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ABSTRACT
The purpose of this study was to investigate the use electronic portfolios (e-portfolios) in
private tertiary institutions in South Africa to enhance the learning experience of scholars.
The study adopted an interpretive ontological stance and subjective epistemological stance
as the researcher sought to understand how-portfolios can be used to enhance learning. The
focus was on understanding people in a social setting though employing field research to
collect and interpret data.
Action research, in this case employing a pre-test, intervention and post-test limited to a
single cycle, was selected as strategy. The empirical part of the study was conducted during
the first semester of 2014 (January to May) at a private tertiary university in Gauteng, South
Africa. A pre-survey has been conducted before implementation and a post-survey after the
implementation of e-portfolios to test the attitude of the participants, where after the results
were compared. The pre-test was administered before creating e-portfolios and the post-test
towards the end of the semester after developing and maintaining e-portfolios.
Questionnaires were used to obtain information such as the attitude of the respondents on
learning, assessment, reflection, collaboration and interpersonal communication through the
use of e-portfolios. Questionnaires served as the main data collection tool throughout the
survey.
The sample was selected from first and second year students in the Information Technology
faculty, with the sample size n=48. The researcher further collected data through observing
subjects and conducting group interviews that were recorded to augment the questionnaire
approach and verify the results through triangulation. The questionnaires were distributed to
the participants who were given thirty minutes to complete. Responses were made using a
five-point Likert scale and open-ended questions. The response rate was outstanding as all
48 subjects participated in the study.
The researcher used a mixed-methods approach for this study; SPSS 22.0 was used for
quantitative data analysis and thematic analysis was employed for the qualitative data.
Reliability for quantitative data was determined using Cronbach’s alpha. Regression analysis
was done as well as correlations to determine relationships and associations. To further
cement relationships, t-tests and Spearman’s correlation coefficient were employed.
Trustworthiness for

qualitative

data

and

justification for

transferability and confirmability were discussed.

v

credibility,

dependability,

The results revealed that e-portfolios could be used effectively at private tertiary institutions
to enhance the learning experience of scholars as evidenced by the significant statistics
obtained in this study.
Keywords: E-portfolios, scholars, university, tertiary institutions, academic performance,
Web 2.0 technologies, e-learning, artefacts, Information Technology.
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1.1

INTRODUCTION

The evolution of the Internet and Web 2.0 technologies is perhaps the most comprehensive
enhancement of information technologies that has been witnessed in the past decade. Web
2.0 technologies refer to a wide spectrum of digital applications that enable ubiquity,
interaction, sharing of ideas and collaboration, thus providing users with an effective learning
experience. It can be seen as a central online repository of academic work where scholars
can reflect, engage and become active participants of their own work.
With the vast technological dynamics in this day and age, educators around the world are
now employing reflective ideas and collective learning in academic settings (Yusuf &
Tuisawau, 2011). Furthermore, socio-cultural, economic and technological changes coupled
with new developments in science have advanced the increase in educational expectations
(Mehtap et al., 2010). Raybourn and Regan (2011) argue that with the advances in
technology, there has been a surge in educational technology that accommodates and
monitors the performance of users. The authors further argue that most institutions are
implementing intelligent educational learning systems and adaptive cognitive practices to
improve and enhance scholars’ performance and academic experience.
According to Cakan and Mihladiz (2010), there has been a great need for electronic portfolio
(e-portfolio) assessment techniques aligned with the social constructivism philosophy and
cognitive learning theory. E-portfolios caused a major impact on educational systems across
the board. Most tertiary academic institutions have over the past years migrated to the eportfolio e-learning tool to strengthen learning practices. E-portfolios have become the key
factor in the e-learning process because of the capability to foster scholars’ growth,
constructivism and critical reflections on learning. It also has become an ideal vehicle for
academic and professional development. The uprising of the e-portfolio e-learning tool in
teaching and learning positively befits structuring and regulate educational processes
(Batson & Chen, 2008). Sutherland and Powel (2007:540) define an electronic portfolio as “a
purposeful aggregation of digital items/artefacts—ideas, evidence, reflections with evidence
of a person’s learning and/or ability”. Helen Barrett, a forerunner in the domain of e-portfolio
development in education defines an electronic portfolio as “an electronic portfolio uses
electronic technologies as the container, allowing students/teachers to collect and organise
portfolio artefacts in many media types (audio, video, graphics, text); and using hypertext
links to organise the material, connecting evidence to appropriate outcomes, goals or
standards” (Barrett, 2005:5; 2006:1).
Since 2005, there has been an increase in colleges and universities across the world
adopting e-portfolios for teaching and learning (Lorenzo & Ittelson, 2005). Unlike paper19

based portfolios, e-portfolios enable information to be continuously stored, accessed,
updated and presented in various electronic formats (Tubaishat & Al-Rawi, 2009).
Consequently, e-portfolios have received much interest in private tertiary institutions in past
years. The rapid changes in technology have triggered the need to migrate from traditional
paper-based, voluminous and time consuming portfolios to digital efficient and fast eportfolios (Barrett & Gibson, 2002). This resulted in a huge potential for e-portfolios, availing
a wide spectrum of options for implementing electronic portfolios at private tertiary
institutions.
A university is a higher education institution with the authority to award higher degrees to
scholars, and where scholars can undertake academic research. A private tertiary institution
is an institution under the financial and managerial control of a private body; it offers
accredited higher degrees and has research facilities. A public tertiary institution can be
described as an institution of higher education maintained at the expense of, service to, or for
the use of a community. Furthermore, public universities are subsidised by the government
and are therefore under the scrutiny of the Department of Education.
The implementation of e-portfolios at private colleges has become a greater possibility or
expectation to enhance the learning experience of scholars. A few decades before the digital
age, assessors and instructors have used paper-based portfolio systems which were
voluminous and tedious. Since the emergence of suitable advancements in technology, eportfolios have become an important part of scholars’ academic life to exhibit the nature of
their work and quality of learning. Smith and Winking-Diaz (2004:1) state that:
“…online education has come of age. Today, hundreds of universities and colleges
are offering individual courses and degree programs online via the Web. Such
academic offerings provide students with an important advantage in that they can
take coursework at any higher education institution, or pursue studies at their local
college or university without having to come to campus”.

1.2

BACKGROUND

Moll et al. (2007), in their report named “South African Institute for Distance Education
(SAIDE) Report on ICTs and Higher Education in South Africa”, deliberate on how higher
education institutions (HEIs) implement various models and approaches for teaching and
learning. The report suggests less effective implementation of electronic learning (e-learning)
in relation to technological advancements; nevertheless, it encourages the implementation of
experimental procedures of e-learning. Since the release of the report in 2007 a number of
innovative and contextually positive technological techniques have been developed and
implemented in an attempt to enhance the learning environment and experience of scholars
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in a higher education setting. Despite the many challenges of technological infrastructure and
policy restrictions, there has been a marked increase in the implementation of ICTs in higher
education institutions. Furthermore, there have been positive efforts in an attempt to
implement ICTs in HEIs in line with the dynamic world.
Jaffer et al. (2007) refer to the valuable role ICTs play in today’s education and argue that
ICTs are becoming promoters of learning experience. In their paper they state that ICTs play
a role in developing potential graduates, improving learning outcomes, and enhancing and
improving the quality of education. The authors furthermore elaborate on the impact of ICTs
in a South African context and deliberate on the numerous benefits of ICT implementation in
a South African context relative to higher education. Consequently, we need to find ways of
integrating e-portfolios into our learning processes as a manner of reflecting, presenting and
showcasing our competencies, skills and abilities.
E-portfolios are viewed as one of the newer educational instruments. Research conducted at
North-West University (NWU) highlights the introduction of e-portfolios as a new assessment
strategy. The researchers discovered that introducing e-portfolios is imperative as it offers
flexibility and support to scholars in remote/isolated areas. Although the implementation of an
e-portfolio in a developing context can play a pivotal role in sharing information among role
players, upgrading the competencies of scholars and addressing socio-economic realities,
stumbling blocks still remain (Kok & Blignaut, 2008).
With the promulgation of the White paper on e-Education in South Africa (Department of
Education, 2004), e-Education has become an integral part of scholar learning. Portfolio
assessment offers an alternative to learning/teaching and assessment in the context of the
South African educational system. The South African e-Education Policy states that “every
South African scholar in the general and further education and training bands will be ICT
capable (that is, use ICTs confidently and creatively to help develop the skills and knowledge
they need to achieve personal goals and to be full participants in the global community) by
2013” (Department of Education, 2004:17). Alexiou and Paraskeva (2010:3049) argue that
“the e-portfolio tool facilitates self-regulated learning skills on the educational environment,
empowering students as active scholars in order to enhance their knowledge and academic
skills”. However, following the requirements of the e-Education White Paper (Department of
Education, 2004), these teacher-scholars are compelled to take a ‘cyber jump’ into the
information era to meet the requirements of outgoing professional development/academic
assessment.
There has not been much research conducted on the implementation of e-portfolios to
enhance the learning experience and academic performance at private tertiary institutions.
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This could be attributed to challenges such as ready and stable access to the Internet,
access to resources, developed academic skills, policies, and improved information literacy
skills (Kok & Blignaut, 2008). Bhattacharya and Hartnett’s (2007) investigation, with the main
focus on customised e-portfolio instructional design guidelines aimed at providing learning
solutions, shows that little research has been done on how to employ e-portfolios at tertiary
institutions to enhance the learning experience of learners. The authors point out that the
application of e-portfolios in education for learning and assessment in a global context
provides opportunities for freedom of expression by their users.
According to Nicolaidou (2013), e-portfolios can indeed support the writing performance of
students and the peer feedback process, but little research has been done on how peer
feedback through e-portfolios can enhance learning. This study contributes to the field of
educational technology as it provides systematic evidence—previously lacking in the
literature—that the application of e-portfolios in educational settings can enhance and
improve the learner experience of scholars.
Green, Wyllie and Jackson’s (2014) research on e-portfolios in nursing education confirms
that e-portfolio maintenance is instrumental to professional growth, achievement and learning
development. The authors point out that there is limited evidence in the literature on how eportfolios can be used as a tool to measure competence within a learning development.
Yastibas and Yastibas (2015) argue that e-portfolio based assessment can be used to
develop students’ self-regulated learning in English language teaching. The authors however
point out that there is limited evidence on how e-portfolios can enhance the learning
experience of learners at tertiary institutions.
According to Alam, Chowdhury, Kootsookos and Hadgraft (2015), little research has been
done on the use of e-portfolios to mitigate challenges (e.g. a large group of students taught
by one academic staff member) in higher education.
Bryant and Chittum (2013) argue that the use e-portfolios has the potential of enhancing
student learning if applied appropriately. However, there are still substantial gaps in literature
on the adoption and effectiveness of e-portfolios as a learning tool within the field of
education. The authors also point out that e-portfolio originated from the arts, music and
architecture, and therefore little empirical evidence exists on the application of e-portfolios in
the educational sector. Allan and Cleland (2012) believe that the successful implementation
of e-portfolios to showcase and reflect on teaching practices depends on pre-defined
appropriate measures supporting both teacher and students, but that limited evidence exists
of these support mechanisms.
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Electronic-portfolios have become an ideal online tool for academic and professional
development. It has been revealed that the e-portfolio tool as an emerging Web 2.0
technology is best suited to this digital age. Batson and Chen (2008) state that it can be used
as a tool of learning and a viable way to support and leverage this open revolution in
education. The work of Sutherland and Powel (2007) and Barret (2005, 2006) (section 1.1)
further supports the notion that electronic portfolios have received a great deal of attention in
private colleges in past years. This is evidenced by the sudden technological advancements
that create a feasible platform for the implementation of electronic portfolios which has given
a vast potential for e-portfolios, thus availing a plethora of options for implementing electronic
portfolios in private colleges.
Parker et al. (2012) argue that there has been an increase in e-portfolio systems in the
United States of America with more than 90% of teacher preparation programs employing eportfolios. This is being done in line with constructivist pedagogy and the ease of accessibility
relative to information and communication technology trends. Chau and Cheng (2010)
discuss the need to integrate information technology in learning, thereby adding value to the
quality of education. Chau and Cheng further elaborate on “e-initiatives” to afford scholars a
platform to showcase their learning achievements over time.

1.3

PROBLEM STATEMENT

According to Butler (2006) and Lorenzo and Ittelson (2005), traditional paper-based portfolios
are voluminous and time-consuming and therefore difficult to create/build and maintain.
Traditional paper-based portfolios do not sufficiently exploit the potential and applicability of
new technologies; they are dormant and difficult to employ in this digital age (Batson & Chen
2008). McDermott and Gallagher (2011) point out that the use of the lengthy paper portfolio
has become obsolete, is no longer suitable, and does not reflect the requirements of the
workplace; there is a need to employ new models to support autonomous learning.
According to Alexiou and Paraskeva (2010), paper-based portfolios do not offer any chances
of growth and improvement within an academic setting to enhance scholar experience at
South African private institutions. Although e-portfolios have received much interest in private
tertiary institutions in past years as an alternative to traditional paper-based portfolios, not
much research has been conducted on the implementation of e-portfolios in these private
institutions.
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1.4

RESEARCH QUESTIONS

The core debate of this research study focuses on addressing how the implementation of eportfolios as technological tool could enhance the learning environment of scholars at private
tertiary institutions in South Africa.
1.4.1

Primary research question (PRQ)

PRQ: How can e-portfolios be introduced as a technological tool to enhance the learning
experience of scholars at private tertiary institutions in South Africa?
1.4.2

Secondary research questions (SRQ)

SRQ1: How are portfolios, and specifically e-portfolios, used in a tertiary teaching and
learning environment?
SRQ2: What is the impact of e-portfolios on the learning experience of scholars at higher
education institutions?
SRQ3: What is the impact of e-portfolios on the learning experience as perceived by
scholars at private tertiary institutions in South Africa?
SRQ4: How can the conceptualisation of e-portfolios at private tertiary institutions in
South Africa enhance the learning experience of scholars?
SRQ5: What guidelines can be developed to establish the emergence of e-portfolios as
a technological tool for the learning experience of scholars at private tertiary
institutions in South Africa?

1.5

RESEARCH AIM

The main aim of this study is to explore the application of e-portfolios in South Africa’s private
tertiary institutions and develop a set of guidelines to enhance the learning experience of
scholars. Consequently, this study intends to explore e-portfolios as an alternative to
voluminous paper-based portfolios in order to provide evidence of scholars’ continuous
professional academic development. The study will investigate the capability of e-portfolios to
support learning and how the implementation of e-portfolios in an undergraduate IT course
contributes to enhancing the learning environment of scholars. For this study, a portfolio
could be understood as a tool to manage, quality assure, assess and accredit the knowledge
transfer process in private tertiary institutions.
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1.6

OBJECTIVES

The study is driven by the following primary and secondary objectives.
1.6.1 Primary objective
To measure the impact of e-portfolios as a technological learning tool at tertiary institutions in
South Africa and develop a set of guidelines to enhance, through e-portfolios, the learning
experience of scholars at private tertiary institutions in South Africa.
1.6.2 Secondary objectives


To explore how portfolios, and specifically e-portfolios, are used in a tertiary teaching
and learning environment



To determine the impact of e-portfolios on the learning experience of scholars at
higher education institutions



To determine the impact of e-portfolios on the learning experience as perceived by
scholars at private tertiary institutions in South Africa



To explore how the conceptualisation of e-portfolios at private tertiary institutions in
South Africa can enhance the learning experience of scholars



To develop a set of guidelines to establish the emergence of e-portfolios as a
technological tool for the learning experience of scholars at private tertiary institutions
in South Africa

1.7

RESEARCH DESIGN

According to Cooper and Schindler (2006), research design is the approach to a study and
the plot by which the strategy is to be carried out. It stipulates the methods and procedures
for the collection, measurement and analysis of data. Kumar (1999:95) refers to research
design as:
“…a plan, structure and strategy of investigation so conceived as to obtain answers
to research questions or problems. The plan is the complete scheme or program of
the research. It includes an outline of what the investigator will do from writing the
hypothesis and their operational implications to the final analysis of data”.
A research design is used to describe the procedures for contributing to a study, and the
purpose is to find appropriate answers to research questions (Cohen et al., 2007). The
research design, also referred to in literature as the research approach, comprises of the
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research philosophy, research paradigm, research methodology, research technique,
research participants, research materials, research procedures and data analysis.
1.7.1 Research philosophy
Saunders and Lewis (2012:104) argue that “a philosophy is a logical scrutiny of the key
assumptions or beliefs held by an individual”. The research philosophy therefore implies key
assumptions about how one perceives the world; it is a basic building block for the research
strategy and the choice of research design will therefore reflect on the philosophical choices
against other options that we might have employed. Blumberg et al. (2008) argue that
research can be done within broader philosophies and is concerned with reasoning from
theory and observations to obtain information or data. This implies that as researchers we
need to understand fundamental assumptions of research philosophies in order to improve
our research designs from past experience.
O’Leary (2004) states that positivists make use of measurement in order to predict and
control forces that surround us and to test theories or describe a particular experience, whilst
interpretivism deals with the experiences of human behaviour. Researchers employing the
positivist paradigm are concerned with understanding human behaviour from the
perspectives of people involved. Mack (2010) indicates that a positivist paradigm is also
known as a scientific paradigm. It strives to prove or reject a certain hypothesis. Since it is a
scientific method, its main focus is on statistical analysis and the generalisation of findings.
This paradigm has a control and experimental group and a pre/post-test method. The main
emphasis is on the researcher being the observer of an objective reality, thus positivists seek
to claim a certain level of objectivity rather than absolute objectivity and strive to ascertain
the truth to a certain level of probability. Mack (2010) further states that the positivist
paradigm is made up of the underlying ontological and epistemological assumptions.
Ontological assumptions are that “realism is external to the researcher and represented by
objects in space”, thus reality can be captured by own senses and predicted (Mack, 2010:7).
Epistemological assumptions are that “knowledge is objective and is generated deductively
from a theory or hypothesis” (Mack, 2010:7).
Researchers who employ the interpretivist paradigm seek to understand rather than explain
(Mack, 2010). Mack further argues that this paradigm focuses on its capability to construct
meaning and is therefore also known as constructivism. In order to make the best of findings,
research has to be observed internally rather than externally and there should be interaction
and experience with the stakeholders involved. This paradigm is based on the study of
historical sources and interpretations (hermeneutics) and the need to take into account
human beings, their interpretations and how they perceive the real world. This helps in
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understanding the social reality and its environment. Mack (2010) further identifies with
underlying ontological and epistemological assumptions, arguing that social reality is
witnessed by many people who perceive and interpret the social phenomena differently.
Interpretivists argue that “interpretivism is also sometimes referred to as constructivism
because it emphasises the ability of the individual to construct meaning” (Mack, 2010:7), thus
reality is located in a particular context, situation and time; open to re-interpretation and
negotiation through dialogue (Mack, 2010). Methodologies commonly used with this
approach are interviews and observations as well as the analysis of existing text.
Researchers within the positivist paradigm take the stance that the main focus is on
addressing the measurable variable, which in this study is encapsulated in the following
question: Can the use/implementation of e-portfolios at private tertiary institutions enhance
the learning experience of academic scholars? On the other hand, researchers within the
interpretivist paradigm argue that truth is negotiated through dialogue, and findings emerge
through this dialogue (Cohen & Crabtree, 2008). These methods are seen as useful in
providing

adequate dialogue between researchers

and respondents in order to

collaboratively construct a meaningful reality (Cohen & Crabtree, 2008).
An interpretive ontological stance and subjective epistemological stance have been adopted
for this study as the researcher sought to understand how-portfolios can be used to enhance
learning. An interpretive, subjective research philosophy focuses on understanding people in
a social setting though employing field research to collect data and then interpreting the
results.
1.7.2 Research paradigm
According to Mack (2010), a paradigm is the result of a combination of ontological and
epistemological assumptions. This implies that one’s view of reality (ontology) and being,
combined with how one acquires knowledge (epistemology), leads to a paradigm (theoretical
framework). The starting point will be how the researcher perceives social reality, thus how
the world exists, what makes it, its nature and how it interacts with other objects within it.
This initial starting point gives the researcher a theoretical framework known as a paradigm.
A researcher has to be confined within a specific paradigm or system of designs. This implies
that the investigator has to implement certain precise methods of data collection, approaches
of unbiased observation and interpretation. The concept of coherence has to be achieved by
adhering and conforming the research questions and methods to the paradigm.
In this study an interpretivist paradigm has been adopted, addressing the construction of
reality inter-subjectively through meaning and understanding done socially.
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1.7.3 Research methodology
This study implemented a mixed-methods approach, combining a qualitative and quantitative
research methodology sequentially as well as concurrently. Quantitative research is the
detailed accurate measurement of some conduct, data, judgment or attitude of the
participants. According to Murray and Beglar (2009), the emphasis of quantitative research is
on arguments and figures. Quantitative research is a procedure of decisive research
concerning large symbolic samples and fairly organised data collection procedures. A
principal part of quantitative research is to investigate the proposition regarding the
association of two or more variables (occurrences). Qualitative research is explanatory
techniques that pursue to designate, interpret, transform and otherwise come to terms with
the meaning and not the regularity of certain occurrences. In qualitative research, the
emphasis is on opinions and attitude and feelings of subjects. Qualitative research involves
collecting data directly from sources (McMillan & Schumacher, 2010). It affords the
researcher the opportunity to obtain independent and rigorous insights into the experience of
respondents (Scott & Morrison, 2007). McMillan and Schumacher (2010) state that in
qualitative research, to begin with, either a particular worldview, set of assumptions and/or
possible theoretical position, or a source is tested against patterns and themes emerging
from the research. The outcome serves to further seek out how to highlight descriptions and
explanations of people’s behaviour in their natural setting and context (McMillan &
Schumacher, 2010).
Mixed-methods are attractive to many researchers in that it logically allows one to take
advantage of the strengths of each approach while simultaneously overcoming the
weaknesses to some degree. This enables the researcher to obtain a well-rounded
understanding of the participants’ behaviour and confirm the results obtained by one method
with those obtained using a different method. Mixed-methods research has been selected for
this research study to obtain multiple perspectives and explanations that will ultimately
reinforce the study, thereby generating complementary strength with non-overlapping
weaknesses. This contributes to corroborating the data and confirming the results through
triangulation.

Mixed-methods research is beneficial to researchers. Johnson

and

Onwuegbuzie (2004:17) define this research method as “the class of research where the
researcher mixes or combines quantitative and qualitative research techniques, methods,
approaches, concepts or language into a single study”.
The study has been conducted with two groups in an undergraduate Information Technology
(IT) programme at a private tertiary institution in South Africa. The modules selected were
Networking Technology for first year scholars (Group A) and Internet Server Management for
the second year group (Group B). A case study and survey through focus group interviews,
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observations and questionnaire administration were conducted over a period of one
semester with scholars registered for the mentioned two modules. The researcher used
statistical measurement and analysis with the emphasis on the e-portfolio tool as emerging
Web 2.0 technologies which encompass the new technologies and services that enhance the
knowledge, learning, performance and academic skills of scholars. This formed part of the
quantitative research methodology. To meet the objectives of a qualitative study, thematic
analysis through thematic coding has been conducted and emerging themes derived.
1.7.4 Research technique
Action research, conducted for a case study, has been adopted as research strategy for this
study. Saunders and Lewis (2012) point out that action research is a research strategy that
seeks to accommodate change in research and for it to be effective and efficient there is
need for everyone involved to collaborate closely. This implies that all who are involved in
research should actively participate in order to manager the change in research. Saunders
and Lewis (2012:118) identify four main themes for action research:
i)

The purpose of research is to actively participate rather than conduct research about
action.

ii) The researcher is part of the organisation and the change process.
iii) Cycle of action research involves planning, implementation and evaluation of the
changes, thus, the researcher diagnoses, plans, takes action and evaluates.
iv) Finally, the researcher evaluates the changes.
Blumberg, Cooper and Schindler (2008) argue that action research addresses real life
problems limited within a particular domain, is collaborative in nature, and involves all
stakeholders within a particular context, it is a continuous process of research and
intervention that is positive and credible as the iterative process is an improvement on the
past cycle which will ultimately resolve problems and reflect the desired changes.
This study adopted action research as a research strategy, employing a pre-test, intervention
and post-test, limited to one cycle only. The implementation of the e-portfolio tool has been
conducted during the first semester. Participants from Group A (first year Networking
Technology scholars) and Group B (second year Internet Server Management scholars)
completed a pre-survey questionnaire on information regarding their background, attitude
towards their study field, and specific knowledge on e-portfolios. Towards the end of the
semester a post-test survey was conducted with the same participants. During the semester,
each scholar in both groups created an e-portfolio using open source Web 2.0 technologies
(Google Sites). Assessments and evaluations were done for each scholar and uploaded to
their electronic portfolios. Scholar assessment and evaluations were done on their e29

portfolios, and performance during the semester was compared and contrasted to the
conventional traditional manual paper-based assessment employed at the university. The
results were used to measure the level of improvement in the learning experience of scholars
and whether there was any enhancement.
1.7.5 Research participants
As indicated in section 1.7.3, the research participants were undergraduate scholars in the
Networking Technology and Internet Server Management modules at a private tertiary
institution in South Africa. The sample of this study consisted of 48 male and female scholars
from different ethnic groups with different computer skills, with an age range from 18 to 24
years. Group A consisted of first year Networking Technologies scholars (n=23) and Group B
consisted of second year Internet Server Management scholars (n=25).
1.7.6 Research materials
This study employed Google Sites as this free application supports social networking
systems and mobile computing, thereby adding to the many benefits of e-portfolios. The Web
2.0 technologies have a simple interface with a horisontal menu consisting of a sections
profile, dashboards, tools, messages and settings. A profile and dashboard that can be
changed, deleted and updated were created for each scholar in both groups. Each portfolio
had to include the following information:


Purpose: Decide on the purpose of the portfolio



Collection/Selection: Artefacts to be included in each scholar’s portfolio



Reflection: Rationale behind the artefacts



Connection/Interaction: Collaboration and feedback on the evidence of work
uploaded onto the e-portfolio



Presentation and publishing: Privacy and confidentiality is up to the developer of
the e-portfolio who decides which artefacts are to be made public and which are
private

Evaluation and assessments were made, thereby presenting, developing and reflecting on
each individual’s profile. The statistical analysis and information were compared to previous
semesters where traditional portfolios have been in use.
1.7.7 Data analysis
After the data collection phase, the SPSS 22.0 package was used to analyse data for
statistical purposes. This quantitative analysis was conducted by means of frequencies,
means and standard deviations for descriptive statistics. The researcher calculated
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Cronbach’s alpha values to determine reliability and consistency in the measuring
instruments. The study measured inferential statistics or relationships between variables
through the use of Spearman rank order correlations. Two sided t-tests and ANOVA
(analysis of variance) p values were calculated to determine the differences between certain
groups/variables.
It is imperative to set the confidence interval level at 95% (p < 0.05), taking into account the
sample size and applied practice, thus, the researcher has a 95% confidence level that the
true value of the parameter is in the confidence interval, or the researcher expresses that
95% of the hypothetically observed confidence intervals will hold the true value of the
parameter. This further allows the researcher to indicate the precision of the estimate and the
uncertainty of the estimate. This study ascertained statistical significance of the data analysis
by measuring validity, translating and standardising instruments using a sample of private
tertiary institution scholars, and verifying whether the sample followed a normal distribution.
For the qualitative part of the study, thematic analysis was employed through the
transcription of verbal data obtained from focus group interviews. This interpretative data
analysis engaged various conventions of speech to text. Codes were generated using a data
driven approach and focus on the data. A systematic approach for the data set was
deployed. The focus was on developing themes, refining these themes through extensive
reviewing, and ultimately naming and defining them.

1.8

RESEARCH SCOPE AND LIMITATIONS

The focus of the study is on the use of e-portfolios at a private college for scholars in the ICT
department. The scope lies within this private institution and cannot be generalised for other
tertiary institutions.
This study experienced barriers such as time and access to participants. By using the
frameworks provided by Patton (1990) and Swanson and Holton (1997), the theme “personal
contact and insight” could have been compromised by the fact that findings may be criticised
in terms of the Hawthorn effect and personal bias.

1.9

SIGNIFICANCE OF STUDY

This study sought to address the challenges facing lecturers and scholars using the
traditional portfolio system at private tertiary institutions in South Africa. The traditional
voluminous portfolio system is tedious, time consuming and not easily accessible. The
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implementation of an e-portfolio system as an alternative to the traditional paper-based
assessment approach which focuses on the achievement and work of scholars and providing
access to related information in a Web environment realises major benefits. Banks (2004)
states the following benefits:


Supporting comprehensible organisation of a variety of accomplishments and pieces
of work



Assisting scholars to take control of their learning and lives by reflecting on their
activities and future planning



Providing a scholar-centred rather than course-centred view of learning



Providing appropriate views of the achievements and work of scholars to appropriate
persons



Providing smooth transition through the lifelong learning of scholars as they move
between learning providers



Assisting with continuing professional development by encouraging reflection on
practice and linking this with learning activities



Real time feedback and monitoring



Linking the achievements and work of scholars with the skills required by their
employers, assisting these employers in identifying learning needs, and ‘closing the
skills gap’

The concept of digital containers has been used for storing evidence and work for many
years and offers many benefits including flexibility, ease of use, collaboration, portability and
easy manipulation of information. E-portfolios increase scholarly reflection (Van Sickle et al.,
2005), enhance critical thinking, and play a larger role in assessment and learning as a
whole (Nickelson, 2004), thus offering scholars more ways to demonstrate their knowledge
(Archer, 2007).
Wade and Yarbrough (1996) contemplate on the educational significance of using eportfolios as a vital learning tool. They argue that e-portfolios are progressive in nature and
document a detailed period of a scholar’s evolution in relation to learning. This implies that
portfolios should be employed for showcasing the result of durable learning outcomes.
Portfolios are twofold beneficial in that they offer both the educators and scholars the
platform for real time interaction, thus scholars are afforded the chance to reflect and
document the learning process while offering educators a way to evaluate and assess
scholar growth and progression whilst giving them positive monitoring and feedback through
collaboration and real time interaction. Electronic portfolios provide “formative assessment
information that is of use in identifying gaps in one’s knowledge, transforming those gaps into
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new objectives, selecting appropriate learning activities, and developing self-assessment
strategies for continuing growth” (Barrett & Carney, 2005:4), thereby enhancing the learning
experience and academic performance of scholars at private tertiary institutions.

1.10 ETHICAL CONSIDERATIONS
The researcher sought familiarisation with the ethical policy of private tertiary institutions as
well as the ethical policy of Vaal University of Technology (VUT). Furthermore, the
investigator gained approval from the ICT department and Faculty of Applied and Computer
Sciences before commencement of the study. The confidentiality of results and findings of
the study were adhered to. The researcher also obtained letters of consent as well as
permission to interview the respondents and protected participants’ identities and
confidentiality of their information.

1.11 OUTLINE OF THE STUDY
Chapter 1: Introduction
Chapter 1 provides a brief introduction of electronic portfolio tools and describes how eportfolios have been used in private tertiary institutions. The primary and secondary
objectives are stated and the research design for the study is outlined.
Chapter 2: Literature review
Chapter 2 takes a detailed look at existing literature on the use of e-portfolios in private
tertiary institutions and the results that have been achieved in other related studies. The
historical background, development and subsequent popularisation of e-portfolios are
investigated and discussed in detail. A thorough investigation provides the necessary
background knowledge for the reader and also clarifies the study holistically.
Chapter 3: Research methodology
Chapter 3 reinforces the selected research design of the study, which includes the mixedmethods approach where the researcher employs both qualitative and quantitative
techniques. Furthermore, the study implements both positivist and interpretivist paradigms. A
detailed description of the data collection and analysis methods are presented, discussed
and justified in terms of obtaining information that is complete, relevant and meaningful.

Chapter 4: Data analysis
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Chapter 4 presents the analysis of the data gathered through a mixed-methods data
collection technique. The researcher organises and groups the data collected with the aim of
identifying and grouping common factors, thereby obtaining the required results to address
the research questions and objectives of the study. The findings of the study are provided in
table format.
Chapter 5: Discussion on findings
This chapter focuses on critically analysing, synthesising and evaluating the findings.
Deductive and inductive reasoning are implemented to scrutinise the findings and
consequently present appropriate inferences.
Chapter 6: Recommendations and conclusion
Conclusions regarding the study and its findings are drawn in this chapter. The viability of
using e-portfolios in the teaching and learning process of scholars are compared to
established e-portfolio usage, and conclusions are drawn on whether the use of readily
accessible e-portfolios has improved the learning experience of scholars.

1.12 SUMMARY
Chapter 1 introduced the background information on e-portfolios and clarified the problem
statement. It highlighted the research questions and objectives of the study. The researcher
discussed the research design, philosophy, paradigm, methodology, techniques, participants,
materials and procedures to be followed in the investigation. A brief discussion on the data
analysis intention, research scope and limitations to the study followed. The investigator
deliberated on the significance of the study as well as ethical issue to be considered. Lastly,
a brief outline of the study in chronological order on how the investigation has been
conducted was discussed.
The next chapter provides an in-depth discussion on what other researchers have uncovered
in the field of e-portfolios. Chapter 2 provides an analysis and synthesis of the literature. The
review begins with background information, a discussion of what a portfolio is and the
purpose of the different types of portfolios. The review presents recent studies that have
utilised portfolios for different purposes. Specific studies that look at the technical quality,
fairness, effects and feasibility of using portfolios in the classroom are examined. The review
concludes with examining the gaps in previous studies.

34

2 CHAPTER 2: LITERATURE REVIEW

Figure 2.1: Graphical representation of Chapter 2

2.1

INTRODUCTION

Jaffer et al. (2007) indicate that ICTs can be a key factor to the success of Higher Education
Institutions in South Africa. They argue that there is much potential in the education sector if
ICTs are implemented to their full capacity. They further advocate the need to implement
these ICTs in order to improve social transformation, needs of institutions and use it as a
solution to address large class sizes. The authors’ sentiments are echoed by the Department
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of Education National Plan for HEIs (2001) which states a possible transformation process of
higher education institutions in South Africa through the use of ICTs. Moreover, the policy on
e-Education points out that ICTs are one of its priorities and if implemented appropriately in
higher education, they are bound to enhance lifelong skills of each concerned stakeholder
(Department of Education 2004:17, cited in Jaffer et al., 2007).
Damoense (2003) points out the positive shift from conventional teaching techniques towards
e-learning. The author further highlights the need for HEIs to adhere to the changing
technological world where everything now revolves around digital context. There has been a
substantial surge towards the adoption of e-learning technology globally and the advances in
technology have led to the need for HEIs to follow accordingly. HEIs in South Africa therefore
have to be flexible and adapt to new learning techniques that are available in this digital age.
Among many of the e-learning techniques is what is known as an e-portfolio, which for the
purpose of this study will be defined as a digital central repository of evidence accumulated
in a scholar’s lifetime. Table 2.1 below presents the different learning approaches that have
been implemented over the years. These include the constructivist theory, experiential theory
and problem based learning, and engagement theory (Damoense, 2003).
Table 2.1: Learning theories
(Adapted from Damoense, 2003)

Learning theory

Description of theory

Constructivist theory

This is learning by generating new concepts and knowledge based
on scholar experiences, thus there is reasoning and intellectual input
relative to social processes (Damoense, 2003).

Experiential learning

Experiential learning entails learning through practice, thus learnt
theory is put into practice. Therefore scholars are motivated, actively
engaged, can generate new ideas, apply and reflect on learning
(Damoense, 2003).

Problem based learning (PBL)

With PBL, there is authentic learning as scholars exploit their
problem solving skills simulating real world scenarios, thus there is
scholar autonomy through self-motivation, participation, collaboration
and active engagement (Damoense, 2003).

Engagement Theory

It revolves around authentic learning through immense collaboration,
interactivity and participation techniques relative to scholar autonomy
(Damoense, 2003).

The learning theories have been implemented in the traditional learning methodology and are
now being integrated into the digital world. Traditional techniques of learning have been
dormant but did not encompass scholar autonomy and active participation from scholars, and
left no room for effective learning. If implemented with new online technologies, these
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learning theories can result in an effective learning environment where learning is scholarcentred and scholar engagement is a key factor.
Damoense (2003) further advocates the engagement theory which best suits a technological
environment, and categorises it into collaborative, project based and authentic learning. In
her paper she points out that when employing the engagement theory in a technological
environment, scholars are bound to experience effective learning where they are active
participants. They can achieve this through effective communication, interaction and
collaboration, thus they employ authentic learning which ultimately simulates real world
practices. In a nutshell, there is room for scholars to construct meaning, solve problems and
apply critical thinking which involves evaluation, analysis and synthesis of ideas. All the
described attributes of the engagement theory integrated in an online environment result in a
positive learning environment. Moreover, she argues about how new Web technologies can
support and enhance academic experience and performance.
Figure 2.2 shows a model of e-portfolio based learning adapted from Kolb (1984). This model
implements four basic pillars in an academic setting when employing e-portfolios.

Figure 2.2: A model of e-portfolio based learning
(Source: Kolb, 1984, cited in JISC, 2008)

The initial phase is experience where a scholar collects evidence about personal
experiences through recording, planning and organising of ideas, practices, information, and
future objectives. This is achieved through effective collaboration and interaction with
involved stakeholders. The next phase is reflecting on own experiences and evidence
collected. This entails positive constructivism enabled by authentic learning where a scholar
applies conceptualisation of learnt theories as well as synthesis of ideas and experience.
This invokes collaboration and interaction with a selected audience; thus, sharing ideas on
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the learning processes through e-portfolio implementation reinforces and enriches scholar
autonomy, engagement, collaboration, self-motivation and self-confidence, resulting in
enhanced understanding and self-improvement of academic work.
Figure 2.3, adapted from Damoense (2003), is a comparison of traditional scholars and
online scholars in pictorial view relative to a scholar’s lifelong learning. The traditional scholar
goes through knowledge transfer with the absence of technology from the instructor, thus it is
a passive and dormant environment which does not engage the scholar and there is no
active participation, motivation and collaboration. On the other hand, the digital age scholar is
engaged, actively participates, collaborates, is self-motivated, interacts and this consequently
builds self-confidence thus enhancing a positive learning and academic performance
(Damoense, 2003).

Figure 2.3: Lifelong scholar’s domain
(Source: Damoense, 2003)

Damoense (2003) states that if learning institutions are to combine the learning theories in a
technological environment, they are bound to create effective learning, thus creating a
plethora of knowledge for scholars derived from the reinforcements and enriched
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experiences. The author advocates that there is a positive linear correlation on learning
effectiveness and pedagogical practices, which means that pedagogical practices, if
integrated in a learning environment, result in increased collaboration, engagement,
interaction and positive constructivism. Therefore, there is need to integrate pedagogical
practices in the digital age to promote learning, academic experience and performance of
scholars.
E-portfolios are a new learning technology which is attracting significant interest from
educators. They are fast becoming part of national policy frameworks and international
developments and their proliferation in universities means they are increasingly a part of
blended learning environments (Gerbic et al., 2009). This explains the emergence of eportfolios as a new paradigm to scholar constructivism.
McDermott and Gallagher (2011) in their investigation on the integration of e-portfolios into
cooperative education in New Zealand, state that through implementation of e-portfolios,
scholars can possibly avail evidence about their academic progress and achievement whilst
reflecting on own learning and lifelong capabilities. The authors argue that e-portfolios can
effectively be used as a tool for assessment as well as proficiency and knowledge
development. This further enhances academic progressive transformation through active
engagement, reflection and knowledge assimilation. In their paper, McDermott and Gallagher
(2011) argue that e-portfolios have become a key tool in making learning scholar-centred
and directed, thus scholars are able to become high order logical thinkers, effective problem
solvers and can easily grow their metacognitive skills. Their sentiments catapult the idea of
ubiquity, deeper learning, effective communication, active engagement and improved scholar
control.
According to Bryant and Chittum (2013), there has been a successful implementation of eportfolios in an educational context over the past decades. In their investigation, they argue
that e-portfolios have been implemented successfully in higher education institutions and
also that there has been a successful transition from paper-based to digital portfolios. Bryant
and Chittum (2013) further state that Web 2.0 technologies make it possible to employ eportfolios to their fullest capability relative to flexibility, dynamism and effective
communication. Their paper suggests many universities across the board employing
institutional e-portfolios that showcase a scholar’s academic life. A vast spectrum of benefits
can be derived from the implementation of e-portfolios varying from reflection, active
engagement and improved knowledge integration to scholar-centred learning.
O’Keeffe and Donnelly (2013), in their paper on the implementation of e-portfolios in higher
education in Ireland, state that through effective use of e-portfolios, there is a surge in a
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scholar’s desire, need and compulsion to be actively engaged in the learning process. They
state that e-portfolios avail the opportunity to accommodate distance scholars, introvert
scholars and support flexibility. Another benefit the authors use as arguing point is the high
number of scholars at higher education institutions, thus e-portfolios can help in network
growing through technology communities. Consequently, e-portfolio adoption will aid in
developing leaner innovativeness, improved metacognitive reflective practices, own
evaluation, organisation and effective communication through a scholar-centred approach.
Jwaifell (2013) points out how e-portfolios are increasingly receiving attention in HEIs. The
author argues that through implementation of e-portfolios in courses, programs, learning
outcomes and scholar evaluation, it is easy to manage authentic assessment as well as
reflecting on scholar/teacher abilities and proficiencies. Jwaifell (2013) further advocates on
how e-portfolio implementation and maintenance can increase job opportunities and
employability chances. These sentiments are echoed by Polymeropoulou and Kameas
(2011) who argue that through increased market demands, scholars need to maintain a
digital pedagogical tool (e-portfolio) that will present skills and experiences to potential
employers. In their findings, the authors state the need to maintain an e-portfolio that would
ultimately serve as a resume. Furthermore, scholars need to incorporate skills and abilities in
their e-portfolios as this promotes mobility, thus positive responses to the labour market as
well as submitting to the new needs of economic and social developments (Polymeropoulou
& Kameas, 2011).
As with traditional portfolios, e-portfolios contain scholars’ work collected over time. ShuChen (2011) states that in the early 1990s, tertiary institutions intentionally started using eportfolios as a substitute to traditional techniques of assessment and competency
identification as it promotes effective interpersonal communication and interaction with all
involved stakeholders such as teachers, mentors, peers, colleagues, friends and family. The
ever increasing prominence of electronic portfolios as a learning tool and assessment
strategy is reflected globally as more tertiary learning institutions are implementing electronic
portfolios in their learning process. Given the protracted history and tradition of paper-based
portfolios used in different disciplines and curricula, it is startling that there appears to be
very little research into application and usage of electronic portfolios as a learning approach
and assessment instrument in private institutions.
Kok and Blignaut (2008) investigated the use of e-portfolios at North-West University in
South Africa for practising teachers to improve their teaching abilities through off campus
training. The authors’ research focused on the use of e-portfolios to improve teacher-scholar
professional development. According to Kok and Blignaut (2008), e-portfolios are very
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effective in supporting flexibility, collaboration, eliminating geographical barriers through
ubiquity, and improving the abilities of teachers and scholars.
Koch (2010) conducted research on work-integrated education curricula of universities of
technology through the use of e-portfolios. The author investigated the potential benefits of eportfolios on the skills the scholars gained from work-integrated learning experiences. In
Koch’s (2010) study at Cape Peninsula University of Technology at the Faculty of Business,
the author employed e-portfolios to support scholars to develop their various skills, reflect on
and illustrate their proficiencies and competencies accumulated during work-integrated
learning.
Van Wyk (2015) carried out an investigation at the University of South Africa (UNISA) on how
e-portfolios could possibly be put to good use. The main focus was on the e-portfolio tool as
an alternative means of assessment. Van Wyk (2015) discovered that e-portfolios can be
used effectively for assessment, evaluating the learning process, evaluating progress,
developmental strengths as well as self-assessment and reflection. Van Wyk (2015)
furthermore found that e-portfolios assist in critical and insightful constructive feedback,
taking ownership of learning, self-reflection and critical thinking, among many other benefits.
Pallitt et al. (2015) conducted research on the adoption of e-portfolios in a South African
context and found that there are trends in higher education that focus on new learning
pedagogy, scholar autonomy and lifelong learning through the employment of e-portfolios.
The authors discovered that the radical changes in technology have had a positive effect on
how scholars learn and think, thus through e-portfolios scholars at higher education
institutions can achieve flexibility, critical thinking, and scholar-centred learning.
Technology by itself is not the only factor of pedagogical change, but we should embed
didactic frameworks which can promote scholar aligned principles (Batson & Chen, 2008).
This research will concentrate on the changing aspects of the e-portfolio to support skills,
mirror one’s academic and learning career, and support on-going professional development.
There is not one common approach, but multiple approaches based on different academic
understandings of the purposes and processes of using e-portfolios for teaching and learning
(Attwell, 2007). This chapter covers the theoretical and historical background to electronic
portfolio development and implementation in private tertiary institutions with a bias on
reflective practices and scholar-centred learning.
Figure 2.4 shows different HEIs and institutional programmes where e-portfolios are currently
being employed. Content on platform tool, numbers and aims are indicated.
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Figure 2.4: E-portfolios in a South African context
(Source: Pallitt et al., 2015)
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2.1.1 E-portfolios
While there are several definitions of e-portfolios, it is vital that an e-portfolio is best defined
by its function and purpose. Barrett (2006) expresses that research and literature regarding
e-portfolios in education is complicated because there are many purposes of e-portfolios
such as e-portfolios that are centred on learning, assessment, employment, marketing and
showcasing best work. Electronic portfolios (also known as e-portfolios, e-folios, digital
portfolios or Web folios) are literally a digital/electronic version of paper-based portfolios. The
key dissimilarity between old-fashioned paper-based portfolios and the electronic portfolios is
the key use of technology to gather, categorise, manage, store, retrieve, share, and
collaborate ideas and products of learning. An electronic portfolio is a reflective tool that
demonstrates growth over time (Barrett, 2000). It should be noted that e-portfolios are both a
technology and education (Gerbic et al., 2009), and a product and process (JISC, 2008).
Ravet (2007) considers an electronic portfolio as neither a product nor a process; it can be
defined as a product created by a learning process. Ravet (2007) further continues to
describe this product/process relationship as the process of collecting authentic and diverse
evidence drawn from a larger archive, representing the capital developed by a reflective
learning individual designed to exploit/valorise assets in a particular context. Barrett (2000)
formulates that an electronic portfolio is a purposeful collection of scholar work that exhibits
the scholar’s efforts, progress and achievements in one or more areas. Subsequently, for the
e-portfolio to be effective it must entail scholar engagement in selecting the contents, the
standards for selection, the measures for judging merit, and substantiation for scholar selfreflection.
Cotterill (2007) states that an e-portfolio is a collection of information in the form of online
artefacts that can include: confirmations, learning results, abilities and proficiencies. This
means that it can be used effectively to assess scholars based on a certain standard. Koch
(2010) defines an e-portfolio as an online filing system, or rather, an effective online learning
management system for scholars to post or submit their academic work in the form of
projects and assignments to meet the desired criteria or standards set for their academic
work. In simple terms, a portfolio is a pool of substantiation that is congregated together to
show a person’s learning trip over time and to demonstrate their competencies (Butler,
2006). Brown (2009) refers to the portfolio as being an online database which permits
scholars to monitor the progress of their thinking and learning over time and to show their
competencies to the university and to aspiring or potential employers (Maloney, 2007). Forde
et al. (2009) identify a professional portfolio as a collection of content that exhibits core
practices and learning of educational specialists and reflects key strengths.
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Furthermore, an e-portfolio is defined as an individual online assemblage of evidence
unfolding and showing a person’s learning, profession, knowledge and accomplishments
(Brown, 2009). Digital tools have revitalised the perception of individual portfolios that are
now gradually being viewed as an influential tool for personal development and evaluation.
Figure 2.5 is the learning landscape model that allows scholars to view learning beyond its
boundaries while accommodating

and overlapping

experiences from

all

involved

stakeholders in a learning environment, thus this avails the platform to exploit the vast
benefits that come with e-portfolios.

Figure 2.5: The learning landscape
(Source: Chen & Light, 2010)

E-portfolios are not only seen as a personal development tool but can be used for
monitoring,

self-motivation,

feedback

and

assessment.

Scholars

can

accumulate,

consolidate, deduce and reveal documents and sources of learning. The National Learning
Infrastructure Initiative (NLII) (cited in Barrett & Carney, 2005) defines an electronic portfolio
as a pool of reliable and assorted evidence drawn from a larger collection—demonstrating
what a person or organisation has learnt over time—on which the person or organisation has
reflected and planned for exhibition to one or more audiences for a particular stylistic
purpose.
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An e-portfolio is defined as a perceptive and structured collection of information, collected for
explicit purposes, presenting one’s undertakings and progression which are stored digitally
and managed by suitable software (Challis, 2005). An e-portfolio affords an ordered context
for scholars and teachers so as to present text, audio and video in a clear form which can
easily be administered and assimilates synchronous and asynchronous communication
functions (Abrami & Barrett, 2005). It is further defined as a resolute collection of digital itemideas, substantiation, considerations and comments which present a particular audience with
evidence of a person’s knowledge and/or capability (Sutherland & Powell, 2007).
Pallister’s (2007) Plan-Do-Review model (Figure 2.6) reinforces a social constructivist
approach to learning. This cycle involves scholar-aligned learning where scholars have to
showcase a high level of collaboration and communication in order to become engaged,
active, critical and reflective in their learning. It adopts authentic learning when scholars are
placed in the centre of the learning process, and dynamically engage in constructing eportfolios and gain the experience of the learning by scheduling, choosing, reproducing and
sharing the artefacts. E-portfolio is based on the constructivism model; scholars construct
knowledge through the activities when developing their e-portfolios.

Plan and understand
what you need to do or
produce

Collect artefacts

Share and present
artefacts
E-portfolio

Review and reflect on
artefacts

Select and link artefacts

Figure 2.6: The e-portfolio process as a 'Plan-Do-Review’ cycle
(Adapted from Pallister, 2007)

2.1.2 Origins of e-portfolios
Historically, electronic portfolios were used by scholar artists who showcased and
summarised scholars’ innovative achievements as well as demonstrated the process of
reaching those accomplishments (Abrami & Barrett, 2005). E-portfolios are being used
worldwide for life-long learning resourcefulness and the International Organisation for
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Principles (ISO) is developing an e-Portfolio Reference Model. E-portfolio key features were
developed from several use cases from different societies and language communities. Since
2005, a rising number of institutions and universities in the United States of America (USA)
and numerous other countries are implementing e-portfolios for academic purposes (Lorenzo
& Ittelson, 2005). Mohd et al. (2013) argue that e-portfolios are the result of a swift
transformation from the traditional portfolio which was in written form used to evaluate and
assess one’s professional development. In their paper they state that the traditional portfolio
is no longer relevant, thus it is dormant, does not support collaboration, and updating and
management is not feasible. They therefore support the implementation of an instructional
product that is flexible, collaborative and technology-based, thus enhancing academic
performance and experience. Table 2.2 compares e-portfolios with traditional portfolios.
Table 2.2: A comparison of e-portfolios and traditional portfolios
(Adapted from Kok & Blignaut, 2008)

e-Portfolio

Paper-based Portfolio

User friendly

Not user friendly; difficult to add information in an
accessible way

More space to store artefacts

Takes up a large amount of storage space;
Difficult to retrieve information

Integrates multiple courses easily and stores
information in a central repository with access to
all involved stakeholders

Focuses on one course and is difficult to assess

Enables verification of content and authorship

Prone to misrepresentation and plagiarism

Accommodates different forms of information, i.e.
video and sound files

Limited mostly to textual information

Cost saving, as uploading content online is fast,
reliable and cost effective

Not cost effective as more paper work is involved,
thus more costly to maintain.

