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ABSTRACT

The present research aimed to provide an assessment of the experiences, attitudes and 
opinions of school-leavers in relation to recording achievement at school and Further 
Education and their expectations for recording achievement in Higher Education. It 
also aimed to determine the appropriateness and effectiveness of a profiling pack for 
recording achievement at the University of Glamorgan.

A questionnaire survey was used to establish an overall positive attitude in relation to 
recording achievement at school, but only a limited use of the record of achievement in 
application to Higher Education. Students were, however, keen to update their records 
of achievement whilst at University.

An analysis of the self-assessment questionnaire for skills within the portfolio pack 
formed the basis of a longitudinal survey to determine the appropriateness of this tool. 
Students lacked motivation towards completing the portfolio pack and becoming 
involved in the profiling process. It became evident that a reliance on self-assessment 
for recording achievement was inappropriate because of individual differences in the 
accuracy of self-assessment and the change in individual perceptions of their 
competence over time.

A low level of response, which posed questions regarding the validity of the data, 
limited the research. It was not possible to fully analyse the responses and make 
comparisons between groups in the longitudinal survey because of the small numbers 

involved.

Further research needs to identify the subgroups of learners who respond differently to 
recording achievement; identify the expectations of employer groups; investigate more 
fully the relationship between school experiences and future expectations and examine 

the issues of ownership.



CHAPTER 1

BACKGROUND 

INTRODUCTION
This research is of contemporary relevance given a recent widespread expansion in the 

use of records of achievement (RoAs) in all sectors of education highlighted in the 

Report of the National Committee of Inquiry into Higher Education (Recommendation 

20).

"We recommend that institutions of Higher Education, over the medium 
term, develop a Progress File. The file should consist of two elements: a 
transcript recording student achievement which should follow a common 
format devised by institutions collectively through their representative 
bodies; a means by which students can monitor build and reflect upon their 
personal development." (Higher Education in the Learning Society 1997; 
141)

CONTEXT FOR THE RESEARCH
At the outset of the research a number of significant changes were taking place in 

Higher Education in general, for example, changes in the structure of the academic year 

through semesterisation and modularisation as well as a large increase in student 

numbers and widening access. Alongside this, an increased emphasis on vocational 

education and a focus on lifelong learning prompted the Higher Education sector to 

examine ways of enabling students to recognise their strength and abilities and help 

them decide on the most appropriate route for them. Specifically in relation to records 

of achievement, 1993 saw the formal introduction of the NRA on a mandatory basis for 

all sixteen-year old school leavers. This introduced an element of urgency in the 

development of records of achievement in HE. It was documented that these school 

leavers would have expectations of HE both in terms of being given the freedom to 

determine the nature and content of their studies as well becoming involved in 

producing records of their achievement (Assiter & Shaw, 1993). A number of 

initiatives were taking place within HE in response to these factors. At the University 

of Glamorgan in particular, through the Enterprise in Higher Education Initiative, work



had being undertaken to develop a profiling package which would enable students 

through self assessment, to examine their personal, academic and skills development 

whilst at University.

Discussions in relation to recording achievement in schools and Further Education (FE) 

appear to indicate that RoAs and the process of recording achievement may provide a 

number of benefits to students. Debate has centred on the advantages that RoAs may 

confer on students at employment interviews, or how the process of recording 

achievement can enable students to reflect on their experiences and plan for the future. 

Recently, for the reasons outlined above, attention has focused on the development of 

RoAs in Higher Education (HE).

AIMS
Within this context, the present research attempted to provide empirical evidence in 

relation to two areas: The first element of this research focused on the value of RoAs 

and the process of recording achievement in secondary or Further Education as 

perceived by school/college leavers. Do those who, it is argued, benefit from recording 

achievement recognise the value of the recording process and final document of record? 

What were their expectations for updating their RoAs in Higher Education? This 

element of the research was carried out using a questionnaire survey of school and 

college leavers arriving in HE.

The second component of this research piloted and evaluated the use of a profiling 

package at the University of Glamorgan. Baseline and longitudinal studies were 

conducted over two years and provided data for comparison. The profiling package 

relied on students conducting a self-assessment of their skills. The appropriateness of 

self-assessment in recording achievement in HE therefore provided the central focus for 

this area of the research. The following questions were asked: Does self-assessment 

provide an appropriate tool for the recording of students' achievement in Higher 

Education? As students become more practised at recording achievement, do they 

become more competent in self-assessment? Do students' self-assessments become 

increasingly accurate?



The opening chapter of this thesis attempted to explain the purpose and structure of the 
study. The context of the research has been introduced briefly here and the remainder 
of this chapter will examine, in depth, the developments in RoAs in schools, FE and HE 
with particular attention to changes in policy as well as practice. Of particular relevance 
are the initiatives being undertaken at other Higher Education Institutions, such as the 
Personal and Academic Development Programme at Sheffield. In order to take forward 
the recording achievement initiative at the University of Glamorgan, a full 
understanding of the current situation needed to be established.

DEFINITIONS
The terms recording achievement and profiling have been used interchangeably and often, 
there is no clear distinction between them (Hall 1989; Assiter & Shaw 1993; Bull & Otter 
1994), There is no single definition of what a record of achievement is, or of what is 
involved in the process of recording achievement. There are however certain concepts 
which are generally agreed in relation to recording achievement. As illustrated 
throughout this chapter, there is much diversity in both the process of recording 
achievement and the content and format of the final summary document. Hitchcock 
(1990) for example, does not distinguish between the process and product in defining a 
profile as

'a means of recording assessment of students across a wide range of 
abilities. It contains the continuous formative learning process, as well as 
the summative, or summary document of record.' (1990; 2)

By not making a clear distinction between the formative and summative elements of 
recording achievement, this definition is somewhat ambiguous.



According to Brown and Knight, records of achievement

'provide a record in a portfolio format of what a student has achieved 
during a period of learning. ...RoAs concentrate on what students can do 
rather than what they cannot do, and often are produced as a result of the 
profiling process which has helped to chronicle achievement.' (Brown & 
Knight 1994; 95)

This definition suggests that the summative document of record should focus on recording 
a students strengths, that is, what a student can do. By implication however, the 
incorporation of action planning into the recording process relies on a discussion of what 
a student cannot do or does less well in order for improvements to be made. (Action 
planning in the context of the National Record of Achievement (NRA) will be discussed 
later.) It has also become evident that RoAs are not necessarily displayed in a portfolio 
format and a profiling process does not always precede the production of a final 
document.

Bull and Otter (1994) identify recording achievement as a

'personal process involving action planning and reviewing by students to 
define goals and targets, and to help identify and plan the routes by which 
they can be achieved' (1994;23)

It is important also to remember that although RoAs are usually produced as the result of 
a profiling process, the process does not always result in the production of a summary 
record. Likewise, a RoA may be produced without first engaging in a process similar to 
that described by Bull and Otter (1994).
Throughout this review, a distinction has been made between the formative and 
summative role of RoAs. The terms 'profiling1 or 'recording achievement1 is used to refer 
to the formative process involved with producing a record. The terms 'profile' or 'record 
of achievement' is used to refer to the summative product or outcome of this process.



FORMATIVE AND SUMMATIVE COMPONENTS

The definition below is successful in highlighting the distinctions that need to be made 

between summative and formative recording.

'Profiles are a record of individual students' achievements, usually in terms 
of statements about a series of competences or learning outcomes. Profiling 
is inherently a formative exercise, enabling the student to loop around a 
cycle of self-evaluation, needs analysis and action planning in order to 
continuously improve.' (Brown & Knight 1994; 92)

A RoA can be used in the formative learning process, as a summative document, or serve 

both purposes. As such, there is much variation in the specific content of the summary 

record and the procedure used to compile them. However, it is misleading to state that 

profiles usually record students' achievements in terms of competencies or learning 

outcomes. Examples highlighting the variety of process and product are presented 

throughout the remainder of the chapter.

Hitchcock (1990) identified six broad categories of profiles that can be placed along a 

spectrum based on their formative and summative contributions. These are outlined in 

figure 1.1.

In some cases, the main function of the RoA is to provide a summary document of record. 
The RoA is the summative document in which the formative assessment is summarised 

and may include profiles of a variety of skills, attitudes, personal achievements and 

examination results (Hall 1989). The RoA may be used as evidence of what an individual 

has achieved and could be useful in applying for future education, training or employment 

opportunities.



FIGURE 1.1 Formative and summative records
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(Hitchcock 1990; 44)

For others, recording achievement is considered to be a valuable component in the 
formative process, assisting in the personal development of students. The formative 
learning process involves the collection of data in a manner that helps to form the 'way or 
direction in which a student develops.' It usually involves a discussion between the 
student and the teacher affecting both the course to be followed and the students' progress 
(National Profiling Network 1987, in Hall 1989; 16). As part of the recording 
achievement process, the student becomes involved in reflecting on their experiences and 
on what they have learned. Wedgwood (1992) describes records of achievement and 
personal profiles as 'tools for enhancing personal and professional development through 
self reflection.' (Wedgwood 1992; 90) Periodic review and action planning are 
considered to be key features of profiling/recording achievement once information has 
been gathered.

SCHOOLS AND COLLEGES
The rapid and widespread expansion of recording achievement and profiling is just one of 
the many changes taking place within education in recent years. Teachers have been 
recording the achievements of their students in one form or another throughout the history 
of formal education. As the potential benefits of RoAs and the recording process have 
been realised, RoAs have increasingly become a central feature in all sectors of education. 
Originating in secondary schools, these developments have been accompanied by 
Government led initiatives and policy changes. In this section, the developments that 
have taken place and the factors that have promoted these developments are discussed.



CHANGING POLICY AND PRACTICE

Early Developments

Two factors were influential in the early development of RoAs. Firstly, a recognition of 

the limitations of traditional assessment methods and a secondly, dissatisfaction with the 

existing methods of recording and reporting achievement. These two factors are inter 

related: the way in which a student is assessed will largely determine the way in which 

their achievement is reported. Within this context, this section discusses the limitations of 

traditional assessment and reporting practice, and look at the ways in which ways RoAs 

may potentially overcome these problems. The following definition emphasises the role 

of profiles in presenting the results of assessment.

'A profile is a method of displaying the results of an assessment: it is not a 
method of assessment. It is essentially derived from a separation of the 
whole of an assessment into main parts or components.' (Further Education 
Unit 1987; 80)

Assessment can be defined as

'the making of a judgement, based on certain criteria, about the extent or 
quality of the attainment or performance that has taken place. '(Munby et al 
1989; 11)

Assessment has two purposes. Formative assessment provides learners with the 

opportunity to review their progress by providing feedback on strengths and weaknesses. 

Summative assessment allows achievement to be evaluated against a set of criteria or in 

relation to the performance of others.

Traditionally, assessment within education has been largely based on formal examinations 

for which a series of grades or marks would be awarded and a certificate received. This 

system based on norm-referencing indicates where one student's performance lies in 

relation to other students and allows for easy comparisons to be made between them 

(Brown & Knight 1994). The ease with which students can be compared is an important



factor in maintaining the popularity of traditional examinations as a method of 
assessment. It has been argued that employers and institutions of Further and Higher 
Education are able to easily identify the academically 'strong1 student from a series of 
examination results.

Although they are still widely used, the reliability, validity and fairness of traditional 
assessment methods has long been questioned (Brown 1990). Do examinations really 
measure what they are intended to measure and do they in fact provide a reliable tool for 
comparison of the achievement of students? The Dearing Report emphasised that good 
assessment is crucial to learning and can influence the direction and form of students' 
learning.

'To achieve its purposes, assessment must satisfy three major criteria. It 
needs to be fair, valid and reliable.' (Higher Education in the Learning 
Society 1997; 138)

A major frustration with traditional methods of assessment is that they are overly 
selective, only evaluating a narrow range of abilities (with an emphasis on academic 
performance). Traditional methods of assessment examine only a small proportion of 
what a student actually achieves and only indicate performance at a given point in time 
(Munby et al 1989).

In 1943, the Norwood Committee pointed to the limitations of examination results in 
describing pupil's performance. They encouraged the introduction of a new form of 
school leaving certificate which would provide a broader picture of what a pupil had 
achieved whilst at school (Assiter & Shaw 1993; Hall 1989).
In the 1960's further impetus was provided for the development of summary RoAs when 
the Newsom Report 'Half Our Future' (1963) stated that

'The schools should provide all sixteen year-old leavers with some form of 
internal leaving certificate, combining an internal assessment with a 
general school record, irrespective of any external examinations they might 
take.' (Newsom Report, 1963; xvii)

'boys and girls who stay at school until they are sixteen may reasonably 
look for some record of achievement when they leave.' (Newsom Report, 
1963; 80)



Another criticism is that traditional methods of assessment are often unhelpful. A grade 

only tells you how well you have done in relation to others or in relation to absolute 
criteria set by the teacher. A grade cannot tell you how you might have done better, or 

guide you on how to improve certain aspects of your work. It will not tell you what you 

have actually achieved or what your strengths and weaknesses are. A RoA may benefit 
both the student and the teacher by providing a more accurate picture of the students' 

progress. Criterion referencing, whereby achievement is measured against a pre 

determined set of criteria, allows a full description of what the person has achieved and is 

useful in providing the basis for discussion in the formative recording process. Criterion 
referencing is generally regarded as a more appropriate mode of assessment today (Brown 
& Knight 1994; Munby et al 1989).

In 1975, the Schools Council stated that

'we believe that all pupils should be offered a documentary record at the 
completion of their secondary schooling... a balanced account of the pupil's 
attainment, interests and aspirations.. (Working Paper 53 'The Whole 
Curriculum 13-16' in Hall 1989; 17)

It was identified that employers and colleges need to be provided with more detailed, 
balanced and accurate information on applicants for jobs or further courses. 

Consequently, changes in traditional recording and reporting methods were needed. In 

1979, the Further Education Unit (FEU) report, A Basis for Choice, promoted the use of 
profiling/records of achievement as a more acceptable way of presenting evidence of the 

achievements of young people (Hitchcock 1990; 10). Until recently, a large proportion of 

school leavers who have not gained examination passes, have completed eleven years of 

compulsory schooling with no evidence of what they have achieved. Little account was 

taken of the practical, personal and social skills acquired by the student during the course 

of their education. The introduction of RoAs has provided an opportunity to assess the 

whole range of practical, personal and social skills acquired by an individual as well as 
academic ability. Through expanding the definition of achievement, profiling and RoAs 

give students a wider experience of success (Munby et al 1989).
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Employers in actual fact gain little from traditional records of assessment. The whole 
system has, until recently been geared towards recording academic achievement which is 
not necessarily the most important consideration for employers. A good academic 
standard does not guarantee the right person for the job. The focus has been on entry into 
Higher Education, but when considering that the participation of 18-21 year olds in 
Higher Education in 1994 was only 24% (DfEE, 1997), an emphasis on academic 
recording is failing three quarters of young people in this age group. Even if a greater 
proportion of school leavers were entering HE, there has long been a debate regarding the 
relevance of'A' level grades in predicting degree performance (Wanowski 1970; Bourner 
& Mahmoud 1987). Higgins (1994) criticises the current admissions procedures for entry 
into HE through the Universities and Colleges Admissions Service (UCAS) system. One 
of his main criticisms is its reliance on a teacher's prediction of 'A' level performance. 
Although not cited as his only concern, Higgins advocates a move towards applications 
being made to HE once results are known and based on a full and up-to-date record of 
achievement.

School Based Initiatives

It was not until the 1970's that real progress was made in the development of RoAs. From 
this time, a series of initiatives have taken place within secondary schools and the Further 
Education sector aimed at introducing a diverse range of schemes for recording 
achievement. Alongside these initiatives, have been a series of Government led policy 
changes which have promoted and supported them.

The Record of Personal Achievement, Wiltshire

One of the initiatives introduced into schools in the early 1970's was the Record of 
Personal Achievement (RPA) scheme, Wiltshire. This initiative was based solely on the 
students recording their own achievements in a logbook. The activity was designed to 
help pupils to undertake a formative assessment and to encourage them to understand 
themselves better. The pupils had ownership of the logbook and teachers had no 
influence over what was recorded. The records were not assessed in any way. An 
independent evaluation (Swales 1979) argued that there was evidence to suggest that the 
RPA provided a framework for motivation and incentive, 'particularly for those pupils for
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whom examinations were not appropriate' (Hitchcock 1990; 44). This scheme was one of 
the few profiling systems in the early 1970's that did not perform a summative role and it 
failed to gain credibility because of this.

The Personal Achievement Record, Evesham

Another initiative introduced in the late 1970's was the Personal Achievement Record 
(PAR). Initially intended for use with fifth formers at Evesham High School, the scheme 
was later developed to include the whole school. The PAR was also based on a logbook 
but the focus in this development was on producing a summary document of record. The 
logbook contained a number of skills areas (maths, language, physical education, practical 
skills and personal and social skills). Within each area was a criterion checklist of twenty 
skills. It was the pupil's responsibility to maintain the logbook and when they had 

reached an agreed level of performance in each skill, it was their responsibility to 
approach the teacher for validation. The logbook proved to be popular because it required 
little commitment in terms of time from teachers (Hitchcock 1990). Using a criterion 
checklist allows the subjectivity of assessment to be removed. Validation of the logbook 
ensured that the PAR was given credibility outside the school environment.

Whereas the RPA performs a formative role with an emphasis on process, the PAR 
largely centres on the summative recording of achievement and contains only a small 

formative element. These two examples highlight the difference between the formative 

and summative process introduced earlier.

First Steps towards the National Record of Achievement

By the early 1980's a variety of profiling and RoA schemes were in use at the secondary 

school level. The upsurge of interest was highlighted in the Department of Education and 

Science draft Policy Statement on Records of Achievement (1983), that indicated 

virtually unanimous support for the use of RoAs. The DBS (1984) states that the main 

features that records of achievement had in common is that they
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'set out to record achievements or experiences of young people, or 
assessment of their personal qualities, which go beyond examination 
results.' (DES/WO 1984; 2)

Department of Education and Science/Welsh Office Statement 1984

In 1984, the Department of Education and Science/Welsh Office (DES/WO) Statement of 

Policy on Records of Achievement brought together many of the concerns of those 

already involved in profiling. It was the first identified official support for the 

development of RoAs in England and Wales (Pole 1993). A major problem highlighted 
by the statement is that still, very few pupils were leaving school with a record of their 
knowledge and skills in subjects for which they did not achieve 'O' level/CSE passes. A 

further area of concern was that on leaving school, students had no record of their 

personal and social qualities,

'Yet the development of such qualities is a crucial aspect of education.' 
(DES/WO 1984; 1)

The 1984 Statement of Policy highlighted four key areas where it was believed that RoAs 
and the recording process would make a positive contribution to schooling:

'Recognition of achievement: Records and recording systems should 
recognise, acknowledge and give credit for what pupils have achieved and 
experienced, not just in terms of results in public examinations, but in other 
ways as well. They should do justice to pupils' own efforts and to the efforts 
of teachers, parents, ratepayers and taxpayers to give them a good 
education.

Motivation and personal development: They should contribute to pupils' 
personal development and progress by improving their motivation, 
providing encouragement and increasing their awareness of strengths, 
weaknesses and opportunities.

Curriculum and organisation: The recording process should help schools to 
identify the all round potential of their pupils and to consider how well their 
curriculum, teaching and organisation enable pupils to develop the general, 
practical and social skills which are to be recorded.

A document of record: Young people leaving school or college should take 
with them a short, summary document of record which is recognised and
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valued by employers and institutions of further and higher education. This 
should provide a more rounded picture of candidates for jobs or courses 
than can be provided by a list of examination results, thus helping potential 
users to decide how candidates could best be employed, or for which jobs, 
training schemes or courses they are likely to be suitable.' (DES/WO 1984; 
3)

The 1984 DES/WO statement expressed the expectation that records of achievement 

would not only have an impact on the process of recording achievement and the way that 
achievements are reported, but would also have an impact on teaching and learning styles. 
Burgess and Adams (1985) for example, note the potential of RoAs in enhancing the 
students' experience of education and improving standards (Pole 1993; 2).

The policy statement set out the intention to conduct a series of pilot schemes and from 
this basis, to develop a National Record of Achievement (NRA) for use in secondary 
schools in England and Wales. The widespread acceptance of this policy statement stems 
from the fact that rather than introducing a new concept, it was acting in response to the 
numerous initiatives and schemes already being generated at an individual and local level. 
It is unlikely that ensuing government initiatives would have been so successful if there 
had not already been widespread support for profiling and recording achievement at the 
'grass roots' level (Munby et al 1989). On introducing the NRA it would be necessary to 
establish agreement between those involved in (or with an interest in RoAs) as to the 
purpose, content, format, ownership and validation of the document (DES/WO 1984).

Pilot Schemes

The DES pilot schemes were set up for three years between April 1985 and March 1988. 

Nine schemes were chosen: Dorset; Essex; Lancashire; Suffolk; ILEA; Wigan; the Welsh 

Joint Education Committee (WJEC); the East Midlands Records of Achievement Project 

(EMRAP) and the Oxford Certificate of Educational Achievement (OCEA) (Broadfoot et 

al 1988). All schemes were expected to report regularly to the Records of Achievement 

National Steering Committee (RANSC). The object of these schemes was to prepare the 

way for establishing national guidelines for introducing a National Record of 

Achievement.
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Other initiatives were also taking place nation-wide though not directly funded by the 

Department of Education and Science. These included the Northern Partnership for 

Records of Achievement (NPRA), Cambridge Partnership for Records of Achievement 

(CPRA), South East Records of Achievement (SERA), and West Midlands Record of 

Achievement (WMRA) (Hitchcock 1990; Munby et al 1989).

The Welsh Joint Education Committee (WJEC) Initiative

The WJEC Initiative proposed to work towards the development of a 'comment bank1 

profile that would primarily be used in the production of a summative document. The 

decision to formulate comment banks derived from earlier negative feedback from 

teachers regarding the amount of time involved in NRA bureaucracy. By the time the 

WJEC project had been accepted into the DESAVO pilot scheme, work had already been 

carried out and the feasibility of introducing a nationally available profile based on 

'comment banks' had been established subject to further development.

In 1981 a range of examples already being used at schools in Wales were collated and 

four pilot profiling systems were developed. These embodied the desirable components 

of RoAs identified at a conference convened by the Schools Council Committee for 

Wales in 1980 and attended by practitioners from schools and Local Education 

Authorities throughout Wales. Fifteen pilot schools (nominated by their Local Education 

Authorities) were chosen for the project. The criteria for choice were catchment area, 

school size and internal structures. The schools chosen were those with an interest in 

RoAs but no real commitment to any one system. Trials began in 1982 and it was found 

that although there was much diversity in practice, there was a common motivation that 

all pupils should be valued equally (Schools Council Committee for Wales, 1983).

Between 1985 and 1988, the WJEC co-ordinated, monitored and evaluated the further 

development of RoAs in thirty schools in Wales. All schools were required to follow 

criteria based on the DESAVO Policy Statement. These principles included, for example, 

that records were to be compiled for all pupils, that there would be opportunity for regular 

discussion and dialogue between pupils and teachers and that the summary document of 

record should be a positive one. Evaluation included discussion with employers, Careers
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Services and members of Higher and further education. The feedback from all sectors was 

generally positive and in 1988 the scheme was extended to cover the 16-19 age group 

(Hitchcock 1990).

The Records of Achievement National Steering Committee (RANSC)

The Records of Achievement National Steering Committee (RANSC) was set up by the 

Secretaries of State to monitor the DES supported pilot initiatives and to develop national 

arrangements for recording achievement. The committee was made up of amongst others, 

educationalists and industrialists and was chaired by an assistant secretary at the DES 

(Broadfoot et al 1988). A report of the experiences gained in these pilot schemes 

contributed to the RANSC Draft National Guidelines for Records of Achievement in 

1989.

It highlighted the role that RoAs can play in making it possible for all pupils to experience 

success. It stated that

'Records of A chievement are for all pupils. They should be designed to give 
boys and girls of all abilities and from all social classes and ethnic 
backgrounds the opportunity to experience success and to develop pride in 
the range of their achievements, academic or otherwise.' (DES/WO RANSC 
1989 in Hitchcock 1990; 123)

RANSC identified the need for a national record to perform both formative and 

summative roles and argued that

'summative documents should fully reflect the purposes and principles of 
the assessment, recording and reporting processes .... and directly based on 
evidence compiled during the school's internal recording processes.' 
(DES/WO RANSC 1989 in Hitchcock 1990; 122)
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Pilot Records of Achievement in Schools Evaluation (PRAISE)

The Pilot Records of Achievement in Schools Evaluation (PRAISE) project was set up in 

1985 to evaluate the progress and results of the pilot initiatives for three years. 

Researchers from the Schools of Education at the Open University and the University of 

Bristol undertook the evaluation. There were initially four main strands to the research.

Case Studies: Twenty-three schools and tertiary colleges were studied in depth. Reports 

were written with the aim of providing firstly, feedback to participating schools and 

secondly, a source of information and guidance for those expected to implement National 

Guidelines in the future.

Meta-evaluation: Each scheme had a local evaluator who monitored progress within the 

scheme. It was intended that a national evaluator would carry out meta-analysis of 

variables to determine how much difference they made (rather than just determining 

whether the effects were statistically significant) and place the findings in a national 

context. In reality, it proved impossible to carry out an analysis at a national level due to 

the variety of objectives and methodologies used between regions.

Local Education Authority Policy Study: A study of LEA policy was carried out to 

identify issues emerging at a local level. The original objectives - to explore the link 

between national and local policy and determine the possible implications of this link - 

were not met.

Teacher's Survey: Intended to collect evidence of the 'general impact of records of 

achievements on the work and attitudes of teachers by means of a questionnaire.' 

(Broadfoot et al 1988; viii). The survey was abandoned after a delay caused by the 

teachers' strike. By this time, other aspects of the research were already confirming the 

teachers' attitudes.

The final report highlighted the wide variety of experiences within schemes and 

between schools. It did not attempt to identify a comprehensive model of good practice 

but identified the RoAs as providing a challenge to schools and teachers and as catalysts 

to change (Broadfoot et al 1988). It concluded that
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'our evidence ... confirms a continuing consensus that records of 
achievement can raise the standard of pupils' learning by raising their 
involvement in, their commitment to, and their enjoyment of the educational 
process.' (PRAISE 1988)

Class, educational disadvantage and RoAs

It is widely documented that educational achievement declines with social class (Metcalf, 

1997; Halsey et al 1980). RoAs are useful in demonstrating 'value added' for pupils with 

lower exam grades, but the most useful RoAs are from middle class schools with 

excellent achievement. In effect, those who benefit are those who least need the benefits 

with the very process of articulating achievement places Middle Class schools at an 

advantage.

The Technical and Vocational Education Initiative (TVEI)

TVEI (Department of Employment) was introduced in the early 1980's for students' aged 

between 14 and 18 years. It was a curriculum initiative with the primary aim of bridging 

the gap between the vocational and academic domains. Although TVEI did not initiate 

profiling, it provided much impetus for its development. Many TVEI initiatives (e.g. at 

Sunderland) considered RoA development as a priority from the start (TVEI, 1985). 

TVEI was well placed to take on developments of RoAs given their links with 

employment. However, TVEI was set up as a temporary project and its status was 

insecure. As such, teachers were sceptical about the initiative and did not take it 

seriously. This was a recurring issue in later years with RoAs and the NRA.

