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Investing in an ePortfolio to support longitudinal 
assessment in medicine: the journey 12 months on  
Dr Helen Wozniak, Office of Medical Education, Faculty of Medicine, University of 
Queensland  

Ms Shari Bowker, Institute for Teaching and Learning Innovation, University of Queensland  

Abstract 

Using an ePortfolio system to gather evidence of learning across higher education programs 
is not a new idea but the investment associated with implementation in a large complex 
medical program has not been fully explored. In 2019, the Medical program at UQ embarked 
on a journey to facilitate a student driven longitudinal assessment strategy. This aimed to 
capture students’ clinical learning experiences, offer opportunities for them to reflect on their 
clinical performance, over time demonstrate achievement of key clinical competencies and 
make the connections to graduate outcomes. The UQ enterprise ePortfolio system had been 
piloted successfully across all clinical placement sites during 2018 and was then scaled up 
to include all workplace-based assessments (WBAs) across the clinical years in 2019.  
Despite in-depth testing and training of key stakeholders, the expected learning value has 
been limited by the technical constraints encountered. The data obtained from 13,774 WBAs 
in the first semester of 2019 has provided transparency of the varied clinical learning 
experiences completed by students but has been plagued by technical roadblocks including 
the inability to effectively identify students at risk of academic underperformance. This raises 
questions about how to justify resources to invest and achieve a sustainable long-term 
ePortfolio solution using university enterprise systems. 

Keywords: workplace-based assessment, clinical competence, at risk students, investment, 
longitudinal assessment 

Background and Context 

The University of Queensland’s Doctor of Medicine program (MD) is one of the largest in 
Australia with approximately 480 students in each year. Students in years 3 and 4 (called 
Phase 2) complete their clinical years spread across 17 different clinical units across urban 
and rural Queensland, Australia and at the Ochsner Clinical School in New Orleans, USA.  
This spread of students geographically with placements in varying medical contexts had 
resulted in variation of assessment processes between the 10 discipline-based courses and 
numerous clinical sites. Inconsistency of assessment outcomes and a lack of feedback to 
students had been identified as an area needing improvement (Wozniak & Bowker, 2018).  

As part of a curriculum renewal process to promote integration of teaching and learning 
activities across the Phase 2 courses, assessment was modified to introduce improved 
consistency and transparency and a whole of program assessment of clinical competence. 
Students complete “authentic” clinical tasks (such as taking a patient’s history or completing 
a physical examination) requiring them to apply their knowledge, receive feedback from their 
supervisor and reflect on their performance. Students must be able to demonstrate evidence 
of their achievements across these tasks from a range of clinical practice settings managing 
their achievements and progression towards graduation and intern-readiness. Workplace-
based assessments (WBAs) such as the Mini-clinical Evaluation Exercise (mini-CEX), Direct 
Observation of Procedural Skills (DOPS) and In-Training Assessments (ITAs) are an integral 
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component of this process. They enable students to seek out opportunities to practice their 
skills, collect feedback and using an ePortfolio can collate their learning across multiple 
clinical episodes, promote reflection and increase the visibility of their achievement of clinical 
competence.  

In parallel with the assessment redesign the UQ MD implemented a year-long Workplace 
Learning Portfolio (WLP) Course to manage a more student driven approach to learning in 
the clinical setting. The WBAs described earlier were re-designed and then configured within 
the ePortfolio using customizable rubric templates which linked (mapped) to clinical 
competency outcome sets derived from the Medical Deans of Australia and New Zealand 
(MDANZ, 2014). These included history, examination, clinical reasoning, clinical 
communication, clinical management and procedural skills, social and cultural competence, 
professional practice, medical ethics and law, and reflective practice. In accordance with the 
advice of Driessen (2017) to optimize direct learning gain, students had flexibility to choose 
the assessor and type of assessment undertaken to match the available learning 
experiences in their clinical environment. If an assessment was not completed to a 
competent level the student was required to complete a “Reflection and Action Plan” in the 
ePortfolio.  

Investment of time and resources when implementing an ePortfolio  

Envisioning and translating an assessment strategy to practical implementation with an 
ePortfolio required a significant investment in resources, time and training of staff and 
students.  

Following on from the successful trial in 2017 using the ePortfolio to administer the ITA, the 
system was expanded to all 10 Phase 2 courses gradually throughout 2018.  This staged roll 
out strategy enabled deeper understanding into our use cases, identification of areas of risk 
and some of the ePortfolio system limitations. For example, we identified during trialing that 
the lack of a mobile app connected to the ePortfolio restricted its ability to accommodate the 
opportunistic nature of some of the WBAs. This was further compounded by the transient 
nature of health professionals supervising and completing these WBAs. Consequently, a 
logbook needed to be developed to initially record some WBAs (Mini-CEXs and DOPS) 
resulting in a requirement for students to manually upload logbook data into their ePortfolio. 
The workflows in the clinical setting did not easily align to the ePortfolio functionality 
highlighting factors that influence the intersection of pedagogy with technology. Table 1 
shows the types of assessment, when they occur and the ePortfolio process. 

Table 1: Types of WBAs 

Type Purpose Process 

Mini-CEX Opportunistic assessment of 
a component of medical 
practice throughout 
placement 

Assessed in with student in 
logbook, student uploads results 
and feedback to their ePortfolio 

DOPS Opportunistic assessment of 
a component of medical 
practice throughout 
placement 

Assessed with student in logbook, 
student uploads results and 
feedback to their ePortfolio 
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In-Training 
Assessment 

End of placement global 
assessment of performance 
across all the weeks of the 
placement 

Student submits assessment via 
their ePortfolio, assessors receives 
ITA by email with a link to login to 
ePortfolio and assess student 
online. 

Reflection and 
Action Plans 

Completed if any criteria of 
the above assessments are 
scored below the competent 
level to assist in reflection 
about performance and 
planning for future 
development 

Student completes reflection in the 
journal section of their ePortfolio.  
Reflections are reviewed by the 
course coordinator. 

 

A range of training and change management support strategies were required throughout 
the transition process of adopting the ePortfolio. As the students are assessed by over 2000 
practicing clinicians from urban, rural and international clinical schools, training the 
assessors to use the ePortfolio system was not a feasible option. Instead, they received 
online guides and were supported by the student support administrative staff located at each 
unit.  The Project Officer delivered approximately 35 training sessions which consisted of 
one- or two-hour, one-on-one sessions or interactive group workshops which were 
supplemented with daily email and phone support.  While the central university eLearning 
team delivered initial student training, provided ongoing student technical support and 
generic guides for staff, this was insufficient. Staff in the Office of Medical Education 
supporting the MD needed to develop customized ePortfolio assessment guides for 
students, assessors and administrators as well as respond to numerous student and staff 
queries to troubleshoot within the ePortfolio system. 

An unexpected resourcing requirement also emerged as we scaled up in semester 1 2019. 
The need for data reporting capabilities and data analysis led to appointment of a Business 
Intelligence Officer in early 2019 to support the implementation of the WLP courses. A 
multitude of ePortfolio reports were required throughout the semester to extract data related 
to student completion of WBAs, identify the non-submitters and prepare to support a mid-
year formative portfolio review where it was anticipated that students who were at risk of not 
meeting course requirements could be identified. Standard operating procedures also 
needed to be developed to align with the assessment processes and use of Logbooks 
including further training of support staff located at the various clinical units. These activities 
proved to be a time-consuming task throughout 2018 and 2019 to manage the large student 
cohort and their queries and manage staffing changes at each clinical site.  

Value of the ePortfolio outcomes 

There has been criticism about the value of ePortfolios and their impact on learning in the 
medical education literature (Van Schaik et al. 2013), with suggestions that the data gained 
may not provide sufficient direction for students about how to improve their clinical 
performance (Van der Schaaf, 2017). In addition, some medical students struggle to 
negotiate the balance between building relationships within their clinical team with 
achievement of their assessment requirements (Barrett, Trumble & McColl, 2017). We 
attempted to overcome these shortcomings drawing on recent advice by Driessen & Tartwijk 
(2019) by setting clear standards. Each logbook detailed the expected type and number of 
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WBAs which should be achieved in each specialty placement guiding students to set realistic 
learning goals. The ePortfolio pedagogy aim was for students to be able to collate their 
results by learning outcome, enabling them to connect their learning experiences and clearly 
see where they are competent and where more work is required. We attempted to normalize 
ePortfolio behaviour and closely monitored the ePortfolio data reminding students to 
continually upload their WBAs from their logbook to their ePortfolio weekly or fortnightly. 
Figure 1 shows the weekly distribution of assessments uploaded by students demonstrating 
the tendency for students to delay this until the end of a placement and mostly to the end of 
the semester which would have added to an already busy schedule with exams due a week 
later. Students’ written feedback indicated that they found the process of uploading their 
assessments into their ePortfolio an administrative burden that impacted learning value of 
these WBAs. On the flip side early in the semester there were many requests from students 
to design and configure an additional area in the ePortfolio for them to collect, record and 
reflect on non-mandated clinical tasks being completed in addition to other WBAs. Clearly 
some students noted the value in collating their wider learning experiences and at the end of 
the semester, an extra 420 entries had been documented in the ePortfolio. 

Figure 1: Number of Mini-CEXs and DOPS submissions in ePortfolio  

 

 

At the end of the 22-week Semester 1 in 2019, 941 students entered 13,774 WBAs into the 
ePortfolio completed at a multitude of clinical sites by hundreds of supervisors. Figures 2, 3 
and 4 show the total number of each assessment type, for each year of the clinical program 
(Year 3 and Year 4), completed in ePortfolio in Semester 1.  

Email requests from MD academics for further data on student’s performance across the 
semester who were identified as at risk indicated that staff were valuing the transparency of 
available data and learning analytics about student performance which was not available to 
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them in the past. The usability and utility of the information for detecting at risk students will 
be described next. 

