pandemic

	2
	Proposed start date of your research (not your course start date):
	October 2021
	Proposed end date:
	March 2022

	3
	Introduction to the Research (maximum 300 words)
Ensure that you write for a Non-Specialist Audience when outlining your response to the three points below:
· Purpose of Research Activity
· Proposed Research Question
· Aims of Research Activity
· Objectives of Research Activity
Demonstrate, briefly, how Existing Research has informed the proposed activity and explain
· What the research activity will add to the body of knowledge 
· How it addresses an area of importance. 

	4
	Purpose of Research Activity

The year 2020 began like no other year in recent history. The Novel Coronavirus, or commonly known as Covid-19, outbreak was declared as a “… public health emergency of international concern” (World Health Organisation [WHO], 2020), due to its indiscriminatory transmission capabilities (Watermeyer et al., 2021). At the height of the Covid-19 pandemic, the unprecedented degree of disruptions brought a tide of ‘new normality’, which consequently temporarily paralyzed numerous facets of human life, with education being no exemption (Islam, Nur and Taluukder, 2021). As a consequence of lockdown measures, the paradigm shift from traditional pedagogies (face-to-face delivery) to 
to online pedagogies, termed “emergency remote teaching” (Bozkurt and Sharma, 2020, cited in Carrillo and Flores, 2020, p.466) were adopted to ensure education continuity and equity for higher education learners and teachers 

As the pandemic continues to remain prevalent and uncertain, online remote learning has been predicted to be the new normal for teaching and learning (Kaufman et al., 2021). Whilst Education for Sustainable Development and Global Citizenship (ESDGC) has been advocated to prepare learners to cope with global challenges (UNESCO, 2021), goverments have placed ESDGC on their agendas, thus the transition to online remote learning has attempted to provide education continutiy and equity (Plummer et al., 2021; Watermeyer et al., 2021). However, existing literature has highlighted that learners’ and teachers’ perceptions and experiences have been negative because of the sub-optimal provision (Flynn and Noonan, 2020; Kusel et al 2020), thus be a catalyst of disengagement (National Union of Students, 2020; Office of National Statistics, 2020). Whilst the breadth of research appears to intrinsically focuses on learners’ experiences, HE teachers’ experiences have been underrepresented (Flynn and Noonan, 2020), therefore warranting an exploration.

In order to ascertain whether online, remote learning can be a suitable alternative for future learning and teaching, this research attempts to address current perceptions of online remote learning and the unequal representation by presenting an equal holistic account of HE learners and teachers’ experiences and will utilise both perspectives to identify whether there is or is not a consensus regarding whether online remote learning can be suitable for future learning and teaching.
















(this box should expand as you type)

	
	Research Question:
Can online, remote learning be the way forward for Higher Educational institutions? A Phenomenological examination of higher education learners’ and teachers’’ experiences of online, remote learning during a pandemic



(this box should expand as you type)

	6
	Aims of Research Activity: 

The aims of this study are as follows: 

· To explore HE learners and teachers experiences of online remote learning to determine whether or not online remote learning can be a suitable alternative for future teaching ang learning within HE. 






(this box should expand as you type)

	7
	Objectives of Research Activity: 
  
To meet the research aim, the study will abide by the following objectives: 

· Explore HE learners and teachers’ experiences of online remote learning through semi-structured interviews. 
· Through a literature review, explore and report the role of online remote learning within HE and the positives and negatives it has upon learning and teaching. 
· Identify and explore key themes derived from HE learners’ and teachers’ experiences. 







(this box should expand as you type)

	8
	Proposed methods (maximum 600 words)
Provide a brief summary of all the methods that may be used in the research activity, making it clear what specific techniques may be used. If methods other than those listed in this section are deemed appropriate later, additional ethical approval for those methods will be needed.

	9
	Please answer the following questions concerning your methodologies: 

Purposive Sampling 

Purposeful sampling is a technique commonly and widely utilised within qualitative research to identify, filter and select individuals with information-rich data (Patton, 2002). In order to obtain the desired information-rich data concerning the recent phenomena of online, remote learning, Cresswell and Clark (2011) indicate one must identify and select individuals or groups individuals who have experience with a particular phenomenon. Due to the author’s current occupation and position within the HE institution, prospective participants who have engaged with online, remote learning during the pandemic will be pooled. 
Yet, while the identified, prospective participants have considerable knowledge and experience regarding online, remote learning, accessing the information may be difficult; for instance, authors including Bernard (2002) note that the availability and willingness of participants can be problematic, particularly when participants are unsure of the rules of engagement. To mitigate this potential issue, the identified and selected sample will be provided with an information-pack including research cover letter, participation consent form and an interview scheduler as an initial point of contact.