Evaluating RoAs in the TVEI (PROFIT)

The PROFIT project was set up in 1986 to evaluate profiling in TVEI and ran parallel to 

the PRAISE project. Although collaboration between schools and further education 

initiatives in the 1980s was limited, the reports resulting from the two projects showed 

many similarities (Broadfoot 1992a).
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TVEI Statement on Recording Achievement Planning Individual Development

Concurrent to the Department of Education and Science circular on Records of 
Achievement (July 1990), the then Training Agency published a statement on 'Recording 
Achievement and Planning Individual Development' (RAPID) which provided guidance 
on managing the RoA process (Broadfoot 1992a). This guidance material was written 
mainly for use in schools, but it presents general principles which can be applied to 
recording achievement in any setting be it further education, Higher Education or 
employment and training (Employment Department February 1991).

'The core of recording achievement is the process by which teachers/ 
trainers/ supervisors etc. and students/ learners/ employees jointly engage 
in reviewing achievement and target setting in order to develop self 
knowledge, and establish future needs and standards' (RAPID 1990 in 
Employment Department 1991; 4)

Associated with the core processes is the collection of a range of evidence of individual 
achievement.

Youth Training Initiative

Outside the educational setting, the Youth Training Scheme, which was launched in 1983, 
introduced a recording system with both formative and summative elements. It involved 
the young person in keeping a logbook of their personal experiences. This logbook was 
reviewed regularly, and at the end of the scheme, a final profile certificate was produced 
(Hitchcock 1990).

Introducing the National Record of Achievement

Developments culminated in a Department of Education and Science (DES) and the 
Department of Employment announcement in February 1991 that a pilot National Record 
of Achievement (NRA) would be introduced on a trial basis for two years from that 
summer (Assiter & Shaw 1993; RoAHE 1993).
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The NRA was formally introduced on a mandatory basis from the summer of 1993. Since 

this date, every 16-year old school leaver has been required by law to take with them the 

NRA (Assiter & Shaw 1993; RoAHE 1993a). The National Council for Vocational 

Qualifications (NCVQ) was given responsibility for its management and further 

development (RoAHE 1993 a).

'The NRA is more than a school-leaver's document. It is a framework for 
managing the learning process' (NCVQ 1993 in RoAHE J993a; 7)

The compulsory and universal standard NRA reflects a general trend in education today, 

which allows comparisons to be made between schools in the same way as standard 

attainment targets and testing (SATS) have led to school league tables. The NRA 

contains elements of government policy across the entire education curriculum.

Factors influencing the development of the NRA

Dissatisfaction with traditional methods of recording and reporting achievement is still 

significant in the development and use of the NRA. More recently however, interest has 

focused on the educational value of RoAs to students in enabling them to monitor review 

and record their own learning both inside and outside the school/college environment 

(Assiter & Shaw 1993). This move is in line with curriculum changes in schools and a 

shift to a more student-centred approach to learning. There is increasing emphasis on 

students being able to evaluate their own learning and recognise their own achievement.

Much of the popularity of RoAs stems from their capacity to fulfil a variety of different 

purposes simultaneously. In 1987, the National Curriculum Task Force on Assessment 

and Testing (TGAT) and the Department of Education and Science/Welsh Office defined 

four purposes for the information derived from assessment. They stated that assessment 

should be:

• formative - to recognise the positive achievements of a student and to discuss and 

plan for the future;
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• diagnostic - to examine any learning difficulties and provide help and guidance to 
overcome these difficulties;

• summative - to record the overall achievement of the student in a systematic way; 
evaluative - to assess and report upon aspects of the work of the college/LEA.

(Brown et al 1990; Munby et al 1989)

The involvement of students in the assessment process through the recording of 
achievement provides teachers with feedback to help them determine the learning needs 
of the students. Students themselves are able to identify their strengths and weaknesses 
and plan for their own development (Brown et al 1990). This in turn can be said to 
motivate students.

'Assessment... can provide a framework in which educational objectives 
may be set and students' progress charted and expressed... a basis for 
planning the next step in response to students' needs' (TGA T in Brown et al 
1990; 153)

Purpose

The purpose of the NRA was laid down in the DESAVO Policy Statement. The NRA was 
designed to highlight achievements to date and not to try to predict future achievements. 
It was hoped that in addition to providing a summary of an individuals achievement to the 
age of sixteen, the NRA would provide the basis for planning for future development in 
line with government commitment to life-long learning (Employment Department, 
February 1991). The DESAVO Policy statement also pointed out that the NRA should 
only concentrate on the positive aspects of a students achievements and qualities. This 
situation later changed, with the introduction of a new key component to the NRA - an 
action plan, which by definition points to areas of deficiency in the student. The early 
emphasis on a positive document may be seen as a clever strategy for the introduction of 

the NRA
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Content and Format

The NRA had a standardised format and contained six main pages. The first page 

provided the personal details of the owner. The following pages provided a summary of 

information on School Achievements in the Curriculum; Qualifications and Credits; Other 

Achievement and Experience; a Personal Statement and where appropriate, Employment 

History (Employment Department 1991). The NRA was later expanded to also contain 

an Action Planning page. The entire document was contained within a burgundy folder - 
in itself criticised at an informal level by teachers who questioned the expenditure during 
a period of educational cutbacks.

Ownership

The ownership of the final summary document is that of the school leaver. It was left to 
the individual to decide whether to use their NRA in the future for applications to 
employers and colleges (Department of Education and Science/Welsh Office 1984).

Validation

An area of significant concern regarding the use of summary RoAs in selection has been 
the reliability, validity and authenticity of the information - particularly in view of the 

variety of recording mechanisms utilised.

This problem was resolved to some extent with the introduction of the NRA, but there 

were still many debates regarding whether the NRA should be validated. Research 

carried out in 1993 (Research International) indicated that employers, training 

organisations and college staff who had direct experience of using the NRA as a 

component of the recruitment process were concerned about using the NRA as an 

alternative to their own selection process. One of the reasons cited was that more 

validation was required. It is accepted that the NRA should only be completed as a result 

of the formal process of recording achievement and according to NCVQ validation is 

necessary in the production of a summative NRA.
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'If the NRA is to realise its potential in developing the individual and to 
become recognised as having value to all its users, arrangements need to be 
made to secure its quality.' (NCVQ 1993 in RoAHE 1993; 7)

The Department of Employment (1991) also supported validation of the NRA process by 

an appropriate body in order to authenticate the NRA. Throughout Wales, accreditation 

has been provided by the WJEC. However, because of differences in views regarding 

quality assurance of the NRA, from September 1992 Mid Glamorgan Education 

Authority for example, was also responsible for the accreditation of the NRA documents 

issued by its schools. Accreditation was awarded to schools that meet certain criteria 

regarding the NRA process (i.e. the individual student's record was not accredited). 

Accreditation is recognised by the inclusion of a Certificate in the NRA document itself 

(Mid Glamorgan, The NRA and Compact: A Guide). If there is public disagreement 

amongst those who are validating the NRA, it is little wonder that there is scepticism from 

others.

The NRA Process

The recording process with the NRA involves four aspects - dialogue between the pupil 

and the teacher, the recording of evidence, planning and summarising (thus incorporating 

both formative and summative components).

Action Planning

The Education-Business Partnership was set up in 1991 to co-ordinate all activities to link 

education and business at a local level (Department of Education and Science/Welsh 

Office 1991). A manual produced by South Glamorgan Education Business Partnership 

(1994) states the following outcomes of recording achievement:

• Pride in his/her achievement

• Greater control/responsibility for his/her learning

• Commitment to life long learning

• A positive summary of his/her achievements
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It is worth emphasising that at the time of publication there was little empirical evidence 
to indicate that the NRA actually helps students - no before and after comparisons had 
been made or control groups monitored.

It has been widely argued that Action Planning supports the student in the assessment and 

recording process, encourages students to take greater responsibility for their own 

learning and enables students to take pride in their achievements. Action Planning 

arguably has the following benefits for the student. It:

• encourages them to take greater control of and more responsibility for their own 
learning,

• involves them fully in the process and enable them to demonstrate their achievement 

across a range of curriculum objectives,

• ensures that they are aware of their strengths and weaknesses,

• encourages their involvement in the assessment process matching targets to their 

ability and developing self-assessment skills,

• has a positive impact on their attitude to learning thereby motivating them and 

developing their self-esteem.

There are four stages identified as part of the action planning process. These are: 

FIGURE 1.2 The Action Planning Cycle

Where am I now? 
(Review)

How will I get 
there?

Where am I going? 

(Goals)

What are my Next 
steps? (Targets)

(The NRA and Compact Progression to Post 16/Post 18 Education Training and 

Employment1 Seminar July 13th 1994)
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Employers and the NRA

The NRA had the potential to provide an important link between the National Curriculum 

and the needs of Industry. In 1991, at the launch of the NRA Pilot, the Secretaries of 

State stated that

'The NRA mil become the vehicle for telling employers and others exactly 
what the school leaver's National Curriculum achievements have been' 
(Pole, 1993; 4)

According to Munby et al (1989), many employers welcomed the use of RoAs in the 

selection procedure and in making decisions as to further training of staff. However, 

there is little empirical evidence in support of this statement.

Research into the NRA 'Use and Experience in Selection' (Research International and the 

Department of Employment, 1993) provides evidence of an overall positive response to 

the NRA. This may be overstated due to the nature of the sample. The Training 

Agencies, employers and colleges questioned were chosen because they already widely 

used RoAs in their selection procedures. The research may also be considered premature 

considering that the NRA had only been used by all 16-year old school leavers since the 

summer of 1993. Many employers do not use records of achievement and many do not 

ask for them or read them when they are produced at interview.

Current Practice

The Dearing Review (1996) recommended that a new model RoA would be introduced as 

a tool for lifelong learning and development. Recognising the potential advantages of 

RoAs, the progress file was piloted in schools and colleges from September 1997. The 

progress file had a new focus with emphasis on

'increased individual ownership; 
greater personal responsibility for the individual; 
the development of the individual throughout life' 
(DfEE, 1997; 3)
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The move towards increased individual ownership is a positive step. Previous 

initiatives were led by schools/teachers and were imposed on the students. This posed 

problems for ownership and meaningful participation - an issue that is particularly 

important when working in Higher Education.

The Progress file also has a new flexible format, with a loose-leaf file, sections with 

dividers, no titles on pages and a logo to use on the individuals own stationary. There is 

also a detachable presentation folder, which can be used to present a summary of 

achievements and supporting evidence.

Three sets of materials have been developed, designed to help students check their 

progress; set goals and targets, develop and record skills; record qualifications and 

credits; write personal statements and CVs for specific purposes and help with career 

planning. Progression takes place between the three sets of material entitled 'Getting 

Started', 'Moving On' and 'Widening Horizons'. Subject to successful piloting of these 

materials, it is anticipated that there will be a phased introduction of the progress file 

between September 1998 and September 2000 (DfEE, 1997).

The introduction of a new NRA after such a short period of time illustrates the repeated 

short life span of each RoA project. This reinforces an earlier issue that teachers will 

not take the proposals seriously but will try to delay utilising the progress file, hoping 

that it will just go away as the NRA has now done.

HIGHER EDUCATION
The introduction of profiling and records of achievement into Higher Education has been 

slower in coming about, but there has been a recent urgency to develop RoAs for use in 

Higher Education. There are at present and have been for several years, a variety of 

research and initiatives taking place within Higher Education nation-wide. Obvious 

differences will occur between the ways in which RoAs are implemented in schools and 

at Higher Education Institutions. The best way forward for RoAs in Higher Education 

may be to encourage the approaches developed by individual institutions and departments 

to meet their own requirements and to promote ways of relating these to the national
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system of recording (Bull & Otter 1994). Responses from a number of Higher Education 

Institutions (Preston, Bangor and Aberystwyth) tend to support this idea. What is 

appropriate for one department or institution will not be for another.

The following section examines the factors that have encouraged the development of 

recording achievement and profiling in Higher Education.

TYPES OF RECORDS USED IN HIGHER EDUCATION

Two broad types of RoAs have been identified within the Higher Education framework. 

They are inter-linked and aspects of one may overlap into another (Fenwick, Assiter & 

Nixon 1992; Assiter & Shaw 1993):

The Learning Outcomes Profile

A learning outcome may be described as

'what students know and can do as a result of Higher Education .' They 
include 'the specific subject knowledge and the intellectual, analytical, 
personal and enterprise qualities which are developed by Higher 
Education.' (UDACE1991; 4)

A learning outcome describes what graduates are expected to do as a result of Higher 

Education, and does not relate directly to specific courses. Learning outcomes make it 

easier for students to understand what is expected of them and to be more responsible for 

their own learning. A learning outcomes profile (LOP) may be either 'negotiated', 

'prescribed' or contain elements of both.

A prescribed LOP is based on the idea that outcomes of learning of a course (or 

component of a course) can be identified. Through identifying the outcomes of learning, 

a prescribed LOP can form the basis for discussion and assessment. By providing 

students with clearly defined goals from which to set themselves targets the LOP can
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perform an important role in the formative process. The prescribed LOP is most useful 

where there are clearly defined professional requirements e.g. the Legal Practice Course.

By implication, the LOP is least effective when the course or module is general or 

theoretical, or when lecturers lack clarity about their curriculum. This leads to occasional 

and informal resistance to the learning outcome model.

With a negotiated LOP, the learner plays a part in determining the learning outcomes of 

their course for example and determining how they will achieve them. Some or all of the 

learning outcomes may be negotiated in this way. This type of LOP is most useful for 

example with work placement components of a course as it is more flexible and allows 
for the variety of an individuals experiences.

If the LOP is to be used as a summative document, it will be based solely on whether a 

student has achieved a certain criteria (a pass/fail basis) or where a grade is required. The 

assessment criteria explicitly describe what constitutes each grade.

The Personal Development Profile

Personal development profiles (PDPs) are used for the formative assessment of students 

learning and/or personal development. They are usually completed through some form of 

self-assessment whereby students plot their own development against a set of objectives. 

It has been shown that they are generally taken more seriously when incorporated into the 

course in some way. PDPs may be incorporated into either form of learning outcome 

profile, and the information they produce can be used in the production of a summative 

document (Assiter & Shaw 1993; Fenwick et al 1992). As earlier suggested, most 

developments in the area of recording achievement in Higher Education are related to 

PDPs and their use in the formative process. The area in which there have been most 

developments of PDPs in Higher Education is teacher training. It is argued, however, that 

profiling in teacher training is unrepresentative of Higher Education as a whole. These 

post-graduate students are engaging in activity that they will be asking their pupils to try 

out and their final logs/records are often assessed. In summary, these teacher trainees are
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more motivated than the average undergraduate is when it comes to recording 

achievement.

CHALLENGES IN HIGHER EDUCATION

The Changing Nature of the Higher Education Experience

Several factors within Higher Education (e.g. the large numbers and diverse 

characteristics of students) provide limited opportunities for close contact between 

lecturer and student. There are consequently, difficulties in accommodating discussion 

between student and staff (Wedgwood 1992; Wedgwood & Godfrey 1993). The very 

reasons that contact is difficult in Higher Education make this contact more important. 

Perhaps the real reason for the limited contact is that there has been a cultural shift in 

Higher Education as compared with schools towards the learner being autonomous and 

having to initiate contact with the tutor.

Although in practice recording achievement differs between schools, Further and Higher 

Education, in principle it is largely the same in that it aims to enhance the personal and 

professional development of an individual learner. The emphasis of recent developments 

with the recording of achievement (particularly in Higher Education) is on the formative 

component or the process (Wedgwood 1992). However, recording achievement in Higher 

Education tends to be based to a greater extent on self-assessment.

In Higher Education, the involvement of academic staff in the recording process is 

'heightened in well-devised profiling systems.' (Brown & Knight 1994; 92) Their 

involvement can prove problematic as there are increasing demands on staff time in 

Higher Education. A shift to modularisation, linked with a breakdown of close 

relationships between tutors and students makes it harder for staff to advise students' as to 

the most appropriate options and to monitor their achievements (Brown & Knight 1994). 

The shift to modularisation makes the Higher Education curriculum so varied that the 

academic RoA based on results becomes unique to the individual student. The 

introduction of modularisation is one way in which students are given more control over 

their learning through enabling them (within certain parameters) to define their own
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course. It is argued that in the context of a modular system, RoAs become an important 

tool.

The National Record of Achievement

Much of the interest regarding the use of profiling in Higher Education has evolved from 

the introduction of the NRA at the secondary level.

'Nor does the NRA stop there (with 16 year olds). It is a life-time document 
which the holder can regularly update and use to plan career development 
and training.' (DofE 1992 in RoAHE 1993; 7)

Until recently, recording achievement in schools and colleges has had limited impact on 

Higher Education, but over the next few years, there will be a widespread increase in the 

number of students arriving in Higher Education with experience of RoAs. The academic 

session of 1994 saw the first cohort of students to arrive in Higher Education with the 

NRA. What expectations did these students have for the way they would be assessed and 

the development of their NRAs in Higher Education? According to Assiter & Shaw 

(1993), these students would expect to be given the freedom and flexibility to negotiate 

and determine the nature and content of their studies. They would expect to become 

involved in producing records of their achievement and to be able to assess their own 

work as well as that of their peers. The need to accommodate the expectations of these 

students has been an important factor in the developments currently taking place within 

Higher Education.

Skills Development and Employability

In Higher Education particularly, there has been an increasing focus on skills 

development and recognition that there is a connection between recording achievement 

and skills development. In 1991 the Government White Paper 'Higher Education: A New 

Framework1 stated its intention to produce a large body of graduates who have certain 

skills and competencies which will equip them to deal with the demands of a rapidly
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changing work environment. Students are expected to emerge from Higher Education 
possessing core skills that are transferable into a range of contexts (Fenwick, Assiter & 
Nixon 1992; Assiter & Shaw 1993). By encouraging students to record and review their 

own progress, RoAs are seen as a useful way to develop these skills (McCuloch 1993). 
The recording achievement process fosters such skills as:

• critical evaluation - through review and reflection;

• problem solving - through action planning;

• negotiation and collaboration - through target-setting and self-assessment;

• self-reliability - recording achievement is done by and for the student.

(RoAHE 1993; 10).

General National Vocational Qualifications and National Vocational 

Qualifications

Advanced General National Vocational Qualifications (GNVQs) were piloted in schools 
and colleges of further education from September 1992. UCAS figures showed that over 
53,000 students were examined for advanced GNVQs in the academic year ending July 
1996. Research was carried out by UCAS (1996) which aimed to evaluate the 
effectiveness of GNVQs in preparation for HE. The project targeted students who had 
entered HE in 1994 or 1995 with GNVQ qualification from a range of subject areas. 
Interviews were conducted with over 100 students and there was qualitative analysis of 

the data. The results 'In Their Own Words' indicated that students' perceived GNVQs as 

a route to Higher Education. This data backed up earlier finding from FEU (1995) which 

indicated that the majority of GNVQ students wanted to continue into Higher Education. 
With an increasing number of students entering HE from different academic backgrounds, 
the NRA may provide a tool for recording the necessary evidence for use in application to 

HEIs.
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EARLY INITIATIVES AND DEVELOPMENTS

The first developments towards the use of RoAs in Higher Education were largely 

conducted on an individual basis, again within the teacher-training context. This work 

provided a valuable insight into the need to have clearly separated formative and 

summative components; the value of the formative process; the value of support and 

guidance in the self-reflection process; the issue of ownership and the need for flexibility 

(Wedgwood & Godfrey 1993).

I.T Profiles on an Initial Teacher Training Course, Worcester College

As the use of information technology (IT) was introduced into schools, so there was the 

need to develop the IT skills of trainee teachers. This particular profiling scheme was 

introduced onto the Initial Teacher Training (ITT) course at Worcester College in 

response to the 'need to know' the variety and depth of students' IT experience. The 

profile was very clearly established to meet the specific needs of the ITT course at 

Worcester. It was not incorporated as a method of assessment, but was used by the 

students to record their experiences through the course. The profile had a formative role 

allowing the students to identify their strengths and weaknesses and 'to act on this 

knowledge'. It was intended that the document would motivate students and improve 

their self-awareness by involving them in the recording achievement process and 

encouraging reflection. The profile was based around a list of objectives and evidence of 

capabilities, for example, to be able to format a disk and as such, the profile was also 

carrying out a summative role and meeting the requirements of the institution to keep 

records. A conflict of interest between student and institution was envisaged. This was 

overcome by giving the students ownership of the document, with regular student/tutor 

discussions for target setting. In this way, the tutor was able to establish the current IT 

abilities of the student at a point in time.

When the profile was piloted with students in their third year in the summer of 1991, only 

11 out of 114 students made any response to receiving the profile. Vaughan identifies the 

most significant effects of introducing the profile to be the promotion of discussion 

amongst students relating to IT capabilities and its importance in education and its
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ensuing motivating influence for students on the ITT course at Worcester. Vaughan was 
however cautious to generalise about the transfer of this system to other situations 
because of the difficulty in predicting and understanding what motivates students 
(Vaughan 1992).

LATER INITIATIVES

The Enterprise in Higher Education Initiative (EHE)

The EHE Initiative has allowed HEIs to consider the broader learning experience which 
Higher Education can provide (Haselgrove, 1994). The EHE Initiative

'aims to encourage students to become more involved in, and take increased 
responsibility for, their own learning; to gain a greater understanding of the 
range of skills they are developing through the process of academic study; 
to be more aware of the relevance of their degree to future employment' 
(Enterprise in Higher Education leaflet, 1994)

Recording achievement is one initiative that may enable students to examine their 
development in academic, personal and social spheres. The focus on skills can be viewed 
as an aspect of career development. Students may use profiling to help them decide on 
the most appropriate career path for themselves based on their own strengths and abilities 

(Assiter & Shaw 1993).

'The process of recording achievement is valuable to students to help plan 
their career, both whilst a student and when in employment' (Wedgwood 
1992; 94)
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The University of Sheffield - Personal and Academic Development 

Programme

At a University wide scale, the EHE funded project at the University of Sheffield set out 
to:

'help students become more effective, active learners and thereby take on, in 
a guided and effective way, their share of the responsibility for their own 
learning.' (Wedgwood & Godfrey 1993; 74)

It was felt that it would be useful for students if they had some help with studying and if 
they had a means by which to record their experiences and development (Wedgwood, 
1992). The RoA and profiling system was introduced in 1991 and piloted in thirteen 
departments at the University. The profile included personal and academic goals for 
which students established their initial level of ability. From this base, they identified 
skills which students needed to develop and planned what they needed to do in order to 
achieve these goals. Their progress was regularly recorded and at the end of each 
semester, a summary RoA was produced.

The scheme was evaluated at the end of the first pilot (1992/3). It was established that 
although there was an agreement over the value of the processes involved in recording 
achievement amongst staff, very few students were actually using the profile. Two 
themes emerged. Firstly, students' will not use RoAs unless they are compulsory and 
integral part of the curriculum and secondly, students' were not convinced of the benefits 
of RoAs. Some felt that they were able to identify their strengths and weaknesses without 
using their RoA and few were convinced that their RoA would help them improve their 

learning in the long term.

As a result of the issues identified above, departments were encouraged to highlight the 

importance of the Personal and Academic Development Programme (PADP) to their 
students in the next stage of the pilot (1993/4). Tutors were offered training and support 
was provided to departments by the Enterprise Unit. Evaluation of the second stage 

focused on the real benefits of the PADP for student learning. Where RoAs were not 

compulsory, take up of the profile was still low. Reasons cited by tutors include not
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seeing the value of RoAs, pressures on time and students preference to concentrate on 

assessed work. Even where the profile was compulsory, students did not use it seriously. 

They did not feel that the PADP helped them to identify how to improve their skills and 

felt that practical guidance was needed from tutors and peers.

Evaluation at Sheffield provided no evidence to suggest that RoAs can help students to 

become more motivated. Evidence from schools suggests that RoAs can motivate pupils 

to gain recognition for their non-academic achievement - particularly for those who do not 

achieve academically. However, Bonsall (1994) argues that this is not easily translated to 

HE. She argues that students are at University because they are achievers. This may not 

be the case at the University of Glamorgan, however. Many of the entrants may not have 

achieved the appropriate grades to be accepted by their first choice of course/institution, 

and have been accepted through the clearing process. Under these circumstances, RoAs 

may provide a source of motivation.

The Guidance and Learner Autonomy Project, Bangor

The Guidance and Learner Autonomy Project (GALA) Project at the University of 

Wales, Bangor ran between 1994 and 1996. Funded by the Employment Department, 

and TARGED (The North West Wales Training and Enterprise Council) the Project was 

part of the GALA network of projects with a similar theme throughout the UK. The 

project had five strands aimed at developing autonomous learning in view of the need to 

equip graduates with the skills needed in the workplace. Two of these aims are 

particularly relevant in the context of the present research: to generate a computer based 

undergraduate personal development profiling system and to establish procedures to be 

used by staff to support the development of students' self-assessment capabilities 

(GALA Project Report 1996).

Using RoAs in the Formal Assessment Process

Gladstone (Assiter & Shaw 1993) provides one example of the use of profiling in formal 

assessment. The production of a summative RoA can make a useful contribution to the

35



formal assessment process. During a twelve-month placement, civil engineering students 

were required to produce a document which records their achievements. The document 

plays an important role in enabling students to reflect on their experiences and to action 

plan for future developments. In addition, the summary document provides evidence for 

assessing and monitoring the students whilst on their placement. As a recognition of their 

work, the students are awarded a Diploma of Personal and Professional Development.

Personal and Academic Development for Students in Higher 

Education

Personal and Academic Development for Students in Higher Education (PADSHE) is a 

national project funded by HEFCE. The project that is led by the University of 

Nottingham is 'piloting programmes for developing and recording students 

achievement in five UK Universities.' The other institutions involved are the University 

of Birmingham, Liverpool John Moores University, The University of Newcastle and 

the University of Northumbria. Each institution has taken a different approach but with 

the same overall aim.

At Nottingham, for example, 'Personal and Academic Records' have been introduced. 

Instrumental to the success of this project has been the close personal contact between 

tutors and the students. Personal tutors meet their students at least three times a year for 

a one-to-one discussion (PADSHE, summer 1997). Plans to develop an electronic 

version of the PAR has been met with scepticism in view of the potential threat posed to 

the relationship between tutor and student which is currently so important. This issue 

was highlighted earlier at Sheffield.

Recording Achievement in Higher Education Project, Wigan

The RoAHE project, Wigan was set up in 1991 and involves a group of fifteen HEIs and 

eleven Local Authorities in the North of England. The foundations for the project were 

laid down in the 1980s with the development of the NPRA (Northern Partnership for 

Recording Achievement) and the involvement of Wigan LEA as a pilot authority from
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1985 to 1990. As the school-leavers involved in these pilots began to enter HE, attention 
turned to promoting the use of RoAs in admissions to HE and developing formative 
approaches to recording achievement within HE programmes and courses. Figure 1.3 
provides a summary of some of the outcomes of the project in relation to the four 
specific objectives laid down at the outset of the research.

The project was evaluated by a team from Manchester Metropolitan University who had 
worked with the project from the start and had contributed to the process of decision 
making throughout. There was a positive outcome of the evaluation as expected in view 
of the close contact between the project and its evaluators.

"In our view, the Project certainly has been successful, and cost effective, in 
relating to the original aims and objectives. " RoAHE 1993a; 67)
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SUMMARY
This chapter has highlighted the development of recording achievement in schools, FE 
and HE with particular reference to policy as well as practice. Examples of early 
initiatives and more recent developments have been presented. Alongside the changes 
taking place within the HE sector in general, (including semesterisation, modularisation, 
increasing student numbers, widening access, an increased emphasis on vocational 
education and a focus on lifelong learning) these developments provide the context for 
this study. Within this context the remainder of this research will focus on two 
elements:

An assessment of the experiences, attitudes and opinions of entrants to HE in relation 

to RoAs (including the NRA) in schools and sixth form.

This element of the research will be carried out using a questionnaire survey and is 
discussed in Chapter 3. It is expected that students will respond positively in relation to 
their school experiences and be keen to develop further their RoAs in HE.