Figure 2: Number of ITAs, Mini-CEXs and DOPS submissions in ePortfolio  

 

Figure 3: Distribution of the different Mini-CEX history which were uploaded by 
students to ePortfolio  
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Figure 4: Distribution of the various types of DOPS which were uploaded by students 
to their ePortfolio 

 

 

Identifying at risk students 

How students navigate and learn within the complex clinical environment has been 
documented and Barrett et al. (2017) advise that a challenge is to identify the students who 
are struggling and provide the appropriate support they require. We found this to be very 
difficult with our students as well. As we were not capturing learning activities in real-time, 
we could not ascertain if a student was indeed struggling to build relationships with their 
team and seek out appropriate patients for assessment opportunities or just hadn’t uploaded 
completed assessments from their logbook to their ePortfolio yet. It was expected that with 
the reporting capabilities of an ePortfolio to view student performance longitudinally across 
various assessment tools, criteria and learning outcomes, with options to filter by location 
and course, we would be able to identify the at risk students early and could involve the 
appropriate stakeholders in order to initiate a focused remediation plan. However, this was 
not the case and the reporting limitations will be further described below. Administration staff 
regularly monitored submissions and contacted students with advice on how to complete the 
submission process but since many students chose not to upload assessments until the end 
of semester deadline, this added another complexity. There were 3495 assessments 
uploaded in the final two weeks and technical errors in these assessments could not be 
identified by staff and remedied prior to the portfolio review leading to students who thought 
they had successfully digitized their logbook assessments but the reports did not include the 
incomplete submissions. 

At the end of the semester, the reports were analyzed and unfortunately, we were unable to 
easily differentiate between the true at risk students who did not meet the criteria for the mid-
year portfolio review (completion of WBAs and achievement of clinical competencies) versus 
students who experienced ePortfolio technical difficulties. Manual analysis was required to 
investigate each student’s ePortfolio results who was identified by the reports as at risk of 
non-completion of the year-long course (n=93, 10%). Further analysis enabled 
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categorization into themes of how and why these students were deemed to be at risk.  See 
table 2 below.  

Table 2: Details of the types of at risk students identified 

At Risk category Cause Year 3 (n, % of 
whole cohort: 

451 students 

Year 4 (n, % of 
whole cohort: 

480 students 

Technical issue  Student did not 
complete the 
submission correctly 
in the ePortfolio 

8 (1.8%) 14 (2.9%) 

Late submissions Student completed 
the assessments in 
their logbooks but 
uploaded to their 
ePortfolio after the 
deadline 

12 (2.7%) 6 (1.3%) 

Assessment 
management error  

Students completed 
assessment correctly 
but faculty processes 
interfered with 
submission to 
ePortfolio 

5 (1.1%) 5 (1%) 

Internal 
communication 
failure  

Students had 
withdrawn from 
course but not from 
ePortfolio system 

1 (0.2%) 1 (0.2%) 

Academic 
requirements not 
met  

True at risk student 
of not completing the 
assessments tasks 

15 (3.3%) 26 (5.4%) 

 

It was also noted that around 4% of students who were not identified as being as risk also 
had difficulty with the technical aspects of the ePortfolio. This was disconcerting as even 
those students who had met the academic requirements for the formative portfolio review 
demonstrated the same misunderstandings about the use of the system. It was noted that 
some of their submissions were incomplete however these students  had an adequate 
number of submissions and were able to meet the threshold  

Roadblocks 

While the main success of the ePortfolio implementation was the increased transparency 
and completion of WBAs and supervisor feedback in the clinical environment, further work is 
required to promote the learning value of such an approach for the students. Implementation 
of a new technology needs to be carefully planned with buy-in from all major stakeholders or 
we risk the perception that technology is leading the pedagogy and users may revert back to 
old practices, even if it doesn’t support the new teaching and learning approach (Slade, 2013 
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and Westberry, McNaughton, Gaeta, & Billot, 2012). In combining a complicated system with 
a complicated program, we encountered errors in the management of the assessment 
process which prevented some students  meeting course requirements even though they 
had completed the assessment task and were mistakenly identified as being “at risk” (see 
Table 2 above). The inability to eliminate paper practices left students perceiving this 
technology to be focused on faculty data needs rather than for learning. Students sought to 
avoid using the system emailing administrators asking to hand in their logbook rather than 
taking responsibility to upload WBAs to their ePortfolio.  

In addition to the inability to efficiently identify true at-risk students, we encountered 
limitations with the reporting capabilities of the system. Initially we produced accurate reports 
using the built-in user-friendly reporting analytics interface however, we noticed 
discrepancies in our data once we were at scale after students completed their first six-week 
placements. The reporting filtering mechanism was inadequate for our design and could not 
accurately filter our assessment results by location or hospital. This stimulated time 
consuming discussions with the vendor prompting further development work planned to 
create a more flexible reporting interface and highlighted the need for the ePortfolio system 
to integrate with the enterprise placements system. This meant that to meet our curriculum 
goals we would require regular back-end data dumps in order for our Business Intelligence 
Officer to aggregate the WBA results and build the assessment picture we were ultimately 
trying to achieve. 

Conclusions 

This paper discusses the successful and unsuccessful outcomes of implementing curriculum 
changes that aim to achieve sound pedagogical assessment principles while adopting a new 
technology to capture the learning activities across a variety of clinical experiences. Change 
management and faculty development regarding uptake of new technology needs significant 
investment in time and resources to support all key stakeholders in the change. This 
includes clear and early communication to students regarding course expectations and 
learning outcomes. Understanding the reporting analytics of an ePortfolio system may not be 
fully appreciated until it is scaled during full implementation despite careful piloting. This can 
limit the effectiveness of aligning technology with pedagogical outcomes, especially when 
the data obtained is integral to determining course outcomes. Challenges ahead will be to 
simplify the assessment tasks taking into account the resources available and re-investigate 
whether further investment in the use of the enterprise ePortfolio can enhance identification 
of the medical students who are at risk of not meeting the desired levels of clinical 
competence and require further support. 

References 

Barrett J, Trumble SC, McColl G. (2017). Novice students navigating the clinical environment in an 
early medical clerkship. Medical Education, 51(10):1014–24. 

Driessen, E. (2017). Do portfolios have a future? Advances in Health Sciences Education, 22(1), 221-
228. doi:10.1007/s10459-016-9679-4 

Driessen, E., & Tartwijk, J. v. (2019). Portfolios in Personal and Professional Development. In T. 
Swanwick, K. Forrest, & B. C. O’Brien (Eds.), Understanding Medical Education: Evidence, Theory, 
and Practice (3rd ed., pp. 255-262).  

Medical Deans Australia and New Zealand. (2014). Developing a national assessment blueprint for 
clinical competencies for the medical graduate (Competencies project stage 3). MDANZ, Sydney. 



#eportforum 

2019 ePortfolio Forum Papers  12 

Retrieved from http://www.medicaldeans.org.au/wp-content/uploads/Medical-DeansCompetencies-
Project-Stage-3-Final-Report-FINAL.pdf  

Slade, C., Murfin, Keith and Readman, K (2013). Evaluating processes and platforms for potential 
ePortfolio use: The role of the middle agent. International Journal of ePortfolio 3 (2) 177-188. 

van der Schaaf, M., Donkers, J., Slof, B. et al. (2017). Improving workplace-based assessment and 
feedback by an E-portfolio enhanced with learning analytics. Education Technology Research and 
Development, 65(2): 359-380. doi:10.1007/s11423-016-9496-8  

Westberry, N., McNaughton, S., Gaeta, H., & Billot, J. (2012). Sustaining a problematic innovation: A 
‘grounds-eye’ view of video conferencing through teachers’ experiences. Paper presented at the 
ASCILITE - Australian Society for Computers in Learning in Tertiary Education Annual Conference 
2012. https://www.learntechlib.org/p/42724  
 
Wozniak, H & Bowker, S (2018). Building a scalable ePortfolio based assessment strategy to connect 
clinical learning experiences: preliminary lessons. In: 2018 ePortfolio Forum eBook of short papers. 
ePortfolios Australia Forum, Brisbane, Australia, (57-64). 9-10 October 2018. Retrieved from 
https://eportfoliosaustralia.files.wordpress.com/2018/10/2018-eportfolio-forum-ebook-of-short-papers-
071018.pdf 
  



#eportforum 

2019 ePortfolio Forum Papers  13 

Teaching and learning enabled through ePortfolio 
closely aligned to an Enterprise Learning and 
Instructional Support platform 

 
Michelle Corby, Cinglevue International  
 
Randa Siksek, Cinglevue International, Edith Cowan University 
 
Dr Samantha-Kaye Johnston, Cinglevue International, Curtin University  
 
Dr Michael Garrett, Cinglevue International, Edith Cowan University 

Abstract  

The ePortfolio has long been acknowledged as an effective tool for improving reflection, 
collaboration, and peer feedback. However, contemporary practice has typically 
operationalised ePortfolio usage in an ad hoc and sporadic manner which can limit the full 
potential benefits in the teaching and learning life cycle. This paper will explore ePortfolio 
usage in a manner that is more closely integrated with teaching and learning in school 
settings, with a view towards becoming established as a key component of regular and 
ongoing reflective practice. The associated potential benefits to student learning will be 
examined with respect to the implementation of an ePortfolio solution within a broader 
Enterprise Learning and Instructional Support (ELIS) platform.  
 
Keywords: ePortfolio, reflection, integration, teaching, assessment 

Introduction 

ePortfolios provide students with opportunities to explicitly connect bodies of knowledge and 
demonstrate their learning through the electronic linking of digital artefacts (Yancey, 1996). 
ePortfolios were initially utilised as digital repositories for archiving work, however overtime 
they have also become a medium for encouraging student reflection (Barrett, 2010; 
Blackburn & Hakel, 2006; Eynon, Gambino & Török, 2014; Svyantek, Kajfez & McNair, 
2015). This additional usage is largely embedded in the theory of (social) constructivism, 
which explains that students construct and reflect upon their own learning (Jonassen, 1991); 
this learning further occurs in a social context such that knowledge is constructed through 
dialogue (Piaget, 1976; Thibodeaux, Cummings & Harapnuik, 2017; Vygotsky, 1978). In this 
way, the process (series of self-reflection events) and product (final outcome of the 
ePortfolio events) of learning are personal and influenced by the learners’ interests, 
developmental level, present knowledge, and peer and teacher scaffolding (Allen, 2004; 
Barrett, 2010). 
  