Phenomenology 
Phenomenology, a philosophy deeply rooted within qualitative research, intrinsically concerns itself with examining a particular phenomenon through the lived experiences of several individuals (McCaslin and Scott, 2003). According to Hayes (2000), phenomenology provides a researcher the scope to penetrate the participant(s) world view or perceptions to acquire a complete understanding of their experiences; thus, allowing the research to provide greater descriptions instead of explanations. To generate or capture individuals lived experiences accurately, there is a general consensus that recording and transcribing individuals account is the most appropriate method (Denscombe, 2010); therefore, due to the advances of digital technology, Microsoft Teams may be considered as an applicable tool to record individual’s experiences accurately.
Despite the advantages of phenomenology (namely, in-depth descriptions of lived experiences and capabilities of data gathering), phenomenology has been noted to lack scientific rigour and objective measures of representativeness, due to its nature of generating subjective data. In addition, as phenomenological research concerns itself with small samples, generalisation based on the findings cannot be made (Leach, 2014). Whilst the author has taken the disadvantages into consideration, phenomenology appears to be an appropriate methodology to ascertain the phenomena of online, remote learning during the pandemic as without exploring individuals’ perceptions and experiences, the study cannot ascertain an answer to its proposed question
Semi-structured interviews 

Qualitative research interviews, according to Kvale (1996, p.1), are

“…attempts to understand the world from the subjects’ point of view, to unfold the meaning of peoples’ experiences, to uncover their lived world prior to scientific explanations”
Semi-structured interviews are significantly used within qualitative research as they involve a series of opened-ended questions concerning a specific topic area (Mathers et al, 1998). Although interviews are predominately utilised within qualitative research to gain a subjective insight or view of a particular experience or topic, they are essential and perhaps unavoidable. While semi-structured interviews afford the opportunity to probe and draw out information and allow participants to provide detailed accounts of experiences, knowledge and perceptions (DeJonckheere and Vaughn, 2019), they can often be emotionally provoking and time and labour intensive (Newcomer, Hatry and Wholey, 2015). To mitigate the disadvantages, participants will receive an interview schedular, including the questions prior the interview so they have an opportunity to review the questions and ask questions or state that they are willing to answer the questions. Secondly, to mitigate against the time and labour intensiveness of semi-tructured interviews, each interview will be no longer than 20 minuets and each interview will be conducted via Microsoft Teams so that the information can be revisited. Overall, the interview process will abide by the following characteristics: 
· Interviewed individually (agreed time and location)
· Loose, flexible structure 
· Include open-ended questions
· Provide a schedule in advance 












(this box should expand as you type)


	10
	Location of research activity
Identify all locations where research activity will take place.

	11
	The research activity (interviews) will be conducted from the authors home residence within the United Kingdom (Wales) via Microsoft Teams. 

(this box should expand as you type)

	12
	Research activity outside of the UK
If research activity will take place overseas, you are responsible for ensuring that local ethical considerations are complied with and that the relevant permissions are sought. Specify any local guidelines (e.g. from local professional associations/learned societies/universities) that exist and whether these involve any ethical stipulations beyond those usual in the UK (provide details of any licenses or permissions required). Also specify whether there are any specific ethical issues raised by the local context in which the research activity is taking place, for example, particular cultural and/or legal sensitivities or vulnerabilities of participants.

	13
	


(this box should expand as you type)


	14
	Use of documentation not in the public domain: Are any documents NOT publicly available?   

	NO
	☒

	
	
	YES
	☐

	15
	If Yes, please provide details here of how you will gain access to specific documentation that is not in the public domain and that this is in accordance with prevailing data protection law of the country in question and England and Wales.



(this box should expand as you type)






SECTION F: Scope of Research Activity
	1
	Will the research activity include:
	
YES
	
NO

	2
	Use of a questionnaire or similar research instrument?
	☐
	☒

	3
	Use of interviews?
	☒
	☐

	4
	Use of diaries?
	☐
	☒

	5
	Participant observation with their knowledge?
	☐
	☒

	6
	Participant observation without their knowledge?
	☐
	☒

	7
	Use of video or audio recording?
	☒
	☐

	8
	Access to personal or confidential information without the participants’ specific consent?
	☐
	☒

	9
	Administration of any questions, test stimuli, presentation that may be experienced as physically, mentally or emotionally harmful / offensive?
	☐
	☒

	10
	Performance of any acts which may cause embarrassment or affect self-esteem?
	☐
	☒

	11
	Investigation of participants involved in illegal activities?
	☐
	☒

	12
	Use of procedures that involve deception?
	☐
	☒

	13
	Administration of any substance, agent or placebo?
	☐
	☒

	14
	Working with live vertebrate animals?
	☐
	☒

	15
	Other primary data collection methods, please explain in this box
For example, ‘focus groups’. Please indicate the type of data collection method(s) in this box and tick the accompany box.
	☐
	☐

	16
	Details of any other primary data collection method:




(this box should expand as you type)
	
	


If NO to every question, then the research activity is (ethically) low risk and may be exempt from some of the following sections (please refer to Guidance Notes).

If YES to any question, then no research activity should be undertaken until full ethical approval has been obtained. 

SECTION G: Intended Participants
	1
	Who are the intended participants:
	
YES
	
NO

	2
	Students or staff at the University?
	☒
	☐

	3
	Adults (over the age of 18 and competent to give consent)?
	☒
	☐

	4
	Vulnerable adults?
	☐
	☒

	5
	Children and Young People under the age of 18? (Consent from Parent, Carer or Guardian will be required)
	☐
	☒

	6
	Prisoners?
	☐
	☒

	7
	Young offenders?
	☐
	☒

	8
	Those who could be considered to have a particularly dependent relationship with the investigator or a gatekeeper?
	☐
	☒

	9
	People engaged in illegal activities?
	☐
	☒

	10
	Others (please identify specifically any group who may be unable to give consent) please indicate here and tick the appropriate box.