It is expected that the NRA will provide a useful starting point for further development 
of recording achievement in HE. From this basis, the research will continue by piloting 
and evaluating the use of the profiling package (known as the Portfolio Pack) which has 
been developed at the University of Glamorgan. The second element of this research 

therefore will be:

To determine the appropriateness and effectiveness of the Portfolio pack as a tool for 

recording achievement at the University of Glamorgan.

This section of the research will be conducted by an in-depth evaluation of the 
responses to the skills questionnaire contained within the Portfolio Pack for a cohort of 
students entering the University of Glamorgan in the 1994 academic year. It was 
anticipated that the use of the Portfolio Pack would be monitored through a longitudinal 
survey over a three-year period following students from level 1 to level 3. It was 
expected that a comparison of the data between the three years would allow conclusions 
to be drawn with reference to skills development and the use of the Portfolio Pack.
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CHAPTER 2

METHODOLOGY 

INTRODUCTION
Underpinning the recording achievement initiative in HE is the fundamental question: 

'What is Higher Education all about?' Barnett (1990) posed this very question in "The 
idea of education'. His discussions focused on whether HE should be about developing 

the mind or developing the whole person. He refers to Newman (1853) whose ideal of a 

University is an 'alma mater' that knows its students one by one. Newman considered 

that the University should be seen in the wider context of social formation. Whether HE 
focuses simply on academic development or whether it does indeed encompass the wider 

personal development of the individual, records of achievement or the process of 

recording achievement have a role to play. Arguably, there is a value in the recording 
achievement process that encourages critical thinking as a priority, particularly when the 
recording achievement process is built into personal tutoring procedures within HE.

It has been documented that the process of recording achievement has distinct benefits 
in encouraging individuals to develop skills such as critical evaluation through 

reviewing and reflecting on their experiences and negotiation and collaboration through 

target setting and self-assessment (RoAHE, 1993). It has also been widely argued that 

allowing students to evaluate their own learning and recognise their own achievements 

acts as a motivation for further development. Within this context it is essential to 

examine the concepts of critical thinking and motivation in some detail and this chapter 

attempts to provide an insight to the factors contributing to and influencing motivation. 

As the Portfolio Pack focuses on the process of recording achievement through self- 

assessment the researcher also needs a detailed understanding of the processes involved 

in self-assessment. The first section of this chapter reviews a variety of educational 

theories that provide the context for the emphasis of this research on students' self- 

assessment of their skills including critical thinking, reflection, goal setting and self- 

perceived competence. The factors influencing motivation are then highlighted and 

examined. The discussion then turns to a review of the available methodology, that is,
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to finding the most appropriate tool for data collection and analysis, which will be used 
through the remainder of the research.

CRITICAL THINKING

Research at Lancaster University outlined the characteristics which lecturers identify as 
portraying a 'good1 student (Entwistle & Ramsden, 1983). Although it was generally 
agreed amongst lecturers that knowledge and technical skills are important, it was 
identified that students need to be able to use them effectively. The skill identified as 
being most important was critical thinking. Ashby (1973) referred to this as 'post- 
conventional' thinking which he described in the following way:

'the student moves from the uncritical acceptance of orthodoxy to creative 
dissent over the values and standards of society... there must be 
opportunities for the intellect to be stretched to its capacity, the critical 
faculty sharpened to the point where it can change ideas.' (Ashby 1973; 
147-9 in Entwistle & Ramsden 1983;8)

This definition of critical thinking aligns closely with what Perry (1970) refers to in his 
scheme of intellectual growth as 'commitment'. In his theory of intellectual development 
Perry argues that over time, an individual moves from a simple acceptance of right and 
wrong (dualism) to a realisation that some form of personal commitment is needed to 
make sense of the variety of information and opinion. Students who have reached this 
level of commitment are fully independent, deep thinking and questioning.

SELF-ASSESSMENT AND REFLECTION

Fundamental to the process of recording achievement introduced at the University of 
Glamorgan was the process of self-assessment. Assiter and Shaw (1993) argued that

'profiling or recording achievement is a process which involves students in 
recording, reviewing and reflecting on their own experience to turn it into 
learning which empowers them to become more confident, self aware and 
capable people.' (Assiter & Shaw 1993 ;21)
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Self-assessment

'involves students taking responsibility for monitoring and making 
judgements about aspects of their own learning.... requires students to think
critically about what they are learning, to apply appropriate standards of 
performance and apply them to their own work. (Bond 1986; 1)

The processes involved in self-assessment and recording achievement described above are 

closely related to the cyclical model of learning proposed by Kolb (1975). Kolb argues 

that there are four stages in the cycle of learning - experience acts as a basis for reflection 

and observation which in turn acts as a basis for conceptualisation and analysis of 

findings and the testing and application of ideas in a new situation. Each cycle gives rise 
to another cycle and learning becomes a continuous process. This model is demonstrated 

in figure 2.1.

42



FIGURE 2.1 Kolb's description of the learning cycle 

(Kolb & Fry 1975 in Boud et al 1985; 12)

Concrete Experience

Testing Implications of
Concepts in New

Situations

Observation and 
Reflection

Formation of Abstract
Concepts and

Generalisations

Reviewing is one of the components in the process of recording achievement based on 
self-assessment and plays a critical role in the learning and assessment process. 

Reviewing can be defined as

'a process which involves the individual or group reflecting upon an 
experience or experiences in the past, seeking to remember and understand 
what took place and attempting to gain a clearer idea of what has been 
learned or achieved.' (Munby et al 1989; 14)

Students learn through reflecting on their experiences and making sense of them.
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Boud et al (1985) also examined the process of experiential learning. They concluded 

that reflection is the crucial factor in turning experience into learning. The learners 

themselves are the only ones able to reflect on their experiences, it is not something that a 

tutor can do for a student. In this sense, reflection is most appropriate to the student- 

centred approach to learning currently advocated in HE and is central to the process of 

self-assessment. Like any other skill, reflection needs to be learnt.

Boud (1992) describes an approach to assessment in which students create a 

comprehensive and analytical summary of their learning in a given subject. This 

approach he refers to as the 'self-assessment schedule'.

'The self-assessment schedule is a document that students prepare towards 
the end of a course in which they summarise their learning and make 
judgements about it,' (Boud 1992; 188)

It is increasingly recognised that students should become involved in setting goals and 

assessing themselves. It is argued that through becoming actively involved in their 

learning, students become more committed and develop their skills of 'learning how to 

learn'. Boud (1992) suggests that the self-assessment schedule is of value because it 

provides students with a way of reflecting on their learning. He argues that students only 

really become aware of what they have learned by reflecting on it. The importance of 

recording achievement becomes increasingly pertinent in this context.

Goal Setting

To develop a realistic perception of their competence, students need clear guidelines 

about their abilities in relation to the task. Periodically reflecting on progress and 

comparing present with previous levels of attainment through the recording of 

achievement is important. By setting themselves realistic, measurable and short-term 

goals, students' are able to acquire a more accurate perception of their competence and 

recognise their needs, which will motivate them to continue work for progression and 

development (Fazey 1993). Any documentation or self-assessment materials that 

encourage students to set goals will therefore enhance the recording achievement process.
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Self-Perceived Competence

Self-perceived competence can be defined as 'how we evaluate ourselves in relation to 
specific abilities.' (Fazey 1993;9) It relies on our perceptions of our actual competence 
based on what is communicated to us by others and our assessment of success in 
achieving targets which we have set ourselves.

Before the introduction of a self-assessment mechanism for recording achievement, the 
researcher must consider the accuracy of individual competence judgements and be 
aware of any developmental trends in self-perceived competence that may be 
identifiable. The majority of the findings cited here focus on children and adolescents 
and were based largely in the United States. This data is, however, still valuable and 
can be applied to students in Higher Education in the United Kingdom.

There is often a discrepancy between 'the ways in which we view our abilities and 
objective assessment of those same abilities by some other person.' (Fazey 1993;9) The 
consequences of inaccurate competence judgements for an individual's feeling of self- 
worth and motivation have been well-documented (Fazey, 1993; Nicholls & Miller, 
1984; Rudisill, 1990). A high perception of competence encourages persistence, 
willingness to take risks and accept challenges, interest in the subject and expectations 
of success. A low self-perceived competence has the opposite effect.

Harter (1982) indicated that bright children who underestimate their abilities attempt 
less challenging tasks than their actual abilities would predict to avoid situations in 
which lack of competence is demonstrated and consequently they underachieve. Philips 
(1984) discovered that children with a low perceived competence:

• Set lower targets for themselves and have lower expectancies for success.

• They also perceived that their teachers expected less of them (which was confirmed 

by teacher expectancy ratings).

Harter (1981) and Harter et al (1987) cited in Wigfield et al (1991) demonstrate that 
children have a lower academic intrinsic motivation after the transition to junior high
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school. This is associated with the lower self-perceived competence experienced by 

children after this transition.

Harter (1985) identifies that within any group of children, there are individual 

differences in ability to accurately make competence judgements. Some children are 

able to make accurate judgements of their competence where other children overrate 

their ability in relation to their teacher's judgements and others underrate it. This has 

important implications for a comparison of self-assessment data.

Using the perceived competence scale for children as developed by Harter (1982), 

Stigler & Smith (1985) examined the cultural differences in SPC between Chinese and 

American children (aged around eleven years). They noted that Chinese and American 

children were equally successful in accurately assessing their own competence but that 

there was a cultural difference between the two groups. Chinese children were more 

likely to underrate their competence where the American children were more likely to 

overrate their abilities.

In addition to individual differences in self-perceived competence, Harter (1982) found 

that there was a general developmental trend in the way children assess themselves. 

Harter found that with age, the correlation between the pupils' ratings of their academic 

competence and the teacher's ratings became stronger. However, when children made a 

transition to junior high school, the accuracy of their competence judgements dropped 

then increases again over time. Referring specifically to the cognitive domain, Harter 

(1985) argued that children become increasingly able to make realistic judgements 

about their competence during the elementary school years. As they move into junior 

high with a change of environment, mode of assessment and teaching, they lose their 

ability to make accurate or realistic judgements about their cognitive domain. Over 

time, they are able to relearn the criteria against which to evaluate their competence.

A number of theorists have proposed that the changes experienced in adolescence have 

a significant impact on students' self-perception and self-esteem. Wigfield et al. (1991) 

cite numerous studies which show that adolescents have a lower self-concept of their 

abilities than their younger peers. One of the explanations provided for these changes in 

SPC is the change in environments between elementary and junior high school. They
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concluded that young adolescents' self-perceptions and self-esteem changed over time, 
and that these changes were systematically related to changes in the social lives of these 
students'. Overall, the research findings supported their earlier predictions of how the 
transition between schools would affect the students' self-perception. The data shows 
that, the self-esteem of the students' was lower immediately after transition to junior 
high school but increased again during the first year.

It has been predicted by others (O'Malley & Bachman, 1983; Dusek & Flaherty, 1981) 
that students' self-esteem continues to increase as they move through high school. In 
relation to subject-specific SPC (i.e. students' SPC in Maths and English), Wigfield et 
al. (1991) predicted that if variation in school and classroom environments account for 
these changes, then perceptions would become increasingly negative during the year 
after transition between schools as students' gain experience of new modes of teaching 
and assessment.

An individuals' ability to accurately evaluate their capabilities develops with experience 
'and in line -with cognitive growth in younger children' (Harter 1989; Butler 1990 in 
Fazey 1993;10) On the basis of the evidence presented through research with children 
and adolescents, it is expected that on making the transition from school/college to 
University, students' will be less able to make accurate judgements regarding their 
competence. As they continue their studies, students are able to learn how their 
competence is assessed by others and in doing so, their self-assessments can becomes 
more accurate.

As with any other skill, as students practice self-assessment they will become better at 
it. This will be demonstrated if a 'ceiling effect' is witnessed in the students responses 
to the skills questionnaire in the Portfolio Pack. If the accuracy of an individual's 
competence changes over time, it may not appropriate to rely on self-assessment in 
determining a student's competence.
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MOTIVATION

Motivation is one of the benefits regularly attributed to recording achievement. An 

important component in determining the success of students, motivation can be defined 
as

'an internal process, initiated by some need, which leads to activity which 
will satisfy that need' (Lovell 1973;22)

It is recognised that ability is of little consequence if a student is poorly motivated. 

Motivation does not just lead to improved attainment, but can promote participation in a 

wide range of activities and result in academic, personal and social development 

(Hitchcock 1990). Motivation will

'stimulate the interest of a person in order that he/she will work harder, with 
more satisfaction'. (Hitchcock 1'990;24)

Intrinsic and Extrinsic Motivation

Although generally treated as such, the forms of student motivation cannot be kept 
separate (Elton 1988). Traditionally in an educational setting (but not within 

psychology), two forms of motivation are recognised. 'Intrinsic' motivation results from 

an interest in learning and engaging in an activity for its own sake while 'extrinsic' 

motivation stems from a need to pass exams and secure tangible rewards. Extrinsic 

motivation is generally regarded as being less effective or permanent than intrinsic 

motivation. Two further types of motivation have been identified as the result of 

continued research. These are 'achievement' and 'social' motivation.

What Motivates?

The importance of motivation is widely accepted. Understanding what motivates 

students, however, is difficult and complex. According to Handy (1985)
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'If we could understand, and could (hen predict, the ways in which 
individuals were motivated we could influence them by changing the 
components of the motivation process... There is no guaranteed formula of 
motivation, the process is complex and particular. Particular to individuals 
and situations.' (in Vaughan 1992; 168)

Becker (1968) identified grades as the 'currency on campus'. It is noted however, that 
grades act as motivation to a certain point but after this, interest takes over. Hezberg et al 
(1959) identified two factors which influence motivation in the work place. He refers to 
these as 'satisfiers' and 'dissatisfiers' (Elton 1988). Elton (1988) suggests that these may 

be compared to extrinsic (dissatisfiers) and intrinsic (satisfiers) motivation among 
students. A student may use several different forms of motivation within a degree course. 
Some of the subjects interest him/her whilst others s/he does only because they are 
compulsory. S/he will work just as hard in both subjects, but the underlying forms of 
motivation will be different.

In which way can recording achievement motivate students? To become motivated, 
students need to know what they are supposed to be learning. They need to be set clearly 
defined and realistic targets that can be reached within a relatively short time span. With 
traditional methods of assessment, it is possible to not get any feedback of progress for 
some time and then only in the form of a grade or examination certificate. Students need 
to have their achievements recognised, to be given some responsibility for their own 
learning and to become more active participants in their own assessment (Munby et al 
1989). The processes involved in recording achievement are those involved in active 
learning. They are reflection on experience, review of progress, target setting and action 
planning (RoAHE 1993;10). Records of achievement can act as a vehicle for motivating 
students by ensuring the systematic consideration of the student's progress. This in turn 

will

'help motivate students towards their learning goals ... and in doing so help 
to improve quality as judged by such indicators as retention and success 
rates.' (Fenwick 1992 in RoAHE 1993; 10)
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Research by Elton & Laurillard (1979) showed that students on General Studies 

programmes only took the subject seriously if they formed part of examined work - as 
students rarely do their best work for an assignment which does not contribute to their 

degree. Paradoxically, the amount of effort they put into the work depended more on 

their interest than their marks (Elton, 1988).

In this context, will students be sufficiently motivated to engage in the process of 

recording achievement for its own sake?

METHOD
The first section of this chapter has reviewed a variety of educational theories that provide 

a context for the present emphasis on students' self-assessment of skills, attitudes and 

interests. These observations have shaped the validity decisions regarding what should 

be measured in the RoA process.

The discussion now turns to how the most appropriate information can be collected and 
measured. In this context, the term 'methods' relates to the range of approaches, 

techniques and procedures used in the process of gathering data. It is important to gain 

a full understanding of the variety of research methods that are available in order that 

the most appropriate methods are adopted.

DESCRIPTIVE RESEARCH

The descriptive approach is most commonly used in the area of educational research. 

Best (1970) states that descriptive research is concerned with

'conditions or relationships that exist; practices that prevail; beliefs, points 
of view, or attitudes that are held; processes that are going on; effects that 
are being felt; or trends that are developing. At times, descriptive research 
is concerned with how "what is" or "what exists" is related to some 
preceding event that has influenced or affected a present condition or 
event.' (Best 1970 In Cohen&Manion 1994; 67)
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Descriptive research aims to account for what is happening, or has already happened 
and there are a number of methods and research tools associated with this approach. 
Adopting a descriptive approach, the remainder of this chapter turns to describing and 
analysing some of the methods available to achieve the aims of the present research. 
The strengths and weaknesses of each of the methods are highlighted. An analysis of 
the methods available is essential in deciding on the most appropriate research tools. 
The methods used are introduced in this chapter, however, a more detailed description 
of specific procedures is found in the ensuing chapters.

QUANTITATIVE VERSUS QUALITATIVE APPROACHES

There is no right or wrong approach to data collection and analysis. The approach 
adopted determines the results obtained, the type of analysis that will be carried out and 
depends on the information required. It will become evident that this research relied 
primarily on a quantitative approach to data analysis. For example, a quantitative 
approach was adopted in the collection and analysis of questionnaire survey data. This 
decision was made in view of the relative strengths and weaknesses of both qualitative 
and quantitative methods of analysis.

Quantitative research aims to draw objective conclusions regarding any findings made. 
To maintain objectivity, quantitative methods attempt to limit the influence of the 
researcher on the collection and analysis of data. They rely on statistical methods to 
analyse the data and draw conclusions. In contrast, qualitative research methods rely 
largely on the interpretations and judgements of the researcher. Their understanding 
and interpretations of the meaning of the data provide the basis for analysis. This 
approach is usually (though not exclusively) adopted in discovering the perceptions and 
feelings of the respondents rather than examining their overt and measurable behaviour 

(Borg& Gall 1989).

Merton & Kendall (1946) highlighted that the researcher need not make a choice 
between qualitative or quantitative methods when conducting research. Social 

scientists:
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'are concerned (rather) with the combination of both which makes use of 
the most valuable feature of each. The problem becomes one of determining 
at which points they should adopt the one, and at which the other, 
approach' (Merton & Kendall 1946 in Cohen & Manion 1994; 40)

The methods of data collection used within the qualitative and quantitative approaches 

are often very similar in nature. Questionnaires or interviews may produce data which 

can be analysed both statistically or qualitatively depending on the specific nature of the 

questions asked.

DATA COLLECTION

SAMPLING

The 'population' is the total group of people on which a study is based. The 'sample' is 

(usually) a smaller group of people on which the study is actually carried out (Borg & 

Gall, 1989). Sampling is a necessary first stage in carrying out a survey where there is a 

large population.

This section examines how a population is defined, how a sample may be chosen and 

why sampling is needed. Problems associated with sampling, in particular, the effects 

of sample size and sample bias on the accuracy of findings will be highlighted.

Defining the Population

It is important to specify the population that provides the basis of the enquiry. The 

nature and size of the population affects decisions made regarding sample selection 

(Cohen & Manion 1994). For example, the population defined for the school leavers' 

survey was 'all those level one students aged under 21 on entry to the University of 

Glamorgan in 1994'.
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Why Sample?

A sample is often used as opposed to the whole population in order to save both time (in 
collection and analysis of data) and resources (May 1993). In some cases where the 
population is very small, it is possible to include the whole population in an enquiry. 
However, it may not always be practically possible (or necessary) to conduct research 
on the entire population. A sample without bias provides the researcher with 
information which is representative of the total population (Cohen & Manion 1994).

Choosing a Sample

Sampling aims to obtain representative groups from which generalisations can be made 
regarding the entire population (Entwistle 1988). Ensuring that the sample is 
representative of the whole population is a most important consideration when choosing 
a sample. A sample can be described as representative when

'the sample has approximately the characteristics of the population relevant 
to the research in question' (Kerlinger 1973; 119)

Sample Bias

A sample is not valid unless it is representative of the population as a whole and does 
not systematically exclude any group of people (May 1993; deVaus 1991). The 
problem for the researcher lies with how to determine and overcome the effects sample 
bias on the findings. Sample size is one factor relating to sample bias.

Sample Size

Several factors need to be considered when determining sample size. Firstly, the size of 
the sample depends on the degree of accuracy required. The extent to which there is 
variation in the population with regard to the key characteristics of the study also needs 
to be considered (deVaus 1991). As a general rule, the larger the sample the more 
accurate the findings although, there are occasions where this is not true (Kerlinger
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1973). If a small sample within a heterogeneous population is used, the sample will not 

be representative of the population as a whole.

Non-response

When considering sample bias, non-response is also an important factor (May 1993). 

Non-response can lead to sample bias if a certain group of respondents choose not to 

respond to a questionnaire. For example, if those students with negative perceptions of 

the NRA did not respond to the questionnaire, the results would be unrepresentative of 

the population as a whole with a positive bias.

Sampling Techniques

One of several widely used sampling techniques may be employed to ensure a 

representative sample. These techniques fall into two distinct categories - probability 

and non-probability sampling.

Probability Sampling

When probability sampling is used, each person in the population has an equal or 

known chance of being selected. Probability sampling always involves random 

sampling at some stage in the process (Kerlinger 1973).

Simple Random Sampling

When using this method, each member of the population has an equal chance of being 

selected. The required number of subjects are randomly selected from a list of the 

whole population (known as the sampling frame). Due to chance and probability, the 

characteristics of the sample reflect those of the population as a whole. To carry out 

simple random sampling, a complete and accurate list of the whole population is needed 

(Cohen & Manion 1994). There is often no method of gauging the accuracy of the
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information. The sample retrieved relies on the accuracy of the initial data source. A 
bias sample may result if a certain group has been systematically excluded from the data 
source.

Systematic sampling

This sampling technique relies on the same principles as simple random sampling. The 
difference lies in the way that individuals are selected from a list in a systematic rather 
than a random way, for example, every tenth person.

Stratified Random Sampling

The stratified random sampling technique divides the population into homogenous 
groups. Individuals with similar characteristics are grouped together, for example, 
students from the same course may be grouped together and the sample is taken 
randomly from within this group.

Non Probability Sampling

Non-probability sampling allows some people a greater but unknown chance of being 
selected than others (de Vaus 1991). The probability of selection is unknown. Non- 
probability sampling does not use random sampling. An example of this kind of 
sampling is Quota Sampling. In this example, knowledge of the strata of the population 
is used to select sample numbers that are representative of the population being studied 

(Kerlinger 1973).

Accidental sampling

Is probably the least effective method of choosing a sample. With accidental sampling, 
the most easily available samples are taken, for example, a class of students. Kerlinger
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(1973) warns of the use of Accidental Sampling and recommends that it is only used 
when no other sample is available.

PILOT STUDIES

Once the research tools have been developed it is important to carry out a pilot study. A 
pilot study is an essential preliminary stage in conducting any research and should 
always be carried out before the actual research 'proper' is completed. The primary 
purpose of a pilot study is to ensure that the techniques and measures used are both 
reliable and valid. Problems with design of the research tools are identified, and 
relevant changes may be made before the entire survey is completed.

During a pilot study, the entire research procedure is carried out on a small group or 
sub-sample of the whole population. Borg & Gall (1989) suggest that somewhere 
between 2 and 20 subjects is a sufficient number for conducting a pilot study. A 
number of factors need to be considered when carrying out a pilot survey, for example, 
that there are no ambiguous questions, questions are understood and interpreted in the 
same way by all respondents and that all respondents have the knowledge required to 
complete the questionnaire.

SURVEYS

Surveys are probably the most widely used tool in educational research. Entwistle 
(1988) refers to a survey as a study in which information is collected about a 
representative sample 'in the situation as it normally exists' (Entwistle 1988; 22).

A survey can be defined as

'a method of gathering information from a number of individuals, a 
'sample', in order to learn something about (he larger population from 
which the sample is drawn.' (Ferber et al 1980 in May 1993; 65)
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Two of the most popular research tools used for the purpose of completing a survey are 

the questionnaire and the interview. These methods are briefly described below.

Questionnaires

Questionnaire Design

The quality of the results obtained depends on the design of the questionnaire (May 
1993). In designing the questionnaire, it is important to consider the following points: 
the aims of the questionnaire; the type of information required; the population and the 
sample; the most suitable type of survey given time and resources; how the data was to 
be analysed (May 1993). These issues highlight the importance of pilot surveys.

Types of Questionnaire

Open and closed questionnaires

As with all research methodology, the type of questionnaire employed is dependent on 
the information required and the mode of analysis to be employed. Closed 
questionnaires lend themselves more readily to quantitative analysis. Tick boxes 
provide the simplest format for closed questions. A Likkert scale is a popular tool, 
providing the respondent with a scale of responses, for example, from 1 to 6 where 1 is 
very low and 6 is very high. If the researcher is unsure of the possible responses to a 
particular question, a pilot survey may allows the respondent to provide an open answer 
which will provide an indication of the most popular responses for inclusion in the final 

questionnaire.
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Methods of Distribution

Postal

The most serious drawback associated with postal surveys is the likelihood of a low 

response rate. A number of measures can be employed to improve response rates. For 

example, incentives or a follow up questionnaire. These methods cannot, however, 

eliminate volunteer bias in response. Follow-up interviews with non-respondents (and a 

comparison of their replies with those of the respondents) would provide a time 

consuming but effective means of controlling the problem.

A further problem with postal questionnaires is the inability to monitor whether the 

respondent has understood the questions asked and therefore the accuracy of their 

responses. A well designed questionnaire and pilot survey should eliminate most of the 

potential problem questions.

Standardisation

Standardisation refers to the conditions under which a questionnaire is administered.

This

'covers the whole process of exactly specifying the questions to be asked, 
the manner of asking them, how the replies are to be scored etc.' 
(McMiller & Wilson 1984 in May 1993;67)

If a questionnaire has been standardised, then it is expected that in response to the same 

questions, differences in replies are true differences in opinions and not a result of the 

way in which the question has been asked (May 1993).

Interviewing

As with the questionnaire, interviews can be conducted in a structured or unstructured 

way with structured interviews being best suited to the quantitative approach. Within

58



the structured interview, the same questions are asked of each respondent. The 
researcher closely follows an interview guide - a detailed questionnaire and the 
respondent is encouraged to provide short answers - as with the closed questionnaire. 
Unstructured interviews give the respondent more room to talk about the things they 
feel are important or for example their experiences of a particular situation.

When used appropriately, interviews have several advantages over the questionnaire. 
Interviews enable the researcher to obtain more detailed information than a 
questionnaire might, by allowing the respondent to elaborate and give more detail in 
their answers. If the respondent does not understand the question, the interviewer may 
explain exactly what is required in the answer thus ensuring that all questions are 
completed accurately.

Criticisms of Surveys

There are several criticisms of the survey which need to be taken into account when 
deciding on the appropriateness of the methods to be used:
• The researcher has no control over the situation and the variables included.
• A survey portrays the situation at one point in time therefore, it is only possible to 

say that a relationship exists, it is difficult to determine causality i.e. to say that one 
variable results in changes in another.

• Surveys are arguably too statistical and may reduce interesting questions to 
meaningless numbers (Entwistle 1988; de Vaus 1991).

LONGITUDINAL STUDIES

A 'longitudinal' study is conducted over a period of time. There are two broad types of 
longitudinal studies - a 'cohort' study and a 'cross-sectional' study. A 'cohort' or 
'follow-up' study relies on taking successive measures from the same respondents at 
different points in time. A 'cross-sectional' study involves studying different 
respondents at different points in time and produces a snapshot of a population at a 
given point in time. It is important to note that a cross-sectional study need not be
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longitudinal. Most questionnaire surveys for example are cross-sectional in nature 

(Cohen & Manion 1994).

Longitudinal studies are usually conducted prospeclively i.e. they are an ongoing 

collection of data, for example monitoring the development of students at University. 

Alternatively, retrospective longitudinal studies focus on individuals, who have reached 

a defined end-point, for example, those who have graduated. These studies look back 

on past events and experiences (Cohen & Manion 1994).