Early acknowledgment of the processes of self-reflection, analysis and regulation of 
student’s learning behaviours enables them to use the ePortfolio to enhance learning 
(Slepcevic-Zach & Stock, 2018). Reflection and analysis, a pedagogical strategy, requires 
students to evaluate their goal achievement strategies, as well as engage in self-
assessment; this strategy can be enhanced by providing students with the opportunity to 
contrast their own assessments with those made by others (Chang, Tseng, & Lou, 2012; 
Cordie & Wooten, 2017; Fisher & Hill, 2017). To this end, existing research emphasises the 
importance of currency of knowledge of ePortfolio usage in conjunction with the experience 
of teachers and students if more widespread practice is to be readily adopted (Chau & 
Cheng, 2010; Hartnell-Young, 2006).  
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Student reflection occurs at varying stages that reflect deep or surface approaches to 
learning (Branders & Boskic, 2008; Moon, 2001; Tsingos, Bosnic-Anticevich, & Smith, 2015). 
Branders and Boskic (2008) identify three stages of reflection: (a) noticing and making 
sense, (b) making meaning and working with meaning, and (c) transformative learning. 
Within this framework, sustained ePortfolio engagement scaffolds students from surface to 
deep reflection stages, which ultimately, increases deep learning (Eynon et al., 2014). 
Branders and Boskic (2008) also discuss the idea of using hyperlinking within an ePortfolio 
as evidence of cognitive linking, which concerns a student’s use of metaphors and 
hypertexts as means of making cognitive connections. Yancey (2005) explicitly describes 
this process of reflection as an accumulation of knowledge.  
 
Although these authors investigate the utilisation, including affordances and limitations, of 
establishing links between a wide variety of learning artefacts, we focus on the connections 
that students can make within the ELIS across a range of teaching and learning scenarios. 
By integrating the ePortfolio with other areas within the ELIS, stages of student reflection can 
be supported more broadly. For example, when students create a goal in their individualised 
learning pathway within the ELIS or work with peers and set joint goals in the ELIS’s social 
collaboration platform, a record of milestones is recorded. This record includes a student’s 
progress towards the goal, feedback from peers, teachers and the wider community (e.g., for 
larger projects), as well as the reflective insights that the students themselves have 
documented. This is directly associated with evidence of their learning within their ePortfolio, 
where students integrate and organise artefacts encompassing a range of media types 
within a common platform. Such contextual flexibility offers students the opportunity to 
further explore how their progress, from multiple perspectives, aligns with an array of 
educational objectives (Barrett, 2005; Rezgui, Mhiri & Ghédira, 2017). Altogether, this helps 
to reshape a student’s ePortfolio into a more holistic endeavour, serving as both a product 
(i.e., artefact) and a meaningful process of progressing towards goal achievement. 
  
Beyond the content-related knowledge context, the ePortfolio tool is further useful for 
collecting information about achievements based on extracurricular activities, volunteer and 
special interest groups, and sporting events. In this way, this tool offers a unique way of 
capturing learning artefacts, overtime, across a range of activities, with the wider objective of 
highlighting patterns of growth and achievements, engaging others to provide feedback, 
acquiring skills and knowledge, all of which are central for prompting student reflection 
(Weber & Myrick, 2018). Through the process of self-reflection, a learner can compare and 
evaluate current and previous knowledge, explore what each artefact means in the context 
of their learning journey, thereby providing longitudinal insights into their overall development 
(Buyarski & Landis, 2014; Parkes, Dredger, & Hicks, 2013). 
  
Against this background, this paper draws upon the findings from existing research to outline 
the characteristics of an ePortfolio solution that is integrated within a broader Enterprise 
Learning and Instructional Support (ELIS) platform. This is grounded in a critical discussion 
of the educational benefits of ePortfolio usage along with potential limitations, followed by 
the proposition of the ePortfolio solution within Virtuoso which has been designed in 
response to these previous findings. 

ePortfolio integration in lesson design and delivery: Benefits and current 
limitations in reflective practice 

The design and implementation of ePortfolio solutions has been explored across a range of 
institutions based on different emphases and purposes. Studies focused in Australia for 
example have examined the use of small-scale, locally-developed ePortfolio solutions to 
develop a range of literacies, express learners’ identities, and present achievements to 
various audiences (Hallam & Creagh, 2010; Hartnell-Young, 2006; Rowley, 2017). Other 
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examples in high school settings have demonstrated that ePortfolios can be employed as 
authentic assessment platforms, where self and teacher evaluation of content and learning 
performances can be consistent (Chang, Tseng, & Lou, 2012). ePortfolio usage has also 
been shown to add value to students’ learning, promote their self-esteem, and facilitate 
parental involvement in primary school settings (Theodosiadou & Konstantinidis, 2015). 
  
Whilst ePortfolio research has explored applications and benefits within a range of teaching 
and learning contexts, ePortfolio implementations themselves have been predominantly 
situated within higher education settings (Theodosiadou & Konstantinidis, 2015). Other 
limitations involving ePortfolio engagement have also been acknowledged, particularly in 
relation to ePortfolios as standalone tools as well student variability in their ability to 
meaningfully utilise them (Deneen, Brown, & Carless, 2018; Pellerin, Branch-Mueller & 
Timmons, 2019; Poole et al. 2018; Wuetherick & Dickinson, 2015). Another limitation 
concerning previous implementations of ePortfolios involve focussing on administrator’s 
needs for assessment data and skills checklists to the detriment of providing deeper 
opportunities for learning (Barrett, 2005). While ePortfolios can enable opportunities for 
developing authentic formative and summative assessments, these processes are often 
constrained by time (Smart, Sim, & Finger, 2015). Where ePortfolios are recognised and 
utilised in a more holistic sense with regards to their potential applications to teaching, 
learning, evaluation, and curricula, they can provide exceptional value based on extending 
and deepening student assessment (Ambrose & Chen, 2015; Fisher & Hill, 2014). 
  
Collectively, this suggests that more systematic solutions are required for ePortfolio usage 
within educational settings, as stand-alone and sporadic implementations can hinder student 
learning gains. This indicates that the ePortfolio needs to be implemented centrally within the 
wider teaching and learning ecosystem, facilitating the collation and analysis of broader 
trends involving interaction with and feedback from peers, teachers, parents, members of the 
school community, and subject matter experts in relation to student achievement indices. In 
this way, the ePortfolio tool can be closely aligned with teaching and learning processes 
more generally, including its integration in lesson design and delivery. This would provide a 
basis for more sustained and consistent engagement, setting students on the path towards 
cultivating a lifelong record of learning and encouraging regular reflection on experiences 
(Jenson, 2011). 

Towards a more integrated ePortfolio solution 

Based on the existing research literature on ePortfolio implementations and their potential 
benefits and limitations, we have developed an ePortfolio solution that directly interfaces with 
teaching and learning practice to provide a solid foundation for sustained learning 
engagement. To this end, we have incorporated a dedicated ePortfolio facility directly into 
our Virtuoso solution, which is an ELIS platform that provides a comprehensive foundation 
for supporting all educational stages. The Virtuoso solution incorporates a full complement of 
administrative features to support the efficient management of educational organisations but 
has a primary emphasis on teaching and learning, encompassing course structure, lesson 
planning, classroom engagement, flexible task and assessment design, and teacher and 
student collaboration.  
 
Features in Virtuoso engineered for collating evidence of student progress, rather than static 
achievement, provide the capacity to support students’ reflection and general metacognition. 
This is supported by connecting the ePortfolio solution with specific aspects of the 
overarching teaching and learning process including: (1) design and creation of learning 
artefacts and materials via an accessible canvas tool; (2) peer collaboration based on 
multiple student access to an ePortfolio; (3) alignment with lesson planning, tasks, activities, 
and assessments; (4) ready communication and exchange of text, files, and links between 
all users using an integrated instant messaging system; (5) individual learning pathways, 
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which are used to establish and manage milestones, goals and action items and evidence 
progress via learning artefacts in the ePortfolio, and; (6) the awarding and creation of digital 
badges by students, teachers, and external providers or collaborators.  
 
These capabilities contribute towards the common instructional design goal of supporting 
reflection as part of a broader pursuit towards enhancing student self-regulation and 
metacognitive abilities. As an example, a student could use our ePortfolio solution to 
establish connections between separate History and Design & Technology tasks based on a 
set of historical photos depicting life in rural Western Australia in the 1800s which would 
function as common prompts for engagement and reflection. The student could then choose 
to share their work with their peers, teachers, or other external stakeholders to initiate 
dialogue and elicit feedback, where this agency is important to developing expertise within a 
given domain (Bass, 2014). Barrett (2010) emphasises that most ePortfolio systems lean 
towards showcasing, which is characteristic of product promotion, rather than emphasising 
their workspace; our solution emphasises ready connection, communication, and 
collaboration with other users as well as strong integration with planned learning activities. A 
dashboard component within Virtuoso provides students with ready access to their lesson 
and learning activities, individual learning pathway, instant messaging and collaboration, as 
well as their ePortfolio, which helps the student to more effectively utilise the capabilities for 
learning afforded by these features in a concerted and integrated fashion. 
 
To this end, the ePortfolio solution has been designed as a central component within 
Virtuoso to enable students to explore, engage, and reflect on their learning in context. 
Virtuoso’s ePortfolio provides opportunities for multisource feedback, including peer 
feedback, which can be readily evoked via an embedded social media system which further 
provides an outlet for sharing ePortfolio content and eliciting feedback from the wider school 
community. In this way, the ePortfolio supports social constructivist pedagogies, which has 
profound impact on teaching and learning practices because as Bruner (1991) postulates, 
one’s own mind cannot grow without the influence of others.   
 
Students can also create multiple versions of their ePortfolio for different objectives and 
intended audiences, where different content, themes, and purposes can be emphasised as 
needed, and students’ agency extends to the personal configuration of their ePortfolio as 
well in terms of style, layout, and presentation. This aspect of ownership and control of the 
ePortfolio has a beneficial impact on each student’s investment in their own learning 
outcomes based on their purposeful collation of work which they deem exhibits effort, 
progress, and achievement and is judged worthy of merit based on their reflection (Paulson, 
Paulson, & Meyer, 1991). 
 