	☐
	☒

	11
	Other – please indicate here:



(this box should expand as you type)
	
	



	12
	Participant numbers and source
Provide an estimate of the expected number of participants. How will you identify participants and how will they be recruited? 

	13
	How many participants are expected?

	
6

(this box should expand as you type)

	14
	Who will the participants be?

	
University Lecturers and University Students

(this box should expand as you type)

	15
	How will you identify the participants?
	Purposive Sampling

Due to the author being an academic member of staff and a student at this institution, the author will include participants which are working or studying within the university  


(this box should expand as you type)





	16
	Information for participants:
	
YES
	NO
	
N/A

	17
	Will you describe the main research procedures to participants in advance, so that they are informed about what to expect?
	☒
	☐
	☐

	18
	Will you tell participants that their participation is voluntary?
	☒
	☐
	☐

	19
	Will you obtain written consent for participation?
	☒
	☐
	☐

	20
	Will you explain to participants that refusal to participate in the research will not affect their treatment or education (if relevant)?
	☒
	☐
	☐

	21
	If the research is observational, will you ask participants for their consent to being observed?
	☐
	☐
	☒

	22
	Will you tell participants that they may withdraw from the research at any time and for any reason?
	☒
	☐
	☐

	23
	With questionnaires, will you give participants the option of omitting questions they do not want to answer?
	☐
	☐
	☒

	24
	Will you tell participants that their data will be treated with full confidentiality and that, if published, it will not be identifiable as theirs?
	☒
	☐
	☐

	25
	Will you debrief participants at the end of their participation, in a way appropriate to the type of research undertaken?
	☒
	☐
	☐

	26
	If NO to any of above questions, please give an explanation 

	27
	


(this box should expand as you type)



	28
	Information for participants:
	
YES
	NO
	
N/A

	29
	Will participants be paid?
	☐
	☒
	☐

	30
	Is specialist electrical or other equipment to be used with participants?
	☐
	☒
	☐

	31
	Are there any financial or other interests to the investigator or University arising from this study?
	☐
	☒
	☐

	32
	Will the research activity involve deliberately misleading participants in any way, or the partial or full concealment of the specific study aims?
	☐
	☒
	☐

	33
	If YES to any question, please provide full details 

	34
	


(this box should expand as you type)



SECTION H: Anticipated Risks
	1
	
Outline any anticipated risks that may adversely affect any of the participants, the researchers and/or the University, and the steps that will be taken to address them. 

If you have completed a full risk assessment (for example as required by a laboratory, or external research collaborator) you may append that to this form.  

	2
	Full risk assessment completed and appended? 

	Yes 
	☐

	
	
	No
	☐

	3
	Risks to participants
For example: emotional distress, financial disclosure, physical harm, transfer of personal data, sensitive organisational information

	4
	Risk to Participant: 




Emotional distress
Phenomenology and qualitative are methodologies concerned with probing individuals’ perceptions experiences through open-ended questions, which may result in students becoming emotionally distressed as they are revisiting lived experiences. 

Bias or pleasing the interviewer: 

Due to the author being an academic member of staff, participants who may have direct contact with the author may try and provide information that the author wants instead of providing an accurate account of their own experiences. 

	How will you mitigate the Risk to Participant




Emotional Distress 
To mitigate against the potential emotion distress, the interviewer will initially provide the questions prior the interview to allow the participant time to review the question which will be asked during the interview process. The second method to decrease or prevent emotional distress will be to allow the participant the option to have their camera on or off during the interview. The third method to mitigate emotional distress will entail asking participants if they are ‘ok? Or if they wish to have a break before continuing the interview.

Bias or pleasing the author

To ensure that the information collected is a true representation of the participants lived experiences, the author will hold a brief discussion prior the interview to explain that the information they provide, whether positive or negative, needs to be a true representation of their lived experiences. In addition, the author will discuss the boundaries of the researcher- participant relationship and note that the information provided will be recorded accurately. 



	5
	If research activity may include sensitive, embarrassing or upsetting topics (e.g. sexual activity, drug use) or issues likely to disclose information requiring further action (e.g. criminal activity), give details of the procedures to deal with these issues, including any support/advice (e.g. helpline numbers) to be offered to participants. Note that where applicable, consent procedures should make it clear that if something potentially or actually illegal is discovered in the course of a project, it may need to be disclosed to the proper authorities

	
	
(this box should expand as you type)

	6
	Risks to investigator
For example: personal safety, physical harm, emotional distress, risk of accusation of harm/impropriety, conflict of interest

	
	Risk to Investigator:

Many risks inherent with sensitive research have been raised by numerous commentators (Campbell, 2002; Cannon, 1992; Dunn, 1991). Managing the risks associated with qualitative researchers are important but often neglected. This neglect is evidenced in Bloor et al’s (2007) inquiry into researcher’s well-being where they identify that research-related harm may appear comparatively rare, but the evidence indicates that it does exists. From their analysis they identify two main forms of risks: 
Physical and Emotional. Following Bloor et al’s (2007) findings, the following paragraphs will outline the potential risks: 

Emotional 
The greatest risk to a researcher, particularly an individual researcher undertaking qualitative research, is emotional well-being. Within the realm of emotional well-being, emotional distress, exhaustion and burnout are the most frequent experienced risks. For example, Dickson-Swift et al (2006) explains that the research process, whilst rigorous in nature, can be time demanding which can contribute towards be emotional exhaustion, subsequently resulting in burnout. 