Criticisms of Longitudinal Studies

Longitudinal studies are most useful in identifying patterns of development and as with 

surveys in general, a lack of control over variables results in difficulty establishing 

causality (Entwistle 1988).

METHODS USED

A review of the available methodology provides the context for an introduction to the 

methods ultimately chosen for conducting the present research. Details of the 

methodology are found within the appropriate chapters to follow.

In trying to encompass the diversity of student opinion relating to records of 

achievement, a quantitative approach to data analysis was adopted. The quantitative 

analysis of data allows a true representation of student perceptions to be identified and 

does not rely on the subjective interpretation of their responses by the researcher. 

Adopting a quantitative approach also facilitated the longitudinal component of the 

study by allowing students who had responded to the skills questionnaire to return to the 

same questions a year or two later.

Self-completion questionnaires were used throughout the research. The questionnaire 

was chosen because it would allow large numbers of students to be contacted within the 

constraints of time - a structured interview would have provided the same depth of
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information for quantitative analysis. Eliminating the influence of researcher bias that 
is possible with interviewing was also an advantage of the questionnaire.

A variety of sampling and distribution methods were adopted as described within the 
following chapters. For the survey of school leavers, the pilot used stratified sampling. 
For the survey proper in the first instance, the whole population was contacted by post.

Cluster sampling of whole course groups of students randomly selected was the most 
convenient method when completing the initial stage of the longitudinal survey. Once 
selected, groups as a whole completed the questionnaire.

The most significant source of secondary information used within this research project 
was the Student Administration System. This is a centrally administered computerised 
system. It contains information regarding students at the University of Glamorgan and 
provided the basis determining samples of the population. The records provide the 
personal details and academic records of all students enrolled on University of 
Glamorgan courses (including those students enrolled on courses at franchise Colleges).

DATA ANALYSIS

Statistical inference is concerned with

'...how to draw conclusions about a large number of events on the basis of 
observations of a portion of them.' (Siegal 1956;!)

The use of statistical inference is an essential component in the analysis of large 
amounts of quantitative questionnaire data. Statistical inference enables the researcher 
to draw conclusions from the evidence provided by a sample of the population. It can 
help to determine in terms of probability:

"whether observed differences between two samples signify that the 
populations sampled are themselves really different' (Siegal 1956;2)
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When two different samples of data are collected, some differences will occur due to 

chance. Statistical inference allows the researcher to determine whether differences are 

due to chance or, whether the differences are so large that the two samples are probably 

from different populations. Similarly, statistical inference provides a means of 

determining whether there are real differences between the individuals within the group, 

or whether these differences are simply due to chance.

It was important to gain a full understanding of statistical testing for two reasons:

• that the appropriate statistical test was used and

• that the resulting data could be interpreted meaningfully.

All of the questionnaire data was analysed using SPSS for windows (version 6.1). This 

statistical package provided an appropriate tool for analysing the large amounts of 

quantitative data produced as a result of both the initial NRA survey as well as the 

longitudinal study.

Non-parametric Statistical Analysis

'Parametric' statistics make a number of assumptions about the nature of the population 

from which the data is derived. A technique of inference may assume, for example, that 

the data is derived from a normally distributed population. In the social sciences, it is 

rarely possible to make such assumptions about the population from which the sample is 

taken.

'...// is permissible to use parametric techniques only with scores that are 
truly numerical.' (Siegal 1956; 3)

For this reason, non-parametric statistical techniques were utilised in this research.
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Chi-square

The chi-square (x2) test is most appropriate in determining whether two groups differ 

with respect to a certain characteristic.

'When the data of research consists of frequencies in discrete categories, 
then the x2 test may be used to determine the significance of differences 
between two independent groups.' (Siegal 1956; 104)

Chi-square tests rely on comparing observed frequencies with the 'expected' 

frequencies, that is, the frequencies that would be obtained if there were no relationship 

between two variables. There are three conditions that must be met if a chi-square test 

is to be valid:

• the data must be independent, that is, no subject can appear in more than one cell;

• no more than 20% of the expected frequencies in the table can be less than 5 and

• no cell should have an expected frequency of less than 1 (Foster, 1993).

Where the expected frequencies are not sufficiently large, cells may be combined to 

make the test meaningful (Siegal 1956).

By convention, the 5% level of significance is acceptable to the social sciences. Unless 

otherwise indicated, throughout this research, the null (ho) hypothesis is that there are no 

differences between the responses of the students. If a significant difference at the 5% 

level is found, then (ho) is rejected and the alternative hypothesis (hi) is accepted. In the 

context of the present research, hi is that there are differences between the responses of 

different groups of students. At the 5% level the researcher is 95% confidant that any 

differences are an indication of real differences in response and are not due to chance.
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SUMMARY
This chapter has reviewed the educational theories in relation to motivation, which is 
relevant to the research programme in its entirety. In addition the concepts of self- 
assessment and critical thinking have been introduced which provide a context 
particularly for the longitudinal component of the research. The most appropriate 
techniques and procedures for data collection and analysis have been discussed in 
general and provide the basis for a discussion of the specific methodologies employed 
in both the survey of school leavers (Chapter 3) and the longitudinal component of the 
research (Chapters 4 and 5). The present research has relied on an extensive analysis of 
quantitative data using chi-square as one of the principle statistical tools. Much of this 
information is in discrete categories where each student response can only be counted 
once within a matrix of frequencies. The methodology used to collect such data was the 
questionnaire survey at both cross-sectional and longitudinal levels.
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CHAPTER 3

SURVEY OF SCHOOL LEAVERS 

INTRODUCTION
Records of Achievement have become a standard possession of sixteen year old school 

leavers and increasingly, of eighteen year old applicants to Higher Education (HE) 

within the United Kingdom. This survey targeted school/college leavers on entry into 

Higher Education and set out to determine their previous experiences and future 

expectations of recording achievement. It was conducted at the beginning of the 1994 

and 1995 academic years.

This chapter describes and evaluates the methods used to conduct the survey and 

continues by presenting and summarising the results. The findings of the survey of 

school leavers conducted in the 1994/5 academic year have been published as 'The 

NRA: Implications for Higher Education'; Educational Research Journal Volume 39; 

Number 1; Spring 1997. This chapter is a development of that paper. It includes a 

description of the second phase of the school leavers' survey and a presentation of the 

full results.

INITIAL PILOT SURVEY
The questionnaire (see Appendix 1 for first draft) was tested on a pilot group of 

students to ensure its suitability and was carried out between the 24th and the 29th 

September 1994. The first week of the new academic year (enrolment week) is 

traditionally associated with long periods of time spent queuing. This situation 

provided an ideal opportunity to approach the new students. It was originally hoped 

that the actual survey would be conducted at this time thus increasing the likelihood of a 

high response rate. However, the need to first conduct a pilot survey on a small sample 

of the population made this impossible.

Stratified random sampling methods were used to select a small number of students for 

the pilot survey. Using an enrolment timetable, appropriate times at which to approach
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students were selected to ensure that a representative cross-section of students from 
different courses were targeted. The students were then approached randomly and 
asked to complete the questionnaire whilst they queued to enrol.' They were asked to 
convey any difficulties encountered when completing the questionnaire and were 
offered help with understanding the questions and structure of the questionnaire when 
required. Forty students with previous experience of RoAs were asked to complete the 
questionnaire. Allowing for non-response, it was felt that this number would provide an 
adequate sample for the pilot. Twenty-six students completed and returned the 
questionnaire. The respondents were made up of twenty males and six females. Ten 
were enrolled on arts courses and sixteen on science related courses. Of the twenty-six 
students, fifteen were Welsh. The remaining eleven respondents were from other 
countries in the United Kingdom.

CHANGES TO THE QUESTIONNAIRE

The pilot identified several problems with the questionnaire design. The students 
appeared to be confused by the layout of the questionnaire, particularly when asked to 
'skip' questions. As a result, the design and layout of the questionnaire was altered to 
indicate more clearly which questions should be answered. Combining some of the 
questions shortened the questionnaire thus enabling other students to complete the 
questionnaire unsupervised at a later date. The pilot also provided series of alternative 
responses for the open answers that were included in the final questionnaire. It was 
however, impossible to provide an exhaustive list of responses to all the questions, 
considering the variety of student experiences. Open answers were still considered to 
be necessary for some of the questions. (The questionnaire that was used for the full- 

scale survey in 1994 is included in Appendix 2).

THE SURVEY (1994 ACADEMIC YEAR)
The survey proper was conducted at four Welsh Higher Education Institutions (HEIs) 
between October and December in the 1994 Academic year. The institutions involved 

were the University of Glamorgan, the University of Wales, Aberystwyth, Cardiff
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Institute of Higher Education and Swansea Institute of Higher Education. The three 

additional HEIs became involved in this survey as a result of their commitment to the 

'Recording of Achievement in Further and Higher Education throughout Wales' 

project. Funded by the Welsh Office, and co-ordinated by the Educational 

Development Unit at the University of Glamorgan, this project ran from October 1994 

to March 1996. Phase 1 of the project concentrated on establishing a baseline of RoA 

usage by employers and in schools, FE and HE. The current survey played a key role in 

achieving this aim.

Institutional factors were important in determining the methods used to contact students 

and administer the questionnaire. Consequently, three different sampling and survey 

administration methods were employed. These methods are described below.

UNIVERSITY OF GLAMORGAN

Population and Sample

The population for this survey was determined as being school/college leavers entering 

the University of Glamorgan at the beginning of the 1994 academic year and excludes 

all those school leavers with no prior experience of recording achievement.

Those students aged over twenty on entering Higher Education in 1994 (i.e. those born 

before 1/9/74) were automatically excluded from the survey for several reasons. Older 

students were unlikely to be entering HE straight from school/college. The NRA has 

only been compulsory for sixteen-year old school leavers since the summer of 1993. 

Consequently, older students would have limited experience of recording achievement 

at school. Their experience would have been based on a practice that has rapidly 

undergone change and therefore would not have provided a representative picture of 

current practice in schools at that time.

It proved to be difficult to establish whether students owned a Record of Achievement 

on arriving at the University of Glamorgan. The Student Administration System did not 

(at the time of conducting the research) contain information pertaining to NRAs. UCAS
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forms only indicated whether students had an up-to-date Record of Achievement (i.e. if 

the student's RoA was completed to age 18). At the time of this survey it was expected 

that a large proportion of students would only have had the opportunity to complete a 

RoA to year 11 (age 16) and would not have continued the process throughout their 

time at sixth form. Excluding students who had only completed their RoAs to year 11 

would not have yielded accurate data regarding student experiences of recording 

achievement at the time of the survey.

Conducting the Survey

With no means of distinguishing those students with RoAs from the other students, an 

attempt was made to contact the entire cohort of first year students (aged under 21) 

enrolled at the University of Glamorgan in 1994. There were 1342 first year students in 

the appropriate age group. The names of the students who had responded to the pilot 

survey were retained and these students were excluded from the survey to avoid 

duplication.

Having missed the opportunity to contact the new students at enrolment, a postal survey 

method was adopted. Although some problems were expected in obtaining an adequate 

response rate, in consideration of the large number of students that were to be contacted, 

this particular method was seen to be most appropriate within the constraints of time 

and resources.

The name and department of each student in the cohort was obtained from the Student 

Administration System. A letter was written to accompany the questionnaire 

(Appendix 3), and initially, an attempt was made to contact students via the internal 

mailing system. The initial response to this method was disappointing. No 

questionnaires were returned within two weeks of distributing the questionnaire. 

Ensuing discussions with students and staff at the University of Glamorgan, proved that 

the internal mail is used to varying degrees by each department. It was realised that any 

response would be irregular, with a bias towards certain departments and courses.
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An alternative technique was then adopted. The students were contacted at their term- 

time home address as defined at enrolment. A covering letter was included (See 

Appendix 4). It requested that the questionnaire be returned via the internal mail (and 

therefore at no expense to the student). A cash prize draw was offered as an incentive to 

the students for the return of the completed questionnaire. In total, only 124 responses 

to the survey (including pilot data) were received giving a very low response rate of 

9.2%.

UNIVERSITY OF WALES, ABERYSTWYTH

A similar approach was adopted at the University of Wales, Aberystwyth. A total of 

1000 students were contacted via the internal mailing system. The students were asked 

to complete the questionnaire only if they had a RoA. The response rate at Aberystwyth 

was also very low at 8.9% with a total of 89 completed questionnaires being returned.

CARDIFF INSTITUTE OF HIGHER EDUCATION

At Cardiff Institute of Higher Education, (now the University of Wales Institute, 

Cardiff) it was possible to identify the number of first year students with an RoA from 

student records. The questionnaire was distributed by post with a covering letter to 118 

students who had been identified as having a RoA. A total of seventy-one completed 

questionnaires were returned - a response rate of 60% of those known to have a RoA.

SWANSEA INSTITUTE OF HIGHER EDUCATION

At Swansea Institute of Higher Education the questionnaire was administered in parallel 

with a marketing survey to individual course groups. All 590 first year students were 

asked to complete the questionnaire. The marketing survey identified 39% of these 

students as 'mature', thus giving a possible 'non-mature' population of 360. 251 

completed RoA questionnaires were returned. The remaining questionnaires were 

returned blank. (Students were asked to provide their names and return the 

questionnaires blank if they did not have a RoA.) This method yielded a 100% response
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and the figures suggest that approximately 70% of 'non-mature' students at Swansea 

Institute of Higher Education had RoAs in the 1994 academic year.

ANALYSIS
The questionnaire was coded and the data was analysed using SPSS for Windows 

(version 6.1). The reasons for adopting a quantitative approach to data analysis were 

discussed in Chapter 2. Combining the data for all four institutions, a total of 535 

responses to the questionnaire were received, Every response for each question was 

assigned a numerical value and a value label to simplify the data input process. SPSS 

provided an appropriate tool for the analysis of large sets of quantitative data.

RESULTS
The Aberystwyth and Glamorgan profiles and return rates were found to be very similar 

as were those from Cardiff and Swansea. Chi-square tests showed significant 

differences between these two groups of institutions - both in response and sample 

population. Unless otherwise stated, the level of significance is set at the 5% level. 

Where the level of significance is below the 5% level, the researcher is able to accept 

the alternative hypothesis and is 95% confident that any differences in response are 

'real' differences and not due to chance.

SAMPLE POPULATION

There were significant differences between the two samples of respondents with regard 

to the country in which they last attended school i.e. Welsh or other UK, gender and the 

types of courses being studied in HE. Approximately 59.7% of the respondents at 

Cardiff and Swansea were Welsh, whereas only 37.9% of respondents at Aberystwyth 

and Glamorgan were Welsh. Over half of the respondents at Aberystwyth and 

Glamorgan were male (52%) compared to only about 42% at Cardiff and Swansea. At 

Cardiff and Swansea 66% of respondents were undertaking arts courses (17% of these 

are enrolled on teacher training courses). A large proportion (46%) of respondent at
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Aberystwyth and Glamorgan were studying science-related disciplines. These 

differences in sample composition were significant at the 5% level - there were 

significant differences between the sample populations.

USE AT SCHOOL

At Aberystwyth and Glamorgan, 68% of respondents said that their RoA was up-to- 

date. At Cardiff and Swansea, the figure was 54%. The remainder stated that their RoA 

was completed to year 11 (age 16) only. The activity for which RoAs were most used 

was 'Recording academic achievement'. Approximately 93% of students used their 

RoA to record academic achievement. This was also the activity for which students felt 

their RoA was most useful. Of those who had used their RoA to record academic 

achievement, 95% felt that it was useful for this activity.

Students at Aberystwyth and Glamorgan generally responded more positively overall to 

using their RoAs at school. If academic achievement is taken as an example, it was 

noted that 40% of respondents at Aberystwyth and Glamorgan found the RoA very 

useful compared to 29% at Cardiff and Swansea. These differences in response are a 

reflection of the differences in return rate. At Glamorgan and Aberystwyth, it is likely 

that only the most motivated students who had had more positive experiences at school 

responded to the questionnaire.

USE IN APPLICATION AND INTERVIEW

Overall, only 41.1% of students (n = 220) had used their RoA at all in application to 

Higher Education. Of those who did, approximately half (54%) of the students at 

Cardiff and Swansea Institutes of Higher Education had used their RoAs at interview 

where only about a third (31%) of students at Aberystwyth and Glamorgan had done so. 

A large number of students at Cardiff and Swansea Institutes of Higher Education were 

enrolled on teacher training courses. Courses in teacher training are more likely to 

request that applicants attend for interview before being accepted than any other course.
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Only 7% of respondents said that the University or College had suggested using their 

RoA. Over half stated that their teacher had suggested they use it. Table 3.01 shows 

that the pages used most widely by students when applying to Higher Education were 

the 'Qualifications and Credits' page and the 'Personal Statement'.

TABLE 3.01 Most frequently used pages in application to Higher Education

Pages used when applying to Higher Education 
(At either application or interview)
Qualifications and Credits
School Achievements
Personal Statement
Other Achievements and Experiences
Work Experience

% of Students 
each page (n =
80%

who used 
220)

51%
60%
50%
52%

Over three-quarters of those students who had used their RoA in application (n = 177) 

found their RoA to be useful. Of those who had used their RoA at interview, over 85% 

(n = 99) said that they thought it was useful.

There were three areas in which students felt that their RoA gave them an advantage. 

These were: 'Gave the college more useful information about me' (59%),'Made me 

more confident'(27%), 'Gave me something to talk about at interview' (34%).

THOSE STUDENTS WHO DID NOT USE THEIR ROA IN 

APPLICATION OR INTERVIEW

Table 3.02 shows the most popular responses of those students who had not used their 

RoA when applying to HE. The main reason given for not having used their RoA in 

application was that the HEI had not asked for it.

TABLE 3.02 Reasons for not using RoA when applying to Higher Education

The HEI did not ask for it
My RoA was not up-to-date
I did not think it would make any difference

Number (n = 314)
197
82
74

Percentage (%)
62.7%
26.1%
23.6%
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Over a half of the respondents at Aberystwyth and Glamorgan (n = 64), but only about a 

third of respondents (n = 63) at Cardiff and Swansea would have used their RoA when 

applying to HE if they had been encouraged to do so. Just over half of those who would 

have responded to encouragement suggested that this encouragement would have had to 

come from the HEI.

EXPECTATIONS FOR FUTURE USE OR UPDATING OF ROAS

22% of students at Cardiff and Swansea stated that they would not use their RoA in the 

future compared to only 12% at Aberystwyth and Glamorgan, here 50% stated that they 

definitely would use their RoA. Only 38% of those at Cardiff and Swansea Institutes of 

Higher Education said the same. The remaining respondents were undecided as to 

whether they would use their RoA in the future.

Over 90% of those who expressed that they would use their RoA in the future said that 

they would use it in application for jobs and further courses. The main factor that 

would encourage young people to use their RoA in the future was again, a request (by 

an employer) for them to use it. 69% of respondents at Aberystwyth and Glamorgan 

and 58% of those from Cardiff and Swansea Institutes of Higher Education stated that 

they plan to update their RoA whilst at University.

GENERAL ATTITUDES AND OPINIONS

The final section of the questionnaire asked the students to indicate their opinions 

regarding the overall accuracy and usefulness of their RoA on five point Likkert scale. 

Graphs 3.01 to 3.05 indicate the responses to these questions for both groups of 

students. It can be seen that most respondents felt their RoA provided a reasonably 

accurate summary of both academic and non-academic achievements. Most found the 

process of recording achievement to be useful although a more negative response was 

received regarding the usefulness of the final document. This reflects earlier 

dissatisfaction from students that no one had asked to see their RoAs when they had
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applied to HE. As throughout the questionnaire, students from Glamorgan and 
Aberystwyth were more positive overall than the students from Cardiff and Swansea.

GRAPH 3.01 Accuracy of RoA

GRAPH 3.02 Summary (academic side) GRAPH 3.03 Summary (non-academic)

GRAPH 3.04 Usefulness of the process GRAPH 3.05 Usefulness of the

document

A&G indicates Universities of Aberystwyth and Glamorgan 
C&S indicates Cardiff and Swansea Institutes
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SUMMARY

The major problems encountered with this questionnaire survey were a low response 

rate for two of the participating HEIs and difficulty checking for bias in the final sample 

(May 1993). The low response rate at Aberystwyth and the University of Glamorgan 

indicated a degree of apathy to RoAs as well as inconsistencies in sampling 

methodologies between the HEIs involved. It is likely that those students who had not 

enjoyed the process of recording achievement at school and did not find the summative 

document useful chose not to respond to the questionnaire. There was therefore a self- 

selecting bias in the response from the Aberystwyth and Glamorgan students. Those 

students who chose to respond were more positively disposed to RoAs which resulted in 

a positively bias response. The University of Glamorgan and Aberystwyth data 

provided a significantly more positive response to a number of attitude questions. 

Despite a difference in response, the results of this first survey show an overall positive 

response by school leavers to recording achievement and the NRA.

REPEATING THE SURVEY
Evidently, the results from the 1994 survey at the University of Glamorgan and 

Aberystwyth did not provide a wholly representative picture of the attitudes of school 

leavers towards recording achievement. The likelihood that this bias in response was 

linked to a low response rate and related self-selecting sample bias prompted a number 

of changes in the methods used when repeating the survey.

CHANGES TO THE QUESTIONNAIRE

It was expected that the students would welcome a shorter questionnaire more readily. 

On the basis of the responses from the previous year, a number of questions were 

omitted from the repeat survey. Questions that referred to the use of RoAs in 

application to HE were removed. The first survey highlighted that only 41.1% of 

respondents had used their RoAs at all in application to HE. These data provided a 

strong indication of the situation regarding the use of RoAs in application to HE. The
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admissions process at the University of Glamorgan had not undergone any change over 

the twelve months between the surveys and it was felt that a further survey would not 

have provided any more useful information at this stage. (See Appendix 5 for example 

of the revised questionnaire.)

METHOD

UNIVERSITY OF GLAMORGAN

To ensure a higher response rate and the inclusion of a representative cross-section of 

courses, the postal survey methodology was rejected in favour of the method adopted in 

the initial pilot survey. A timetable for enrolment week was used to decide on 

appropriate times to distribute the questionnaire. It was found that the majority of first 

year students would be enrolling during the first two days. A number of arts and 

science courses were targeted although it proved impossible to determine the exact 

enrolment times for each course. During this week (25-29th September 1995) the 

students were approached while they queued to enrol. The students were asked firstly if 

they were level one students. If they were, had they entered the University directly 

from school or sixth form, and if so, did they have a record of achievement. A total of 

400 questionnaires were given out to these students. A total of 221 questionnaires were 

returned, an overall response rate of approximately 55%.

UNIVERSITY OF WALES, ABERYSTWYTH

At Aberystwyth, the most appropriate alternative method for contacting students was 

discussed. It was decided that contacting course groups was the most appropriate given 

that the beginning of term had been missed and time and staffing resources were 

limited. Only one course group of 155 students was approached. All students with a 

RoA (n = 130) completed and returned the questionnaire. A further 25 questionnaires 

were returned incomplete. On this occasion, Aberystwyth students were asked to make 

additional comments to supplement the quantitative questionnaire data (see Appendix 

6). No analysis was carried out on these comments.
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ANALYSIS
The questionnaires were coded in a similar way to the survey carried out in the 1994 

academic year. The first stage in analysing the results of the second survey was to 

discover if the responses were significantly different from those in the initial survey. It 

has already been established that the Aberystwyth and Glamorgan data from 1994 was 

biased. For this reason, any further reference to the 1994 survey will exclude the 

Glamorgan and Aberystwyth data.

The responses from the 1994 survey (n=322) were compared to those from the later 

survey (n=350). Cross-tabulations were carried out for each of the responses against 

year. Chi-square (x, ) was used to test for any significant differences in the composition 

of the respondents as well as their responses. The data were analysed to discover if any 

difference existed between the responses of male and female students, those on arts or 

science-related courses and between those from Wales or other countries in the UK. A 

further aspect of ownership was also explored. It has been identified that students who 

had been involved in producing their RoA or completed their RoA themselves may be 

more positive about their experience. Where no significant difference at the 95% 

confidence level was found, the data were analysed as a whole. The number of 

respondents for analysis totalled 672.

SAMPLE POPULATION

When the 1994 and 1995 questionnaire data were analysed as a whole, a number of 
significant differences were found in the composition of the respondents. There was a 

significant difference at the 5% level in the types of courses for which the students were 

studying. In 1994, the first year of the survey, two institutions (Cardiff and Swansea) 

which offer teacher-training courses were included in the sample. The second survey 

did not cover these institutions and this had several implications for the composition of 

the sample population. 16.4% of the 1994 respondents were enrolled on teacher 

training courses where none of the respondents from the 1995 survey were studying in 

this field. In 1994, only 29.2% of students were studying for science related courses 

where in 1995, science students accounted for 71.9% of the respondents.
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Related to the difference in the courses being studied, there was a significant difference 

at the 5% level in the sex composition of the respondents. 41.6% of the respondents to 

the first survey were male compared to 56.3% in the second survey.

In the 1994 survey, 59.7% of respondents had attended school or sixth form college in 

Wales. Welsh students accounted for a significantly smaller proportion (a the 5% level) 

of respondents (43%) in 1995.

RESULTS
Overall, just over half (53.2%) of all respondents stated that their RoA was up-to-date. 

In response to the question 'Is your RoA a National Record of Achievement?', a 

significant difference at the 5% level was found between the two years. 78.6% of 

respondents in the first survey as compared to 90% in the second survey had an NRA as 

opposed to an individual school-produced RoA. This difference was expected given the 

policy change that made the NRA compulsory for all 16-year old school leavers from 

the summer of 1993.

A significant difference at the 5% level was found between the responses of those who 

had a NRA and those who had another type of RoA in relation to who had 

completed/filled in the document. Graph 3.06 illustrates this relationship. Where the 

student had a NRA, they were more likely to have completed the document themselves 

or with the help of their tutor. Less than 10% of students with a NRA had had no part in 

compiling the document compared to nearly 20% of students with an alternative RoA. 

Again, this difference was expected given that the NRA is associated with a 

standardised process for the recording of achievement.
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GRAPH 3.06 Who compiled the RoA Document?

I did Tutor and I did Tutor did

STUDENT EXPERIENCES AT SCHOOL

There was a significant difference at the 1% level between the school experiences of 

Welsh students and other students. Approximately 64% of respondents said that their 

RoA had been completed jointly by themselves and their teacher/tutor. However, only 

18.4% of the Welsh respondents compared to 32.1% of other students said that they had 

completed their RoA themselves. The remaining students (17.2% of the Welsh and 

3.1% of the others) had made no contribution to the completion of their RoA. It appears 

from these figures that Welsh students have less responsibility at school for recording 

their own achievements.

In general, RoAs were updated regularly at school. 57.2% of respondents had updated 

their RoAs once a year, whilst 27.1% had done so once a term and 5.2% had done so 

more often. Only 10.6% of students said that they had updated their RoA less than once 

a year.

Table 3.03 indicates that there is a relationship between who filled in the RoA and the 

frequency with which it was updated. Chi-square test showed there to be a significant 

difference in the responses at the 5% level. Where the RoA was prepared jointly by the 

student and the tutor, it was updated more regularly. Where the tutor has completed the 

RoA without student involvement, then updating took place less regularly.
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TABLE 3.03 Frequency of updating RoA and who was involved in the process.

n=653
How often was the Record of 
Achievement updated?
Less than once a year
Once a year
Once a term
More than once a term

Who completed the Record of Achievement
I did

13.6%
59%
22.4%
5%
100%

Tutor and I did

8.8%
54.7%
30.6%
5.9%
100%

Tutor

14.1%
67.6%
16.9%
1.4%
100%

Graph 3.07 indicates in general terms the usefulness of RoAs for a variety of activities 
as seen by school leavers. It can be seen that students found their RoA more useful for 
recording achievements than for the setting of goals and action planning. They also 
found their RoA to be most useful within the academic context. A breakdown for each 
activity follows.