Portable and readily accessible (ubiquity)

Not easily accessible and not portable

Supports ubiquity

Does not support ubiquity

Enhances addition and management of multiple
layers of information, thus can easily update
information, thereby reflecting on development
and growth

Reduces management of continuous additions to
portfolio

Extends contribution to social constructivist
through collaboration, thus improving learning
experience and performance

Lowers promotion of shared learning experiences

Forde et al. (2009) identify a professional portfolio that is a collection of content that exhibits
core practices and learning of educational specialists and reflects key strengths. The authors
define the following benefits and challenges encountered when developing an e-portfolio as
follows:
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Benefits of portfolios


Create a sense of achievement



Improve confidence



Platform for deep self-evaluation



Reflective skills



Engaging



Critical



Identify strengths



Easier to change and update as compared to traditional paper-based



E-portfolios offer a more personalised approach through reflection of own perceptions



Easily accessible

Challenges


Time consuming to build and maintain



Information overload



Selecting evidence to include in an e-portfolio can be a daunting task



Difficult to find a format and structure

Forde et al. (2009) argue that portfolios encompass three core elements which are reflective
(Why did I do what I did?), evaluative (How well did I perform under the conditions?) and
descriptive (What did I do?). Forde et al. (2009) indicate that e-portfolios can be a key factor
in presenting and demonstrating the dynamics of interactions that take place in an academic
setting between scholars and educational experts. Forde et al. (2009) further argue that eportfolios are fast replacing paper-based portfolios and are now becoming widely used in
showing developmental learning and practice. Figure 2.7 graphically depicts the three
elements of portfolio practice.
Electronic portfolios are comparatively novel educational tools and are drawing substantial
interest from educationalists (Gerbic et al., 2009). However, the conception of a paper-based
portfolio has been existent for decades for individual and specialised progress and
assessment (Ravet, 2007). On a historical perspective, “portfolios have been showcase tools
of artists-expressions of competencies and work completed” (Buehler et al., 2007:3). “Since
the 1990s, electronic portfolios have engaged the learning world by storm” (Meeus et al.,
2006:134). Electronic portfolios can be implemented at all levels of the tertiary system and
can enhance the learning of scholars. Scholars can take the initiative to reflect on their
learning process. A scholar-aligned education can be defined as a procedure in which
scholars begin to take accountability for their education process (Withell et al., 2008).
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Reflective

Experience

Descriptive

Evaluative
Figure 2.7: Three elements of portfolio practice
(Adapted from Gerbic et al., 2009)

st

Figure 2.8: A model of 21 century portfolios
(Source: Barrett, 2007)

Figure 2.8 shows a model of the digital age e-portfolios that allow integration of technology in
a learning environment. This fosters effective collaboration, interaction, engagement, selfconfidence and improves learning.
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2.1.3 Nature of e-portfolios
Traditional portfolios have long been used for developmental, presentation and assessment
purposes (Mason et al., 2004). E-portfolios are scholar-monitored and maintained thus they
can help in resolution making, professional growth as well as provide subjective
considerations beyond the capabilities of most valuation systems and learning management
systems illustrative of prescribed learning and preparation. True to their nature, electronic
portfolios should include: a profile which entails basic information of the user; a schooling
and preparation account with evaluations and positive constructivism; a career which entails
the user’s activities that demonstrate capabilities; and qualification through approved
substantive data. (Newberry (2011) argues that scholars need to come up with e-portfolios
that support deep learning and must showcase a scholar’s work. The application of eportfolios entails experience which highlights extra-curricular activities, outcomes that show
an online container (folder) and artefacts that stem from educational experiences.
Furthermore, it creates a platform for constructive, positive and logical thinking, thus personal
portrayals about education undertakings which include alleged competencies, abilities, skills
and flaws.

Figure 2.9: E-portfolio development process and creation
(Source: Pallitt et al., 2015)

Figure 2.9 shows the cyclical development and creation of an e-portfolio from the collection
stage where a scholar collects information and goes through organising the information,
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which avails the opportunity of reflecting on own learning. Revision and assessment through
effective feedback from peers and assessors is made possible through collaboration using
Web 2.0 technologies.
The nature of e-portfolios is basically a function of the processes and characteristics involved
in creating them. Attwell (2010) describes how the development of an e-portfolio unfolds:


Gathering: This entails work of a single individual or shared by a group. Scholars will
have to take into account artefacts that characterise the extent of their education,
acquaintances, involvement, accomplishments and acquiring of knowledge during
their period of learning



Choice: Scholars analyse and appraise the artefacts they have set aside, and
recognise those that validate learning and realisation of specific/clearly defined areas



Reflection: Scholars become thoughtful practitioners, appraising their own progress
during the tenure of their academic learning and accomplishments of the educational
areas, as well as the gaps in their experience within their field. Awareness of
proficiencies comes through reflection on undertakings and products that the scholar
practices and produces in a collective perspective. Portfolio knowledge and thinking
over time increases a scholar’s capability to compile and present the portfolio in a
substantial and intelligent way



Projection: This basically entails the path where scholars associate thoughts,
principles and performance indicators. These comparisons are achieved through the
ease of maintaining and being able to make adjustments in a live and responsive
environment. On a semester basis, scholars have to associate their thoughts to the
learning areas as stipulated by the performance indicators and set objectives. At this
stage portfolio growth turns into specialised development and provision of lifespan
education (Koch, 2010). The prospective to construct a “connected portfolio” (Gibson
& Barrett, 2003) avails relative autonomy through collaborative progression in which
scholars stake their emerging e-portfolios with educators and peers. This ultimately
creates a ubiquitous environment where collaboration coordination is enhanced



Publish and present: Scholars should avail their portfolios online and present their
skills and capabilities. The e-portfolio is an interactive program with a variety of
exhibition possibilities. It can be a conduit of information containing audio-visual files,
pictures, reference to outside sources and other digital products
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Guidelines for developing e-portfolios, according to Forde et al. (2009:93), include:


Relevance: The e-portfolio should be relevant in terms of content and chronology



Sufficiency: It should be of high quality; the content and range should be reasonably
good



Authenticity: It should be verifiable and reflective of own input



Currency: It should exhibit current artefacts of practice



Competence: It should demonstrate successful achievement of outcomes bound by
an ethical practice through monitoring and evaluation

Figure 2.10 is a graphical model proposed by Koch (2010), illustrating the portfolio process.
This model expresses the evidence that a scholar can showcase, store and present in an eportfolio. In this illustration, Koch acknowledges how social network technologies can further
enhance the implementation and use of e-portfolios.

Figure 2.10: The e-portfolio process
(Source: Koch, 2010)

Figure 2.11 is a pictorial representation of theoretical and practical strategies for successfully
implementing a critically reflective e-portfolio in an academic setting.

51

Figure 2.11: Strategies for e-portfolio development
(Source: O’Keeffe & Donnelly, 2013)

Figure 2.12 shows components of innovativeness that can be employed to successfully
come up with a state of the art e-portfolio. This entails various information formats, exploiting
different technologies, active engagement and exploring own desires.

Figure 2.12: Characteristics of creativity in e-portfolio development
(Source: O’Keeffe & Donnelly, 2013)
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Siemens et al. (2010) state that an ultimate e-portfolio system should permit the following to
the intended audience: flexible contribution, systematising artefacts in a hierarchical manner,
and the retrieval and exhibition of items. Furthermore, the information in an e-portfolio should
be completed as required, reflecting on content appropriateness. This involves an
abundance of content where additional evidence is availed to improve the material of the eportfolio. There should be a clear layout that enhances the information being presented
through correct organisation and presentation. All these important key areas should be
embedded in the comprehension of course content where the artefact should demonstrate
adequate ideas relative to the course material.
E-portfolios are instrumental in arranging and categorising learning components, thus
components become readily reachable, easier to access and organise, thereby gravitating
scholar development. E-portfolios also have a profound bearing on ubiquity as they eliminate
geographical barriers, thus encouraging learning anytime and anywhere. Moreover, eportfolios promote effective collaboration from all involved stakeholders. This streamlines or
eliminates tedious processes where lecturers have to continuously report and give feedback
to sponsors, thus reducing the communication costs.
2.1.4 Types/forms of e-portfolios
According to Stefani et al. (2007), it is apparent that there are different uses of e-portfolios,
namely the module/course portfolio, curriculum/programme portfolio and faculty/institutional
portfolio. The classification portrays a great assortment in the growth of e-portfolios
conditional to its drive and aims (Barrett, 2005). E-portfolios are being implemented in
various ways in the academic field to meet different learning styles, requirements and
approaches.
This entails assessment, presentation and personal development. Lorenzo and Ittelson
(2005) identify three comprehensive classes of e-portfolios:


Scholar e-portfolios are now commonplace in university learning packages.
Educators use e-portfolios to deliver evidence of proficiencies required to attain
training or teaching qualifications. It reveals skills levels and learning experiences. It
assists scholars to develop into stable logical thinkers and aid them in the growth of
their writing and communication skills. Furthermore, it helps scholars to acquire
information and technology skills and give them the prospect to exhibit skills that can
be presented to potential employers. Chang et al. (2012) identify a portfolio for
assessment which has the main purpose of assessing and evaluating learning
outcomes
53



Teaching e-portfolios that function as records of abilities, undertakings and
achievements of professional progression. It is basically used for critical evaluation,
reflection and learning purposes. It introduces the concept of collective learning and
knowledge sharing through collaboration. Included as artefacts in this type of eportfolio are collections of best instructional work, lesson plans and/or any special
awards



Institutional e-portfolios include scholar and teaching e-portfolios. It entails digital
containers from an extensive variety of packages and components. Institutional eportfolios classically grant a concentrated selection/array of reliable work, documents
and exploration that exhibits institutional responsibility. Furthermore, institutional eportfolios can be used as a tool for organisation, extensive reflection, education and
enhancement. Institutional e-portfolios may contain audio-visual tapes, interviews,
pictures, etc.

The European Initiatives Coordination Committee (2015) distinguishes four collective types
of conventional portfolio practices in diverse education frameworks:


Assessment portfolios which denote a substitute way of assessment where scholars
are expected to show evidence of competency in a specific subject area



Showcase portfolios that depict scholars’ assignment work in different focus fields; it
can also be used for marketing a prospective candidate to potential employers



Development portfolios that indicate scholars’ individual growth relative to knowledge
and offers a means of monitoring, following and organising over time



Reflective portfolios that are the property of the scholar and specific to their needs; it
shows scholars’ accomplishments and how these relate to learning goals

Zeichner and Wray (2001) acknowledge three kinds of portfolios, namely an “education
portfolio”, that contains a scholar’s education over a certain period; a “credential portfolio” for
the purpose of accreditation; and a “showcase portfolio” that scholars can use to seek
employment. Furthermore, although an education or credential portfolio comprises instances
of partial perfect work as well as the complete product, a showcase portfolio is used to
display a scholar’s life-long work (Butler, 2006).This implies that all the work in the credential
portfolio will also be presented in the showcase e-portfolio, with artefacts of a scholar’s whole
academic journey.
Abrami and Barrett (2005) recognise three types of portfolios, namely a “process portfolio” or
a pool of work presenting an educational journey; a “showcase portfolio” which serves the
purpose of expressing achievements; and an “assessment portfolio” for evaluation and
appraisal purposes. Smith and Tillema (2003) identify four categories of e-portfolios. A
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portfolio used for occupation selection or work promotion purposes and for which the content
is formally recognised, is a “dossier portfolio”. A mandated portfolio used for education and
improvement is a “training portfolio”. Selection or promotion portfolios are e-portfolios
allowing the creator of the e-portfolio to add any content of choice, hence the term “reflective
portfolio”. Finally, a self-directed learning and development portfolio is a “personal
development portfolio”. Brown (2002) identifies five different types of portfolios:


Assessment e-portfolios showcase the effort signifying that the scholar has met
certain assessment criteria and necessities



Display e-portfolios present illustrations of the scholar’s greatest effort and
attainments



Learning e-portfolios reflect, direct and progress learning over time



Personal development e-portfolios document learning and competencies that reveal
reflective results and future growth plans



Working e-portfolios define work in progress as a working digital container of projects
that the scholar is working on or has completed; it can possibly be a product of all the
above types and can comprise numerous interpretations of each type

The choice of a specific type of e-portfolio to implement will document the scholar’s
assemblage of results over a period of time and will add to serve as an advertising
instrument within numerous societies of practice (Koch, 2010). The type of e-portfolio chosen
and created first by a scholar should create a positive and good first impression, thus the eportfolio will in future determine what kind of information will be reflected on, showcased and
presented.
2.1.5 Purpose of e-portfolios
Existing writings assert that e-portfolios can be used for a variety of resolutions (Barrett,
2000) such as reflection on education, exhibition of explicit models or expertise, and
platforms intended for showcasing accomplishments. They can be used for education, for
career growth, evaluation, work submissions, advancements and several various recipients:
for educators, for supervisors, for proprietors, or for the initiator (Butler, 2006). In higher
education, portfolios afford a substitute form of evaluation, which changes away from
summative evaluations to recording the progress of scholars’ rationale over their progression
of study. Such evaluations are deemed by some as more reliable and depend on more than
one section of substantiation, show growth of intellectual and more precisely signify the
scholar’s capability (Butler, 2006). Pitts and Ruggirello (2012) indicate that e-portfolios can
have a positive effect on participative thinking and can enhance authentic learning, through
exploring new possibilities for improvement.
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Abrami et al. (2008) define an electronic portfolio as a digital container with the ability to keep
pictorial and audio content such as scripts, pictures and audio-visual aids. It can further be
used as educational tools, not only because of systematised content but also because it is
intended to provide a diversity of educational practices and assessment drives. Albert (2006)
states that e-portfolios can be used as a central repository of work which avails a platform
where candidates can be evaluated on their skills and competencies relative to their
academic programs. Furthermore, they can display specific evidence which can be used for
evaluation and assessment in relation to certain criteria. Mason et al. (2004) identify three
types of e-portfolios, namely developmental, presentation and assessment.
E-portfolios convey a message both factually and symbolically by documenting time-based
and organised records of procedures (Abrami et al., 2008). With the recent advances in
technology there has been a rise in opportunities provided by e-portfolios. One of these
opportunities is learning which includes life-long learning, resulting in e-portfolios being
recommended for “personal learning environments” (Attwell, 2007) or presenting one’s digital
identity of the 21st century (Ravet, 2008). E-portfolios afford a platform with flexibility (Barrett,
2000) which enables reliable education, commitment of scholars (Wade et al., 2008),
brilliance of scholars, and enhanced enthusiasm (Tosh et al., 2005), and segments the
amount of work. In higher education it is necessary to afford scholars the mechanisms or
instruments to manage excessive information. E-portfolios offer online tools to achieve the
management of information and evidence which can then be incorporated into courses
(Stefani et al., 2007).
Lorenzo and Ittelson (2005) suggest three broad practices of electronic portfolios: for
scholars while learning; for graduates in the transitional phase through labour force; and for
organisations for curriculum evaluation or recognition drives. The first use of electronic
portfolios (i.e. for scholars while learning) permits scholars to exhibit their proficiency (Milman
& Kilbane, 2005) and progress, exhibit and reflect on pedagogical practices, express their
assertiveness, knowledge and abilities (Sherry & Bartlett, 2005), account for work inquest in
practice, and afford proof of reflection. This defines the most common usage of e-portfolios in
educational/academic institutions. Jwaifell (2013) states that e-portfolios are increasingly
being implemented in higher education institutions with the focus on course, learning
outcomes, scholar evaluation and assessment. The e-portfolio can be used as a
management tool to achieve effective quality assurance, evaluation and smooth knowledge
transference accreditation in tertiary institutions.
The second use of electronic portfolios (i.e. for graduates in the transitional phase through
labour force) as defined by Lorenzo and Ittelson (2005), is for graduates to attain
accreditation. They can present their qualifications and proficiencies in occupation
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discussions, for assessment, or for elevation (Milman & Kilbane, 2005), as well as for careful
reflection and education commitments. The third purpose electronic portfolios serve (i.e. for
organisations for curriculum evaluation or recognition drives) is as a precipitator for widely
reflecting on the university, education and development to make evident university
accountability, to make certification procedures more noticeable, and to show cooperative
scholar improvement (Lorenzo & Ittelson, 2005). Educators trust that portfolios permit
scholars to judgmentally contemplate and become dynamic, autonomous and self-controlled
scholars (Blackburn & Hakel, 2006). Barrett (2005) states that e-portfolios can be used for
evaluation, marketing, employment, and life-long learning and growth of scholars of all ages,
thus the purpose and objectives determine the content to include in any e-portfolio.
Figure 2.13 presents Barrett’s (2005) representation of an assessment for learning
continuum, which shows how assessment for learning can be managed through
accountability. This defines how a scholar can go through assessments, get feedback and
then go on to showcase evidence in an e-portfolio based on a set standard.

Figure 2.13: Assessment for learning continuum
(Source: Barrett, 2005:6)

2.2

E-PORTFOLIOS AND SCHOLAR ENHANCEMENT

Enhancement is a function of self-regulation. The concept of self-engendered considerations,
state of mind and performances are premeditated and regularly adjusted based on
performance feedback to achieve self-established objectives (Zimmerman, 1989). This
incorporates scholars’ competency to reflect on the learning duties at hand. Scholars pursue
learning duties in an attentive, assertive manner, proactively set objectives, and come up
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with a strategy for attaining those goals (Alexiou & Paraskeva, 2010). Strudler and Wetzel
(2005) argue that even though e-portfolios take time to create and maintain, they enhance
deep scholar learning and reflection. Pintrich (2000) argues that self-regulated learning is
concerned with the implementation of models that support regulation and self-regulation of
cognition, motivation, behaviour and attitude in a classroom environment. Figure 2.14 shows
a schema for e-portfolio implementation relative to use of technology in self-regulated
learning.

Figure 2.14: Schema for e-portfolio implementation in self-regulated learning
(Source: Alexiou & Paraskeva, 2010)

Self-regulating scholars are dynamic and actively participate and competently manage their
own learning in a variety of ways (Pintrich, 2000). Scholars are self-regulating to the level
that they are perceptive, enthusiastic and interactively dynamic, active participants in their
learning (Zimmerman, 1989). It appears that in computer facilitated settings scholars must
have self-regulation abilities to equal the absence of inspiration and associate aspects such
as peer pressure, accustomed learning state of affairs, and social dynamics. Zimmerman’s
(2000) recurrent model of self-regulation is defined by three phases:


The “forethought” segment which contains procedures that precede any effort; it
entails the opinions and assertiveness of scholars. Imperative features are objective
setting and tactical preparation or planning



The “performance control” segment denotes procedures that take place during
learning determinations. Significant features are self-regulation and self-observation
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The “self-reflection” segment consists of procedures happening after learning or
reading and comprises reflecting on the self-tracked information to assess one’s
performance and to make modifications during upcoming learning endeavours. The
two broad-spectrum procedures in this segment contain self-decisions and selfresponses

Wade et al. (2008) deliberate that e-portfolios are linked to scholar capability to self-adjust on
own learning and to improve abilities and capabilities. Educators believe that e-portfolios
permit scholars to contemplate critically, and turn into dynamic, liberated and self-regulated
scholars (Abrami et al., 2008). Kimball (2005) argues that virtuous e-portfolio pedagogy
focuses on the considerate gathering of substantiation, reflection that re-evaluates and
brands a story out of academic practices, and making links between incongruent thoughts
and activities. The author’s vision is to inspire scholars to turn into active participants in their
own learning. Furthermore, Kimball (2005:442) identifies different roles of key stakeholders
where he states that “scholars are not merely users of the system; they are, or should be, the
authors of it”.
E-portfolios can have a positive bearing on perception in terms of evaluation and
assessment. It offers scholars reliable, insightful, collaborative and personal features that
contribute positively towards different forms of assessment. The capability of e-portfolios to
engage scholars in reflective learning serves as an eloquent way and presents a technique
of knowledge on outcomes and programme evaluation (Buzzetto-More, 2010). Meyer et al.
(2010) states that by using and integrating an e-portfolio in the classroom regularly, positive
results are attained in scholars’ literacy and self-regulated learning skills.
Electronic portfolios stimulate scholar education through the process of building as well as
cooperation and constructive feedback from educators (Lynch & Purnawarman, 2004).
According to Acosta and Liu (2006), the electronic portfolio is a technique of changing the
pivot of academic control from educator to scholar, which entails shifts in the programme
structure and ultimately leads to the improvement of collective investment. Collective
investment (social capital) can be defined as “using collective power and resources to
improve and benefit society and the individual through strong relationships and active
interactions” (Acosta & Liu 2006:248).
Electronic portfolios can assist scholars to draw links between different features of their lives
and support them to form their social personalities and uniqueness within their respective
disciplines of study (Butler, 2006). Wade et al. (2008) identify process electronic portfolios
that are related to a scholar’s capabilities to self-adjust their learning and boost growth of
important educational skills and abilities, especially reading abilities. Self-regulating scholars
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are persons who are metacognitive, stimulated, and behaviourally dynamic participants in
their own learning (Zimmerman, 2000). The key concepts of self-regulated learning are
awareness, knowledge and control cognition, which lead to improved evaluation, planning,
monitoring and regulating. Azevedo (2005) investigated pre-service fundamental educators
using an interactive program as a rational tool for improving scholar learning and found
significant evidence on designing technology-based social or collaborative learning and
further points out that e-portfolios can be positively used as intellectual tools to substitute the
theoretical science topics of a scholar.
According to Zellers and Mudrey (2007), their study on electronic portfolios conducted in a
community college setting indicates that electronic portfolios can be operational tools for
improving scholar metacognition. Wang (2009) investigated the relationship between
collaborative and individual use of electronic portfolios in a pre-service technology integration
course and found that scholars who collaborated showed more significant improvement in
their confidence to perform technology-related tasks than scholars in the individual portfolio
group. When scholars maintain e-portfolios, they display more accountability for their
learning, improved understanding of their strong focus areas and weaknesses, and learn to
prioritise, set aims or objectives and set platforms for achieving this. The process of portfolio
assessments not only fosters scholars’ accountability, but improves interpersonal
communication.

Scholars

are

afforded

the

chance

to

self-reveal

on

learning

accomplishments, and to control their academic enactment and evaluation conducts when
undertaking self-assessment. On the other hand, by recording one’s own work, a scholar can
identify his/her own strengths and subsequently obtains an improved understanding of the
courses being undertaken. Furthermore, scholars can improve their work through sharing
ideas with peers, which affords them the opportunity to adapt accordingly (Chang et al.,
2012).
Figure 2.15 provides insight into the use of e-portfolios to enhance learning. It illustrates how
a scholar can plan his/her work and review the plan by collaborating, implementing the plan,
recording evidence of work, sharing the work and presenting evidence in an e-portfolio. The
learning process further illustrates learning through practice, coming across problems and
developing strategies to solve problems, and from this experience generate new ideas in a
learning environment. This illustration revolves around scholar autonomy, and thus
engagement and active participation to enhance learning and academic experience.
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Figure 2.15: The e-portfolio process in the learning loop
(Source: Barrett, 2005)

2.3

PORTFOLIOS IN DIFFERENT DISCIPLINES

This section provides a brief account of the different fields in which portfolios can be
implemented at a great benefit. The focus is on the different fields employing e-portfolios and
the positive contribution made to date by e-portfolios in the disciplines.
2.3.1 Teacher Education
Siemens et al. (2010) state that “e-teaching” is now a popular method of gathering
information and evidence that is extremely valuable in supporting reflective learning. The
authors further advocate the vast benefits of e-portfolios as being the ability to conduct selfevaluation and self-reflection as well as the ability to identify strength and weaknesses, thus
one can improve in his/her own work, thereby enhancing teaching and learning skills.
According to Zeichner and Wray (2001), e-teaching allows one to build self-motivation,
assurance and eagerness. Portfolios have numerous advantages: (i) to assist aspiring
educators on how to become insightful; (ii) to evaluate scholars’ preparedness to graduate;
(iii) as part of the process of acknowledging novice teachers; and (iv) as part of teacher
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education course endorsement (Zeichner & Wray, 2001). Moreover e-portfolios can quantify
accomplishment for applied work and be an adoptive tool for reflecting on instructing. Eportfolios bring a different dilemma in a reflective way on theoretical principles, skills and
knowledge acquisition. This eventually improves performance and develops competence
(Smith & Tillema, 2003).
According to Bala et al. (2012), e-portfolios come with a plethora of benefits to teachers
through enhancing their skills and having the potential of professional development. The
authors further advocate that e-portfolios can be used by teachers to improve on sharing
ideas and information. Moreover, through the implementation of e-portfolios, teachers can
better their technological skills. Portfolios can “encourage scholar teachers and teachers to
think more deeply about their teaching and about subject matter content, to become
conscious of the theories and assumptions that guide their practices, and to develop a
greater desire to engage in collaborative dialogues about teaching” (Zeichner & Wray, 2001)
with an objective of developing assertive and competent educators. Darling (2001:107)
indicates that “each portfolio tells something about this year's shift (or shifts) from seeing
oneself as student to recognising oneself as teacher”. This allows prospective teachers to
develop their teaching values and personalities (Ma & Rada, 2005).
Siemens et al. (2010) point out that teaching e-portfolios are now being widely implemented
in higher tertiary institutions, and serves the purpose of monitoring management and avail a
platform for improving teaching and learning processes. The authors further argue that eportfolios are employed as a tool to monitor progress, reflect on own development and
support teaching relative to learning. This basically implies that e-portfolios can be used as a
performance tool, i.e. to evaluate performance against a set standard. The use of e-portfolios
in a teaching environment further precipitates the need to become flexible and transferable
through use of technology.
Amaya et al. (2013) indicate how e-portfolios are used in an educational setting to support
effective learning. The authors point out the concept of scholar autonomy, thus scholars can
easily become independent scholars and come up with their own positive decisions if they
implement e-portfolios. Amaya et al. (2013) further elaborate on the benefits of e-portfolios,
including (among many) that scholars can easily manage their own learning process through
active participation thereby availing an effective evaluation platform for themselves through
their teachers. Another interesting point is that they stated the core element of e-portfolios as
allowing one to reflect on own learning, thus they can easily identify key weaknesses and
strengths. Deliberating further they found out how e-portfolios can positively and effectively
be used for assessment, evaluation and reflection in an academic environment.
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Teacher-reflective e-portfolios should include evidence from their philosophies, goals, lesson
plans, achievement records, video lectures, research, progress reports and probably scholar
assessments. It is by reflecting on the substantiation collected in their portfolios that
prospective teachers are able to reveal their strengths and weaknesses, cultivate an
attentiveness of their teaching and learning attainments, assume accountability for their own
learning, and begin to envision their learning requirements (Orland-Barak, 2005). In teacher
education the use of e-portfolios has increased tremendously as evidenced by its
implementation in the United States of America. Teachers are actually required to prove that
they can oblige to certain principles before they can be awarded accreditation (Ma & Rada,
2005). Portfolios are being used to evaluate and assess the scholar teachers’ capabilities,
skills and competencies.
2.3.2 Medicine
Portfolios are also used to assess, monitor and evaluate progress in the medical field. Within
this field a portfolio is defined as an assessment tool to evaluate performance in realistic
situations (Driessen & Vermunt, 2005), or as a pool of evidence over time that validates
training and practice successes (Davies et al., 2005). Portfolio usage in the medical field is
unique as the focus shifts from reflection on identities and beliefs to reflection on actions
(Davis & Ponnamperuma, 2005). Benefits arising from the use of e-portfolios in this field
include, but are not limited to the following:


Portfolios show reflection on practice and learning from experience which leads to
improved patient care (Davies et al., 2005)



Portfolios support the professional and personal development of medical scholars,
help to clarify learning goals, and monitor progress (Duque, 2003)



Teaches lifelong learning skills (Rees & Sheard, 2004)

Consequently, the use of e-portfolios in the medical field teaches medical scholars the skill of
continuous learning to keep abreast with changing technologies and advancements. There
has been quite a number of concerns whether e-portfolios can be used as a reliable and
valid tool for evaluation and assessment in the medical field. In contrast to that, the
implementation of portfolios for medical scholars necessitates scholar involvement in the
resolution creation process (Driessen & Vermunt, 2005), good supervision (Pearson &
Heywood, 2004), and a supportive educational environment where scholars feel content with
identifying their weaknesses (Pinsky & Fryer-Edwards, 2004).
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2.3.3

Other disciplines

Portfolios can also be used in the medical treatment field, graphic arts and projects,
psychology, and industrial and information systems, among others. In the nursing field, a
portfolio is basically used as part of a broader move towards assessing practice
competencies (Coffey, 2005). E-portfolios are used to evaluate both training that takes place
in hospitals whilst at work and knowledge in an academic setting (Farrand et al., 2006).
Coffey (2005) defines a nursing portfolio as “a number of snapshots of scholar clinical
learning… assembled and combined to reveal a more holistic impression of the learning
experience” that depicts confirmation of reflection and is an enhancement of the progress of
practice (Butler, 2006). Joyce (2005) defines an e-portfolio for nursing as a means of
demonstrating professional and personal growth and change over time. This emphasises the
reflection of evidence, lifelong learning, and as a way of presenting how learning has been
engaged within the context of the precise program aims (Tiwari & Tang, 2003). The critical
use of e-portfolios in the nursing field stems from the keyword “reflection”. Coffey (2005:79)
points out that reflection in the context of nursing is “a way of making sense of a situation and
key to [the] ability of nurses to understand their contribution to therapeutic working”.
During the years, a number of portfolio uses in different disciplines have been witnessed.
Dysthe and Lima (2007) state how e-portfolios can be used as an assessment tool at all
types of academic institutions and across all fields. The art and design field defines a
portfolio as a “focused collection of pieces of visual art and design, often accompanied by
reflective and explanatory written data” (Blaikie et al., 2004:303).
Withell et al. (2008) implemented e-portfolios in product design education where aspiring
artists showcase their art and design creative work. The authors found that e-portfolios
provide an insight into learning styles and avail a platform for presenting innovativeness to
potential employers. Chambers (2004) commends the use of portfolios to assess the
preparedness of dentistry scholars for accreditation to practice and states that a portfolio is
used in this field to collect reliable and accurate assessments, including repetitive measures
from different sources.
Egan et al. (2003) investigated the use of e-portfolios by graduate scholars in the field of
cognitive psychology. The authors discovered that e-portfolios are a valuable tool in cognitive
psychology as it manages to reduce the number of errors in cognitive ability tests. Campbell
and Schmidt (2005) identified the e-portfolio system Polaris, which they implemented with
engineering scholars. It gives the scholars a platform for managing their own work and a
forum for reflection on their course work and their professional and personal development.
Alexiou and Paraskeva (2010) undertook research on the implementation of e-portfolios in
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order to enhance self-regulated learning skills with an undergraduate computer science
programme in tertiary education, in a course named “IT-centric Professional Development”.
The authors obtained positive feedback from scholars as they succeeded to become
engaged and enthusiastic during the e-portfolio process. According to Beetham (2010), eportfolios can be used for the collection and management of assessment evidence in
vocational and professional programmes.
Chang et al. (2013) examined the reliability and validity of web-based portfolio peer
assessment using scholars undertaking a computer course. The study’s results indicate a
lack of consistency across various scholar ratings on a portfolio as well as assessment of
different portfolios. Diller and Phelps (2008) discovered that e-portfolios assist scholars to
link programmes with extra-curricular activities, showing a marked improvement in
information gathering and presentation. Stevens (2008) determined how the use of eportfolios had assisted seventeen adults to comprehend their competencies and
proficiencies, thus re-building self-confidence and readily preparing them for the real world
effectively.
Distance education programmes are now taking advantage of e-learning tools through recent
advances in technology and are beginning to implement e-portfolios to foster dependable
evaluations and appraise collaboration, thus encouraging collectiveness. Shepherd and
Bolliger (2011) found that graduates can work online using e-portfolios and sharing ideas
with peers and educators. These graduates were self-motivated, engaged and active,
subsequently marketing themselves to prospective employers.
E portfolios can also play a pivotal role when it comes to distance education. Van Aalst and
Chan (2007) investigated the perceptions of twelve Doctoral scholars who explored topics indepth in a shared portfolio system. Van Aalst and Chan (2007) found that there was
significant evidence on posting and commenting on artefacts showcased by scholars on their
e-portfolios. One study undertaken with pre-service teachers revealed that using electronic
portfolios assisted pre-service teachers to be actively engaged in rational activities while
developing their curriculum theory. The teachers were asked to critically examine their own
beliefs and ideas about teaching and learning (Avraamidou & Zembal-Saul, 2003).

2.4

GAPS IN LITERATURE

Unfortunately there is a wide gap and little evidence in literature on the effect and impact of
electronic portfolios on learning and achievement. Barrett and Carney (2005) argue that
practical use of electronic portfolios improves learning, thus users of e-portfolios need to
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understand e-portfolio practicability and purpose contrary to its theoretical underpinnings.
Zeichner and Wray (2001:615) conclude similarly that, “despite the current popularity of
teaching portfolios, there have been very few systematic studies of the nature and
consequences of their use for either assessment or development purposes”.
Shavelson et al. (2009) argue that e-portfolios lack normalisation, balance and neutrality.
Batson (2009) acknowledges that one issue inhibiting e-portfolios’ implementation and
adoption is the absence of predefined criteria for the data being maintained in the digital
repository. Furthermore, for scholars,
“portfolio-for-the-matrix has left them estranged from their own work, and the
scholar-centred technology that was supposed to be, lagged behind accreditation
management technology…if there is only one e-portfolio platform on campus, it is
bound to become an institutional e-portfolio” (Batson, 2009).
Zeichner and Wray (2001) indicate that more investigations are needed on the nature and
significance of electronic portfolios over paper-based portfolios. The authors insist that
researchers need to concentrate more on their use for evaluation and growth purposes, and
the nature and value of reflection facilitated by such portfolios. According to Alwaraikat
(2012), there are a limited number of publications on the use of e-portfolios by scholars in
Arab countries.
Brown (2002) mentions the lack of focus on adult education and Barrett and Knezek (2003)
point out the need for more research on the benefits of electronic portfolios over traditional
portfolios. Smith and Tillema (2003:628) express their concern about the long term bearing of
portfolios:
“A critical appraisal of the portfolio concept is now needed since, after its origination,
the portfolio concept has now been expanded to a range of aims and includes so
many functions that its features are becoming blurred or even contradictory, thus a
boundary specification of the concept is needed”.
Challis (2005) elaborates on the possibility that electronic portfolios may be a trend that will
eventually become obsolete. The author highlights substantive material regarding the actual
use of e-portfolios in the higher education sector in a mature and systematic way. Strudler
and Wetzel (2005) recommend further investigation into extensive implementation of
electronic portfolios to determine whether e-portfolio potential capability can be fully
explored. Abrami and Barrett (2005) emphasise the need to conduct more research on
electronic portfolios, procedures, benefits and drawbacks over other evaluation techniques,
and it’s bearing on education and realisation. Pearson and Heywood (2004) argue that there
is still room to investigate further in order to quantify reflection and reflective learning. Pinsky
and Edwards (2004) would like to see more research on portfolios as a tool for assessing
professional competence. This research study therefore seeks to close the gap by
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determining how e-portfolio implementation can enhance the academic performance and
experience of private college scholars.

2.5

SUMMARY

This chapter discussed the various definitions that exist on e-portfolios. Particular focus has
been placed on the origins of e-portfolios and how it originated and evolved over time, from
paper-based to electronic based. The chapter elaborated on the nature, types and purpose
of e-portfolios. It is imperative at this juncture to highlight that e-portfolios are best defined by
purpose and functionality relative to discipline. How the use of e-portfolio can precipitate
scholar enhancement in an academic environment has been discussed. It was indicated how
a plethora of benefits outweigh the limitations, thus indicating a positive move in the right
direction. Lastly, the use of e-portfolios in different disciplines and environments as well as
the gaps in literature has been highlighted. The literature discussed exemplifies a wide
spectrum of benefits of using e-portfolios in scholar-centred learning, evaluation and
assessment.
Chapter 3 contains the overall research design of the study through an in-depth discussion
on mixed method research employed in the study as well as sampling, research validity,
trustworthiness, reliability and triangulation of data and analysis. Ethical considerations are
taken into account and discussed. The chapter concludes with a brief summary highlighting
the main concepts discussed relative to the research methodology employed in this
dissertation.
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3 CHAPTER 3: RESEARCH METHODOLOGY
Chapter 3: Research Methodology
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Figure 3.1: Graphical representation of Chapter 3
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QUAL

3.1

INTRODUCTION

This chapter explains the overall research design of the study by identifying and justifying the
methodology, data collection methods, population, sample as well as research validity,
reliability and triangulation of the data and analysis. The research design requires defining
the questions and propositions in advance of data collection. The research design is the logic
that links data to be collected and the conclusions to be drawn to the initial questions of the
study to ensure coherence. It furthermore creates a platform for an action plan for a swift
transition from questions to conclusions. Bryman (2012:5) argues that “the theories that
social scientists employ to help to understand the social world have an influence on what is
researched and how the findings of research are interpreted”.
The ‘research onion’ of Saunders et al. (2009) (Figure 3.2) exploits all possible philosophies,
research approaches, strategies, choices, research design elements and views entailed in a
social research study relative to the research methodology. The research onion is composed
of philosophies, approaches, strategies, choices, time horizons, and techniques and
procedures. The research design of this study is mainly based on the research onion of
Saunders et al. (2009).

Figure 3.2: Research onion
(Source: Saunders et al., 2009)
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Cooper and Schindler (2006) argue that research design is an approach that defines how a
study is to be carried out, including methods and procedures for the collection, measurement
and analysis of data. Kumar (1999:96) refers to research design as “a plan, structure and
strategy of investigation so conceived as to obtain answers to research questions or
problems. The plan is the complete scheme or program of the research. It includes an outline
of what the investigator will do from writing the hypothesis and their operational implications
to the final analysis of data”. According to Cooper and Schindler (2006), the research design
is mainly a schedule relative to time that entails a plan that adheres to research questions.
Furthermore they state that it includes a director for identifying sources and kinds of
information that has to be implemented on a framework that associates relationships
amongst the variables. The research design should contain a step-by-step description of
each research activity and should address and justify the methods, techniques, sampling,
time and constraints of the study (Visagie & Rasmussen, 2010). The research design should
entail two main functions:


Taking note of the development procedures, through proper planning, which you have
to follow that will basically contain the procedures and tasks you wish to monitor to
complete the study



Procedures should be worthwhile and be of value, hence they should be reliable,
precise and objective, and thus the procedures and tasks should be sufficient in order
for you to obtain reliable, precise and unbiased answers to the research questions

3.2

RESEARCH PHILOSOPHY

Saunders and Lewis (2012:104) define a philosophy as “the critical analysis of the
fundamental assumptions or beliefs held by an individual”. The research philosophy implies
key assumptions about how one sees the world and hence creates a platform for the
research strategy. Furthermore, the research philosophy plays a pivotal role in defining the
extent to which it has an effect on how we conduct research. The choice of research design
will therefore reflect on the philosophical choices against other options that might have been
employed. Maylor and Blackmon (2005:155) argue that “research philosophy describes a
theory of research in a particular field and explains the assumptions that underlie the
research approaches”. Moreover, the authors deliberate that the assumptions concern the
nature of reality and how we understand reality. A philosophy from a scientific stance defines
procedures of doing research, thus developing and testing theories in order to arrive at a
conclusion that is unbiased relative to the truth. Furthermore, scientists always strive to be
objective and hence they should be separate from what they will be investigating (Maylor &
Blackmon, 2005).
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Bryman (2012) points out that existing knowledge about a domain which is being
investigated creates a fundamental basis within which research will take place. “The
relationship between theory and research also has implications for research” (Bryman,
2012:5).
Saunders et al. (2009) point out that the research philosophy employed in a particular study
clarifies one’s assumptions on how they view the real world and therefore these assumptions
will determine the choice of research strategy as well as methodology chosen. The authors
furthermore argue that the philosophy adopted in a particular study is also influenced by
some practical considerations such as the relationship between knowledge and the
processes in which the philosophy is developed. Saunders et al. (2009) point out that a study
must not only be informative relative to the research philosophy but should also aim at
reflecting positively on the choice of philosophy adopted; it should be a good choice that we
can support compared to other existing research philosophies. Blumberg et al. (2008) argue
that research can be done within broader philosophies and is concerned with reasoning from
theory and observations to obtain information or data. This implies that as researchers we
need to understand fundamental assumptions of research philosophies in order to improve
our research designs from past experience.
The main two ways of thinking relative to the research philosophy are ontology and
epistemology.
3.2.1 Ontology
Collins and Hussey (2003:48) argue that the researcher within an ontological stance has to
“decide whether you consider the world is objective and external to the researcher, or
socially constructed and only understood by examining the perceptions of the human actors”.
Du Plooy-Cilliers et al. (2014) point out that ontology is the study of being and reality
emanates from assumptions made from social phenomena. Researchers within the
ontological stance seek to find the truth and whether the truth exists in an objective manner.
Maylor and Blackmon (2005) define ontology as the nature of reality in the context of what
exists and what does not exist in the domain being investigated. According to Perri and
Bellamy (2012), ontology is what transpires in the social world and ontology is part of
philosophy that seeks to answer questions of what exists and how as researchers we ascribe
to abstract things in the world we live. Bryman (2012) argues that an ontological view is an
assumption regarding the social world where the social world is independent from the social
actors and hence they do not have control over the social domain. Therefore, any
assumptions made about the social world can have an effect on the research process.
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Saunders et al. (2009) argue that ontology is concerned with the nature of reality or truth.
The main issue in an ontological stance is addressing the assumptions that we make about
how the world around us works. Saunders et al. (2009) state that since ontology revolves
around the truth relative to the world around us there is need to address issues and
assumptions investigators have in relation to how the world operates. This implies
interpreting the true nature of reality and gaining concrete understanding of forms of reality
bound by assumption on how the world functions based on a specific viewpoint. Ontology
seeks to address any assumptions that we make as researchers on how the world operates.
Saunders et al. (2009) identified two branches of ontology, namely objectivism and
subjectivism.
3.2.1.1 Objectivism
Du Plooy-Cilliers et al. (2014) point out that objective knowledge is value free and not
subjective; objective knowledge is thus certain and free from personal bias. This implies that
the methods employed in an objective stance are factual and not affected by personal bias.
Bryman (2012:33) argues that objectivism is an ontological position affirming that “social
phenomena and their meanings have an existence that is independent of social actors“.
Saunders et al. (2009:110) argue that objectivism maintains the position that “social entities
exist in reality external to social actors concerned with their existence”. Researchers within
the ontological objective stance seek to answer how social objects come into existence
independent from social actors and thus objectivism controls the ontological view of the
researcher in that the social world exists external to the social practitioners. Maylor and
Blackmon (2005) point out that for a researcher to be ontologically objective, researchers
have to study physical objects based on physical evidence and suit what and how they want
to research the physical object; hence they deal with what is real physically and do away with
what is not real within their domain.
3.2.1.2 Subjectivism
Du Plooy-Cilliers et al. (2014) point out that subjectivism inescapably plays a key role in
acquiring knowledge in a social context, and thus the interests and expectations of the
researcher will always determine the type of questions he/she will ask the respondents.
Bryman (2012) argues that subjectivism is constructionism and thus an ontological stance
that is not only achieved through social interaction, but seeks to continuously revise social
phenomena and its rightful meaning through social actors. According to Saunders et al.
(2009:111), subjectivism “holds that social phenomena are created from the perceptions and
consequent actions of those social actors concerned with their existence”. The subjectivist
view indicates that as we continually interact socially, we also at the same time revise our
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social phenomena constantly. The authors further indicate the need to study and understand
the reality of the situation and what might be the reality behind that particular situation, hence
the term social constructionism which views reality as a result of social construction
(Saunders et al. 2009).
Maylor and Blackmon (2005) argue that subjectivists within an ontological stance seek to
accept reality from the behaviour or patterns of subjects. Researchers within a subjective
stance seek to understand the meaning related to the social context created through
perceptions and actions of social actors and thus the subjective reality is observing the social
context through situations, conditions and interactions of social actors in order to really
understand their reality of existence.
3.2.2

Epistemology

Collins and Hussey (2003:48) point out that “epistemology is concerned with the study of
knowledge and what we accept as being valid knowledge”. This implies that there is a need
for the researcher within the epistemological stance to examine the investigator’s position
relative to what is being researched. Du Plooy-Cilliers et al. (2014) define epistemology as
the study of knowledge relative to its nature and what makes knowledge qualify as
knowledge in the world we live in. Perri and Bellamy (2012) argue that epistemology is a
philosophical underpinning that seeks to bring out the reality about the status of knowledge
through observations or inferences.
Bryman (2012:6) states that “epistemological assumptions raise questions about, and invite
us to reflect upon, the issue of how the social world should be studied and whether a
scientific approach is the right stance to adopt”. Bryman (2012) further states that an
epistemological stance seeks to address the issue of what is deemed as acceptable
knowledge in a particular field and moreover whether the social world should or possibly can
be investigated the same way as the natural sciences, following same procedures.
According to Maylor and Blackmon (2005:156), “epistemology is what is and isn’t considered
to be knowledge in a field”. Saunders et al. (2009) argue that epistemology is what makes up
acceptable knowledge within a field of study. The stance of epistemologists is that reality is
derived from objects that are considered real in the world view. The objects are considered to
have a separate existence outside the domain of the researcher and hence the information
collected within this stance is less biased and thus it is objective. Neuman (2011) argues that
researchers within the epistemological stance seek to understand and acquire knowledge
about the world and derive reality or truth from its essence. This further implies that for an
epistemological view to exist, researchers have to acquire knowledge and understand the
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nature of the world in order to determine the reality, truth and be confined within a knowledge
bound domain. Maylor and Blackmon (2005) argue that positivism is derived from a
philosophy of science and subjectivism from a philosophy of social science. Epistemology
has three views that are discussed below.
3.2.2.1 Positivism
Collins and Hussey (2003) argue that positivists consider knowledge as being derived from
phenomena that are validly observable and measurable; thus, they always seek to maintain
an objective independent stance. The authors point out that positivists consider more
importantly the causes of social phenomena rather than the subjective stance of individuals.
De Vos et al. (2011) are of the opinion that positivists believe in objective reality that is
outside personal experience and thus the researcher has to be unbiased, neutral and be
separate from the subjects. Positivists consider valid knowledge as being observable
phenomena relative to senses (De Vos et al., 2011). Bryman (2012:28) argues that
“positivism is an epistemological position that advocates the application of methods of the
natural sciences to the study of social reality and beyond”.
Bryman (2012:28) identifies the following key principles that seek to explain positivism:


Phenomenalism is a principle that views knowledge as being derived from
occurrences and that senses qualify this knowledge as valid



The fundamental function of theory is to come up with a hypothesis that will be
investigated, tested and deduced into solutions or answers to unexplained theories



“Knowledge is arrived at through induction where facts are gathered and form the
fundamental basis of laws”



Science must be conducted objectively, value free, and free from bias



There is a clear difference between scientific statements and normative statements
and thus the truth of normative statements cannot be confirmed by the senses

Mack (2010) indicates that a positivist paradigm is also known as a scientific paradigm. It
strives to prove or reject a certain hypothesis. Since it is a scientific method, its main focus is
on statistical analysis and the generalisation of findings. This paradigm has a control and
experimental group and a pre/post-test method. The main emphasis is on the researcher
being the observer of an objective reality, thus nowadays positivists seek to claim a certain
level of objectivity rather than absolute objectivity and strive to ascertain the truth with a
certain level of probability. Mack (2010:7) indicates that the positivist paradigm is made up of
underlying ontological and epistemological assumptions—ontological assumptions being that
“realism is external to the researcher and represented by objects in space, thus reality can
be captured by own senses and predicted” (Mack, 2010:7) and epistemological assumptions
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being that “knowledge is objective and is generated deductively from a theory nor
hypothesis” (Mack, 2010:7). Grix (2004) states that when investigating reality relative to the
social context, one has to employ a methodology of natural sciences in order to attain the
truth, thus knowledge and the truth can be deduced firmly, indisputably and unquestionably.
Positivism seeks to address the relationships between the measurable variable/proving or
rejecting a hypothesis, which for this research study can be formulated as follows: “Can the
use/implementation of e-portfolios in private tertiary institutions enhance the learning
experience of scholars?” This is a research model that is concerned with collecting
information about community realities in an unprejudiced and detached manner. The
researcher usually makes use of quantitative indices and—operational within the positive
paradigm—is usually concerned with determining and endorsing unintended declarations.
Positivism is therefore a systematic way of doing research that emphasises the importance
of observable facts.
Positivism is the submission of the rationality and approaches of physical science to discover
the laws governing social occurrences. It is the methodical undertaking of research that
stresses the prominence of noticeable facts. According to Blumberg et al. (2008), positivism
is an idea adopted from the natural sciences and is based on three principles: (i) the
community environment exists in the outside world and should be taken realistically and
objectively; (ii) investigative studies are priceless; and (iii) the investigator is autonomous and
should be an unbiased analyst.
Positivists trust that social realism can be revealed. They argue that we can recognise social
reality through our minds since it is existent. The positivist approach endeavours to articulate
laws that relate to the world and which explain the reasons of objectively noticeable and
quantifiable behaviour. According to positivists, the behaviour of human beings is determined
by external influences that produce specific effects under certain conditions. Once positivists
have revealed certain uniformities, they use these consistencies to explain social happenings
and relationships. Positivists assert that there should be a consistent study of social sciences
as well as natural sciences; hence they should be studied in the same way. They claim that
all knowledge is based on facts and the facts are empirically established by the senses.
According to positivists, researchers should approach social reality in a neutral, value free,
detached and systematic way. The researcher should develop a methodology to collect
evidence that is observable and measurable.
Standardised procedures are usually followed by how to study particular events and learn
about their interconnections. Methodologies usually followed by positivists are experimental,
quantitative and test hypotheses (Blanche & Durrheim, 1999). Positivists make use of
“observation and measurement in order to predict and control forces that surrounds us”
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(O’Leary, 2004:5), to test theories or describe a particular experience. This is a research
paradigm that augments an inferential approach with accurate measurement of quantitative
data so researchers can endorse casual laws that will permit forecasts about human
behaviour. Table 3.1 provides a comparison of epistemological and ontological assumptions
in relation to the positivist stance.
Table 3.1: Positivist ontology and epistemology assumptions
(Adapted from Mack, 2010)

Ontological Assumptions

Epistemological Assumptions

Certainty is external to the researcher and
represented by objects in space.

The methodology of the natural sciences should be
employed to study social reality (Bryman, cited in Grix,
2004:64).

Objects have meaning independently of
any realisation of them.

Truth can be attained because knowledge rests on a set
of firm, unquestionable, indisputable realities from which
our philosophies may be.

Reality can be captured by our senses
and predicted.

Knowledge is generated deductively from a theory or
hypothesis and knowledge is unbiased.

Du Plooy-Cilliers et al. (2014) state that the epistemological stance of positivists focus on
believing in objective observable evidence; thus, to the positivists knowledge is what is
confirmed by the senses as being knowledge. The approach is to predict and control the
variables in a natural setting. Positivists therefore seek to separate the scientific and nonscientific world and can only gain knowledge through observation and testing of assumptions
in the real world to derive a conclusion. Du Plooy-Cilliers et al. (2014) further argue that the
ontological positivist view is that there is a single objective reality confined within certain rules
and that the truth is observable and measurable; because of this, reality exists.
Blumberg et al. (2008) identify positivism as a research philosophy employed in the natural
sciences with the following basic principles:


The social world exists externally and is viewed objectively



Research is value free



The researcher is independent and taking on the role of an objective analyst

Blumberg et al. (2008) maintain the stance that positivism entails knowledge development by
investigating the social context through observing objective facts. For positivism to function
effectively the social world is observed by collecting objective facts and the social world
consists of simple elements to which it can be reduced (Blumberg et al., 2008:20).
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3.2.2.2 Critical Realism
De Vos et al. (2011) point out that reasoning is key with a critical realism stance, and by
applying appropriate reasoning one can criticise and argue in favour of or against the world
and its nature. However, critical realism has bias present in every human being and therefore
the researchers within the critical realism stance should always be as objective as possible
and attempt to eliminate personal bias in order to achieve transparent results. Bryman (2012)
discusses the concept of critical realism as reality existing separate from how it is interpreted,
and that the social sciences and natural sciences should employ same strategies of data
collection and interpretation. Bryman (2012:29) identified two forms of realism:
i)

Empirical realism as reality can be understood through the use of appropriate
methods also known as “naïve realism” and thus realists take the position that a
perfect relationship between reality and what it describes, exists.

ii) Critical realism is a specific form of realism with the key aim to understand and
expose the social world and its natural events and discourses, and if possible,
change the social domain.
Du Plooy-Cilliers et al. (2014:31) argue that “critical realism holds that real structures exist
independent of human consciousness, a view similar to that of positivists, who believe a
single objective reality exists”. Critical realists argue that it is the responsibility of researchers
to change, empower and better society through constructive criticism. Cohen et al. (2007,
cited in Mack, 2010) define critical realism as emanating from critical theory and the norm
that research is carried out to appraise people in an egalitarian society. The investigator or
researcher in a critical paradigm has the objectives of trying to understand or avail an
account of actions in societies and attempt to change the behaviour. This paradigm is bound
by ideas of feminism, post modernism and neo-Marxism. The idea of the critical paradigm
emanated from how educational research was conducted, taking into account the technical
aspect of the research relative to efficiency and rationality of the design, thus they ignored
social imbalances. This resulted in critical researchers having to focus on the political and
economic aspects as a way of constructing knowledge applicable in learning and teaching. In
a nutshell, this paradigm focuses on addressing the interests of those who have power and
are financially stable. Therefore, critical theory researchers attempt to challenge the
imbalances, discourses and inequalities. Table 3.2 is a comparison of epistemological and
ontological assumptions in relation to the critical realism stance.
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Table 3.2: Critical theory ontology and epistemology
(Adapted from Mack, 2010)

Ontological Assumptions

Epistemological Assumptions

Social reality is defined from persons in
society.

Knowledge is socially constructed through media,
institutions and society.

Social reality is socially constructed through
media, institutions and society.

“What counts as worthwhile knowledge is
determined by the social and positional power of
the advocates of that knowledge” (Cohen et al.,
2007:27).

Social behaviour is a result of specific illicit,
dominator and authoritarian factors, thus they
do not operate in general interest of one’s
freedom and power (Cohen et al., 2007:26).

Knowledge is generated by power and is an
expression of power rather than truth.