Teachers can flexibly embed ePortfolio-based activities, including learning tasks, 
assignments and collaborative projects, directly into their lesson designs which emphasises 
that the ePortfolio is intended to be a regular part of ongoing practice. As noted by Meyer 
and Latham (2008), ePortfolios are just a tool and it is the engagement with them by wider 
groups of individuals that ensures that they are of relevance and benefit. In this way, the 
ePortfolio functions as more than just a presentation tool to prompt reflection in an irregular 
fashion; rather it can be used to guide students’ ongoing self-assessment in proximity to 
class content. The development of ePortfolios during the learning process in this way 
provides positive contributions towards improving self-awareness and understanding of the 
curriculum, engaging and motivating students  individually and as part of a community of 
practice, personalising learning, supporting learning models appropriate to the digital age, 
and promoting reflective practice (Queirós, Oliveira,  Leal, & Moreira, 2011). Teachers may 
identify connections, processes, and learner preferences within a community of practice; 
student’s latent aspects which were previously difficult to capture at this scale and 
granularity can be more readily surfaced and addressed. These insights can be shared with 
other teachers and exchanged to inform the creation of teaching units and resource 
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development within the chosen subject area. Moreover, teachers can directly influence 
future learning design through access to reflection writing, artefact creation and resource 
creation from their peers. These features were informed by social constructivist theory 
acknowledging the active building of knowledge through social engagement.  
 
Collectively, situating ePortfolio usage within the broader context of ongoing educational 
practice provides a better basis for understanding student engagement with the specific 
learning artefacts they choose to emphasise and share with others. This approach provides 
additional benefit in terms of prospective data-driven applications, where the comprehensive 
data science and visualisation capabilities within VIrtuoso provide educational organisations 
with the ability to enhance evidence-based decision making and support data 
democratisation at all levels. The absence of any issues with data interoperability would 
allow schools to incorporate student engagement with the ePortfolio as inputs into data-
driven products which can potentially serve broader educational objectives, such as 
predicting student needs. 

Conclusion and Future Work 

ePortfolios have been widely adopted in educational settings, and as a stand-alone tool, 
have demonstrated significant worth in terms of prompting student reflection and 
encouraging the development of positive learning behaviours. However, limitations are 
apparent and the full potential of student engagement in this regard is not being realised 
when usage is irregular and not an integrated part of ongoing practice. By coupling the 
ePortfolio closely with lesson design and delivery and making it readily available during 
teaching and learning practice more generally, there are wider reaching benefits which 
include the observable trends and insights that were previously unable to be tracked by 
teachers and students relating to learning at both the individual and collective level. More 
research is needed to explore the range of potential positive and negative impacts of 
sustained and integrated ePortfolio usage in this manner, as well as further examination in a 
wider range of educational settings. Moving forward, we intend to undertake a series of pilots 
and scoping trials of the Virtuoso platform such that we can begin to better understand how 
students and teachers can best utilise the integrated ePortfolio solution through new 
research and how these findings might be utilised to further enhance educational outcomes. 
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Abstract 

A technology-enhanced learning unit within a Graduate Certificate in Higher Education has 
been transitioned to a micro-credential format, to explore the benefits of enabling more 
flexible participation for academic staff enrolled in this professional learning program. The 
structure also provides a microcosm where participants can experience and experiment with 
the transformative power of utilising micro-credentials as currency and becoming the 
architects of their own personal and professional development. The Mahara ePortfolio is 
fundamental in transitioning to this new paradigm, functioning as a representation of 
participants’ learning pathways and supporting the development and diffusion of their digital 
identity through gathering, assembly and presentation of evidence of skills and capabilities 
gained through the unit. Elements of the UK Professional Standards Framework have been 
integrated into Mahara’s Smart Evidence function to enable participants to self-evaluate and 
benchmark their achievements against external industry markers relevant to tertiary 
teaching. Through engagement with these integrated initiatives participants establish meta-
skills essential to prime their continuing engagement with personal and professional learning 
offered in the form of micro-credentials and/or badges.  

Keywords: micro-credentials, professional learning, tertiary teachers, Mahara, Smart 
Evidence.  

A decision to disaggregate 

The authors teach a unit focused on technology-enhanced learning, the third of four units in 
a Graduate Certificate of Higher Education (GCHE) program at the Australian Catholic 
University. The University has recently begun to explore alternative modes of learner 
engagement and learning delivery in response to emerging demands in the higher education 
marketplace for more flexible organization of learning. In this climate a decision was made to 
transition the format of the GCHE units to a micro-credentialed structure, as a beginning step 
in exploring options to adapt learning to be more responsive to the needs of program 
participants and to provide more targeted professional learning opportunities within the 
University workplace. 

Applying a micro-credential structure to an accredited unit of tertiary study 

As yet there is no standardized definition of what constitutes a micro-credential in either 
global or Australian domestic educational contexts. However, there seems broad consensus 
that a micro-credential: 
 
 is smaller in ‘volume of learning’ (Australian Qualifications Framework, 2013, p.101) than 

a standard tertiary unit or award; 
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 recognizes the attainment of specific knowledge and skills, which can be evidenced in 
multiple ways (Oliver, 2019, p.19); 

 may be designed to enable accumulation or ‘stacking’ and credited towards achievement 
of a formally accredited unit or award (ACU Learning and Teaching Centre, 2019).  

To maintain the integrity of UNHE505 Technology-Enhanced Learning in Higher Education 
as a component of an existing accredited Level 8 AQF award, it was essential in adopting a 
micro-credentialled format to retain the four learning outcomes of the approved generic unit 
outline. Thus, the first step was to determine how the learning outcomes could be grouped to 
achieve separation into smaller packages of learning. This was achieved by allocating the 
learning outcomes into two streams (Figure 1), one focused on Design of technology-
enhanced learning and the other on Evaluation of technology-enhanced learning. 
 

 
Figure 1: Learning outcomes streamed into micro-credentials 

Another important consideration was to ensure that the overall structure included provision 
of an assessment pathway supporting achievement of these learning outcomes. Thus, each 
micro-credential was structured to be achieved through completion of a set of smaller sub-
tasks, each defined by a statement of achievement linked to required outputs and 
progressively ‘stacking’ towards achievement of the designated summative assessment task 
for each micro-credential. These steps reflected Oliver’s recommendations regarding micro-
credential structure, that “credit-bearing micro-credentials [should] include assessment 
aligned to a formal qualification level” and should “mirror and contribute to the academic 
standards required in the target qualification(s)” (Oliver, 2019, p.10). 

Meta-skills to thrive in a micro-credentialled world 

As well as implementing the structural changes to accommodate reorganization of learning 
into micro-credentials, we saw this transition as a chance to signal new forms of thinking and 
new modes of practice for our participants. We saw it as an opportunity to begin to activate a 
more contemporary instructional paradigm, one in which participants could expand their 
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capacities as self-motivated and self-regulated adult learners to scope new spheres of 
activity in continuing professional learning, to take ownership of their learning purposes, 
goals, directions and progress, thus preparing them to function as competent practitioners 
within the emerging professional learning domains of short courses, MOOCs, badges and 
other micro-credentialled offerings. 
 
In adopting this approach, it was important to make sure participants were supported to 
understand and develop the meta-skills needed to function effectively within the new model. 
Among the meta-skills we identified as critical were skills of reflection and reflexivity and the 
capability to function as a ‘connected’ individual within a networked digital environment, 
drawing from and feeding back into broader knowledge and practice communities. Thus, our 
design integrated skills development based on key principles of experiential and reflective 
learning (Kolb, 1984) and connectivism (Siemens, 2005): 

 
Figure 2: Meta-skills foundational to micro-credentialled learning success 

Digital portfolios to prompt reflection, reflexivity and connectivity    

Digital portfolios have long been recognized as tools whose functionalities afford a broad 
variety of ways to support, document, assess and recognize learning (Barrett, 2004). 
Buchem’s (2016) review of the scholarly discourse regarding portfolios summarizes the 
range of uses of digital portfolios as: 

 representations of learning pathways;  
 bridges to connect learnings undertaken in diverse contexts (e.g., formal and informal); 
 stakeholder-owned learning environments where individuals have agency to define and 

enact their own learning trajectories; 
 narratives of learning founded on the collection and distribution of evidence; 
 catalysts that prompt a conceptual shift in educational practice towards student-driven 

learning. 

(Buchem, 2016, pp.346-348.)  

Our unit used the Mahara digital portfolio tool integrated into ACU’s Learning Management 
System as a central repository for participants to capture their responses to unit tasks. We 
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saw this as establishing a foundation for them to experience the multiple ways a portfolio can 
be used to satisfy a variety of learning and communication purposes, and specifically: 

 as a tool to facilitate learning through deep reflection and 
 as a medium in which to experiment with networked knowledge and professional identity 

formation. 

 
Figure 3: Portfolio activities supporting meta-skills development 
 

Experiential and reflective learning  

 
Kolb’s Experiential Learning Theory conceives learning as “the process whereby knowledge 
is created through the transformation of experience” (Kolb, 1984, p.41), operationalized 
through an iterative cycle of experience – reflection – observation – active experimentation – 
further reflection. In a series of key portfolio activities our learners reviewed their TEL 
practice through Brookfield’s (1998) four lenses of critically reflective practice (self as 
practitioner, the eyes of the learners, colleagues/peers and theoretical literature). These 
individual reflections were amalgamated and refined for presentation as a narrative of 
learning to satisfy the assessment component of the Evaluation micro-credential. Self-
reflection also included a review of personal digital capability and identification of skills gaps, 
and this reflective activity was extended to the formulation of a personal learning plan to 
address one of these gaps. We expected participants to select a skill that they might need to 
complete the prototype required as assessment for the Design micro-credential, but they 
were welcome to choose a different goal These activities together established a model for 
using a portfolio as a personalized learning environment to enable planning and 
achievement of professional learning through self-review, leading to nomination and 
achievement of chosen personal learning goals.  
 