Recording Academic Achievement

RoAs were used most often for the recording of academic achievement at school. Only 
7.9% of students had not used their RoA for this purpose. Of those who did (n=604), 
25.7% (n=155) found their RoA very useful, 44.9% (n=271) found it useful and less 
than 6% found their RoA to be unhelpful.

A significant difference at the 5% level was found between the responses of those 
students who had completed their RoA themselves or with a tutor and those who had 
not helped to produce their RoA. These differences are highlighted in the graph 3.08. 
Where the tutor had completed the RoA for the student, the students found their RoA to 

be less helpful.
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GRAPH 3.08 Who compiled RoA in relation to perceived usefulness for recording 

academic achievement

0) 
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Recording Extra-curricular Activities

It was found that 88.1% (n=578) of students had use their RoA to record extra curricular 
activities. Of those who did, a significant difference was found at the 5% level between 
their responses dependent on who had completed the document. Where the recording of 
extra-curricular activity had been carried out jointly by the student and their tutor, the 
students were more positive about their record. These differences are highlighted in the 
graph 3.09.

Recording Out-of-School Activities

Only 15.9% of students had not used their RoA for the recording of out of school 
activities. Of those who did (n = 550) a significant difference at the 5% level was found 
in the responses dependent on who had completed the RoA. For this activity, students 
were less positive about tutor input. They found it more helpful to have recorded their 
out-of-school activities without the help of a tutor. See graph 3.10.
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GRAPH 3.09 Who compiled RoA in relation to perceived usefulness for recording 

extra curricular activity
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GRAPH 3.10 Who compiled RoA in relation to perceived usefulness for recording 

out-of school activities

Very helpful Helpful Some help Unhelpful

Setting Academic Goals

Overall, 77.2% (n=505) of students had used their RoA to set academic goals. A 
significant difference at the 5% level was found in the responses based on who had 
completed the RoA. Students who had set academic goals without the help of a tutor 

were less positive than those who had done so with their tutor. This is shown in graph 

3.11.
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GRAPH 3.11 Who compiled RoA in relation to perceived usefulness for setting 
academic goals

Bldid
H Tutor and I did
D Tutor did
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Setting Non-academic Goals

66.5% of students overall (n=436) had used their RoA to set non-academic goals. Here 

however, a significant difference was found between the responses of male and females. 
Where only 61.5% of males (n=198) had used their RoA in the setting of academic 

goals, 238 or 71.3% of females had done so. The female respondents were also more 

positive about using their RoA to set non-academic goals. Graph 3.12 highlights the 

differences between male/female responses.

Setting Personal Goals

Approximately 71.4% of students (n=457) had used their RoAs to set personal goals at 

school. A significant difference at the 5% level was found between the responses of the 

Welsh students and students from other areas of the UK. The more positive response 

from the Welsh students is highlighted in graph 3.13. Less than a quarter of Welsh 
students compared to over a third of all other students found their RoA to be unhelpful 

in setting personal goals.
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GRAPH 3.12 Use of RoA in setting non-academic goals by sex
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GRAPH 3.13 Relationship between country and using RoAs to set Personal Goals

H Welsh (n= 235) 
• Other (n = 222)
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Planning for the Future

72.7% of the respondents (n = 465) had used their RoA to plan for the future. Here 

also, a significantly more positive response was received from the Welsh students. 

Graph 3.14 highlights the differences identified. Over 15% of Welsh students but only 

6.6% of all other students found their RoA to be very helpful in planning for the future.
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GRAPH 3.14 Relationship between country and using RoAs to plan for the future
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APPLICATION AND ADMISSIONS TO HIGHER EDUCATION

Used to Choose a College

Overall, only 5.5% of students (37 respondents) had used their RoA to help them choose 

a college course. There was a difference by course type, but the numbers were not large 

enough to carry out reliable statistical analysis. Whereas 14% of students from 

education courses had used their RoA to help them choose a college, no Combined 

Studies students had used their RoAs in this way.

Used to Choose a Course

A larger proportion of students, 8.6% (57 respondents) had used their RoA to choose a 

course than had used their RoA to choose a college. A difference by course type was 

also found. 16% of Education students had used their RoA to choose a course where no 

Combined Studies students had done so. As with the previous question, the number of 

students was too small to allow for reliable statistical breakdown of the data.
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Used in the Application Process

Approximately a third (33.7%) of students (223 respondents) had used their RoA in 

some way when applying to HE. There was a difference in the proportion of students 
on different courses who had used their RoA when applying for HE courses. However, 

the figures were not sufficiently large for reliable statistical analysis of the data. Graph 

3.15 summarises these differences. Education courses differ noticeably from other 

courses in that all applicants must attend an interview. This is reflected in greater use of 
RoAs by students on education courses.

"At my University interview I asked if they wanted to see it, the tutor asked 
me what a RoA was !!!! Universities need to educated about them if RoAs 
are to be more useful. " (student 177)

GRAPH 3.15 Did you use your RoA at all in the application procedure?

*

STUDENT EXPECTATIONS FOR THE FUTURE

Will you use your RoA in the Future?

The students were generally positive about using their RoAs in the future. Only a fifth 

(20.6%) of students stated that they would not use their RoAs again. There was a 

significantly more positive response at the 5% level from Welsh students. Table 3.04
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summarises the differences in the responses between Welsh students and all other 
students.

TABLE 3.04 Will you use your RoA in the future?

Yes, I will use it
No, I will not use it
Unsure

Welsh (n=3 15)
41%
16.2%
42.8%

Other (n=3 10)
36.8%
24.8%
38.4%

What will you use it for?

Of those who responded to this question, (n=231), over 87% said that they would use 
their RoA in application or interview for a job/further course.

What would encourage you to use your RoA in the future?

Of those who responded to this question (n=89), 34.8% said that nothing would 
encourage them to use it and 22.5% said that they would only use their RoA if it was 

asked for.

TABLE 3.05 Plan to update by country

Welsh n=3 10
Other n=3 03

Plan to Update
202
159

Do not Plan to Update
108
144

Do you plan to update your RoA whilst in Higher Education?

58.7% of students who responded to this question (n=613) said that they planned to 
update their RoA whilst at University. Welsh students responded more positively with 

67% stating that they intended to update their RoAs compared to less than 50% of other
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students. This difference was significant at the 5% level and is illustrated in the Table 

3.05.

GENERAL ATTITUDES AND OPINIONS

The final section of the questionnaire was designed to establish the general attitude of 

school leavers to the process of recording achievement as well as the final RoA 

document. The responses were generally positive. The following sections examine 

each question in turn and provide a brief summary of the attitudes of school leavers to 

recording achievement.

Accuracy

Graph 3.16 illustrates that only a small proportion of school leavers (17.3%) gave a 

negative response regarding the perceived accuracy of their RoA.

GRAPH 3.16 Accuracy of RoA

Significantly different responses were found between those school leavers who had 

completed their RoA on their own, with their tutor, or who had had no part in the 

process. Table 3.06 highlights these differences.
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TABLE 3.06 Perceived accuracy of the RoA in relation to who had compiled it

[did
Tutor and I did

Tutor did

Very. Accurate/ Accurate
41.87
48.44
28.57

OK
38.75
35.73
49.21

Inaccurate/Very Inaccurate
19.38
15.83
22.23

Students who had compiled their RoA jointly with their tutors felt that the document 
was more accurate than those students who had completed the document themselves. 
Where the tutor had completed the document on behalf of the student, less than a third 
felt that the document provided an accurate picture of their achievements.

Summary of academic side

As illustrated in graph 3.17, most students felt that their RoA provided an accurate 
summary of their academic achievements. 45.2% of students agreed that their RoA 
provided a good or very good summary of their academic achievements and only 17.5% 
felt that the summary was poor or very poor.

GRAPH 3.17 Summary of academic side

Good Good OK Poor V. Poor
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Summary of non-academic side

It can be seen from graph 3.18 that students felt their RoA provided a less adequate 

summary of their non-academic side than it did their academic side. Only 27.9% of 

respondents felt that their RoA provided a good/very good summary of their non- 

academic side compared to 37% who felt that the summary was poor/very poor.

A useful document

Most students felt their RoA to be a useful document. As illustrated in graph 3.19, only 

28.5% of respondents gave a negative response regarding the usefulness of their RoA 

document.

GRAPH 3.18 Summary of non-academic side

Poor V. Poor

A significant difference at the 5% level was found regarding who had compiled the RoA 

document in relation to its usefulness. Students who had completed their RoA with a 

tutor found the document to be more useful than those who had completed the document 

alone. As expected, students who had had no part in completing the document found it 

least useful. These differences are highlighted in table 3.07.
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GRAPH 3.19 A useful document
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TABLE 3.07 Usefulness of the document relating to whom had completed the RoA

[did
Tutor and I did
Tutor did

Very. Useful/Useful
38.1
42.1
33.3

OK
25.6
32.3
38.1

Not Useful/Useless
36.3
25.6
28.6

A useful exercise

A more positive response was received regarding the exercise of recording achievement 

in relation to the use of the summative document. Where 40.4% of respondents had 

found the document useful, 51% found the exercise useful. See graph 3.20.

As previously, a significant difference was found between the responses of students 

who had completed the document alone, with the help of a tutor, or had made no 

contribution to the process. This is highlighted in table 3.08. The exercise was felt to 

be most useful when carried out jointly by the student and their tutor. In this case, 

however, students found it less useful to have completed the document themselves than 

for the tutor to have done it for them. The process of recording achievement was less 

meaningful to the students when they had to do it alone.
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GRAPH 3.20 Useful exercise

V. Useful Useful OK Not useful Useless

TABLE 3.08 Usefulness of the exercise in relation to whom had completed the 

RoA

I did
Tutor and I did
Tutor did

Very Useful/Useful
42
54.4
49.2

OK
29.3
25.1
33.3

Not Useful/Useless
28.7
£0.5
17.5

DISCUSSION

The higher response rate achieved through adopting an alternative methodology at the 
University of Glamorgan and Aberystwyth in the second survey provided a more 
representative response. The responses were comparable to the earlier data from 
Swansea and Cardiff institutes enabling the data to be analysed as a whole. The bias 
responses from the initial survey at the University of Glamorgan made these data 
invalid. It was therefore not possible to determine if the attitudes of the students had 
changed between the two years. The results did indicate however, that a larger 
proportion of students were using the NRA as opposed to a school based RoA in the 

second survey.
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The school leavers survey highlighted several issues relating to perceptions of the 

process of recording achievement as well as the final RoA document The findings can 

be considered in relation to the three stages of experience covered by the questionnaire:

School Experience

RoAs were updated regularly at school, however, only just over half of respondents said 

that their RoAs were up-to-date indicating that the process of recording achievement 

was not yet well established in the further education sector. This questions the use of 

the NRA as a tool for lifelong learning throughout education and training and highlights 

the need to consider possible conflicts between the NRA and student expectations about 

autonomy in the FE/HE sector.

The benefits of the formative process of reviewing and action planning are discussed 

widely, for example: Wedgewood (1992;90) refers to personal profiles as 'tools for 

enhancing personal and professional development through self reflection'. 

Wedgewood & Godfrey (1993;74) suggest that RoAs can 'help students to become 

more effective, active learners and thereby take on ... their share of the responsibility 

for their own learning.' Assiter & Shaw (1993) argue that 'profiling or recording 

achievement is a process which involves students in recording, reviewing and reflecting 

on their own experience to turn it into learning which empowers them to become more 

confident, self aware and capable people.' (Assiter & Shaw 1993;21)

However, respondents found their RoA most useful for recording achievement rather 

than as a tool for action planning. This illustrates an educational culture that is outcome 

rather than process driven. The situation may be enhanced as teachers become more 

practised in using the NRA. Action planning was not well established in schools at the 

time of the first survey and there were no differences in the students' responses between 

the two years despite the introduction of an action-planning page to the NRA document.

Records of Achievement were also seen to be more useful for recording/planning in the 

academic context as opposed to out of school activities. RoAs were completed at 

school, therefore students viewed them as school based documents. Academic 

achievements in the form of examination results are not open to personal comment and 

in this respect, the academic achievements page is arguably the most accurate page in
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the RoA. Tutor comments are obviously reliant on subjective interpretation by an 
individual tutor, but academic achievement as opposed to out of school achievement is 
obviously the one area which tutors are most able to comment.

Application to Higher Education

Attention should be paid to ensuring that students are admitted on to courses for which 
they are suited. If students are admitted onto unsuitable courses, then it is likely that they 
will not achieve their full potential and at worst, fail to complete the course. Application 
to Higher Education takes place through UCAS. One problem with the procedures 
involved relates directly to the use of RoAs. It is argued, that the underlying value of the 
NRA is not to help with selection; instead it is to encourage and support an ongoing 
process of self-assessment and reflection which then leads to the application in the first 
place. It was hoped that the NRA initiative would encourage more accurate and 
informed decision making about vocational pathways and thus choice of college and 
courses as well as building confidence in existing skills and an awareness about what 
other skills may require further development. The present research finds no evidence to 
support this claim. At the time of applying through UCAS, students have not completed 
their RoAs or their achievements (Higgins 1994). RoAs are not being widely used in 
choice of institution or course and further, are not being used in the application process.

Most courses or programmes of study rarely conduct admissions interviews, offers are 
made by post, and applicants are advised to attend an open day. At no point is the NRA 
used by the applicant or seen by a member of the Higher Education institution. A very 
small proportion of those who had used their RoAs did so on the request of the 
University. The majority of those who had not used their RoAs when applying to HE 
indicated the reason for this being that the HEI had not requested to see their RoA. 
HEIs should be encouraged to ask students to use their RoAs in the application process. 
Staff need to be made aware of value of the NRA in order to encourage students that 
they have not wasted their time in producing a record that nobody wants to see.

A major problem is that the completed NRA is not usually available until after most 
Higher Education Institutions have completed interviewing, so that schools are forced to 
provide snapshot versions in the winter term. Research into the restructuring of the 
Higher Education academic year (The Flowers Report 1993) has considered this
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situation very seriously, to the point of recommending one model where there is a later 

start for (at least) the first year of Higher Education. UCAS procedure needs to be 

brought up-to-date in line with the current trends in HE (for example, more course 

choice, higher participation rates and more diverse characteristics of applicants). The 

reliance on A level results is inappropriate when there is much evidence to show that A 

levels are not a good indicator of degree performance (Wanowski, 1970).

Student Expectations

Despite the limited use of RoAs in application to HE, most students appeared optimistic 

about using their RoAs in the future, and most planned to use their RoA again. The 

positive response received in the questionnaire as regards using RoAs in the future is 

supported by a number of students who, during enrolment week had with them their 

NRA. When questioned, these students were unable to explain why they had their 

RoAs with them but did have certain expectations of HE.

The first survey also asked students what they planned to use their RoAs for in the 

future. Most of those who planned to use their RoA in the future said that they would 

use it in a job interview.

A very negative response was received from those students who said that they were not 

planning to use their RoAs again. Approximately a third said nothing would make them 

change their minds. This reinforces the idea that RoAs are seen as a school based 

document not something to be used in HE. About a quarter of respondents who said 

that they were not planning to use their RoAs again indicated that if someone asked to 

see it they would use it.

The majority of respondents stated that they planned to update their RoAs. This was 

initially an encouraging indication of the enthusiasm of students towards taking their 

RoA document forward with them through HE. As highlighted through experiences 

with the Portfolio Pack this positive attitude did not continue.
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Less than half of all respondents felt that their RoA document was useful. This is 

probably indicative of the unsatisfactory experiences of students when applying to HE.

A Closer Look

Where the RoA was an NRA (as opposed to a school base RoA) students were more 

likely to have been involved in the process of recording achievement. This highlights 

different practices in schools but may become more uniform as the NRA is introduced 

to all schools. Involvement in the RoA process affected the attitude of respondents in 

relation to a number of issues:

• Where the RoA was completed jointly by student and teacher, updating took place 

more regularly. This indicates good practice at school. It was identified that 

students who had been involved in producing their RoA or completed their RoA 

themselves were generally more positive about their experience.

• Students who had completed their RoA with a tutor found the document to be more 

accurate and useful than those who had completed the document alone. Students 

who had had no part in completing the document found it least useful.

• More specifically, in relation to recording academic achievement, recording extra 

curricular achievement and setting academic goals, the experience of students was 

more positive when they had been involved with their teacher in the process. The 

area where students were least appreciative of teacher input was in relation to 

recording out of school activity.

Although the majority of students had completed their RoA with the help of their 

teacher/tutor, Welsh students were more likely than other students to have made no 

contribution to the production of their RoAs. Welsh students were less responsible for 

recording their own achievements. Welsh students were more positive about using their 

RoAs to set personal goals. Similarly, Welsh students found their RoA more useful in 

planning for the future than other students. Welsh students were generally more 

positive about using their RoAs in the future and updating their RoAs whilst in HE.
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SUMMARY
This chapter has described and evaluated the methods used to conduct the survey of 
school leavers. Although several problems were encountered in conducting the 
research, particularly in relation to response rates, the survey did provide adequate data 
for analysis. A discussion of the responses to the questionnaire highlighted several 
interesting findings:

As predicted by Assiter & Shaw (1993), students entering HE with a school-based RoA 
had expectations that Higher Education would make provision for them to become 
involved in producing records of their achievement. Most students were planning to 
update their RoAs and most of those planning to use their RoAs in the future would do 
so for making job applications. In this context, the researcher was encouraged that 
students would be keen to become involved in recording achievement in Higher 
Education, particularly in terms of producing a summary document. From this basis, 
the second phase of the research was taken forward. That is, to introduce the Portfolio 
Pack for recording achievements at the University of Glamorgan.

The survey of school leavers highlighted one area of concern in relation to using the 
Portfolio Pack. Whilst at school, those students who were most positive about their 
experiences were those who had completed their RoA with a tutor rather than on their 
own. These students felt their RoA document to be more useful and more accurate. In 
view of the limited resources available in terms of staff time, the portfolio pack had 
been designed for unsupported use. This posed the question, would students feel 
comfortable or motivated to become involved in the process of recording achievement 

as a stand-alone activity?
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CHAPTER 4

INTRODUCING THE PORTFOLIO STARTER 

INTRODUCTION
An increased emphasis on the importance of recording achievement generally 

accompanied by an increase in the number of students arriving in HE with experience 

and expectations of recording achievement resulted in a need to develop a tool for 

recording achievement at the University of Glamorgan. The survey of school leavers 

outlined in Chapter 3 highlighted that those entering HE did indeed have expectations 

that Higher Education Institutions would make provision for them to update and 

develop their RoA further whilst at University.

At the outset of the present research, the Portfolio Pack had been introduced to several 

departments at the University of Glamorgan with varying degrees of enthusiasm from 

both students and academic staff. Prior to further promoting the Portfolio Pack as a tool 

for recording achievement through self-assessment, it was necessary to evaluate its 

effectiveness. The first stage in this process relied on an analysis of the responses of 

students to the skills questionnaire contained within the Portfolio Starter. This chapter 

reviews the research methods used and presents the results of the base-line survey. 

Chapter 5 will discuss the follow up survey which was conducted on the same cohort of 

students one year later.

It was expected that an in-depth analysis of students' responses to the skills 

questionnaire would allow the researcher to identify students perceptions in relation to 

the importance of skills which are widely recognised by others as important in HE and 

future employment. An analysis of self-assessment scores from the baseline survey and 

a comparison of these scores with the scores from the follow up survey (Chapter 5), 

would allow the researcher to identify changes in self perceived skills levels. This in 

turn would allow an evaluation of the Portfolio Pack as a tool for recording 

achievement. Is it appropriate to rely on self-assessment alone for the recording of 

achievement, even in HE? Are students able to accurately assess their own ability?
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THE PORTFOLIO PACK
The University of Glamorgan was one of over 70 institutions in the UK to be involved 
in the Enterprise in Higher Education (EHE) Initiative (DfEE, 1994). As a direct result 
of this initiative, one of the aims of which was to encourage the acquisition and 
development of skills, the Portfolio Pack was developed within the Enterprise Unit 
(since evolved into the Educational Development Unit).

The Portfolio Pack is made up of three booklets: a Portfolio Starter, Update and 
Finisher. Completing the Portfolio Starter is the first step in completing the Portfolio 
Pack. It was intended that the material from this exercise will identify a base line from 
which students are able to follow their development throughout their stay at University 
and beyond. Over the ensuing years at University, students will be given the 
opportunity to complete a series of update booklets designed to help them keep an up- 
to-date record of their developments. The completed Portfolio is designed to help 
individuals in their career search on leaving University by providing a collection of 
material to use as evidence of achievements when applying for jobs or further courses. 
The final Portfolio is a folder or file containing a collection of evidence of achievements 
whilst at the University of Glamorgan. It may include:

• qualification certificates

• sample essays/projects

• a dissertation
• a summary of coursework/exam marks

• open references from staff

• a work placement report
• a summary of personal skills/abilities

Ideally, the Portfolio is used in combination with a record of achievement in which the 
most important details are summarised - a National Record of Achievement (NRA) if 
the student had one. During the final year, students are able to look back on their 
comments and how they have progressed as they moved through their course. This can 
help them to fill in application forms and answer questions at interviews.
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The process of collecting evidence through this profiling process may also be helpful. It 

can help individuals to:

• monitor any changes or developments in their skills, learning styles or study 

habits by comparing their starter with updates over their time at university;

• identify any areas which need strengthening and

• set themselves goals to achieve this;

• help them choose the career most suited to their strengths and abilities.

The importance of being as honest as possible when answering the questions is stressed 

to students. The exercise does not form part of any formal course assessment.

The Portfolio Starter and Update have three sections in common. The first section 

allows students to record their achievements in general terms - the information usually 

seen on a CV. The Starter covers achievements before starting at the University:

• Qualifications

• My Last School/College

• Previous Employment

• Hobbies and Leisure Interests

• Arriving at University.

The focus of the Update is:
• Academic Achievements since arriving at the University and

• Leisure Time Experiences and Achievements.

Section 2 is the same for both the Starter and the Update. It consists of a 

Transferable Skills Questionnaire (See Appendix 7). This is an adaptation of the 

personal transferable skills questionnaire introduced by L Thorley (1994) and will 

be discussed in more detail later in this chapter.

Section 3 focuses on Approaches to Study. It includes:

• a Self Assessment Exercise

• an Approaches to Study Questionnaire and

• a Questionnaire Score Sheet
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Section 4 is exclusive to the Update. It allows students to compare their Update with 

their Starter:

• Development of Leisure Time Activities

• Development of Transferable Skills

• Development of Approaches to Study

• Self Assessment Exercise

• Approaches to Study Questionnaire

METHOD
The base-line survey was conducted at the beginning of the first Semester in the 

Academic Year of 1994. Prior to this, it was necessary to carry out a pilot survey.

PILOT

A brief pilot survey was conducted with six lecturers who had introduced the Portfolio 

Pack to their students. (At this time, no class had completed the process from level one 

through to final year.) Informal interviews were chosen as the most appropriate tool for 

assessing the lecturers perceptions of the Portfolio Pack. The lecturers were asked 

whether they felt that the exercise of completing the Portfolio Pack was worthwhile and 

were asked to make suggestions for improvement of the Pack. They were also asked to 

give an insight into the attitudes of students towards the pack and how the students had 

responded to filling in the booklet to date.

The staff who had been using the pack at this time did so on a voluntary basis. It is not 

surprising therefore that all those questioned felt that the exercise was useful to their 

students and were aware of the possible benefits of profiling and recording 

achievement. It should be stressed that the number of staff involved was small.

The first version of the Portfolio Pack was poorly designed and was too detailed. 

Lecturers felt that the length of the document in particular was off putting to students.
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As a result of this feedback from lecturers, the pack was revised to make it more student 
friendly. The series of booklets was summarised and incorporated into a cardboard 
covered folder.

SAMPLE

Distributing the Portfolio Pack and convincing the students to return their completed 
booklets for analysis were immediately identified as significant problems. A large 
sample size would be needed to allow for accurate statistical analysis and breakdown of 
the data. A number of approaches were used to try and encourage the students to 
complete and return the Portfolio Starter.

The 124 students at the University of Glamorgan who had responded to the initial 
school-leavers questionnaire were approached in the first instance (See Appendix 8). 
These students may be seen as a special group known to have previous experience of 
recording achievement. Of the 124 students with experience of recording achievement 
at school/college, eighty-eight (71%) stated that they planned to update their RoAs 
whilst in HE. For this reason, it was expected that there would be a good response 
towards the Portfolio Pack from this group of students. Forty-seven students or 37.9% 
returned a completed Portfolio Starter. This response rate was rather disappointing. 
Nine of those students who did return a completed Portfolio Starter had originally stated 
that they had no plans to update their RoA.

At this stage in the research programme, a major query emerged regarding whether 
students who had completed RoA at school alone or with teacher had responded more 
positively to being asked to assess themselves i.e. were they more likely to complete a 
Portfolio Starter?. The issue of ownership also became pertinent, it is possible that a 
number of students completed their Portfolio Starter but did not want the researcher to 

see what they had written.

Concurrently, the first year tutors on a number of arts and science courses were asked to 
co-operate in allowing the researcher to approach their classes in order to explain the 
project and distribute the Portfolio Starter. This method was successful to a degree,
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most staff were prepared to allow the researcher to speak to their students. However, 

pressures on class time, partly as a result of Semesterisation (Brown & Saunders, 1995) 

determined that only a few minutes were available at the beginning of lecture slots. 

Within these time constraints, students were asked to complete the Portfolio Starter and 

return it one week later to allow the researcher to analyse their responses. The 

confidentiality of any information was stressed and students were reminded that they 

would not be identified as individuals in any research report.

The response rate using this approach was disappointing. Taking Communications 

Studies as an example, 80 students were asked to complete the Portfolio Starter. One 

week later, only 18 completed booklets were returned, a response rate of 22.5%. Table 

4.01 indicates a number of the courses approached in this way and provides the 

percentage response rate where known. Where, for example, the total number of 

students in the group was not determined or a mixture of students from different courses 

attended one class, it was not possible to identify percentage response rates for all 

groups.

TABLE 4.01 Response rates by subject groups (unsupervised completion)

[Course

IB A Human Resource Management
IB A Communication Studies
IHND Business Administration
BSc Energy and Environmental Technology
BEng Electrical/Electronic Engineering 
JSc Electronics
TOTAL

Number 
given out
25
80
45
12
31

193

Number 
returned
4
18
14
7
13

56

Response 
rate
16%
22.5%
31.1%
58.3%
41.9%

29%

An alternative approach was then implemented in an attempt to increase response rates 

and avoid a self-selecting bias in the responses. A further memo (Appendix 9) was sent 

out to all lecturers of first year students asking them to inform the researcher of any 

likely lecturer absences and resulting vacant lecture slots. Where a lecture period was 

available, the researcher offered to use this time to introduce the research project and 

the Portfolio Starter to students. A number of lecturers responded positively to this
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request. The classes were approached at the time allocated and were asked to fill in the 
Portfolio Starter booklet. The students were supervised for the whole hour and were 
asked to return the completed booklets before they left. A more positive response was 
received (e.g. BA Public Management, Computer Studies). See table 4.02.