Du Plooy-Cilliers et al. (2014) point out that researchers within the epistemological stance of
critical realism view knowledge as changing and that everything being termed as knowledge
should be synthesised and that knowledge should have practical value. The authors argue
that the ontological position of critical realists focus on some components of reality which are
deemed real and thus exist separate from human interpretation. The authors furthermore
advocate that oppression emanates from dominant ideologies on society and these ideas are
unjust in nature (Du Plooy-Cilliers et al., 2014).
Saunders and Lewis (2012) argue that realism is more or less like positivism in the sense
that it is also a scientific inquiry. The context of realism is that truth is derived from our
senses and hence objects within our world exist independently from the human mind.
Realism can be categorised as direct realism or critical realism. Direct realism is experienced
through senses, hence typical reflection or representation of the world. On the other hand,
critical realism represents sensations through indirect experiences and images of the world
we live in (Saunders & Lewis, 2012). Blumberg et al. (2008) argue that realism is a
philosophy which has strands of positivism and interpretivism and thus realism accepts that
reality exists though it is independent of human beliefs and behaviour. Furthermore, for
realism to be effective there is a need to accept subjective human behaviour; hence, there
are social experiences that we as humans cannot control and which ultimately affect our
behaviour (Blumberg et al., 2008).
3.2.2.3 Interpretivism
Bryman (2012) deliberates on the concept of interpretivism as an optional orthodoxy for the
positivism doctrine and thus it assumes a strategy that takes into account human views and
their differences relative to the natural setting and requires the researcher to take a
subjective interpretivist stance when investigating social phenomena. De Vos et al. (2011)
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point out that interpretivism is also known as a phenomenological approach aiming at
understanding people in a social setting and hence all people are responsible for making
sense of the world we live in and should be in a position of interpreting meaning and
justifying the actions of our world. This approach often employs participant observation and
field research as data collection techniques.
Du Plooy-Cilliers et al. (2014) argue that interpretivism is based on the ideology that people
are different from objects and therefore the way we study humans is different from how we
study objects. Interpretivists furthermore argue that researchers should derive meaning
socially, thus researchers within the interpretivist stance seek to understand human
behaviour. The authors further point out that interpretivists seek to understand the world
through the eyes of whom they will be studying, thus there is need for the researcher to
spend more time with the subjects.
Mack (2010:8) indicates that researchers in this paradigm “seek to understand rather than
explain”. Mack further argues that this paradigm focuses on its capability to construct
meaning, thus it is also known as constructivism. Mack argues that in order to make the best
of findings, research has to be observed internally rather than externally and there should be
interaction and experience with the stakeholders involved. This paradigm is based on the
study of historical sources and interpretations (hermeneutics) and the need to take into
account human beings, their interpretations, and how they perceive the real world. This helps
in understanding the social reality and its environment. Mack (2010) identifies underlying
ontological assumptions and epistemological assumptions and argues that social reality is
witnessed by many people who perceive and interpret the social phenomena differently. This
implies that multiple and different people can have multiple and different perceptions and
interpretations of a certain event.
Ontological assumptions, according to Mack (2010:8), indicate that “reality is indirectly
constructed based on individual interpretation and is subjective, people interpret and make
their own meaning of events, events are distinctive and cannot be generalised and that there
are multiple perspectives on one incident”. Mack (2010:8) furthermore points out some
epistemological assumptions: “Knowledge is gained through a strategy and is gained
inductively to create a theory, thus it is also gained through personal experience and arises
from a particular experience and is not reducible to simplistic interpretation”.
This is an approach to social science that emphasises the importance of human perceptions
accepting social realities. The researcher, using an interpretive technique, commonly
considers that the reality to be studied entails people’s subjective practices of the outside
world. Interpretivism deals with practices of people’s behaviour. Their aim is to accumulate
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knowledge about human behaviour from the viewpoints of people involved. Blumberg et al.
(2008) identify three basic principles of interpretivism: (i) the social world is created and given
a sense subjectively by humans; (i) the investigator is part and parcel of what is observed;
and (iii) investigative studies are conducted according to interests.
Interpretivists claim that simple basic laws are inadequate to comprehend the full
complication of social occurrences. An unbiased reflection of the social world is impossible
because the social world has a meaning for human beings. Interpretivists believe that
through interaction in a certain social environment, people will eventually construct facts and
the truth on how the world is (Blumberg et al., 2008). This approach wants to discover the
individual’s perception of his or her social reality. It therefore requires studying how social
reality is practised, inferred and understood. This researcher adopts a collaborative approach
towards reality and usually uses methodologies such as interviewing or participant
observation.
Generally, researchers working within the positivist paradigm often attempt to ask questions
about the relationships between measurable variables. This research approach is therefore
going to be carefully designed so that the constructs are quantified accurately and the
consequence of unnecessary variables is minimised. Researchers working within this
paradigm usually ask questions about the meaning of social occurrences. They are
interested in the daily lives of human beings and hence they emphasise observing people in
natural settings. Interpretations for interpretivists are located in a particular context, situation
and time, open to re-interpretation and negotiation through dialogue. Methodologies
commonly used with this approach are interviews and observations as well as the analysis of
existing text. These methods are seen as useful in providing adequate dialogue between
researchers and respondents in order to collaboratively construct a meaningful reality
(Cohen & Crabtree, 2008). The interpretivist approach usually uses qualitative methods.
Cohen and Crabtree (2008:333) argue that:
“Meaning and understanding are developed socially and experientially. We cannot
separate ourselves from what we know. Who we are and how we understand the
world are linked. Researchers’ values are inherent in all phases of research. Truth is
negotiated through dialogue. Findings or knowledge claims are created as an
investigation proceeds and emerge through dialogue and negotiations of meanings
among community members (both scholars and the community at large). All
interpretations are located in a particular context, setting, and moment”.
Vine (2009) provides a critique of the perspective suggesting that one of the criticisms of
interpretivism is that it does not permit broad view as it concentrates and encourages a small
number of cases to be involved in the study, thus not applied to the whole population. Table
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3.3 is a comparison of epistemological and ontological assumptions in relation to the
positivist stance.
Table 3.3: Interpretivist ontology and epistemology assumptions
(Adapted from Mack, 2010)

Ontological Assumptions

Epistemological Assumptions

Reality is indirectly constructed based
on individual interpretation and is
idiosyncratic.

Knowledge is gained through an approach that accounts for
variances between people and objects in a natural setting,
therefore needs the researcher to understand personal
meaning of the social act (Bryman, cited in Grix, 2004:64).

People interpret and make their own
meaning of events.

Knowledge is gained inductively and inferentially to create a
theory.

Events are unique and cannot be
generalised.

Knowledge arises from certain situations and is not
reducible to simplistic interpretation.

There are multiple viewpoints on one
incident.

Knowledge arises from particular situations and is not
reducible to simplistic interpretation.

Relationship in social sciences is
determined by interpreted meaning
and symbols.

Knowledge is gained through personal experience.

Du Plooy-Cilliers et al. (2014) argue that the epistemological stance of interpretivists is that
common sense is key in the life of human beings and hence as researchers we need to
understand what people view as being common sense. Furthermore, interpretivists do not
agree with the ideology of objective knowledge or truth and thus they understand what is
known as factual evidence based on the interpretation of the subjects within the social
context and this is the reason why they employ specific research methodologies and cannot
generalise their findings. Du Plooy-Cilliers et al. (2014) further argue that the ontological
position of interpretivism is that reality is not objective and truth is constructed socially,
therefore social subjects interpret and perceive the world through interactions as well as their
own experience limited to that social domain.
Saunders and Lewis (2012) argue that interpretivism is a research philosophy that tries to
address the differences between humans and their respective roles in society and thus our
daily lives as humans are resembled by the roles we play in our society. This further implies
that the research methods that we employ are a direct reflection of our values in society and
hence as researchers we need to understand the social phenomena of our respondents.
Blumberg et al. (2008) argue that interpretivism is a research philosophy in which we cannot
understand the social context by employing research elements from natural science but
rather apply research principles and philosophies from social sciences.
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Blumberg, Cooper and Schindler (2008:21) identified the following basic principles of
interpretivists:


The social world is constructed and is subjectively given meaning by people



Researcher is part of observations of the study



Research is driven by interests

Blumberg et al. (2008) point out that the social world is observed by seeing what meanings
people give to it and interpreting these meanings from their view point, and social
phenomena can only be understood by looking at it as a whole. The idea of interpretivists is
that people have different perspectives about the world and how they experience the world
triggers different interpretations and hence a subjective stance. Interpretivists maintain the
stance that simple laws alone are not enough to understand the social complexity of the
world we live in. They argue that it is impossible to attain an objective observation of the
world and also they disagree with the notion that research is value free. The aim of
interpretivists is to understand subjective realities and come up with valid interpretations of
the social world.
3.2.3

Pragmatism

Teddlie and Tashakkori (2009:7) argued that pragmatism is “a deconstructive paradigm that
debunks concepts such as truth and reality and focuses instead on what works as the truth
regarding the research questions under investigation”. They point out that pragmatism is key
in suggesting the importance of mixed-methods in research and that the researcher plays a
pivotal role in interpretation of results (Teddlie & Tashakkori, 2009). Creswell (2014) argues
that researchers with a pragmatic view have freedom of choice and are free to employ
methods, data collection and analysis procedures as they see fit. The authors point out that
truth is what works at a particular point and time and thus researchers can employ mixedmethods to basically find appropriate solutions to their research questions. This implies that
pragmatists accommodate multiple methods, different world views, assumptions and different
data collection and analysis procedures.
Saunders and Lewis (2012) point out that pragmatism is about valuing your research
questions and objectives and hence they drive you to the research philosophy adopted.
Creswell (2014) argues that pragmatists consider the worldview as a result of actions,
scenarios or situations rather than originating conditions. In this approach the investigator is
concerned about exploring all existing approaches to possibly understand and solve a
problem. Creswell (2014) further points out that for pragmatism to exist efficiently there
should be a freedom of choice for researchers, truth is considered as what works at a
particular point and time; pragmatists view the world as one object and believe that research
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occurs in social, political and other contexts. Saunders et al. (2009) argue that the pragmatist
view is that the main push factor of the research philosophy (ontology, epistemology or
axiology) you can employ is the research question and thus one question may seem
appropriate as compared to other questions. Moreover pragmatists study what they are
interested in and what brings value and hence if the philosophy is neither ontology nor
epistemology then a pragmatic view arises from the investigation.
Because of the active involvement of the researcher in acquiring knowledge within a social
context, a subjective epistemological stance has been adopted for this study. The ontological
stance is interpretivism as the focus is on understanding people in a social setting though
employing field research to collect data and then interpreting the results.

3.3

PARADIGMS

Collins and Hussey (2003) define a paradigm as a progressive scientific practice that focuses
on people’s philosophies and assumptions relative to the world they investigate and
assumptions on the knowledge being investigated specific to how research should be
conducted in a particular domain.
Du Plooy-Cilliers et al. (2014) argue that a paradigm is a research tradition and one has to
understand the worldview or research tradition and hence as researchers we have to adopt
or ascribe to a certain way of investigating or studying phenomena. This will further enhance
the researcher to determine effectively processes required to answer research questions.
Mack (2010) indicates that a paradigm is a result of a combination of ontology assumptions
and epistemology assumptions. This further implies that one’s view of reality (ontology) and
being combined with how one acquires knowledge (epistemology) leads to a paradigm
(theoretical framework). The starting point will be how the researcher perceives social reality,
thus how the world exists, what makes it, its nature and how it interacts with other objects
within it. This initial starting point gives the researcher a theoretical framework known as a
paradigm. A researcher has to be confined within a specific paradigm or system of designs.
This implies that the investigator has to implement certain precise methods of data collection,
approaches of unbiased observation, and interpretation. The concept of coherence has to be
achieved by adhering and conforming perfectly the research questions and methods to the
paradigm.
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Burrell and Morgan (cited in Saunders et al., 2009:120) identify the purpose of the four
paradigms as:


Helping researchers clarify their assumptions about their view of the nature of science
and society



Offering a useful way of understanding the way in which other researchers approach
their work



Helping researchers plot their own route through their research; to understand where
it is possible to go and where they are going

Saunders et al. (2009) identify four paradigms of social science research and categorise
these into four quadrants relative to radical change and social order based on objectivism or
subjectivism. The four paradigms are discussed below.
3.3.1

Functionalist paradigm

It is a problem based approach that tries to avail practical solutions to practical problems and
is employed within an objective stance. Furthermore it is regulatory in the context that it gives
researchers rational explanations and solutions to a predefined set of problems.
3.3.2

Interpretive paradigm

This paradigm stance is subjective and regulatory and thus it explains the tries to address
how as humans we try to make sense of the world around us, thus we try to understand and
acquire knowledge about the world around us through observing natural processes,
interactions as well as situations in order to gain a better understanding of the world around
us.
3.3.3

Radical humanism

This paradigm is subjective and radical and employs a critical perspective on organisational
context hence as researchers within this paradigm you would be concerned with separating
society from the realities of the world and employing radical change to improve society and
free society from the bonds of social constraints.
3.3.4

Radical structuralism

This theory is objective relative to radical change and therefore it tries to address change
based on analysis of society trends and patterns of conflict. This paradigm employs an
objectivist perspective with radical change. Figure 3.3 below illustrates the four paradigms of
social science research.
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Figure 3.3: Four paradigms of social science research
(Source: developed from Burrell & Morgan, adapted in Saunders et al., 2009)

This research implemented the interpretivist paradigm, developed as an alternative to
positivism. Interpretivists believe that reality and understanding are socially and
experimentally constructed through meaning and how individuals interpret meaning.
Interpretivists further argue that one cannot separate oneself from what one knows. For
interpretivists, “truth is negotiated through dialogue” and findings emerge through this
dialogue (Cohen & Crabtree, 2008:333). Table 3.4 illustrates main differences between the
positivism and interpretivism research paradigms according purpose, beliefs, research
methods, basis of study and study samples as features.
Table 3.4: Comparison of positivism and interpretivism research paradigms
(Adapted from University of South Alabama, 2015)

Feature

Positivist

Interpretivist

Purpose

The researcher will predict and explain
changes in scientific knowledge relative
to participants.

The researcher will interview the
participants and recognise the value
and depth of the individual content.

Beliefs

One certainty exists, thus the researcher
must be unbiased and neutral.

Many actualities and realisms, thus
different people have different
perceptions, needs and experiences.

Research methods

Quantitative

Qualitative

Basis of study

Measurable
outcomes
questionnaire data.

Study sample

Clear and precise
exclusion data.

inclusion
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from

Descriptive,
explanatory
and
contextual words of interview data.

and

Representatives who are able to
provide expertise from different
points of view.

3.4

RESEARCH APPROACHES

The two approaches to research design are induction and deduction. Deduction is when
researchers begin with a theory, thus a hypothesis that is tested, and move towards
observations. On the other hand, induction is when researchers start with observations that
are generalised, moving towards theory, as shown in Figure 3.4.

Figure 3.4: The cycle of research
(Source: Bhattacherjee, 2012:4)

3.4.1

Deductive approach

Teddlie and Tashakkori (2009:23) state that “deduction is a form of logical reasoning which
involves arguing from the general to the particular”. Deductive reasoning is usually employed
with quantitative studies employing deductive analyses where data are analysed according to
an existing framework. De Vos et al. (2011) point out that deductive reasoning is done from
the general to the specific and hence it is effective where two premises are relevant and
widely accepted as the truth. Quantitative researchers therefore employ deductive reasoning
starting with abstract generalisations and move towards proving these beyond reasonable
doubt (De Vos et al., 2011). Bryman (2012) point out that deduction as form of reasoning is
when the researcher deduces a hypothesis that is subject to empirical synthesis on the basis
of what is known within a particular domain. Moreover, within the hypothesis are concepts
that need to be translated into possible research aspects.
Saunders and Lewis (2012) argue that deduction is a top-down approach to research design
which clarifies theory at the beginning of the study and focuses on employing a research
strategy to perform a test on the theoretical proposition. The authors argue that the first aim
of deductive research is to clarify the casual relationships between variables. Furthermore,
concepts have to be operationalised, thus facts are express in an established way. Lastly, in
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deductive research, data need to be collected and analysed in order to answer the research
questions so that a structured methodology can be concisely employed to achieve reliable
results.

Saunders and Lewis (2012:108) identify a five phase sequential approach to

deductive research:
i)

Defining research questions from the general theory in existence.

ii)

Specifying the way in which the questions may be answered.

iii) Seeking answers to questions identified in phase 1.
iv) Analysing the results of the inquiry to determine whether it supports the theory or
suggests the need for its modification.
v)

Confirming the initial general theory or modifying it in the light of the findings. (If step
five is a result of a modified theory, then it loops back to phase one as the next
cycle).

Blumberg et al. (2008) state that deduction is a type of inference that is conclusive based on
certain rules or reasons. With a deductive approach there should exist a strong link between
reasons and conclusions. Deductions should be true and valid, thus premises generated
must be true relative to the real world. The deductive approach must be deduced from valid
premises and the conclusion generated must be valid. Therefore deduction is valid if and
only if it is impossible for the conclusion to be false given true premises.
Maylor and Blackmon (2005) argue that a deductive approach is a structured process for
testing a general theory using specific data about a specific instance. Maylor and Blackmon
(2005) point out that when employing a deductive approach, the researcher needs to start
with a theory that describes an interesting social phenomenon and deduce one or more
hypotheses from a rule to test and hence find a platform which will ultimately guide the
researcher on how and what data to collect. Data can therefore be analysed to determine if
results support the initial theory or not. De Vos et al. (2011) state that inductive reasoning
moves from the general to the specific; it starts with concrete observations to a general
theoretical explanation and enables the researcher to observe a sample and draw
conclusions about the population.
Saunders et al. (2009) argue that deduction has several important characteristics that make
it effective and efficient as a research approach. In deduction, research could employ a
highly structured methodology that ensures reliability, thus the researcher should exist
independently from what is being observed and this is the reason why concepts need to be
applied in a way that enables facts to be measured quantitatively. Moreover, a deductive
approach conforms to a better understanding of problems if these problems are reduced to
the simplest elements through reduction. Lastly, generalisation, as characteristic of a
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deductive approach, states that researchers should be able to generalise statistically any
irregularities in social science by selecting samples of significant numerical sizes.
3.4.2

Inductive approach

Teddlie and Tashakkori (2009) argue that an inductive approach is a form of reasoning that
encompasses arguing from specific data to the general theory and is usually employed in
qualitative studies, hence the discovering of themes, categories and patterns through
inductive analysis. Bryman (2012:24) defines induction as “the researcher infers the
implications of his or her findings for the theory that prompted the whole exercise, thus the
findings are then fed back into the stock of the theory and the research findings associated
with a certain domain of enquiry”.
Blumberg et al. (2008) point out that induction does not have the same type as the
relationship and thus conclusions can only be induced or drawn from some evidence,
meaning that there are certain facts or a knowledge base to support the conclusion.
Saunders and Lewis (2012) identify an inductive approach as a bottom-up approach which
involves conducting and developing a theory from explanations that arise. It basically entails
reasoning that commences with mere observations that ultimately create broader
generalisations and theories. Researchers employing the inductive approach observe certain
trends and patterns or repetitive occurrences which they can use to formulate possible
hypotheses to be further investigated. Saunders and Lewis (2012) further argue that when
employing inductive reasoning, a close understanding of the context of the investigation is
needed which should be adaptive and flexible to accommodate possible changes to the
investigation.
Maylor and Blackmon (2005) define induction as a logical approach where the researcher
generates a theory from data and proceed to analyse the data and identify possible trends in
the data. This implies that researchers employing induction as a logical approach to research
only do so when they investigate an area without a theory and seek to define a hypothesis,
data collection procedures and analysis. Saunders and Lewis (2012) point out that when
employing an inductive approach, there is a need to gain a deep understanding of what
humans attach to events and hence researchers need to truly understand the research
context. An inductive approach therefore affords researchers a flexible and dynamic structure
that accommodates changes relative to research progression. Table 3.5 illustrates key
differences between the inductive and deductive research approaches.
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Table 3.5: Comparison of an inductive and deductive research approach
(Source: Saunders et al., 2009)

Inductive

Deductive

Gaining an understanding of the meanings
humans attach to events

Scientific principles

A close understanding of the research context

Moving from theory to data

A more flexible structure to permit changes of
research emphasis as the research progresses

A highly structured approach

The collection of qualitative data

The collection of quantitative data

Less concern with the need to generalise

The operationalisation of concepts to ensure clarity
of definition and validity of data

A realisation that the researcher is part of the
research process

Researcher independence of what is being
researched
The need to explain causal relationships between
variables
The necessity to select samples of sufficient size in
order to generalise conclusions

Deductive logic can be better explained as testing a theory, while inductive logic can be
thought of as theory development and hence researchers might employ the two research
approaches interchangeably to address a particular situation in a single study.
For this research study a deductive research approach was selected (see Table 3.5 as
motivation for selecting this approach).

3.5
3.5.1

RESEARCH STRATEGIES
Action research

According to Bryman (2012), action research is an approach in which the researcher and
members of the social setting collaborate effectively to develop a solution from a diagnosis
and hence the investigator becomes part of the field of study. Furthermore, when data are
collected, it formulates a diagnosis which can further invoke the emergence of a solution to a
specific problem. Collins and Hussey (2003) identify action research as an approach which
identifies the researcher and the study being investigated as part of the changing world from
a social context. The authors argue that action research is part of applied research and thus
it strives to effectively bring change in a controlled environment; the main objective of action
research is to address the changes in a situation and monitor these changes relative to the
results. This implies that there is a need for close collaboration between the researcher and
the subjects.
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Saunders and Lewis (2012) define action research as a research strategy that addresses
changes in research and entails close association of all stakeholders involved. All role
players in action research have to actively participate to manage the change in research and
the investigator(s), conduct experiments and observe the results. Saunders and Lewis (2012)
identified four main themes for action research:
i)

The purpose of research is to actively participate rather than conduct research about
action.

ii)

The researcher is part of the organisation and the change process.

iii)

The cycle of action research involves the planning, implementation and evaluation of
the changes, thus, the researcher diagnoses, plans, takes action and evaluates.

iv)

Finally, the researcher evaluates the changes.

Saunders et al. (2009) argue that action research focuses on and emphasises the purpose of
the research which can be research in action rather than research about action. Action
research can also relate to the involvement of practitioners in the research and, in particular,
a collaborative democratic partnership between practitioners and researchers, be they
academics, other practitioners or internal or external consultants. The authors further argue
that the findings of action research result from involving all concerned stakeholders over an
issue which they deem useful and which is truly a concern to them. In action research, the
researcher is part of the organisation within which the research and the change process take
place. Saunders et al. (2009) identify the iterative nature of the action research process
which involves diagnosing, planning, taking action and evaluating. Blumberg et al. (2008)
argue that action research addresses real life problems which are limited within a particular
domain, collaborative in nature, and involve all stakeholders within a particular context. It is a
continuous process of research and intervention that is positive and credible as the iterative
process is an improvement of the past cycle which will ultimately resolve problems and
reflect the desired change (Figure 3.5).
Saunders et al. (2009) state that the action research spiral (Figure 3.5) commences within a
specific objective context and with a clear objective purpose and moves to diagnosis which is
fact finding and analysis undertaken to enable intervention through action planning until a
decision is reached in line with the actions to be taken and evaluated. The continuous
iteration will therefore follow the same steps with further actions taken and evaluated until a
final outcome is the development of theory where there is subsequent transfer of knowledge
from one cycle or project to another. Action research focuses on action and change within an
organisational context; the researcher is involved in promoting the change through effecting
knowledge also gained elsewhere. Action research is rapidly becoming popular because of
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its key strengths which focus on change, deploying timeous resources to the stages of action
research, and involvement of the researcher in the process.
This study adopted action research as a research strategy, employing a pre-test, intervention
and post-test, limited to a single cycle. Figure 3.5 below illustrates the cycle of action
research in a spiral format.

Figure 3.5: Action research spiral
(Source: Saunders et al., 2009)

3.5.2

Grounded theory

Collins and Hussey (2003) argue that grounded theory is an interpretive method employing
systematic processes to come up with an inductively derived theory about phenomena,
taking into account the common philosophies shared by individuals. Grounded theory seeks
to address authenticity and intention, and reach a solution most likely accepted and applied
by subjects within the social context and is open for corrections by the subjects. Creswell
(2014:14) states that grounded theory “is the design of inquiry from sociology in which the
researcher derives a general, abstract theory of a process, action, or interaction grounded in
views of participants”.
Saunders and Lewis (2012) point out that the grounded theory is an inductive research
strategy that develops a theory from the data generated through a series of observations and
interviews. Grounded theory is employed when firstly the researcher observes or interviews
subjects and then comes up with predictions which are then tested for further observations.
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The results at a particular point and time can confirm or reject a hypothesis; thus, it ultimately
becomes a continuous process that develops into a theory. Creswell (2014) points out that
within the grounded theory context, the investigator derives an abstract theory of a process,
action or interaction bound by the views of the subjects and this requires the researcher to
employ multiple phases of data collection and continuously refining and categorising the
information. Grounded theory basically is a qualitative inductive technique employed to
define a theory based on the data collected or gathered, thus it justifies how and why
something functions.
3.5.3

Ethnography

Collins and Hussey (2003:70) define ethnography as “a phenomenological methodology
which stems from anthropology” which focuses on studying cultures, people and their
customs. Ethnography is a research strategy which aims at understanding human activity
through certain trends or patterns to accumulate social knowledge about the subjects. As
investigator, the researcher will attempt to interpret the social context in the same manner
that the people in that world would do (Collins & Hussey, 2003). Creswell (2014) argues that
ethnography emanated from the field of anthropology and sociology, and in ethnography the
researcher thus investigates behaviour of a social setting over time using observations and
interviews as data collection instruments.
Saunders and Lewis (2012) argue that ethnography is concerned with understanding society
and life from the perspective of those experiencing it. It is fundamental to understand that
when employing this approach of ethnography, the researcher has to learn from people
rather than studying them. However, employing ethnography is rare since it is time
consuming and unusual to practice; it is mostly employed in business research. Creswell
(2014) argues that ethnography is based on a society that displays common behaviour and
researchers often tend to inquire about this society over time. Data collection entails
observations and interviews. Blumberg et al. (2005) believe that ethnography is rich in
describing the world being studied and it employs information from multiple sources and
different perspectives with different types of information that can be recorded and presented.
Ethnography in qualitative studies is employed to understand holistic representations such as
norms, beliefs and behaviour of a certain group, in other words, the culture of a specific
population. Maylor and Blackmon (2005) argue that ethnography is concerned with
investigating culture and point out that ethnographers are subjective, thus their world view is
concerned with addressing their perceptions as investigators. Ethnographers study the social
context intensively to arrive at a meaning and concentrate on issues of interest relative to a
social setting; this type of research therefore takes place in a subjective manner and also
within an open system.
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3.5.4

Archival research

Saunders and Lewis (2012) point out that archival research is when investigators use record
archives such as documents, journals, minutes, e-mails, memos, etc. This type of research is
very useful if an investigation is supplemented with other sources of information. Archival
research focuses on the past events. Archival research is also known as narrative historical
research about populations, places, events or objects from a historical perspective.
3.5.5

Case studies

Case study research can be exploratory, descriptive, cumulative and explanatory (Figure
3.6). In real context, a case study is an experimental investigation which examines an
existing occurrence in real life situations and addresses evidence on the border between
situations and settings through a variety of sources of evidence. The design of case studies
allows one to investigate the primary respondents selected from a social setting and provide
expressive accounts of one or more cases; hence a logical account of selected social factors
within a real life setting can be given. McMillan and Schumacher (2010) outline a case study
as a detailed account of a single object. It is the choice of what to investigate, identified as a
single case or the case. Creswell and Garrett (2008) refer to a case study as an in-depth
exploration of a bounded system based on extensive data collection.
A qualitative case study affords the researcher the opportunity to gain an in-depth
understanding of the use of e-portfolios to enhance the learning experience of scholars. Their
focus will therefore be on scrutinising each case in a holistic manner as they exist in a real
life setting.
Case studies have their strengths and weaknesses. This study takes into account the case
study’s strength having the ability to be both ‘theory seeking’ and ‘theory testing’ in that one
can compare a case study to theories derived from other studies conducted in the field (Scott
& Morrison, 2007). The weakness of a case study is that it cannot be conceived and thought
of in isolation from the setting in which it exists. If such an issue is forgotten, the research
has a strong potential to mislead. One way of addressing this is to take into consideration
other external factors that may influence aspects of the case study. Another pitfall of a case
study is its lack of generalisability; it is difficult to extend the findings of context-specific case
study cases to other contexts. Lastly, it is important that respondents’ views are both
accurately and authentically presented in the study (Scott & Morrison, 2007). The main
objective of the study lies in its ‘evaluative nature’ since it aims to examine the positive effect
that e-portfolios have on enhancing the learning experience of private scholars.
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Types of study

Case study

Descriptive

Exploratory

Explanatory

Cumulative

Critical Instance
Figure 3.6: Diagrammatical representation of case study types

3.5.5.1 Descriptive case studies
Saunders and Lewis (2012) argue that descriptive studies are employed and designed to
produce a true reflection and representation of people, events or situations and thus data
collection instruments can be questionnaires, surveys, sampling and interviews and it aims to
describe the nature and true reality of the world around us. Descriptive studies are more
formalised than exploratory studies. These normally exploit one or two cases of an
occurrence to try and illustrate a situation. Illustrative case studies are basically used to
accustom what is not familiar and to create a familiar language for the readers relative to the
subject in question.
This type of case study expresses an occurrence as it exists without interfering with the
elements involved in the investigation study (Cooper & Schindler, 2006). Gravetter and
Forzano (2003) indicate that the goal of descriptive strategy is to describe the state of affairs
at that time of the study. The authors furthermore say that a descriptive study typically
measures a construct or a set of constructs as it normally exists. Many descriptive studies
are numerically descriptive, producing demographic statistics.
Descriptive case studies may be investigative if comparatively little research has been
explored in the field or they may be expressive of attributes thought to be symbolic or
characteristic. Hakim (1987) categorises descriptive case studies as symbolic or selective.
The selective case study may concentrate on a certain feature or characteristic of behaviour
with the aim of filtering knowledge in a specific area to provide a better understanding of
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casual processes. The selective case study usually tries to address the ‘how’ and ‘why’
questions or conduct combined to produce the resulting outcomes, hence it points to an
explanatory evaluation.
3.5.5.2 Exploratory case studies
According to Saunders and Lewis (2012), exploratory studies are employed to discover or
gain new insights into hidden information about a certain area that is unclear to the
researcher and thus it aims to provide answers to initial questions. The authors furthermore
argue that in order to obtain tentative answers to initial research questions and come up with
more accurate and dependable solutions, we need to search for academic literature,
interview experts in the subject in question, and conduct interviews.
Exploratory studies are summarised and detailed case studies undertaken before
implementing an extensive investigation. It serves the purpose of affording the researcher
the opportunity to recognise questions and choose appropriate measurement tools prior to
the main investigation. The main drawback of this type of study is that it may seem
resounding, thus deceiving the researcher into hastily jumping to conclusions.
Blanche and Durrheim (1999) define exploratory studies as studies that are used to make
preliminary investigations into relatively unknown areas of research. The authors furthermore
elaborate that investigators attempt to identify fresh perceptions into occurrences.
Investigators want to discover, hence they are valuable when not knowledgeable on the
subject in question. They opt to discover and grow in concept realisation and prioritisation,
and improve their final research design.
Struwig and Stead (2001) define an exploratory study as an investigation that has never
been explored in that field and in which the investigator aspires to take the initiative in
developing philosophies and a more concentrated research question; thus, the investigator
studies and examines problems without much background knowledge. The primary function
of exploratory investigation is the development and interpretation of thoughts and the
construction of questions and propositions for more detailed investigation later. Usually in
this type of study the investigator is bound to collect extensive information from a given
sample. According to Gravetter and Forzano (2003), this is also known as the manipulative
strategy. The authors state that it is an experimental research only if it satisfies a specific set
of requirements, and that its main goal is to determine whether a causal relationship exists
between two variables. It attempts to establish that changes in one variable are directly
responsible for changes in another variable; that is, there is a cause and effect relationship.
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To establish the existence of a cause-and-effect relationship, the researcher must exert
much more control than in a correlational study. The researcher must manipulate one
variable (called the independent variable) while observing or measuring a second variable
(called the dependent variable).The goal will be to determine whether manipulating the
independent variable causes changes to occur in the dependent variable. Consequently, all
other variables have to be controlled to ensure that they do not influence the two variables
being examined.
3.5.5.3 Explanatory case studies
Saunders and Lewis (2012) argue that explanatory studies focus on studying a situation or
environment and seek to provide answers to the casual relationships between variables.
Methods of data collection usually employed with these studies are case studies,
observation, historical analysis and statistical surveys. Explanatory studies aim to provide
casual explanations of phenomena. There is no clear distinction between exploratory,
descriptive and explanatory case studies. Previous studies have proven beyond reasonable
doubt that the best case studies are either exploratory and descriptive or descriptive and
explanatory.
This study entails examining accumulated evidence, thus the focus shifts to certain selective
case studies. To achieve the desired result the researcher must use data from other data
collection techniques and corroborate and illustrate through providing a detailed account.
Measurement of the value of the case study can be done by looking at the level to which
events can be generalised to other situations.
This type of case study attempts to separate chosen social features within a real life setting
and afford a platform to assess existing justifications. It mainly attempts to address and test
‘how’ and ‘why’ questions. The first is the dire or strategic case where the investigator
pursues evaluation of the evidence for a decision by looking at the most positive description
of a particular issue. The other is the divergent case that attempts to dismay the saying that
the exception proves the rule by showing how a general rule needs to be re-defined.
3.5.5.4 Cumulative case studies
Cumulative studies have the objective to collect information from diverse sources gathered at
different times. These studies have the advantage of allowing the researcher to collect
information from previous studies, hence permitting greater generalisation without incurring
any further costs or time being spent on new, possibly repetitive or monotonous studies.
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3.5.5.5 Critical instance case studies
Critical instance studies inspect one or more sites for the purpose of examining a scenario of
exceptional interest without the intention to generalise. It is therefore deemed an effective
method when addressing the cause and effect questions. Most of these design types are
fundamentally determined for researchers relative to the field in which they are working.
Critical instance studies are also known as composition studies where researchers mostly
work with qualitative methods and aim to be descriptive with the process in relation to the
subjects. It should be noted that for this type of study to be a success, investigators need to
come up with clear questions to be explored and the hypothetical perspective from which
they will approach the case.
In addition to action research, this study adopted a descriptive case study (where the private
institute is the case) as strategy.
3.5.6

Experiment

Collins and Hussey (2003) argue that experimental research is a positivist approach
undertaken in a natural setting and employing a systematic way; it therefore offers the
researcher a way of controlling subjects, thereby identifying casual relationships. This further
creates a way of manipulating the independent variable in order to observe the effect of the
dependent variable. Saunders and Lewis (2012) point out that experiments are employed to
investigate casual links between variables and to establish if there is any change in one
independent variable relative to the dependant variable. Saunders and Lewis (2012) further
elaborated that an experiment entails (i) manipulating the independent variable; (ii) holding
the dependent variable constant through controlling other variables; (iii) observing the effect
of manipulation; and (iv) predicting possible future events within the context of the
experiment.
Experimental, quasi-experimental and ex post facto studies are used to determine whether
one variable causes another. This is also known as correlational strategy or approach.
Gravetter and Forzano (2003) define it as measuring two variables for each individual in
order to evaluate the relationship between the two variables. The authors furthermore claim
that typically the variables are measured as they naturally exist, with no attempt to
manipulate or control them. Its main purpose is therefore to describe the relationship
between the two variables and measure its strength. In conclusion, it simply attempts to
establish the existence of a relationship and then describe the relationship; it does not
explain the underlying causes.
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3.5.7

Survey

Saunders and Lewis (2012:115) define a survey as a “research strategy which employs a
structured collection of data from a sizeable population through use of data collection
instruments such as questionnaires, structured observation and structured interviews”.
Bryman (2012:60) states that “survey research comprises a cross-sectional design in relation
to which data are collected predominantly by questionnaire or by structured interview on one
or more case and at a single point in time in order to collect a body of quantitative or
quantifiable data in connection with two or more variables, which are examined to detect
patterns of association”.
Creswell and Garrett (2008) define survey research as engaging the use of questionnaires
and interviews administered to a certain population in an attempt to identify a pattern. It is
also known as a methodical collection of information from subjects with the aim to obtain an
understanding, hence be able to

predict some characteristics of the behaviour of the

population of interest. Its main emphasis is on sampling the population, then designing an
appropriate questionnaire that will be administered and possibly analysed.
For this study, a pre-survey has been conducted before implementation and a post-survey
after the implementation of e-portfolios to test the attitude of the participants, whereafter a
comparison of the results was done. The pre-test was administered before creating eportfolios and the post-test towards the end of the semester. Questionnaires were used to
obtain information such as the attitude of the respondents on learning, assessment,
reflection, collaboration and interpersonal communication through the use of an e-portfolio.
This served as the main data collection tool throughout the survey.

3.6

RESEARCH METHODOLOGY

Teddlie and Tashakkori (2009) define research methodology as a scientific inquiry that seeks
to address research questions and how these can be effectively answered, taking into
account the world view, general designs, data collection procedures and analysis as well as
any possible inferences applied in the data and quality improvement of data. Research
methodology entails choosing a research method which can either be a single data collection
technique used in conjunction with an analysis procedure, known as a mono method, or
employing more than one data collection technique with corresponding varying data analysis
procedures to answer research questions, known as multiple methods. These two methods
are limited within a qualitative or quantitative domain (figure 3.7).
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Multiple methods can be either multi-method or mixed-methods. If a researcher chooses to
collect quantitative data using data collection instruments such as questionnaires and adopts
an analytical procedure that uses quantitative procedures, it is called a multi-method
quantitative study. On the other hand, if a researcher chooses to collect qualitative data
using qualitative ways such as feelings of subjects and employs a qualitative analysis
method, a multi-method qualitative study stance is taken. Thus, when adopting multimethod, qualitative and quantitative data collection techniques and analysis methods are not
combined.
Mixed-model research combines quantitative and qualitative data collection techniques and
analysis procedures. Researchers can adopt mixed-methods either simultaneously or
sequentially and employ both qualitative and quantitative data collection techniques and data
analysis procedures. Figure 3.6 below depicts a hierarchical structure of different research
methodology choices.

Figure 3.7: Research methodology choices
(Source: Saunders et al., 2009)

3.6.1

Mixed-methods

Creswell (2014) defines mixed-methods research as an approach that seeks to employ both
qualitative and quantitative data collection techniques and data analysis procedures. Mixedmethods research integrates the two forms of data (qualitative and quantitative) applying
data design that will involve philosophical underpinnings and theoretical frameworks. This
implies that a researcher who employs the mixed-methods approach is bound to have a clear
understanding of the problem at hand rather than merely using one approach alone.
According to Johnson and Onwuegbuzie (2004:14), “a key feature of mixed-methods
research is its methodological pluralism or eclecticism, which frequently results in superior
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research (compared to mono-method research)”. Furthermore, a mixed approach allows data
to be triangulated to provide a better picture of the data collected. Mixed techniques research
design is a process for gathering, scrutinising and combining both qualitative and quantitative
research when one type of research lacks sufficient evidence to address research questions,
thus coming up with complementary benefits (Creswell & Garret, 2008).
The above reinforces and strengthens the method which has been employed for this
research study. The study used a mixed approach as it sought evidence on the impact of eportfolios enhancing the learning experience of scholars in private tertiary education.
Consequently, the purpose of using a mixed approach is to enhance the strengths and
reduce the weaknesses of both approaches (qualitative and quantitative). A mixed approach
selected for this study yielded many benefits, including having a variety of data to answer the
research questions. Using mixed-methods availed a platform to discover and comprehend
the researcher’s own involvement as well as the scholars’ learning experiences in creating
and maintaining electronic portfolios. Figure 3.8 illustrates the range of research methods
and depicts the mixing of research methods as employed in this research study.

Figure 3.8: The research continuum
(Source: Barrett, 2005)

As already mentioned, this study employed mixed-methods research where quantitative and
qualitative methods were employed sequentially as well as concurrently. A mixed-methods
study is based on pragmatism which is a philosophical stance that justifies the combination
of qualitative and quantitative methods in one study. Furthermore, pragmatism assumes that
any practical and functional value is important and valid. Pragmatists believe that truth is best
for understanding any social phenomenon and addressing research problems. Pragmatists
also believe that reality is complex and multiple from an ontological view and there are many
ways to gain knowledge from an epistemological stance (Ivankova, 2015).
Ivankova (2015) identifies the key characteristics of mixed method research as follows:


Number of qualitative and quantitative strands (component of mixed-methods study
that has conceptualisation, experiential phase and the inferential phase)
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The sequence (can be concurrent, sequential or multi-strand) of qualitative and
quantitative data collection and analysis phase



Integration of both methods through combining, connecting or merging

Figure 3.9 shows the range of mixed-methods models. Mixed-methods are attractive to many
researchers in that it logically allows the researcher to take advantage of the strengths of
each approach while simultaneously overcoming their weaknesses to some degree. This
enables the researcher to obtain a well-rounded understanding of the participants’ behaviour
and confirm or contradict the results obtained by one method with those obtained using a
different method. Employing a mixed-methods approach for this study enabled the
researcher to obtain multiple perspectives, explanations and research methods to reinforce
the study and corroborate the data, thereby generating complementary strengths with no
overlapping weaknesses.

Figure 3.9: Mixed-methods model
(Source: Johnson, 2014)

Ivankova (2015) points out that mixed research is now more widely employed as it is better in
addressing complex research questions and easing the complexity of the social phenomena
because it employs all possible methods. Ivankova (2015:11) identifies the key reasons and
purpose of mixed method research as follows:


Triangulation: seeks corroboration, convergence and correspondence of different
results from employing different methods



Complementary: tries to address elaboration, enhancement, illustration and
clarification of the results from one method with the results from another method
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Development: helps in employing the results of one method to assist in the
development of another method



Initiation: the discovery of the paradox and contradiction of one method to initiate the
same process when using another method



Expansion: tries to extend the range of inquiry by using different methods

Tashakkori and Teddlie (1998:19) define mixed-model studies as “studies that are products
of the pragmatist paradigm and that combine the qualitative and quantitative approaches
within different phases of the research process”. The authors further argue that pragmatists
believe values are key in conducting an investigation and drawing a conclusion.
Cresswell (1995, cited in Tashakkori & Teddlie, 1998) identifies four different mixed-method
designs, namely:


Sequential studies: this is when the researcher conducts a certain phase of the
qualitative study, followed by a quantitative phase, or vice versa; thus, there are two
distinct phases



Parallel or simultaneous studies: the researcher conducts both qualitative and
quantitative phases at the same time



Equivalent status designs: the researcher aims to understand the social phenomena
under investigation by equally employing both qualitative and quantitative studies



Dominant-less dominant studies: the researcher investigates the study by confining to
a single dominant paradigm and partially employs an alternative study

Figure 3.10 is a graphical representation of qualitative and quantitative studies. It illustrates
the different types of data, theories and analysis approaches that exist relative to the two
methods. It further quantifies and qualifies the different forms of data that can be used in
each of the types of studies.
Figure 3.11 illustrates the different possibilities of combining qualitative and quantitative
methods.
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Figure 3.10: Qualitative and quantitative data analysis
(Source: Bernard, 1996)
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Figure 3.11: Different scenarios for mixed-methods
(Adapted from Tashakkori & Teddlie, 1998)

3.6.2

Quantitative approach

Creswell (2014:4) defines quantitative research as “an approach for testing objective theories
by examining the relationship among variables”. The variables are measurable by using
appropriate instruments; the resulting data can be analysed using statistical tools and
deductive reasoning can be implied to produce results. Quantitative research is the detailed
accurate measurement of some conduct, data, judgment or attitude of the participants. In
quantitative research the emphasis is on arguments and figures (Beglar & Murray, 2009).
Quantitative research is a procedure of decisive research concerning large symbolic samples
and fairly organised data collection procedures. A principal part of quantitative research is to
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investigate the proposition regarding the association of two or more variables (occurrences).
Quantitative research scrutinises variables which are based on the proposition consequent
from a hypothetical pattern (Visagie & Rasmussen, 2010). This approach usually results in a
fragile theoretical perception of how constructs are derived. Variables therefore play a pivotal
role. To conduct successful quantitative research, the variables documented must be
quantified using data collection instruments such as questionnaires and/or some form of
structured observation.
This approach often tries to institute fundamental associations (cause and effect) between
variables. The recurrent routine of independent and dependent variables by quantitative
researchers is an indication of the extensive propensity to institute instrumental relationships
between variables. A causal relationship between constructs explains why things are the way
they are by specifying the causes thereof. Struwig and Stead (2001) state that the
quantitative researcher desires to take a broad view of the outcomes outside the boundaries
of the research sample.

It is important to establish that findings can be generalised

legitimately to a wider population. The authors furthermore mention the concept of
“replication” of a study that affords a way of shaping the degree to which conclusions are
pertinent to other environments. It also serves as a means of checking the bias of the
investigator. A study is replicable when the study’s research process is clearly and accurately
described. This enables other researchers to repeat the study should they wish to do so.
In this study, a key focus point is the empirical inquiry. Survey instruments are administered
to individuals, and the individuals’ responses are required. These responses are then
collected to form overall measures for the sample. The distinctive element in quantitative
research has to do with its methods of investigation that use the discrete source of data,
largely independent from other individuals. Quantitative researchers are influenced by
positivism and view reality as if it were identical to the natural order (Struwig & Stead, 2001).
3.6.3

Qualitative approach

Creswell (2014) argues that qualitative research is about exploring and studying subjects
from a social setting and how the subjects subscribe to a problem. Researchers who employ
a qualitative approach adopt an inductive way of reasoning; the investigation involves
emerging questions and procedures that ultimately become themes from which the
researcher can develop meaningful information/findings. Qualitative research focuses on
explanatory techniques that pursue to designate, interpret, transform and otherwise come to
terms with the meaning and not the regularity of certain occurrences. In qualitative research
the emphasis is on the opinions, attitudes and feelings of the subjects.
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This research study investigated how the use of e-portfolios can enhance the learning and
experience of scholars in a private institution. The study looked at how e-portfolios can be
implemented in private South Africa institutions to enhance the learning experience of
scholars. A qualitative research methodology is useful in exploring the ‘how’ and ‘why’ of a
phenomenon and is therefore appropriate for this research topic. Scott and Morrison (2007)
maintain the stance that a qualitative approach is useful for research since the investigator
will be able to interpret the world from the subject’s point of view; thus, theories can be
developed that are grounded in multiple stages of data collection, in which the characteristics
of the design are constant comparisons of data with the emerging categories and theoretical
sampling of different groups to explore similarities and differences.
Qualitative research involves collecting data directly from sources (McMillan & Schumacher,
2010). It affords the researcher the opportunity to gain independent and rigorous insights into
the experience of respondents (Scott & Morrison, 2007). McMillan and Schumacher (2010)
state that in qualitative research, the researcher will begin with either a particular worldview,
a set of assumptions, and/or possible theoretical positions tested against patterns and
themes emerging from that research. The outcome of this serves to further seek out how to
highlight descriptions and explanations of people’s behaviour in their natural setting and
context (McMillan & Schumacher, 2010). Figure 3.12 illustrates the spectrum of qualitative
research. It can take audio, text or video as primary data. It presents the different analysis
procedures and theories that can be used to scrutinise the data for findings.

Figure 3.12: The range of qualitative research
(Source: Bernard, 1996)
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Table 3.6 compares the three different research methodology approaches (quantitative,
qualitative and mixed-methods).
Table 3.6: Features of quantitative, mixed-methods and qualitative research
(Adapted from the University of South Alabama, 2015)

Feature

Quantitative Research

Mixed-methods Research

Qualitative Research

Scientific
method

Confirmatory or “topdown”

Both confirmatory and
exploratory research

Exploratory or “bottom-up”.
The researcher generates
constructs and knowledge
through the grounded theory
from data collected during
fieldwork

Ontologynature of
reality/truth

Objective, structural and
agreed upon

Pluralism: appreciation of
objective, subjective and
intersubjective reality and
their relationship

Subjective, mental, personal
and constructed

Epistemology
- theory of
knowledge

Scientific realism; search
for the truth; justification
by empirical confirmation
of hypotheses; universal
scientific standards

Dialectical pragmatism;
pragmatic justification;
mixture of universal and
community specific needsbased standards

Relativism; individual and
group justifications; varying
standards

View of
human
thought and
behaviour

Regular and predictable

Dynamic, complex and
partially predictable with
numerous influences of
nature

Unpredictable; situational;
personal; contextual; social

Most
common
research
Objectives

Quantitative; numerical
descriptive; causal;
explanation; prediction

Multiple objectives and
perspectives; provide fuller
and complex explanation
and understanding;
understand multiple
perspectives

Qualitative; subjective
description; empathetic
understanding; exploration

Nature of
observation

Study behaviour under
controlled conditions;
isolate the causal effect of
single variables

Study multiple contexts,
perspective or conditions;
study multiple factors as
they operate together

Study groups and individuals
in natural settings; attempt to
understand insider’s views,
meanings and perspectives

Form of data
collected

Collect quantitative data
based on precise
measurement using
structured and validated
data-collection instruments

Collect multiple types of
data

Collect qualitative data such
as in-depth interviews,
participant observation, field
notes and open-ended
questions. The researcher is
the primary data-collection
instrument

Data analysis

Identify statistical
relationships among
variables

Mixture of variables, words,
categories and images

Use descriptive data; search
for patterns, themes and
holistic features and
appreciate difference
variation

Results

Generalisable findings
providing representation of
objective outsider
viewpoint of populations.

Provision of subjective
insider and objective
outsider viewpoints and
presentation and
integration of multiple
dimensions and
perspectives

Particularistic findings;
provision of insider
viewpoints
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Feature

Quantitative Research

Mixed-methods Research

Qualitative Research

Form of final
report

Formal statistical report
with correlations, t-tests,
comparisons of means,
and reporting of statistical
significance of findings

Mixture of numbers and
narratives

Informal narrative report with
contextual description and
direct quotations from
research participants

Qualitative research employs phenomenology, which is when an investigator aims to obtain
an in-depth understanding of how people experience a phenomenon. The idea of
phenomenology in this study was to understand the own perspective of participants on the
use of e-portfolios in an academic environment to enhance their learning experience.

3.7

DATA COLLECTION

Figure 3.13: Diagrammatical representation of data collection instruments

Data can be defined as raw facts that have not been put into a meaningful format and entails
content that will be manipulated by the researcher. It can contain numeric (quantitative) or
attitude/opinion responses (qualitative). Data are collected using primary and/or secondary
sources, through interactive and/or non-interactive techniques, and through observations or
communication studies. Fig 3.13 illustrates the different data collection instruments.
Primary data collection techniques include methods where data are collected by the
researcher. Primary data collection methods include interviews, observations and
questionnaires, while secondary data sources include journals, publications and prior
research. Interactive data collection methods are undertaken based on the interpersonal
communication of subjects relative to the social setting, thus, there is personal
communication between the researcher and the participants. Interactive data collection
methods include interviews (one-on-one, group, or focus group), questionnaire administration
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(one-on-one, group, or focus group), and observations (participant, naturalistic). Noninteractive data collection methods include methods where the human, social communication
element is absent.
3.7.1

Questionnaire

Kumar (1999) describes a questionnaire as a written list of questions of which the answers
are recorded by the respondents. Kumar further elaborates that apart from the investigator
asking questions and documenting the answers, the subject has to respond to a list of
questions by completing a questionnaire.
The questionnaire used in this research study was interactive as a one-on-one approach had
been applied. It entailed an attitude scale about e-portfolio usage in tertiary institution (Akcil
& Arap, 2009). It was designed to simplify completion through clear wording and attractive
presentation. The pre-test survey entailed a questionnaire divided into seven areas:


Background information



Ease of use



Interpersonal communication



Reflection



Collaboration



Assessment



Learning

The pre-test, administered to both groups (A and B), obtained data inter alia demographics,
attitudes, behaviour, beliefs and opinions relative to e-portfolios as well as attitude and
opinions of subjects on learning, assessment, reflection, collaboration and interpersonal
communication.
The post-test, administered to both groups (A and B), had more open-ended questions
added to the pre-test questions to acquire descriptive statistics for qualitative data. The
researcher chose to use a questionnaire as it is less expensive in terms of saving time and
costs, and it is also convenient. Because there is no face-to-face interaction, this method
ensures anonymity in that no name or identity is made public. It can reach a large
geographical area, thus there are no physical barriers. Apart from these benefits, a
questionnaire comes with a penalty in that it can only be administered to a population/sample
that can read and write. There is no control on the researchers’ side to force the respondents
to complete a questionnaire. There is no room (and space provided for spontaneous
responses) and the researcher cannot clarify issues. However, apart from these
disadvantages, the researcher chose questionnaires as a valuable data collection method.
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3.7.2

Interviews

For this study, individual in-depth interviews with all participants from both groups A and B
were conducted where an individual interviewer collaborated with a single subject. The time
frame for each interview was set at 20 to 40 minutes. The individual in-depth interviews were
recorded (audio/visual) for the researcher to have rich detail at hand when needed (Cooper &
Schindler, 2006). All interviews took place in the lecture room on campus.
Figure 3.14 provides a graphical illustration of the interview types that exist.