As qualitative research generally concerns itself with sensitive data, it is somewhat expected that researchers empathise with their participants during data collection process. Whilst this particular research intrinsically focuses on experiences with online remote learning and the pandemic, sensitive topics including mental health and hardship may be potential discussion points; therefore, empathising with their experiences may invoke emotional thoughts (Dickson-Swift et al., 2008). This empathising process , also known as emotional labour (Hochschild, 1983), can leave researchers feeling emotionally distressed (Bloor et al., 2007). 

Physical Risks
Physical risks comprise of two forms: physical harm or threat of physical harm. Whilst serious injury and death are rare within social research (Bloor et al., 2007), there are three aspects where potential physical harm may arise: location, topic and participants, which may all correlate with one another. In terms of location, physical harm may occur when conducting research in particular settings. As Covid-19 remains prevalent, the risk of exposure may occur if the data collection was undertaken in close proximity. In addition, physical risks may occur when conducted in unfamiliar environments. As online remote learning is a new phenomenon for a considerable amount of individuals, spending a considerable amount of time sedentary and on a computer may lead to potential physical health implications including vision impairment and weight gain. 

Reputational and accusation risks

Whilst the study proposes to minimize physical contact with participants through the utilisation of Microsoft Teams, using digital technologies to conduct qualitative may expose researchers to reputational risks including accusations of distortion of information, inappropriate data archiving, professional conduct and language. 





(this box should expand as you type)
	How will you mitigate the Risk to Investigator?

Emotional Risks
Numerous strategies have been identified to mitigate risks of emotional distress including good preparation prior undertaking the research process (Johnson and Macleod Clark, 2003); therefore, the author will undertake significant reading surrounding the subject to gain an understanding nature of the research. 
Secondly, to combat the ‘emotional labour,  self-care strategies such as debriefing, utilising peers and support groups assist in alleviating emotional distress  (Corden et al, 2005; Watts, 2008). It is therefore taken into consideration that using the authors dissertation supervisor will provide an opportunity to debrief. 

Physical risks 
Nowadays, spending too much time sedentary and behind a computer screen is considered unhealthy. Whilst research is intensive in nature, the author will mitigate the potential physical harms by ensuring that the author allocates a structured routine and employ self-care strategies including taking regular breaks away from a sedentary position and incorporate elements of physical exercise to alleviate potential weight gain and vision impairments. 

Reputational Risks 

To mitigate against reputational and accusation risks, the author will ensure that the participants who have received the research information and consent package will have complete autonomy in terms of being able to ask questions concerning how data is stored, how the data will be analysed and presented. 

In addition to providing participants detailed information regarding the research process, the author will abide by the universities data management policy and research ethics and integrity code of practice and can provide the policies if the participants require them. 

Moreover, to avoid reputational and accusations risks, the author will ensure that the data collection process (interviews) will be recorded to ensure that professional conducted, and behaviour is evidenced, In addition, the recordings will be stored appropriately (abiding by the universities data management policy [securely on a password protected device]).

With regards to reporting the data accurately, each interview will be verbatim and presented within the paper anonymously, maintaining confidentiality.  

	7
	University/institutional risks
For example: adverse publicity, financial loss, data protection

	
	Risk to University:

Adverse Publicity

As the research will include participants from within the university, the experiences which they may have experienced may present a negative light on how the university has provided online, remote learning. 



Adverse publicity from participants 


(this box should expand as you type)
	How will you mitigate the Risk to University:

Adverse publicity

In order to ensure the avoidance of adverse publicity, confidentiality and anonymity will be applied throughout the research process. In specific terms, participants and the institution will be known throughout the research as: Participant A, B, or C and the institution will be known as institution ‘X’; therefore, removing the likelihood of being identified. Supplement to this the author will be transparent by means of notifying the participants of the research process. 


(this box should expand as you type)



	8
	Disclosure and Barring Service

	9
	If the research activity involves children or vulnerable adults, a Disclosure and Barring Service (DBS) certificate must be obtained before any contact with such participants.
	YES

	NO

	N/A


	10
	Does your research require you to hold a current DBS Certificate?
	☐
	☐
	☒



SECTION I: Feedback, Consent and Confidentiality
	1
	Feedback
What de-briefing and feedback will be provided to participants, how will this be done and when? 

	
	
The de-briefing process will occur post-interview via Microsoft Teams. This process will provide an opportunity for participants to ask additional questions regarding the research process or information acquired from themselves. 