TABLE 4.02 Response rate by subject (supervised completion)
Course

HND Business Information Technology 
HND BSc Computer Studies, Software Engineering 
BSc Information Systems in Business, 
Computer Studies with a language/business, 
Computing and Accounting
HNC, HND, Bsc Electrical/Electronic Engineering 
HND, BEng Mechatronic Engineering
BA Public Management, Public Policy
TOTAL

Number 
given out
53

34

24
111

Number 
returned
53

34

22
109

Response
rate
100%

100%

91.7%
98.2%

Tables 4.01 and 4.02 indicate only the difference in response rate in relation to survey 
method used and do not provide an overall summary of the total sample. Two hundred 
and eighty eight Portfolio Starters were completed and returned by the 1994/95 cohort. 
A detailed breakdown of the courses of the students involved in the survey (where 
known) can be found in Appendix 10. The sample included 207 traditional age 
students and 75 mature students. The sex ratio of the sample was 162 male to 118 

female. Six students did not reveal their personal details.

ANALYSIS
The skills questionnaire in section 2 of the Portfolio Starter asked students to score a list 
of skills on a scale from 1 to 6 according firstly to how important they felt these skills to 

be. The scale from 1 to 6 can be interpreted as follows:

1 Not at all important
2 Not very important
3 Unimportant

4 Quite important
5 Important
6 Very important
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The questionnaire also asked the students to score their present level of ability regarding 
the skills listed on a scale ranging from 1 through to 6 as with importance:

7 Very poor at this 4 Quite good at this
2 Poor at this 5 Good at this
3 Quite poor at this 6 Very good at this

Where necessary, for reliable statistical analysis the six categories above were combined 
for example, this was necessary in comparing the responses of male and female 
respondents as well as in comparing the responses of mature and traditional students. 
The three lowest scores were combined, as the number of students who responded 
negatively was small. Not at all important, not very important and unimportant will be 
referred to as not important. Very poor, poor and quite poor will be referred to as not 
good.

VARIABLES FOR COMPARISON

To examine the difference in response by age, the students were divided into two 
groups: mature (those born before 1974) and traditional age students (those born during 
or after 1974). The students were grouped in this way because the University 
categorises students as mature if they are aged 21 or over on entry. This variable was 
not used in the school-leavers survey as all respondents by definition fell into the 
traditional age group.

Cross-tabulations were carried out and a chi-square test used to determine if there was 
any significant difference in the responses of traditional and mature students regarding 
the importance they placed on communication skills and how they perceived their 

present ability in these skills.

Chi-square tests were also used to determine differences in response between male and 
female students. In view of the differences in response between Welsh students and 
non-Welsh students revealed in chapter 3, it would have been useful at this stage to
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examine this issue further. A number of problems arose in tracing the home addresses 

of students as they were not asked to include this information in their Portfolio Starter. 
If repeating the survey, this detail would be sought.

RESULTS

COMMUNICATION SKILLS

Table 4.03 summarises the responses of students in relation to both the importance 

placed on communication skills as well as a self assessment of their present level of 

ability in these skills. Both the mean and modal (most frequent) values for each 
response are given.

TABLE 4.03 Communication Skills

Communication Skill

1 Oral Communication (one-to-one)
2 Oral Presentations, discussing and 
arguing a case
3 Expressing yourself in Writing
4 Using Visual Aids
5 Foreign Language
6 Using a computer keyboard/typewriter
7 Using a computer e.g. data-bases, 
spreadsheets, word-processors
8 Finding, using and presenting 
information

Importance
Mean 
Value
5.44
5.34

5.25
4.61
4.13
5.06
5.02

5.32

Modal 
Value
6
6

6
5
4
6
6

6

Present Ability
Mean 
Value
4.46
3.5

4.01
3.81
2.57
4.32
4.08

4.15

Modal 
Value
5
4

4
4
1
6
5

4

For each of the communication skills listed, students scored importance more highly 

than present ability. Graph 4.01 presents the modal values for importance and present 

ability for each of the communication skills. The students felt that all of the 

communication skills listed were important. Six of the eight communication skills were 

scored as very important by most of the students. Using a computer 

keyboard/typewriter was the skill most students felt they were very good at. The ability 

to speak and understand a foreign language was the skill which most students felt they
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were very poor at. Foreign language skills were also felt to be relatively unimportant in 
relation to the other communication skills.

GRAPH 4.01 Modal Values for communication skills

4 5 
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Graph 4.02 highlights the mean values given to each of the communication skills. 

Where importance scores more highly, present ability also gains a higher mean score. 

This indicates a relationship between how important the respondents find a certain skill 

and how good they think they are at that skill. (The relationship between present ability 

and importance will be further discussed at the end of this chapter.)

GRAPH 4.02 Mean Values for communication skills
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Sex differences in the importance placed on communication skills

Using chi-square, a significant difference at the 5% level was found between the male 

(n=163) and female (n=117) responses regarding the importance of information skills. 
(One of the eight communication skills included in the skills questionnaire). The ability 
to find, use and present information was felt to be more important by the female 
respondents than by the male respondents. 39.26% of males scored this skill as very 
important compared to 57.26% of females. Graph 4.03 highlights these differences.

GRAPH 4.03 Sex differences in the importance placed on information skills
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Sex differences in students self assessment of their present ability

A significant difference between male and female at the 5% level was identified in 
students self assessment of their present ability to speak and understand a foreign 
language. A greater proportion of males than females felt that their foreign language 
skills were poor. 79% of males said that they were poor at speaking and understanding 

a foreign language compared to only 68.38% of females.

A significant difference at the 5% level was also found between male and female ability 
to use a computer (database, spreadsheet and word-processor). Where 27% of males 

and 43.6% of females felt that they were not good at using a computer, 23.3% of males 

but only 16.2% of females felt that they were very good at using a computer.
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Age differences in the importance placed on communication skills

Most students felt the ability to use a computer keyboard or typewriter was important. 

However, mature students placed less importance on this skill. A significant difference 

at the 5% level was found in the responses. Although similar proportions of mature and 

traditional students scored this skill as being not important, (about 8% and 7.3% 

respectively), traditional students were more likely to score this skill as very important 

or important. The differences are best illustrated in graph 4.04.

GRAPH 4.04 Age difference in the importance placed on computer skills
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Age differences in perceived present ability

Relating to present ability, statistically significant differences were found at the 5% 

level in two of the communications skills areas: communicating on a one-to-one basis 

and presenting ideas to an audience or oral presentation. In communicating on a one-to- 

one basis, similar proportions scored themselves as not good or fairly good. However, a 

greater proportion of mature students assessed themselves as being very good (23.3%) 

than the traditional students (10.7%). These differences are illustrated in graph 4.05 

which can be found overleaf.
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GRAPH 4.05 Age differences in perceived ability to communicate (one-to-one)
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The response of students regarding their oral presentation skills was more negative. 
More than half (52.9%) of the traditional students and 39.2% of mature students said 
that they were not good at giving oral presentations. Only 2.4% of the traditional 
students said that they were very good at giving oral presentations whereas 8.1% of 
mature students thought they were. See graph 4.06 below.

GRAPH 4.06 Age differences in perceived ability for oral presentations
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INTERPERSONAL SKILLS

It can be seen from table 4.04 that for all the interpersonal skills listed, students scored 
importance more highly than present ability. This pattern has already been identified in 
the previous section relating to communication skills. Most students felt that the skills 
listed were either important or very important, all received modal scores of 5 or 6. Most 
students also felt that their interpersonal skills were either good or fairly good with the 
exception of leadership which only received a modal score of 3 or quite poor.

TABLE 4.04 Interpersonal Skills

Interpersonal Skills

9 Listening to others
10 Assertive, knowing what you 
want and being able to negotiate for 
it
1 1 Working with others, co 
operating within a team
12 Leading and making decisions 
for a group of people

Importance
Mean 
Value
5.39
5.17

5.43

5.05

Modal 
Value
6
5

6

5

Present Ability
Mean 
Value
4.71
4.04

4.45

3.86

Modal 
Value
5
4

5

3

Sex differences in the importance placed on interpersonal skills

A significant difference was found at the 5% level between the responses of males and 
females relating to both the importance of being able to listen to others and 
assertiveness. Female students placed more importance on listening to others than their 
male counterparts. Almost two thirds (63.56%) of female students felt this skill to be 
very important compared to less than half (44.51%) of the male respondents. Females 
also placed more importance on assertiveness. As illustrated in graph 4.07 overleaf, 
nearly half of all females (49.15%) scored assertiveness as very important compared to 

only 33.53% of males.
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GRAPH 4.07 Sex differences in the importance placed on assertiveness
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Sex differences in perceived present ability of interpersonal skills

Significant differences at the 5% level were found between the responses of males and 
females relating to present ability to listen to others. Where 72.65% of females felt that 
they were good/very good at listening to others, only just over half (53.42%) of males 
felt the same.

Age difference in perceived present ability

There were significant differences between the two age groups in relation to perceived 
present ability to listen to others. (The importance placed on listening to others was 
consistent with age.). Although a slightly larger percentage of mature students (23.3%) 
felt that they were very good at listening to others compared to traditional students 
(22.44%), overall, traditional students were more confident in their listening abilities. 
Graph 4.08 (on the next page) best illustrates the difference in response.
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GRAPH 4.08 Age differences in perceived ability to listen to others

INTELLECTUAL SKILLS

The mean and modal values relating to importance and present ability for intellectual 

skills are shown in table 4.05. Of the intellectual skills listed, numeracy gained the 

lowest mean importance score (4.878) whilst problem solving was seen to be the most 

important of the skills with a mean score of 5.254. Student felt that their analytical 

thinking skills were less developed than their other intellectual skills. The mean score 

for present ability (analytical skills) was 3.972 where the mean score for the other 

intellectual skills were greater than 4.

TABLE 4.05 Intellectual Skills

Intellectual Skills

13 Numeracy
14 Creativity
15 Analytical thinking
16 Problem Solving

Importance
Mean 
Value
4.878
5.122
5.151
5.254

Modal 
Value
5
5
5
6

Present Ability
Mean 
Value
4.035
4.134
3.972
4.039

Modal 
Value
4
4
4
4
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Sex differences intellectual skills

No sex differences were found in the importance placed on intellectual skills but a 

difference in present ability at the 5% level was found regarding numeracy skills (one of 

the listed intellectual skills). Male students were generally more positive about their 

numerical ability than female students. The difference is illustrated in graph 4.09 

below. Only 4.31% of females felt that their numerical skills were very good compared 

to 13.58% of male students.

GRAPH 4.09 Sex differences in perceived present numeracy ability

Age differences intellectual skills

Significant differences at the 5% level were found in present ability of creativity skills 

by age group. More than a third (36.3%) of the traditional students felt that their 

creative skills were good or very good compared to less than a quarter (24.3%) of 

mature students. Similarly, where 36.5% of mature students felt their creativity to be 

not good, only 21.1% of traditional students felt the same. See graph 4.10 overleaf.

116



GRAPH 4.10 Age differences in perceived present creativity skills

SELF-AWARENESS SKILLS

All of the self-awareness skills listed were felt to be very important by most of the 

students (with the exception of self-assessment for which the modal score was 5). 

Present ability scores were again consistently lower than importance scores. Most 

students felt that their self awareness skills were quite good or good. Self discipline was 

felt to be the most important skill whilst responsibility was the area which most students 

felt was their strength. The mean and modal scores for importance and present ability 

are summarised in table 4.06.

TABLE 4.06 Self Awareness Skills

Self Awareness Skills

17 Self-assessment
18 Self-confidence
19 Responsibility
20 Self-discipline
21 Adaptability

Importance
Mean 
Value
5.126
5.441
5.486
5.549
5.311

Modal 
Value
5
6
6
6
6

Present Ability
Mean 
Value
4.154
4.00
4.695
4.365
4.271

Modal 
Value
4
4
5
5
4
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Age differences self awareness skills

No significant differences were found in relation to either perceived present ability or 

the importance placed on self-awareness skills.

Sex differences in the importance placed on self awareness skills

A significant difference at the 5% level was found in relation to the importance placed 
on adaptability by males and females. Females felt the skill to be more important than 
males. Where 57.26% of females felt that adaptability was very important, only 43.56% 
of males felt the same.

GRAPH 4.11 Sex differences in perceived present self-assessment abilities

Sex differences in perceived present ability for self awareness skills

Significant differences at the 5% level were found in perceived present ability between 
male and female in relation to self-assessment and self-discipline. For both skills, the 

female self perception was more positive than the males. Where only 13.68% of 
females felt they were not good at assessing themselves, 30.25% of males felt the same. 

Similarly, where only 14.53% of females felt that their self discipline was not good, 

male students had less confidence in their self discipline. 27.16% of males felt that their
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self discipline was not good. See graphs 4.11 (self assessment skills) and 4.12 below 
(self discipline).

GRAPH 4.12 Sex differences in perceived present self discipline skills

MANAGEMENT/CAREER DEVELOPMENT SKILLS

As highlighted in table 4.07 below most students indicated that management and career 
development skills were either important or very important. Of the skills listed, an 
international outlook and awareness was considered to be least important with a mean 
score of 4.982.

TABLE 4.07 Management/Career Development Skills

Management/career development

22 Time Management
23 Career Awareness
24 People Management
25 Organisation
26 International outlook/awareness

Importance
Mean 
Value
5.427
5.007
5.108
5.192
4.982

Modal 
Value
6
5
5
5
6

Present Ability
Mean 
Value
3.842
3.859
3.803
3.919
3.816

Modal 
Value
4
4
4
4
4

119



Sex differences in management skills

Differences were found between males and females in relation to the importance placed 

on time management. Significantly more (at the 5% level) female students (68.38%) 

than male students (49.08%) felt time management to be very important.

The perceived present ability of male and female students was similar in each of the 

management skills listed.

Age differences in importance of management skills

The importance placed on people management skills was found to increase with age. A 

significant difference at the 5% level was discovered between traditional and mature 

students in this area. Over half (52.7%) of the mature students questioned felt people 

management skills to be very important compared to less than a third (32.5%) of the 

traditional students.

There was no difference in the perceived present ability of traditional/mature students in 

relation to management skills.

SUMMARY OF SKILLS QUESTIONNAIRE

The mean scores for importance range from 4.13 (with a Standard Deviation of 1.44) for 

an ability to speak and understand a foreign language to 5.54 (S.D .76) for self- 

discipline. There was not a wide range in the responses. Speaking a foreign language 

received the lowest score, but was still felt to be quite important by the students 

questioned on entering Higher Education. Table 4.08 shows the skills ranked in order 

(based on mean scores) from least important to most important.

The mean scores for present ability range from 2.56 (S.D 1.6) for an ability to speak and 

understand a foreign language to 4.72 (S.D 1.01) for the ability to listen to others. 

Again, there was not a wide range of responses. The scores (ranked in order of mean 

score) for present ability are shown on the table 4.09.
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TABLE 4.08 Rank score - importance of skills

Importance of Skills
Rank Scores
5
4
13
26

23
7

12

6
24

14
17
15

10

25

3
16

21
8

2

9
11

22
1
18
19

70

Ability to speak and understand a foreign language
Ability to use a range of visual aids - drawings and diagrams
Numeracy - ability to manipulate numbers
International outlook and awareness, ability to look beyond 
national or local boundaries
Awareness of career options and what qualities they require
Ability to use a computer (data-base, spreadsheet and word- 
processor)
Leadership - Ability to lead and make decisions for a group 
of people
Ability to use a typewriter/computer keyboard
Management of people - ability to motivate, supervise and 
direct others
Creativity - ability to generate new ideas
Ability to assess your own strengths and weaknesses
Analytical thinking - ability to consider issues from a range 
of perspectives and draw logical conclusions
Assertiveness - to know what you want and be able to 
negotiate for it
Organisation skills - ability to evaluate competing priorities 
and plan ahead
Ability to express yourself in writing
Problem solving - ability to identify diagnose and find 
solutions
Adaptability - comfortable facing new situations
Information skills - ability to find, use and present 
information
Ability to present ideas to an audience, discuss and argue a 
case
Ability to listen to others
Group work/teamwork - ability to work with others - to co 
operate within a team
Time management - making appropriate use of your time
Ability to communicate on a one-to-one basis
Self-confidence - to trust in your own abilities
Responsibility - ability to act on your own, without 
supervision
Self-discipline - meeting your responsibilities

Mean
4.13
4.61
4.88
4.98

5.01
5.02

5.05

5.06
5.11

5.12
5.13
5.15

5.17

5.19

5.24
5.25

5.31
5.32

5.34

5.39
5.43

5.43
5.44
5.44
5.49

5.55

Mode
4
5
5
6

5
6

5

6
5

5
5
5

5

5

6
6

6
6

6

6
6

6
6
6
6

6
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TABLE 4.09 Rank Score - present ability

Present Ability
Rank Scores
5
2

24

4
26

22
12

23
25

15

18
10

13
16

3
7

14
8

17
21
6
20
11

1
19

9

Ability to speak and understand a foreign language
Ability to present ideas to an audience, discuss and argue a 
case
Management of people - ability to motivate, supervise and 
direct others
Ability to use a range of visual aids - drawings and diagrams
International outlook and awareness, ability to look beyond 
national or local boundaries
Time management - making appropriate use ofyour time
Leadership - Ability to lead and make decisions for a group 
of people
Awareness of career options and what qualities they require
Organisation skills - ability to evaluate competing priorities 
and plan ahead
Analytical thinking - ability to consider issues from a range 
of perspectives and draw logical conclusions
Self-confidence - to trust in your own abilities
Assertiveness - to know what you want and be able to 
negotiate for it
Numeracy - ability to manipulate numbers
Problem solving - ability to identify diagnose and find 
solutions
Ability to express yourself in writing
Ability to use a computer (data-base, spreadsheet and word- 
processor)
Creativity - ability to generate new ideas
Information skills - ability to find, use and present 
information
Ability to assess your own strengths and weaknesses
Adaptability - comfortable facing new situations
Ability to use a typewriter/computer keyboard
Self-discipline - meeting your responsibilities
Group work/teamwork - ability to work with others - to co 
operate within a team
Ability to communicate on a one-to-one basis
Responsibility - ability to act on your own, without 
supervision
Ability to listen to others

Mean
2.57
3.50

3.80

3.81
3.82

3.84
3.86

3.86
3.92

3.97

4.00
4.04

4.04
4.04

4.06
4.08

4.13
4.15

4.15
4.27
4.32
4.36
4.45

4.46
4.69

4.71

Mode
1
4

4

1
4

4
3

4
4

4

4
5

4
4

4
4

4
5

4
4
6
5
5

5
5

4

Graph 4.13 illustrates the relationship between importance and present ability. It can be 

concluded that those skills that students felt to be most important were also the skills in 

which they felt they had a greater ability. A Spearman Rank Correlation was used to
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determine the relationship between importance and present ability for each skill. A 
positive correlation was found between present ability and importance for each of the 
skills listed. With r, ranging from .2181 for using a computer keyboard to .5146 for an 
international outlook and awareness.

GRAPH 4.13 Relationship between importance and present ability
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DISCUSSION

IMPORTANCE OF SKILLS

Level one students who had completed the Portfolio Starter felt that all of the skills 
listed in Section 2 were important. The difference in mean scores between the most and 
least important skills was small. Speaking and understanding a foreign language was 
perceived to be the least important of the listed skills whilst self-discipline was 
perceived to be the most important. This indicates an immature use of the scale, if the 
skill is listed, then it must be important. It should be notes, however, that the list was 
developed to incorporate those skills felt to be important in Higher Education and to 
future employment. Is it surprising therefore, that students would find these skills 

important?
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PERCEIVED PRESENT ABILITY

Students perceived themselves to be competent at most of the listed skills. Hard skills 
such as foreign languages, maths and IT received lower scores generally. The only skill 
which was awarded a mean score equating to 'poor at this' was speaking and 
understanding a foreign language. It appears to be more acceptable to award a low 
score here - these skills do not have a great impact on self identity. The ability to listen 
to others was the skill which students perceived themselves to be best at. Soft skills 
such as listening to others, working with others refer to personality and are seen to be 
very positive attributes. The ability to assess your own strengths and weaknesses was 
not only considered to be 'important', but students perceived themselves to be 'quite 
good at this1 . Again, this is a very positive attribute reflecting on the individual as a 
person.

COMPARING IMPORTANCE WITH PRESENT ABILITY

For all of the skills listed, there was a positive correlation between importance and 
present ability. In all cases, importance scored more highly than present ability on the 
six point scale. This may leads to the conclusion that students are self motivated, that 
is, they know that there is room for improvement.

Importance

• Mature students placed less importance on the ability to use a computer 
keyboard/typewriter. Is this indicative of a genuine learning alienation or cultural 
condonement - it is accepted or even expected that older people are less able to use 

computers.
• Mature students placed more importance on people management skills. Their 

broader experience has made them more aware of the requirements of employers.

• Information skills, listening to others, assertiveness, adaptability and time 
management skills were considered more important by female than male
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respondents. There were no skills perceived to be significantly more important by 
males.

Present Ability

• Mature students were more confident in their ability to communicate on a one-to-one 

basis (oral communication). Similarly, they were more confident in making oral 

presentations. Traditional aged students were more confident about their creativity 

skills and their listening skills.

• Females were more confident in their foreign language skills, their ability to listen to 

others, their self assessment skills and their self discipline. However, males were 

more confident in hard skills - their ability to use a computer and their numerical 

ability.

SUMMARY
The first stage in evaluating the effectiveness of the Portfolio Pack was an analysis of 

the responses of students to the skills questionnaire contained within the Portfolio 

Starter. This chapter has reviewed the research methods used and presents the results of 

the base-line survey.

Several problems were encountered with the distribution of the Portfolio Starter and 

motivating the students to become involved in the recording achievement process. The 

initial optimism encouraged by the positive response to the school leavers survey soon 

disappeared. An evaluation of the responses identified that:

• in all cases, importance was ranked more highly than present ability - students 

recognised that there was room for improvement;

• all of the skills listed were considered to be important to the students;

• most students considered themselves to be competent at the listed skills - with the 

exception of'speaking and understanding a foreign language'

• there were significant differences between the responses of male and female students 

as well as mature and traditional aged students.
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These initial findings suggest that self-assessment alone may not provide the most 
appropriate tool for recording achievement in HE. The scores of different groups of 
students could not be compared as there were significant differences in the way they 

groups responded. The whole cohort also appeared to be very positive/optimistic 
regarding their present abilities.

It was intended that the survey conducted with level one student's as described in this 
chapter would be repeated at level two. The comparison of the data between the two 
years providing further empirical evidence in support of these initial findings.

126



CHAPTER 5

LONGITUDINAL SURVEY 

INTRODUCTION
The aim of the longitudinal component of the present research was to determine 

whether students were, through self assessment, able to identify a change in their own 

skills level during their time in Higher Education and to establish whether there were 

any differences in the importance they placed on these skills. This in turn would help to 

identify the appropriateness and effectiveness of the portfolio pack for recording 

achievement at the University of Glamorgan.

This chapter describes the second stage of the longitudinal survey conducted on a cohort 

of students who commenced their studies at the University of Glamorgan in the Autumn 

of 1994. Students who had completed the Portfolio Starter at the beginning of their first 

year at University contacted to be surveyed for a second time as they came to the end of 

their second year at the University of Glamorgan. The chapter continues by 

summarising and discussing the results of the survey.

METHOD
At the outset of their University career, 288 students from a variety of courses returned 

a completed Portfolio Starter. It was intended that each of these students would be 

contacted at level two and asked to continue the process of recording achievement 

through self assessment by completing the Portfolio Update.

A cohort study was chosen in view of its relative strengths over a cross-sectional 

longitudinal study regarding comparability of data between the years. However, 

'sample mortality' has been identified as an inevitable problem in conducting a 

longitudinal survey (Cohen & Manion, 1994) and the problem was immediately 

identified when attempting to conduct the follow-up survey. Encouraging students to 

complete a second questionnaire proved to be most problematic. As only a small 

number of whole course groups had been included in the initial survey, it was
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impossible to target course groups at level two. Even where the first point of contact 

had been through course groups, modularisation resulted in students from a range of 

courses attending lectures alongside each other. Determining the origin of the students 

attending any one lecture was difficult and in turn there were difficulties in isolating the 

relevant students. The only viable option in view of these constraints was to contact the 
students by post.

At the beginning of the Summer Term (the middle of the second semester) 1995, a letter 

was sent to each of the 288 students at their term time addresses as identified by 

University records. They were reminded of the importance of completing the Portfolio 

Pack and were asked to co-operate in completing the Portfolio Update. After two 

weeks, not one student had responded to the letter. A further letter was sent in the third 

week (Appendix 11). This time, the incentive of a £10 book token was offered for 
every satisfactorily completed questionnaire. Despite this incentive, the response rate 

was still very low. Table 5.01 illustrates that less than 15% of those students contacted 

returned a completed Portfolio Update. (It was noted that a number of students 

collected the blank Portfolio Update but failed to return it to the researcher.)

TABLE 5.01 Response rate to follow-up survey

Total sample contacted for follow up survey
Those who took Uodate
Those who returned completed Portfolio Update
Students known to be unavailable

Number
288
51
36
6

Percentage
N/A
17.65%
12.46%
2.08%

SAMPLE

It is unlikely that a small self-selected sample of this nature would be as representative 

of the population as the sample that was originally drawn. However, it was possible to 

determine that the smaller sample of students in the follow-up survey was reasonably 

consistent with the initial sample at level one in relation to age and sex composition. Of 

those students who completed both the Portfolio Starter and Update, seventeen were 

male and nineteen female (52.78%). Twenty eight (77.78%) respondents fell into the 

traditional age group. The remaining eight respondents were mature students. (Of
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those had provided their name and age at level 1, 73.67% (207/281) fell into the 
traditional age range and 58.36% (164/281) were male.

TABLE 5.02 Composition of sample

Portfolio Starter 
(288)
Portfolio Starter 
and Update (36)

Traditional
73.67

77.78

Mature
22.22

26.33

Male
58.36

41.64

Female
47.22

52.78

DATA ANALYSIS
The small total number of respondents in the follow-up survey dictated that a 
breakdown of the questionnaire data by age and sex was not possible. The expected 
frequencies were too small to allow for reliable statistical analysis using chi-square. 
(Chi Square requires that no more than 20% of the expected frequencies in a table are 
less than 5 and that no cell should have an expected frequency of less than 1 (Foster, 
1993).)

Paired sample t tests are used when comparing the means of two sets of scores obtained 
with the same subjects in both conditions (Foster, 1993) for example, before and after 
an intervention. For the purpose of the present research, paired sample t-tests were used 
to determine whether those students who had completed the Portfolio at both level one 
and two had changed their opinion in relation to how important the listed skills were 
and whether they felt that their personal skills level had altered.

RESULTS
The results of the longitudinal survey are summarised in tables 5.03 to 5.12. For each 
of the skills listed in section 2 of the Portfolio Pack, a mean score relating to importance 
and present ability is given for responses at level one (Starter) and level two (Update). 
As previously outlined, the scales can be interpreted as follows:

129



1 Not at all important
2 Not very important
3 Unimportant
4 Quite important
5 Important
6 Very important

1 Very Poor at this
2 Poor at this
3 Quite poor at this
4 Quite good at this
5 Good at this
6 Very good at this

Any differences between the Starter and Update score are highlighted by the two-tailed 
significance level. Where the level of significance is less than .05 it can be concluded 
that there is a statistically significant difference between the two scores.