Connected learners and networked knowledge 

The digital portfolio environment also provided effective ways to focus participants in their 
development of the meta-skills of connected learning. George Siemens proposed 
connectivism as “a learning theory for the digital age” (Siemens, 2005): the connectivist 
approach sees knowledge as neither fixed nor objective, nor confined to an individual. 
Instead, “personal knowledge is comprised of a network” (Siemens, 2005, p.4). In an 
environment of networked learning, core skills include the "ability to see connections 
between fields, ideas, and concepts" and "nurturing and maintaining connections …to 
facilitate continual learning." (Siemens, 2005, p.4.) These capabilities are crucial for learners 
wishing to explore the alternative forms of ongoing professional learning offered in micro-
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formats in digital spaces. Hence, strategies were implemented to support participants in 
learning to draw from, and contribute to, networked knowledge. A foundational principle was 
to promote the ways digital portfolios can be used as a medium for developing and sharing a 
professional profile. Participants were encouraged to use the portfolio space to create and 
publish a digital professional identity, through building a personalized interface displaying 
artefacts and evidence reflective of their individual interests, goals, learning trajectories and 
achievements. In addition, the portfolio was used as the vehicle to publicly share and 
discuss the learning designs and learning objects participants had produced throughout the 
unit. These activities modelled ways they could begin to establish externally shareable 
profiles of themselves as professional practitioners and to act as contributors to collective 
networks of knowledge and experience.  
 
Another skill identified by Siemens as important for effective learning in a networked 
knowledge environment is that of “connecting specialized nodes or information sources” 
(Siemens, 2005, p.4). Connecting nodes and sources to build meaningful knowledge 
requires a learner to be able to critically analyze and assess the validity and substance of 
the sources and nodes from which information is being drawn. As a corollary, learners in this 
setting need to grasp the value of articulating their own learning through comparison with 
recognized standards. Hence, it was important to model ways our participants could validate 
their learning achievements through correlation with external frameworks. Aligning 
knowledge, skills and achievements with specialized professional standards converts 
personal learning into a currency that is globally recognized and relevant, portable and able 
to be ‘traded’ within other professional learning contexts. Thus, a foundational feature of our 
micro-credential design was to provide mapping of correspondences between completed 
learning activities, portfolio components and assessment tasks and the knowledge, skills and 
values articulated in a range of external professional frameworks. So the statement of 
completion for each sub-task included correlation between the task components and unit 
Learning Outcomes, institutional Graduate Capabilities, the Australian University Teaching 
Criteria and Standards Framework and the UK Professional Standards Framework published 
by AdvanceHE (previously the Higher Education Academy).  
 

 

Figure 4: Example statement of attainment correlated with external frameworks 

To further build participant skills in using external frameworks to evaluate their learning 
achievement and determine directions for continuing development, we set up a customized 
SmartEvidence framework within our Mahara portfolio environment.  
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SmartEvidence 

The SmartEvidence function allows incorporation of competency frameworks into Mahara 
and associates them automatically with an evidence map displaying a visualization of 
competencies already gained, in progress, or not yet started (Mahara User Manual, 2019). 
The competency framework we chose to incorporate was the UK Professional Standards 
Framework (UKPSF), and our purpose in adopting this framework was two-fold. Firstly we 
wanted to continue to focus attention on the benefits of participants benchmarking their 
practice against reputable external standards, prompting them to consider how to compile 
evidence to demonstrate existing capabilities or to identify which additional capabilities or 
skill extensions might be the goals of further learning. More specifically, we wanted to use 
the framework to draw their attention to the HEA Fellowship system as an example of the 
formal recognition available to them through processes of evaluating current practice, 
identifying and addressing gaps, and developing a narrative of professional achievement 
supported by evidence of relevant learning and experience. 
 
HEA Fellowships “provide individuals with recognition of their practice, impact and 
leadership of teaching and learning” ( 
https://www.heacademy.ac.uk/individuals/fellowship#section-1) and are recognized globally 
as indicators of professional learning achievement for practitioners in higher education 
settings. The UKPSF aligns with HEA Fellowship classifications and delineates the four 
Fellowship categories – Associate Fellow, Fellow, Senior Fellow and Principal Fellow – 
through descriptors which detail the four levels as they are measured against specific criteria 
across three dimensions of practice: Areas of Activity, Core Knowledge and Professional 
Values. The Framework also includes examples of the roles and typical teaching/ support 
involvement reflective of each level. 

Converting the UKPSF to a SmartEvidence framework 

The UKPSF is organized into four categories of attainment measured using category-specific 
criteria across three dimensions of practice. In converting the UKPSF into a Mahara 
SmartEvidence format we set up a framework page for each Fellowship category. We 
organized each page according to the three practice dimensions (Areas of Activity, Core 
Knowledge and Professional Values) with each dimensional sub-section listing the broad 
criteria relevant to that dimension. The details of each criterion specific to that Fellowship 
category appear in drop-down text. For example, this image shows the Areas of Activity 
dimension and criterion A1 as it appears in the Associate Fellow SmartEvidence framework: 
 

 
 
Figure 5: UKPSF Areas of Activity dimension in the SmartEvidence format 
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Using a SmartEvidence framework 

 
When a SmartEvidence framework is attached to a collection of pages in Mahara a 
SmartEvidence map is generated, appearing as the first page of the collection. The map lists 
required competencies down the page, and the remaining collection components across the 
page:  
 

 
 
Figure 6: SmartEvidence maps provide a visualization of progress 
 
Conversations about quality of evidence and progress towards meeting competency 
standards are conducted using the Annotation and Feedback functions built into the 
SmartEvidence framework. The collection owner uses the SmartEvidence Annotation 
function to indicate which components address each standard and to signify when they are 
“ready for assessment”. Components are then evaluated with respect to the standards, with 
the status of each component on the map changing to indicate whether that component 
“doesn’t meet the standard”, “partially meets the standard” or “meets the standard” (Figure 
6).  
 
While SmartEvidence can be used for competency-based summative assessment, our 
primary purpose in adding this function to our Mahara site was to provide our participants 
with a tool for self-assessment. We anticipated it would be of particular benefit to those 
interested in preparing an application for a HEA Fellowship, assisting to scaffold their 
organization of, and reflection about, their professional learning achievements. While 
realizing that the SmartEvidence collection would not itself be included as part of an 
individual’s application, we reasoned that the preparatory activities undertaken in using the 
SmartEvidence tool, in sifting and amalgamating objects to form a collection and analyzing 
which objects provided evidence for which standard, with continuous visual feedback 
provided through the interactive display of the evidence map, would assist individuals to 
more effectively review their teaching and other projects and respond to the application 
requirements.  
 
A feature which does not yet exist in the SmartEvidence tool is the capability to control the 
assessment mode at a portfolio user level. At present, the assessment mode is controlled by 
the system administrator, is fixed in the initial configuration of a SmartEvidence framework 
and cannot be modified once the framework has been used. A pedagogically richer and 
more flexible option would be the ability to toggle the assessment mode between self-
assessment and assessment by another as the processes of compiling and reviewing 
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evidence against the framework standards unfolded, allowing for example a phase of self-
assessment to transition seamlessly when required into a phase of peer or tutor review. 

Conclusions 

The tacit expectations of a tertiary teacher preparation course, especially when taught 
across all faculties, as ours is, include the assumption that each teacher will use the 
opportunity of formal study to develop habits and skills to re-use again and again as they 
meet new teaching challenges. This hidden learning goal was something that we did not 
want to discard as we re-shaped the formal unit of study into a new micro-credential format, 
and we relied on the eportfolio as a space to allow participants to represent their own 
learning to themselves as well as to their fellow students. The transition that we were 
focused on as teachers and teacher-designers was the task of translation, carrying over the 
accredited formal unit into micro-units without losing cohesion or a developmental narrative. 
For our participants, however, the transition that faced them was a move across learning 
architectures (Clark & Mayer, 2016). Starting with a scaffolded progress through design 
stages in the Design module, that is to say following the steps of a directive learning 
architecture, we expect students to transition to a guided discovery architecture, where they 
were required to define and self-assess their own learning. This transition is ideally a 
redefinition and transformation of the participants’ use of technology in their teaching, from 
trainee to self-directed professional. The eportfolio allowed both architectures and provided 
tools for both, giving us an opportunity to consider how micro-credentials might be structured 
across the whole tertiary teacher preparation course and across the other professional 
development programs we offer.  
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Clinical educators’ attitudes towards educational 
technology, a mixed methods study.  
John Mc Inerney, Monash University, Melbourne. 

Abstract 

Introduction 
In healthcare, there is ongoing flux in expectations for students and practitioners. 
Establishing integrated systems of monitoring and evidencing students’ development is 
imperative. With current trends towards the use of technology in tertiary education, online 
learning environments (OLEs) could constitute more effective evidencing of student progress 
in the clinical environment. However, there is little research exploring clinical educator’s 
experiences with implementing technology in clinical education. 

The research aimed to: 

• Examine clinical educators’ attitudes towards technology and its use in clinical 
education. 

• Explore clinical educators’ experiences of implementing technologies in a clinical 
environment. 

Methods 
A mixed methods approach was taken to explore the aims. A previously validated 
technology attitude survey (TAS) was used with slight modifications, as well as open-ended 
qualitative responses. These explored clinical educators’ experiences of the implementation 
of one specific OLE (PebblePad™) in their clinical environments. The survey was sent to 
clinical educators involved in the supervision of Medical Imaging students on clinical 
placement. 

Results 
Clinical educators play pivotal roles in students’ professional development and, given current 
trends in tertiary education, are under increasing pressure to utilise OLEs. This poses 
particular challenges in clinical environments. Irrespective of the challenges, successful 
implementation of technology in any environment is dependent on the attitudes of the users.  

Conclusions 
Clinical environments have specific challenges when implementing technology such as 
access to computers and time constraints on practitioners. Even with positive attitudes 
towards technology, a change in pedagogical outlook when using technology in clinical 
teaching is necessary.  

Key words 
Attitude. Education, medical. Educational technology. Radiography. PebblePad 

Manuscript body 

Introduction 
In healthcare, there is ongoing flux in expectations for students and practitioners. There has 
been an explosion of technology and the volume of medical knowledge has increased 
exponentially.1 2 3  
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Due to shifting expectations and to ensure regulatory bodies that students meet registration 
requirements on graduation; it is imperative to invest in integrated systems of monitoring and 
evidencing students’ development. With trends towards the use of technology in tertiary 
education7 8 9 online learning environments (OLEs) could fulfil this need.  