(this box should expand as you type)

	2
	Informed consent
Describe the arrangements to inform potential participants, before providing consent, of what is involved in participating. Describe the arrangements for participants to provide full consent before data collection begins. If gaining consent in this way is inappropriate, explain how consent will be obtained and recorded in accordance with prevailing data protection legislation.

	
	Prior providing consent documentation, a cover letter will be provided to the identified purposive sample, which will provide information regarding the author and intentions; research subject area; research process (methods; confidentiality, anonymity and withdrawal). Post-cover letter, a second document will reiterate information in the cover letter and provide specific information regarding the participant involvement. And lastly, a consent form document will be provided which outlines the participants rights and how the information provided will remain confidential. 


(this box should expand as you type)

	3
	Confidentiality / Anonymity
Set out how anonymity of participants and confidentiality will be ensured in any outputs. If anonymity is not being offered, explain why this is the case. 

	
	Internal Confidentiality, also known as ‘deductive disclosure’ (Tolich, 2004) refers to traits or information of an individual, group(s) or organisation(s) which can potentially make then identifiable within research (Sieber, 1992). Given that the nature of qualitative research is to acquire rich descriptions of participants and their knowledge and experiences, confidentiality breaches via deductive disclosures process is a considerable concern. Consequently, researchers engaging with qualitative research have to contend with balancing the provision of accurate accounts and the protection of identities of participants. 

This balancing act may present several complications as knowing the difference between confidentiality and anonymity is unclear. For instance, literature concerning confidentiality has been commonly conflated with anonymity and used interchangeably (Kaiser, 2009; Tolich, 2004). While continentality is a general term which simply refers to the process of keeping information hidden from everyone; anonymity, while being within the process of confidentiality, is the act of ensuring that identity of the individual is kept secret (Saunders, Kitzinger and Kitzinger, 2015). 

To ensure confidentiality and anonymity are maintained throughout the research process, the following actions will be undertaken: 
(1) A participation consent form will be provided to potential participants which will outline their rights for participation 
(2) Personal Information will be stored securely via the researcher’s computer and will not be publicly available except the researcher. 
(3) Participants and institution will be referred to as ‘ABC’ and so forth within the research. 



(this box should expand as you type)



SECTION J: Data Protection and Storage
In completing this section refer to the University’s Research Data Management Policy and the extensive resources on the University’s Research Data Management web pages (http://uwtsd.ac.uk/library/research-data-management/).
	1
	Does the research activity involve personal data (as defined by the General Data Protection Regulation 2016 “GDPR” and the Data Protection Act 2018 “DPA”)?
	YES
	NO

	
	“Personal data” means any information relating to an identified or identifiable natural person (‘data subject’). An identifiable natural person is one who can be identified, directly or indirectly, in particular by reference to an identifier such as a name, an identification number, location data, an online identifier or to one or more factors specific to the physical, physiological, genetic, mental, economic, cultural or social identity of that natural person.
	x
	

	2
	If YES, provide a description of the data and explain why this data needs to be collected:

	
	Through conducting semi-structured interviews via MS Teams, unintentional personal data will be gathered. Thus, a number of measures will be used to protect this data. 

· Interviewees are not required to use their camera’s during the interview; thus, the interview will only be audio recorded.  
· Data will be saved under a code name (Data A, B, C, D)
· Data will be made available to participant upon request
· Data will be destroyed if participant wish to withdraw from the study. 
· Data cited will not include personal data (Name). 
· Interviews will be saved and stored in a coded name file, which will be password protected, and not shared publicly.
(this box should expand as you type)

	3
	Does it involve special category data (as defined by the GDPR)?
	YES
	NO

	
	“Special category data” means sensitive personal data consisting of information as to the data subjects’ –
(a) racial or ethnic origin,
(b) political opinions,
(c ) religious beliefs or other beliefs of a similar nature,
(d) membership of a trade union (within the meaning of the Trade Union and Labour Relations (Consolidation) Act 1992),
(e) physical or mental health or condition,
(f) sexual life,
(g) genetics,
(h) biometric data (as used for ID purposes),
	
☐
	
x

	4
	If YES, provide a description of the special category data and explain why this data needs to be collected:

	
	


(this box should expand as you type)



	5
	
Will the research activity involve storing personal data and/or special category data on one of the following:
	YES
	NO

	6
	Manual files (i.e. in paper form)?
	☐
	☒

	7
	University computers?
	☐
	☒

	8
	Private company computers?
	☐
	☒

	9
	Home or other personal computers?
	☒
	☐

	10
	Laptop computers/ CDs/ Portable disk-drives/ memory sticks?
	☐
	☒

	11
	“Cloud” storage or websites?
	☐
	☒

	12
	Other – specify:

	☐
	☒

	13
	For all stored data, explain the measures in place to ensure the security of the data collected, data confidentiality, including details of password protection, encryption, anonymisation and pseudonymisation:

	
	In line with the UWTSDs (2021) data management policy, the collected data will be initially stored via a password protected Microsoft Teams account on the research’s personal password protected laptop. When not in use, the laptop will be stored in a secure environment which the researcher will only have access to. 