TABLE 5.03 Importance of Communication Skills
Communication Skill

1 Oral Communication (one- 
to-one)
2 Oral Presentations, 
discussing and arguing a case
3 Expressing yourself in 
Writing
4 Using Visual Aids
5 Foreign Language
6 Using a computer 
keyboard/typewriter
7 Using a computer e.g. data 
bases, spreadsheets, word- 
processors
8 Finding, using and 
presenting information

Number of 
pairs

36

36

36

35
36
35

36

36

Mean 
Starter 
score
5.3899

5.25

5.1667

4.6
4
5.2

5.3611

5.5833

Mean 
Update 
score
5.5278

5.3333

5.25

4.4857
4.1944
5.2857

5.5

5.4444

Two tailed 
significance

.257

.571

.638

.535

.414

.720

.443

.134

No significant differences were identified in relation to the importance placed on 
communication skills between the two years. At both level one and two those students 
who had responded to the questionnaire felt that communication skills were important. 
The ability to speak and understand a foreign language was felt to be least important on 
both occasions (mean score 4 and 4.19).
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TABLE 5.04 Importance of Interpersonal Skills

Interpersonal Skills

9 Listening to others
10 Assertiveness
1 1 Teamworking
12 Leadership

Number of 
pairs

36
36
36
35

Mean 
Starter 
score
5.25
5.1111
5.4444
5.0857

Mean 
Update 
score
5.6667
5.4167
5.5833
5.1429

Two tailed 
significance

.004

.078

.230

.729

There was a significant difference between the two years in relation to the importance 
placed on listening to others. As the students progressed from level one to level two, 
they increasingly recognised the importance of listening skills. There were no 
significant differences over time in relation to the importance placed on the other 
interpersonal skills. All of these skills were felt to be important by the students.

TABLE 5.05 Importance of Intellectual Skills

Intellectual Skills

13 Numeracy
14 Creativity
15 Analytical thinking
16 Problem Solving

Number 
of pairs
35
35
35
35

Mean Starter 
score
5.1429
5.4
5.0571
5.4

Mean Update 
score
5.2
5.2286
5.2571
5.3714

Two tailed 
significance
.751
.160
.109
.831

The mean scores awarded to each of these skills at both level one and two indicate that 
the students recognised the importance of intellectual skills. There were, however, no 
significant changes in their responses over the two years.

TABLE 5.06 Importance of Self Awareness Skills

Self-Awareness Skills

17 Self-assessment
18 Self-confidence
19 Responsibility
20 Self-discipline
21 Adaptability

Number of 
jjairs
35
35
35
35
35

Mean Starter 
score
5.2
5.6
5.7714
5.7714
5.4857

Mean Update 
score
5.2857
5.7143
5.7143
5.7143
5.4857

Two tailed 
significance
.629
.379
.6
.6
1
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As with Intellectual skills, self awareness skills were identified as being equally 
important by the students on both occasions. It is interesting to note that the students 
questioned recognise the importance of self-assessment. Self-assessment received a 
mean score of 5.2 at level one and 5.2957 at level two.

TABLE 5.07 Importance of Management and Career Development Skills

Management/Career 
Development Skills
22 Time Management
23 Career Awareness
24 People Management
25 Organisation
26 International 
outlook/awareness

Number of 
pairs
35
35
35
35
35

Mean Starter 
score
5.5774
5.0286
5.2571
5.4
5.0571

Mean Update 
score
5.5
5.1429
5.3143
5.3714
4.971

Two tailed
significance
.03
.441
.737
.845
.661

Time management is the only management skill which students recognised as being 
more important when questioned at level two. The mean scores for time management 
skills (5.5714 and 5.8 respectively) were significantly different.

TABLE 5.08 Perceived Present Ability - Communication Skills

Communication Skills

1 Oral Communication 
(one-to-one)
2 Oral Presentations, 
discussing and arguing a 
case
3 Expressing yourself in 
Writing
4 Using Visual Aids
5 Foreign Language
6 Using a computer 
keyboard/typewriter
1 Using a computer e.g. 
data-bases, spreadsheets, 
word-processors
8 Finding, using and 
presenting information

Number 
of pairs
36

36

36

35
36
35

36

36

Mean Starter 
score
4.0833

3.0833

3.9444

3.4857 .
2.4722
4.5143

4.3611

4.1944

Mean Update 
score
4.4444

3.5556

4.25

3.7714
2.6111
4.8857

4.6944

4.5

Two tailed 
significance
.014

.008

.062

.134

.377
.01

.05

.039
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The ability to speak and understand a foreign language was the communication skill in 
which students were least confident of their ability. Students did not perceive that there 
was a significant improvement in their ability to speak and understand a foreign 
language whilst at University. There were however significant differences in relation to 

perceived present ability for several of the listed communication skills. Students were 
able to identify an overall improvement in their one to one oral communication skills, as 
well as their ability to present to an audience. A significant improvement was also 
identified in the ability to use a computer keyboard and the ability to find, use and 
present information.

TABLE 5.09 Perceived Present Ability - Interpersonal Skills

Interpersonal Skills

9 Listening to others
10 Assertiveness
11 Teamworking
12 Leadership

Number of 
pairs
36
36
36
35

Mean Starter 
score
4.5833
3.5556
4.3333
3.5143

Mean Update 
score
4.8611
3.9444
4.8056
3.9714

Two tailed 
significance
.058
.046
.011
.027

Students were unable to identify any significant change in their ability to listen to 
others. This situation is interesting given that this was the only interpersonal skill which 
students felt to be more important when questioned for the second time. Students felt 
that their assertiveness, leadership and teamwork skills had all improved.

TABLE 5.10 Perceived Present Ability - Intellectual Skills

Intellectual Skills

13 Numeracy
14 Creativity
15 Analytical thinking
16 Problem Solving

Number 
of pairs
35
35
35
35

Mean Starter 
score
3.9714
4.0571
3.9143
3. 7714

Mean Update 
score
4.2571
4.1143
4.2
4.1429

Two tailed 
significance
.169
.737
.039
.046
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Students perceived there to be a significant improvement in their analytical thinking and 

their problem solving skills. However, no significant differences were found between 

level one and two in numeracy and creativity.

TABLE 5.11 Perceived Present Ability - Self Awareness Skills

Self-Awareness 
Skills
17 Self-assessment
18 Self-confidence
19 Responsibility
20 Self-discipline
21 Adaptability

Number of 
pairs
35
35
35
35
35

Mean Starter 
score
4.1143
3.8286
4.8
4.657 J
4.1143

Mean Update 
score
4.3714
4.2286
4.7143
5.2557
4.3714

Two tailed 
significance
.183
.06
.585
.00 J
.163

Of the self awareness skills listed, students were able to identify a significant 

improvement in their self-discipline. No significant differences were identified in 

relation to any other self awareness skills.

TABLE 5.12 Perceived Present Ability - Management/Career Development Skills

Management & Career 
Development Skills
22 Time Management
23 Career Awareness
24 People Management
25 Organisation
26 International 
outlook/awareness

Number 
of pairs
35
35
35
35
34

Mean Starter 
score
3.5577
3.7714
3.5714
3.8286
3.5294

Mean Update 
score
4.6571
3.9714
4.1429
4.5714
3.9706

Two tailed 
significance
.001
.433
.003
.007
.041

Students were unable to identify a significant change in relation to their career 

awareness skills. They did, however, perceive that their time management, people 

management and organisational skills as well as their international outlook had all 

developed.
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A number of interesting patterns were identified when comparing the mean responses 
given by students at level one with the responses of those same students at level two and 
also on examining the relationship between importance and present ability.

COMPARING THE MEAN RESPONSES

There was very little difference between the mean scores at level one and two relating to 
the importance of the listed skills. Only two skills, 'listening to others' and 'time 
management' were perceived to be significantly more important by the students when 
questioned at level two. Graph 5.01 illustrates the close relationship between the scores 
given for the importance of each skill listed in section 2 of the Portfolio Starter and 
Update.

GRAPH 5.01 Comparison of Starter and Update mean score for importance

1 2 3 4 5 8 7 8 9 10 11 12 13 14 15 18 17 18 19 20 21 22 23 24 25 26

In comparison, it was found that students awarded themselves significantly different 
mean scores for present ability at levels one and two for fourteen of the listed skills. 

Graph 5.02 represents the relationship between scores for present ability at level one
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and two for all twenty six of the skills listed. The wider gap between the two mean 

scores for many of the skills is easily recognised from the graph. Table 5.12 further 

focuses on the skills in which students perceived their ability to have changed between 

level one and two. The skills are listed in ascending order according to mean Starter 

score.

GRAPH 5.02 Comparison of Starter and Update mean scores for present ability

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26

Where there was a significant difference in the mean score relating to importance, the 

change was positive. Students perceived listening to others and time-management to be 

more important after spending two years at the University of Glamorgan. (See Graph 

5.01.) Similarly, where significant differences in response were found in relation to 

present ability (Table 5.13 and Graph 5.02), students were more confident in their 

ability by the end of their second year at University than they had been at the 

commencement of their studies.
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TABLE 5.13 Present Ability for skills awarded significantly different scores 

between levels one and two

Skills

2 Oral Presentations, discussing 
and arguing a case
12 Leadership
26 International outlook/awareness
10 Assertiveness
24 People Management
16 Problem Solving
25 Organisation
22 Time Management
15 Analytical thinking
1 Oral Communication (one-to-one)
8 Finding, using and presenting 
information
11 Teamworking
6 Using a computer 
keyboard/typewriter
20 Self-discipline

Mean Starter 
score
3.0533

3.5143
3.5294
3.5556
3.5714
3.7714
3.8286
3.8571
3.9143
4.0833
4.1944

4.3333
4.5143

4.6571

Mean Update 
score
3.5556

3.9714
3.9706
3.9444
4.1429
4.1429
4.5714
4.6571
4.2
4.4444
4.5

4.8056
4.8857

5.2857

Two tailed 
significance
.008

.027

.041

.046

.003

.046

.00 1

.001

.039

.014

.039

.011

.01

.001

THE RELATIONSHIP BETWEEN IMPORTANCE AND PRESENT 

ABILITY

The relationship between importance and present ability was determined for the base 

line survey using Spearmans Rank Correlation. The same statistical test was carried out 

on the smaller number of responses (36) for the Portfolio Update. A similar pattern was 

identified as illustrated in Graph 5.03. Spearman Rank Correlation showed there to be a 

positive relationship between starter and update scores for all but one of the skills. A 

negative correlation was found in relation to 'using a computer' but this relationship 

was not found to be significant. Table 5.14 summarises the relationship between those 

skills for which there was found to be significantly positive correlation.
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GRAPH 5.03 Comparison of Importance and present ability for update data

7 T

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26

Skill

TABLE 5.14 Relationship between Importance and Present Ability for Update

Skill

1 Oral Communication (one- 
to-one)
8 Finding, using and 
presenting information
9 Listening to others
10 Asseriiveness
11 Team-working
12 Leadership
13 Numeracy
19 Responsibility
23 Career Awareness
24 People Management
25 Organisation

Cases (N)

36

36

36
36
36
36
36
36
36
36
36

Spearman Correlation 
Coefficient
.4034

.3729

.3413

.6312

.3658

.3574

.4596

.3574

.5170

.5408

.3420

Significance

.075

.025.

.042

.001

.028

.032

.005

.032

.001

.001

.041

SUMMARY AND DISCUSSION
Significantly, it must be noted that the number of students involved in this stage of the 

research was small and that with such a low response rate, it is unlikely that the 

respondents provided a representative sample of the population. Within these
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limitations, however, a number of interesting patterns were identified. There were no 

significant perceived changes in the importance placed on the listed skills between 

levels one and two except in relation to listening skills and time management skills. 

Where a significant change was identified, the direction of change was positive. As 

students progressed from level one to two, they placed greater importance on these 

skills.

Students perceived there to be an improvement in their ability in relation to fourteen of 

the twenty six skills. A significant difference was identified in relation to the following:

• One to one oral communication • Problem solving

• Oral presentation • Self-discipline

• Using a computer keyboard • Time management

• Analytical thinking • People management

• Assertiveness • Organisational

• Leadership • International outlook

• Teamwork • Finding, using and presenting information

Although there was perceived to be an significant improvement in these areas, the 

magnitude of change was at most +0.8. This difference was noted in relation to time 

management skills where the mean score between Starter and Update shifted from 

3.8571 to 4.6571. This small magnitude of change is a reflection of the fact that 

students perceived themselves to be quite competent in most the listed skills at level 

one. The high scores awarded at level one allowed little room for improvement.

The mean scores awarded indicate that students perceived self assessment to be an 

'important' skill at both levels one and two. Students were unable to identify a 

significant improvement in their ability to self-assess.

The high scores awarded at level one (particularly for importance of skills) suggests an 

immature use of the scale. This in turn identifies that there may be a need for some 

guidance in self assessment as there is when learning any other skill. It also implies that
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self-assessment may be an inappropriate tool (when used without guidance) for the 
monitoring of skills development (even) in HE.

The findings of this second stage of the longitudinal survey will be discussed further 

alongside the findings of the earlier sections of the present research in Chapter 6. It was 

not possible to continue the research for a further academic year and thus valuable data 

for students in the final year of their course was not obtained.
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CHAPTER 6

SUMMARY AND DISCUSSION 

INTRODUCTION
This chapter provides a summary of the findings of the present research and draws 
together conclusions concerning the implications of recording achievement in Higher 
Education, the implementation of the Portfolio Pack at the University of Glamorgan and 
the effectiveness of this tool. Recommendations for future developments and research 
implications in the wider context are then put forward.

AIMS
As previously outlined, the first element of this research provided an assessment of the 

experiences, attitudes and opinions of school-leavers relating to records of 

achievement in school and further education and their expectations for recording 

achievement in Higher Education. More specifically, the following areas were 

examined:

• schools and college experiences of recording achievement;
• attitudes and opinions of students towards their school experiences;

• attitudes and opinions of students towards using the summary document of 
record, particularly in application to HE;

• expectations of students regarding the way in which Higher Education would 
build on and further develop their records of achievement and

• expectations for using RoAs in the future.

The second component of this research piloted and evaluated the use of a profiling 
package at the University of Glamorgan. Determining the appropriateness and 
effectiveness of the Portfolio Pack as a tool for recording achievement at the 
University of Glamorgan therefore provided the central focus for this area of the 

research. The following questions were addressed:
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• Are students motivated to use RoAs in Higher Education?

• Does self-assessment provide an appropriate tool for the recording 

achievement at the University of Glamorgan? As students become more 

practised at recording achievement, do they become more competent in self- 

assessment i.e. do their self-assessments become increasingly accurate?

SUMMARY AND DISCUSSION
The survey of school leavers identified an overall positive response to recording 

achievement in school, but only a limited use of the document whilst planning for and 

in application to HE. School leavers were generally keen to update their records of 

achievement at college or university and expected that they would use them in the future 

to apply for jobs or further courses. The positive experience of recording achievement 

at school suggests a supportive and clearly defined RoA system at this level. However, 

the failure of Further and Higher Education to then use and develop RoAs is reflective 

of a wider problem in establishing progression and cross sector continuity. The 

progression problem is the very reason cited by Dearing (1997) for needing a document 

of lifelong learning.

'....should follow a common format devised by institutions collectively 
through their representative bodies; a means by -which students can monitor 
build and reflect upon their personal development.' (Higher Education in 
the Learning Society 1997; 141)

Even when the government has supported and promoted the initiative it has failed. This 

highlights the underlying seriousness of the progression problem. If RoAs do not work 

what will?

These initial conclusions were drawn:
• The benefits of the process of recording achievement and the usefulness of 

records of achievement outside the academic context should be highlighted to 

students.
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• Staff in all sectors of education must be knowledgeable about the possible 
benefits of records of achievement in the application process. Accompanied 
by a change in application procedures, progress may be made in widening the 
use of RoAs in application to Further and Higher Education. Educating staff 
will allow them to encourage students and help them understand the reasons 
for the process. Higher Education Institutions may take advantage by 
encouraging the use of RoAs in application to create an image of care and 
boost student recruitment.

• The development of recording achievement in HE should consider the 
expectations of school leavers. It was identified that students expected to 
update their RoAs and use them for job hunting in the future. HEIs need to 
make provision for this to take place. Yet, as later discovered, when (through 
the introduction of the Portfolio Pack) provision was made at the University 
of Glamorgan, students were not prepared to take advantage of the 
opportunity.

• Ownership is an important consideration for the development of profiling in 
HE. Individuals were more positive about their experiences of recording 
achievement when they had been involved in the process themselves. 
However, records of achievement were perceived to be more accurate by 
individuals whose tutors had been involved in the process. Co-operation 
between students and their tutors would provide the optimum situation for 
developing RoAs in HE.

The initial positive response from students regarding their expectations for updating 
RoAs in HE provided an optimistic base from which to introduce the Portfolio Pack. 
Where possible, these responses shaped the development and implementation process. 
However, two problems became clear at an early stage in the study.

MOTIVATION

Students were uninterested or unwilling to become involved in the process of recording 
achievement using the portfolio pack. Students lacked motivation towards 
completing the portfolio starter and becoming involved in the profiling process It
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was possible to identify the different levels of motivation displayed by individual 
students. Very few students recognised the benefits of RoAs and were hence not 
intrinsically motivated. If the BA (Hons) Human Resource Management is taken as an 
example, only 4 out of 25 students completed the questionnaire unsupervised. The 
irony here is that those studying for a qualification in Human Resources should be 
interested in the principles of recording achievement. (Most examples of successful 
implementation of RoAs in HE tend to be in 'natural' curriculum areas such as initial 
teacher training or English (where there is a substantial autobiographical component) 
(Vaughan,1992; PADSHE 1999). Extrinsic (social) motivation was exhibited by the 
majority. For example, those on computing courses were asked to complete the 
questionnaire under supervision and completed the booklet without question but lacked 
enthusiasm for the exercise. This experience aligns closely to the findings of PADP 
Sheffield (Wedgewood, 1992; Bonsall 1994). In the PADP experience, students were not 
convinced of the benefits of RoAs and were unwilling to use RoAs unless they were a 
compulsory and integral part of the curriculum. Decker (1968) provides further support 
for this lack of interest in non-compulsory activities in his discussion of grades as 
'currency on campus'. This is exacerbated in the 1990s by the increased amount of 
competition on student time caused by modularisation and the looseness of learning 
hour estimates within the CAT system as well as for example, part time employment 
necessitated by the abolition of grants. Interestingly, Condry (1977) provides evidence 
that provision of external awards for activities that were previously intrinsically 
motivated can result in a decline in both motivation and enjoyment. In context, if 
students have expressed an intention to update their RoAs, offering them an external 
reward (however small) detracts from the intrinsic motivation.

SELF ASSESSMENT

Self assessment is theoretically a crucial feature of recording achievement. The process 
of self assessment is itself instructional and educative. It became evident throughout the 
present research that self assessment alone was inappropriate for recording achievement 
at the University of Glamorgan. Students were introduced to the self assessment 
process but follow-up or discussion after the process was neglected. It is analogous to
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giving people a quiz and telling them that you do not have the answers. If triangulation 
is not included then little meaning can be attached to the exercise.

Some students had low self-perceptions of their academic abilities, particularly those 
students who had 'failed' their 'A' levels/GNVQ's, or not obtained the grades needed to 
attend the University of their choice. Others, on successfully completing their earlier 
course of study were over-confident of their abilities. It is therefore impossible to 
compare individuals competence based on a self-assessment of their abilities. This 
fundamental empirical objection is part of the students' educational training.

Harter (1981) and others have shown that an individual's ability to accurately assess 
their own competence develops with experience and in line with cognitive growth. On 
the basis of the evidence presented through earlier research with children and 
adolescents, it was expected that on making the transition from school/college to 
University, students' would be less able to make accurate judgements regarding their 
competence. As they continue their studies, students are able to learn how their 
competence is assessed by others and in doing so, their self-assessments become more 
accurate. As with any other skill, when students practice self-assessment they will 
become better at it. Students self-assessments were more accurate when carried out 
retrospectively. This was demonstrated with the 'ceiling effect' witnessed in responses 
to the skills questionnaire in the Portfolio Pack. Students scored themselves highly on 
the listed skills at the beginning of level one of their studies, this allowed them little 
room for improvement. It is therefore vital that highly structured self assessment with 
feedback from others is provided in the early baseline stages but this leads to another 
problem: lowering students confidence at the outset by giving low ratings for certain 

skills as judged by peers and tutors.

At level one, students were still assessing themselves by the criteria they used at school 
and therefore scored themselves more highly. In line with Barter's reasoning, at level 
two, the students have re-evaluated the criteria by which they assess themselves and 
were able to make a more accurate judgement of their present ability. This idea also 
aligns closely with the theory forwarded by Perry (1970): students entering HE have a 

false confidence in their ability which they lose over time.
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If the accuracy of an individual's competence changes over time, then it cannot be 
appropriate to rely on self-assessment in determining a students competence over that 
period of time. As students become more practised at recording achievement, their self- 
assessments do not become increasingly accurate because the criteria by which they 
assess them continually change.

An analysis of the data shows an immature use of the scale for assessing both present 
ability and importance. The high scores awarded at level one (particularly for 
importance of skills) suggests an immature use of the scale. This in turn suggests that 
there may be a need for some guidance in self assessment; the same kind of help as 
when learning any other skill. It also implies that self assessment may be an 
inappropriate tool (when used without guidance) for the monitoring of skills 
development (even) in HE. Such an observation is crucial when recent key skills 
curriculum developments in secondary, Further and Higher Education prioritise the 
need of learners to plan and manage their own personal and career development.

LIMITATIONS OF THE STUDY
A low response rate and associated sample bias poses questions relating to the validity 
of the survey data. Low levels of response from the new intake of students may be 
explained in a number of ways. The induction period is synonymous with form filling 
and it is appropriate to assume that students would therefore have been reluctant to 
complete any forms that were not essential. The questionnaire was not compulsory 
therefore it was avoided. Where students were not given the choice of completing the 
questionnaire (e.g. at Swansea Institute of Higher Education) the questionnaire was 
completed. More than this, the new cohort of students may have wished to reject or 
deny their school experiences. A reminder of school-based activities (particularly for 
those who have attended a sixth form college or those without an up-to-date RoA) was 
unwelcome and of no relevance or interest to new students. In the development of a 
new identity, any reference to a previous existence is rejected. Harre (1979) identifies 
that tradition and rituals reinforce transition and change as condoned by society. Any 
ceremony, including the transition to Higher Education is a one way and irreversible 
process. It is therefore vital that recording achievement in HE adopts a different format,

146



vocabulary and conceptual methodology in order to mark it out as separate from school 
experiences. By asking students about their RoA experiences at school the researcher is 
asking students to step back.

Low response rates identified as a problem in the early stages of the school leavers 
survey continued to cause difficulties particularly at the second stage of the longitudinal 
survey where sample mortality was evident. This posed problems regarding the 
analysis of data.

The sample return rate for the Portfolio Update was too small to allow a breakdown of 
the data for a closer statistical analysis. A number of students collected a blank Update 
for completion but failed to return it once completed. During the second year of a three 
year course, RoAs are perceived to be of optimal irrelevance (Perry, 1970). At this 
stage, social activities take precedence over academic study. Leverton (1992) noted that 
some second year students seem to be in an 'unintended state of limbo', whereby they 
are 'lacking in motivation and excitement about the learning process'. He recognised a 
decline in interest, attendance and consequently the academic performance of some 
students compared to their first year. He suggests that the problem arises more on three 
year degree courses than on HMD programmes where the course is completed within 
two years. Without major achievement targets to work for, students can lack 
motivation. Leverton (1992) suggests that by the second year some students become 
intellectually exhausted, particularly those who have come straight into HE from 
school/sixth form college. In his experience mature students and those who have taken 
a year out are less prone to problems in their second year.

It is necessary to question the appropriateness of the questionnaire methodology. One 
of the major criticisms of longitudinal cohort studies, that is, sample mortality, 
confounded the problem of a self-selecting bias sample. A representative sample at the 
outset of the research became unrepresentative in the follow-up survey. Introducing an 
element of cross-sectional survey methodology in further study would alleviate this 
problem but may in itself cause further problems. The differences arising between two 
consecutive surveys may then be accounted for by differences in the persons surveyed 
plus other intervening effects/variables during the study period for example the 
University of Glamorgan modular and semesterisation and the changes in the personal
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tutoring system rather than by genuine changes or trends. This may be particularly the 
case in recording achievement through self assessment.

This research has identified that far from being a factor of motivation to students, 
problems arose in motivating students to participate in the RoA process. The method 
can be criticised for not explaining fully the importance of the RoA process. Within the 
constraints of the time and resources, the process of completing the Portfolio was 
inappropriate. Students were not encouraged to think about why they were being asked 
to become involved. Also it proved to be virtually impossible to win over staff and to 
embed RoAs in the curriculum. This is partly because there is not enough space due to 
crowded subject material within shortened periods (24 weeks of formal contact time as 
compared with 30 pre modular/pre semesterised programme). It is also due in part to 
staff resistance to change and innovation along with expanded class sizes and the failure 
of the pastoral system.

The present research does not allow the researcher to draw strong general conclusions 
regarding the usefulness of RoAs in HE. It is still likely that RoAs are advantageous 
and school experiences provide a positive foundation for further development. What 
has been identified is that the use of self-assessment alone for the recording of 
achievement in the Higher Education context is inappropriate.

RECOMMENDATIONS
Based on a discussion of the findings of this research, the following recommendations 
can be made as regards the effective implementation or recording achievement within a 
University or College of Higher Education:
• Accredit recording achievement or incorporate it into academic modules to allow 

students' to see RoAs as academic currency that could enhance student motivation.
• Provide more tutor support in order to allow students to discuss and modify self- 

assessment scores as well as allowing the tutor to explain fully the benefits if RoAs. 
It has been show through the evaluation of students' self-assessment ratings 
(Chapters 4 and 5) that students need guidance when using their present ability.
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Triangulation of self-assessment would provide a more accurate measure of present 
ability.

• Embedding RoAs in the mainstream pastoral support system via personal tutoring 
may be the most appropriate way of encouraging students to reflect on their self- 
assessment.

• Set the RoA apart from the NRA or the new progress file but at the same time ensure 
cross sector continuity. The findings of the school leavers survey (chapter 3) 
indicate clearly that students had expectations that HE would enable them develop 
and update their RoAs. There is, however, the need to highlight the move away from 
the RoA as a school based document, and encourage cross sector continuity. RoAs 
should be seen as a document for life long learning.

• Continuity should also be encouraged between RoAs ad CV. The school leavers' 
survey identified that most students planned to use their RoA in the future for 
making job applications. The lack of relevance of the Portfolio Pack to students in 
their second year could be resultant of the fact that there is no tangible product.

• Evidence needs to be provided that RoAs do actually help individuals with their job 
search/to get jobs.

• Embed in the quality assurance exercises linked with Quality Assurance Agency, 
particularly the new programme specifications. Getting staff to recognise the 
benefits of RoAs will further motivate students and encourage them to recognise that 
RoAs are worthwhile. As this research shows, students were more likely to complete 
the portfolio pack when time was set-aside during lecture slots to engage in the 

activity.

Implementation aside, a discussion of the findings and limitations of this study have the 
following implications for future research. There is a need to:

• identify subgroups of learners who respond differently to recording 
achievement, looking particularly at how advanced GNVQ students and 
mature students respond compared to traditional students;

• identify the expectations of specific employer groups regarding what 
materials they require to be brought to interview;

• investigate the relationship between school experiences of recording 
achievement, for example, the involvement of teachers/tutors in the process
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of recording at school and the willingness of students to undergo the process
of recording achievement in HE;

examine the issue of ownership. Would students have been more willing to
become involved in the process if they had been given ownership of the
documents and had not been asked to return them to the researcher for
analysis?
Determine performance indicators within early RoA information which then
predicts later levels of academic achievement.
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CONCLUSIONS
The most recent developments in national policy and practice provide support for the 

findings of this research. In July 1997, the National Committee of Inquiry into Higher 

Education made the following significant recommendations:

• an extension of the Student Progress file;

• admissions procedures should focus on core skills;

• employability and work experience should be given a higher profile.

A review of these recommendations will be needed to take recording of achievement 

forward in HE and beyond. Trials towards the development of a progress file began in 

September 1997 and were extended for a further three years in February of 1999. The 

trials identified a need for further development of materials with demonstration projects 

starting in Autumn 1999. It is also noted that Curriculum 2000 is going to highlight key 

skills accreditation in sixth forms leading to UCAS credit points.