Within radiography, while course content is increasingly facilitated online10 11 recording 
radiography students’ development during clinical rotations remains traditional.10 However 
with technological trends, clinical educators are increasingly pressured to utilise OLEs.12 13 
Introducing technology in clinical environments poses challenges for clinical educators as 
much as it does for students and teachers.12 14 These range from; cost, security of the 
devices and the data on them and pedagogical challenges.13 Negative attitudes towards 
technology is a barrier to successful implementation of technology in clinical education.14 15 16 

17  

While the attitudes of academic staff, clinical staff in non-teaching roles and students to 
technology has been explored18 19 20 21 much less is known about clinical educators’ 
perceptions of technology.13 22 

In 2014, Monash undergraduate Radiography invested in using PebblePad™ as a 
contemporary learning platform for clinical studies, replacing paper workbooks in the 
PebblePad™ and its ePortfolio functionality provides students with authentic assessment, as 
well as a holistic and integrated learning experience with a focus on preparation for 
professional life. Students can continue to access the platform after graduation. The 
implementation of PebblePad™ requires significant input from clinical educators. 

Aims of the study  
The research aimed to: 

• Examine clinical educators’ attitudes towards technology generally and specifically in 
clinical education. 

• Explore clinical educators’ experiences of implementing PebblePad™ in their clinical 
environment. 

For the purpose of this study, “technology” refers to computers, software, hardware and use 
of the internet, in keeping with previous studies17.  

Methods 
This mixed methods study reports on clinical educators responsible for the supervision of 
Medical Imaging students on clinical placement. Quantitative data meant we could measure 
the prevalence of the dimensions of the phenomenon we were exploring. Qualitative 
questions allow deeper exploration of a phenomenon where little is known about it, which 
was the case in this instance.23 

An email invitation was sent by the Clinical Support Officer to clinical educators to 
participate.  

Data collection 

Data collection was conducted between May-July 2017 using an online survey through 
Qualtrics™. The decision to complete the anonymous questionnaire ultimately rested with 
respondents.  

The first section of the survey collected demographic data. 

The second section provided quantitative data. This was minimally modified to ensure it was 
fit for purpose from a validated Technology Attitude Survey (TAS). The TAS was required to 
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be modified as it was originally used by McFarlane et al24 , who tested the TAS for reliability 
and validity, to appraise teachers’ attitudes towards technology.  

The modified TAS contained 14 items with 5-point Likert scale responses. Questions were 
based on positively and negatively geared statements portraying positive and negative 
attitudes towards technology. This “reverse wording” changes the direction of the scale by 
asking the same or similar questions in a positive and negative voice and adds to the validity 
of responses, reducing response sets and bias.25 

The third section of the survey, modelled by the researchers, evaluated clinical educators’ 
experiences with the use of PebblePad™ in the clinical setting. There were two quantitative 
and two qualitative questions. The quantitative questions evaluated clinical educators’ 
experiences with using PebblePad™ in the clinical setting. These appraised how easy the 
clinical educators found it to learn the platform as well as how difficult the implementation 
was for them. One of the qualitative questions evaluated for perceived challenges using 
OLEs in a clinical setting. The other explored what clinical educators consider the 
advantages of OLEs over paper-based documentation.  

Data analysis 
Quantitative data was initially explored using statistical descriptive analyses in SPSS™.  

An independent samples t-test was used to determine whether location, rural or remote, was 
significant in influencing attitudes towards technology. All of the quantitative data, the TAS 
and PebblePad™ questions, were included in this analysis.  

A Pearson’s’ correlation coefficient was computed on the TAS questions to assess the 
relationship between clinical educators’ attitudes towards technology generally and their 
perceptions of its use in their role as educators. A scatter plot summarises the results to 
illuminate the interplay between the two variables. To conduct this analysis the eight TAS 
questions relating to technology generally were considered a single variable versus the six 
TAS questions relating to the perception of the use of technology in clinical education. The 
sum of mean scores were calculated, computed and plotted in SPSS™.  

Thematic analysis, using Braun and Clarke’s26 six-step approach was used to interpret the 
qualitative data. It provides a rich and detailed interpretation and there is an emphasis on 
reflexive dialogue which the researcher engages in throughout the process before reporting 
the themes. 26   

Ethics approval 
Ethics approval was granted by the Monash University Human Research Ethics Committee, 
project number 0197.  

Results 
From a pool of 74 possible participants, 49 surveys were returned. One survey was 
incomplete and excluded from the data analysis. This constitutes a response rate of 48/74, 
65%. There was a 100% response rate within the surveys to both the qualitative and 
quantitative components. 

Respondent demographics are recorded in Table 1.  

Table 1: Participant demographic characteristics. 

Phase 1: Familiarise with the data Phase 4: Review themes 

Phase 2: Generate codes Phase 5: Define themes 

Phase 3: Search for themes Phase 6: Name and write up themes 
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Characteristic n/N % 
1. My clinical teaching site is   

     Rural 11/48 23 
     Metropolitan 37/48 77 

2. My clinical teaching site/s is*   

     Large 14/48 29 
     Medium 24/48 50 
     Small 15/48 31 

3. My clinical teaching site is   

     A public institution 19/48 40 
     A private institution 29/48 60 

4. I work at   

     One clinical teaching site 39/48 81 
     Two clinical teaching sites 6/48 13 
     > two clinical teaching sites 3/48 6 

 

Using the TAS, participants were asked eight questions based on their attitudes towards 
technology generally (Table 2). These appraise personal feelings when using technology 
such as confidence, nervousness and perceived importance and level of difficulty in learning 
new technologies. Six questions were based on their perceptions of the use of technology in 
clinical education (Table 3). A general positive attitude towards technology was evident. A 
Pearson’s r showed a mildly positive correlation between attitudes towards technology and 
an appreciation for the benefit of technology to the role of clinical educator (Table 4). A 
scatter plot illustrates that the relationship between them is not absolute (Figure 1).  

Table 2: Descriptive analysis, attitudes to technology.  

 Strongly 
Disagree  
(%) 

Disagree 
 
(%) 

Neither 
agree nor 
disagree 
(%) 

Agree 
 
(%) 

Strongly 
agree 
(%) 

Mean  

Q 6. I like using technology 0 2 6 52 40 4.29 

Q 7. I feel confident with my 
ability to learn technology 

2 0 0 46 52 4.46 

Q 8. Learning about 
technology is worthwhile 

0 0 0 42 58 4.58 

Q 9. Working with 
technology makes me feel 
nervous 

23 46 25 6 0 3.85 

Q 12. I’m not the type of 
person to do well with 
technology 

33 54 13 0 0 4.21 

Q 14. I find that I need to 
work hard to learn about 
technology to master it 

17 50 21 10 2 3.69 
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Q 15. Using technology is 
difficult for me 

35 44 19 2 0 4.13 

Q 17. I feel uncomfortable 
using most technology 

35 50 10 2 2 4.15 

  

Table 3: Descriptive analysis, perceived use of technology in clinical education.  

 Strongly 
Disagree  
(%) 

Disagree 
 
(%) 

Neither 
agree nor 
disagree 
(%) 

Agree 
 
(%) 

Strongly 
agree 
(%) 

Mean  

Q 5. Knowing how to use 
technology is a necessary 
skill for me as an educator 

0 0 6 38 56 4.5 

Q 10. I use my knowledge of 
technology in many ways as 
a clinical educator 

2 0 21 58 19 3.92 

Q 11. Technology is 
important to my role as 
clinical educator 

0 6 13 52 29 4.04 

Q 13. I can appreciate how 
technology can be used to 
facilitate clinical learning 

0 0 4 71 25 4.21 

Q 16. Knowing about 
technology can make me a 
better educator 

0 6 15 58 21 3.94 

Q 18. Technology really 
won’t assist me in my role as 
an educator 

21 56 17 2 4 3.88 

 

Table 4: Pearson’s correlation: attitudes to technology and its perceived use in 
clinical education. 

Characteristic Mean  Pearson’s r 
 

  .363 

Attitudes to technology 4.17   

 
Perceived use of 
technology in clinical 
education 

 
4.08  

 

 

 



#eportforum 

2019 ePortfolio Forum Papers  34 

 

Figure 1: Correlation of attitudes towards technology versus the perceived 
usefulness in clinical education. 

Two questions related specifically to how easy the clinical educators found it to use the 
PebblePad™ and how difficult the implementation of it in a clinical environment proved. 
There was a large spread in these responses. 33.2% found PebblePad™ easy to learn how 
to use with 47.9% finding that it was not easy. Implementing the OLE in in the clinical site 
was challenging for 35.4% of respondents, with only 37.5% finding it easy. This correlates 
with what Nairn et al12 cite as challenges facing clinical educators surrounding OLEs. No 
significant difference was noted between rural or remote locations. 

In keeping with Braun and Clarke’s thematic analysis, the qualitative data was coded with 
five themes identified. 

Theme 1: Availability of IT resources (hardware) 

The strongest theme was lack of access and availability of IT resources for using OLEs. 
Respondent 5 quoted the “lack of availability of portable devices with multiple users” at their 
site. This was compounded by the fact that “Access to computer time can be limited in a 
clinical practice that utilises computers for clinical work” Respondent 27.  

Theme 2: Time resource in clinical environment 

A large proportion of participants reported that lack of time is a major factor when using 
OLEs in clinical sites. Respondent 24 mentioned that the “time to concentrate on filling out 
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reports without interruption” is difficult to find”. Respondent 8 commented that “It is still easier 
to have a piece of paper in front of your when you are in the process of assessing a student”. 
Other time factors specific to OLEs was the time required to retrieve passwords and the time 
it takes to login.  

Theme 3: Platform design 

Respondents reported both favourably and unfavourably under this theme. Respondent 12 
mentioned that “Difficult to navigate systems make documentation difficult”. Five 
respondents commented that the design of PebblePad™ was not intuitive to use. 
Respondent 6 suggested that it was “not designed for the purpose and so is very unintuitive 
to use”. Conversely four respondents mentioned the ease of navigating the platform over 
paper. Respondents 21 and 8 found it much easier “Not having to flick through pages of 
student books to find the correct page”.  

This equivocal response was reflected in the quantitative data where 47.9% of respondents 
agreed with the statement “I found PebblePad™ easy to learn how to use”, with a further 
18.7% saying they neither agreed nor disagreed with the statement. 