(this box should expand as you type)

	14
	All Data Storage

	15
	Will the research activity involve any of the following activities:
	YES
	NO

	16
	Electronic transfer of data in any form?
	☒
	☐

	17
	Sharing of data with others at the University?
	☐
	☒

	18
	Sharing of data with other organisations?
	☐
	☒

	19
	Export of data outside the European Union or importing of data from outside the UK?
	☐
	☒

	20
	Use of personal addresses, postcodes, faxes, emails or telephone numbers?
	☐
	☒

	21
	Publication of data that might allow identification of individuals?
	☐
	☒

	22
	Use of data management system?
	☐
	☒

	23
	Data archiving?
	☐
	☒

	24
	If YES to any question, please provide full details, explaining how this will be conducted in accordance with the GDPR and DPA (and/or any international equivalent):

	
	


(this box should expand as you type)

	25
	List all who will have access to the data generated by the research activity:

	
	Jonathan Andrew Leslie Wyatt 


(this box should expand as you type)

	26
	List who will have control of, and act as custodian(s) for, data generated by the research activity:

	
	Jonathan Andrew Leslie Wyatt 


(this box should expand as you type)

	27
	Give details of data storage arrangements, including security measures in place to protect the data, where data will be stored, how long for, and in what form. Will data be archived – if so how and if not why not.  

	
	The data collected will be initially stored via a password protected Microsoft Teams account on the research’s personal password protected laptop. When not in use, the laptop will be stored in a secure environment which the researcher will only have access to (UWTSD, 4.5, p 5

(this box should expand as you type)

	28
	Please indicate if your data will be stored in the UWTSD Research Data Repository (see https://researchdata.uwtsd.ac.uk/ ).   If so please explain. (Most relevant to academic staff) 

	
	


(this box should expand as you type)

	29
	Confirm that you have read the UWTSD guidance on data management (see https://www.uwtsd.ac.uk/library/research-data-management/)

	YES
	☒

	
	
	NO
	☐

	30
	Confirm that you are aware that you need to keep all data until after your research has completed or the end of your funding
	YES
	☒

	
	
	NO
	☐





SECTION K: Declaration
	31
	The information which I have provided is correct and complete to the best of my knowledge. I have attempted to identify any risks and issues related to the research activity and acknowledge my obligations and the rights of the participants.

In submitting this application I hereby confirm that I undertake to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice which is published on the website: https://www.uwtsd.ac.uk/research/research-ethics/ 

	
	Signature of applicant:
	J. A. L. Wyatt
	Date:27th October 2021




For STUDENT Submissions:
	32
	Director of Studies/Supervisor:
	C. Lewis
	Date: 11.11.21

	33
	Signature:
	
C. Lewis
	



For STAFF Submissions:
	34
	Academic Director/ Assistant Dean:
	
	Date:

	35
	Signature:
	

	



Checklist: Please complete the checklist below to ensure that you have completed the form according to the guidelines and attached any required documentation:
	☒
	I have read the guidance notes supplied before completing the form.

	☒
	I have completed ALL RELEVANT sections of the form in full.

	☒
	I confirm that the research activity has received approval in principle

	☐
	I have attached a copy of final/interim approval from external organisation (where appropriate)

	☐
	I have attached a full risk assessment (and have NOT completed Section H of this form) (where appropriate)  ONLY TICK IF YOU HAVE ATTACHED A FULL RISK ASSESSMENT

	☒
	I understand that it is my responsibility to ensure that the above named research activity will meet the University’s Research Ethics and Integrity Code of Practice.

	☒
	I understand that before commencing data collection all documents aimed at respondents (including information sheets, consent forms, questionnaires, interview schedules etc.) must be confirmed by the DoS/Supervisor, module tutor or Academic Director.

	☒

	I have deleted the guidance notes before submitting the PG2 for consideration



	RESEARCH STUDENTS AND STAFF ONLY
All communications relating to this application during its processing must be in writing and emailed to pgresearch@uwtsd.ac.uk , with the title ‘Ethical Approval’ followed by your name.
You will be informed of the outcome of your claim by email; therefore it is important that you check your University and personal email accounts regularly.