Figure 3.14: Diagrammatical representation of Interview types
(Source: Saunders et al., 2009:321)

To add to the data collection, the study also adopted group interviews, defined by Cooper
and Schindler (2006) as a data collection technique using a single interviewer with more than
one respondent. Cooper and Schindler further elaborate that such groups could differ in size
and that small groups—between 6 and 10 interviewees—work best. The group interviews
were conducted with sub-groups in both Group A and B with 6 subjects per group.
This study implemented a structured interview where the interviewer posed a collection of
questions from previously compiled questionnaires to a respondent in a face-to-face situation
and recorded the respondent’s answers. The interviewer asked specific questions to all
participants. The structured interview consisted of a pre-determined set of open-ended and
closed questions. The interviewer had little freedom to deviate from these questions. The
advantage is that standardised questions were asked in a pre-determined order to all
respondents to provide uniform information which assured the comparability of data.
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Structured interviews are easier to analyse than unstructured interviews, however, this has
the disadvantage of restricted responses according to the range (e.g. Likert scale) imposed
by the researcher. Little freedom is given, thus the researcher does not achieve the depth or
spread of unstructured interviews. In order to collect varying data for purposeful usage and
analysis, the researcher also employed semi-structured interviews where the interview
maintained a balance between the structured and unstructured interviews. The interview
guide contained a list of topics and aspects which the interviewer addressed during the
course of the interview. All respondents were asked the same questions, but the interviewer
adapted the formulation of the questions, including terminology, to fit the background and
educational level of respondents. The same structured questions/items as well as the fully
open-ended questions were asked to all participants. With semi-structures interviews the
interviewer is granted more freedom to deviate from pre-determined questions and is allowed
to rephrase questions.
For this study, the interview was selected as data collection tool because of its various
advantages:


An interview is more appropriate for complex situations; it provides the opportunity to
establish rapport with the subjects and stimulates the trust and cooperation often
needed to probe sensitive or complex areas



Questions can be explained; it provides an opportunity to assist the subjects in their
interpretation of questions



It allows flexibility in determining the wording and sequence by giving the researcher
greater control over the situation through probing



The interview has a wide application; it can be used with all kinds of people



It has a good response rate, i.e. it is harder for respondents to terminate the one-onone interview

However, an interview also has disadvantages such as costs, being time consuming,
interviewer bias, and the quality of data collected depends on the experience, skills and
commitment of the interviewer.
3.7.3

Observations

One way of collecting primary data is to make use of observations. Kumar (1999:134)
describes an observation as “a purposeful, systematic and selective way of watching and
listening to an interaction or phenomenon as it takes place”. Bogden and Biklen (2007)
deliberate that an investigator can only gain an in-depth understanding of human beings if
he/she can hear the subjects communicating verbally and observe them daily in order to
have a precise understanding of their experiences and practices.
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Observations entail observing the participants when they are fully operational on their eportfolios and listening to them talking about their experiences and opinions of the eportfolios (Bogden & Biklen, 2007). Observations can be viewed as the best data collection
method when the investigator is entirely interested in the conduct more than perceptions of
subjects. Observations are common in exploratory research. The researcher has the option
to simply observe or to participate and observe at the same time. The researcher employs
observation techniques that are systematic and objective.
This research study employed participant observation where the researcher was actively
engaged in the activities of the group being observed in the same manner as its members,
with or without the members being aware of the observation. The researcher had to maintain
continuous interaction with the subjects in the lecture room and while they worked on their eportfolios. Observations were conducted on both Group A and B during the training phase
when the participants were trained on how to use and create an e-portfolio. Non-participant
observation was also applied in this study. The researcher became a passive observer,
watching and listening to the behaviour of the participants, thereby drawing conclusions
based on the observations.
This data collection method was chosen because it enabled the researcher to gather
sensitive information that is not easily availed or disclosed. It also allowed the researcher to
collect original, real time data, thereby eliminating the need to depend on reports by others.
Observations also overcome the deficiencies of questioning. It provides for capturing the
whole event as it occurs in its natural environment. There are no limitations on the length of
doing the observations, unlike surveys and experiments. Lastly, participants seem to accept
an observational interruption better than when they respond to questioning.
However observations have shortcomings in that individuals/participants can change their
behaviour if they become aware that they are being observed. The researcher therefore
became a passive observer in this study to overcome this pitfall.
Figure 3.15 represents a research typology adopted from the University of South Alabama.
An investigator needs to employ a research method that will address the research questions
and aims, taking into account time and any obstacles relative to the selected target
population. The research landscape presents experimental quantitative research which
basically aims to determine cause-and-effect relationships. This assists in systematically
changing the variables by identifying causal relationships through observation in controlled
conditions. Experimental research thus enables the manipulation of independent variables
and observes the after effects. Non-experimental research on the other hand does not avail
the opportunity of random assignment or manipulation of the independent variable; it
112

implements causal-comparative research where the researcher studies the relationship
between one or more categorical independent variables and one or more quantitative
dependent variables.

Figure 3.15: The research typology
(Source: University of South Alabama, 2015)

3.8

POPULATION AND SAMPLE

The population of a study defines the group to be investigated. The population for this study
comprised of first year (Group A) and second year (Group B) scholars from the faculty of
Information Technology at a private tertiary institution during the first semester in 2014.
Inferences, deductions and evaluations were made from this group.
A population element is an individual respondent on which measurements are employed; it is
made up of people, objects and events. The subset of a population is termed a sample,
scientifically selected to gather information from. Sample size is a numerical value of the
elements the researcher wants to obtain information from. For this study, the sample size of
the first year (Group A) scholars undertaking Networking Technology was n=23, and the
sample size of the second year scholars (Group B) undertaking Internet Server Management
was n=25.

3.9

SAMPLE TECHNIQUES

Struwig and Stead (2004) define probability sampling as a concept of randomly selecting
objects/elements/people and all have an equal chance of being selected. Teddlie and Yu
(2007) elaborate that probability sampling is mainly employed in conjunction with quantitative
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studies and offers a sample from the population that is determinable. Struwig and Stead
(2004) categorise probability sampling into four broad categories namely random sampling,
stratified sampling, cluster sampling, and sampling using multiple probability techniques. The
authors maintain that random sampling takes place when each unit in the population has an
equal chance of being selected. Stratified sampling is when the investigator divides the
population into units or sub-groups. Cluster sampling is when the selected units are not
individuals but a group that occurs naturally e.g. the Networking Technology group. Lastly,
multiple probability techniques are employed through multiple quantitative techniques in the
same study, thus, it is a combination of multiple probability sampling techniques. Figure 3.16
presents the different types of probability sampling.

Figure 3.16: Diagrammatical representation of probability sampling

Struwig and Stead (2004) classify non-probability sampling or purposive sampling as mainly
implemented with qualitative studies and can best be defined through selecting units relative
to answering or addressing the research questions. These cases are selected on purpose to
address certain research questions. This implies that the sample is selected with the aim to
account for the research questions. The authors categorise purposive sampling into
convenience, purposive, quota and snowball sampling techniques.
Teddlie and Yu (2007) argue that convenience sampling is one in which samples are drawn
based on availability to partake in a study. This approach does not need the whole
population and is less expensive to implement; however, it comes with bias and a lack of
generalisation. Purposive sampling involves investigating only selected subjects. The sample
is selected on expert judgement and is thus made up of a group perceived to avail the
required information under investigation. With quota sampling, subjects are selected based
on their characteristics. A referral approach is used for snowball sampling to find scarce
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respondents; thus, the researcher starts with few respondents and asks them to identify likely
representatives of the same sample. Figure 3.17 presents the different types of nonprobability sampling.

Figure 3.17: Diagrammatical representation of non-probability sampling

Teddlie and Yu (2007) highlight a further category of sampling techniques known as mixed
method. This is basically where purposive and probabilistic techniques are combined, thus
increasing transferability and external validity. This method combines qualitative and
quantitative sampling in a sequential manner, concurrently for triangulation, and in multi-level
format which defines a nested approach.
Table 3.7: Features of mixed method sampling
(Adapted from Teddlie & Yu, 2007)

Feature

Mixed Method Sampling

Overall purpose of sampling

Designed to generate a sample that will address research
questions (Teddlie & Yu, 2007)

Generalisability

Attention is given to external validity and transferability issues

Sampling techniques

Both probability and non-probability sampling

Basis for selecting cases/units

Representativeness and information rich cases (Teddlie & Yu,
2007)

Sample size

Multiple samples in a study, varying in size, dependent on the
line of research and question from a small number of cases to a
large number of units of analysis (for this study n=48)

Depth/breadth of information per
case/unit

Focus on both depth and breadth of information across the line
of research

When the sample is selected

Most sampling decisions are made before a study commences

How selection is made

Expert judgement employed across the sampling decisions,
especially because they interrelate with one another

Form of data generated

Both numeric and narrative data are typically generated
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Table 3.7 above gives a clear illustration of mixed-methods sampling relative to the purpose
of sampling, how the sample is selected, the size of the sample, the basis of selecting the
cases and the form of data generated through employing the mixed method technique.
Table 3.8 provides a comparison of purposive (non-probability) sampling and probability
sampling. The focus is on how it can be effectively applied to offer a clear representation and
the right sample for a study.
Table 3.8: Comparison of purposive and probability sampling
(Adapted from Teddlie & Yu, 2007)

Dimension of Contrast

Purposive Sampling

Probability Sampling

Other names

Purposeful sampling

Scientific sampling

Non-probability sampling

Random sampling

Qualitative sampling

Quantitative sampling

Overall purpose of sampling

Designed to generate a sample
that
will
address
research
questions

Designed to generate a sample
that
will
address
research
questions

Issue of generalisability

Sometimes seeking a form of
generalisability (transferability)

Seeking a form of generalisability
(external validity)

Rationale for selecting
cases/units

To address specific purposes
related to research questions

Representativeness

The researcher selects cases he/
she can learn the most from

The researcher selects cases that
are collectively representative of
the population

Sample size

Typically small (usually 30 cases
or less)

Large enough to establish
representativeness (usually at
least 50 units)

Depth/breadth of information

Focus on depth of information
generated by the cases

Focus on breadth of information
generated by the sampling unit

When the sample is selected

Before the study begins, during
the study, or both

Before the study begins

How selection is made

Utilises expert judgment

Often based on application of
mathematical formulas.

Sampling frame

Informal
sampling
frame
somewhat larger than sample

Formal sampling frame typically
much larger than sample

Form of data generated

Focus on narrative data; numeric
data can also be generated

Focus on numeric data; narrative
data can also be generated

per case/unit

According to Scott and Morrison (2007), researchers do not always have sufficient time and
resources to conduct a survey or perform research on an entire population. In such cases a
sample (also referred to as a sampling frame) is useful as it involves selecting a group of preidentified people from a larger population group.
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This study used convenience sampling and stratified sampling techniques to identify the
sample groups within the population. Convenience sampling, according to McMillan and
Schumacher (2010), accounts for a group of participants selected on the basis of them being
available or being convenient for the researcher to collect data from. This study partially
implemented convenience sampling as the subjects were available and the researcher
worked at the private institution where the investigation was conducted.
The study furthermore used stratified sampling where sub-populations were identified within
the population, and then respondents were selected from these sub-populations through
random sampling. The two sub-populations identified were called Group A and Group B.
Random sampling was chosen as it assured fair representation; also, the characteristics of
each element in the sample were easily observable. This leads to the advantage of
increased statistical efficiency through easy access of data to represent and analyse groups,
thereby making it easy to apply different methods in the sample groups.
The research was conducted within an undergraduate Information Technology programme at
a private tertiary institution for two courses, namely Networking Technologies (Group A, first
year scholars) and Internet Server Management (Group B, second year scholars). The
researcher selected these modules as they promote the purpose of e-portfolios. The main
emphasis was to use the e-portfolio as an emerging tool that enhances the learning
experience of private college scholars.
The sample of this study consisted of 48 male and female undergraduate IT scholars from
different races and ethnic groups with different computer skills, within the age range of 18 to
24 years. The sample contained 23 scholars from the Group A and 25 scholars from Group
B. All participants voluntarily accepted to be involved in the study with the view of acquiring
new experience and skills through the use of e-portfolios.

3.10 RESEARCH MATERIALS
In an attempt to explore the attitudes and perceptions of undergraduate scholars in using eportfolios, structured and semi-structured questionnaires were used for the survey. The
questionnaire was developed after examining survey methods previously implemented in this
research field, including studies from the Malaysian Journal of Educational Technology by
Yusuf and Tuisawau (2011). The survey included a baseline (pre-survey) which explored the
scholars’ perceptions and attitude towards e-portfolios before creation, and a post-survey
with more open-ended questions for descriptive statistics in a qualitative approach after the
e-portfolios were created.
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The survey questions consisted of 43 statements and questions of which 36 used the Likert
scale in order to measure the relationship (if any) between the attitude and perceptions of
scholars on the use of e-portfolios to enhance learning. The first part of the questionnaire
was based on demographics and prior computer skills and consisted of a 5-point Likert scale
with the following elements: never, always, sometimes, often and always. The other part of
the questionnaire was based on attitude of subjects towards e-portfolios and consisted of a
5-point Likert scale that had the following components: strongly agree, agree, neither agree
nor disagree, disagree and strongly disagree.
Before the implementation of the e-portfolio tool, the participants (n=48) completed a
questionnaire which focused on seven learning factors. The survey questions were
categorised into the following areas:
a) Background information: This part had seven (7) questions which were asked to
determine demographics, gender, age, previous experience on e-portfolios and race
of the respondents. This was done to determine the relationship (if any) these had on
attitude and perceptions of scholars on e-portfolios as a Web tool to enhance their
learning experience.
b) Ease of use: Nine (9) questions were asked to test or examine scholars’ attitude and
perceptions towards the user-friendliness of the e-portfolio.
c) Interpersonal communication: This part had five (5) questions which were asked to
determine scholars’ attitude and perception on how the e-portfolio would improve their
interpersonal communication.
d) Reflection: Five (5) questions were asked to determine if e-portfolios would help
scholars to critically reflect on their work, ideas and achievements.
e) Collaboration: This part had four (4) questions which determined if scholars could
use e-portfolios to improve sharing of ideas and obtaining positive feedback from
peers.
f) Assessment: This part had seven (7) questions which were asked to determine
scholars’ attitude and perceptions on the use of e-portfolios as an evaluation and
assessment tool.
g) Learning: This part had eight (8) questions which were asked to determine scholars’
attitude and perceptions on the use of e-portfolios to enhance their learning
experience.
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3.11 RESEARCH PROCEDURE
A research procedure can be viewed as an explicit, stage-by-stage description of a specific
research study. It basically describes all the steps followed in undertaking the study. This
entails a detailed description of the specifications on how the study should be conducted.
The procedure contains the final decisions on all the choices still available after the general
design has been determined. It contains a detailed resolution of exactly how the variables will
be manipulated, regulated and measured; how the individuals will be involved; and how the
individual participants or subjects will proceed through the course of study.
The implementation of the e-portfolio as an emergent Web 2.0 technology was conducted
during the first semester of 2014. Before the creation of e-portfolios, respondents had to
complete a questionnaire on learning factors, demographics and their field-explicit
knowledge on e-portfolios (Annexure A). Most of the baseline (pre-survey) questions were
adapted from the Malaysian Journal of Educational Technology by Yusuf and Tuisawau
(2011). The post-survey entailed more open-ended questions regarding the attitude and
perceptions of scholars on the use of e-portfolios to enhance their learning experience. The
survey questions consisted of open-ended questions and six learning factors. While there
were three main methods of evaluation viz. surveys, observations and an analysis of
scholars’ performance, this research study only presents the findings from the survey
evaluations and observations.
Each participant underwent training on how to create an e-portfolio using Google sites, apart
from having received a tutorial on the same topic (Shepherd & Bolliger, 2011). Google sites
are a free, open source application available at http://sites.google.com. This application
allows users to create e-portfolios without in-depth knowledge of html or mark-up languages.
One can easily customise the content he/she deems suitable for their e-portfolios (Shepherd
& Bolliger, 2011). The participants had to name their e-portfolios and then customise the eportfolios using the template on Google sites. Each e-portfolio includes a brief introduction,
schedule and goals or objectives related to educational learning criteria or outcomes. The
participants then uploaded their academic work which included class exercises, tests and
assignments. There was also a section where they had to complete a rubric of selfassessment.

3.12 RELIABILITY, VALIDITY, TRIANGULATION IN QUANTITATIVE RESEARCH
Quality research uses methods that are reliable and valid. To successfully come up with a
way of evaluating the case study approach, one requires rational tests of the validity and
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reliability of the research strategies that have been implemented. Figure 3.18 illustrates
reliability, validity and triangulation.

Figure 3.18: Diagrammatical representation of reliability, validity and triangulation

3.12.1 Validity
Bryman (2012) argues that validity seeks to confirm the integrity of generated conclusions
from study investigations. Struwig and Stead (2004) define validity as the role and extent to
which a specific instrument measures what it is intended to measure. This notion is also
echoed by Drost (2004), who states that validity in its nature seeks to address
measurements of the intended context. Twycross and Shields (2004) in their paper state that
a tool should measure what it is supposed to measure in order to provide evidence of the
quality of study. The authors further opine that both internal and external validity relate to the
overall program design. Validity, also referred to as trustworthiness or credibility, is also
considered in qualitative research. Drost (2004) argues that validity emphasises the
expressive context of research components.
3.12.1.1 Internal and external validity
Bryman (2012) points out that internal validity seeks to address the validity of a conclusion in
terms of encompassing a causal relationship between two or more variables. Carter and
Porter (2000, cited in Twycross & Shields, 2004) state that internal validity in quantitative
studies correlates with the level on which the design of an investigation/study is good to test
a given hypothesis and address the given research questions. The authors further indicate
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that external validity relates to whether or not research findings can be generalised beyond
the immediate study sample and setting. Bryman (2012) points out that external validity is
when the results of a study are generalised beyond the research specific context.
Scott and Morrison (2007) acknowledge two features of validity: internal validity and external
validity, where internal validity suggests preciseness and reliability of the research process
description being made, and external validity refers to the research process’ submission to
other cases, relative to place and time. Drost (2004) argues that external validity seeks to
find a balance and relationship between two different constructs, thus there is the concept of
generalising to the stakeholders involved and to the environment. This study achieved
external validity in terms of generalising to the target population and not across to other
populations; thus, it is limited within the targeted domain at the private tertiary institution.
Internal validity is the measure of preciseness in relation to reality; external validity on the
other hand is the degree to which a broad view is adopted. Internal validity is predominantly
important during the data analysis stage and entails techniques which scrutinise the validity
of deductions and inferences (Schell, 1992). Cooper and Schindler (2006) point out that
internal validity is binding or valid if it is described based on conclusions taken through the
implication of a cause-effect relationship. The following measures were used to assess the
validity of the data collection tools for this study:
i)

Content validity was used in this study to determine whether the tools used for data
collection appeared to others to be measuring what it was supposed to.

ii) Criterion validity in the form of predictive and concurrent validity was implemented in
this study. Concurrent validity was used as an already existing and well accepted
measure. Predictive validity measures the extent to which a tool can predict a future
event of interest. This study conformed to criterion validity in the context that high
positive values of correlation coefficients were obtained, indicating that the tools used
are valid (sections 4.4.1, 4.5.1, 4.5.4, 5.3).
iii) Construct validity tests the relationship between a measure and the underlying
theory, thus it is the degree to which a test measures what it claims to be measuring.
This investigation had high positive values of correlation coefficients, thus the tools
used are valid (sections 4.4.1, 4.5.1, 4.5.4, 5.3).
iv) Statistical conclusion validity seeks to deduce a relationship between two
variables. The end product of statistical conclusion validity is a reasonable inference
to deduce a covariation of the specified alpha level relative to the acquired variances
(sections 4.4.1, 4.5.1, 4.5.4, 5.3). Thus, for this research there was strong statistical
conclusion validity as evidenced by section 4.5.4.
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Validity was strengthened by the fact that respondents matured with time; the testing process
results showed an improvement as respondents had an upwards learning curve for the postsurvey and positive experiences from the use of e-portfolios. There was strict control and the
researcher made sure that both groups were handled the same in every aspect.
Validity was furthermore maintained as there was a large representative sample of subjects
chosen for this study. The researcher kept the relationship professional to maintain the
validity of the study and adhered to strict research principles to ensure that the findings of the
research were authentic, reliable and valid. All problems of subjectivity in an interview setting
where taken into account as the researcher aimed to be as rigorous and objective as
possible. Whenever participants’ views were in contradiction, the researcher probed further
to obtain a clearer picture.
3.12.2 Reliability
Bryman (2012) argues that reliability has to do with consistency in terms of the repetition of
the results of a study. Scott and Morrison (2007) point out that reliability is a measure of
quality in relation to consistency, thus, a study can be deemed reliable if it has yielded
positive results and has been employed successfully providing the same results on two or
more separate occasions. Furthermore, whether quantitative or qualitative measures are
used, the key to successfully applying a notion of reliability is that the object being measured
remains stable.
Drost (2004) states that reliability is the level at which one can alternate measuring
instruments repeatedly to different situations with different participants under different
scenarios to measure the same aspect consistently; the tools employed should be stable and
produce the same results. This study sought to achieve the highest possible levels of
reliability in the context that the measures of association that were used had high positive
correlation coefficients. For this study, the measure of the reliability coefficient reflected high
levels of correlation between two or more variables (section 4.4.4).
Test-retest reliability was used as an estimate of reliability in this study, aiming to
implement temporal stability from one test to another. This was achieved through
administering the same test to a group of participants on two different occasions. The posttest was managed to identify maturity of the respondents relative to time. The respondents
showed changes in feelings, beliefs, opinions, attitude and behaviour towards the study over
time.
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Internal consistency was also achieved as an estimate of reliability in that the researcher
measured consistency within the instrument and tested the extent to which the tools
measured certain characteristics within the test. This was evidenced by an increase in
Cronbach’s alpha as the number of items increased, thus a direct proportional relationship
(section 4.3.1).
Reliability was achieved as the instrument used (questionnaire) was adapted from a source
who implemented the questionnaire in another study and obtained reliable and consistent
Cronbach’s alpha values. Struwig and Stead (2004) define reliability as the extent to which
test scores are accurate, consistent or stable. Cooper and Schindler (2006) define reliability
in terms of the degree to which repeatedly consistent results are obtained.
Reliability was obtained through testing and re-testing in terms of administering the same
questionnaire to the same group of scholars on two separate occasions over an interval of
less than six months. Furthermore, two different tests (pre and post-survey) were
administered to the same group of subjects on two different occasions.
The researcher aimed to maximise reliability through the probing of the participants’
responses (Scott & Morrison, 2007). The researcher used Cronbach’s alpha values to
determine the reliability and consistencies in the measuring instruments. This study aimed to
achieve high levels of reliability testing. These levels were confirmed with the study’s
characteristics of stability relative to time, equivalence as well as internal consistency.
3.12.3 Triangulation
Cooper and Schindler (2006) define triangulation as employing and combining several
methods of qualitative and quantitative research methods. Blanche and Durrheim (1999)
describe triangulation as collecting material from as many diverse sources as possible. This
assists the researchers in understanding a phenomenon from several different angles.
Triangulation consists of qualitative cross-validation among multiple data sources (McMillan
& Schumacher, 2010). The researcher was aware of the need to triangulate the data
collected in order to gain a deeper insight into the use of e-portfolios from different
perspectives, and to corroborate the findings through probing and verification (Scott &
Morrison, 2007). Triangulation in this study was obtained through a literature study in which
many sources related to this study, were consulted. Furthermore, t-tests were used to
measure the correlation of the two groups before and after implementation of e-portfolios.
Triangulation involves the implementation of a wide spectrum of research methodologies in
one study. This study employed the following types of triangulation: data triangulation
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involving time, space, and persons; investigator triangulation which uses multiple
observers; theory triangulation that uses more than one theoretical perspective to interpret
the research phenomenon; and methodological triangulation that involves using more than
one methodological approach of data collection. Multiple data sources are used to gain an indepth understanding, validation and substantiating of the quality of results in the use of eportfolios. It furthermore builds confidence, improves consistency, and creates a clear picture
of the phenomenon. This study employed methodological data and unit of analysis
triangulation.
Methodological triangulation was obtained as the study employed a mixed approach through
a qualitative and quantitative study. This was further evidenced by the use of interviews and
questionnaires as data collection instruments; the two instruments complimented and
reinforced one another, thereby overcoming their weaknesses. This study also employed
data triangulation in the context that it implemented multiple sources of data to acquire
different perspectives from the participants relative to a specific situation; hence in this study
data was collected through various interviews, observation and pre- and post-test surveys
through administering questionnaires and reviewing participants’ e-portfolios. Multiple data
sources assisted the researcher to validate the findings by exploring different views of the
situation under investigation.

3.13 TRUSTWORTHINESS IN QUALITATIVE RESEARCH
The study implemented a mixed approach and placed emphasises on the use of two
paradigms—positivism and interpretivism. There exists thus the need to justify the
trustworthiness of the study by adapting Shenton’s (2004, cited in Guba, 1981) constructs of
trustworthiness (figure 3.19).
i)

Credibility seeks to be viewed on the same level as internal validity, as perceived by
positivists. Credibility, from the qualitative investigators’ point of view, seeks findings
to be consistent with reality. This study adopted well-established research methods
and operational measures for the concepts being studied. It therefore implies that
consistent and tried-and-tested data gathering techniques and data analysis
procedures have been employed. To add to credibility of the study, the researcher
managed to familiarise himself with all involved stakeholders before commencement
of the data collection phase. This was evidenced through the consultation of
appropriate documents and visits to all involved stakeholders.
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Figure 3.19: Diagrammatical representation of trustworthiness

Triangulation was used to justify the trustworthiness of the qualitative study. In this
study triangulation involved the implementation of various data collection methods,
including individual interviews, focus groups and observations.
Employing a mixed-methods approach for this study enabled the researcher to obtain
multiple perspectives, explanations and research methods to reinforce the study and
corroborate the data, thereby generating complementary strengths with no
overlapping weaknesses. Furthermore it allowed the researcher to take advantage of
the strengths of each approach as it addressed the weaknesses of the other
methods, hence overcoming the drawbacks and exploiting potential benefits in other
methods.
Triangulation was also achieved in this study through the involvement of a large
number of respondents. This assisted the researcher in terms of weighing a wide
spectrum of responses, views and opinions against domain specific knowledge of
participants.
The researcher employed tactics to ensure honesty in participants. Ethical conduct
was followed whereby all respondents were given the opportunity to participate or not
based on their consent. This assisted in involving scholars truly willing to participate in
the study. Participants were also informed of their right to withdraw from the study at
any given point in time, and they were not forced to disclose any information or
explanation against their will.
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This study further employed iterative questioning through rephrasing initially asked
questions to uncover false responses, in which case the data were discarded.
Positive feedback from peers was obtained through peer scrutiny that assisted in
reviewing the outcomes and making provision for possible researcher bias. Thus,
continuous refining of the investigation, methods and research design based on the
feedback from peers, was achieved.
The study implemented member checks throughout the entire transitional process of
data collection. These were done on the spot and throughout the course of data
collection. Member checks were basically used on the participants to go through the
data collection instruments and see whether the information supplied conformed to
the intentions of the participants.
Lastly, previous research findings were examined to check the extent of congruency
with previous studies. This assisted the researcher in evaluating and assessing the
credibility of the qualitative part of the study.
ii) Transferability from a qualitative perspective seeks to address whether results can
be generalised to a wider population and scenario; thus, it is equivalent to external
validity relative to the positivist paradigm. The researcher ensured that sufficient
contextual information about the subjects in question was provided to ease the
transfer process. This study made a smooth transferrable process possible as the
number of organisations taking part in the research as well as their locations was
stated during the initial stages of the research. Information on all types of
stakeholders involved was availed. Also mentioned were information (number) on all
participants involved, data collection methods implemented, and the time and
duration of the data collection phase. Awareness was raised regarding the
boundaries of the study.
To corroborate transferability and the extent to which the study has a true proposition,
other projects conducted in different environments and different settings but
employing same methods, were assessed and evaluated. The accumulation of
results from other studies carried out in different environments assisted in supporting
the truth proposition of data collection instruments used in this study (in other words,
the trustworthiness of the study). A positive relationship and correlation were
achieved.
iii) Dependability in qualitative studies is equivalent to reliability from a positivist
perspective. Positivists define reliability as employing the same strategy/method
consistently and repeatedly in the same context with the same respondents, and
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obtaining the same results. This study achieved dependability through implementing
“overlapping methods” such as focus groups and individual interviews (Shenton,
2004). The study furthermore qualifies as dependable as all the processes are
explained in detail, enabling an in-depth scrutiny of the study and possible use by
future researchers. The detailed nature of the study entails the research design and
implementation, specifically outlining all the necessary details, the data collection
process, and the effectiveness and evaluation of the processes.
iv) Confirmability in qualitative methods involves genuine objectivity with minimal bias.
This study sought to reflect on the real perceptions and experiences of the
participants rather than those of the researcher. The strengths and weaknesses of the
methods employed were highlighted and the reason why these methods have been
implemented was justified. Audit trails were employed which allowed any independent
observer to trace the research step-by-step to view how decisions were deduced.
These audit trails show how data was gathered and processed during the course of
the study.

3.14 DATA ANALYSIS
After the data from the survey and questionnaire have been collected, IBM SPSS 22.0 was
used to analyse the quantitative data for statistical purposes. This study made use of
statistical analysis through frequencies, means and standard deviations for descriptive
statistics. The researcher calculated Cronbach’s alpha values to determine the reliability and
consistency in the measuring instruments. Consequently, the study measured inferential
statistics or relationships between variables through the use of Spearman rank order
correlations. The researcher calculated two-sided t-tests to determine the differences
between certain groups/variables. T-tests were conducted to test the significance used to
judge the tenability of the null hypothesis of no relation between two variables.
It was imperative for this study to set the confidence interval level at 95% (p<0,05), meaning
there is 95% certainty that the calculated confidence interval from this study contains the true
value/mean of the population parameter. In applied practice, confidence intervals are
typically stated at the 95% confidence level. The researcher took into account factors such
as a small sample size (n=48) and population variability. This study ascertained the statistical
significance of the data analysis by measuring the validity as well as translating and
standardising the instruments by using a sample of private college tertiary scholars and
verifying whether the sample followed a normal distribution or not.
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Qualitative data analysis was obtained by applying the concept of hermeneutics which is
usually implemented when analysing qualitative data. Hermeneutics derives meaning
through identifying pattern relationships from cases which eventually are developed into
themes to be used in a qualitative study. Since this study is implementing a mixed approach,
thematic analysis was employed for the qualitative data. The main focus of thematic
analysis for this study was to be able to identify, analyse and compile with a concise, logical,
coherent and non-repetitive qualitative report. The researcher first had to familiarise himself
with the raw data for qualitative purposes, where after themes had to be identified (an
important element of data relative to the research question, representing a certain pattern
within a domain specific data set). At this stage the researcher began to write down potential
coding schemes. The next step was to search for themes (after all data have been coded
and collated). The themes were refined until the primary themes eventually merged. The next
step was to define and name themes, where after the researcher compiled a valid report,
dealing with final themes.
Figures 3.20 and 3.21 below illustrate the graphical approach used to employ coding for
qualitative data. The first step is to organise and structure data. Ivankova (2015) defines
coding as a technique used in inductive qualitative data analysis that helps to distil units of
meaning and then combine these in a new way into groups or categories, thus recreating the
participants’ common experience with the studied phenomenon. Coding is part of data
segmentation and involves reducing large amounts of data into organised hierarchical
categories and themes. It is the process of conceptualising data, i.e. grouping data into
themes using codes.
The main idea of the coding process was to invoke meaning into the data. The researcher
started by becoming familiar with the text and then divided the text into semantic segments.
After the segments have been labelled with codes (trying to capture meaning), overlapping
has been reduced through examination. Codes were then aggregated into categories and
themes; interrelated categories and themes were coded (i.e. grouping similar meanings
together) and the meaning of the themes interpreted. The researcher then employed the
concept of thematic analysis where themes were identified as abstract constructs before,
during and after data collection. Pattern matching were employed relative to behaviour in an
inductive manner, thus sub-themes were identified and continuously refined until the final
themes emerged, meaning that all possible candidate themes had been saturated.
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Figure 3.20: Diagrammatic representation of the stages undertaken to code the data
(Source: Fereday & Muir-Cochrane, 2006)

Figure 3.21: Stages of coding in thematic analysis to theory
(Source: Strauss & Corbin, 1998)
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3.15 ETHICAL CONSIDERATIONS
The role of ethics in research is important during all stages of the research study. Cooper
and Schindler (2006) define ethics as norms or standards of behaviour that guide moral
choices about our behaviour and our relationships with others. The researcher always
protected the rights of the participants, tried to be honest and transparent, and protected the
sources in the research.
Ethical clearance was sought from the private college head office and all the confidentiality
clauses were highlighted. Effort was made to protect the identity of all stakeholders involved.
The participants were given a thorough explanation of the benefits, aim and nature of the
study. All names of subjects were kept anonymous to maintain good ethical conduct.
Participation in the study was voluntary and all participants had to sign a consent form.
According to Kumar (1999:220), informed consent implies that “subjects are made
adequately aware of the type of information you want from them, why the information is being
sought, what purpose it will be put to, how they are expected to participate in the study, and
how it will directly or indirectly affect them”. The participants’ consent was voluntary and
without pressure of any kind. All the details within the consent form were explained clearly
and subjects were informed that they were under no obligation to participate in the research
and had the right to withdraw at any stage as they deemed fit.
The researcher sought familiarisation with the ethical policy of the private institution and Vaal
University of Technology. Approval of the ICT department and faculty were obtained before
the study commenced. Confidentiality of the results and findings of the study will be handled
ethically. The researcher obtained letters of consent as well as permission to interview the
respondents and obliged to protect participants’ identities and confidentiality of their
information. Participants were given a right to privacy as a way of protecting confidentiality.
The researcher ensured that there was no bias in the study.

3.16 SUMMARY
This chapter started by discussing existing research philosophies in terms of two categories,
ontology and epistemology. The research approach (which can be deductive or inductive),
research paradigms, the research strategy adopted (action research), research methodology
(mixed-methods), data collection techniques (questionnaires, interviews and observations)
and data analysis procedures (IBM SPSS 22.0 for quantitative data; thematic analysis and
hermeneutics for qualitative data), were discussed. The research participants (respondents)
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have been elaborated on. The research instruments and step-by-step description of the
research study were highlighted.
The validity and reliability of the quantitative study were discussed and the trustworthiness of
the qualitative study was elaborated on, taking into account constructs such as credibility,
dependability, transferability and confirmability. The chapter further deliberated on the data
analysis techniques employed in the investigation as well as the ethical conduct that was
followed. Table 3.9 provides a summary of research design components and views.
Table 3.9: Summary of research design components and views
(Adapted from Saunders et al., 2009)

RESEARCH DESIGN COMPONENTS
Research
philosophy

PROPOSED METHOD

Ontology

Interpretive

Epistemology

Subjective

Research approach

Deductive

Research methodology

Mixed-methods (both qualitative and quantitative)

Research strategy

(i) Action research (limited to one cycle) for a Case Study
(ii) Survey
Questionnaires

Data collection

Observations
Individual and group interviews

Sample technique(s)

Questionnaires – Random sampling
Observations – Convenience sampling
Individual and group interviews – Convenience sampling

Population

First and second year students in the Information
Technology faculty at a private tertiary institute (n=48)

Sample and sample size

Questionnaires – 48
Group Interview – 8 in group (3 groups each)
Observations – 48 subjects (25 respondents in Group A
and 23 subjects in Group B)
Statistical analysis using IBM SPSS 22.0

Data analysis

Hermeneutics and thematic analysis

The next chapter discusses the findings of the investigation.
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4 CHAPTER 4: DATA ANALYSIS

Figure 4.1: Graphical representation of Chapter 4

4.1

INTRODUCTION

Chapter 1 introduces the problem statement (section 1.3), research questions (section 1.4),
objectives of the study (section 1.6), and the significance of the investigation (section 1.9),
which examines whether electronic portfolios could be effective tools for enhancing the
learning experience of tertiary level scholars. Chapter 2 provides a detailed account of
relevant literature. Chapter 3 outlines the research design according to the research onion of
Saunders et al. (2009) (Figure 3.2), adopting a mixed-methods approach to data collection
and analysis. This chapter provides a detailed account of the data collected using the mixedmethods approach. An in-depth description of the qualitative data obtained from group
interviews as well as from the survey undertaken through administering a questionnaire, is
given. Both qualitative and quantitative research findings are discussed.

4.2

REVIEW

The main aim of this study is to explore the application of e-portfolios in South Africa’s private
tertiary institutions and develop a set of guidelines to enhance the learning experience of
scholars. Moreover, this study looks at how effective e-portfolios can be applied as a
technological tool in an academic setting to support learning.
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4.2

The case

4.2.1 The private institution
The private institution is a tertiary private university which operates in South Africa. It’s major
or core business is to offer quality education to students with the main focus is on
educational products, services and solutions. The private institution has thirteen branches
across South Africa and comprises of two faculties, namely i) the Faculty of Information
Technology offering IT education to aspiring IT students and ii) the Faculty of Business and
Commerce offering educational services to aspiring business students.
Apart from the two faculties, the private institution also has support departments that offer
continuous upkeep of their core business, namely:


IT Support department which supports the existing IT infrastructure and maintenance
of the private institution



Marketing department which mainly does the branding, advertising and campaigns to
attract students



Finance and Sales department which mainly focuses on sales forecasts, targets and
bookkeeping

The Academic section, which consists of the two faculties, has lecturers, students and
course coordinators.
4.2.2 The participants
The study has been conducted with two groups in an undergraduate Information Technology
(IT) programme at the university. The modules selected were Networking Technology for first
year scholars (Group A [n=23]) and Internet Server Management for second year scholars
(Group B [n=25]).The researcher selected these modules as they promote the purpose of eportfolios. The sample of this study consisted of 48 male and female undergraduate IT
scholars from different races and ethnic groups with different computer skills, within the age
range of 18 to 24 years. The sample contained 23 scholars from Group A and 25 scholars
from Group B. All participants voluntarily accepted to be involved in the study with the view of
acquiring new experience and skills through the use of e-portfolios.
Table 4.1 provides an overview of Group A’s participant background information and Table
4.2 provides an overview of Group B’s participant background information. To protect the
identity of the interviewees, the findings are represented anonymously and not in the listed
order.
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Table 4.1: Group A’s participant background information

Participant
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23

Age
Under 20
Between 20 and 30
Between 20 and 30
Under 20
Under 20
Under 20
Under 20
Under 20
Under 20
Under 20
Under 20
Under 20
Under 20
Under 20
Under 20
Under 20
Between 20 and 30
Under 20
Between 20 and 30
Under 20
Under 20
Between 20 and 30
Under 20

Race
Coloured
White
Black
Black
Black
Black
White
Coloured
Chinese
Coloured
Black
Black
White
Indian
Indian
Black
Black
Indian
Indian
White
Black
Chinese
Indian

Gender
Male
Male
Female
Male
Male
Male
Male
Female
Female
Female
Male
Male
Male
Male
Male
Male
Male
Male
Male
Male
Male
Male
Male

Ethnic Group
None
None
Christian
Zulu
Black
Christian
Christian
Christian
Atheist
Christian
Xhosa
Sotho
Atheist
Asian
Asian
Ndebele
Christian
Asian
Asian
Christian
Setswana
Asian
Christian

Gender
Male
Male
Male
Male
Female
Male
Male
Female
Female
Male
Male
Male
Male
Male
Female
Male
Male
Male
Male
Male
Male

Ethnic Group
Christian
Italian
Zulu
Muslim
Christian
SiSwati
Christian
Christian
Hindu
Christian
Christian
Asian
Christian
Muslim
European
Christian
Catholic
Christian
Christian
Christian
Buddhist

Table 4.2: Group B’s participant background information

Participant
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21

Age
Between 20 and 30
Between 20 and 30
Between 20 and 30
Between 20 and 30
Between 20 and 30
Between 20 and 30
Under 20
Between 20 and 30
Between 20 and 30
Between 20 and 30
Between 20 and 30
Under 20
Under 20
Under 20
Under 20
Between 20 and 30
Between 20 and 30
Under 20
Under 20
Between 20 and 30
Under 20

Race
White
White
Black
Indian
African
Black
Coloured
African
Indian
Black
White
Indian
Black
Indian
White
African
White
White
Coloured
White
Asian
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Participant
22
23
24
25

4.3

Age
Between 20 and 30
Between 20 and 30
Between 20 and 30
Between 20 and 30

Race
Caucasian
White
Black
Black

Gender
Male
Male
Male
Male

Ethnic Group
European
Jewish
Sesotho
Zulu

QUALITATIVE RESEARCH FINDINGS

The purpose of the qualitative part of the research study was to obtain a deep understanding
of the participants’ attitude, feelings and experiences on e-portfolio application in an
academic setting (section 3.6.3). Qualitative data were obtained from post-event (after
implementation of the e-portfolio tool) semi-structured interviews and focus group interviews
(section 3.7.2). The interviews were audio recorded and transcribed. Data were further
generated from post-event questionnaires (section 3.7.1) administered towards the end of
the semester to obtain genuine and reflective experiences from respondents after they have
familiarised themselves with the e-portfolio tool. The questionnaire included a few openended questions where respondents were requested to highlight their opinions and feelings
about the use of e-portfolios in tertiary institutions to enhance their learning experience
(Annexure B).
Thematic analysis was performed to analyse the collated responses and focus group data
(section 3.14). According to Braun and Clarke (2006), the first phase to become familiar with
the data is through a process known as immersion, meaning repeated active reading. Verbal
data, obtained and recorded from the focus group interview, were transcribed through
interpretative data analysis, employing various conventions of speech to text. Next, codes
were generated using a data-driven approach with the focus on the data. A systematic
approach was deployed to the data set. Themes (i.e. data categories which have been coded
and collated) began to emerge as the researcher progressed. The themes were then refined
through extensive reviewing, whereafter each theme was defined and named; this created
the initial coding scheme. Through continuous evaluation six final themes emerged, namely:


E-portfolios are helpful/resourceful



E-portfolios allow flexibility



E-portfolios are engaging



E-portfolios allow skills improvement



E-portfolios allow collaboration



E-portfolios are time consuming
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4.3.1 Theme 1: E-portfolios are resourceful/helpful
A recurring theme was the helpfulness/resourcefulness of e-portfolios (sections 1.2, 1.9,
2.1.2, 2.1.4, 2.1.5). Most participants stated that e-portfolios are useful in identifying their
strengths and weaknesses, and that this may also help them in reflecting on their own
learning. It was found that the use of e-portfolios can help lecturers in assessing scholars’
knowledge and the areas a scholar needs to focus on in order to improve academic
performance. This highlights positive feedback from lecturers as well as peers.
Participant 10 from the experimental group stated that e-portfolios are “productive on my
studies” (P10) (Annexure E). Participant 12 (Group A) stated that e-portfolios are “cool and
educative” (P12) (Annexure E) and these sentiments were echoed by participant 11 (Group
A), who pointed out that e-portfolios “are delightful and informative” (P11) (Annexure E).
E-portfolios make it possible to identify one’s strengths and weaknesses as stated by
participant 13 (Group A) who argued that “e-portfolios are a good way to help scholars
assess their knowledge on a particular subject to improve from their mistakes” (P13)
(Annexure E). This was supported by participant 15 (Group A) who stated that “they are very
useful in identifying my strengths and weaknesses” (P15) (Annexure E). Participant 1 (Group
A) stated that “e-portfolios are helpful”, thus introducing e-portfolios will be a good idea (P1)
(Annexure E). Participant 13 (Group A) argued that there has been improvement in academic
work through implementation of e-portfolios and stated that “it has impacted the way we
study and how we analyse work and improved areas that we have to focus on” (P13)
(Annexure E) (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5). Participant 10 (Group B) stated that “eportfolios are great to keep track of work and to view strengths and weakness” (P10)
(Annexure E), thus it can improve marks as supported by participant 2 (Group A) who
indicated that maintaining an e-portfolio “is a good way to improve my academic
performance” (P2) (Annexure E) (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5).
The above highlights the capability of self-monitoring and evaluation through scholar-centred
learning as discussed in the literature (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5). There is a
revived sense of responsibility and ownership when using e-portfolios (Little, 2009, cited in
Chau & Cheng, 2010). This mirrors the concept of enriched learning experiences that
enhance academic performance. It offers a platform to evaluate and reveal own
competencies as echoed by participant 15 (Group A) who commented that e-portfolios “make
me reflect on my learning” (P15) (Annexure E).
One important aspect the researcher noticed was that e-portfolios enable persons to become
technologically advanced (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5). Participant 1 (Group B)
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commented that e-portfolios are a good idea as education “is moving forward technologically,
helping develop the learning process in our country” (P1) (Annexure E). This notion supports
technological competence, implying that the creation and maintenance of e-portfolios is a
parallel way of becoming computer literate. Furthermore, some scholars highlighted that eportfolios can be used as a tool to back up documents in the cloud, thereby having real-time
responses and comments from peers that improve and enhance the learning experience. Eportfolios also control how learning takes place in any given environment. These sentiments
were echoed by participant 7 (Group B), stating the following: “I think that the use of eportfolios will enhance the way that learning takes place, considering the fact that we are
now in a technological era” (P7) (Annexure E).
A further finding is that e-portfolios centralise academic work, making access to data easy.
Managing work online reduces operation time and it is convenient (sections 1.2, 1.9, 2.1.2,
2.1.4, 2.1.5). This is supported by participant 8 (Group B) who commented that e-portfolios
“allow you to easily organise your work” in one place (P8) (Annexure E). This was supported
by interviewee 9 (Group B) who pointed out e-portfolios “make it easier to access data on a
single destination source” (P9) (Annexure E).
4.3.2 Theme 2: E-portfolios allow flexibility
Participants reflected on the ubiquity of e-portfolios (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5).
Participants attributed more significance to the readily accessibility of e-portfolios that makes
it possible to submit work from anywhere, anytime. Interviewee 2 (Group A) stated that eportfolios “are a good idea because work can even be submitted from home” (P2) (Annexure
E). This was reinforced by participant 14 (Group A) who pointed out that e-portfolios “are
good because you can check them whenever you feel like and show it to your parents” (P14)
(Annexure E). Interviewee 10 (Group B) stated that “anyone can do it from anywhere” (P10)
(Annexure E). This notion is supported by participant 3 (Group A) who stated that “it creates
a more comfortable working area because I can submit it [my work] in the comfort of my
room” (P3) (Annexure E).
The ubiquity of e-portfolios can assist in enhancing the learning experience of scholars and
subsequently contribute to improving academic performance and grades. This notion is
supported by interviewee 13 (Group A) who stated that he/she will continue maintaining an eportfolio “because it is helping me with improving my grades and also my studying” (P13)
(Annexure E). Furthermore, interviewee 12 (Group A) agreed with this notion and pointed out
that e-portfolios “allow scholars to progress academically” (P12) (Annexure E).
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It was found that e-portfolios streamline job processes, thus sponsors and parents and all
stakeholders involved can keep up to date with the scholars’ progress through the e-portfolio
tool. Participants stated that the ubiquity of e-portfolios gives them an opportunity to receive
timeous feedback, thus positive constructivism. Another important aspect mentioned was
that of easy access to information as well as the accumulation of basic computer skills
throughout the development and maintenance of e-portfolios. Participant 9 (Group B) said
that e-portfolios are a good idea “because I always have access and backup of documents
as a soft copy” (P9) (Annexure E).
Remote access was a major highlight of this study (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5).
Interviewee 14 (Group B) stated that e-portfolios are “very convenient because you can view
it remotely any time and update it” (P14) (Annexure E).
4.3.3 Theme 3: E-portfolios are engaging
Most respondents acknowledged that e-portfolios are appealing and motivate one to become
an active scholar (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5). Once a scholar becomes an active
learner, he/she is self-motivated and grows in eagerness to learn, thus obtaining better
results through enriched experiences. Participant 7 (Group A) stated that they are “so much
fun, interesting and informative” (P7) (Annexure E). The above concept is supported by
interviewee 11 (Group A) who pointed out that “of course e-portfolios are delightful and
informative” (P11) (Annexure E). Through the use of e-portfolios, scholars can become active
in class as this has a positive impact on recalling/remembering learnt concepts, thus positive
constructivism; scholars eventually become logical thinkers as evidenced by participant 1
(Group A) who stated that e-portfolios improve “memory and my communication with my
fellow colleagues” (P1) (Annexure E).
Participant 12 (Group A) stated that e-portfolios are “cool and educative” (P12) (Annexure E).
This further highlights the concept of active engagement that is core to scholarly
enhancement. Another interesting finding was that e-portfolios can assist scholars in
scheduling work to meet deadlines. It was found that e-portfolios can be used as a tool to
evaluate oneself from a scholarly perspective. Participant 3 (Group B) stated that “I enjoyed
viewing my peer’s -portfolio” (P3) (Annexure E).
4.3.4 Theme 4: E-portfolios allow skills improvement
This theme formed the core of the research project debate (sections 1.2, 1.9, 2.1.2, 2.1.4,
2.1.5). There were various comments from participants on how e-portfolios have improved
their skills academically, socially and otherwise. It was furthermore discovered that scholars
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can learn from their mistakes and improve from past experience, thus it assists in studying,
analysis of work, and focus on required criteria. This notion was supported by respondent 13
(Group A) who pointed out that e-portfolios “allow lecturers to assess knowledge and areas
that you need to focus on” (P13) (Annexure E).
Pintrich (2000) defines monitoring as the variances in the target goal and current progression
relative to feedback. Pintrich (2000) furthermore argues that monitoring can be defined as
the perceptions of scholars’ results in line with their performance. This point was supported
by participant 13 (Group A) who stated that e-portfolios are “a good way to help scholars
assess their knowledge on a particular subject and improve from mistakes that they have
made” (P13) (Annexure E). Participant 14 (Group B) argued that there has been a notable
improvement in academic work largely because of the implementation of the e-portfolio,
stating that “yes, submitting work and receiving feedback has been much faster” (P14)
(Annexure E). The notion was supported by participant 15 (Group A) who highlighted that
they are “very useful in identifying my strengths and weaknesses” (P15) (Annexure E).
This gives room for positive feedback from assessors for continuous development (sections
1.2, 1.9, 2.1.2, 2.1.4, 2.1.5). Some scholars stated that an e-portfolio is educative and easy
to use. It helps in improving presentation and organisation skills. They viewed e-portfolios as
a professional development tool. Consequently, one participant noted that since we are in
the digital age, e-portfolios are an e-version of one’s curriculum vitae. Respondent 1 (Group
B) stated that e-portfolios “will help me create a professional portfolio which will help me in
the future” (P1) (Annexure E). These sentiments were echoed by participant 3 (Group B) who
pointed out that he/she will maintain an e-portfolio “when I enter the workforce and need a
curriculum vitae” (P3) (Annexure E).
The recent advances in technology and the surge in the application of e-portfolios across the
globe have availed a plethora of benefits relative to skills improvement (sections 1.9, 2.1.2).
Many respondents argued in favour of how e-portfolios have improved their skills. This is
reverberated by respondent 1 (Group A) who stated that e-portfolios “is a sufficient tool that
can really help me in my learning and communication skills with my friends” (P1) (Annexure
E). Respondent 8 (Group A) argued that continuous maintenance of an e-portfolio has vast
benefits, including basic skills improvement, as evidenced by allowing “for further
improvement” (P8) (Annexure E). These perceptions and views are supported by respondent
9 (Group A) who argued that maintaining an e-portfolio will better many skills (P9) (Annexure
E).
A positive fact was stated by interviewee 13 (Group A) regarding continuously maintaining an
e-portfolio: “Yes because it is helping me with improving my grades and also my studying”
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(P13) (Annexure E). Interviewee 3 (Group A) stated that e-portfolios help you to work in an
organised way and to have a centralised control structure of your documents (P3) (Annexure
E). This further explains how one can acquire vast skills through the use of e-portfolios. The
study found that e-portfolios help one in presentation skills, as supported by respondent 4
(Group B) who commented that “it made my work more structured, easier to get when
needed and improving my skills” (P4) (Annexure E) (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5).
A positive notion was noticed from participant 13 (Group A) who stated that e-portfolios had
helped in improving marks (P13) (Annexure E). Respondent 15 (Group A) stated that eportfolios have helped improve his/her grades and studies (P15) (Annexure E). This is a
clear indication of how the use of e-portfolios can improve one’s marks and performance.
This was echoed by participant 14 (Group B) who stated that “maintaining an e-portfolio
helps and it will improve the way I work and study” (P14) (Annexure E). Respondent 10
(Group A) stated that “e-portfolios made me improve my marks” (P10) (Annexure E). This
was supported by interviewee 12 (Group A) who pointed out that “the use of e-portfolios
allows scholars to progress academically” (P12) (Annexure E).
Other important aspects of using e-portfolios were being able to meet deadlines, conduct
group work, and ease of evaluation (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5). Participant 1
(Group B) commented that there has been a marked improvement in submission of
document deadlines, group work and being able to evaluate myself according to my peer’s
work” (P1) (Annexure E). Most respondents agreed to a very large extent that e-portfolios are
a good tool that encourages skills improvement. Respondent 9 (Group B) stated that eportfolios make “a neat presentation and ease of sharing files with other users online;
furthermore, I can gain new experience, knowledge and skills” (P9) (Annexure E).
4.3.5 Theme 5: E-portfolios allow effective collaboration and communication
One of the major advantages of e-portfolio creation and maintenance is effective
collaboration and communication (sections 1.2, 1.9, 2.1.2, 2.1.4, 2.1.5). This was a highlight
of the study as most respondents acknowledged the need for effective communication
channels to share ideas, group work and any school related materials through e-portfolios.
Most respondents acknowledged that the use of an e-portfolio precipitates effective
communication and collaboration. Participant 1 (Group A) stated that “it is a sufficient tool
that can really help me in my learning and communication skills with my friends” (P1)
(Annexure E).
An e-portfolio can also be used for collaborative purposes. Most participants stated that by
communicating with peers they can share ideas and thereby improve their academic
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performance and experience. This enhances collaborative workspace whereby scholars can
interact online and define the new era of online group work. Respondent 3 (Group A) stated:
“I think it allows scholars and peers to communicate easily and to access data easily” (P3)
(Annexure E). Most participants noted that if e-portfolios are put to good use, it can become
a good platform for sharing ideas and collaboration. Interviewee 7 (Group A) stated that eportfolios are “a good communication medium” (P7) (Annexure E).
An important element of e-portfolios is that it helps with the interaction of involved
stakeholders, thereby affording instant feedback. Participant 11 (Group B) stated that eportfolios are a good way to share ideas and achievements as well as interact with other
intellects (P11) (Annexure E). This is supported by respondent 9 (Group B) who argues that
comments from fellow scholars avail an opportunity of improvement (P9) (Annexure E). This
induces peer review as respondent 11 (Group B) commented: “Viewing other people’s eportfolios has given me information and ideas to use in my own work” (P11) (Annexure E).
It was found that Interactivity within an e-portfolio will assist scholars in an on-going process,
thereby enhancing their academic performance and experience (section 2.2). These
sentiments were echoed by participant 11 (Group B) who commented that I will continue
using an e-portfolio “because the interactivity within an e-portfolio will assist me in my work
on an on-going basis” (P11) (Annexure E).
An important aspect raised was that e-portfolios make group work easier. Interviewee 15
(Group B) agreed that e-portfolio implementation are “a good way to communicate with other
scholars. It will help me with classwork, make group work easier”. This participant further
argued that through e-portfolios, “scholars can interact with other scholars and help each
other” (P15) (Annexure E). Respondent 14 (Group B) argued that the application of eportfolios can aid in effective monitoring and improvement of academic work through
effective feedback: “Submitting work and receiving feedback has been much faster” (P14)
(Annexure E) (section 2.2). Participant 8 (Group A) stated that e-portfolios “are useful and
allow people to view and interact with professionals” (P8) (Annexure E). This is further
supported by respondent 14 (Group A) who argued that e-portfolios make it possible to
communicate with fellow scholars (P14) (Annexure E). Respondent 6 (Group B) also
supported the notion of collaboration and communication in that “it is a way to upload your
progress on work and ask friends to help you out”; also “we can discuss ideas with friends”
(P6) (Annexure E). Interviewee 9 (Group B) further cemented this by stating that the use of
e-portfolios allows one “to share your portfolio with other users on the internet” (P9)
(Annexure E). Participant 11 (Group B) is in agreement with the above respondents in that
“they make it easy to store and share academic work” (P11) (Annexure E).
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4.3.6 Theme 6: E-portfolios are time consuming
The study also found drawbacks of e-portfolios as a learning tool (section 2.2). Most
participants stated that setting up, creating, managing and maintaining an e-portfolio can be
a tedious and time consuming process. Creating and maintaining an e-portfolio took up more
of their time than scholars had anticipated. Some respondents opined that there could be
intrusion of information, thereby compromising confidentiality. Respondent 4 (Group A)
stated that “it should be less time consuming and partially private so that others may not
have access to your portfolio” (P4) (Annexure E). The time factor is further supported by
participant 5 (Group A) who argued that “I feel as though it could be useful if one knows how
to use it, if not, it will be tedious and time consuming”. The same respondent argued that
most scholars would not take the time to update or maintain their e-portfolios and that there
is a need to motivate and encourage positivism in scholars (P5) (Annexure E). The same
notion was echoed by respondent 6 who pointed out how time consuming e-portfolios are
(P6) (Annexure E). Interviewee 3 (Group B) stated that “the concept of an e-portfolio is a
good idea but problems can arise with the privacy of information” (section 2.2). The same
respondent agreed that there is too much sensitive information in e-portfolios and must not
be accessible to the public, which points to the need to improve the security of e-portfolios
and setting up access levels, permissions and privileges to appropriate personnel.
Participant 11 (Group B) stated that they can be time consuming to setup (P11) (Annexure
11) (section 2.2).
This study found that e-portfolios are a good idea if it is actually put to good use. Respondent
5 (Group B) stated that “I feel e-portfolios can be a good idea if people actually use them;
most scholars would not take the time to update their e-portfolios” (P5) (Annexure E) (section
2.2). This led the researcher to infer that there is a need to instil into scholars the vast
benefits accompanying the implementation of e-portfolios (sections 1.2, 1.9, 2.1.2, 2.1.4,
2.1.5). Scholars need to be motivated to become engaged in e-portfolio creation and
maintenance. Scholars need to realise that their learning experience can be enhanced
(section 2.2) through the implementation of e-portfolios.