In recent months the Education and Training Action Plan for Wales (1999), based on 

the policy green paper 'Learning is for Everyone' (1998) minimised specific reference 

to RoAs whilst promoting careers education across the board. Similarly, the new 

Progress File pilots were extended for a further three years, as highlighted above and 

has been aimed at specific sectors of the education system. We are, therefore in a state 

of uncertainty and even moratorium regarding RoAs at University level. This research 

reveals low levels of student motivation for such activity and the policy ambivalence 

only serves to further limit what is potentially a beneficial exercise in the provision of 

academic and extra mural coherence and continuity.
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Personal Details
Name:_________ 
Course:_________ 
Previous (most recent) 
School/College:_____ 
Town or City:______ 
County:_________

Office Use Only

10
11

Q1. Is your Record of Achievement (RoA)
Current and up-to-date:
Completed to year 11 (age 16) only :
02. Is your RoA
a National Record of Achievement (NRA):
another type of RoA:

At School
Q3. Who filled in your RoA?
I did:
My teacher/tutor and I completed it together:
My teacher/tutor did it for me:

04. How did you use your RoA at School/College? 
To record my academic my academic achievement, 
i.e. how well I was getting on with my work: 
To record my extra-curricular achievement, 
e.g. member of charity committee, sports team: 
To record my out-of-school activities, i.e. sports, leisure and 
social activities:
To set academic goals for myself, e.g. to improve my essay 
writing:
To set non-academic goals e.g. to play more sport 
To set personal goals e.g. to be more confident: 
To plan for the future e.g. to help me decide on a possible 
career or which college: 
Other _____________________

Q5.

(please tick one box)

(please tick all that apply)

17

18

19
20
21

22

In those activities for which you used your RoA, how useful did you find it?
(indicate only for those areas in which you used your RoA by ticking the appropriate box)

Very Some Unhelpful 
Helpful Helpful Help_________No Help 

To record academic achievement: 
To record extra-curricular achievement: 
To record out-of-school achievement: 
To set academic goals: 
To set non-academic goals: 
To set personal goals : 
To plan for the future : 
Other _____________

2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4

5
5
5
S
5
5
5
5

23
24
25
26
27
28
29
30
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Q6. How frequently was your RoA updated? 
About once a year: 
About once a term : 
More than once a term : • 
Other Please specify. ______

(please tick one box)

31

Planning for the Future
Q7. Did you use your RoA to help you choose a College/University? (please tick one box) 
Yes: 
No: 32

Did you use your RoA to help decide which course you would study at
College/University? (please tick one box)

Getting a College/University Place
Q9. Did you use your RoA at all when applying to College/University? (please tick one box) 
Yes, at the application stage only (did not attend interview): 
Yes, at the application stage only (did attend interview): 
Yes, at the interview stage only: 
Yes, at both application and interview stages : 
No, I did not use it (Go to Question 15):

Q10. Who encouraged you to use your RoA when trying to get a place at 
College/University? (please tick one box)
Teacher/tutor suggested that I use it:
The College/University requested that I use it:
I used it of my own initiative:
Other - please specify : ________________

Q11. Which page/s of your RoA did find useful when trying to get a place at 
College/University? (please tick all that apply)
All of it
Qualifications and Credits:
School Achievements:
Personal Statement:
Other Achievements and Experience:
Work Experience/Employment History:
Other - please specify: ______________

Q12. In your opinion, was the RoA useful 
At application: 
At interview:

(please tick all that apply)
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Q13. Of the pages you used, which were more useful?
(please rank in order of usefulness 1= most useful, place an x next to any pages you did not use)
Qualifications and credits:
School Achievements:
Personal Statement:
Other Achievements and Experience:
Work Experience/Employment History:
Other - please specify: ______________

Q14. In your opinion what advantages did your RoA give you? (please tick all that apply)
It made me more confident:
It provided the College/University with more useful/relevant
information than an application form:
Gave me something to talk about at the interview:
None:
Other - please specify: _______________
Go to Question 17

Q15. Why didn't you use your RoA to try and help you get a place at College/University?
(please tick all that apply)

It was not complete/up-to-date by the time I needed to use it: 
I did not think it would make a difference: 
The College/University did not ask for it: 
Other - please specify:_

Q16. Is there anything that would have encouraged you to use it? (please tick one box)

If you answered Yes please specify :

Q17. Do you think you would use your RoA in the future? (please tick one box)

59

If you answered Yes, please specify for what purpose:

If you answered No, What if anything would encourage you to use it?
61

Q18. Do you plan to update your RoA while at College/University? (please tick one box)

Yes: 
No:
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In General
I think my RoA is Please circle one letter for each statement
Q19 Very accurate ABODE Very inaccurate 63

Q20 An excellent summary of my A B C D E A poor summary of my M
academic performance academic performance

Q21 An excellent summary of my ABODE A poor summary of my non- 65
non-academic side academic side

Q22 A very useful document ABODE A useless document 66

Q23 A complete waste of time ABODE A very useful exercise 67 

Thank you for completing this Questionnaire
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Please complete the following Questionnaire - all the information supplied will be treated in the 
strictest confidence and used only for Academic Development and Research

Personal Details
Name:________ 
Course:________ 
Previous (most recent) 
School/College:___ 
Town or City:_____ 
County:________

11

Office Use Only

Male: 
Female:

Q1. Is your Record of Achievement (RoA) 
Current and up-to-date: 
Completed to year 11 (age 16) only:

Q2. Is your RoA
a National Record of Achievement (NRA): 
another type of RoA:

At School
Q3. Who filled in your RoA?
I did:
My teacher/tutor and I completed it together:
My teacher/tutor did it for me:

Q4. How frequently was your RoA updated?
About once a year:
About once a term :
More than once a term :
Other - please specify: ______________

(please tick one box)

15

(please tick one box)

Q5. In those activities for which you used your RoA in School, how useful did you find it?
(indicate by ticking the appropriate boxes) 

Very Some Unhelpful Did not 
Helpful Helpful Help Use

To record academic achievement:
To record extra-curricular achievement:
To record out-of-school achievement:
To set academic goals:
To set non-academic goals:
To set personal goals :
To plan for the future :
Other __________

2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5

17
18
19
20
21
22
23
24

Planning for the Future _
Q6. Did you use your RoA to help you choose a College/University? (please tick one box)

Yes: r" ' 
No:

26
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Q7. Did you use your RoA to help decide which course you would study at 
College/University? (please tick one box) 
Yes: ———— 
No:

Getting a College/University Place
08. Did you use your RoA at all when applying to College/University?

(please tick one box)
Yes, at the application stage only (did not attend interview): 
Yes, at the application stage only (did attend interview): 
Yes, at the interview stage only : 
Yes, at both application and interview stages: 
No, I did not use it:

when applying to CollegeAJniversity, if you did not 
use your RoA please ignore this section and go on to Question 13

Q9. Who encouraged you to use your RoA when trying to get a place at
College/University? (please tick one box)
Teacher/tutor suggested that 1 use it :
The College/University requested that I use it:
I used it of my own initiative :
Other - please specify : _____ .

Q10. Which page/s of your RoA did find useful when trying to get a place at 
College/University? (please tick all that apply)
Qualifications and Credits :
School Achievements :
Personal Statement :
Other Achievements and Experience:
Work Experience/Employment History:
Other - please specify :_________ : :

Q11. In your opinion, was the RoA useful
At application : 
At interview:

Q12.
It made me more confident :
It provided the College/University with more
useful/relevant information than an application form:

Gave me something to talk about at the interview:
None:
Other- please specify : ______________

(please tick all that apply)

In your opinion what advantages did your RoA give you? (please tick all that apply)

42

Please skip the next section and go straight to Question 15

Please Complete this section if you did not use your RoA when applying for
College/School
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Q13. Why didn't you use your RoA to try and help you get a place at College/University?
(please tick all that apply) 

It was not complete/up-to-date by the time 
I needed to use it:
I did not think it would make a difference : 
The College/University did not ask for it: 
Other -please specify: ________________

Q14. Is there anything that would have encouraged you to use it?
(please tick one box)

Yes: : '• •'•;;: : - : . - : .:.-,. - • . :-: ;: -.'" : •'': "•• \ , . —————
NO" -: , : ••••• ''\^ :::•':.. ^i;-: . • •; ^^ V :,•:;',• !: -V.-V.y. •'.'

If you answered Yes please specify:_

47

48

Please continue by answering Question 15

Q15. Do you think you would use your RoA in the future? (please tick one box)
Yes: J___
No: 2___
Maybe : J___ 49

If you answered Yes, please specify for what purpose:

If you answered No, What if anything would encourage you to use it?
50

51

Q16. Do you plan to update your RoA while at College/University? (please tick one box)
Yes: 
No:

In General
I think my RoA is Please circle one letter for each statement
Q19 Very accurate A B C D E Very inaccurate

Q20 An excellent summary of my A B C D E A poor summary of my
academic performance academic performance

021 An excellent summary of my A B C D E A poor summary of my non- 
non-academic side academic side

Q22 A very useful document ABODE A useless document

Q23 A complete waste of time A B C D E A very useful exercise

63

64

65

66

67

Thank you for completing this Questionnaire
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4th October 1994

Dear Fresher,

Please find enclosed a short questionnaire which will help us to find out what you thought of 
using a record of achievement at school or at sixth form. If your school did not use records of 
achievement, simply return the incomplete questionnaire to me. If you have ever used a record 
of achievement, please spend a few minutes completing this questionnaire.

All the information that you give will used in the strictest confidence for a research project 
looking at the experience of students at the University of Glamorgan.

I have enclosed a label for the return of the questionnaire. There is no need to use an 
envelope. Please secure the folded questionnaire with the label and hand it in at a Porter's 
lodge for the internal mail.

Thank you very much for your co-operation.

Liz King 
Research Assistant.
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21st October 1994

Dear Fresher,

Last week you were sent a questionnaire through your pigeon hole at University, asking your 
opinion of using records of achievement at school or sixth form.

If you have never used a record of achievement, please ignore this letter.

If you have already returned the questionnaire to me, thank you very much for your help.

If you have not yet completed the questionnaire, you may be interested to know that there will be 
a PRIZE DRAW for those who return a completed questionnaire. There is one prize of a £50 
voucher and two further prizes of £25 each. The draw will be scrutinised by the Students Union. 
We would very much like to see the records of achievement of the winners if at all possible.

If you did not receive a questionnaire or have misplaced it and would like to be included in the 
draw, you can collect a duplicate from Room D6A, Enterprise Unit.

Thank you very much for your co-operation.

Liz King 
Research Assistant.

164



APPENDIX 5 

REVISED SCHOOL-LEAVERS QUESTIONNAIRE

165



Please complete the following Questionnaire and return to Liz King in the Educational 
Development Unit - all the information supplied will be treated in the strictest confidence and used

only for Academic Development and Research

Personal Details
Name:________ 
Course:________ 
Previous (most recent) 
School/College:___ 
County:________

Office Use Only

Entry Qualification 
(A Level/GNVQ): _

11

Male:
Female:
Q1. Is your Record of Achievement (RoA)
Current and up-to-date:
Completed to year 11 (age 16) only:
Q2. Is your RoA
a National Record of Achievement (NRA):
another type of RoA:

At School
Q3. Who filled in your RoA?
I did :
My teacher/tutor and I completed it together:
My teacher/tutor did it for me:
04. How frequently was your RoA updated?
About once a year:
About once a term :
More than once a term :
Other - please specify: ____________

(please tick one box)

(please tick one box)

Q5. In those activities for which you used your RoA in School, how useful did 
you find it?

To record academic achievement:
To record extra-curricular achievement
To record out-of-school achievement:
To set academic goals:
To set non-academic goals:
To set personal goals :
To plan for the future :
Other_____________

(indicate by ticking the appropriate boxes) 
Very Helpful Some Unhelpful Did not 
Helpful Help Use
1
1
1
1
1
i
•
1

2

2

2

2

2

2

2

2

3

3

3

3

3

3

3

3

4

4

4

4

4

4

4

4

5

5

5

5

5

5

5

5

17
18
19
20
21
22

23

24
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Planning for the Future 2S
Q6. Did you use your RoA to help you choose a College/University? (please tick one box) Yes: ^ 

No:

Q7. Did you use your RoA to help decide which course you would study at 
College/University? (please tick one box) 
Yes: ———— 
No:

Getting a College/University Place
Q8. Did you use your RoA at all when applying to College/University?

(please tick one box)
Yes, at the application stage only (did not attend interview): 
Yes, at the application stage only (did attend interview): 
Yes, at the interview stage only: 
Yes, at both application and interview stages : 
No, I did not use it:

Q9. Do you think you would use your RoA in the future?
Yes:
No:
Maybe:

If you answered Yes, please specify for what purpose:

If you answered No, what if anything would encourage you to use it?

(please tick one box)

30

31

Q10. Do you plan to update your RoA while at College/University? (please tick one box)
Yes: 
No:

In General
I think my RoA is 
Q19 Very accurate

Please circle one letter for each statement

Q20 An excellent summary of my 
academic performance

Q21 An excellent summary of my 
non-academic side

Q22 A very useful document

023 A complete waste of time

A

A

A

A

A

B

B

B

B

B

C

C

C

C

C

D

D

D

D

D

E

E

E

E

E

Very inaccurate

A poor summary of my 
academic performance 
A poor summary of my non- 
academic side 
A useless document

A very useful exercise

63

64

65

66

67

Thank you for completing this Questionnaire.
If you would like any help in updating your RoA, please contact:
Liz King, Room D6a, Educational Development Unit, University of Glamorgan
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"My overall impression of the RoA is very positive, but it was very new when I 
started it in my last two years of comprehensive school, so the teachers and pupils 
were unsure of what was needed I feel it is a vast improvement on the system of 
teachers writing reports. This way tutors and pupils can assess and gather a better 
picture of the students strengths and weaknesses. " (051)
"Ifound my RoA of particular use because I bothered to update and improve it. The 
bare RoA provided by the school was banal and of little use, indeed, it was so 
simplified that it was a complete waste of time. " (165)
"Ifound they did take up quite a lot of class time to complete. Time that maybe could 
have been better spent. " (166)
"I think the RoA will be useful in the future for job applications and interviews. At 
the moment I have had no real use for it. " (167)
"Although I do think that the RoAs are a good idea to show peoples academic and 
non-academic abilities, I'm not sure that employers would be interested in what you 
did at school. The University didn 't ask for it so why should employers? " (168) 
"I feel that more time should be spent on updating the RoA during my 'A' levels. I 

personally updated it, but no time was set aside at school. "(169) 
"...if the school helps you understand the RoAs full potential, it is an extremely 
valuable document. "(170)
"My school were completely useless at RoAs and I have not really done one. " (171) 
"Apart from Individuals comments and reports a well presented collection of 
certificates and school reports would have sufficed. "(172)
"I have put a lot of time and effort into my RoA and so have my tutors at sixth form. 
It shows my outside achievements also, but was never asked for at university 
interviews even though I brought it. It is more comprehensive than a C.V., but you 
can't 'send it off' like aC.V. so what use is it? If in the future, my RoA proves to be 
as useless for major decisions as it has been so far, the whole document is a waste of 
a lot of people's time, and will end up idle in a cupboard somewhere......Lastly, if
these documents are so important, why doesn 't anyone know about them? " (173) 
"I think it is probably a good idea to have one but in my school (possibly because 
they only started doing RoAs in my 5th/'llth year they didn't have much of a clue. It 
was just a slightly different alternative to the school report - the teacher's attitude 
was to spend as little time on it as possible and then we were more-or-less told to 
sign it saying we agreed with what the teachers had put, rather than it really being 
discussed at all. We weren 't recommended to use it when finding a job or applying 
to college; it was a case of filling it in and forgetting about it. I don't know if the 
teacher's sent it to the colleges we applied to without telling us - the teacher's 
seemed to know as little about it as we did, so probably not. I think it could have 
been helpful but teachers need to be taught how to use them properly -I'm not sure 
I'd show it in a job interview now because I didn't really agree with what some 
teacher's put even at the time. I probably will keep one up-to-date from now on. At 
school, as well, we didn't have anything about extra-curricular activities, I'm sure. 
That might have been good too. I'll consider using it in the future: until now I'd 
really not thought about it since leaving school. " (174)
"I have already gained work through using my RoA. It is a very useful document 
and creates a good impression. " (175)
"At present, the RoA format is not uniform enough to be fully understood, and the 
tutors (especially at 6th form) place no importance on the RoA as a whole. " (176) 
"At my University interview I asked if they wanted to see it, the tutor asked me what 
a RoA was !!!! Universities need to educated about them if RoA 's are to be more 
useful." (177) 
"The importance of RoA 's was not emphasised at my particular school. " (178)
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"/ think that if awareness of the usefulness of the document -were conveyed at the 
start and during completion of the document, it would have been approached more 
as an asset as opposed to a bind. The document needs a 'commitment to be of 
greatest use; everything done should be written down and then I see the role of the 
teacher/tutor to assess the relative uses of the information. "(179) 
"My RoA is a good incentive for me to keep a record of everything I've 
dbne........comes in handy to keep certificates tidy.......makes it slightly easier to
record specifically what I've done both academically and otherwise. "(180) 
"Extravagant cost and something of no practical use. " (181)
"The RoA is a useful summary of both academic and non-academic interests and 
achievements." (182)
"Admissions tutors don't really seem very interested in RoAs, and because of their 
length, people aren 't that inclined to read them. " (183)
"The problem was always that we said exactly the same on every RoA for every 
subject. They never meant anything. " (184)
"My RoA was only used up to age 16. None of the information in it could in any way 
influence my decisions after college, because it was college at Melton which helped 
me choose University etc. All my school did was to help me choose an F.E college 
etc. The RoA is quite brief and isn 't enough to go back to for any good references. 
All it is a brief summary of my school career. " (185)
"My NRA at the moment is just a nice folder for keeping all of my exam certificates 
in. Also it has got a few comments from my old school - but I resat my 'A' levels 
after leaving school. The college that I resat them at did not even mention RoAs to 
us. (186)
"I objected to giving up lesson time, especially near to 'A ' level exams when we 
could have been revising, to filling out a RoA that no one has yet requested to see. " 
(187) 
"The school..... promised a proper bound copy but instead only received a school

paper version. I was not impressed with how the computer had printed/set out the
statements. "(188)
"RoA only shows our achievements, not the true person we are and how we
communicate with the society, where communication is very important. RoA is very
useful to some extent. " (189)
"At the time it was not really given the attention it deserves by the staff or the
students. If a more professional approach was used it could have been used more. I
don't know what the NRA folder looks like, but maybe it would have been better to
follow that instead of doing a new one. No University that I applied to asked for my
RoA." (190)
"I think the NRA is a good idea but not many Universities seem to know much about
it so it didn't come in very useful when choosing Universities."(191)
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SECTION 2 - TRANSFERABLE SKILLS QUESTIONNAIRE

Transferable skills are general abilities and 'competences' that can be seen in a variety of 
situations and that can be carried from one employment or occupation to the next. This 
includes the transition from college to 'work', where employers expect graduates or 
diplomates to have adapted to new pressures, workloads and relationships. For 
example, it is often an important skill to make a presentation or give a talk to an audience, 
this skill is valued not only by your lecturers but also by all sorts of different employers.

Many of these skills are encouraged whilst you are at college, although the final degree or 
diploma certificate does not specifically refer to them. The following questionnaire 
therefore helps to clarify aspects of transferable skills. It has kindly been provided by Lin 
Thorley of the University of Hertfordshire.

You are asked to make two judgements for each question: How important you think it is 
that you should acquire a given skill, and to what extent you already possess that skill. 
The 'gap' between the two judgements provides the lecturing staff for your course with 
vital information about what you regard as important, and what changes could be made to 
your course of studies. For example, if everyone rated languages of maximum 
importance, but rated their current abilities as 'minimum', then the course team can 
recognise the need to introduce foreign language learning into their programme of 
studies.

Questionnaire

Please complete this questionnaire by circling the appropriate numbers according to:

A. How important you think it is that YOU should possess/acquire the following skills (in 
the context of your course and your career plans). If you circle a '6' it means 'very 
important', whereas a '1' indicates 'least important'.

B. The extent to which you already possess the following skills (i.e. your self assessment 
of your present skills level). A '6' means that you are 'very good' at something, whereas a 
'1' means that you are 'very poor1 .
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LIST OF TRANSFERABLE SKILLS

Communication Skills
Ability to communicate on a one-to-one basis
Ability to present ideas to an audience, discuss and
argue a case
Ability to express yourself in writing
Able to use a range of visual aids - drawings and
diagrams
Ability to speak and understand a foreign language
Ability to use a type-writer/computer keyboard
Ability to use a computer e.g. data-bases,
spreadsheets, word-processing
Information skills - ability to find, use and present
information

Interpersonal Skills
Ability to listen to others
Assertiveness - know what you want and be able to
negotiate for it
Groupwork/teamwork - ability to work with others
- co-operate within a team
Leadership - ability to lead and make decisions for
a group of people

Intellectual Skills
Numeracy - ability to manipulate numbers 
Creativity - ability to generate new ideas 
Analytical thinking - able to consider issues from a 
range of perspectives and draw logical conclusions 
Problem solving - ability to identify, diagnose and 
find solutions

self-awareness Skills
Ability to assess your own strengths, weaknesses
Self-confidence - to trust in your own abilities
Responsibility - ability to act on your own without
supervision
Self-discipline - meeting your responsibilities
Adaptability - comfortably facing new situations

Management/Career Development Skills
Time management - making appropriate use of
your time
Awareness of career options and what qualities
they require
Management of people, able to motivate supervise
and direct others

Importance
ow high

123456
123456

123456
123456

123456
123456
123456

1 23456

1 2 34 5 6
123456

123456

123456

::T::;: ' ;:KfK:;:Kf: ' :' ::H 4K"K': ' :5"": " 6

123456
1 23456: : ;-:-.-: : >:vX- .:;...; •.

FT 3456

f^T«w^^
1 23456
|,, 2. 3 : 4 5 6

6
% 2

5 6

1: 234 5 6

Present Skills
ow high

12345 61
12345 61

12345 6J|
12345 6:1

12345 6l|
12345 6;|
12345 6J|

I . 2 3 : 4.: ,J,,6||

1 2 TT'5 6l
12345 6 If

1
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1 23456
1 23456
123456

i 23456
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flf:2 3456
1 23456
1 23456

1 23456
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1 23456

1 23456
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Organisation skills, able to evaluate competing 
priorities and to plan ahead 
International outlook/awareness - able to look 
beyond national or local boundaries

Importance
1

1

2

2

3

3

.?4««

456

Present
1

1

2

2

Skills
3

3

4 :,;:S ;5:S

4 5

^sj:
6 J

Are there any other skills you feel are important?
If so, list them below and indicate the extent to
which you already possess them

HH-

Importance

low high
12345
12345
12345

6
6
6

Present Skills

low high
1 2345
1 2345
1 2345

6
6 :;
6
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January 1995

Dear

Thank you for responding to the recent Record of Achievement Questionnaire. The responses 
were in the main very positive. We are using the same questionnaire at several other colleges 
and it will be interesting to compare your answers with those from elsewhere.

The majority of those who responded to the questionnaire said that they would like to update 
their Record of Achievement while at college. As a start, I have included a copy of your own 
'Portfolio Starter' which is the first stage in the process. There are two more booklets for you to 
complete, one in the next academic year and a 'Finisher' booklet for your final year.

I would be grateful if you could have a look at the 'Starter' and have a go at completing it. If 
you have any problems, or questions, I will be happy to help.

When you have completed the 'Starter', please return it to me. I am currently evaluating the 
booklet as part of my research and can only do this by looking at 'live' data. I will hold on to the 
booklet for you for safekeeping and return it to you next year with the second section.

Again, thank you for completing the questionnaire. I hope that you will take part in completing 
the 'Portfolio Pack'. You will find that the pack will be very valuable when it comes to leaving 
University. The information it contains will help you make decisions about your career and will 
make completing application forms to apply for jobs much easier.

Please return the booklet to me in room D6A or feel free to come and see me if you have any 
queries.

Thank you.

Liz King
Research Assistant 
Enterprise Unit
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MEMORANDUM

ALL LECTURERS OF LEVEL ONE STUDENTS

12th October 1995

Students arriving at the University direct from schools and colleges of further education in this 
academic year will have been used to recording their achievement using the National Record of 
Achievement (NRA) whilst at their school or college. The University of Glamorgan Student 
Charter states that all students will be give the opportunity to update their record of achievement 
and to build a portfolio for use at employer interviews.

The Education al Development Unit has developed a 'Portfolio Pack' which will enable students 
to build such a portfolio of evidence and thereby update their NRA. Throughout their stay here, 
the students will be able to update the 'Portfolio Pack' usually every year, building it into a 
useful resource for when preparing CVs and for employment interviews. We now also have a 
software package available which has been designed specifically to help students print out 
updated pages for their NRA.

If you teach a class of Level One Students and know that, for whatever reason you cannot teach 
on a particular day, we would like to take that class for you and use this time to introduce the 
students to the 'Portfolio Starter'.

Danny Saunders
Head of Educational Development Unit

Name:

Department:

I have a free lecture slot on:
DATE: ___________________ in ROOM:

FROM: ___________ TO: ___

Please return to Liz King, Research Assistant, Educational Development Unit
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BA Humanities (Y301)
BA (Hons) Communication Studies (P300)
BA Theatre and Media Drama (W403)
BA Humanities/Social Science Joint Honours 
(QV38; QW34)
BSc Behavioural Sciences (L730)
BA Women's Studies (M903)

BA Business Studies (N120)
BA European Business Administration 
(N140)
BA Human Resource Management (N620)
HMD Business Administration (221N) Public 
Sector (501N) European Language (002T)
BA Public Management (M140) Public Policy 
(M148)____________________

BSc Energy and Environmental Technology 
(FJ99)____________________

BEng Electrical/Electronic Engineering (H600 
H580|BSc Electronics (H601)________
Electrical/Electronic Engineering HNC 
(NC02) HMD (65HH) BSc (HH56)
Mechatronic Engineering BEng (HH36)

BSc Civil Eng(H201)

HMD Comp St (105G) Software Eng (007G) 
BITech (51GN) BSc Info Systems in 
Business (G521) Comp Studies (G501) 

omp St with foreign language/business 
G5T9) Comp & Accounting (G5N4) Software 

Eng (G700)__________________

HND BDA (75GG)

HND Legal Studies (003M)
LB (M300) Criminal Justice (M330)

3A Accounting & Finance (N42Q)

Quantity Surveying (K280)

80
80

25
45

24

12

31

27

55

18

14

22

14

27

63
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APRS
Biology (C100)
Technology and Business Studies (HN81)
SETFY
Environmental Pollution Science (F900)

Combined Studies Scheme (Y400) 21

Anon
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29th April 1996 

Dear Student

Last Academic year you completed a yellow 'Portfolio Starter1 booklet for me. In order to build on 
this, you now need to complete the 'Portfolio Update1 booklet. I have kept your 'Portfolio Starter1 
and once you have completed both booklets you will be able to use all the information to start 
producing a portfolio of evidence which will be very useful when applying for jobs next year.

In addition to being useful to you, the information in the questionnaire sections of the 'Portfolio 
Update' will provide valuable information for my research. I would much appreciate your co 
operation in completing this.

THERE IS A £10 VOUCHER FOR THE FIRST 50 COMPLETED 
QUESTIONNAIRES.
If you are willing and able to help me, you could call into my office. You can find me in D7 at the 
bottom of D Block next to the Combined Studies Unit. Once you have completed the 'Portfolio 
Update', I will return both booklets to you along with a set of guidelines on how best to use the 
information.

Thanks

Liz King
Research Assistant 
Educational Development Unit
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