	STUDENTS ON UNDERGRADUATE OR TAUGHT MASTERS PROGRAMMES should submit  this form (and receive the outcome) via systems explained to you by the supervisor/module leader.
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Research Cover Letter
Dear Sir/Madame,
I am a postgraduate student currently enrolled on the MA Wellbeing, Learning and Professional Development program at the University of Wales Trinity Saint David (UWTSD). My reason for writing to you is to invite you to participate in a research study that I am undertaking as a required element of the program. The title of this research is as follows: 
Can online, remote learning be the way forward for Higher Educational institutions? A Phenomenological examination of higher education learners’ and lecturers’ experiences of online, remote learning engagement during a pandemic.
Due to the recent unprecedent changes which Covid-19 has invoked, particularly within higher education, I am currently carrying out research to explore students and lecturers’ experiences of online, remote learning within higher education to ascertain whether online remote learning can be a suitable alternative to traditional methods of delivering education for future learning and deliverance. As part of the project, I will be conducting interviews with enrolled students and lecturers. Therefore, as current enrolled student(s) (from the academic year 2019-2020 onwards) or lecturer, I am inviting you to take part in online interview with myself, which will last approximately half an hour. At the interview you will be asked about your experiences of online, remote learning through a series of designed questions, which a copy will be provided. With your permission, the interview will be conducted via Microsoft Teams, which will be recorded and transcribed, at a convenient date and time for you. 
Supplement to the cover letter, I will provide a consent form which outlines your rights and responsibilities as a participant. Furthermore, I will provide a copy of the proposed questions which will be asked during the interview in advance. Please take time read this carefully prior accepting or declining. If you do decide to participate, please complete the attached the consent form. Subsequently, I will then contact you to make arrangements for conducting the interview. 
If you have any questions or require additional information regarding this study, please do not hesitate to email: jwyatt.144511@student.uwtsd.ac.uk or j.wyatt@uwtsd.ac.uk. 
Yours sincerely, Jonathan Wyatt. 


	
FFURFLEN GANIATÂD CYFRANOGIAD
	
PARTICIPATION CONSENT FORM

	Teitl Y Prosiect: / Project Title: Can online, remote learning be the way forward for Higher Educational institutions? A Phenomenological examination of higher education learners’ and teachers’ experiences of online, remote learning during a pandemic.


	Enw'r Ymchwilydd / Name of Researcher: Jonathan Wyatt 


[image: Macintosh HD:Users:julie:Desktop:TSD-Logo-Pack:RGB:TSD_logo2010.gif]

                                          Blwch Cychwynnol / Please initial box 
	1
	Cadarnhaf fy mod wedi darllen a deall y daflen wybodaeth dyddiedig XXXX ar gyfer yr astudiaeth uchod. Rwyf wedi cael y cyfle i ystyried y wybodaeth, gofyn cwestiynau, ac rwyf wedi cael ateb boddhaol i’r rhain.
	I confirm that I have read and understand the information sheet dated 16th February 2022 for the above study. I have had the opportunity to consider the information, ask questions and have had these answered satisfactorily.
	

	2
	Deallaf fy mod yn cymryd rhan o’m gwirfodd a bod croeso i mi dynnu’n ôl ar unrhyw adeg, heb roi rheswm.

	I understand that my participation is voluntary and that I am free to withdraw at any time, without giving any reason.

	

	3
	Deallaf y gellir defnyddio unrhyw wybodaeth a roddir gennyf mewn adroddiadau, erthyglau neu gyflwyniadau gan y tîm ymchwil.

	I understand that any information given by me may be used in future reports, articles or presentations by the research team.

	

	4
	Deallaf na fydd fy enw’n ymddangos mewn unrhyw adroddiadau, erthyglau neu gyflwyniadau.

	I understand that my name will not appear in any reports, articles or presentations.

	

	5
	Cytunaf i gymryd rhan yn yr astudiaeth uchod.

	I agree to take part in the above study.

	

	Enw’r Cyfranogwr Name of Participant

	Hannah Owen
	Llofnodwyd
Signature: Hannah Owen

	Ymchwilydd
Researcher

	
Jonathan Wyatt 
	Llofnodwyd
Signature: J. Wyatt 



	Cewch wrthod cymryd rhan yn yr astudiaeth hon. Cewch ddod â’ch cyfranogiad yn yr astudiaeth hon i ben unrhyw bryd. Os penderfynwch barhau’n ddienw, bydd sicrhau hynny’n flaenoriaeth a chymerir pob cam ymarferol i guddio pwy ydych. Os yw’n well gennych fod yn anhysbys, ni fydd unrhyw wybodaeth yn eich enwi ar dapiau sain na thrawsgrifiadau o’r cyfweliad hwn nac o unrhyw un arall.  Ni fydd neb yn clywed unrhyw dapiau sain nac yn gweld unrhyw drawsgrifiadau heb eich cydsyniad o flaen llaw. Bydd deunyddiau a grëir yn sgil y cyfweliad hwn neu unrhyw gyfweliad arall yn aros yn gyfrinachol. 

	You may decline to participate in this study. You may end your participation in this study at any time. If you decide to remain anonymous, maintaining your anonymity will be a priority and every practical precaution will be taken to disguise your identity. If you prefer anonymity, there will not be any identifying information on audiotapes or transcripts of this or any interview. No-one will hear any audiotapes or see any transcripts without your prior consent. All materials generated from this or any interview will remain confidential.