4.4

QUANTITATIVE RESEARCH FINDINGS

The researcher first reviewed the quantitative data (section 3.6.2) generated from the
questionnaire distributed to the scholars on two separate occasions, viz. the baseline-survey
before scholars implemented the e-portfolio and post-survey after implementation of the eportfolio. The results were then assessed to generate possible appropriate questions to be
used in group interviews conducted at the end of the course.
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4.4.1

Descriptive statistics

The researcher measured and analysed data based on six basic factors: (i) ease of use;
(ii)_interpersonal

communication;

(iii)_collaboration;

(iv)_reflection;

(v)_learning;

and

(vi) assessment. This study uses histograms and frequency distribution charts which are
graphs plotting values of observations on the horisontal axis, with a bar depicting how many
times each value occurs in the data set (Field, 2015).
4.4.1.1 Pre- and post-survey Group A frequency tables and bar charts
i)

Group A frequency tables and bar charts based on demographics
Table 4.3: Frequency table for Group A based on
age

Age
Under 20

Gender

Frequency

Percent

18

78.3

Male

5

21.7

Female

23

100.0

Between 20 and 30
Total

Table 4.4: Frequency table for Group A based on
gender

Figure 4.2: Bar chart Group A frequencies
based on age

Total

Frequency

Percent

19

82.6

4

17.4

23

100.0

Figure 4.3: Bar chart Group A frequencies based
on gender

Table 4.3 highlights the frequency distribution for Group A (n=23) based on age, and it shows
that most of the respondents (78%) are below the age of twenty, while 22% is between 20
and 30 years. The data indicates that Group A mainly comprises teenagers. Table 4.4
highlights the frequency distribution for Group A (n=23) based on gender. Group A mainly
comprises males (83%), with only 17% of the respondents being female. Figure 4.2
highlights the bar chart for Group A (n=23) based on age. Figure 4.3 shows the bar chart for
Group A (n=23) based on gender.
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ii) Pre- and post-survey Group A frequency tables and bar charts based on computer
skills (CS)
Table 4.5: Frequency table for pre-survey Group A
based on CS

Computer level

Frequency

Percent

15

65.2

Intermediate

6

26.1

Advanced

2

8.7

23

100.0

Beginner

Total

Table 4.6: Frequency table for post-survey Group A
based on CS

Computer level

Frequency

Percent

Beginner

10

43.5

Intermediate

10

43.5

3

13.0

23

100.0

Advanced
Total

Figure 4.5: Bar chart post-survey Group A
frequencies based on CS

Figure 4.4: Bar chart pre-survey Group A
frequencies based on CS

Table 4.5 highlights the frequency distribution for pre-survey Group A (n=23) based on
computer skills (CS). Participants were asked to rate their computer skills competence
according to beginner, intermediate and advanced. Most of the respondents (65%) indicated
“beginner”, 26% indicated “intermediate” level, and 9% “advanced”.
Table 4.6 shows the frequency distribution for post-survey Group A (n=23) based on
computer skills. Most of the respondents (43.5%) rated their computer skills competence as
“beginner”, 43.5% as “intermediate”, while the remaining 13% rated themselves as
“advanced”. The statistics indicate a significant improvement in the computer skills of Group
A after the intervention as evidenced by the increase in the number of respondents who
rated themselves as intermediate and advanced.
Figure 4.4 shows the bar chart distribution for pre-survey Group A (n=23) and Figure 4.5 the
bar chart for post-survey Group A (n=23) based on computer skills knowledge.
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iii) Pre- and post-survey Group A frequency tables and bar charts based on eportfolio knowledge (EPK)
Table 4.7: Frequency table for pre-survey Group A
based on EPK

EPK

Frequency

Percent

6

26.1

Yes
No

17

73.9

Total

23

100.0

Table 4.8: Frequency table for post-survey Group A
based on EPK

EPK

Frequency

Percent

Yes

14

60.9

No

9

39.1

23

100.0

Total

Figure 4.7: Bar chart post-survey Group A
frequencies based on EPK

Figure 4.6: Bar chart pre-survey Group A
frequencies based on EPK

Table 4.7 highlights the frequency distribution for pre-survey Group A (n=23) based on eportfolio knowledge (EPK). For the question, “Have you ever heard about e-portfolios?” most
of the respondents (74%) indicated “No” and only 26% responded “Yes”, implying a basic
knowledge of e-portfolios within the group.
Table 4.8 highlights the frequency distribution for post-survey Group A (n=23) based on eportfolio knowledge. For the question, “Have you ever heard about e-portfolios?” most of the
respondents (61%) indicated “Yes” and 39% responded “No”. The statistics further suggest a
significant improvement in e-portfolio knowledge after the intervention as evidenced by the
increase in the “Yes” percentage and a decrease in the “No” percentage. At first glance it
seems contradictory that respondents who went through the intervention answered “No” to
the question; however, these respondents did not want to apply e-portfolios in their studies
and subsequently answered in the negative, meaning they feel that they are still not
knowledgeable on e-portfolios.
Figure 4.6 shows the bar chart for pre-survey Group A (n=23) and Figure 4.7 the bar chart for
post-survey Group A (n=23) based on e-portfolio knowledge.
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iv) Pre- and post-survey Group A frequency tables and bar charts based on eportfolio future use (EPU)
Table 4.9: Frequency table for pre-survey Group A
based on EPU

EPU

Frequency

Percent

Never

2

8.7

Seldom

8

34.8

34.8

Sometimes

8

34.8

11

47.8

Often

4

17.4

2

8.7

Always

1

4.3

23

100.0

23

100.0

Frequency

Percent

Never

0

0

Seldom

2

8.7

Sometimes

8

Often
Always
Total

Table 4.10: Frequency table for post-survey Group
A based on EPU

EPU

Total

Figure 4.8: Bar chart pre-survey Group A
frequencies based on EPU

Figure 4.9: Bar chart post-survey Group A
frequencies based on EPU

Table 4.9 highlights the frequency distribution for pre-survey Group A (n=23) based on the
respondents’ future use of e-portfolios (EPU). For the question, “How often do you anticipate
using an e-portfolio in the near future?”, most of the respondents (47.8%) indicated “often”,
34.8% indicated “sometimes”, 8.7% indicated “seldom”, 8.7% indicated “always”, and 0%
indicated “never”. Table 4.10 highlights the frequency distribution for post-survey Group A
(n=23) based on how often the participants anticipate using e-portfolios in the near future.
Most of the respondents (34.8%) indicated “sometimes” and “seldom” respectively, 17.4%
indicated “often”, 8.7% indicated “never” and only 4.3% said “always”. The data suggest that
the intervention had an effect as shown in the increase in “seldom” and “sometimes”,
however, there is a need to motivate and educate scholars on the vast benefits of using eportfolios in an academic setting or otherwise. Figure 4.8 shows the bar chart for pre-survey
Group A (n=23) and Figure 4.9 the bar chart for post-survey Group A (n=23) based on how
often the participants anticipate using e-portfolios in the near future.
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4.4.1.2 Pre- and post-survey Group B frequency tables and bar charts
i)

Group B frequency tables and bar charts based on demographics

Table 4.11: Frequency table for pre-survey Group B
based on age

Age

Table 4.12: Frequency table for post-survey Group
based on gender

Gender

Frequency

Percent

7

28.0

Male

Between 20 and 30

18

72.0

Female

Total

25

100.0

Under 20

Frequency

Percent

21

84.0

4

16.0

25

100.0

Total

Figure 4.10: Bar chart Group B frequencies
based on age

Figure 4.11: Bar chart Group B frequencies
based on gender

Table 4.11 highlights the frequency distribution for Group B (n=25) based on age, and it
shows that most of the subjects (72%) are between the ages of twenty and thirty, and a few
(18%) are below twenty years. The data suggests that Group B has mature subjects.
Table 4.12 highlights frequency distribution for Group B (n=25) based on gender, and it
shows that most of the subjects (84%) are male while only 16% of the subjects are female.
The data suggests that Group B mainly comprises males.
Figure 4.10 shows the bar chart for Group B (n=25) based on age.

Figure 4.11 shows the bar chart for Group B (n=25) based on gender.
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ii)

Pre- and post-survey Group B frequency tables and bar charts based on computer
skills (CS)

Table 4.13: Frequency table for pre-survey Group
B based on CS

Computer level

Frequency

Percent

Intermediate

15

60.0

Advanced

10

40.0

Total

25

100.0

Table 4.14: Frequency table for post-survey Group
B based on CS

Computer level

Figure 4.12: Bar chart pre-survey Group B
frequencies based on CS

Frequency

Percent

Intermediate

15

60.0

Advanced

10

40.0

Total

25

100.0

Figure 4.13: Bar chart post-survey Group B
frequencies based on CS

Table 4.13 depicts the frequency distribution for pre-survey Group B (n=25) based on the
respondents’ knowledge of computer skills. Participants were asked to rate their computer
skills in terms of beginner, intermediate and advanced. Most of the subjects (60%) rated
themselves as being on intermediate level, and 40% on advanced level. Table 4.14 shows
the frequency distribution for post-survey Group B (n=25) based on the respondents’
knowledge of computer skills. Most of the subjects (60%) indicated that they are on
intermediate level, and 40% on advanced level.
Although there was no change in the computer skills percentages before and after the
intervention, the statistics indicate that the more mature Group B respondents are also more
knowledgeable in terms of computer skills, and more Group B respondents are in the
intermediate and advanced categories than Group A.
Figure 4.12 shows the bar chart for pre-survey Group B (n=25) and Figure 4.13 the bar chart
for post-survey Group B (n=25) based on knowledge of computer skills.
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iii) Pre- and post-survey Group B frequency tables and bar charts based on eportfolio knowledge (EPK)
Table 4.15: Frequency table for pre-survey Group
B based on EPK

EPK

Frequency

Percent

Yes

13

52.0

No

12

48.0

Total

25

100.0

Table 4.16: Frequency table for post-survey Group
B based on EPK

EPK

Frequency

Percent

Yes

25

100.0

No

0

0

25

100.0

Total

Figure 4.14: Bar chart pre-survey Group B
frequencies based on EPK

Figure 4.15: Bar chart post-survey Group B
frequencies based on EPK

Table 4.15 highlights the frequency distribution for pre-survey Group B (n=25) based on eportfolio knowledge. For the question, “Have you ever heard about e-portfolios?” most of the
respondents (52%) indicated “Yes” and 48% responded “No”. Table 4.16 shows the
frequency distribution for post-survey Group B (n=25) based on e-portfolio knowledge. For
the same question asked, all the respondents (100%) indicated “Yes” and none (0%)
responded “No”. A significant discovery is that the more mature Group B acquired the
relevant and necessary skills relative to e-portfolios knowledge. The data indicates a
significant improvement in the respondents’ knowledge of e-portfolios after the intervention
as evidenced by the 48% increase in the “Yes” category and a 48% decrease in the “No”
category.
Figure 4.14 shows the bar chart for pre-survey group B (n=25) and Figure 4.15 the bar chart
for post-survey group B (n=25) based on e-portfolio knowledge.
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iv) Pre- and post-survey Group B frequency tables and bar charts based on eportfolio future use (EPU)
Table 4.17: Frequency table for pre-survey Group
B based on EPU

EPU

Frequency

Percent

Never

1

4.0

Seldom

4

16.0

Sometimes

7

28.0

Sometimes

Often

9

36.0

Always

2

8.0

23

92.0

2

8.0

25

100.0

Total
Missing System
Total

Table 4.18: Frequency table for post-survey Group
B based on EPU

EPU

Frequency

Percent

Never

2

8.0

Seldom

6

24.0

11

44.0

Often

5

20.0

Always

1

4.0

25

100.0

Total

Figure 4.16: Bar chart pre-survey Group B
frequencies based on EPU

Figure 4.17: Bar chart post-survey Group B
frequencies based on EPU

Table 4.17 highlights the frequency distribution for pre-survey Group B (n=25) based on
future use of e-portfolios. For the question, “How often do you anticipate using an e-portfolio
in the near future?” most of the respondents (36%) indicated “often”, 28% indicated
“sometimes”, 16%) indicated “seldom”, 8% indicated “always”, and 4% indicated “never”.
Two missing values were noticed as the respondents left the questionnaire blank on this
section. Table 4.18 shows frequency distribution for post-survey Group B (n=25) based on
future use of e-portfolios. For the same question, most of the respondents (44%) indicated
“sometimes”, 24% indicated “seldom”, 20% indicated “often”, 8% indicated “never”, and (4%)
indicated “always”. The data gathered suggests an increase in the number of respondents for
future use of e-portfolios, hence the intervention was positive. There is however a need to
motivate and educate subjects on the vast benefits of using e-portfolios in an academic
setting or otherwise. Figure 4.16 depicts the bar chart for pre-survey group B (n=25) and
Figure 4.17 the post-survey group B (n=25) based on the future use of e-portfolios.
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4.4.1.3 Pre-and post-survey Group A distribution tables based on six factors
Field (2015:21) defines mode as “the score that occurs most frequently in the data set”.
Median “is the middle score when all scores are ranked in order of magnitude and mean is a
measure of central tendency or the average score of a given dataset” (Field, 2015:22).
i)

Ease of use

The ease of use factor has been sub-divided into 7 categories, namely: 1) posting; 2) fun;
3) tools; 4) time; 5) navigate; 6) reflect; and 7) ideas. Participants were given seven
statements, one for each category, on the ease of use of e-portfolios and were asked to
respond with one of the following: never, seldom, sometimes, often, and always. The
statements with corresponding categories are indicated in Table 4.19 (see also Annexure B).
Table 4.19: Ease of use statements and categories
Category

In this class, I hope that….

Posting

It will be easy to post and respond to
e-portfolio entries

Fun

The e-portfolio will be fun to use

Tools

The
e-portfolio
will
allow
[accommodate] tools like videos,
audio, images, etc. to be included

Time

It will take a short time to learn how to
use an e-portfolio

Navigate

It will allow easy navigation

Reflect

Make me reflect on my learning

Posting

Help me generate new ideas

Never
1

Table 4.20: Pre-survey Group A distribution on
ease of use through portfolios

Var
**

Ease of use
categories

Mean

Median

Mode
*

1

Posting

3.30

3.00

2

Fun

3.35

3

Tools

4

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.21: Post-survey Group A distribution on
ease of use through portfolios

Var
**

Ease of use
categories

Mean

Median

Mode
*

3

1

Posting

3.7

4.00

3

3.00

3

2

Fun

3.78

4.00

4

3.43

3.00

3

3

Tools

4.04

4.00

5

Time

3.65

4.00

4

4

Time

3.91

4.00

5

5

Navigate

3.78

4.00

3

5

Navigate

4.13

4.00

5

6

Reflect

3.65

3.00

3

6

Reflect

3.91

4.00

5

7

Ideas

3.61

3.00

3

7

Ideas

4.04

4.00

5

* 1=never; 2=seldom; 3=sometimes; 4=often; 5=always
** Variable (category)

Table 4.20 shows the pre-survey Group A statistical distribution of the participants’
perception on the ease of use through e-portfolios. For the statement, “it will be easy to post
and respond to e-portfolio entries”, most of the respondents replied “sometimes”
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(mean=3.30; median=3.00; mode=3). The statement, “the e-portfolio will be fun to use”, drew
a response of “sometimes” from most the respondents (mean=3.35; median=3.00; mode=3).
On the statement, “the e-portfolio will allow tools like videos, audio, images, etc. to be
included”, most of the respondents indicated “sometimes” (mean=3.43; median=3.00;
mode=3). The largest response to “it will take a short time to learn how to use an e-portfolio”,
was “often” (mean=3.65; median=4.00; mode=4). The statement, “e-portfolios will allow easy
navigation”, resulted in most subjects responding

with

“sometimes” (mean=3.78;

median=4.00; mode=3). Most of the subjects responded with “sometimes” on the statement,
“e-portfolios make me reflect on my learning” (mean=3.65; median=3.00; mode=3). The
statement “help me generate new ideas” resulted in most of the subjects responding with
“sometimes” (mean=3.61; median=3.00; mode=3).
Table 4.21 shows the Post-survey Group A statistical distribution of the participants’
perception on the ease of use of e-portfolios. The seven ease of use categories as well as
the statements for the post-survey are exactly the same as for the pre-survey. For the
statement, “it will be easy to post and respond to e-portfolio entries”, most of the respondents
replied “sometimes” (mean=3.7; median=4.00; mode=3). The statement, “the e-portfolio will
be fun to use”, drew a response of “often” from most the respondents (mean=3.78;
median=4.00; mode=4). On the statement, “the e-portfolio will allow tools like videos, audio,
images, etc. to be included”, most of the respondents indicated “always” (mean=4.04;
median=4.00; mode=5). The largest response to, “it will take a short time to learn how to use
an e-portfolio”, was “always” (mean=3.91; median=4.00; mode=5). The statement, “eportfolios will allow easy navigation”, resulted in most subjects responding with “always”
(mean=4.13; median=4.00; mode=5). Most of the subjects responded with “always” on the
statement, “e-portfolios make me reflect on my learning” (mean=3.91; median=4.00;
mode=5). The statement “help me generate new ideas” resulted in most of the subjects
responding with “always” (mean=4.04; median=4.00; mode=5).
Figure F1a (Annexure F) graphically depicts a normally distributed histogram [mean=3.93;
Standard Deviation (SD)=0.86; n=23] for pre-survey Group A based on the ease of use
factor. The term ‘normally distributed’ implies that the majority of the scores lie around the
centre of the distribution. Further from the centre the bars in the histogram become smaller,
meaning the scores begin to deviate from the centre as their frequencies decrease and
become infrequent. Participants were asked their opinion on the ease of use of e-portfolios
to enhance learning before the intervention. Figure F1b (Annexure F) graphically depicts a
normally distributed histogram (mean=3.94; SD=0.576; n=23) for post-survey Group A
based on the ease of use factor, having been asked the same question.
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The statistics indicate that the intervention had a significant positive effect on the opinion of
participants regarding the ease of use of e-portfolios in a teaching and learning environment.
This is evidenced by a surge in frequency of the mode in the post-survey table. The mode of
six of the seven categories (fun, tools, time, navigate, reflect, ideas) increased after the
intervention. The mode of four of these categories increased with a score of two, from
“sometimes” to “always” (mode 3 to 5); two categories increased with a score of one, from
“sometimes” to “often” (mode 3 to 4), and from “often” to “always” (mode 4 to 5) respectively;
while one category remained the same on “sometimes” (mode 3).
ii)

Interpersonal communication

The interpersonal communication factor has been sub-divided into five categories,
namely: 1) interact; 2) improve; 3) explain1; 4) explain2; and 5) discuss. Participants were
given five statements, one for each category, on the interpersonal communication of eportfolios and were asked to respond with one of the following: never, seldom, sometimes,
often, and always. The statements with corresponding categories are indicated in Table 4.22
(see also Annexure B).
Table 4.22: Interpersonal communication statements and categories
In this class, I hope that….

Category

Never
1

Interact

I will interact with other scholars
through e-portfolios

Improve

I will discuss with other scholars how
to improve my e-portfolio

Explain1

I will ask other scholars to explain their
ideas

Explain2

Other scholars will explain their ideas
to me

Discuss

Other scholars will discuss their ideas
with me

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.23: Pre-survey Group A distribution on
interpersonal communication through portfolios

Table 4.24: Post-survey Group A distribution on
interpersonal communication through portfolios

Var
**

Interpersonal
Mean
communication
categories

Var
**

Interpersonal
communication
categories

1

Interact

2

Median

Mode
*

3.74

4.00

4

1

Interact

3.91

4.00

4

Improve

3.65

4.00

4

2

Improve

3.22

3.00

3

3

Explain1

3.30

3.00

3

3

Explain1

3.65

4.00

4

4

Explain2

3.26

3.00

3

4

Explain2

3.57

3.00

3

5

Discuss

3.52

3.00

3

5

Discuss

3.22

3.00

3

* 1=never; 2=seldom; 3=sometimes; 4=often; 5=always
** Variable (category)

153

Mean

Median Mode
*

Table 4.23 shows the Pre-survey Group A statistical distribution of participants’ perceptions
on interpersonal communication through e-portfolios. For the statement, “I will interact with
other scholars through e-portfolios”, most of the respondents replied “often” (mean=3.74;
median=4.00; mode=4). The statement, “I will discuss with other scholars on how to improve
their e-portfolios”, drew a response of “often” from most the respondents (mean=3.65,
median=4.00, mode=4). On the statement, “I will ask other scholars to explain their eportfolio ideas”, most of the respondents indicated “sometimes” (mean=3.30; median=3.00;
mode=3). The largest response to “other scholars will explain their e-portfolio ideas to me”,
was “sometimes” (mean=3.26; median=3.00; mode=3). The statement, “other scholars will
discuss their e-portfolio ideas”, resulted in most subjects responding with “sometimes”
(mean=3.52; median=3.00; mode=3).
Table 4.24 shows the Post-survey Group A statistical distribution of participants’
perceptions on interpersonal communication through e-portfolios. The five interpersonal
communication categories as well as the statements for the post-survey are exactly the
same as the pre-survey. For the statement, “I will interact with other scholars through eportfolios”, most of the respondents replied “often” (mean=3.91; median=4.00; mode=4). The
statement, “I will discuss with other scholars how to improve my e-portfolio”, drew a response
of “sometimes” from most the respondents (mean=3.22; median=3.00; mode=3). On the
statement, “I will ask other scholars to explain their ideas”, most of the respondents indicated
“sometimes” (mean=3.65; median=4.00; mode=4). The largest response to “Other scholars
will explain their ideas to me”, was “sometimes” (mean=3.57; median=3.00; mode=3). The
statement, “Other scholars will discuss their ideas with me”, resulted in most subjects
responding with “sometimes” (mean=3.22; median=3.00; mode=3).
Figure F2a (Annexure F) graphically depicts a normally distributed histogram (mean=3.5;
SD=0.635; n=23) for pre-survey Group A based on interpersonal communication.
Participants’ were asked before the intervention how interpersonal communication through
e-portfolios could improve their learning. Figure F2b (Annexure F) graphically depicts a
normally distributed histogram (mean=3.21; SD=0.538; n=23) for post-survey Group A
based on interpersonal communication. Participants were asked the same after the
intervention.
From the data gathered it can be deduced that the intervention did not have a significant
positive effect on the interpersonal communication views of the respondents on eportfolios. Tables 4.23 and 4.24 show that the mode of the explain1 category increased by
one after the intervention from “sometimes” to “often” (mode 3 to 4), while the mode of the
improve category decreased by one, from “often” to “sometimes” (mode 4 to 3). The mode of
the other three categories remained the same on “often” (mode 4) (for interact) and
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“sometimes” (mode 3) (for explain2 and discuss). Although none of the participants had a
negative opinion of e-portfolios—meaning none answered “never” or “seldom”—the need still
exists to motivate and educate scholars more on the benefits of implementing e-portfolios for
interpersonal communication purposes in an academic setting.
iii) Reflection
The reflection factor has been sub-divided into five categories, namely: 1) critically reflect;
2) artefacts; 3) present ideas; 4) better learner; and 5) achievements. Participants were given
five statements, one for each category, on the reflection of e-portfolios and were asked to
respond with one of the following: never, seldom, sometimes, often, and always. The
statements with corresponding categories are indicated in Table 4.25 (see also Annexure B).
Table 4.25: Reflection statements and categories
Category

In this class, I hope that….

Cr_reflect

I will get to critically reflect on my own
learning

Artefacts

I will get to critically reflect on my
selected artefacts

Presndid

I will get to critically reflect on new
ideas presented

Better_le

I will get to critically reflect on how to
become a better scholar

Achievnts

I will get to critically reflect on my own
achievements

Never
1

Table 4.26: Pre-survey Group A distribution on
reflection through portfolios

Var
**

Reflection
categories

Mean

Median

Mode
*

1

Cr_reflect

3.39

3.00

2

Artefacts

3.40

3

Presndid

4
5

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.27: Post-survey Group A distribution on
reflection through e-portfolios

Var
**

Reflection
categories

Mean

Median

Mode
*

3

1

Cr_reflect

3.91

4.00

5

3.00

3

2

Artefacts

3.74

4.00

3

3.50

3.00

3

3

Presndid

3.87

4.00

4

Better_le

3.45

3.00

3

4

Better_le

4.09

4.00

5

Achievnts

3.75

4.00

4

5

Achievnts

4.30

4.00

5

* 1=never; 2=seldom; 3=sometimes; 4=often; 5=always
** Variable (category)

Table 4.26 shows the pre-survey Group A statistical distribution of participants’ perceptions
on reflection through e-portfolios. For the statement, “I will get to critically reflect on my own
learning”, most of the respondents replied “sometimes” (mean=3.39; median=3.00; mode=3).
The statement, “I will get to critically reflect on my own selected artefacts”, drew a response
of “sometimes” from most the respondents (mean=3.40; median=3.00; mode=3). On the
155

statement, “I will get to critically reflect on new ideas presented”, most of the respondents
indicated “sometimes” (mean=3.50; median=3.00; mode=3). The largest response to “I will
get to critically reflect on how to become a better scholar”, was “sometimes” (mean=3.45;
median=3.00; mode=3). The statement, “I will get to critically reflect on my own
achievements”, resulted in most subjects responding with “often” (mean=3.75; median=4.00;
mode=4).
Table 4.27 shows the post-survey Group A statistical distribution of participants’
perceptions on reflection through e-portfolios. The five reflection categories as well as the
statements for the post-survey are exactly the same as for the pre-survey. For the statement,
“I will get to critically reflect on my own learning” through the use of e-portfolios, most of the
respondents replied “always” (mean=3.91; median=4.00; mode=5). The statement, “I will get
to critically reflect on my own selected artefacts” through e-portfolios, drew a response of
“sometimes” from most the respondents (mean=3.74; median=4.00; mode=3). On the
statement, “I will get to critically reflect on new ideas presented” through the e-portfolio, most
of the respondents indicated “often” (mean=3.87; median=4.00; mode=4). The largest
response to “I will critically reflect on how to become a better scholar” through e-portfolios,
was “always” (mean=4.09; median=4.00; mode=5). The statement, “I will get to critically
reflect on my own achievements” through e-portfolios, resulted in most subjects responding
with “always” (mean=4.30; median=4.00; mode=5).
Figure F3a (Annexure F) graphically depicts a normally distributed histogram (mean=3.54;
SD=0.691; n=23) for pre-survey Group A based on reflection. Participants were asked
before the intervention how reflection through e-portfolios could improve their learning.
Figure F3b (Annexure F) graphically depicts a normally distributed histogram (mean=3.96;
SD=0.809; n=23) for post-survey Group A based on reflection. Participants were asked
the same after the intervention.
From the statistics it can be deduced that the intervention had a positive effect on the opinion
of scholars on how reflection through e-portfolios can improve learning. This is evidenced by
an increase in frequency of the mode in the post-survey table. In tables 4.26 and 4.27 it can
be seen that the mode of the cr_reflect and better_le categories each increased by two after
the intervention, from “sometimes” to “always” (mode 3 to 5). The mode of the presndid
category increased by one, from “sometimes” to “often” (mode 3 to 4), and the mode of the
achievnts category increased by one, from “often” to “always” (mode 4 to 5). The mode of the
artefacts category remained constant on mode 3.
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iv)

Collaboration

The collaboration factor has been sub-divided into four categories, namely: 1) peers;
2) feedback; 3) contribute; and 4) improve content. Participants were given four statements,
one for each category, on the collaboration of e-portfolios and were asked to respond with
one of the following: never, seldom, sometimes, often, and always. The statements with
corresponding categories are indicated in Table 4.28 (see also Annexure B).
Table 4.28: Collaboration statements and categories
In this class, I hope that….

Category

Never
1

Peers

I will reflect on my own learning when
browsing my peer’s e-portfolio

Feedback

I will get positive feedback from my
peers

Cntrbute

I will contribute to the content of my
peer’s e-portfolio

Imp_cont

I will improve the content of my eportfolio based on the feedback of my
peers

Table 4.29: Pre-survey Group A distribution on
collaboration through e-portfolios

Var
**

Collaboration
categories

Mean

Median

Mode
*

1

Peers

3.45

3.00

2

Feedback

3.65

3

Cntrbute

4

Imp_cont

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.30: Post-survey Group A distribution on
collaboration through e-portfolios

Var
**

Collaboration
categories

Mean Median Mode
*

3

1

Peers

3.57

4.00

4

4.00

3

2

Feedback

3.91

4.00

4

3.60

3.50

3

3

Cntrbute

3.52

3.00

3

3.60

3.00

4

4

Imp_cont

4.00

4.00

4

* 1=never; 2=seldom; 3=sometimes; 4=often; 5=always
** Variable (category)

Table 4.29 shows the pre-survey Group A statistical distribution of participants’ perceptions
on collaboration through e-portfolios. For the statement, “I will reflect on my own learning
when browsing my peer’s e-portfolio”, most of the respondents replied “sometimes”
(mean=3.45; median=3.00; mode=3). The statement, “I will get positive feedback from my
peers”, drew a response of “sometimes” from most of the respondents (mean=3.65;
median=4.00; mode=3). On the statement, “I will contribute to the content of my peer’s eportfolio”, most of the respondents indicated “sometimes” (mean=3.60; median=3.50;
mode=3). The largest response to “I will improve the content of my e-portfolio based on the
feedback of my peers”, was “often” (mean=3.60; median=3.00; mode=4).
Table 4.30 shows the post-survey Group A statistical distribution of participants’
perceptions on collaboration through e-portfolios. The four collaboration categories as well
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as the statements for the post-survey are exactly the same as the pre-survey. For the
statement, “I will reflect on my own learning when browsing my peer’s e-portfolio”, most of
the respondents replied “often” (mean=3.57; median=4.00; mode=4). The statement, “I will
get positive feedback from my peers” through e-portfolios, drew a response of “often” from
most the respondents (mean=3.91; median=4.00; mode=4). On the statement “I will
contribute to the content of my peer’s e-portfolio”, most of the respondents indicated
“sometimes” (mean=3.52; median=3.00; mode=3). The largest response to “I will improve the
content of my e-portfolio based on the feedback from my peers”, was “often” (mean=4.00;
median=4.00; mode=4).
Figure F4a (Annexure F) graphically depicts a normally distributed histogram (mean=3.32;
SD=0.921; n=23) for pre-survey Group A based on collaboration. Participants were asked
before the intervention how collaboration through e-portfolios could improve their learning.
Figure F4b (Annexure F) graphically depicts a normally distributed histogram (mean=3.75;
SD=0.679; n=23) for post-survey Group A based on collaboration. Participants were
asked the same after the intervention.
The statistics imply that the intervention had a significant positive effect on the opinion of
scholars that collaboration through e-portfolios can enhance learning. This is evidenced by
an increase in frequency of the mode in the post-survey table. Tables 4.29 and 4.30 indicate
that two categories (peers, feedback) increased by one after the intervention, from
“sometimes” to “often” (mode 3 to 4). The other two categories (cntrbute, imp_cont) remained
constant on “sometimes” (mode 3) and “often” (mode 4) respectively.
v)

Assessment

The assessment factor has been sub-divided into seven categories, namely: 1) assess
knowledge; 2) part of course; 3) assessment tool; 4) constructivism; 5) graduation; 6) faculty;
and 7) strengths. Participants were given seven statements, one for each category, on the
assessment e-portfolios and were asked to respond with one of the following: never,
seldom, sometimes, often, and always.
The statements with corresponding categories are indicated in Table 4.31 (see also
Annexure B).
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Table 4.31: Assessment statements and categories
In this class, I hope that….

Category

Never
1

Assess

I feel comfortable that an e-portfolio
is a better way to assess my
knowledge

Part

I feel comfortable if an e-portfolio is
used as part of a course in my
program study

Ass_tool

l feel comfortable with an e-portfolio
used as an assessment tool by the
faculty for part of my grade in course

Construct

I use the faculty comments about my
e-portfolio as positive constructivism

Graduatn

I would be comfortable with an eportfolio used as a graduation
requirement to my program of study

Faculty

I feel that an e-portfolio is a better
way for the faculty to assess my
knowledge

Strength

Using an e-portfolio would help me
identify my strengths

Table 4.32: Pre-survey Group A distribution on
assessment through e-portfolios

Var
**

Assessment
categories

1

Assess

3.61

4.00

2

Part

3.70

3

Ass_tool

4

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.33: Post-survey Group A distribution on
assessment through e-portfolios

Mean Median Mode
*

Var
**

Assessment
categories

4

1

Assess

4.00

4

2

3.70

4.00

4

Construct

3.87

4.00

5

Graduatn

3.57

6

Faculty

7

Strength

Mean

Median

Mode
*

3.80

4.00

4

Part

3.35

3.50

4

3

Ass_tool

3.35

3.50

4

4

4

Construct

3.50

4.00

4

4.00

4

5

Graduatn

3.10

3.00

4

3.70

4.00

4

6

Faculty

3.65

4.00

4

3.65

4.00

4

7

Strength

3.65

4.00

4

* 5=strongly agree; 4=agree; 3=neither agree nor disagree; 2=disagree; 1=strongly disagree
** Variable (category)

Table 4.32 shows the pre-survey Group A statistical distribution of participants’ perceptions
on assessment through e-portfolios.

For the statement, “I feel comfortable that an e-

portfolio is a better way to assess my knowledge”, most of the respondents replied “agree”
(mean=3.61; median=4.00; mode=4). The statement, “I feel comfortable if an e-portfolio is
used as part of a course in my program study”, drew a response of “agree” from most of the
respondents (mean=3.70; median=4.00; mode=4). On the statement “l feel comfortable with
an e-portfolio used as an assessment tool by the faculty for part of my grade in course”, most
of the respondents indicated “agree” (mean=3.70; median=4.00; mode=4). The largest
response to “I use the faculty comments about my e-portfolio as positive constructivism” was
“agree” (mean=3.87; median=4.00; mode=4). The statement, “I would be comfortable with an
e-portfolio used as a graduation requirement to my program of study”, resulted in most
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subjects responding with “agree” (mean=3.10; median=3.00; mode=4)). Most of the subjects
responded with “agree” on the statement “I feel that an e-portfolio is a better way for the
faculty to assess my knowledge” (mean=3.70; median=4.00; mode=4). The statement “Using
an e-portfolio would help me identify my strengths” resulted in most of the subjects
responding with “agree” (mean=3.65; median=4.00; mode=4).
Table 4.33 shows the post-survey Group A statistical distribution of participants’
perceptions on assessment through e-portfolios. The seven assessment categories as well
as the statements for the post-survey are exactly the same as for the pre-survey. For the
statement, “I feel comfortable that an e-portfolio is a better way to assess my knowledge”,
most of the respondents replied “agree” (mean=3.80; median=4.00; mode=4). The
statement, “I feel comfortable if an e-portfolio is used as part of a course in my program
study”, drew a response of “agree” from most the respondents (mean=3.35; median=3.50;
mode=4). On the statement, “l feel comfortable with an e-portfolio used as an assessment
tool by the faculty for part of my grade in course”, most of the respondents indicated “agree”
(mean=3.35; median=3.50; mode=4). The largest response to “I use the faculty comments
about my e-portfolio as positive constructivism”, was “agree” (mean=3.50; median=4.00;
mode=4). The statement, “I would be comfortable with an e-portfolio used as a graduation
requirement to my program of study”, resulted in most subjects responding with “agree”
(mean=3.57; median=4.00; mode=4). Most of the subjects responded with “always” on the
statement, “I feel that an e-portfolio is a better way for the faculty to assess my knowledge”
(mean=3.65; median=4.00; mode=4). The statement, “Using an e-portfolio would help me
identify my strengths”, resulted in most of the subjects responding with “agree” (mean=3.65;
median=4.00; mode=4).
Figure F5a (Annexure F) graphically depicts a normally distributed histogram (mean=3.68;
SD=0.474; n=23) for pre-survey Group A based on assessment. Participants were asked
before the intervention how assessment through e-portfolios could improve their learning.
Figure F5b (Annexure F) graphically depicts a normally distributed histogram (mean=3.41;
SD=0.656; n=23) for post-survey Group A based on assessment. Participants were asked
the same after the intervention.
The statistics imply that the intervention had no effect on the opinion of scholars on how
assessment through e-portfolios can enhance learning. The mode of all the categories in
both the pre- and post-survey tables remained the same on “often” (mode 4). It is however
important to note that none of the participants had a negative opinion of assessment through
e-portfolios before and after the intervention, meaning no one indicated “strongly disagree”
(mode 1) or “disagree” (mode 2).
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vi) Learning
The learning factor has been sub-divided into eight categories, namely: 1) develop skills;
2) monitor; 3) develop knowledge; 4) viewing; 5) guide; 6) mistakes; 7) enhance; and
8) continue. Participants were given eight statements, one for each category, on how
learning could be enhanced through e-portfolios, and were asked to respond with one of the
following: never, seldom, sometimes, often, and always. The statements with corresponding
categories are indicated in Table 4.34 (see also Annexure B).
Table 4.34: Learning statements and categories
In this class, I hope that….

Category

Never
1

Develop

I would use my e-portfolio to help me
develop my skills

Monitor

I would use an e-portfolio as a way to
monitor my skills as they develop
over time

Dev_know

l would use an e-portfolio to help me
develop my knowledge

Viewing

I think viewing my peer’s e-portfolio
would be a valuable learning
experience

Guide

I would use an e-portfolio to guide
my skills development

Mistakes

I would use my e-portfolio to learn
my mistakes

Enhance

I would use my e-portfolio to
enhance my learning experience and
academic performance

Continue

I plan to continue maintaining my eportfolio to enhance
lifelong
learning

Table 4.35: Pre-survey Group A distribution on
learning through e-portfolios

Var
**

Learning
categories

Mean

Median

Mode
*

1

Develop

4.00

4.00

2

Monitor

3.83

3

Dev_know

4

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.36: Post-survey Group A distribution on
learning through e-portfolios

Var
**

Learning
categories

Mean Median

4

1

Develop

3.70

4.00

4

4.00

4

2

Monitor

3.95

4.00

4

4.04

4.00

4

3

Dev_know

3.75

4.00

4

Viewing

3.57

4.00

3

4

Viewing

3.50

4.00

4

5

Guide

3.87

4.00

4

5

Guide

3.75

4.00

4

6

Mistakes

4.04

4.00

4

6

Mistakes

3.70

4.00

4

7

Enhance

4.09

4.00

4

7

Enhance

3.60

4.00

4

8

Continue

3.96

4.00

4

8

Continue

3.35

4.00

4

* 5=strongly agree; 4=agree; 3=neither agree nor disagree; 2=disagree; 1=strongly disagree
** Variable (category)
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Mode
*

Table 4.35 shows the pre-survey Group A statistical distribution of participants’ perceptions
on learning through e-portfolios. For the statement, “I would use my e-portfolio to help me
develop my skills”, most of the respondents replied “agree” (mean=4.00; median=4.00;
mode=4). The statement, “I would use an e-portfolio as a way to monitor my skills as they
develop over time” a response of “agree” from most of the respondents (mean=3.83;
median=4.00; mode=4). On the statement “l would use an e-portfolio to help me develop my
knowledge”, most of the respondents indicated “agree” (mean=4.04; median=4.00; mode=4).
The largest response to “I think viewing my peer’s e-portfolio would be a valuable learning
experience” was “neither agree nor disagree” (mean=3.57; median=4.00; mode=4). The
statement, “I would use an e-portfolio to guide my skills development”, resulted in most
subjects responding with “agree” (mean=3.87; median=4.00; mode=4). Most of the subjects
responded with “agree” on the statement “I would use my e-portfolio to learn my mistakes”
(mean=4.04; median=4.00; mode=4). The statement “I would use my e-portfolio to enhance
my learning experience and academic performance” resulted in most of the subjects
responding with “agree” (mean=4.09, median=4.00, mode=4). The statement, “I plan to
continue maintaining my e-portfolio to enhance lifelong learning”, resulted in most subjects
responding with “agree” (mean=3.96; median=4.00; mode=4).
Table 4.36 shows the post-survey Group A statistical distribution of participants’
perceptions on learning through e-portfolios. The eight learning categories as well as the
statements for the post-survey are exactly the same as for the pre-survey. For the statement,
“I would use my e-portfolio to help me develop my skills”, most of the respondents replied
“agree” (mean=3.70; median=4.00; mode=4). The statement, “I would use an e-portfolio as a
way to monitor my skills as they develop over time”, drew a response of “agree” from most
the respondents (mean=3.95; median=4.00; mode=4). On the statement, “l would use an eportfolio to help me develop my knowledge”, most of the respondents indicated “agree”
(mean=3.75; median=4.00; mode=4). The largest response to “I think viewing my peer’s eportfolio would be a valuable learning experience”, was “neither agree nor disagree”
(mean=3.50; median=4.00; mode=3). The statement, “I would use an e-portfolio to guide my
skills development”, resulted in most subjects responding with “agree” (mean=3.75;
median=4.00; mode=4). Most of the subjects responded with “agree” on the statement, “I
would use my e-portfolio to learn my mistakes” (mean=3.70; median=4.00; mode=4). The
statement “I would use my e-portfolio to enhance my learning experience and academic
performance” resulted in most of the subjects responding with “agree” (mean=3.60;
median=4.00; mode=4). The largest response to “I plan to continue maintaining my eportfolio to enhance lifelong learning”, was “agree” (mean=3.35; median=4.00; mode=4).
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Figure F6a (Annexure F) graphically depicts a normally distributed histogram (mean=3.92;
SD=0.5424; n=23) for pre-survey Group A based on learning. Participants were asked
before the intervention how learning could be enhanced through e-portfolios. Figure F6b
(Annexure F) graphically depicts a normally distributed histogram (mean=3.66; SD=0.88;
n=23) for post-survey Group A based on learning. Participants were asked the same after
the intervention.
The statistics imply that the intervention had a slight positive effect on the learning factor as
the level of understanding that e-portfolios can actually enhance learning, improved slightly.
This is evidenced by an increase of mode in the viewing category after the intervention. The
mode increased from “neither agree nor disagree” to “agree” (mode 3 to 4). The mode of the
other categories remained unchanged on “agree” (mode 4). It is however important to note
that the participants already had a positive opinion before the intervention with the mode of
seven of the eight categories on “agree” (mode 4) and only one category on “neither agree
nor disagree” (mode 3).
4.4.1.4 Pre- and post-survey Group B distribution tables based on six factors
i)

Ease of use

The ease of use factor has been sub-divided into 7 categories, namely: 1) posting; 2) fun;
3) tools; 4) time; 5) navigate; 6) reflect; and 7) ideas. Participants were given seven
statements, one for each category, on the ease of use of e-portfolios and were asked to
respond with one of the following: never, seldom, sometimes, often, and always. The
statements with corresponding categories are indicated in Table 4.37 (see also Annexure B).
Table 4.37: Ease of use statements and categories
Category

In this class, I hope that….

Posting

It will be easy to post and respond to
e-portfolio entries

Fun

The e-portfolio will be fun to use

Tools

The
e-portfolio
will
allow
[accommodate] tools like videos,
audio, images, etc. to be included

Time

It will take a short time to learn how to
use an e-portfolio

Navigate

It will allow easy navigation

Reflect

Make me reflect on my learning

Posting

Help me generate new ideas

Never
1
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Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.38: Pre-survey Group B distribution on
ease of use through e-portfolio

Var
**

Ease of use
categories

Mean

Median

Mode
*

1

Posting

4.00

4.00

2

Fun

3.52

3

Tools

4

Table 4.39: Post-survey Group B distribution on
ease of use through e-portfolio

Var
**

Ease of use
categories

Mean

Median

Mode
*

4

1

Posting

3.36

3.00

3

3.00

3

2

Fun

3.24

3.00

3

4.39

3.78

4

3

Tools

3.84

4.00

3

Time

3.78

4.00

4

4

Time

3.68

4.00

4

5

Navigate

4.30

4.00

4

5

Navigate

3.52

3.00

3

6

Reflect

3.96

4.00

5

6

Reflect

3.44

3.00

3

7

Ideas

3.65

4.00

3

7

Ideas

3.32

3.00

3

* 1=never; 2=seldom; 3=sometimes; 4=often; 5=always
** Variable (category)

Table 4.38 shows the pre-survey Group B statistical distribution of the participants’
perception on the ease of use of e-portfolios. For the statement, “it will be easy to post and
respond to e-portfolio entries”, most of the respondents replied “often” (mean=4.00;
median=4.00; mode=4). The statement, “the e-portfolio will be fun to use”, drew a response
of “sometimes” from most of the respondents (mean=3.52; median=3.00; mode=3). On the
statement, “the e-portfolio will allow tools like videos, audio, images, etc. to be included”,
most of the respondents indicated “often” (mean=4.39; median=3.78; mode=4). The largest
response to “it will take a short time to learn how to use an e-portfolio”, was “often”
(mean=3.78; median=4.00; mode=4). The statement, “e-portfolios will allow easy navigation”,
resulted in most subjects responding with “often” (mean=4.30; median=4.00; mode=4). Most
of the subjects responded with “always” on the statement, “e-portfolios make me reflect on
my learning” (mean=3.96; median=4.00; mode=5). The statement “help me generate new
ideas” resulted in most of the subjects responding with “sometimes” (mean=4.65;
median=4.00; mode=3).
Table 4.39 shows the post-survey Group B statistical distribution of the participants’
perception on the ease of use through e-portfolios. The seven ease of use categories as
well as the statements for the post-survey are exactly the same as for the pre-survey. For the
statement, “it will be easy to post and respond to e-portfolio entries”, most of the respondents
replied “sometimes” (mean=3.36; median=3.00; mode=3). The statement, “the e-portfolio will
be fun to use”, drew a response of “sometimes” from most the respondents (mean=3.24;
median=3.00; mode=3). On the statement “the e-portfolio will allow tools like videos, audio,
images, etc. to be included”, most of the respondents indicated “sometimes” (mean=3.84;
median=4.00; mode=3). The largest response to “it will take a short time to learn how to use
an e-portfolio” was “often” (mean=3.68; median=4.00; mode=4). The statement, “e-portfolios
will allow easy navigation”, resulted in most subjects responding with “sometimes”
(mean=3.52; median=3.00; mode=3). Most of the subjects responded with “sometimes” on
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the statement “e-portfolios make me reflect on my learning” (mean=3.44; median=3.00;
mode=3). The statement “help me generate new ideas” resulted in most of the subjects
responding with “sometimes” (mean=3.32; median=3.00; mode=3).
Figure G1a (Annexure G) graphically depicts a normally distributed histogram (mean=3.93;
SD=0.86; n=25) for pre-survey Group B based on ease of use of e-portfolios. This implies
that the majority of the scores lie around the centre of the distribution. Further from the centre
the bars in the histogram become smaller, meaning the scores begin to deviate from the
centre as their frequencies decrease and become infrequent. Participants were asked before
the intervention their opinion on the ease of use of e-portfolios to enhance learning. Figure
G1b (Annexure G) graphically depicts a normally distributed histogram (mean=3.94;
SD=0.576; n=25) for post-survey Group B based on ease of use. Participants were asked
the same after the intervention.
The statistics imply that the intervention did not have a positive effect on the ease of use
factor as there was a decrease in the number of participants who believed e-portfolios are
easy to use. This is evidenced by a decrease in frequency of the mode after the intervention.
The mode of three categories (posting, tools, navigate) decreased from “often” to
“sometimes” (mode 4 to 3). One category’s mode (reflect) decreased by two, from “often” to
“sometimes” (mode 5 to 3). The other three categories’ mode remained the same (fun and
ideas remained on mode 3; time remained on mode 4). It is important to note that although
the intervention showed no positive effect, none of the participants had a negative opinion of
e-portfolio ease of use before and after the intervention, meaning no one indicated “never”
(mode 1) or “seldom” (mode 2).
ii)

Interpersonal communication

The interpersonal communication factor has been sub-divided into five categories,
namely: 1) interact; 2) improve; 3) explain1; 4) explain2; and 5) discuss. Participants were
given five statements, one for each category, on the interpersonal communication of eportfolios and were asked to respond with one of the following: never, seldom, sometimes,
often, and always. The statements with corresponding categories are indicated in Table 4.40
(see also Annexure B).
Table 4.40: Interpersonal Communication statements and categories
Category

In this class, I hope that….

Interact

I will interact with other scholars
through e-portfolios

Improve

I will discuss with other scholars how
to improve my e-portfolio

Never
1
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Seldom
2

Sometimes 3

Often
4

Always
5

Category

In this class, I hope that….