Several respondents mentioned the capability for multiple users at different locations to be 
able to access the student’s work as a significant advantage of the online platform. 
Respondent 11 mentioned that it was “Easy for all parties to access the online documents at 
the same time or at any time that it is convenient”. Respondent 41 furthered this, mentioning 
that “It is easier for me to check on the work at my own leisure without needing to chase 
anyone up or be told they left their book at home”.  

Theme 4: Tracking of progress/documentation  

There was a diversity of responses under this theme. This major theme has been broken 
down into two “sub” themes for clarity. 13/48, 27.1% of respondents mentioned one or other 
of these sub themes 

1. Tracking of the documentation and; 
2. Tracking of student progress.  

 
1. Tracking documentation  

Participants mentioned that with an OLE one “can track documentation” (Respondent 12) 
with “No misfiling or misplacement of paper documents” (Respondent 39). Respondent 7 
mentioned that having students’ work stored online allows “Easy storage and retrievals” of 
documentation. Others mentioned that important documentation such as “Assessment and 
course structure guidelines for tutors are more available online” (Respondent 33). 

2. Tracking of student progress  

24/48, 50% of respondents suggested that “there is a record of when and where 
assessments were performed and also no loss of information” (Respondent 23). This 
allowed for “Real time checking of student progress” (Respondent 26 and Respondent 25).  

There was also a strong sense for longitudinal development. The online system made it 
“Easy to review and compare to previous work where appropriate” (Respondent 40). 
“Sharing information across sites/placements allows for more adequate follow up on 
student's progress” (Respondent 46) allowing for “more permanent record of progress in 
time relevance - make progress tracking easier” (Respondent 47).  
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Theme 5: Increased security 

Clinical educators were cognisant that OLEs are a more secure environment which is 
“Tamper proof” (Respondent 41). Respondent 42 said that “my signature can't be forged … 
their work can't be tampered with and more importantly that they aren't able to take 
advantage of staff members who can't be bothered to check their work and sign everything 
off for them”. 

Discussion 

Due to current trends in tertiary education, clinical educators are under pressure to utilise 
OLEs, posing challenges for clinical mentors.8 12  

In the current era, it can be taken for granted that computers are almost ubiquitously 
available. The research highlighted that this is not the case in clinical environments. The 
extent to which it seems computer allocations are so sparse was surprising, it should be 
explored whether there are differences between metropolitan and rural sites in this regard. 
While it was acknowledged that access to computers might be an obstacle, during the 
PebblePad™ roll out (2014-15) clinical educators were offered tablet computers to address 
this challenge. Only 12 clinical sites took up the offer at the time. Thus, further strategies 
should be considered to allow clinical educators with educational roles access to computer 
resources.  

There was mixed opinion whether the online environment aided efficient time management. 
For some, working online was quicker but for others, the necessity for passwords added to 
the time required making it more arduous than using paper versions. Disparity was also 
noted in how easy the educators found it to learn using PebblePad™ itself. There were 
some findings that could explain these differences. A “Lack of basic knowledge or skills” 
(Respondent 41). Respondent 18 reported “Online can be more efficient when all involved 
have a certain level of competence”, reinforcing Chow, Herold, Choo & Chan’s27 findings that 
training and support specific to technologies used in teaching is crucial for successful 
implementation. While some respondents mentioned that face to face training would be 
preferential, “I think that if you have not had any immediate instruction on how to use it, it 
can be a little difficult” (Respondent 18), the geographical spread of clinical sites is 
challenging in this regard. Not all educators can attend hands on workshops on campus and 
the University staff required for in-services is infeasible. It was reassuring that a higher 
proportion of respondents found they could implement PebblePad™ reasonably easily at 
their clinical sites (Table 6). This suggests that, despite the difficulties learning a new 
platform, educators were able to mitigate these during implementation. 

The tracking of students’ progress within placements and over time was an important 
correlation with the vision for transitioning online. With paper workbooks, providing formative 
feedback on work in progress was difficult and it was also difficult to appreciate longitudinal 
development of skills and self-efficacy in the students’ learning journey. The results from the 
study indicate that the objectives and vision for moving online has had some traction. As 
respondent 42 mentions, “Being able to actually view their work allows me to give them 
additional feedback in regards to their thoughts and what they write down”. This can help 
identify at risk students and assist educators to devise individual learning plans for those 
students while allowing appropriate follow up on student's progress.  

Respondents displayed a positive attitude towards technology in general. However, 
responses to statements addressing the perceptions of using technology for clinical learning 
suggest that the link between knowing about technology and using it for a specific purpose is 
not absolute. While 100% of respondents said that learning about technology is worthwhile 
and 91.7% “like using technology”, there was a much more lukewarm responses to the value 
of using technology in their roles as clinical educators.  This begs the question of what 
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clinical partners perceive as the role of technology in clinical teaching and how to 
successfully use it in supporting students on clinical placement. As Klenowski28 pointed out, 
clinical teachers need to change their teaching styles to balance traditional didactic 
approaches with contemporary conceptualisations of learning using technology. Klenowski28 

further states that if the pedagogical approach to technology for clinical teachers is not 
addressed, technical reductionist approaches that trivialise the process of learning can make 
the learning superficial.  

Implications for future research  

This pilot study establishes a baseline but more importantly paves the way for further 
research in this crucial area. Incongruence exists between attitudes to technology generally 
and perceptions of the usefulness of technology for clinical education. A larger study should 
be completed to fully examine the significance of this finding. It would also be of great benefit 
to gain an understanding of the factors that influence clinical educators’ attitudes and 
experiences with technology in their environments.  
Conclusion and how the research will inform future practice 

Monash University was the first undergraduate radiography course in Australia to implement 
an OLE for all aspects of clinical placements. Clinical education is crucial in the education of 
Radiography students and educators assume a key role in this. PebblePad™ is at the heart 
of the clinical programme, requiring significant input from clinical educators. This study gives 
voice to this important but under represented group, those clinical educators tasked with 
implementation of OLEs in clinical environments. It is imperative to understand the 
perceptions of clinical educators within their environments. As evidenced by the study, even 
with a positive attitude to technology, clinical environments have particular challenges. With 
technology taking a more central role in education, it is imperative that we understand how to 
ensure it is utilised to its full potential in all domains of education. Therefore, enculturating 
positive attitudes towards technology and associated pedagogical change is important. 
Partaking in this study will afford clinical educators an opportunity to reflect on their own 
experiences with technology in their roles and implementation strategies for future 
technological advances. The results have informed training and support specific to OLEs 
which we believe is crucial for successful implementation. 
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Abstract 

University health and education courses often use ePortfolios as a tool for assessing 
students’ learning from workplace learning placements. It is necessary for these students to 
collect evidence of learning involving vulnerable groups (e.g. patients/clients and children). 
There may be unintended consequences involved with the collection and sharing aspects of 
ePortfolios that needs to be better understood and managed. Current ePortfolio literature 
discusses ethical issues, such as privacy and protection of data in an online environment 
(Poot & Austin, 2011). However, discourse about privacy, repurposing, consent and 
confidentiality of secondary use of students’ and others’ data is limited (Slade et al., 2018). 
In this paper, we will share the findings from our research across seven Australian 
universities where the research aims of included the following: 

1. To understand current practice across institutions and related challenges, and 

2. To identify intended and unintended outcomes of ePortfolio practice relating to 
vulnerable groups. 

Keywords: ePortfolio, digital ethics, privacy, confidentiality, data security 

Introduction  

The ePortfolio fills the need for a safe space that university students can use to demonstrate 
proficiency in the profession to which they are being inducted. In the health and teacher 
education professions, ePortfolios are used to record learning, demonstrate competencies of 
professional standards, record reflections on professional placement experiences and gain 
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feedback on performance (Nagler, 2009). However, despite many students’ use of the online 
environment for social networking, they are not well-versed in all online technologies and 
may accidentally share information that is potentially sensitive (Hagel, 2015; Kift et al., 
2007).   

We live in a dynamic time where the online spaces in which we operate require us to change 
our ways of thinking because the “networked and public nature of the internet requires the 
capacity of thinking more abstractly about the effects of one’s actions on unknown others’ 
and communities” (Flores & James, 2012). Communication and information technologies 
have rapidly changed over the last decade (Kaye, Whitly, Lund et al., 2015), but the 
implications for practice on the use of these digital technologies has only recently started to 
gain attention. In order to safeguard clients and practitioners, ethical standards need to be 
put in place to ensure that the implications of technology are fully understood (McAuliffe & 
Nipperess, 2017). Therefore, students undertaking health and teacher education courses will 
need more guidance on digital ethics to frame their decision-making as we guide our 
students in building and maintaining their online presence as they enter their professional 
field. 

In the current digital and employability climate, students create their own personal branding 
online to influence their future career pathway. EPortfolios provide a rich source of evidential 
content for students to use in developing their brand, such as formal assessment task 
responses, reflections and work placement experiences. Students are also encouraged to 
develop an evidential repository from informal learning sources. However, they do not 
always realise the ethical implications of reusing this data collected from other groups, such 
as patients, clients and children, in online contexts. When information is posted on social 
media, for example, students do not always have control over the audience. Similarly, digital 
interactions in blogs, webinars and even email, puts a student on display to others, thus 
requiring a solid understanding of, and application of eprofessional ethics. Unlike the older 
idea of ‘netiquette’ rules to manage online behaviour, eprofessionalism is a much broader 
construct, involving one’s values, attitudes and actions when engaging online (Sowton, 
Connelly & Osborne, 2016). The ability to apply ethical principles to new online contexts and 
scenarios is increasingly important for students. 

The aim of this paper is to share the findings from our research across seven Australian 
universities where we investigated digital ethics in ePortfolio practices. This paper is an 
overall summary of the project to-date, adding to the previous Australian ePortfolio paper on 
problem definition and awareness building. Brown-Wilson, Slade, Kirby et al. (2018) found 
there was a dearth of literature regarding guidelines and policies. Although students were 
provided a consistent message regarding consent in respect to images, limited direction was 
provided regarding how to address online secondary use of data.  