	Ar ôl llenwi’r ffurflen, dychwelwch hi yn yr amlen a ddarperir (lle bo’n berthnasol).  Rhoddir un copi i’r cyfranogwr a chedwir y gwreiddiol yn ffeil y tîm ymchwilio yn:

	When completed please return in the envelope provided (if applicable). One copy will be given to the participant and the original to be kept on the file of the research team at:


	ENW A CHYFEIRIAD YR YMCHWILYDD



	NAME & ADDRESS OF RESEARCHER
Name: Jonathan Wyatt 
Address:
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	Rhif Adnabod Cyfranogwr: 
Participant Identification Number:
	

	
FFURFLEN GANIATÂD CYFRANOGIAD
	
SAMPLE PARTICIPANT INFORMATION SHEET


	Teitl Y Prosiect: / Project Title: Can online, remote learning be the way forward for Higher Educational institutions? A Phenomenological examination of higher education learners’ and lecturers’ experiences of online, remote learning engagement during a pandemic



Dear Sir/Madame, 

Thank you for taking the time to study carefully the research cover letter which outlines the intentions of the study. Before outline the specifics of the interview process, I would like to reiterate the research aims and objectives. I sought to address the following question (the research title):

Can online, remote learning be the way forward for Higher Educational institutions? A Phenomenological examination of higher education learners’ and lecturers’ experiences of online, remote learning during a pandemic;

which intends to explore students’/lecturer’s experiences of online, remote learning environments to provide an insight to whether or not online, remote learning can be a suitable alternative to traditional methods of teaching and learning through the perspectives of students and lectures alike. In order to answer the research overarching question (noted above) and meet the research aim, I sought to abide by the following objectives, which consists of the following questions and the utilisation of semi-structured interviews: 



HE Teachers Questions

1) What is like being a higher educational educator in online, remote learning environments? 
2) What experiences/elements of online, remote learning influence your practice of teaching and delivery education? 
3) From your experience, what have been the differences between online, remote teaching and traditional pedagogies? 
4) From your experience, what are the positives and negatives on online, remote teaching? 

HE Learners Questions


1) What is it like being a higher educational learner in online, remote learning environments? 
2) What is like to experience engagement in online, remote learning environments? 
3) What experiences of online, remote learning influence your feelings towards engagement? 
4) From your experience, what have been the positives and negatives of online, remote learning? 


As the questions are designed to explore your experiences, there is not a right or wrong answer. The openness of each question provides you the opportunity to express yourself and to fully provide a descriptive account of your experiences.

As stated above and within the cover letter, this section of the from will provide further information regarding the interview process and the questions which will be asked. Firstly, the interviews will run for approximately 15-30 minuets and will be conducted via Microsoft Teams, which will be recorded and transcribed. To ensure anonymity and confidentiality, you will have the option to not use your camera. In addition, your personal details (namely your name, program of study or staff location) will not be included within the research. Instead, you will be simply referred as participant ‘A’, ‘B’, ‘C’ and so on, when referring to the data acquired. Furthermore, in order to maintain confidentiality and anonymity, the data will be stored securely using a protective password which only myself will know, to ensure that I will be the only person to review the data. And finally, please note that participation in the research is completely voluntary and you are able to withdraw at any stage of the process, in turn, all data and information will be destroyed. 

I would like to take this opportunity to thank you for taking the time to engage with the study. 
If you wish to participate with this study, please can I refer you to the ‘Participant Consent form which will need be signed and dated to demonstrate your willing participation. For further information regarding the research, please feel free to contact me at your convenience.   

	ENW A CHYFEIRIAD YR YMCHWILYDD
	NAME & ADDRESS OF RESEARCHER
Jonathan Wyatt 





Many thanks for taking the time to be interviewed.
Yours sincerely, 
Jonathan Wyatt 


Appendix Three: Dissertation Supervision 



POSTGRADUATE TAUGHT DISSERTATION SUPERVISION RECORD

This form is to be used to record a summary of the outcomes of each formal meeting between the student and the dissertation supervisors for Part II of a Masters’ Programme. 

	Student Name:
	Jonathan Wyatt
	Student No:
	P144511

	Programme of Study: 
	MA Well-being, Learning and Professional Development 
	Campus:
	Swansea (SA1)

	Institute/Academic Discipline/Centre: 
	
	Module Code:
	ECGE7002P

	Mode of study:
	Full-time / Part-time
	Method of study:
	Campus based / Distance learning



	Dissertation Title:
	Can online, remote learning be the way forward for Higher Educational institutions? A Phenomenological examination of higher education learners’ and teachers’ experiences of online, remote learning engagement during a pandemic.


	Dissertation Supervisor: 
	Caroline Lewis

	Programme Manager: 
	Caroline Lewis



SUPERVISION RECORD

	Date of meeting
	Type of meeting
	Summary of outcomes
	Student
	Supervisor
	Duration of meeting
	Running total

	21st October 2021
	Teams (Online)
Group 
	
Ethics Form discussion. 
Introductory supervision, outlining support 



	Jonathan Wyatt 
	Caroline Lewis
	20min
	

	
	
	




	
	
	
	

	
	
	




	
	
	
	

	
	
	




	
	
	
	

	
	
	




	
	
	
	

	
	
	




	
	
	
	

	
	
	




	
	
	
	




Notes on the Postgraduate Taught Dissertation Supervision Record
Record the date and type of meeting – e.g. face-to-face, Microsoft Teams, video conference, telephone, email, letter
Note the outcomes agreed by both the student and the supervisor
Both the student and the supervisor should initial 
Record the duration of the meeting
Update the running total for duration by adding the duration of the meeting to the previous running total






















Appendix Four: CASP Sheets (Inserting after final edit)


















































Appendix Five: Gannt Chart (Inserting after final edit) 
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