Explain1

I will ask other scholars to explain their
ideas

Explain2

Other scholars will explain their ideas
to me

Discuss

Other scholars will discuss their ideas
with me

Never
1

Table 4.41: Pre-survey Group B distribution on
interpersonal communication through e-portfolios

Var Interpersonal
communication
**
categories

Mean

Median

Mode
*

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.42: Post-survey Group B distribution on
interpersonal communication through e-portfolios

Var
**

Interpersonal
communication
categories

Mean Median Mode
*

1

Interact

3.48

4.00

3

1

Interact

3.40

3.00

4

2

Improve

2.91

3.00

3

2

Improve

3.04

3.00

3

3

Explain1

3.22

3.00

3

3

Explain1

3.28

3.00

4

4

Explain2

3.22

3.00

3

4

Explain2

3.16

3.00

3

5

Discuss

3.22

3.00

3

5

Discuss

3.36

3.00

3

* 1=never; 2=seldom; 3=sometimes; 4=often; 5=always
** Variable (category)

Table 4.41 shows the pre-survey Group B statistical distribution of the participants’
perceptions on interpersonal communication through e-portfolios. For the statement, “I will
interact with other scholars through e-portfolios”, most of the respondents replied
“sometimes” (mean=3.48; median=4.00; mode=3). The statement, “I will discuss with other
scholars on how to improve their e-portfolios”, drew a response of “sometimes” from most of
the respondents (mean=2.91; median=3.00; mode=3). On the statement, “I will ask other
scholars to explain their e-portfolio ideas”, most of the respondents indicated “sometimes”
(mean=3.22; median=3.00; mode=3). The largest response to “other scholars will explain
their e-portfolio ideas to them”, was “sometimes” (mean=3.22; median=3.00; mode=3). The
statement, “other scholars will discuss their e-portfolio ideas”, resulted in most subjects
responding with “sometimes” (mean=3.22; median=3.00; mode=3).
Table 4.42 shows the post-survey Group B statistical distribution of the participants’
perceptions on interpersonal communication through e-portfolios. The five interpersonal
communication categories as well as the statements are exactly the same as the presurvey. For the statement, “I will interact with other scholars through e-portfolios”, most of the
respondents replied “often” (mean=3.40; median=3.00; mode=4). The statement, “I will
discuss with other scholars how to improve my e-portfolio”, drew a response of “sometimes”
from most of the respondents (mean=3.04; median=3.00; mode=3). On the statement, “I will
ask other scholars to explain their ideas”, most of the respondents indicated “often”
(mean=3.28; median=3.00; mode=4). The largest response to, “Other scholars will explain
their ideas to me”, was “sometimes” (mean=3.16; median=3.00; mode=3). The statement,
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“Other scholars will discuss their ideas with me”, resulted in most subjects responding with
“sometimes” (mean=3.36; median=3.00; mode=3).
Figure G2a (Annexure G) graphically depicts a normally distributed histogram (mean=3.57;
SD=0.936; n=25) for pre-survey Group B based on interpersonal communication.
Participants were asked before the intervention how interpersonal communication through
e-portfolios could improve their learning. Figure G2b (Annexure G) graphically depicts a
normally distributed histogram (mean=3.25; SD=0.751; n=25) for post-survey Group B
based on interpersonal communication. Participants were asked the same after the
intervention.
From the data analysed it can be deduced that the intervention had a positive effect on the
opinion of participants on how interpersonal communication through e-portfolios can
enhance learning. This is evidenced by an increase in frequency of the mode in the postsurvey table. The mode of two categories (interact, explain1) increased by one after the
intervention, from “sometimes” to “often” (mode 3 to 4). The other three categories (improve,
explain2, discuss) remained unchanged on “sometimes” (mode 3).
iii) Reflection
The reflection factor has been sub-divided into five categories, namely: 1) critically reflect;
2) artefacts; 3) present ideas; 4) better learner; and 5) achievements. Participants were given
five statements, one for each category, on the reflection of e-portfolios and were asked to
respond with one of the following: never, seldom, sometimes, often, and always. The
statements with corresponding categories are indicated in Table 4.43 (also see Annexure B).
Table 4.43: Reflection statements and categories
Category

In this class, I hope that….

Cr_reflect

I will get to critically reflect on my own
learning

Artefacts

I will get to critically reflect on my
selected artefacts

Presndid

I will get to critically reflect on new
ideas presented

Better_le

I will get to critically reflect on how to
become a better scholar

Achievnts

I will get to critically reflect on my own
achievements

Never
1
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Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.44: Pre-survey Group B distribution on
reflection through e-portfolios

Var
**

Reflection
categories

Mean

Median

Mode
*

1

Cr_reflect

3.57

3.00

2

Artefacts

3.26

3

Presndid

4
5

Table 4.45: Post-survey Group B distribution on
reflection through e-portfolios

Var
**

Reflection
categories

Mean

Median

Mode
*

3

1

Cr_reflect

3.48

4.00

3

3.00

3

2

Artefacts

3.12

3.00

3

3.52

3.00

3

3

Presndid

3.40

3.00

3

Better_le

3.61

4.00

4

4

Better_le

3.60

4.00

3

Achievnts

3.74

4.00

4

5

Achievnts

3.84

4.00

4

* 1=never; 2=seldom; 3=sometimes; 4=often; 5=always
** Variable (category)

Table 4.44 shows the pre-survey Group B statistical distribution of the participants’
perceptions on reflection through e-portfolios. For the statement, “I will get to critically reflect
on own leaning through use of e-portfolios”, most of the respondents replied “sometimes”
(mean=3.57; median=3.00; mode=3). The statement, “I will get to critically reflect on my own
artefacts through e-portfolios”, drew a response of “sometimes” from most of the respondents
(mean=3.26; median=3.00; mode=3). On the statement, “I will get to critically reflect on new
ideas presented through the e-portfolio”, most of the respondents indicated “sometimes”
(mean=3.52; median=3.00; mode=3). The largest response to “I will critically reflect to
become a better scholar through e-portfolios”, was “often” (mean=3.61; median=4.00;
mode=4). The statement, “I will critically reflect on my own achievements through eportfolios”, resulted in most subjects responding with “always” (mean=3.74; median=4.00;
mode=4).
Table 4.45 shows post-survey Group B statistical distribution of the participants’
perceptions on reflection through e-portfolios. The five reflection categories as well as the
statements are exactly the same as for the pre-survey. For the statement, “I will get to
critically reflect on my own learning”, most of the respondents replied “sometimes”
(mean=3.48; median=4.00; mode=3). The statement, “I will get to critically reflect on my
selected artefacts”, drew a response of “sometimes” from most of the respondents
(mean=3.12; median=3.00; mode=3). On the statement, “I will get to critically reflect on new
ideas presented”, most of the respondents indicated “sometimes” (mean=3.40; median=3.00;
mode=3). The largest response to “I will get to critically reflect on how to become a better
scholar”, was “sometimes” (mean=3.60; median=4.00; mode=3). The statement, “I will get to
critically reflect on my own achievements”, resulted in most subjects responding with “often”
(mean=3.48; median=4.00; mode=4).
Figure G3a (Annexure G) graphically depicts a normally distributed histogram (mean=3.46;
SD=0.751; n=25) for pre-survey Group B based on reflection. Participants were asked
before the intervention how reflection through e-portfolios could improve their learning.
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Figure G3b (Annexure G) graphically depicts a normally distributed histogram (mean=3.49;
SD=0.695; n=25) for post-survey Group B based on reflection. Participants were asked
the same after the intervention.
It can be inferred that the intervention had no positive effect in terms of the opinion of
scholars on how reflection on e-portfolios could enhance learning. This evidenced no (or
very little) change in the mode of the data set after the intervention. The mode of four
categories remained unchanged, with cr_reflect, artefacts and presndid on “sometimes”
(mode 3) and achievnts on “often” (mode 4). The mode of category better_le decreased by
one, from “often” to “sometimes” (mode 4 to 3). Although the intervention had no positive
effect, it is important to note that none of the participants had a negative opinion on
reflection before and after the intervention, meaning no one indicated “never” (mode 1) or
“seldom” (mode 2).
iv) Collaboration
The collaboration factor has been sub-divided into four categories, namely: 1) peers;
2) feedback; 3) contribute; and 4) improve content. Participants were given four statements,
one for each category, on the collaboration of e-portfolios and were asked to respond with
one of the following: never, seldom, sometimes, often, and always. The statements with
corresponding categories are indicated in Table 4.46 (see also Annexure B).
Table 4.46: Collaboration statements and categories
In this class, I hope that….

Category

Never
1

Peers

I will reflect on my own learning when
browsing my peer’s e-portfolio

Feedback

I will get positive feedback from my peers

Cntrbute

I will contribute to the content of my
peer’s e-portfolio

Imp_cont

I will improve the content of my e-portfolio
based on the feedback of my peers

Table 4.47: Pre-survey Group B distribution on
collaboration through e-portfolios

Var

Collaboration
categories

Mean

Median

Mode
*

1

Peers

3.30

3.00

2

Feedback

3.17

3

Cntrbute

4

Imp_cont

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.48: Post-survey Group B distribution on
collaboration through e-portfolios

Var

Collaboration
categories

Mean

Median

Mode
*

3

1

Peers

3.28

3.00

3

3.00

3

2

Feedback

3.60

3.00

3

3.22

3.00

3

3

Cntrbute

3.32

3.00

3

3.57

4.00

4

4

Imp_cont

3.36

3.00

3

* 1=never; 2=seldom; 3=sometimes; 4=often; 5=always
** Variable (category)
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Table 4.47 shows the pre-survey Group B statistical distribution of the participants’
perceptions on collaboration through e-portfolios. For the statement, “I will reflect on my
own learning when browsing my peer’s e-portfolio”, most of the respondents replied
“sometimes” (mean=3.30; median=3.00; mode=3). The statement, “I will get positive
feedback from my peers through the e-portfolio”, drew a response of “sometimes” from most
of the respondents (mean=3.17; median=3.00; mode=3). On the statement “I will get to
contribute to the content of my peer’s e-portfolio”, most of the respondents indicated
“sometimes” (mean=3.22; median=3.00; mode=3). The largest response to “I will improve the
content of my e-portfolio based on the feedback from my peers” was “often” (mean=3.57;
median=4.00; mode=4).
Table 4.48 shows the post-survey Group B statistical distribution of the participants’
perceptions on collaboration through e-portfolios. The four collaboration categories as well
as the statements are exactly the same as for the pre-survey. For the statement, “I will reflect
on my own learning when browsing my peer’s e-portfolio”, most of the respondents replied
“sometimes” (mean=3.28; median=3.00; mode=3). The statement, “I will get positive
feedback from my peers”, drew a response of “sometimes” from most of the respondents
(mean=3.60; median=3.00; mode=3). On the statement “I will contribute to the content of my
peer’s

e-portfolio”,

most

of

the

respondents

indicated

“sometimes”

(mean=3.32;

median=3.00; mode=3). The largest response to “I will improve the content of my e-portfolio
based on the feedback of my peers” was “sometimes” (mean=3.36; median=3.00; mode=3).
Figure G4a (Annexure G) graphically depicts a normally distributed histogram (mean=3.55;
SD=0.629; n=25) for pre-survey Group B based on collaboration. Participants were asked
before the intervention how collaboration through e-portfolios could improve their learning.
Figure G4b (Annexure G) graphically depicts a normally distributed histogram (mean=3.39;
SD=0.573; n=25) for post-survey Group B based on collaboration. Participants were asked
the same after the intervention.
The statistics imply that the intervention had no effect on collaboration through e-portfolios
to enhance learning. This is evidenced by the frequency of the mode staying the same
before and after the intervention. The mode of three categories (peers, feedback, cntrbute)
remained on “sometimes” (mode 3). The mode of the imp_cont category decreased from
“often” to “sometimes (mode 4 to 3). Although the intervention had no effect, it is important to
note that none of the participants had a negative opinion of collaboration before and after
the intervention, meaning no one indicated “never” (mode 1) or “seldom” (mode 2).
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v)

Assessment

The assessment factor has been sub-divided into seven categories, namely: 1) assess
knowledge; 2) part of course; 3) assessment tool; 4) constructivism; 5) graduation; 6) faculty;
and 7) strengths. Participants were given seven statements, one for each category, on the
assessment e-portfolios and were asked to respond with one of the following: never, seldom,
sometimes, often, and always.
The statements with corresponding categories are indicated in Table 4.49 (see also
Annexure B).
Table 4.49: Assessment statements and categories
In this class, I hope that….

Category

Never
1

Assess

I feel comfortable that an e-portfolio
is a better way to assess my
knowledge

Part

I feel comfortable if an e-portfolio is
used as part of a course in my
program study

Ass_tool

l feel comfortable with an e-portfolio
used as an assessment tool by the
faculty for part of my grade in my
course

Construct

I use the faculty comments about my
e-portfolio as positive constructivism

Graduatn

I would be comfortable with an eportfolio used as a graduation
requirement to my program of study

Faculty

I feel that an e-portfolio is a better
way for the faculty to assess my
knowledge

Strength

Using an e-portfolio would help me
identify my strengths

Table 4.50: Pre-survey Group B distribution on
assessment through e-portfolios

Var
**

Assessment
categories

Mean

Median

Mode
*

1

Assess

3.65

4.00

2

Part

3.57

3

Ass_tool

4

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.51: Post-survey Group B on assessment
through e-portfolios

Var
**

Assessment
categories

Mean

Median

Mode
*

4

1

Assess

3.24

3.00

4

4.00

4

2

Part

3.16

3.00

4

3.35

3.00

4

3

Ass_tool

3.20

3.00

4

Construct

3.57

4.00

4

4

Construct

3.52

4.00

4

5

Graduatn

3.04

3.00

4

5

Graduatn

2.92

3.00

4

6

Faculty

3.17

3.00

3

6

Faculty

3.08

3.00

4

7

Strength

3.52

3.00

3

7

Strength

3.44

3.00

4

* 5=strongly agree; 4=agree; 3=neither agree nor disagree; 2=disagree; 1=strongly disagree
** Variable (category)
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Table 4.50 shows the pre-survey Group B statistical distribution of the participants’
perceptions on assessment through e-portfolios. For the statement, “I feel comfortable that
an e-portfolio is a better way to assess my knowledge”, most of the respondents replied
“agree” (mean=3.65; median=4.00; mode=4). The statement, “I feel comfortable if an eportfolio is used as part of a course in my program study”, drew a response of “agree” from
most of the respondents (mean=3.57; median=4.00; mode=4). On the statement “l feel
comfortable with an e-portfolio used as an assessment tool by the faculty for part of my
grade in my course”, most of the respondents indicated “agree” (mean=3.35; median=3.00;
mode=4). The largest response to “I use the faculty comments about my e-portfolio as
positive constructivism” was “agree” (mean=3.57; median=4.00; mode=4). The statement, “I
would be comfortable with an e-portfolio used as a graduation requirement to my program of
study”, resulted in most subjects responding with “agree” (mean=3.04; median=3.00;
mode=4). Most of the subjects responded with “neither agree nor disagree” on the statement
“I feel that an e-portfolio is a better way for the faculty to assess my knowledge” (mean=3.17;
median=3.00; mode=3). The statement “Using an e-portfolio would help me identify my
strengths” resulted in most of the subjects responding with “neither agree nor disagree”
(mean=3.52; median=3.00; mode=3).
Table 4.51 shows the post-survey Group B statistical distribution of the participants’
perceptions on assessment through e-portfolios. The seven assessment categories as well
as the statements are exactly the same as for the pre-survey. For the statement, “I feel
comfortable that an e-portfolio is a better way to assess my knowledge”, most of the Group B
post-survey respondents replied “agree” (mean=3.24, median=3.00, mode=4). The
statement, “I feel comfortable if an e-portfolio is used as part of a course in my program
study”, drew a response of “agree” from most of the respondents (mean=3.16, median=3.00,
mode=4). On the statement, “l feel comfortable with an e-portfolio used as an assessment
tool by the faculty for part of my grade in my course”, most of the respondents indicated
“agree” (mean=3.20, median=3.00, mode=4). The largest response to “I use the faculty
comments about my e-portfolio as positive constructivism”, was “agree” (mean=3.52,
median=4.00, mode=4). The statement, “I would be comfortable with an e-portfolio used as a
graduation requirement to my program of study”, resulted in most subjects responding with
“agree” (mean=2.92, median=3.00, mode=4). Most of the subjects responded with “always”
on the statement, “I feel that an e-portfolio is a better way for the faculty to assess my
knowledge” (mean=3.08, median=3.00, mode=4). The statement “Using an e-portfolio would
help me identify my strengths” resulted in most of the subjects responding with “agree”
(mean=3.44, median=3.00, mode=4).

172

Figure G5a (Annexure G) graphically depicts a normally distributed histogram (mean=3.5;
SD=0.547; n=25) for pre-survey Group B based on assessment. Participants’ were asked
before the intervention how assessment through e-portfolios could improve learning. Figure
G5b (Annexure G) graphically depicts a normally distributed histogram (mean=3.22;
SD=0.582; n=25) for post-survey Group B based on assessment. Participants were asked
the same after the intervention.
The statistics imply that the intervention had a slight positive effect on the perceptions of the
participants on applying the e-portfolio tool in terms of assessment to enhance learning.
This is evidenced by an increase in frequency of the mode of the post-survey data set. The
mode of categories faculty and strength increased by one after the intervention, from “neither
agree nor disagree” to “agree” (mode 3 to 4), while all the other categories (assess, part,
ass_tool, construct, graduatn) remained the same on “neither agree nor disagree” (mode 3).
It is important to note that none of the participants had a negative opinion of assessment
before and after the intervention, meaning no one indicated “strongly disagree” (mode 1) or
“disagree” (mode 2).
vi) Learning
The learning factor has been sub-divided into eight categories, namely: 1) develop skills;
2) monitor; 3) develop knowledge; 4) viewing; 5) guide; 6) mistakes; 7) enhance; and
8) continue. Participants were given eight statements, one for each category, on the learning
e-portfolios and were asked to respond with one of the following: never, seldom, sometimes,
often, and always.
The statements with corresponding categories are indicated in Table 4.52 (see also
Annexure B).
Table 4.52: Learning statements and categories
Category

In this class, I hope that….

Develop

I would use my e-portfolio to help me
develop my skills

Monitor

I would use an e-portfolio as a way to
monitor my skills as they develop
over time

Dev_know

l would use an e-portfolio to help me
develop my knowledge

Viewing

I think viewing my peer’s e-portfolio
would be a valuable learning
experience

Guide

I would use an e-portfolio to guide
my skills development

Never
1
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Seldom
2

Sometimes 3

Often
4

Always
5

In this class, I hope that….

Category

Never
1

Mistakes

I would use my e-portfolio to learn
my mistakes

Enhance

I would use my e-portfolio to
enhance my learning experience and
academic performance

Continue

I plan to continue maintaining my eportfolio to enhance
lifelong
learning

Table 4.53: Pre-survey Group B distribution on
learning through e-portfolios

Var

Learning
categories

Mean

Median

Mode
*

1

Develop

3.60

4.00

2

Monitor

3.32

3

Dev_know

4

Seldom
2

Sometimes 3

Often
4

Always
5

Table 4.54: Post-survey Group B distribution on
learning through e-portfolios

Var

Learning
categories

Mean

Median

Mode
*

3

1

Develop

3.52

4.00

4

3.00

3

2

Monitor

3.70

4.00

4

3.56

4.00

3

3

Dev_know

3.74

4.00

4

Viewing

3.44

3.00

3

4

Viewing

3.35

4.00

4

5

Guide

3.52

4.00

4

5

Guide

3.74

4.00

4

6

Mistakes

3.64

3.00

3

6

Mistakes

3.87

4.00

4

7

Enhance

3.68

4.00

3

7

Enhance

3.78

4.00

4

8

Continue

3.32

3.00

3

8

Continue

3.57

4.00

4

* 5=strongly agree; 4=agree; 3=neither agree nor disagree; 2=disagree; 1=strongly disagree

Table 4.53 shows the pre-survey Group B statistical distribution of the participants’
perceptions on learning through e-portfolios. For the statement, “I would use my e-portfolio
to help me develop my skills”, most of the Group B Pre-survey respondents replied “neither
agree nor disagree” (mean=3.60; median=4.00; mode=3). The statement, “I would use an eportfolio as a way to monitor my skills as they develop over time”, drew a response of
“neither agree nor disagree” from most of the respondents (mean=3.32; median=4.00;
mode=3). On the statement, “l would use an e-portfolio to help me develop my knowledge”,
most of the respondents indicated “neither agree nor disagree” (mean=3.56; median=4.00;
mode=3). The largest response to “I think viewing my peer’s e-portfolio would be a valuable
learning experience”, was “neither agree nor disagree” (mean=3.44; median=3.00; mode=3).
The statement, “I would use an e-portfolio to guide my skills development”, resulted in most
subjects responding with “agree” (mean=3.52, median=4.00, mode=4). Most of the subjects
responded with “neither agree nor disagree” on the statement, “I would use my e-portfolio to
learn my mistakes” (mean=3.64, median=3.00, mode=3). The statement “I would use my eportfolio to enhance my learning experience and academic performance” resulted in most of
the subjects responding with “neither agree nor disagree” (mean=3.68, median=4.00,
mode=3). The largest response to “I plan to continue maintaining my e-portfolio to enhance
lifelong learning”, was “neither agree nor disagree” (mean=3.32, median=3.00, mode=3).
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Table 4.54 shows the post-survey Group B statistical distribution of the participants’
perceptions on learning through e-portfolios. The eight learning categories as well as the
statements are exactly the same as for the pre-survey. For the statement, “I would use my eportfolio to help me develop my skills”, most of the Group B post-survey respondents
replied “agree” (mean=3.52, median=4.00, mode=4). The statement, “I would use an eportfolio as a way to monitor my skills as they develop over time”, drew a response of “agree”
from most of the respondents (mean=3.70, median=4.00, mode=4). On the statement, “l
would use an e-portfolio to help me develop my knowledge”, most of the respondents
indicated “agree” (mean=3.74, median=4.00, mode=4). The largest response to, “I think
viewing my peer’s e-portfolio would be a valuable learning experience”, was “agree”
(mean=3.35; median=4.00; mode=4). The statement, “I would use an e-portfolio to guide my
skills development”, resulted in most subjects responding with “agree” (mean=3.74,
median=4.00, mode=4). Most of the subjects responded with “agree” on the statement, “I
would use my e-portfolio to learn my mistakes” (mean=3.87, median=4.00, mode=4). The
statement, “I would use my e-portfolio to enhance my learning experience and academic
performance”, resulted in most of the subjects responding with “agree” (mean=3.78,
median=4.00, mode=4). The statement, “I plan to continue maintaining my e-portfolio to
enhance lifelong learning”, resulted in most subjects responding with “agree” (mean=3.57,
median=4.00, mode=4).
Figure G6a (Annexure G) graphically depicts a normally distributed histogram (mean=3.66;
SD=0.516; n=25) for pre-survey Group B based on learning. Participants were asked
before the intervention about how learning could be enhanced through e-portfolios. Figure
G6b (Annexure G) graphically depicts a normally distributed histogram (mean=3.51;
SD=0.69; n=25) for post-survey Group B based on learning. Participants were asked the
same after the intervention.
The statistics imply that the intervention had a positive effect on how learning could be
enhanced through e-portfolios. This is evidenced by an increase in frequency of the mode in
the data set of the post-survey. The mode of seven categories (develop, monitor, dev_know,
viewing, mistakes, enhance, continue) increased by one after the intervention, from “neither
agree nor disagree” to “agree” (mode 3 to 4), while the category guide remained the same on
“agree” (mode 4) after the intervention. It is important to note that none of the participants
had a negative opinion of learning through e-portfolios before and after the intervention,
meaning no one indicated “strongly disagree” (mode 1) or “disagree” (mode 2).
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4.5

INFERENTIAL STATISTICS

4.5.1

Reliability statistics

The researcher calculated Cronbach’s alpha for the baseline pre-survey as well as the postsurvey for both Group A and Group B to test for reliability and consistency of the measuring
instruments. Overall, Cronbach’s alpha was good, indicating a positive reliability and
consistency (section 4.5.1.1). Cronbach's alpha is a measuring instrument which represents
the closeness and associations of variables in a group. A high value of alpha is indicative of
the instrument being substantial, consistent and highly reliable relative to an underlying
construct. However, researchers should not jump to premature conclusions as a high alpha
does not imply that the degree of association of variables in a group is uni-dimensional
(Field, 2015).
4.5.1.1 Pre- and post-survey Group A reliability statistics
Table 4.55: Pre-survey
reliability statistics table

Group

A

Table 4.56: Post-survey Group
reliability statistics table

A

Cronbach's Alpha

n

Cronbach's Alpha

n

.908

23

.922

23

For this research study, all the Cronbach’s alpha values are healthy and show high scores,
meaning the measuring instruments used in the study are reliable, consistent and stable,
having a high internal consistency (section 3.12.2). Table 4.55 depicts reliability statistics for
pre-survey Group A (α=0.908, n=23). Table 4.56 shows reliability statistics for post-survey
Group A (α=0.922, n=23). Both tables indicate that the measurement tool for the assessment
factor is highly reliable and consistent.
4.5.1.2 Pre- and post-survey Group B reliability statistics
Table 4.57: Pre-survey
reliability statistics table

Cronbach's Alpha
.934

Group

B

Table 4.58: Post-survey
reliability statistics table

N

Cronbach's Alpha

25

.943

Group

B

N
25

Table 4.57 shows reliability statistics for pre-survey Group B with a high Cronbach’s alpha
value (α=0.934, n=25). Table 4.58 shows reliability statistics for post-survey Group B with a
high Cronbach’s alpha value (α=0.943, n=25). Thus, for tables the measurement tool for the
assessment factor is reliable and consistent. More consistent instruments were implemented
in this study, showing a stable alpha value.
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4.5.2

T-tests

This study used parametric and non-parametric tests to quantify correlations using SPSS
22.0 (sections 3.4, 3.6.2). Furthermore, the study employed paired sample t-tests for both
pre- and post-survey Group A as well as pre- and post-survey Group B, “to analyse the
differences between the scores” (Field, 2015:378). This implies that the study made use of
pairs of numerical data for two variables measuring the same feature under different
conditions. The Spearman correlation coefficient was used to find the strength of linear
relationships; thus, whether a linear relationship exists between two variables. The
researcher also used Pearson’s product-moment correlation to determine the degree to
which disparity in one continuous construct describes the disparity in another continuous
variable.
A t-test is a statistical test able to determine if there is statistical significance between two
groups for a dependent variable (sections 3.4 and 3.6.2). This test compares the average
value of the dependent variable for one group to the average variable of the other group.
Thus, a t-test requires that the independent variable be nominal and consist of only two
values, and the dependent variable be a scale-level variable. For the paired samples t-test to
be valid, the differences between the paired values should be approximately normally
distributed (section 4.1). The mean score is the measure of central tendency or literally the
average score, thus the mean pre-score is the average score of the pre-survey data set and
the mean post-score is the average score of the post-survey data set.
Hypotheses:

H0: There is no difference in mean pre- and post-scores
H1: There is a difference in mean pre- and post-scores

4.5.2.1 T-test based on Group A
This section discusses the factors and subcategories that were found significant to the study
based on t-tests conducted for Group A. The non-significant factors were not discussed. The
researcher used a t-test to measure the views/opinions of the Group A participants before
and after the intervention.
For each of the factors below, the t statistic was observed. It showed a very small probability
of the result occurring by chance (under the null hypothesis of no difference in the mean preand post-scores). The null hypothesis was rejected since p<0.05—this means that if the
experiment is conducted 100 times, for 95 times the true value for the difference would lie in
the 95% confidence interval—meaning there exists strong statistical evidence that the
intervention worked.
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A significant difference was found in the means of pre- and post-survey of Group A in
terms of the knowledge of e-portfolios, as most participants in the post-survey group
discovered, on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often and
5=always), that e-portfolios can be used for professional development [t(22)=4.789,
p=0.000]. From this we can deduce that the intervention was a success, thus there is
a significant difference in the mean between pre- and post-survey Group A and eportfolios can be used for professional development.



There was a significant difference in the means of pre- and post-survey Group A as
the post-survey respondents found that posting and uploading content on the eportfolio is a fun and enjoyable experience. Consequently, participants also
acknowledged, on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often and
5=always), that e-portfolios allow different types of content to be uploaded
[t(42)=2.289, p=0.027]. This implies that the intervention was a success, and
therefore the null hypothesis is rejected; thus pre- and post-survey group A found
posting and uploading to be fun and enjoyable.



A significant statistical difference was found in the means of pre- and post-survey
Group A, on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often and
5=always), in terms of e-portfolios allowing tools such as videos, images and audio to
be included [t(39)=1.988, p=0.05]. This implies that the intervention was a success,
and therefore the null hypothesis is rejected; thus pre- and post-survey group A found
that e-portfolios can allow tools like videos, images and audio to be included.



A very significant statistical difference was discovered in the means of pre- and postsurvey Group A, on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often and
5=always), on how to use e-portfolios to allow easy navigation [t(42)=3.492, p=0.001].
From this we can deduce that the intervention was a success, and therefore the null
hypothesis is rejected thus pre- and post-survey group A found that e-portfolios allow
easy navigation.

4.5.2.2 T-Test based on Group B
This section discusses the factors and subcategories that were found significant to the study
based on t-tests conducted for Group B. The non-significant factors were not discussed. The
researcher used a t-test to measure the views/opinions of Group B participants before and
after the intervention.
For each of the factors below, the t statistic was observed. It showed a very small probability
of the result occurring by chance (under the null hypothesis of no difference in the mean pre178

and post-scores). The null hypothesis was rejected since p<0.05, meaning there exists
strong statistical evidence that the intervention worked.


A significant difference was found in the means of pre- and post-survey Group B for
the computer skills factor as most post-survey participants, as indicated on a three
point scale (1=beginner, 2=intermediate and 3=advanced), had a better knowledge of
the online tool [t(38)=1.0, p=0.032]



A significant difference was found in the means of pre- and post-survey Group B on
the knowledge of e-portfolios, as most post-survey participants discovered, on a five
point scale (1=never, 2=seldom, 3=sometimes, 4=often and 5=always), that eportfolios can be used for professional development [t(38)=2.61, p=0.013]



There was significant variation in the means of pre- and post-survey Group B in
anticipation of using e-portfolios in the near future [t(37)=2.3, p=0.029]



There was a significant difference in the means of pre- and post-survey Group B in
viewing the posting and uploading of content on the e-portfolio as fun and an
enjoyable experience. Consequently, post-survey respondents also acknowledged,
on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often and 5=always), that
the e-portfolio can allow different types of content to be uploaded [t(42)=1.93, p=0.05]



A significant statistical difference was discovered in the means of pre- and postsurvey Group B, on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often and
5=always), that the e-portfolio is easy to use, and allows tools like videos, images and
audio to be included [t(42)=2.1, p=0.033]



Some significant statistical difference was found in the means of pre- and postsurveys Group B, on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often
and 5=always), on how e-portfolios can be used to critically reflect on own learning
[t(42)=2.16, p=0.030]



A significant statistical difference in the means of pre- and post-survey Group B was
found, on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often and
5=always), on how a scholar can use an e-portfolio to critically reflect on how to
become a better scholar [t(42)=2.57, p=0.012]



Some statistical significance was found in the means of pre- and post-survey Group
B, on a five point scale (1=never, 2=seldom, 3=sometimes, 4=often and 5=always),
on how to critically reflect on their own achievements (t(38)=2.54, p=0.016)



A very important statistical significance was found in the means of pre- and postsurvey Group B, on a five point scale (1=strongly agree, 2=agree, 3=neither agree
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nor disagree, 4=disagree and 5=strongly disagree), on how they would use eportfolios to enhance their academic learning and experience [t(43)=2.164, p=0.037]
4.5.3

Levene’s Test

Levene’s Test for equality variance in means was used to conclude that the researcher is
95% confident that the difference between the means of the two groups is not due to chance.
Field (2015:193) argues that Levene’s test “tests the null hypothesis that the variances in
different groups are equal”.


For the interpersonal communication factor, under the discuss category, “scholars will
explain their ideas to me”, the variances were unequal (Sig=0.024<0.05). This means
the researcher is 95% confident that the Sig difference between the means of the two
groups is not due to chance



For the assessment factor, under the part category, “it feels comfortable if an eportfolio is used as part of the course in the program study”, the variances were
unequal (Sig=0.025<0.05). This means the researcher is 95% confident that the Sig
difference between the means of the two groups is not due to chance



For the learning factor, under the mistakes category, “I would use my e-portfolio to
learn my mistakes”, the variances were unequal (Sig=0.044<0.05). This means the
researcher is 95% confident that the Sig difference between the means of the two
groups is not due to chance

There was no significant statistical difference in other variables, as p>0.05.
4.5.4

Correlation for Group A and Group B based on single variables

Correlation quantifies the strength of a linear relationship that exists between two variables.
The correlation coefficient is a number between -1 and 1, denoted by r. The Pearson
product-moment correlation (Pearson r) was used, using SPSS 22.0 to determine the extent
to which variation in one continuous variable explains the variation in another continuous
variable. Field (2015) defines a continuous variable as a variable that gives a score for each
subject and can take any value on the measurement scale.
Furthermore, “a two-tailed test is a test of a non-directional hypothesis implying that the test
does not suggest the direction of the relationship” (Field, 2015:885).
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For Group A (pre-and post-survey):


There was a significant correlation between critical reflection on own learning and
discussing with other participants to improve their e-portfolio content (r=0.684, n=23,
p<0.05, two-tailed); thus, by critically reflecting on their own work, participants could
improve the content of their e-portfolios



It was found that the more participants shared ideas through browsing a peer’s eportfolio, the more it enhanced their academic experience and performance (r=0.671,
n=23, p<0.05, two-tailed)



By examining the data, it was revealed that participants could identify their strengths
through the use of e-portfolios as a tool to assess their knowledge (r=0.597, n=23,
p<0.05, two-tailed). Consequently, this enhanced their learning experience and
academic performance



A high absolute value of the correlation coefficient with a stronger relationship was
found through discovering that a participant could use e-portfolios to monitor the skills
they developed over time; this is associated with assessing the participant’s
knowledge through the use of the e-portfolio (r=0.616, n=23, p<0.05, two-tailed)



Examining of the data revealed that using faculty comments about the e-portfolio as
positive constructivism and identifying strengths, had a high positive association
(r=0.663, n=23, p<0.05, two-tailed)



A very strong significant statistical correlation was found with subjects developing
their skills by maintaining an e-portfolio through identifying their strengths (r=0.724,
n=23, p<0.05, two-tailed)



By identifying strengths through the use of e-portfolios, participants enhanced their
learning experience and academic performance (r=0.575, n=23, p<0.05, two-tailed)

For Group B (pre-and post-survey):


A strong significant correlation was found for interpersonal communication through
the sharing of ideas between participants (r=0.911, n=25, p<0.05, two-tailed)



A significant statistical correlation was found between participants using an e-portfolio
to critically reflect on their own work and critically reflecting on selected artefacts (i.e.
content within an e-portfolio such as videos, files, assessments, among other)
(r=0.766, n=25, p<0.05)
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In terms of collaboration, a positive correlation was found between participants
browsing through peers’ e-portfolios and being able to use e-portfolios to develop
their own knowledge (r=0.569, n=25, p<0.05, two-tailed)



There was a strong significant linear relationship showing that through browsing
through peers’ e-portfolios, participants could learn from their mistakes (r=0.658,
n=25, p<0.05, two-tailed)



Another statistically significant correlation found is that through using an e-portfolio to
identify their strengths, participants could easily develop and improve their learning,
thus enhancing knowledge (r=0.621, n=25, p<0.05, two-tailed)



Closeness in linear association indicates that a participant could use an e-portfolio to
identify strengths through being assessed by an e-portfolio tool (r=0.597, n=25,
p<0.05, two-tailed)



An interesting positive correlation was found between using the e-portfolio as a
graduation requirement and using it as part of the academic programme (r=0.573,
n=25, p<0.05, two-tailed)



A very strong linear relationship was identified in that participants could identify their
strengths and weaknesses as they monitored their skills development over time
through the use of an e-portfolio (r=0.800, n=25, p<0.05, two-tailed)



As participants developed knowledge through e-portfolios, it enhanced their learning
and academic performance (r=0.627, n=25, p<0.05, two-tailed)



As participants monitored their skills through e-portfolios, their learning experience
and academic performance were enhanced (r=0.705, n=25, p<0.05, two-tailed)

4.5.5

Regression analysis for pre- and post-survey Group A

Regression was employed in this study, using SPSS 22.0, through coefficients of the
regression model with the main focus on the b-value which determines the relationship
between learning and each predictor (assessment, ease of use, collaboration, interpersonal
communication, and reflection). If the b-value is positive, it can be concluded that there is a
positive relationship between the predictor and the outcome, whereas a negative relationship
would imply a negative relationship. Furthermore, the b-values inform us to what degree
each predictor affects the outcome if the effects of all other predictors are held constant
(Field, 2015). This study also made use of ANOVA (analysis of variance) that tests whether
the linear regression model is significantly better at predicting the outcome than using the
mean as the best guess (See section 4.4.1.3). Moreover, the F-ratio was applied which
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represents the ratio of the improvement in prediction (between the regression model and the
mean calculation) that results from how well the model fits/ conforms to the actual data set
(fitting the model), relative to the inaccuracy that exists in the model (Field, 2015).
4.5.5.1 Correlations table for pre- and post-survey Group A based on factors
Table 4.59 below depicts the value of Pearson’s correlation coefficient between every pair of
variables (learning, ease of use, interpersonal communication, reflection, collaboration,
assessment) for pre-survey Group A. Next, the one-tailed significance of each correlation is
shown, and finally the number of cases contributing to each correlation (n=23) is indicated.
(Field (2015) argues that a one tailed test is a test of a directional hypothesis, thus the
direction of the relationship is always stated).


Learning and assessment had a high positive correlation (r=0.629, p=0.001), which is
statistically significant (p<0.05). This implies that the more effective assessment is
done through e-portfolios, the more effective the learning environment will be



Learning and collaboration had a higher positive correlation (r=0.425, p=0.022), which
is statistically significant (p<0.05). Thus, the more effective collaboration is through eportfolios, the more effective the learning environment will be



Learning and reflection had a high positive correlation (r=0.536, p=0.004), which is
statistically significant (p<0.05). This implies that if scholars can critically reflect
through e-portfolios, their learning environment will be enhanced



Collaboration and reflection had a high positive correlation (r=0.601, p=0.001), which
is statistically significant (p<0.05). Thus, if scholars can collaborate effectively through
e-portfolios, they will experience critical reflection, hence enhancement, in their
learning environment

Table 4.60 below depicts the same as Table 4.59, i.e. the value of Pearson’s correlation
coefficient between every pair of variables, one-tailed significance of each correlation, and
the number of cases contributing to each correlation (n=23), for post-survey Group A.


Learning and assessment had a high positive correlation (r=0.560, p=0.004), which is
statistically significant (p<0.05). This implies that the more effective assessment is
through e-portfolios, the more effective the learning environment will be
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Table 4.59: Correlations table for pre-survey Group A
Learning

Ease of
Use

Interpersonal
Communication

Reflection

Collaboration

Assessment

1.000

.359

.121

.536

.425

.629

Ease of Use

.359

1.000

.399

.462

.285

-.081

Interpersonal Communication

.121

.399

1.000

.170

.290

-.089

Reflection

.536

.462

.170

1.000

.601

.110

Collaboration

.425

.285

.290

.601

1.000

.248

Assessment

.629

-.081

-.089

.110

.248

1.000

.

.046

.291

.004

.022

.001

Variable
Pearson Correlation

Sig. (1-tailed)

Learning

Learning
Ease of Use

.046

.

.030

.013

.094

.356

Interpersonal Communication

.291

.030

.

.219

.090

.343

Reflection

.004

.013

.219

.

.001

.308

Collaboration

.022

.094

.090

.001

.

.127

Assessment

.001

.356

.343

.308

.127

.

Table 4.60: Correlations table for post-survey Group A
Variable
Pearson
Correlation

Sig. (1-tailed)

Learning
Learning

Ease of
Use

Interpersonal
Communication

Reflection

Collaboration

Assessment

1.000

.132

.596

.208

.441

.560

Ease of Use

.132

1.000

.230

.282

.415

-.157

Interpersonal Communication

.596

.230

1.000

.750

.718

.448

Reflection

.208

.282

.750

1.000

.638

.294

Collaboration

.441

.415

.718

.638

1.000

.320

Assessment

.560

-.157

.448

.294

.320

1.000

Learning

.

.290

.003

.189

.026

.004

Ease of Use

.290

.

.165

.114

.034

.254

Interpersonal Communication

.003

.165

.

.000

.000

.024

Reflection

.189

.114

.000

.

.001

.104

Collaboration

.026

.034

.000

.001

.

.084

Assessment

.004

.254

.024

.104

.084

.
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Learning and interpersonal communication had a high positive correlation (r=0596,
p=0.03), which is statistically significant (p<0.05). Thus, the more scholars
communicate effectively through e-portfolios, the more effective the learning
environment will be



Reflection and Interpersonal communication had a high positive correlation (r=0.750,
p=0.000), which is statistically significant (p<0.05). This implies that if scholars can
effectively communicate through e-portfolios, they will be able to critically reflect on
their own learning, hence enhancing the learning environment



Collaboration and reflection had a high positive correlation (r=0.638, p=0.001), which
is statistically significant (p<0.05). Thus, if scholars can collaborate effectively through
e-portfolios, they will experience critical reflection, hence enhancement, in their
learning environment



Interpersonal communication and assessment had a fairly positive correlation
(r=0448, p=0.024), which is statistically significant (p<0.05). This implies that the
more scholars communicate effectively through e-portfolios, the more effective their
assessments will be through e-portfolios

4.5.5.2 Model summary table for pre- and post-survey Group A

Table 4.61: Model summary table for pre-survey
Group A
Model

1

r

.814

a

r Adjusted r Std. Error
Square
Square
of the
Estimate
.663

.564

Table 4.62: Model summary table for post-survey
Group A
Model

.358

a. Predictors: (Constant), Assessment, Ease of Use,
Collaboration, Interpersonal Communication, Reflection

1

r

r
Square

Adjusted r
Square

Std. Error
of the
Estimate

a

.602

.460

.415

.776

a. Predictors: (Constant), Assessment, Ease of Use,
Reflection, Collaboration, Interpersonal Communication

Table 4.61 is the linear regression model summary table for pre-survey Group A, with
r=0.814 a very high value, and r2=0.663 the measure of how much variability in the outcome
is accounted for by the predictors; thus 66.3% of the variation in the y variable (learning) is
explained by the x variables (assessment, ease of use, collaboration, interpersonal
communication, reflection). The remaining 33.7% is unexplained by the linear regression
model (Table 4.59). The adjusted square (r2=0.564) provides an idea of how well the model
generalises conclusions; ideally, the value of the model should be the same as, or very close
to, the value of r2; hence, the difference for the final model (difference of r square and
adjusted r square) is small 0.099 (9.9%). This difference implies that if the model (Table
4.59) were derived from the population rather than a sample, it would account for
approximately 9.9% less variance in the outcome.
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Table 4.62 above is the linear model summary table for post-survey Group A, with r=0.776
a very high value, and r2=0.602; thus, 77.6% of the variation in the y variable is explained by
the x variables. The remaining 22.4% is unexplained by the linear regression model. The
adjusted square (r2=0.602) indicates that the difference for the final model is small, 0.142 (i.e.
14.2%). Thus, if the model (Table 4.60) were derived from the population rather than from a
sample, it would account for approximately 14.2% less variance in the outcome.
4.5.5.3 ANOVA table for pre- and post-survey Group A
Table 4.63: ANOVA table for pre-survey Group A
Model 1

Sum of
Squares

df

Regression

4.282

5

Residual

2.179

17

Total

6.461

22

Mean
Square

F

.856 6.681

Table 4.64: ANOVA table for post-survey Group A

Sig.
.001

b

.128

Model 1

Sum of Df Mean
Squares
Square

Regression

3.651

5

Residual

2.414 14

Total

6.066 19

F

.730 4.234

Sig.
.015

b

.172

Dependent Variable: Learning
Predictors: (Constant), Assessment, Ease of Use, Reflection,
Collaboration, Interpersonal Communication

Dependent Variable: Learning
Predictors: (Constant), Assessment, Ease of Use,
Collaboration, Interpersonal Communication, Reflection

Table 4.63 above contains an ANOVA (analysis of variance) for pre-survey Group A which
tests whether the regression linear model is significantly better at predicting the outcome
than using the mean (section 4.4.1.3) as the best guess. “The F-ratio represents the ratio of
the improvement in prediction that results from how well the model fits the actual data set
(fitting the model), relative to the inaccuracy that exists in the model” (Field, 2015:337). Table
4.63 further depicts the sum of squares for the model and represents the improvement in
prediction resulting from fitting the regression line to the data rather than using the mean as
the best estimate of the outcome. The residual sum of squares is provided that represents
the total difference between the model and the observed data. The model (Table 4.63) has
seventeen degrees of freedom (number of scores used to compute the total adjusted r
square) and the F-ratio is 6.681 for p<0.05. The above is interpreted as meaning that the
model (Table 4.61) significantly improved the researcher’s ability to predict the outcome
variable compared to not fitting the model.
Table 4.64 above contains an ANOVA (analysis of variance) for post-survey Group A,
indicating the same parameters and tests as contained in table 4.63. The model has fourteen
degrees of freedom and the F-ratio is 4.234 with p<0.05. This is interpreted as meaning that
the model significantly improved the investigator’s ability to predict the outcome variable
compared to not fitting the model.
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4.5.5.4 Regression coefficients table for pre- and post-survey Group A
Table 4.65 below depicts coefficients of the regression model for pre-survey Group A. This
study is mainly concerned with the b-value which provides the relationship between learning
and each predictor. If the b-value is positive, it can be concluded that there is a positive
relationship between the predictor and the outcome, whereas a negative relationship would
imply a negative relationship. Furthermore, the b-values inform us to what degree each
predictor affects the outcome if the effects of all other predictors are held constant.


Ease of use (b=0.158): This value indicates that as ease of use increases by one unit,
learning increases by 0.158 (15.8%), and this will only hold true if other predictors are
held constant



Interpersonal communication (b=0.023): This value indicates that as interpersonal
communication increases by one unit, learning increases by 0.023 (2.3%), and this
will only hold true if other predictors are held constant



Reflection (b=0.247): This value indicates that as reflection increases by one unit,
learning increases by 0.247 (24.7%), and this will only hold true if other predictors are
held constant



Collaboration (b=-0.19): This value indicates a negative relationship; thus, as
collaboration decreases by one unit, learning decreases by 0.19 (19%), and this will
only hold true if other predictors are held constant



Assessment (b=0.704): This value indicates that as assessment increases by one
unit, learning increases by 0.704 (70.4%), and this will only hold true if other
predictors are held constant

For this model, assessment (t(17)=4.144, p<0.05) is a significant predictor of learning; the
other predictors are insignificant.
Table 4.66 below depicts the same coefficients of the regression model as Table 4.65, for
post-survey Group A.


Ease of use (b=0.137): This value indicates that as ease of use increases by one unit,
learning increases by 0.137 (13.7%), and this will only hold true if other predictors are
held constant



Interpersonal communication (b=0.465): This value indicates that as interpersonal
communication increases by one unit, learning increases by 0.465 (46.5%) and this
will only hold true if other predictors are held constant
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Table 4.65: Regression coefficients table for pre-survey Group A
Model

Unstandardised Coefficients
B

Std. Error
-.284

.816

Ease of Use

.158

.116

Interpersonal Communication

.023

Reflection

Standardised
Coefficients

T

Sig.

Beta

95.0% Confidence Interval for b
Lower Bound

Upper Bound

-.348

.732

-2.005

1.437

.235

1.363

.191

-.087

.402

.137

.026

.165

.871

-.266

.311

.247

.129

.369

1.915

.072

-.025

.520

Collaboration

-.019

.150

-.024

-.126

.901

-.336

.298

Assessment

.704

.170

.616

4.144

.001

.346

1.063

(Constant)

Dependent Variable: Learning

Table 4.66: Regression coefficients table for post-survey Group A
Model

Unstandardised Coefficients
B

Std. Error
1.689

.924

Ease of Use

.137

.183

Interpersonal Communication

.465

Standardised
Coefficients

T

Sig.

Beta

95.0% Confidence Interval for b
Lower Bound

Upper Bound

1.829

.089

-.291

3.670

.148

.748

.467

-.256

.530

.186

.761

2.497

.026

.066

.865

-.464

.217

-.560

-2.133

.051

-.930

.003

Collaboration

.053

.213

.067

.250

.806

-.403

.510

Assessment

.377

.195

.386

1.936

.073

-.041

.795

(Constant)

Reflection

Dependent Variable: Learning
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Reflection (b=-0464): This value indicates a negative relationship; thus, as reflection
decreases by one unit, learning decreases by 0.464 (46.4%), and this will only hold true if
other predictors are held constant



Collaboration (b=-0.053): This value indicates a positive relationship; thus, as collaboration
increases by one unit, learning increases by 0.053 (5.3%), and this will only hold true if
other predictors are held constant.



Assessment (b=0.377): This value indicates that as assessment increases by one unit,
learning increases by 0.377 (37.7%), and this will only hold true if other predictors are held
constant

For this model, interpersonal communication (t(14) =2.497, p<0.05) is a significant predictor of
learning; the other predictors are insignificant.
4.5.6

Regression analysis for pre-and post-survey Group B

4.5.6.1 Correlations table for pre- and post-survey Group B based on factors
Table 4.67 below depicts the value of Pearson’s correlation coefficient between every pair of
variables (learning, ease of use, interpersonal communication, reflection, collaboration,
assessment) for pre-survey Group B. Next, the one tailed significance of each correlation is
shown, and finally, the number of cases contributing to each correlation (n=25) is shown.


Assessment and collaboration had a high positive correlation (r=0.585, p=0.002); which is
statistically significant (p<0.05). This implies that if scholars collaborate effectively through
e-portfolios then assessment will improve and be of high quality



Learning and assessment had a high positive correlation (r=825, p=0.000); which is
statistically significant (p<0.05). Thus, the more scholars are assessed through e-portfolios,
the more likely learning will be enhanced



Reflection and learning had a high positive correlation (r=0.561, p=0.003); which is
statistically significant (p<0.05). This implies that if scholars can critically reflect through eportfolios, their learning will be enhanced



Collaboration and reflection had a high positive correlation (r=0.731, p=0.000); which is
statistically significant (p<0.05). Thus, if scholars can collaborate effectively through eportfolios, they will experience critical reflection, hence enhancement, in their learning
environment
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Table 4.67: Correlations table for pre-survey Group B
Variable
Pearson Correlation

Sig. (1-tailed)

Ease of
Use

Learning
Learning

Interpersonal
Communication

Reflection

Collaboration

Assessment

1.000

.453

.478

.561

.802

.825

Ease of Use

.453

1.000

.392

.451

.350

.414

Interpersonal Communication

.478

.392

1.000

.398

.444

.483

Reflection

.561

.451

.398

1.000

.731

.427

Collaboration

.802

.350

.444

.731

1.000

.585

Assessment

.825

.414

.483

.427

.585

1.000

.

.015

.011

.003

.000

.000

Learning
Ease of Use

.015

.

.032

.015

.051

.025

Interpersonal Communication

.011

.032

.

.030

.017

.010

Reflection

.003

.015

.030

.

.000

.021

Collaboration

.000

.051

.017

.000

.

.002

Assessment

.000

.025

.010

.021

.002

.

Table 4.68: Correlations table for post-survey Group B
Variable
Pearson Correlation

Sig. (1-tailed)

Learning

Learning

Ease of Use

Interpersonal
Communication

Reflection

Collaboration

Assessment

1.000

.606

.432

.497

.611

.527

Ease of Use

.606

1.000

.625

.681

.755

.261

Interpersonal Communication

.432

.625

1.000

.751

.666

.331

Reflection

.497

.681

.751

1.000

.841

.423

Collaboration

.611

.755

.666

.841

1.000

.376

Assessment

.527

.261

.331

.423

.376

1.000

Learning

.

.001

.015

.006

.001

.003

Ease of Use

.001

.

.000

.000

.000

.103

Interpersonal Communication

.015

.000

.

.000

.000

.053

Reflection

.006

.000

.000

.

.000

.018

Collaboration

.001

.000

.000

.000

.

.032

Assessment

.003

.103

.053

.018

.032

.
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Learning and collaboration had a high positive correlation (r=0.802, p=0.000); which
is statistically significant (p<0.05). From this can be inferred that collaboration through
e-portfolios greatly improves the learning experience

Table 4.68 above depicts the same as Table 4.67, i.e. the value of Pearson’s correlation
coefficient between every pair of variables, one-tailed significance of each correlation, and
the number of cases contributing to each correlation (n=25), for post-survey Group B.


Learning and ease of use had a high positive correlation (r=0.606, p=0.001), which is
statistically significant (p<0.05). Thus, the easier e-portfolios become for scholars to
use, the more their learning will be enhanced



Learning and assessment had a high positive correlation (r=527, p=0.003), which is
statistically significant (p<0.05). Thus, the more scholars are assessed through eportfolios, the more likely learning will be enhanced



Learning and collaboration had a high positive correlation (r=0.611, p=0.003), which
is statistically significant (p<0.05). Thus, if scholars collaborate effectively through
employing e-portfolios, their learning is enhanced



Collaboration and reflection had a high positive correlation (r=0.731, p=0.000), which
is statistically significant (p<0.05). This implies that if scholars can collaborate
effectively through e-portfolios, they will experience critical reflection, hence
enhancement, in their learning environment



Learning and collaboration had a high positive correlation (r=0.802, p=0.000), which
is statistically significant (p<0.05). From this it can be inferred that collaboration
through e-portfolios greatly enhances the learning experience



Interpersonal communication and ease of use had a high positive correlation
(r=0.625, p=0.000), which is statistically significant (p<0.05). This implies that if
scholars effectively communicate through e-portfolios, they will be able to easily
maintain their e-portfolios



Reflection and ease of use had a high positive correlation (r=0.681, p=0.000), which
is statistically significant (p<0.05). Thus, if scholars find e-portfolios easy to use, they
can critically reflect on their own learning



Collaboration and ease of use had a high positive correlation (r=0.755, p=0.000),
which is statistically significant (p<0.05). Thus, if e-portfolios are easy to use,
collaboration will improve
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4.5.6.2 Model summary table for pre- and post-survey Group B
Table 4.69: Model summary table for pre-survey
Group B
Model
1

r
.919

a

r Adjusted
Square r Square
.845

Table 4.70: Model summary table for post-survey
Group B

Std. Error of
the Estimate

.799

Model

.305

1

Dependent Variable: Learning
Predictors: (Constant), Assessment, Ease of Use,
Reflection, Interpersonal Communication, Collaboration

R

r
Square

Adjusted
r Square

Std. Error of
the Estimate

a

.549

.430

.505

.741

Predictors: (Constant), Assessment, Ease of Use,
Interpersonal Communication, Collaboration, Reflection

Table 4.69 is the linear regression model summary table for pre-survey Group B, with
r=0.919 a very high value, and r2=0.845 the measure of how much variability in the outcome
is accounted for by the predictors; thus 84.5% of the variation in the y variable (learning) is
explained by the x variables (assessment, ease of use, reflection, interpersonal
communication, collaboration). The remaining 15.5% is unexplained by the linear regression
model (Table 4.69). The adjusted square (r2=0.799) provides some idea of how well the
model generalises conclusions; ideally the value should be the same as, or very close to, the
value of r2; hence, the difference for the final model is small (0.0074 or 7.4%). This variance
implies that if the model were derived from the population rather than a sample, it would
account for approximately 7.4% less variance in the outcome.
Table 4.70 is the linear model summary table for post-survey Group B, with r=0.714, a very
high value, and r2=0.549; thus, 54.9% of the variation in the y variable is explained by the x
variables. The remaining 45.1% is unexplained by the linear regression model (Table 4.70).
The adjusted square (r2=0.430) indicates that the difference for the final model (difference
between r square and adjusted r square) is small, 0.0119 or 11.9%.Thus, if the model (Table
4.70) were derived from the population rather than from a sample, it would account for
approximately 11.9% less variance in the outcome.
4.5.6.3 ANOVA table for pre- and post-survey Group B
Table 4.71: ANOVA table for pre-survey Group B
Model 1

Sum of
Squares

df

Regression

8.583

5

Residual

1.580

17

10.163

22

Total

Mean
Square

F

1.717 18.466

Table 4.72: ANOVA table for post-survey Group B

Sig.

Model 1

Sum of
Squares

df

Mean
Square

F

b

Regression

5.897

5

1.179

4.619

Residual

4.851

19

.255

10.748

24

.000

.093

Dependent Variable: Learning

Total

Sig.
.006

Dependent Variable: Learning

Predictors: (Constant), Assessment, Ease of Use,
Reflection, Interpersonal Communication,
Collaboration

Predictors: (Constant), Assessment, Ease of Use, Interpersonal
Communication, Collaboration, Reflection
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Table 4.71 above contains an ANOVA (analysis of variance) for pre-survey Group B that
tests whether the linear regression model is significantly better at predicting the outcome
than using the mean (see section 4.4.1.3) as the best guess. The F-ratio represents the ratio
of the improvement in prediction that results from how well the model fits the actual data set
(fitting the model), relative to the inaccuracy that exists in the model. Table 4.71 further
depicts the sum of squares for the model and represents the improvement in prediction
resulting from fitting the regression line to the data rather than using the mean as the best
estimate of the outcome. The residual sum of squares that represents the total difference
between the model and the observed data is provided. The model (Table 4.71) has
seventeen degrees of freedom and the F-ratio is 18.466 with p<0.05. The above is therefore
interpreted as meaning that the model significantly improved the researcher’s ability to
predict the outcome variable compared to not fitting the model.
Table 4.72 above contains an ANOVA (analysis of variance) for post-survey Group B,
indicating the same parameters and tests as contained in table 4.71. Our model has nineteen
degrees of freedom and F-ratio is 4.619 with p<0.05. This is interpreted as meaning that the
model significantly improved the investigator’s ability to predict the outcome variable
compared to not fitting the model.
4.5.6.4 Regression coefficients table for pre- and post-survey Group B
Table 4.73 below depicts coefficients of the regression model for pre-survey Group B. We
are mainly concerned with the b-value which indicates the relationship between learning and
each predictor (assessment, ease of use, reflection, interpersonal communication, and
collaboration). If the b-value is positive, it can be concluded that there is a positive
relationship between the predictor and the outcome, whereas a negative relationship would
imply a negative relationship. Furthermore, the b-values inform us to what degree each
predictor affects the outcome if the effects of all other predictors are held constant.


Ease of use (b=0.1114): This value indicates that as ease of use increases by one
unit, learning increases by 0.114 (11.4%) and this will only hold true if other predictors
are held constant



Interpersonal communication (b=-0.014): This value indicates a negative relationship;
thus, as interpersonal communication decreases by one unit, learning decreases by
0.014 (1.4%) and this will only hold true if other predictors are held constant



Reflection (b=-0092): This value indicates a negative relationship and thus,

as

reflection decreases by one unit, learning decreases by 0.092 (9.2%) and this will
only hold true if other predictors are held constant
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Table 4.73: Regression coefficients table for pre-survey Group B
Model

Unstandardised Coefficients
B

Std. Error

(Constant)

.438

.531

Ease of Use

.114

.135

Interpersonal Communication

-.014

Reflection

Standardised
Coefficients

T

Sig.

Beta

95.0% Confidence Interval for b
Lower Bound

Upper Bound

.825

.421

-.682

1.557

.097

.850

.407

-.170

.398

.145

-.011

-.095

.925

-.321

.293

-.092

.146

-.094

-.632

.536

-.399

.215

Collaboration

.399

.117

.541

3.418

.003

.153

.646

Assessment

.532

.132

.514

4.038

.001

.254

.811

Dependent Variable: Learning

Table 4.74: Regression coefficients table for post-survey Group B
Model

Unstandardised Coefficients
B

Std. Error
-.067

.754

.419

.264

Interpersonal Communication

-.009

Reflection

Standardised
Coefficients

T

Sig.

Beta

95.0% Confidence Interval for B
Lower Bound

Upper Bound

-.089

.930

-1.646

1.511

.387

1.589

.129

-.133

.971

.214

-.010

-.040

.969

-.457

.440

-.244

.316

-.253

-.771

.450

-.905

.418

Collaboration

.458

.375

.392

1.221

.237

-.327

1.242

Assessment

.448

.196

.389

2.280

.034

.037

.859

(Constant)
Ease of Use

Dependent Variable: Learning
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Collaboration (b=0.399): This value indicates a positive relationship and thus, as
collaboration increases by one unit, learning increases by 0.399 or 39.9% and this will
only hold true if other predictors are held constant



Assessment (b=0.532): This value indicates that assessment increases by one unit,
learning increases by 0.532 or 53.2% and this will only hold true if other predictors are
held constant

For this mode, assessment [t(14) =4.038, p<0.05] is a significant predictor of learning; the
other predictors are insignificant.
Table 4.74 below depicts coefficients of the regression model for post-survey Group B. The
b-value is the main focus as it indicates the relationship between learning and each predictor.
If the b-value is positive, it can be concluded that there is a positive relationship between the
predictor and the outcome, whereas a negative relationship would imply a negative
relationship. Furthermore, the b-values inform us to what degree each predictor affects the
outcome if the effects of all other predictors are held constant.


Ease of use (b=0.419): This value indicates that as ease of use increases by one unit,
learning increases by 0.419 (41.9%) and this will only hold true if other predictors are
held constant



Interpersonal communication (b=-0.009): This value indicates a negative relationship
and thus as interpersonal communication decreases by one unit, learning decreases
by 0.009 (0.9%) and this will only hold true if other predictors are held constant



Reflection (b=-0244): This value indicates a negative relationship and thus

as

reflection decreases by one unit, learning decreases by 0.244 (24.4%) and this will
only hold true if other predictors are held constant


Collaboration (b=0.458): This value indicates a positive relationship and thus as
collaboration increases by one unit, learning increases by 0.458 (45.8%) and this will
only hold true if other predictors are held constant



Assessment (b=0.448):This value indicates that assessment increases by one unit,
learning increases by 0.448 (44.8%) and this will only hold true if other predictors are
held constant

For this model, collaboration (t(19)=1.221,p<0.05) is a significant predictor of learning; the
other predictors are insignificant.
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4.6

Findings

Table 4.75: Findings summary

Research questions

Findings

SRQ1:
How are portfolios,
and specifically eportfolios, used in a
teaching and learning
environment?

Finding_1:_E-portfolios can be used for developmental purposes in an
educational setting; thus e-portfolios indicate a learner’s expansion in
terms of time and knowledge and offer a means of monitoring, following
and organising (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.2 & 2.3).
Finding_2:_E-portfolios can be used for presentation purposes (sections
1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.2 & 2.3).
Finding_3:_E-portfolios can be used for assessment purposes (sections
1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.2 & 2.3). The research study found that the
perception of participants on e-portfolio assessment was positive; the
more students are assessed through e-portfolios, the higher the chances
of enhanced learning.
Finding 4:_E-portfolios can be used for professional growth showcasing
one’s lifelong learning journey (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.2 &
2.3).
Finding_5:_E-portfolios are fast becoming an online replica of the
curriculum vitae which can possibly be used to document scholars’ key
proficiencies, abilities and skills as e-portfolios are easily accessible.
Finding_6:_E-portfolios can be used to showcase scholars’ evidence
and skills attained during their academic tenure (sections 1.2, 1.9, 2.1,
2.1.3, 2.1.4, 2.2 & 2.3).
Finding_7:_Teaching e-portfolios function as electronic records of
abilities, undertakings and achievements of teachers through evidence
of instructional work, lesson plans and any relevant information (sections
1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.2 & 2.3).
Finding_8: Institutional e-portfolios can be employed to showcase
choice of work, documents, institutional responsibilities, organisation’s
reflection and education enhancement for both scholars and teachers
(section 2.1.4).
Finding_9: Assessment e-portfolios can be used to assess scholars and
offer proof of a scholar’s competence in a specific domain as well as for
evaluation and appraisal purposes (section 2.1.4).
Finding 10: Showcase e-portfolios depict a scholar’s assignment work in
different subject areas; it exhibits a scholar’s key skills and can therefore
possibly be used by prospective employers to evaluate aspiring
candidates for vacancies (section 2.1.4).
Finding_11:_Reflective e-portfolios showcase the accomplishments of a
scholar and how these relate to learning goals (section 2.1.4).
Finding_12:_Credential e-portfolios can be used for cataloguing and
accreditation purposes (section 2.1.4).
Finding_13: E-portfolios, also known as dossier e-portfolios, can be
used for occupation selection or work promotion (section 2.1.4).
Finding_14:_E-portfolios can also be used for educational and
improvement purposes; thus, they are mandated; hence they are called
training e-portfolios (section 2.1.4).
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Finding 15: Working e-portfolios define scholars’ work-in-progress,
entailing current projects that a scholar is working on and/or has
completed (section 2.1.4).
SRQ2:
What is the impact of
e-portfolios
on
scholar experience at
higher
education
institutions?

Finding_16:_In higher education institutions, e-portfolios offer a
substitute form of evaluation; thus, it documents the progress of a
scholar‘s rationale over time (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5,
2.2 & 2.3).
Finding_17: E-portfolios improve and enhance the intellectual growth
and capability of a scholar (section 2.1.5).
Finding_18: E-portfolios have a positive effect on participative thinking
and enhance authentic learning through exploring new possibilities of
learning (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3).
Finding_19: If interpersonal communication is increased through eportfolios, learning is also bound to increase; thus learning is enhanced.
Finding_20: When scholars find e-portfolios easy and simple to use,
their learning experience and academic performance will be enhanced.
Finding_21: If scholars can critically reflect through e-portfolios, their
learning environment and experience will also be improved.
Finding_22: If scholars decrease their chance of critically reflecting on
their own learning through e-portfolios, then learning will also decrease.
Finding_23: If scholars can collaborate effectively through e-portfolios,
then they can easily use the e-portfolio.
Finding_24: The more scholars communicate through e-portfolios, the
more they can critically reflect on their own learning; hence, the learning
environment is enhanced.
Finding_25:_If scholars can collaborate through the use of e-portfolios,
their interpersonal communication will be improved.
Finding_26: If interpersonal communication is employed effectively
through e-portfolios, scholars can critically reflect on their work; hence,
the learning experience and academic performance is enhanced.
Finding_27: If scholars effectively communicate through e-portfolios,
they should be able to easily maintain their e-portfolios.
Finding_28:_The use of e-portfolios in HEIs offers a diversity of
educational practices and assessment drives (sections 1.2, 1.9, 2.1,
2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3).
Finding_29_E-portfolios provide specific evidence which eases
evaluation and assessment at educational institutions (sections 1.2, 1.9,
2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3).
Finding_30: Through employing e-portfolios, HEIs can achieve scholar
suppleness, progress, reflection and assertiveness, and enable reliable
education, scholar commitment, scholar brilliance and boost enthusiasm;
thus, scholars are taught to manage excess workload (sections 1.2, 1.9,
2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3).
Finding_31: E-portfolios can be used in HEIs as a management tool that
facilitates quality enhancement, evaluation and smooth knowledge
transference (section 2.1.5).
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Finding_32: E-portfolios can serve as marketing tool for HEIs in that it
reflects on the quality of HEI education and development; thus, it gains a
competitive advantage in the global world through evident accountability
of certification procedures and showcasing cooperative scholar
improvement (section 2.1.5 & 2.2).
Finding_33: E-portfolios improve and enhance the growth of intellectual
capability of a learner (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 &
2.3).
Finding_34: E-portfolios can be used as a learning management system
and through its ubiquity, can support the concept of a virtual classroom
for use by HEIs (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3).
SRQ3:
What is the impact of
e-portfolios
as
perceived by scholars
at
private
tertiary
institutions in South
Africa?

Finding_35:_E-portfolio implementation enhances improvement of
scholars’ studies (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2, 2.3 &
4.2).
Finding 36: The use of e-portfolios affords a platform of centrally
depositing all academic material and content; employing e-portfolios as
an academic technological tool makes it resourceful (sections 1.2, 1.9,
2.1, 2.1.3, 2.1.4, 2.1.5, 2.2, 2.3 & 4.2).
Finding_37:_If interpersonal communication decreases through the use
of e-portfolios, learning is also bound to decrease, thus lowering the
chances of enhancing learning experience and academic performance.
Finding_38: If scholars decrease their chance of critically reflecting on
their own learning through e-portfolios, learning will also decrease.
Finding_39: Most participants discovered that an e-portfolio can be used
for professional development. Furthermore, there was significant
evidence by subjects in anticipation of using e-portfolios in the near
future.
Finding_40: If scholars can critically reflect on own learning through eportfolios, the scholars can develop new skills, monitor their skills, have a
valuable learning experience, learn from mistakes, and enhance
academic and learning performance.
Finding_41: If scholars can use an e-portfolio to reflect on learning
through browsing through peers’ e-portfolios, obtaining positive feedback
from peers, contributing to peers’ portfolios, and improving content based
on peers’ feedback, scholars can critically reflect on their own learning,
reflect on selected content, reflect on new ideas presented, reflect on
becoming a better scholar, and reflect on their own achievements; hence
enhancing their learning environment.
Finding_42: Learning depends on collaboration; as anticipated in this
study and previous literature, the fewer scholars collaborate through eportfolios, the fewer the chances of enhancing their learning.
Finding_43:_If scholars can collaborate effectively through e-portfolios,
they will experience critical reflection; hence enhancing their learning
environment.
Finding_44: If there is more interpersonal communication, more scholars
will feel comfortable using an e-portfolio for assessment as part of a
course, accepting faculty comments as positive constructivism,
identifying their strengths, using an e-portfolio as a graduation
requirement, and letting the faculty assess knowledge.
Finding_45: If scholars decrease their chance of critically reflecting on
their own learning through e-portfolios, their learning will also decrease.
Finding_46:_The more scholars collaborate effectively through eportfolios, the more assessment through e-portfolios will improve.
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Finding_47: If scholars can collaborate effectively through e-portfolios,
they will experience critical reflection; hence enhancing their learning
environment.
Finding 48: E-portfolios support ubiquity; hence, they are flexible and
can be accessed from anywhere. Learning therefore continues from
anywhere, anytime (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2, 2.3 &
4.2).
Finding 49: Through employment of e-portfolios, scholars can become
active participants, varying learning methodology and ultimately making
scholars become engaged (sections 2.2 & 4.2).
Finding 50: Because of their informative nature, e-portfolio maintenance
and construction enable learners to improve their ICT skills as well as
their planning and organisational skills (sections 1.2, 1.9, 2.1, 2.1.3,
2.1.4, 2.1.5, 2.2, 2.3 &.4.2).
Finding 51: Collaboration and effective communication are improved
through e-portfolios as scholars share ideas with peers (sections 1.2,
1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2, 2.3 & 4.2).
Finding 52: E-portfolios allow for effective feedback, monitoring and
evaluation through scholars identifying their own strengths and
weaknesses, thereby improving the scholarly experience (sections 1.2,
1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2, 2.3 & 4.2).
Finding 53: E-portfolios enable scholars to become critical thinkers and
support positive constructivism which improves metacognitive skills
(sections 2.2 & 4.2).
Finding 54: Implementation of e-portfolios enables scholars to back up
their work within the cloud, and in the case of data loss, e-portfolios act
as a recovery tool (section 4.2).
Finding 55: E-portfolios can help improve scholars’ marks through
prompt feedback and evaluation, frequent monitoring of progress, and
ease of collaboration (section 4.2).
Finding 56: E-portfolios seem to be difficult to build, create and maintain
and are therefore time consuming (section 4.2).
Finding 57: Selection of relevant content to include in an e-portfolio is a
daunting task; hence, at times scholars end up with information overload
(section 2.1.2).
Finding 58: It seems to be difficult to find a specific format and structure
to employ when creating e-portfolios (section 2.1.2). However; one can
apply the guidelines recommended in this study.
Finding 59: E-portfolios enable scholars to learn from mistakes and
improve their academic performance (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4,
2.1.5, 2.2 & 2.3).
SRQ4:
How
can
the
conceptualisation of
e-portfolios at private
tertiary institutions in
South Africa enhance
scholar experience?

Finding 60: E-portfolios create a sense of achievement; thus, it instils
self-motivation, thereby enhancing the learning experience (section 2.2).
Finding 61: E-portfolios improve confidence as scholars refine their
technological competencies and develop a sense of ownership (section
2.2).
Finding 62: E-portfolios create a platform of deep self-evaluation as
learning is scholar-centred (section 2.2).
Finding_63: E-portfolios enable improvement in computer skills as
evidenced by the increase in mode of intermediate and advanced skills.
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Finding_64: There is need to motivate and educate subjects on the vast
benefits of using e-portfolios in an academic setting or otherwise.
Finding_65: The more comfortable scholars feel using an e-portfolio for
assessment as part of a course, taking faculty comments as positive
constructivism, identifying their strengths, using an e-portfolio as a
graduation requirement and letting the faculty assess knowledge, then
the learning experience will be enhanced. Furthermore, scholars can
develop new skills, monitor their skills, have a valuable learning
experience, learn from mistakes and enhance academic and learning
performance.
Finding 66: E-portfolios allow scholars to showcase their reflective skills
in the learning process (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 &
2.3).
Finding 67: Through the use of e-portfolios, scholars are bound to be
engaged and they seem to enjoy the process of constructing e-portfolios;
thus, they become active participants in the process (sections 2.2).
Finding 68: E-portfolios enable scholars to become innovative, logical
and critical thinkers thus they become independent scholars (sections
2.2).
Finding 69: E-portfolios create a platform where scholars can easily
identify their strengths and weaknesses, thereby creating a platform for
positive constructivism (sections 2.2).
Finding 70: E-portfolios are easier to maintain, change and update
compared to traditional paper-based portfolios (sections 1.9 & 2.1.2).
Finding 71: E-portfolios offer a more personalised approach through
reflection of own perceptions (sections .2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5,
2.2 & 2.3).
Finding_72: E-portfolios support ubiquity through easy access from
anywhere and anytime (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 &
2.3).
Finding_73:_Implementation
of
e-portfolios
enable
effective
collaboration and communication through sharing of ideas and viewing of
other peers’ e-portfolios (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 &
2.3).
SRQ5:
What guidelines can
be
developed
to
establish
the
emergence
of
eportfolios
as
a
technological tool for
scholar experience at
private
tertiary
institutions in South
Africa?

CONSTRUCTING AN E-PORTFOLIO
Finding 74: Planning: Scholars should be able to plan and identify
important dimensions in professional learning and the relevant context
(sections 1.2, 2.1 2.1.3 & 2.1.4).
Finding 75: Practice: Scholars should be able to employ a predefined
framework to chart practice and development (sections 1.2, 2.1 2.1.3 &
2.1.4).
Finding 76: Gathering and selecting evidence: (sections 1.2, 2.1 2.1.3 &
2.1.4) Scholars should be able to only include relevant evidence in the eportfolio, in the form of:


Word or text documents



PowerPoint presentations



Webpages or hyperlinks



Excel spread sheets, charts or graphs



Scanned documents, digital photographs



Multimedia files



Integration with other interactive systems
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Finding 77: Reflecting: Scholars should be able to critically reflect on
practice and development, thus experiencing positive constructivism
relative to the learning process (sections 1.2, 1.9, 2.1 2.1.3 & 2.1.4).
Finding 78: Organisation: Scholars should be able to logically organise
their work, thus ease navigation (sections 1.2, 1.9, 2.1 2.1.3 & 2.1.4).
Finding 79: Electronic medium: Scholars should be able to define the
type of electronic medium to employ on the e-portfolio for development
and maintenance of the e-portfolio (sections 1.2, 1.9, 2.1 2.1.3 & 2.1.4).
Finding 80: Access: Scholars must beforehand identify issues of access
permission and privileges bearing in mind the different stakeholders who
might need to access the e-portfolio technological tool (sections 1.2, 1.9,
2.1 2.1.3 & 2.1.4).
Finding 81: Competence and confidence: Scholars should be confident
and technologically competent or at least know enough to design,
construct and maintain an e-portfolio (sections 1.2, 1.9, 2.1 2.1.3 &
2.1.4).
GUIDELINES FOR E-PORTFOLIO EVIDENCE
Finding 82: Relevance: The e-portfolio should be relevant in terms of
content and chronology (sections 1.2, 1.9, 2.1 2.1.3 & 2.1.4).
Finding 83: Sufficiency: The e-portfolio should be of high quality and the
content should be reasonably good (sections 1.2, 1.9, 2.1 2.1.3 & 2.1.4).
Finding 84: Authenticity: The e-portfolio should be verifiable and
reflective of own input (sections 1.2, 1.9, 2.1 2.1.3 & 2.1.4).
Finding 85: Currency: The e-portfolio should exhibit current artefacts of
practice (sections 1.2, 1.9, 2.1 2.1.3 & 2.1.4).
Finding 86: Competence: The e-portfolio should demonstrate successful
achievement of outcomes bound by ethical practice through monitoring
and evaluation (sections 1.2, 1.9, 2.1 2.1.3 & 2.1.4).
Finding 87: Consent: All evidence in an e-portfolio (See findings 88 &
89) must be included prior to consent for inclusion (sections 1.2, 1.9, 2.1
2.1.3 & 2.1.4).
Finding 88: Evidence collection: Evidence should be resources from
area of practice and any other evidence included should have formal
acknowledgement and verification (sections 1.2, 1.9, 2.1, 2.1.3 & 2.1.4).
Finding 89: Anonymity: All evidence should remain anonymous unless
where consent has been given beforehand (sections 1.2, 1.9, 2.1, 2.1.2,
2.1.3 & 2.1.4).

4.7

Summary

This chapter highlighted the findings of the study. It started with a discussion on qualitative
findings deduced from the thematic analysis. A detailed account was provided on how the
thematic analysis was conducted. The quantitative findings were discussed in detail and
graphically represented with frequency tables, bar charts and graphs. Inferential statistics
were highlighted to quantify correlations through the use of parametric and non-parametric
tests. A t-test was employed as statistical test to determine if there is a statistical significance
between the two groups (Group A and Group B) based on a dependent variable (learning).
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Finally, the correlation coefficient has been used to quantify the strength of a linear
relationship that exists between two variables (learning as the dependant variable, and any
independent variable, which can be ease of use, interpersonal communication, collaboration,
reflection or assessment).
The next chapter provides an in-depth discussion and analysis where the findings will be
scrutinised and synthesised against previous literature, and where deductions and inferences
are made to support the research aims.
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5 CHAPTER 5: DISCUSSION OF FINDINGS

Figure 5.1: Graphical representation of Chapter 5

5.1

INTRODUCTION

This chapter commences with an in-depth discussion where the main focus is on
synthesising and critically analysing the findings, paying particular attention to the aim and
objectives of the study. The chapter further offers an insight into the positive use of eportfolios, the plethora of benefits, implementation, and how e-portfolios could be integrated
in curricula of higher tertiary institutions as suggested by the objectives (sections 1.2, 1.9,
2.1, 2.2, 2.1.2, 2.1.3 & 2.2). The discussion is based on the quantitative as well as the
qualitative findings.

5.2

QUALITATIVE DISCUSSION

This section highlights the results from the qualitative research, i.e. the data generated and
analysed from interviews and questionnaires (section 3.6.3). All data were reviewed bearing
in mind the following primary as well as secondary research objectives:


To measure the impact of e-portfolios as a technological tool and develop a set of
guidelines to enhance, through e-portfolios, the learning experience of scholars at
private tertiary institutions in South Africa
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To explore how portfolios, and specifically e-portfolios, are used in a tertiary teaching
and learning environment



To determine the impact of e-portfolios on the learning experience of scholars at
higher education institutions



To determine the impact of e-portfolios on the learning experience as perceived by
scholars at private tertiary institutions in South Africa



To explore how the conceptualisation of e-portfolios at private tertiary institutions in
South Africa can enhance the learning experience of scholars



To develop a set of guidelines to establish the emergence of e-portfolios as a
technological tool for the learning experience of scholars at private tertiary institutions
in South Africa

Thematic analysis was employed to analyse the focus group data and collated responses
iteratively. The first phase was to become familiarised with the data through a process known
as immersion; thus, repeated active reading was applied. The researcher furthermore
employed transcription of verbal data for the focus group interview through interpretative data
analysis, employing various conventions of speech to text. The next step was to generate
codes using a data driven approach with the focus on the data. A systematic approach to the
data set was then deployed. As the analysis progressed, themes began to surface that were
basically categories of the coded and collated data. After this stage, the themes were refined
through extensive reviewing, whereafter it was named and defined. This created the initial
coding scheme and continuous evaluation assisted the researcher to finally identify six
themes, namely:


Theme 1: E-portfolios are helpful/resourceful



Theme 2: E-portfolios allow flexibility



Theme 3: E-portfolios are engaging



Theme 4: E-portfolios allow skills improvement



Theme 5: E-portfolios allow collaboration



Theme 6: E-portfolios are time consuming

This section provides an in-depth discussion that is logical, coherent and related to literature
from previous studies. An in-depth analysis of the participants’ responses, supported with
portfolio evidence and reflective engagement, validates a wide spectrum of benefits
discussed in previous literature (sections 1.9, 2.1.2 & 2.2) with the main emphasis on
scholar-centred learning (Little, 2009, cited in Chau & Cheng, 2010). Previous literature
elaborates on enriched scholar experiences and effective feedback from assessors through
the implementation of e-portfolios (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3).
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Abrami and Barret (2005) elaborate on increased scholar awareness through implementation
of e-portfolios; thus, scholars become engaged and active in the learning process with an
enhancement in self-motivation (section 2.2).
The identified themes reaffirm the benefits of e-portfolios and could contribute to the
enhancement of learning experiences and the performance of scholars. Parker et al. (2012)
state that e-portfolios’ implementation is prevalent in education and enables the tracking or
monitoring of work more than what supervised learning can offer (sections 1.2, 1.9, 2.1,
2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3). The authors further elaborate on the concept of collaboration
and sharing ideas where scholars can reflect on their own learning and become engaged in
the whole learning process (Theme 5). Parker et al. (2012) found that more emphasis should
be placed on the need to address the scope and enlightenment of the use of e-portfolios into
curricula. It might be the solution to what was found in this study regarding e-portfolios being
time consuming (section 2.1.2). There is a need to motivate and cultivate a culture of
awareness in employing e-portfolios to enhance the learning experience and performance of
scholars.
Parker et al. (2012) further found that there is a need for scholars to receive more and
frequent positive feedback on their reflections so that the entire concept of using e-portfolios
can become more useful (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3). The authors
affirm that e-portfolios afford the opportunity of scholar reflection and growth over time. The
participants of their study acknowledged that e-portfolios allowed them to reflect on learning
and provided them with a platform for continuous progression in relation to time (Theme 4).
The authors continue by deliberating on the time concept (Theme 6), stating that there was a
time barrier during the project where the participants had to devote most of their time to eportfolio implementation and maintenance, thus shifting their school responsibilities (section
2.1.2). Notwithstanding, their study managed to identify further benefits such as improvement
of organisation and presentation skills of their work. There was more value added to the work
of the participants.
Parker et al. (2012), in their paper, also pointed out one of the important aspects of eportfolios, in that it gave scholars a platform to advance technologically as the creation and
maintenance of e-portfolios is technologically oriented (Theme 1). Chau and Cheng (2010)
elaborate on the concept of “cognitive constructivism” as a way in which scholars define new
knowledge and experiences based on personal judgement rather than passive reception
(section 2.2). This implies that through the implementation of e-portfolios, scholars can
experience authentic learning that is real, and they should strive to improve their
understanding from time to time. Hartnell-Young et al. (2007, cited in Chau & Cheng, 2010)
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in their study state that e-portfolios allow scholars to collect, organise and present artefacts
for different audiences and at varying times (Theme 4).
Alexiou and Paraskeva (2010) in their paper suggest that scholars should be self-regulated
and be active participants to become self-independent (section 2.2). The authors further
deliberate on the concept of scholars being intellectual, motivationally active participants in
their own learning (Theme 3), which is similar to what this study found, namely that through
e-portfolio use, scholars become actively engaged and part and parcel of the entire process.
This defines a new element of self-motivation and scholar-centred learning, which is key to
scholar enhancement and improved academic experiences and performance. Yusuf and
Tuisawau (2011) discovered that e-portfolio use had increased positively over the past
decades and that among numerous benefits is a positive attitude of scholars towards its
implementation as a learning tool. The authors further elaborate on the usefulness of eportfolios as a learning tool (Theme 1) and how it helps scholars to keep track of their own
progress (Theme 4), and guide, develop knowledge and enhance them in their lifelong
learning (sections 1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3).
Akcil and Arap (2009) in their study discovered a positive perception from scholars in the use
of e-portfolios. They found a positive element of effective communication (Theme 5), which is
key to enhancement. They further advocate that “learning is permanent”, where e-portfolios
are employed, thus lifelong learning. Additionally, the authors mention scholar-centred
learning, where scholars can monitor and control themselves through e-portfolios (sections
1.2, 1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3). Key to their findings is a rise in self-confidence
and security in the learning process (Theme 3), where evaluation techniques are employed
with e-portfolios. This highlights a key concept of scholar engagement whenever e-portfolios
are used as a learning tool. Akcil and Arap (2009) also highlight acquiring computer skills
through e-portfolio creation and maintenance (Theme 4).
Meyer et al. (2010) indicate that e-portfolios are used for lifelong learning and encourage
improvement, personal growth and development (Theme 1). The authors further advocate
that e-portfolios are helpful to scholars who tend to work slower than the average scholar,
through undertaking authentic tasks they develop and reflect on their abilities (sections 1.2,
1.9, 2.1, 2.1.3, 2.1.4, 2.1.5, 2.2 & 2.3). Moreover, Meyer et al. (2010) argue that through eportfolio implementation, scholars become engaged (Theme 3), and can easily overcome
their academic shortcomings through refinement, positive feedback and collaboration with
peers via a well-defined metacognition platform (Theme 5). Theme 1 is highlighted in their
paper where it is indicated that the element of remote access and ubiquity allow easy access
from involved stakeholders.
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Based on the above analysis and related literature it can be deduced that e-portfolios are
imperative and enhance scholar performance and experiences (sections 1.2, 1.9, 2.1, 2.1.3,
2.1.4, 2.1.5, 2.2 & 2.3). The literature suggests the conceptualisation of e-portfolio
components as highlighted above and as a new paradigm to scholar assessment and the
pedagogical potential that e-portfolios come with. Thus, with technological advancement
there is a need to do away with traditional paper-based portfolios and integrate new eportfolios into the learning environment. E-portfolios are being implemented worldwide at a
very fast rate and we are moving towards e-assessment (sections 1.2, 2.1, 2.1.2 & 2.3).
The analysis above suggests a myriad of significant benefits through the implementation of
e-portfolios. There is a mutual consensus among the participants of this study that leads to
the deduction that e-portfolios are effective academic tools that are resourceful in education
improvement and experiences. However, there exists a need for all involved stakeholders to
cultivate a culture of positiveness towards e-portfolios that will motivate scholars and make it
possible for them to appreciate the vast benefits offered by using e-portfolios.
This research study found that some of the respondents have not validated the importance of
e-portfolios as a new learning tool. This was evidenced by the negative responses the
researcher received. Going forward, there is a need to enlighten scholars on the necessity to
have a central archive of information that will afford collaboration and effective
communication, thus creating a learning environment that is flexible and ubiquitous.
5.3

QUANTITATIVE DISCUSSION

This study presented data based on categorised computed variables and single variables as
this study employed action research (limited to one cycle, i.e. pre-survey -> intervention ->
post-survey) which sought to determine whether there was a (positive) change in the results
after the intervention. The data presented in this research study showed a strong consensus
among most of the participants that the use of e-portfolios at tertiary level could be an
effective learning tool to enhance the learning experience and academic performance of
scholars.
5.3.1 Correlations pre-survey Group A
Learning and assessment had a high positive significant correlation (r=0.629, p=0.001,
p<0.05). This implies that the more comfortable scholars feel using an e-portfolio for
assessment as part of a course in a programme, taking faculty comments as positive
constructivism, identifying their strengths, using an e-portfolio as a graduation requirement,
and letting the faculty assess knowledge, the more enhanced their learning experience will
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be. Furthermore, scholars can develop new skills, monitor their skills, have a valuable
learning experience, learn from mistakes, and enhance their academic and learning
performance (see section 4.5.5.1, Table 4.59).
Learning and collaboration had a high positive significant correlation (r=0425, p=0.022,
p<0.05). Thus, the more scholars reflect on learning through browsing peers’ e-portfolios,
obtaining positive feedback from peers, contributing to peers’ e-portfolios, and improving
content based on peers’ feedback through e-portfolios, the more scholars can develop new
skills, monitor their skills, have a valuable learning experience, learn from mistakes, and
enhance their academic and learning performance (see section 4.5.5.1, Table 4.59).
Learning and reflection had a high positive significant correlation (r=0.536, p=0.004, p<0.05).
It can therefore be inferred that if scholars can critically reflect on own learning, reflect on
selected content, reflect on new ideas presented, reflect on becoming a better scholar, and
reflect on their own achievements through e-portfolios, then scholars can develop new skills,
monitor their skills, have a valuable learning experience, learn from mistakes, and enhance
their academic and learning performance (see section 4.5.5.1, Table 4.59).
Collaboration and reflection had a high positive significant correlation (r=0.601, p=0.001,
p<0.05). This implies that if scholars can use e-portfolios to reflect on learning through
browsing through peers’ e-portfolios, receiving positive feedback from peers, contributing to
peers’ e-portfolios, and improving content based on peers’ feedback, then scholars can
critically reflect on their own learning, reflect on selected content, reflect on new ideas
presented, reflect on becoming a better scholar, and reflect on their own achievements,
hence enhancing their learning environment (see section 4.5.5.1, Table 4.59).
Data based on regression coefficients were also analysed (section 4.5.5.4, Tables 4.65 and
4.66). It was found that when ease of use increases (i.e. it becomes easier for scholars to
use e-portfolios), learning is also bound to increase (b=0.158, n=23). The b-value indicates
that as ease of use increases by one unit, learning increases by 0.158 (15.8%), and this only
holds true if other predictors (assessment, collaboration, interpersonal communication,
reflection) are held constant.
It was furthermore discovered that if interpersonal communication is increased through the
use of e-portfolios, learning is also bound to increase, and thus learning is enhanced
(b=0.023, n=23). The b-value indicates that as interpersonal communication increases by
one unit, learning increases by 0.023 (2.3%), and this only holds true if the other predictors
(assessment, ease of use, collaboration, reflection) are held constant.
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This study further found that if scholars can critically reflect through e-portfolios, their learning
environment and experience are bound to be improved (b=0.247, n=23). The b-value
indicates that as reflection increases by one unit, learning increases by 0.247 (24.7%), and
this only holds true if the other predictors (assessment, ease of use, collaboration,
interpersonal communication) are held constant.
An interesting discovery was that learning depends on collaboration, as anticipated in this
study and previous literature; the less scholars collaborate through e-portfolios, the fewer
their chances to enhance their learning (b=-0.19, n=23). The b-value indicates a negative
relationship—as collaboration decreases by one unit, learning decreases by 0.19 (1.9%), and
this only holds true if the other predictors (assessment, ease of use, interpersonal
communication, reflection) are held constant.
For the linear regression model (see section 4.5.5.2, Tables 4.61 and 4.62), assessment
[t(17)=4.144, p<0.05] is a significant predictor of learning; the other predictors (ease of use,
collaboration, interpersonal communication, reflection) are insignificant. Assessment was key
in this research study as the most significant contributor to the model and a good predictor
for our outcome throughout the cycle. It was discovered that participants’ perception on eportfolio assessment had a very high correlation as well as relationship in that the more
scholars are assessed through e-portfolios, the higher the chances are of enhanced learning
(b=0.704, n=23). The b-value indicates that if assessment increases by one unit, learning
increases by 0.704 (70.4%), and this only holds true if other predictors (ease of use,
collaboration, interpersonal communication, reflection) are held constant.
5.3.2

Correlations post-survey Group A

Learning and assessment had a high positive significant correlation (r=0.560, p=0.004,
p<0.05). This implies that the more comfortable scholars feel using an e-portfolio for
assessment as part of course in a programme, taking faculty comments as positive
constructivism, identifying their strengths, using an e-portfolio as a graduation requirement,
and letting the faculty assess knowledge, the more enhanced the learning experience will be.
Furthermore, scholars can develop new skills, monitor their skills, have a valuable learning
experience, learn from mistakes, and enhance their academic and learning performance (see
section 4.5.5.1, Table 4.60).
Learning and interpersonal communication had a high positive significant correlation (r=0596,
p=0.03, p<0.05). It can therefore be conclude that if scholars apply e-portfolios to interact
with other scholars, discuss with other scholars on how to improve their e-portfolio, discuss
ideas with other scholars, and get explanations, then scholars can develop new skills,
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monitor their skills, have a valuable learning experience, learn from mistakes, and enhance
their academic and learning performance. This implies that the more scholars communicate
effectively through e-portfolios, the more the learning environment will be enhanced (see
section 4.5.5.1, Table 4.60).
Reflection and Interpersonal communication had a high positive significant correlation
(r=0.750, p=0.000, p<0.05). This implies that if scholars can use e-portfolios to interact with
other scholars, discuss with other scholars on how to improve their e-portfolios, discuss
ideas with other scholars and get explanations, then scholars can also critically reflect on
their own learning, reflect on selected content, reflect on new ideas presented, reflect on
becoming a better scholar, and reflect on their own achievements (see section 4.5.5.1, Table
4.60).
Collaboration and reflection had a high positive significant correlation (r=0.638, p=0.001,
p<0.05). This implies that the more scholars reflect on learning through browsing peers’ eportfolios, receiving positive feedback from peers, contributing to peers’ e-portfolios, and
improving content based on peers’ feedback through e-portfolios, then scholars can also
critically reflect on their own learning, reflect on selected content, reflect on new ideas
presented, reflect on becoming a better scholar, and reflect on their own achievements. This
infers that if scholars can collaborate effectively through e-portfolios, they will experience
critical reflection, hence enhancement, in their learning environment (see section 4.5.5.1,
Tables 4.59 and 4.60; section 4.5.6.1, Tables 4.67 and 4.68).
Inte9rpersonal communication and assessment had a fairly positive significant correlation
(r=0448, p=0.024, p<0.05). This implies that the more e-portfolios can be used to interact
with other scholars, discuss with other scholars on how to improve their e-portfolios, discuss
ideas with other scholars and get explanations, the more scholars will feel comfortable using
an e-portfolio for assessment as part of a course in a programme, taking faculty comments
as positive constructivism, identifying their strengths, using an e-portfolio as a graduation
requirement, and letting the faculty assess knowledge (see section 4.5.5.1, Table 4.60).
Data based on regression coefficients were analysed (section 4.5.5.4, Tables 4.65 and 4.66;
section 4.5.6.4, Tables 4.73 & 4.74). It was found that when ease of use increases (i.e. it
becomes easier for scholars to use e-portfolios), learning is also bound to increase (b=0.137,
n=23). The b-value indicates that as ease of use increases by one unit, learning increases by
0.137 (13.7%), and this only holds true if the other predictors (assessment, collaboration,
reflection, interpersonal communication) are held constant.
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It furthermore was discovered that if interpersonal communication is increased through eportfolios, learning is also bound to increase; thus learning is enhanced (b=0.465, n=23). The
b-value indicates that as interpersonal communication increases by one unit, learning
increases by 0.465 (46.5%), and this only holds true if other the predictors (assessment,
ease of use, collaboration, reflection) are held constant.
This study found that if scholars decrease their chance of critically reflecting on their own
learning through e-portfolios, learning will also decrease (b=-0.464, n=23). The b-value
indicates that as reflection decreases by one unit, learning decreases by 0.464 (46.4%), and
this only holds true if the other predictors (assessment, ease of use, collaboration,
interpersonal communication) are held constant.
An interesting discovery was that learning depends on collaboration, and as was anticipated
in this study and previous literature, the less scholars collaborate through e-portfolios, the
fewer their chances of enhanced learning (b=-0.053, n=23). The b-value indicates a negative
relationship; as collaboration decreases by one unit, learning decreases by 0.053 (5.3%),
and this only holds true if the other predictors (assessment, ease of use,

reflection,

interpersonal communication) are held constant.
This study also found that if scholars increase their assessment through e-portfolios, learning
will also increase (b=0.377, n=23). The b-value indicates that as assessment increases by
one unit, learning increases by 0.377 (37.7%), and this only holds true if the other predictors
(ease of use, collaboration, reflection, interpersonal communication) are held constant.
It was also discovered that for this model, interpersonal communication, [t(14)=4.2497,
p<0.05] is a significant predictor of learning; the other predictors are insignificant.
5.3.3

Correlations pre-survey Group B

Assessment and collaboration had a high positive significant correlation (r=0.585, p=0.002,
p<0.05). It can therefore be inferred that the more scholars reflect on learning through
browsing peers’ e-portfolios, receiving positive feedback from peers, contributing to peers’ eportfolios, and improving content based on peers’ feedback through e-portfolios, the more
scholars feel comfortable using an e-portfolio for assessment as part of the course in a
programme, taking faculty comments as positive constructivism, identifying their strengths,
using an e-portfolio as a graduation requirement, and letting the faculty assess knowledge.
This implies that the more scholars collaborate effectively through e-portfolios, the more
enhanced assessment will be, with a subsequent improvement in learning performance and
experience (see section 4.5.6.1, Table 4.67).
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Learning and assessment had a high positive significant correlation (r=825, p=0.000,
p<0.05). It can therefore be concluded that as more scholars feel comfortable using an eportfolio for assessment as part of course in a programme, taking faculty comments as
positive constructivism, identifying their strengths, using an e-portfolio as a graduation
requirement, and letting the faculty assess knowledge, the more enhanced will the learning
experience be. Furthermore, scholars can develop new skills, monitor their skills, have a
valuable learning experience, learn from mistakes, and enhance their academic and learning
performance. This implies that the more scholars are assessed through e-portfolios, the
more enhanced the learning environment will be (see section 4.5.6.1, Table 4.67).
Reflection and learning had a high positive significant correlation (r=0.561, p=0.003, p<0.05).
It can be inferred that the more scholars use e-portfolios to critically reflect on their own
learning, reflect on selected content, reflect on new ideas presented, reflect on becoming a
better scholar, and reflect on their own achievements, the better scholars can develop new
skills, monitor their skills, have a valuable learning experience, learn from mistakes, and
enhance their academic and learning performance. This implies that if scholars can critically
reflect through e-portfolios, their learning is enhanced (see section 4.5.6.1, Table 4.67).
Collaboration and reflection had a high positive significant correlation (r=0.731, p=0.000,
p<0.05). It can therefore be inferred that the more scholars reflect on learning through
browsing peers’ e-portfolios, receiving positive feedback from peers, contributing to peers’ eportfolios, and improve content based on peers’ feedback through e-portfolios, the more
scholars can critically reflect on their own learning, reflect on selected content, reflect on new
ideas presented, reflect on becoming a better scholar, and reflect on their own
achievements. This implies that if scholars can collaborate effectively through e-portfolios,
they will experience critical reflection, hence enhancement, in their learning environment (see
section 4.5.6.1, Table 4.67).
Learning and collaboration had a high positive significant correlation (r=0.802, p=0.000,
p<0.05). It can therefore be inferred that the more scholars reflect on learning through
browsing peers’ e-portfolios, receiving positive feedback from peers, contributing to peers’ eportfolios, and improving content based on peers’ feedback through e-portfolios, the better
the chances of enhancing their learning experience and academic performance through
developing new skills, monitoring their skills, have a valuable learning experience, learn from
mistakes, and enhance their academic and learning performance. Thus, it can be inferred
that collaboration through e-portfolios vastly improves the learning experience (see section
4.5.6.1, Table 4.67).
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Data based on regression coefficients were also analysed (section 4.5.5.4, Tables 4.65 and
4.66; section 4.5.6.4, Tables 4.73 & 4.74). It was found that when ease of use increases (i.e.
it becomes easier for scholars to use e-portfolios), learning is also bound to increase
(b=0.114, n=25). The b-value indicates that as ease of use increases by one unit, learning
increases by 0.114 (11.4%), and this only holds true if the other predictors (assessment,
collaboration, reflection, interpersonal communication) are held constant.
It was furthermore discovered that if interpersonal communication is decreased through the
use e-portfolios, learning is also bound to decrease, thus lowering the chances of enhancing
the learning experience and academic performance (b=0.014, n=25). The b-value indicates
that as interpersonal communication decreases by one unit, learning decreases by 0.014
(1.4%), and this only holds true if other predictors (assessment, ease of use, collaboration,
reflection) are held constant.
This study also found that if scholars decrease their chance of critically reflecting on their
own learning through e-portfolios, learning will also decrease (b=-0.092, n=25). The b-value
indicates that as reflection decreases by one unit, learning decreases by 0.092 (9.2%) and
this only holds true if the other predictors (assessment, ease of use, collaboration,
interpersonal communication) are held constant.
An interesting discovery was that learning depends on collaboration, and as anticipated in
this study and previous literature, the more scholars collaborate through e-portfolios, the
higher the chances of enhancing their learning (b=0.399, n=25). The b-value indicates a
positive relationship; thus, as collaboration increases by one unit, learning increases by
0.399 (39.9%), and this only holds true if the other predictors (assessment, ease of use,
reflection, interpersonal communication) are held constant.
It was found that if scholars increase their assessment through e-portfolios, learning will
increase (b=0.532, n=25). The b-value indicates that as assessment increases by one unit,
learning increases by 0.532 (53.2%), and this only holds true if the other predictors (ease of
use, collaboration, reflection, interpersonal communication) are held constant.
It was found that for this model, assessment [t(14) =4.038, p<0.05] is a significant predictor
of learning; the other predictors are insignificant.
5.3.4 Correlations post-survey Group B
Learning and ease of use had a high significant positive correlation (r=0.606, p=0.001,
p<0.05). It can thus be concluded that the easier e-portfolios become to use for scholars, the
more their learning will be enhanced. This implies that if scholars find it easy to post and
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respond to e-portfolio entries, experience fun, use tools like videos, take only a short time to
learn how e-portfolio work, easily navigate, reflect on their own learning, and generate new
ideas, then scholars can develop new skills, monitor their skills, have a valuable learning
experience, learn from mistakes, and enhance their academic and learning performance (see
section 4.5.6.1, Table 4.68).
Learning and assessment had a high positive significant correlation (r=527, p=0.003,
p<0.05). It can therefore be concluded that as more scholars feel comfortable using an eportfolio for assessment as part of the course in a programme, taking faculty comments as
positive constructivism, identifying their strengths, using an e-portfolio as a graduation
requirement, and letting the faculty assess knowledge, the learning experience will be
enhanced. Furthermore, scholars can develop new skills, monitor their skills, have a valuable
learning experience, learn from mistakes, and enhance their academic and learning
performance. This implies that the more scholars are assessed through e-portfolios, the
more enhanced the learning environment will be (see section 4.5.6.1, Table 4.68).
Learning and collaboration had a high positive significant correlation (r=0.611, p=0.003,
p<0.05); thus, if scholars collaborate effectively through employing e-portfolios, their learning
is enhanced. It can therefore be inferred that the more scholars reflect on learning through
browsing peers’ e-portfolios, receiving positive feedback from peers, contributing to peers’ eportfolios, and improving content based on peers’ feedback through e-portfolios, the better
the chances of enhancing the learning experience and academic performance through
developing new skills, monitoring skills, having a valuable learning experience, learning from
mistakes, and enhancing academic and learning performance (see section 4.5.6.1, Table
4.68).
Collaboration and reflection had a high positive significant correlation (r=0.731, p=0.000,
p<0.05). This implies that if scholars can collaborate effectively through e-portfolios, they will
experience critical reflection, hence enhancement, in their learning environment. Thus, the
more scholars reflect on learning through browsing peers’ e-portfolios, receiving positive
feedback from peers, contributing to peers’ e-portfolios, and improving content based on
peers’ feedback through e-portfolios, the more scholars can critically reflect on their own
learning, reflect on selected content, reflect on new ideas presented, reflect on becoming a
better scholar, and reflect on their own achievements (see section 4.5.6.1, Table 4.68).
Interpersonal communication and ease of use had a high positive significant correlation
(r=0.625, p=0.000, p<0.05). This implies that if scholars find it easy to post and respond to eportfolio entries, experience fun, use tools like videos, take only a short time to learn eportfolios, easily navigate, reflect on their own learning and generate new ideas, then
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scholars can easily use the e-portfolio to interact with other scholars, discuss with other
scholars on how to improve their e-portfolios, discuss ideas with other scholars, and get
explanations. This implies that if scholars effectively communicate through e-portfolios, they
will be able to easily maintain their e-portfolios (see section 4.5.6.1, Table 4.68).
Reflection and ease of use had a high positive significant correlation (r=0.681, p=0.000,
p<0.05). This implies that if scholars find it easy to post and respond to e-portfolio entries,
experience fun, use tools like videos, take only a short time to learn e-portfolios, easily
navigate, reflect on their own learning, and generate new ideas, then scholars can critically
reflect on their own learning, reflect on selected content, reflect on new ideas presented,
reflect on becoming a better scholar, and reflect on own achievements (see section 4.5.6.1,
Table 4.68).
Collaboration and ease of use had a high positive significant correlation (r=0.755, p=0.000,
p<0.05). It can therefore be inferred that if scholars find it easy to post and respond to eportfolio entries, experience fun, use tools like videos, take a short time to learn e-portfolios,
easily navigate, reflect on their own learning, and generate new ideas, then the more
scholars can reflect on learning through browsing peers’ e-portfolios, receiving positive
feedback from peers, contributing to peers’ e-portfolios, and improve content based on peers’
feedback through e-portfolios. This implies that if scholars can collaborate effectively through
e-portfolios, they can easily use e-portfolios (see section 4.5.6.1, Table 4.68).
Interpersonal communication and reflection had a high positive significant correlation
(r=0.751, p=0.000, p<0.05). This implies that if scholars can use the e-portfolio to interact
with other scholars, discuss with other scholars on how to improve their e-portfolios, discuss
ideas with other scholars, and get explanations, then scholars can also critically reflect on
their own learning, reflect on selected content, reflect on new ideas presented, reflect on
becoming a better scholar, and reflect on their own achievements. From this can be inferred
that the more scholars communicate through e-portfolios, the more they can critically reflect
on their own learning, hence enhancement, of the learning environment (see section 4.5.6.1,
Table 4.68).
Interpersonal communication and collaboration had a high positive significant correlation
(r=0.666, p=0.000, (p<0.05). This implies that if scholars can use the e-portfolio to interact
with other scholars, discuss with other scholars on how to improve their e-portfolios, discuss
ideas with other scholars, and get explanations, then the more scholars can reflect on
learning through browsing peers’ e-portfolio, receiving positive feedback from peers,
contributing to peers’ e-portfolios, and improving content based on peers’ feedback through
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e-portfolios. This implies that if scholars can collaborate through the use of e-portfolios, their
interpersonal communication will be improved (see section 4.5.6.1, Table 4.68).
Reflection and collaboration had a high positive significant correlation (r=0.841, p=0.000,
p<0.05). This implies that if scholars can collaborate effectively through e-portfolios, they will
experience critical reflection, hence enhancement, in their learning environment. It can
therefore be inferred that the more scholars reflect on learning through browsing peers’ eportfolios, receiving positive feedback from peers, contributing to peers’ e-portfolios, and
improving content based on peers’ feedback through e-portfolios, the more scholars can
critically reflect on their own learning, reflect on selected content, reflect on new ideas
presented, reflect on becoming a better scholar, and reflect on own achievements (see
section 4.5.6.1, Table 4.68).
Data based on regression coefficients was also analysed (section 4.5.6.4, Table 4.73 &
4.74). It was found that when ease of use increases (i.e. it becomes easier for scholars to
use e-portfolios), learning is also bound to increase (b=0.419, n=25). The b-value indicates
that as ease of use increases by one unit, learning increases by 0.419 (41.9%), and this only
holds true if

other predictors (assessment, collaboration, reflection, interpersonal

communication) are held constant.
It was furthermore discovered that if interpersonal communication is decreased through eportfolios, learning is also bound to decrease, thus lowering the chances of enhancing the
learning experience and academic performance (b=-0.009, n=25). The b-value indicates that
as interpersonal communication decreases by one unit, learning decreases by 0.009 (0.9%),
and this only holds true if the other predictors (assessment, ease of use, collaboration,
reflection) are held constant.
This study also found that if scholars decrease their chance of critically reflecting on their
own learning through e-portfolios, learning will also decrease (b=-0.244, n=25). The b-value
indicates that as reflection decreases by one unit, learning decreases by 0.0244 (24.4%),
and this only holds true if the other predictors (assessment, ease of use, collaboration,
interpersonal communication) are held constant .
An interesting discovery was that learning depends on collaboration, and as was anticipated
in this study and previous literature, the more scholars collaborate through e-portfolios, the
more the chances of enhancing their learning (b=0.458, n=25). The b-value indicates a
positive relationship; thus, as collaboration increases by one unit, learning increases by
0.458 (45.8%), and this only holds true if the other predictors (assessment, ease of use,
reflection, interpersonal communication) are held constant.
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This study also found that if scholars increase their assessment through e-portfolios, learning
also increases (b=0.448, n=25). The b-value indicates that as assessment increases by one
unit, learning increases by 0.448 (44.8%), and this only holds true if the other predictors
(ease of use, collaboration, reflection, interpersonal communication) are held constant.
It was found that for this model, assessment, [t(19)=2.280, p<0.05] is a significant predictor
of learning; the other predictors are insignificant.
5.3.5

General discussion

An interesting finding was that e-portfolios support ubiquity; participants felt that with
portfolios, it is possible to submit work anywhere and anytime which could help improving
academic performance and grades. It was also found that e-portfolios streamline job
processes; thus, sponsors, parents and other involved stakeholders can keep up to date with
scholars’ progress through the e-portfolio tool. E-portfolio can also be used for collaborative
purposes; most participants indicated that by communicating with peers on e-portfolios, ideas
can be shared, thereby improving academic performance and experience. This also
enhances collaborative workspace whereby scholars can interact online and define the new
era of online group work.
Most scholars agreed that an e-portfolio can be effectively used in learning as they help in
interpersonal communication, reflection, collaboration, engagement, assessment and
learning. This is evidenced by the survey results. Mason et al. (2004) also found that an eportfolio can be used effectively in pursuit of lifelong learning and even developing curriculum
vitae, thus it can possibly become an online digital age curriculum vitae. However, it was
noted that some participants stated that they are time consuming and tedious to maintain.
Siemens et al. (2010) found that higher education institutions have to make a transition from
paper-based portfolios to electronic portfolios if they are to better the quality of education
(section 2.3.1). The researcher noted a significant improvement in the maintenance of eportfolios as some scholars improved on presentation, organisation and consequently their
grades. They became more active and it improved in terms of participation. The use of the eportfolio had assisted scholars to become critical thinkers when a two-way process between
scholars and instructor reflections on learning and feedback was included in the course
(Lorenzo & Ittelson, 2005). Scholars also improved on collaboration, thus it made group work
easier; thus sharing of ideas was achieved with ease.
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5.4

SUMMARY

This chapter presented an insightful, critical evaluation of the findings. The qualitative and
quantitative findings were elaborated on, with particular focus on critical analysis of the
findings relative to the objectives of this study as well as previous literature. This study found
that an e-portfolio can effectively be used as a tool for learning and assessment purposes.
The hidden pedagogical power of the e-portfolio tool was revealed. The data imply that when
scholars relate to effective implementation and maintenance of e-portfolios, their learning
experience and academic performance increase. For this to be a success, scholars need to
be engaged and active; they should be self-motivated. The data further imply that as sharing
of ideas and effective interpersonal communication increase, academic experience and
performance is bound to increase linearly. The most important contribution of this study is the
finding that the use of electronic portfolios in private tertiary institutions can indeed enhance
the learning experience and academic performance of scholars. Earlier research focused on
the dynamics of the e-portfolio to support skills, reflect on scholars’ academic and learning
career, and support continuing professional development. Current research goes beyond
these findings by examining how group discussions and sharing information through eportfolios in terms of effective communication and collaboration, can enhance learning and
the academic experience.
The next and final chapter discusses the results, study limitations, recommendations and
future research work.
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6 CHAPTER 6: RECOMMENDATIONS AND CONCLUSION

Figure 6.1: Graphical representation of Chapter 6

6.1

INTRODUCTION

The purpose of this study was to investigate the implementation of e-portfolios in private
tertiary institutions as a possible tool to enhance the learning experience of scholars. This
final chapter integrates the critical issues identified in the previous chapters and discusses
the findings and implications of the research. The outcomes of the case study, the
contributions of this research, and the recommendations for further study on the use of eportfolios to enhance learning within private tertiary institutions, are provided. The limitations
of the study are also highlighted.

6.2

CHAPTER REVIEW

In Chapter 1 the background of the study is discussed, with the focus on how Web 2.0
technologies have been rolled out in the academic environment to foster learning. The
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purpose, aims and problem statement of the research are stated. A brief overview of the
research design and data analysis is provided. Finally, the research ethics and general
outline of the study are elaborated on.
Chapter 2 entails a comprehensive analysis and synthesis of existing research conducted on
e-portfolios. The origin and various purposes of e-portfolios in a wider spectrum are
discussed, although the main focus is on e-portfolios within an academic environment. The
chapter further highlights the nature, types and purpose of existing ‘digital containers’. The
implementation of e-portfolios to enhance learning based on Zimmerman’s (1989) recurrent
model of self-regulation is explored. In conclusion, the chapter provides a discussion on how
e-portfolios are positively employed in different fields as well as the gaps in previous
literature that ultimately provided a platform for this research to be undertaken.
Chapter 3 discusses the research methodology, philosophy, strategy and approach. The
quantitative and qualitative techniques that gave rise to the research paradigm implemented
in this study are elaborated on. The research instruments used for data collection as well as
the sampling techniques employed to select the participants, are highlighted. Action research
as research strategy is discussed in terms of a pre-survey, intervention and post-survey,
limited to one cycle. The data analysis techniques employed in this study are discussed, and
the ethical process that has to be adhered to, is described. An overview of the reliability,
validity, triangulation and trustworthiness of the study, which provides credibility and
consistency to the research investigation, is provided.
Chapter 4 provides an in-depth statistical (quantitative) analysis as well as a thematic
(qualitative) analysis of the data collected during the study. Frequency tables and bar charts
(histograms) are provided. Graphical representations of the statistical analysis as evidence of
the reliability of the results through descriptives and inferential statistics (t-tests, correlations),
are presented.
Chapter 5 offers a critical analysis of the results and findings of the research. The chapter
clearly depicts and fully states, supports, explains, and defends these findings and results.
An explanation is provided on how the results of the study relate to expectations and to the
literature, as well as how it is acceptable and consistent with previously published research
papers. Patterns, principles, and relationships between factors and categories are pointed
out and placed into perspective.
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6.3

REVIEW OF PROBLEM STATEMENT AND RESEARCH QUESTIONS

The problem statement of the research is summarised as follows:
Traditional paper-based portfolios are voluminous and time-consuming and therefore difficult
to create/build and maintain. They do not sufficiently exploit the potential and applicability of
new technologies and are dormant and difficult to employ in this digital age. The use of the
lengthy paper portfolio has become obsolete, is no longer suitable, and does not reflect the
requirements of the workplace. Although e-portfolios have received much interest in private
tertiary institutions in past years as an alternative to traditional paper-based portfolios, not
much research has been conducted on the implementation of e-portfolios in these private
institutions.
The core debate of this research study focused on addressing how the implementation of eportfolios as technological tool could enhance the learning environment of scholars at private
tertiary institutions in South Africa.
The primary research question has been stated as follows:
PRQ: How can e-portfolios be introduced as a technological tool to enhance the learning
experience of scholars at private tertiary institutions in South Africa?
The secondary research questions have been stated as follows:
SRQ1: How are portfolios, and specifically e-portfolios, used in a tertiary teaching and
learning environment?
SRQ2: What is the impact of e-portfolios on the learning experience of scholars at higher
education institutions?
SRQ3: What is the impact of e-portfolios on the learning experience as perceived by
scholars at private tertiary institutions in South Africa?
SRQ4: How can the conceptualisation of e-portfolios at private tertiary institutions in
South Africa enhance the learning experience of scholars?
SRQ5: What guidelines can be developed to establish the emergence of e-portfolios as
a technological tool for the learning experience of scholars at private tertiary
institutions in South Africa?
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6.4

THEMES IDENTIFIED

From the qualitative data analysed, the following six themes emerged:


E-portfolios are helpful/resourceful (section 4.3.1)



E-portfolios allow flexibility (section 4.3.2)



E-portfolios are engaging (section 4.3.3)



E-portfolios allow skills improvement (section 4.3.4)



E-portfolios allow collaboration (section 4.3.5)



E-portfolios are time consuming (section 4.3.6)

6.5

ANSWERING THE RESEARCH QUESTIONS

In this section, the primary and secondary research questions are answered. Each research
question is stated where after the main outcomes related to the question are indicated.
6.5.1 Answering the secondary research questions
6.5.1.1 Secondary Research Question 1
SRQ1: How are portfolios, and specifically e-portfolios, used in a tertiary teaching
and learning environment?
With regard to SRQ1, the following can be concluded:


In this dynamic world, there is a need to keep up-to-date with the changing
technological world; thus, most institutions are doing away with voluminous traditional
paper-based portfolios and are integrating e-portfolios because of their vast benefits
(sections 1.1, 1.2, 2.1, 2.1.1, 2.1.4)



This study found that it is possible and feasible to institutionalise and implement eportfolios to enhance the learning experience of scholars. E-portfolios are flexible,
dynamic, portable, user friendly, engaging, collaborative and allows the showcasing
of lifelong skills (sections 1.1, 1.2, 2.1, 2.1.1, 2.1.4)



There has been a surge in the adoption of e-portfolios in HEIs around the globe. The
employment of new ICTs has availed a spectrum of opportunities for HEIs to take
advantage and implement e-portfolios as a new technological tool to enhance
learning (sections 1.1, 1.2, 2.1, 2.1.1, 2.1.4)



E-portfolios can be used in HEIs to document professional growth and keep record of
scholars’ lifelong learning journey (section 2.1.3)
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E-portfolios are fast becoming an online replica of the curriculum vitae which could be
used to document a person’s key proficiencies, abilities and skills, as e-portfolios are
easily accessible (sections 4.3.4, 4.6, 5.3.5).



E-portfolios are already being used as a technological tool to enhance learning
(section 1.1 & 2.1). Various HEIs across the globe have implemented different types
of e-portfolios defined according to purpose (section 2.1.4).



E-portfolios can be used for developmental purposes in an educational setting;
thus, they indicate a scholar’s expansion in terms of time and knowledge and offer a
means to monitor, follow and organise (sections 2.1.3 & 2.1.4)



E-portfolios can be used in HEIs for presentation purposes where a scholar
constructs an e-portfolio with artefacts which could resemble presentation evidence
(section 2.1.3)



E-portfolios can be used for assessment purposes; thus, they can be employed to
serve as an assessment tool, thereby supporting positive constructivism through
scholar autonomy and as a result, enhance the learning experience of HEI scholars
(sections 1.1, 2.1.3)



Scholar e-portfolios can be used to showcase a scholar’s evidence and skills
attained during an academic tenure (section 2.1.4)



Teaching e-portfolios function as electronic records of abilities, undertakings and
achievements of teachers through evidence of instructional work, lesson plans and
any relevant information (section 2.1.4)



Institutional e-portfolios can be employed to showcase choice of work, documents,
institutional responsibilities, and the organisation’s reflection and education
enhancement for both scholars and teachers (section 2.1.4)



HEIs can employ assessment e-portfolios to assess scholars electronically and
provide proof of a scholar’s competence in a specific domain as well as for evaluation
and appraisal purposes (sections 2.2, 2.1.4)



Tertiary institutions can use the showcase e-portfolio which depicts a scholar’s
assignment work in different subject areas; thus, it exhibits a scholar’s key skills
which can be viewed by prospective employers to determine whether aspiring
candidates qualify for certain vacancies (section 2.1.4)



HEIs

can

implement

reflective

e-portfolios

that

showcase

a

scholar’s

accomplishments and how they relate to learning goals. This type of e-portfolio is
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used by scholars to monitor progress and performance and learn through positive
feedback in order to progress academically (section 2.1.4)


HEIs can employ credential e-portfolios for cataloguing and accreditation purposes
(section 2.1.4)



E-portfolios can be used for occupation selection or work promotion, also known as a
dossier e-portfolio (section 2.1.4)



Training e-portfolios can be used for educational and improvement purposes when
scholars go for work related learning (section 2.1.4)



Working e-portfolios define one’s work-in-progress, entailing current projects a
scholar is working on/has completed (section 2.1.4)

6.5.1.2 Secondary Research Question 2
SRQ2: What is the impact of e-portfolios on the learning experience of scholars at
higher education institutions?
With regard to SRQ2, the following can be concluded:


In this digital age there exists a need to devise better ways of assessing scholars,
hence the concept e-assessment. Various tertiary institutions are now integrating eportfolios as a way of assessing scholars. It avails the opportunity of real-time
feedback and scholars can easily refer to previous experience (sections 1.1, 2.1 &
2.1.5)



In higher education institutions, e-portfolios afford a substitute form of evaluation;
thus, it documents the progress of a scholar‘s rationale over time which means it can
be used as a tool to evaluate and track a scholar’s progress (section 2.1.5)



Through enhanced ICT skills, presentation, and organisation of evidence in terms of
scholar autonomy, e-portfolios improve and enhance the growth and intellectual
capability of a scholar (section 2.1.5)



E-portfolio implementation enhances self-regulation, self-motivation, deep learning
and reflection, all of which have a positive effect on participative thinking. It also
enhances authentic learning through exploring new possibilities of learning (sections
2.1.5 & 2.2)



The use of e-portfolios in HEIs provides a diversity of educational practices and
assessment drives (section 2.1.5)
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Through employing e-portfolios, HEIs can achieve scholar suppleness, progress,
reflection and assertiveness; enable reliable education, scholar commitment, and
scholar brilliance; and boost enthusiasm; thus, scholars would be able to easily
manage excess workloads (section 2.1.5)



E-portfolios can be used in HEIs as a management tool that facilitates quality
enhancement, assurance, evaluation and smooth knowledge transference (section
2.1.5)



E-portfolios can serve as a marketing tool for HEIs in that it reflects on the HEI’s
quality of education and development; thus, it can gain a competitive advantage in the
global world through accountability of certification procedures and showcasing
cooperative scholar improvement (section 2.1.5)



E-portfolios can be used as a learning management system (LMS) in HEIs, and
through their ubiquity, e-portfolios have the potential to increase student engagement,
leverage technology and provide greater opportunities for active learning in the
classroom.

6.5.1.3 Secondary Research Question 3
SRQ3: What is the impact of e-portfolios on the learning experience as perceived by
scholars at private tertiary institutions in South Africa?
With regard to SRQ3, the following can be concluded:


To a large extent e-portfolios come with many benefits, depending on the purpose of
implementation. E-portfolios can increase engagement of scholars in a learning
process, hence they become motivated and active participants (section 2.2)



E-portfolios enable effective communication and collaboration in real-time. This
comes with an element of being able to share ideas and information of the scholar in
question. This could lead to an increased pass rate and improved academic
performance and experience (sections 1.1, 1.2, 2.1, 2.1.1, 2.1.4)



E-portfolios enable scholars to reflect on their own learning; thus, it avails the
opportunity to present learning as a process. Through implementing e-portfolios,
scholars might be able to easily identify their key strengths and weaknesses, and
improve their learning from previous experiences (sections 1.1, 1.2, 2.1, 2.1.1, 2.1.4)



The ubiquity of e-portfolios leads to the continuation of learning even outside the
classroom; thus, flexibility is increased as e-portfolios can be accessed from
anywhere, anytime (sections 1.1, 1.2, 2.1, 2.1.1, 2.1.4, 4.2)
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Implementing e-portfolios allows scholars to improve and develop new skills which
are key in the academic setting (section 4.1)



E-portfolios enable scholars to have an online backup (‘in the cloud’) of their
information that could be used as a recovery mechanism in case of data loss (section
4.1)



This study found that e-portfolio implementation enhances learning (section 4.2)



The use of e-portfolios affords a platform to centrally deposit all academic material
and content and employ it as an academic technological tool; thus, e-portfolios are
resourceful (section 4.2)



Through the employment of e-portfolios scholars can become active participants;
scholars are exposed to varying learning methodologies which motivates scholars to
become more engaged (section 4.2)



Because of their informative nature, e-portfolio maintenance and construction enable
scholars to improve their ICT skills as well as their planning and organisational skills
(section 4.2)



Collaboration and effective communication can be improved through e-portfolios as
scholars share ideas with peers (section 4.2)



E-portfolios enable effective feedback, monitoring and evaluation through scholars
identifying their own strengths and weaknesses, thereby improving scholar
experience (section 4.2)



E-portfolios enable scholars to become critical thinkers; positive constructivism is
supported, which improves the metacognitive skills of scholars (section 4.2)



This study found that e-portfolios can contribute towards improving scholars’ marks
through prompt feedback, frequent monitoring of progress, its ease of collaboration
as well as its evaluative nature (section 4.2)



This study found that e-portfolios are difficult to build, create and maintain, and can
therefore be quite time consuming (section 4.2)



It might be difficult for scholars to decide on the kind of information to select and
include in their e-portfolios (i.e. using only relevant evidence); thus, at times scholars
could end up with information overload (section 4.2)



It could be difficult for a scholar to decide on a specific format and structure to employ
when creating e-portfolios (section 4.2)
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E-portfolios allow scholars to learn from mistakes and improve on their academic
performance (section 4.2)

6.5.1.4 Secondary Research Question 4
SRQ4: How can the conceptualisation of e-portfolios at private tertiary institutions in
South Africa enhance the learning experience of scholars?
With regard to SRQ4, the following can be concluded:


E-portfolios create a sense of achievement; thus, it instils self-motivation and thereby
enhances the learning experience (sections 2.13, 4.1)



E-portfolios increase confidence as scholars refine their technological competencies
and develop a sense of ownership (sections 2.13, 4.1)



E-portfolios create a platform for deep self-evaluation as learning is scholar-centred
(sections 2.13, 4.1)



E-portfolios allow scholars to showcase their reflective skills (sections 2.13, 4.1)



Through the use of e-portfolios scholars seem to enjoy and become engaged in the
process constructing e-portfolios; thus, scholars become active participants (sections
2.13, 4.1)



E-portfolios allow scholars to become innovative, logical and critical thinkers (sections
2.13, 4.1)



E-portfolios create a platform where scholars can easily identify their strengths and
weaknesses, thereby creating a platform for positive constructivism (sections 2.13,
4.1)



E-portfolios are easier to maintain, change and update compared to traditional paperbased portfolios (sections 2.13, 4.1)



E-portfolios offer a more personalised approach through reflection on own
perceptions (sections 2.13, 4.1)



E-portfolios support ubiquity through easy access from anywhere, anytime (sections
2.13, 4.1)



The implementation of e-portfolios enables effective collaboration and communication
through sharing of ideas and viewing of peers’ e-portfolios (sections 2.13, 4.1)
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6.5.1.5 Secondary Research Question 5
SRQ5: What guidelines can be developed to establish the emergence of e-portfolios
as a technological tool for the learning experience of scholars at private
tertiary institutions in South Africa?
The emergence of e-portfolios as an effective technological tool is key in today’s HEIs, as
evidenced by this study. There exists a need to (i) devise some form of measuring the
effectiveness of e-portfolio application in an academic setting; and (ii) identify key elements
and issues such as policy and practice, resources, cost, quality, and the benefits of
implementing e-portfolios against the risks associated.
With regard to SRQ5, the following can be concluded:
There exists a need for a predefined strategy when designing an e-portfolio and the process
should follow certain predefined phases (sections 2.1, 2.1.3, 2.2 & 4.1).
ORGANISATIONAL (HEI) GUIDELINES
i.

HEIs should be able to effectively employ e-portfolios to identify graduate capabilities
such as critical thinking, problem solving, innovation, effective collaboration and
effective communication, among others, that can be utilised with the application of eportfolios (Chapter 4). E-portfolios provide opportunities to capture and monitor the
development of these capabilities, which have typically been considered difficult to
evaluate.

ii.

Conduct organisational feasibility studies and identify possible operational functions
and procedures for e-portfolios.

iii.

HEIs should conduct economic (“Is it cost effective?”), operational (“Do we have the
right resources to implement e-portfolios?”), schedule (“Is it possible to build a
solution in time?”), and technical (“Is it possible to introduce e-portfolios with the
current technology?”) feasibility before implementing e-portfolios.

iv.

Establish a plan with predefined processes, elements and key factors for e-portfolio
application.

v.

There should be motivation and support in place to cultivate a positive attitude
towards the implementation, development and maintenance of e-portfolios.

vi.

Determine potential technological competencies and expertise of all e-portfolio users.

vii.

Ensure that the rationale for e-portfolio application/implementation is aimed at
improving the learning experience of scholars at HEIs (Chapter 4).
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ECONOMIC GUIDELINES
i.

HEIs should conduct research to determine the cost-effectiveness of introducing eportfolios. Factors such as cost implication, maintenance, support, and other costs of
integrating e-portfolios into the educational system, need to be considered.

ii.

Consider opting for open source software (for example Google sites, as used in this
study) rather than platforms that demand expensive licencing requirements.

iii.

Through operational and technical feasibility studies, determine the resources needed
for upgrading skills to effectively function in an e-portfolio environment.

iv.

Establish the possible benefits that could be derived from implementing e-portfolios
(see below and Chapter 4).

v.

Identify the potential risk impact of implementing e-portfolios and put a contingency
plan in place.

ICT GUIDELINES
i.

Determine the availability of the technological infrastructure to support the
implementation and use of e-portfolios.

ii.

Establish policies that recognise and support innovative use of technology in the
classroom, thus facilitating the implementation of e-portfolios.

iii.

Determine the benefits of using free open source software such as Google sites.

iv.

Determine security, performance, data protection and ownership issues before
implementing e-portfolios. This means the e-portfolio system should authenticate and
verify that the e-portfolio content belongs to the author.

v.

Address issues of e-portfolio adaptability into the current system and how all involved
stakeholders will/could be affected by these dynamics.

vi.

Measure the capability of e-portfolios and their functional effectiveness in HEIs
comparative to optimum operational requirements and standards.

vii.

Determine appropriate technologically competent staff to support the e-portfolio
system and also train end users on e-portfolio application and maintenance.

viii.

Determine the scalability of the ICT infrastructure to accommodate possible growth in
e-portfolios application and usage.

GUIDELINES TO SCHOLARS FOR CONSTRUCTING E-PORTFOLIOS
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I.

Planning: When planning the e-portfolio, specific, measurable, achievable, realistic
and timeous (SMART) goals and objectives should be defined.

II.

Practice: Employ a predefined framework based on advice and guidance from
teachers/lecturers to properly plan, develop and maintain an e-portfolio.

III.

Gathering and selecting evidence: Include only relevant evidence in the e-portfolio,
in the form of:
a) Word or text documents
b) PowerPoint presentations
c) Webpages or hyperlinks
d) Excel spreadsheets, charts or graphs
e) Scanned documents, digital photographs
f)

Multimedia files

g) Integration with other interactive systems
IV.

Reflecting: The intended e-portfolio design should encourage or promote reflective
practices and positive constructivism in terms of the learning process (section 4.2.1).

V.

Organisation: Organise artefacts logically to ease navigation.

VI.

Electronic medium: Define the types of electronic media (e.g. video, audio and
graphics, among many) for the e-portfolio. (Scholars should be in a position to choose
a medium that is effective and one that they are comfortable with).

VII.

Access: Identify issues of access permission and privileges beforehand, bearing in
mind that different stakeholders might need to access the e-portfolio platform
remotely.

VIII.

Competence and confidence: There should be proper training of e-portfolio creation
and application as this will make scholars confident and technologically competent to
design, construct and maintain an e-portfolio.

IX.

Careful consideration must be taken when selecting evidence to include in an
electronic portfolio. The core components of selecting appropriate evidence include:


Relevance: The e-portfolio should be relevant in terms of content and
chronology



Sufficiency: The e-portfolio content and range should be of high quality



Authenticity: The e-portfolio should be verifiable and reflective of own input



Currency: The e-portfolio should exhibit current artefacts of practice



Competence: The e-portfolio should demonstrate successful achievement of
outcomes bound by an ethical practice through monitoring and evaluation
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X.

All evidence collected and gathered should seek to address the following key issues:


Evidence collection: Evidence should be resources from areas of practice
and any other evidence included should have formal acknowledgement and
verification



Anonymity: Evidence should only be accessed by relevant authorised people
and where consent has been given beforehand

6.5.2 Answering the primary research question
PRQ: How can e-portfolios be introduced as a technological tool to enhance the
learning experience of scholars at private tertiary institutions in South Africa?
With regard to the primary research question, the following can be concluded:


The use of e-portfolios in higher education to enhance the learning experience of
scholars is on the increase. E-portfolios have many benefits supporting an effective
academic environment, hence they are now being implemented in many tertiary
institutions (sections 1.1, 1.2, 2.1, 2.1.1 & 2.1.4)



From the statistical analysis of the pre- and post-survey results, the conclusion can
be made that e-portfolio implementation in tertiary institutions displays significant
potential to enhance the learning experience of scholars (sections 4.3, 4.4 & 5.3)



Based on the results of this research study there is strong consensus among most of
the participants that e-portfolios are a potentially effective technological tool to
enhance the learning experience of HE scholars (sections 4.3, 4.4 & 5.3)



E-portfolios are ubiquitous; thus, it enables scholars to submit work from anywhere,
anytime, and stakeholders to access these portfolios from anywhere, anytime. It was
found that e-portfolios can streamline job processes; this enables sponsors, parents
and other involved stakeholders to keep up to date with the scholars’ progress
(sections 2.1.2 & 4.2)



An e-portfolio can be used for collaborative purposes, meaning communication with
peers enables the sharing of ideas; this enhances collaborative workspace whereby
scholars can interact online and define the new era of online group work (sections
2.1.2 & 4.2)



E-portfolios, in their spectrum of benefits, avail the opportunity for scholars to identify
key strengths and weaknesses, thereby reflecting on their own learning. This seems
to improve scholars’ performance as they are able to receive feedback and improve
on past experiences (sections 2.1.2 & 4.2 & Table 4.5)
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6.6

LIMITATIONS

The number of participants in the research study was relatively small (n=48), meaning the
sample selected is probably not representative of the entire population of IT scholars at
private tertiary institutions in South Africa. Further research with more participants from a
range of universities is encouraged to provide a more reliable overall result representative of
all scholars in the IT programme.
A number of limitations in terms of time constraints were identified in this study. Most
participants raised concerns about the tediousness of maintaining an e-portfolio. Also, it was
a challenge for the researcher to find sufficient time to keep track and monitor the
participants. Furthermore, some participants displayed a negative attitude towards the
creation and maintenance of e-portfolios, meaning more time was needed to motivate the
scholars.
The outcomes of this research study are applicable to the IT field only as the scholars
involved were IT scholars. Data were collected from only one of the private universities in
Gauteng, South Africa (which was the case in study).

6.7

RECOMMENDATIONS DERIVED FROM THIS STUDY


The advancement in technologies should be viewed as an advantage in learning (i) to
support scholars, (ii) create an environment conducive to learning, and (iii) develop
effective learning processes; hence the e-portfolio should be considered as a learning
tool at HEIs in South Africa to enhance the learning process of scholars.



E-portfolios can be used by scholars to replace the traditional résumé and paperbased portfolios.



E-portfolios could be used to create a more dynamic and ubiquitous environment for
stakeholders to access scholars’ e-portfolios for prospective work opportunities, and
for scholars to enhance their learning experience and become more employable.



E-portfolios can be used as a tool for continuous professional development where
learners can reflect on their own learning in a collaborative way.



E-portfolios can be used by scholars as a tool to identify their own strengths and
weaknesses, and improve skills



E-portfolios can be used by scholars as a tool to enhance their presentation skills



E-portfolios can be used by teachers/educators as online assessment tool
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6.8

RECOMMENDATIONS FOR FUTURE RESEARCH


This study only investigated the use of e-portfolios in an academic environment.
Future studies could be undertaken in a work-based environment to explore how best
e-portfolios can be utilised in a work-related environment for professional
development.



This study only investigated a small sample at one private tertiary institution. Future
studies could incorporate a larger sample from different tertiary environments.



The aim of this study was not specifically focused on the practical capability of the eportfolio in terms of assessment. Future research could investigate using the eportfolio tool for e-assessment with real-time feedback.



Baris and Tosun (2013) found that e-portfolios can be effectively used if integrated
within social networks. Future research could be conducted on how the e-portfolio
tool can be integrated with a social network platform to enhance the learning
experience of scholars.



The rise of e-learning has created an appropriate platform to develop an intelligent
system/agent that is user friendly, has real-time capabilities, is interactive and can
act on its environment through sensors and can learn and possibly be adaptive to the
changes. Future research on this is recommended.

6.2

CONCLUSION

Electronic portfolios are increasingly becoming part of the higher education experience of
scholars. This trend looks set to spread beyond early adopters to encompass many, if not all,
higher education institutions. For the e-portfolio to be considered an effective and useful
learning tool, scholars need to be actively engaged with their own e-portfolios.
This study has contributed to the body of knowledge on how scholars at private tertiary
institutions in South Africa can become actively engaged in the implementation and
application of e-portfolios, and how the use of e-portfolios can be integrated in learning and
assessment through effective interpersonal communication and collaboration to enhance the
learning experience of scholars.
The final deduction of this study can conclusively be summarised as follows:
Through the exploration of literature to date and research conducted at a private
tertiary institution in South Africa, a technologically advanced e-portfolio platform
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employed at this institution significantly enhanced the learning experience of scholars
registered for the Information Technology programme, and improved scholar
communication, sharing of ideas, critical reflection on own work, identifying
strengths, and keeping track of progress.
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ANNEXURE A: PARTICIPANT INFORMED CONSENT FORM
RESEARCHER: MICHAEL T. MAPUNDU
E-mail address: tajack8@yahoo.com
Cell-phone number: 078 494 0838

INFORMATION AND CONSENT FORM TO PARTICIPATE IN A RESEARCH PROJECT

My name is Michael T. Mapundu and I am a scholar at the Faculty of Applied and Computer
Sciences, Vaal University of Technology.
I am doing research on the use of Electronic portfolios. My research is focused on the use of
electronic portfolios to enhance learning experience and academic performance in Gauteng’s
private tertiary institutions.
Your selection as a participant in the research is based on my familiarity with you in a social
and professional setting on the programme. Part of my research is to conduct structured and
semi-structured interviews, case studies and make use of documentation (attendance
figures, school results, tutorial evaluation forms and reflections collected during the
administering of the programme). This is documentation I will use as data, ONLY if you are
WILLING TO PARTICIPATE in the research.
If you have any questions, reservations and/or concerns that you would like to raise or ask
regarding the study, please feel free to contact me on my personal cell-phone as provided at
the top left hand corner of the first page.
Confidentiality
Your name, the name of the school in which you were a scholar, the funder and service
provider administering the programme in which you were part, will not be mentioned in the
research. Alias names and coding will be used to conceal your identity so as to protect all
parties concerned from any reprisals and harm that could result from participation in the
research.
Risks and Benefits/Payment
You will not be paid for participating in the study. The benefits of the study will be for the
academic purpose of learning, understanding and gaining further insights into the field of
study in question.
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Time Involvement
Interviews will take place only a maximum of two times (second time only if necessary: to ask
follow-up questions on issues raised in the first interview or obtain clarity on an issue/s
raised) at a venue convenient for you where you are most comfortable. This place must be
easily accessible to you and not inconvenient for you to get there. Interviews will not be more
than an hour in duration.
Your Rights
If you have read the above and wish to take part in the research, PLEASE UNDERSTAND
THAT YOUR PARTICIPATION IN THE STUDY IS VOLUNTARY. YOU HAVE THE RIGHT
TO WITHDRAW YOUR CONSENT OR DISCONTINUE YOUR PARTICIPATION IN THE
RESEARCH AT ANY TIME. IF YOU WITHDRAW CONSENT AND PARTICIPATION YOUR
WISHES WILL BE RESPECTED AND YOUR INPUT NOT INCLUDED IN THE STUDY.
PLEASE UNDERSTAND THAT YOU ARE UNDER NO OBLIGATION TO PARTICIPATE IN
THE RESEARCH.
Consent
Please complete, sign and return the form below, indicating if you agree or do not agree to
participate in the study. Please also indicate if you are 18 years old OR not.
I ………………………………………………………………………….. am willing (please tick)
or am not willing (please tick)

to participate in the research study to be conducted by

Michael T. Mapundu at a convenient location.
I am 18 years old or older (please tick)
Yes
No

Signature …………………….
Date …………………………..
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ANNEXURE B: SAMPLE QUESTIONNAIRE
ELECTRONIC PORTFOLIOS TO ENHANCE THE LEARNING EXPERIENCE OF SCHOLARS AT
PRIVATE TERTIARY INSTITUTIONS IN SOUTH AFRICA
This survey aims to investigate the use and integration of an e- portfolio in South African private
tertiary institutions. The questionnaire will be used to investigate perceptions of the use of portfolios in
the classroom environment at the university. Consequently it will help us understand to what extent
the use of e-portfolios has any effect on your communication skills, reflection and collaboration, thus
enhancing academic performance and experience of private college scholars. You are asked to
express what you hope to achieve in the learning process.
I am inviting you to participate because your course was selected for this study. You may decline filling
in the questionnaire at any time, and you may withdraw from the study at any time. The survey is
completed anonymous and takes around 20 minutes to complete. All data collected in this survey will
be held anonymously and securely.
1.

Background Information
Please tick one box in each case (√):
a.
b.
c.
d.
e.
f.
g.
h.

2.

Age range:
under 20
/between 20 and 30
Gender:
Male
Female
Computer skills: Beginner
Intermediate
What is your race?........................................................................................
What is your ethnic group?............................................................................
Have you ever heard about e-portfolios? Yes
No
How often do you anticipate using an e-portfolio in the near future?
Never
Seldom
Sometimes
Often

/over 30
Advanced

Always

Ease of use
In this class, I hope that….

Never
1

Seldom
2

Sometimes
3

It will be easy to post and
respond to e-portfolio entries
The e-portfolio will be fun to
use
The e-portfolio will allow tools
like videos, audio, images, etc.
to be included
It will take a short time to learn
how to use an e-portfolio
It will allow easy navigation
Make me
learning

reflect

on

my

Help me generate new ideas
(Adapted from Newberry, 2011)
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Often
4

Always
5

3.

Interpersonal Communication
In this class, I hope that….

Never
1

Seldom
2

Sometimes
3

Often
4

Always
5

Often
4

Always
5

I will interact with other
scholars through e-portfolios
I will discuss with other
scholars how to improve my eportfolio
I will ask other scholars to
explain their ideas
Other scholars will
their ideas to me

explain

Other scholars will discuss
their ideas with me
(Adapted from Newberry, 2011)

4.

Reflection
In this class, I hope that….

Never
1

Seldom
2

Sometimes
3

I will get to critically reflect on
my own learning
I will get to critically reflect on
my selected artefacts
I will get to critically reflect on
new ideas presented
I will get to critically reflect on
how to become a better
scholar
I will get to critically reflect on
my own achievements
(Adapted from Newberry, 2011)

5.

Collaboration
In this class, I hope that….

Never
1

Seldom
2

Sometimes
3

I will reflect on my own
learning when browsing my
peer’s e-portfolio
I will get positive feedback
from my peers
I will contribute to the content
of my peer’s e-portfolio
I will improve the content of
my e-portfolio based on the
feedback of my peers
(Adapted from Newberry, 2011)
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Often
4

Always
5

6.

Assessment
Question

Likert Scale Ranks
Strongly
agree

Agree

Neither
agree nor Disagree
disagree

1

I feel comfortable that an e-portfolio
is a better way to assess my
knowledge

2

I feel comfortable if an e-portfolio is
used as part of a course in my
program study

3

l feel comfortable with an e-portfolio
used as an assessment tool by the
faculty for part of my grade in course

4

I use the faculty comments about my
e-portfolio as positive constructivism

5

I would be comfortable with an eportfolio used as a graduation
requirement to my program of study

6

I feel that an e-portfolio is a better
way for the faculty to assess my
knowledge

7

Using an e-portfolio would help me
identify my strengths
(Adapted from Newberry, 2011)

7.

Strongly
disagree

Learning
Question

Likert Scale Ranks
Strongly
agree

Agree

1

I would use my e-portfolio to help me
develop my skills

2

I would use an e-portfolio as a way to
monitor my skills as they develop
over time

3

l would use an e-portfolio to help me
develop my knowledge

4

I think viewing my peer’s e-portfolio
would be a valuable learning
experience

5

I would use an e-portfolio to guide my
skills development

6

I would use my e-portfolio to learn my
mistakes

7

I would use my e-portfolio to enhance
my
learning
experience
and
academic performance

8

I plan to continue maintaining my eportfolio to enhance lifelong learning
(Adapted from Newberry, 2011)
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Neither
agree nor Disagree
disagree

Strongly
disagree

8.

What are your opinion on the use of e-portfolios?

----------------------------------------------------------------------------------------------------------------------------- ---------------------------------------------------------------------------------------------------------------------------------- -------------------------------------------------------------------------------------------------------------------------------------------- ------------------------------------------------------------------------------------------------------------------ ------------------------------------------------------------------------------------------------------------------------------------------------------------ -------------------------------------------------------------------------------------------------- ----------------

9.

Do you think online e-portfolios are a good idea and why?

----------------------------------------------------------------------------------------------------------------------------- ---------------------------------------------------------------------------------------------------------------------------------- -------------------------------------------------------------------------------------------------------------------------------------------- ------------------------------------------------------------------------------------------------------------------ ------------------------------------------------------------------------------------------------------------------------------------------------------------ -------------------------------------------------------------------------------------------------- ------------------------------------------------

10. Do you think there have been any improvements in your academic work through the use of
e-portfolios? List a few areas that have been positively affected.
-------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------- ------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------ --------------------------------------------------------------------------------------------------------------------------------------------------

11. Will you continue using and maintaining an e-portfolio and why?
-------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------- ------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------ --------------------------------------------------------------------------------------------------------------------------------------------------
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ANNEXURE C: SAMPLE E-PORTFOLIO LINKS
https://sites.google.com/site/mabhenaonline/
https://sites.google.com/site/pelontledladla/
https://sites.google.com/a/cti.ac.za/michaelmapundu/home
https://sites.google.com/site/dladlainfos/
https://sites.google.com/site/mabenasystems/home
https://sites.google.com/site/iroshwin/
https://sites.google.com/site/ajnainformations/?pli=1
https://sites.google.com/site/be20151285/
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ANNEXURE D: VARIABLE KEY

Variable

Description

Age

Age range

Gender

Gender

CompSkl

Computer skill

KnwEpot

Have you ever heard about e-portfolios?

UseFut

How often do you anticipate using an e-portfolio in the near future?

Posting

It will be easy to post and respond to e-portfolio entries

Fun

The e-portfolio will be fun to use

Tools

The e-portfolio will allow tools like videos, audio, images, etc. to be included

Time

It will take a short time to learn how to use an e-e-portfolio

Navigation

It will allow easy navigation

Reflect

Make me reflect on my learning

Ideas

Help me generate new ideas

Interact

I will interact with other scholars through e-portfolios

Improve

I will discuss with other scholars how to improve my e-portfolio

Explain1

I will ask other scholars to explain their ideas

Explain2

Other scholars will explain their ideas to me

Discuss

Other scholars will discuss their ideas with me

Cr_reflect

I will get to critically reflect on my own learning

Artefacts

I will get to critically reflect on my selected artefacts

Presndid

I will get to critically reflect on new ideas presented

Better_Le

I will get to critically reflect on how to become a better scholar

Achievnts

I will get to critically reflect on my own achievements

Peers

I will reflect on my own learning when browsing my peer’s e-portfolio

Feedbck

I will get positive feedback from my peers

Cntrbute

I will contribute to the content of my peer’s e-portfolio

Imp_cont

I will improve the content of my e-portfolio based on the feedback of my peers

Assess

I feel comfortable that an e-portfolio is a better way to assess my knowledge
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Variable

Description

Age

Age range

Part

I feel comfortable if an e-portfolio is used as part of a course in my program study

Ass_Tool

l feel comfortable with an e-portfolio used as an assessment tool by the faculty for
part of my grade in course

Construct

I use the faculty comments about my e-portfolio as positive constructivism

Graduatn

I would be comfortable with an e-portfolio used as a graduation requirement to my
program of study

Faculty

I feel that an e-portfolio is a better way for the faculty to assess my knowledge

Strengths

Using an e-portfolio would help me identify my strengths

Develop

I would use my e-portfolio to help me develop my skills

Monitor

I would use an e-portfolio as a way to monitor my skills as they develop over time

Dev_know

l would use an e-portfolio to help me develop my knowledge

Viewing

I think viewing my peer’s e-portfolio would be a valuable learning experience

Guide

I would use an e-portfolio to guide my skills development

Mistakes

I would use my e-portfolio to learn my mistakes

Enhance

I would use my e-portfolio to enhance my learning experience and academic
performance

Continue

I plan to continue maintaining my e-portfolio to enhance lifelong learning
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ANNEXURE E: INTERVIEW RESPONSES FROM PARTICIPANTS
From the 48 scholars interviewed, feedback from thirty (30) participants, fifteen (15) (Group
A) and fifteen (15) (Group B) most representative of the collaborative feedback, were
selected to present in this annexure.
POST-SURVEY
SCHOLARS
Res

FROM

GROUP

IQ1

A

AFTER

INTRODUCING

E-PORTFOLIOS

TO

IQ2

IQ3

1Q4

What are your opinions
about the use of eportfolios?

Do you think online eportfolios are a good
idea and why?

Do you think there
have
been
any
improvements in your
academic
work
through the use of eportfolios? List a few
areas that have been
positively affected.

Will you continue using
and maintaining an eportfolio and why?

P1R

It is a sufficient tool that
can really help me in my
learning
and
communication skills with
my friends.

Yes they are helpful.

Yes, memory and my
communication with my
fellow colleagues.

No, it is not a common
communication tool that
most people do not have.

P2R

It can become helpful to
other scholars including
myself.

Yes they are a good idea
because work can be
even submitted from
home.

I haven’t started using
it.

Yes it’s a good way to
improve my academic
performance.

P3R

I think it allows scholars
and
peers
to
communicate easily and
to access data easily
,because it is on the
internet
.E-portfolios
helps you to work more
organised and to have a
centralized
control
structure
for
your
documents and work.

Yes because it provides
a mobile file sharing
structure and allows you
to work through the
internet which is more
reliable.

It creates a more
comfortable
working
area because I can
submit it in my comfort
of my room.

Yes because it helps me
to
manage
my
documents online.

P4R

It should be less time
consuming and partially
private so that others
may not have access to
your portfolio.

Yes it’s a good idea
because
it
reduces
operation time.

No because I have not
found access yet.

I will because it makes it
easier for me to access
my profile and updates
for me.

P5R

I feel as though it could
be useful if one knows
how to use it, if not it will
be tedious and time
consuming.

Yes because of easy
access.

No

No

P6R

They are ok.

No
they
consuming.

time

No.

Yes I believe it might
help me.

P7R

It’s
so
much
interesting
informative.

fun,
and

Yes, it is a good
communication medium.

Yes

Yes it’s fun.

P8R

They are useful and allow
people to view and
interact
with
professionals.

Yes, they allow me to
make business portfolio
and show that am a
professional.

No, not that I have
seen.

Yes
for
improvement.

are
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further

Res

IQ1

IQ2

IQ3

1Q4

What are your opinions
about the use of eportfolios?

Do you think online eportfolios are a good
idea and why?

Do you think there
have
been
any
improvements in your
academic
work
through the use of eportfolios? List a few
areas that have been
positively affected.

Will you continue using
and maintaining an eportfolio and why?

P9R

The e-portfolio will be
very helpful and useful to
access and allow people
to have an intrusive
insight on the internet.

Yes, because it allows
people
to
make
a
business portfolio which
is very professional.

No as l do not use the
e-portfolio.

Yes it will improve many
valuable skills.

P10R

It is productive on my
studies.

Yes but
comment.

Yes it made me
improve my marks.

Yes, so that I can always
improve.

P11R

I feel that it will improve
people’s knowledge on
how to use the eportfolios effectively.

Of course they are
delightful and informative.

No

Yes, because it could be
helpful.

P12R

It is cool and educative.

Yes, it allows scholars to
progress academically.

Yes academically.

Yes.

P13R

It is a good way to help
scholars assess their
knowledge on a particular
subject and improve from
mistakes that they have
made.

Yes, it can allow lecturers
to assess knowledge and
areas that you need to
focus on.

Yes, there have been
and it has impacted the
way of study and how
we analyse work and
improved on areas that
we have to focus on.

Yes because it is helping
me with improving my
grades and also my
studying.

P14R

----------

I think they are good
because you can check
them whenever you feel
like and show it to your
parents.

Yes, am able to
communicate with my
fellow scholars.

Yes because it helps a
lot.

P15R

Very useful in identifying
my
strengths
and
weaknesses.

Yes, it makes me reflect
on my learning.

No

Yes it is very helpful in
my studies.

I

have
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no

POST-SURVEY
SCHOLARS
Res

FROM

GROUP

IQ1

B

AFTER

INTRODUCING

E-PORTFOLIOS

TO

IQ2

IQ3

1Q4

What are your opinions
about the use of eportfolios?

Do you think online eportfolios are a good
idea and why?

Do you think there
have
been
any
improvements in your
academic
work
through the use of eportfolios? List a few
areas that have been
positively affected.

Will you continue
using
and
maintaining an eportfolio and why?

P1R

Sometimes efficient due
to network speed.

Yes because education is
moving
forward
technologically
helping
develop the learning
process in our country.

Yes
submission
of
document
deadlines,
group work and being
able to evaluate myself
according to my peer’s
work.

Yes it will help me
create a professional
portfolio which will help
me in the future.

P2R

It is effective to use.

Sometimes
because
some users find it difficult
to access the learning
management
system
because of technicalities.

No there has not been
any
improvement
because users find it
hard to access the eportfolio.

Yes I will.

P3R

The concept of an eportfolio is a good idea
but problems can arise
with the privacy of
information.

No there is sensitive
information that should
not be accessible to the
general public.

Yes I have identified
that I can improve .I
enjoyed viewing my
peer’s e-portfolio.

Maybe when I enter the
workforce and need a
curriculum vitae.

P4R

It is a new and improved
way of doing work and
saving the work.

I do not think it is a bad
idea but it may cause
problems
for
some
people, other than that it
is a new and improved
way of academics.

I do not think it
improved my academic
work only it made my
work more structured,
easier to get when
needed and improving
my skills.

Maybe when the time is
needed for it I will use it
and maintain it.

P5R

I feel e-portfolios can be
a good idea if people
actually use them. Most
scholars would not take
the time to update their eportfolios.

E-portfolios are a good
idea if it is used as a
medium to help improve
your academic work.

I have not used an eportfolio before.

I do not think I will use
in in the future.

P6R

It is a way to upload your
progress on work and
ask friends to help you
out.

Yes we can discuss
ideas with friends.

No.

It depends on when I
will use it again.

P7R

I think that the use of eportfolios will enhance
the way learning takes
place, considering the
fact that we are now in
the technological era.

Yes they are. This is
because online it will be
easier to upload and
retrieve documents that
are
school
related.
Another thing is that the
use of electronics and
technology
will
be
improved which will pose
a great advantage.

Well, I have not really
made use of an eportfolio but I do
foresee
much
improvement in my
academic work if I were
to take it seriously.

Definitely I will. This is
because
I
foresee
myself making use of
an e-portfolio in the
near future.

P8R

I think the use of eportfolios is a simple way
to keep all your work in
one place.

Yes because it allows
you to easily organise
your work.

No due to the fact that I
have not used an eportfolio.

I will use it.

P9R

It makes it easier to
access documents and

Yes because it is a good
method to share your

I always have access
and
backup
of

Yes because it makes
a neat presentation and
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Res

IQ1

IQ2

IQ3

1Q4

What are your opinions
about the use of eportfolios?

Do you think online eportfolios are a good
idea and why?

Do you think there
have
been
any
improvements in your
academic
work
through the use of eportfolios? List a few
areas that have been
positively affected.

Will you continue
using
and
maintaining an eportfolio and why?

data on a singular
destination source.

portfolio with other users
on the internet.

documents as a soft
copy .Responses and
comments by other
scholars or users have
given
me
the
opportunity to improve
my work.

ease of sharing with
other users online.
Furthermore I can gain
new
experience,
knowledge and skills
through the e-portfolio.

P10R

They are great to keep
track of work and to view
strengths
and
weaknesses.

Yes anyone can do it
from anywhere.

No nothing has gotten
better from e-portfolios.

No, I dint require the
services, I get them
from the drop box.

P11R

They make it easy to
store
and
share
academic work. They can
be quite consuming to
setup.

Yes they are, they give
users a good way to
share their ideas and
achievements as well as
interact
with
other
intellects.

Yes
viewing
other
people’s
e-portfolios
has
given
me
information and ideas
to use in my own work.

Yes
because
the
interactivity within an eportfolio will assist me
in my work on an
ongoing basis.

P12R

Good idea but at times
will not have time to go
on. It all depends what it
could offer.

Yes as it will be faster to
access information but
certain problems could
arise.

To be honest I have not
seen any personal
differences or effects.

All
depends
on
workload and future
preferences.

P13R

It is not a bad concept
but personally to an
extent am old fashioned
with this type of method
and not quite ready to
accept it.

To an extent yes but
there is the risk of
intrusions online and if
there is a connection
problem the accessing
the e-portfolio would be
an issue.

I would say I have not
really
noticed
any
difference
between
using and not using eportfolios.

It will depend on how
well it will help me in
the future.

14R

I think it is very
convenient because you
can contribute to it and
view it anytime.

Yes because people can
view their e-portfolios
remotely.

Yes submitting work
and receiving feedback
has been much faster.

Yes because it helps
and it will improve the
way I work and study.

P15R

It is a good way to
communicate with other
scholars. It will help me
with classwork, make
group
work
easier.
However it is time
consuming.

Yes scholars can interact
with other scholars and
help each other.

No, I have not really
used it yet.

No sometimes it is hard
to access it.
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ANNEXURE F: PRE- AND POST-SURVEY GROUP A HISTOGRAMS

Figure F1a: Bar chart pre-survey Group A
frequencies based on ease of use

Figure F1b: Bar chart post-survey Group A
frequencies based on ease of use

Figure F2a: Bar chart pre-survey Group A
frequencies based on IC

Figure F2b: Bar chart post-survey Group A
frequencies based on IC

Figure F3a: Bar chart pre-survey Group A
frequencies based on reflection

Figure F3b: Bar chart post-survey Group A
frequencies based on reflection
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Figure F4a: Bar chart pre-survey Group A
frequencies based on collaboration

Figure F4b: Bar chart post-survey Group A
frequencies based on collaboration

Figure F5a: Bar chart pre-survey Group A
frequencies based on assessment

Figure F5b: Bar chart post-survey Group A
frequencies based on assessment

Figure F6a: Bar chart pre-survey Group A
frequencies based on learning

Figure F6b: Bar chart post-survey Group A
frequencies based on learning
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ANNEXURE G: PRE- AND POST-SURVEY GROUP B HISTOGRAMS

Figure G1a: Bar chart pre-survey Group A
frequencies based on ease of use

Figure G1b: Bar chart post-survey Group A
frequencies based on ease of use

Figure G2a: Bar chart pre-survey Group A
frequencies based on IC

Figure G2b: Bar chart post-survey Group A
frequencies based on IC

Figure G3a: Bar chart pre-survey Group A
frequencies based on reflection

Figure G3b: Bar chart post-survey Group A
frequencies based on reflection
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Figure G4a: Bar chart pre-survey Group A
frequencies based on collaboration

Figure G4b: Bar chart post-survey Group A
frequencies based on collaboration

Figure G5a: Bar chart pre-survey Group A
frequencies based on assessment

Figure G5b: Bar chart post-survey Group A
frequencies based on assessment

Figure G6a: Bar chart pre-survey Group A
frequencies based on learning

Figure G6b: Bar chart post-survey Group A
frequencies based on learning
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