This paper presents a brief synopsis of the findings around two central aims of the research 
project: 

1. Understand current practice across institutions and related challenges, and 

 2. Identify intended and unintended outcomes of ePortfolio practice relating to 
vulnerable groups. 

Research Context  

This unfunded project grew out of professional conversations that began at the 2014 
ePortfolios Australia Forum in Perth. Several practitioners needed to address concerns 
around the privacy and confidentiality of vulnerable populations (e.g. children and clients) in 
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their university student ePortfolio use. In 2017, research team members from seven 
Australian universities received Human Ethics clearance to begin our project to refine 
ePortfolio implementation across Health and Education faculties in Australia. 

Limitations of the Work 

The current study possesses a few limitations. First, our study sought the perceptions of 
current ePortfolio practice from students and staff in seven universities. All measures were 
self-report only. Secondly, our sampling method was purposive and convenient, which may 
result in sample bias since our participants may not have been a truly random sample, given 
the small sample size across the seven universities. Additionally, results are self-reported. 
As a result, this may hinder the generalisability for our findings, especially as they may relate 
to other settings.  

Research Methods and Sampling 

A Mixed Methods design was employed to survey staff and student participants recruited at 
the partner institutions, as well as focus groups and interviews of staff to identify participant 
experience and beliefs pertaining to privacy and security of ePortfolio content.  

We used purposive sampling with this project because we were looking for educators who 
have experience using ePortfolios with their students (Etikan, Musa, & Alkassim, 2016). 
Survey data was collected from 23 educators and 41 students via online survey from 
Education and Health faculties across the participating seven Australian universities during 
2018. Survey questions included “How proficient do you perceive yourself to be when 
working with e-portfolios" to a Likert-type scale response to questions around usage like 
“Overall, I found the e-Portfolio interface easy to use”, “I intend to use the ePortfolio as often 
as possible”, “I like the idea of using an ePortfolio system”, and “Using the ePortfolio 
improved my course performance”.  Qualitative data were managed and analysed using 
SPSS (version 21) to compute frequencies and descriptive statistics.  In addition, nine 
educators who had experience with ePortfolios participated in either a semi-structured focus 
group or a semi-structured interview lasting anywhere from 25 minutes to an hour. These 
were completed in four of the seven participating universities.  We used content analysis for 
the qualitative data to identify the ways in which ePortfolios were being used and to 
determine how students were prepared to begin their ePortfolio journey.   

Results and Discussion 

1. Understand current practice across institutions  
Educators reveal that current ePortfolio practice has a positive influence on student learning, 
as use of the ePortfolio encourages deeper thinking, learning and reflective practice. Many 
students use ePortfolios to map and track their progress on competencies and/or attributes.   

Students and educators from the universities involved in this study reported using a variety 
of ePortfolio platforms including Mahara, Pebblepad, Blackboard, Mahara, and Thinkspace 
(a version of WordPress), or students could choose their own platform. Educators used 
ePortfolios with their students mainly for assessment. Educators also had their students use 
the ePortfolio to store material and artefacts over time to demonstrate development of 
professional specific skills, knowledge and attitudes. Storing experiences and artefacts 
relating to authentic industry-based placement was seen by students and educators as a 
powerful way to showcase skills and competency development over time. 
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Guidance reported    
One point of interest was the mismatch between advice students are given around what is 
and is not appropriate to post in their ePortfolios and what the educators report. Educators 
report written and verbal instructions are given to students in relation to the use of client 
information in the ePortfolio. Examples of guidance include blocking out faces, de-identifying 
text and using pseudonyms. While several students take great precaution with their 
ePortfolio data through password protecting their USB drive and not working on the 
ePortfolio while using public Wi-Fi to keep files and information secure, 30% of students 
reported that they received little to no guidance to ensure privacy and confidentiality of 
patients and/or children whilst on placement. 

Challenges experienced 
Challenges include maintaining confidentiality of vulnerable groups, issues with various 
ePortfolio platforms, lack of institutional support and lack of uptake from academic 
colleagues.  That most educators in our study do not use ePortfolios for their own 
development was noticed by some students, which could indicate that authenticity on behalf 
of educators could be important in enabling student use and uptake of ePortfolios.  It would 
seem that better communication and support by the university and/or faculty, is one way to 
move forward to gain more users on board in building more of an ePortfolio community. Too, 
clear principles to guide students’ ethical decision-making processes would support 
students’ development of their online personas as they transition from a pre-service to in-
service professional. The need for this suggests that some students have difficulty in 
understanding the full implications of potential ethical errors online and may need further 
support in how to apply eprofessionalism in online environments. 

2. Identify intended and unintended outcomes of ePortfolio practice relating to 
vulnerable groups. 
More than half of the educators surveyed reported the fact that their students were required 
to collect data from vulnerable groups that included storing images or text about patients and 
children particularly when undertaking industry placements. Educators are seeing student 
learning and how it has grown over time via the ePortfolio. It is the right tool to capture 
evidence of skill development, acquisition of knowledge and changes in attitudes. 

As discussed above, one of the challenges is working with students to ensure that 
confidentiality and privacy of vulnerable groups is maintained. One of the unintended 
outcomes of practice is that students are not always aware of professional norms and rules. 
This is highlighted especially when students accidently share materials because of an 
unfamiliarity with the ePortfolio platform tool and/ or an unawareness of privacy 
requirements. Further, students simply may not follow instructions or share information on 
unsecure or open sites and/ or not de-identifying industry sites that could lead to 
identification of patients or children.   

Conclusions 

The purpose of this project was to consider how ePortfolios were used and the potential 
unintended outcomes when students were in practice with vulnerable populations. Findings 
from this project suggests that current approaches to supporting students in the online 
environment is lacking. This may be due to the fact that many educators are adapting 
guidance developed for secure online assessment alone and therefore do not take into 
account the complexity of the unsecured digital environment. It is exactly in these types of 
environments where our students need to make ethical decisions about using others’ data 
from their student ePortfolios. From this, one could conclude that students require more 



#eportforum 

2019 ePortfolio Forum Papers  43 

support in considering the nature of eprofessionalism and how this concept might be applied 
to safeguard the privacy of vulnerable populations in a digital world. Scenario or case study 
stimulus is one beneficial way to explain possible new situations that students might 
confront, strengthening the application of their eprofessionalism, and supporting educators 
as they guide their students.    

Future research in this area should include an examination of the ways students do make 
decisions about how to develop and display their online personas as they develop into 
professionals. Additionally, preliminary results from this study suggest that many students do 
not yet see the value in the ePortfolio on their course performance, and thus seem closed to 
engaging with ePortfolios in the future. This is concerning given the affordances of the tool in 
supporting a student’s learning journey over time.    

As staff and students worldwide continue to find value in using ePortfolios as part of their 
classes in university Health and Education faculties, the tool is not going away. Our 
challenge in Australia is to continue to support our colleagues and press our institutions to 
assure support of the digital tools they have adopted to support students’ learning.   

Connection to the Forum Theme 

Inspiration for this research arose from an idea posed by a University of Canberra staff 
member to a group of university teachers who reflected on the unexpected digital privacy 
issues that arose when secondary data was shared. If private images relating to patient 
care were inadvertently connected and accessible via students and staff digital records, 
such as evidence contained in an ePortfolio to a third party, even if they were originally 
meant to be used for a different purpose, this group of across university researchers 
realised that there was a gap in digital privacy guidelines and procedures. Once this digital 
ethics issue identified, the researchers realised they needed to conduct research with staff 
and students to investigate why this occurred, reflect on findings which would inform how 
this digital privacy dilemma could be addressed. 
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Abstract 

Learning Designer (LD) roles are becoming increasingly common in Higher Education. 
However, LDs often come from varied and informal backgrounds, and the role itself is one 
where skills and duties are often unclear and misinterpreted by others within institutional 
settings. We argue that a process of reflection and community building is integral to the 
clarification and maturation of such roles and professional identities in this space. We 
propose ePortfolios and Communities of Practice as critical tools to make these identities 
and skills visible; and the role recognised and valued.  
 
We will discuss our own portfolio development journeys, processes of reflection and 
engagement in the LD community. We discuss techniques used including portfolio building, 
blog writing, ‘Shut Up and Write’ sessions, mentorship and critical friends. We share 
processes as a means to make our practice visible and as a way to further clarify LD roles 
and build professional relationships and accreditation. 
 
Keywords: ePortfolio, Higher Education, learning design, identity, reflection 

Introduction 

Professional identity is an individual’s construction of professional self based on beliefs, 
values and experiences (Slay & Smith, 2011). The strategic prioritisation of technology 
enhanced learning within Higher Education (HE) has seen the increase of ‘new professional’ 
roles (Gornall, 1999) including Learning Designer (LD), academic developer and other ‘third 
space’ teaching and learning educational technology roles (Mitchell, Simpson, & Adachi, 
2017). There are a range of concerns and ambiguities related to the professional identity of 
these roles. 
 
Learning Designer (LD) and academic developer roles (which together we coin the 
designer/developer role) are ‘blended’ or ‘cross-boundary’ roles - between academic and 
professional (Whitchurch, 2008) and between “the technical and pedagogical” (Bisset, 2018, 
p6). Their professional identities are not clearly defined and are continually evolving (Bird, 
2004, 2006; Bisset, 2018). Designer/developers are employed from diverse career 
backgrounds into a range of position titles, and often lack a clear accreditation or 
professional membership body or access to professional development opportunities (Bird 
2004, 2006).  
 
Slay & Smith (2011) suggest successful career progression is tied to a positive construction 
of professional identity, particularly for those in boundary-shifting spaces like learning 
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design. Research suggests that designer/developer roles are often misunderstood by 
academic staff (Bird, 2006) and feel marginalised (Gornall, 1999), devalued or as not having 
their own identity (Ritzhaupt & Kumar, 2015). They may struggle to gain a position of 
authority (Whitchurch, 2008). Whitchurch (2008) notes that authority and credibility in the 
‘third space’ is often built through relationship and profile building. Designer/developers 
should therefore look to resolve ambiguity in professional identity through strategies for 
flexibly building positive constructions of learning designer/developer identities in context.  
 
A professional (e)portfolio can play a critical role in expressing and evidencing professional 
identity. Portfolio practice such as showing and narrating your work can help establish 
credibility due to profile raising and demonstrating expertise (Bozarth, 2014). As such, 
ePortfolios and ePortfolio practice may be valuable tools for constructing a 
designer/developer positive professional identity, and in building credibility individually and 
collectively - leading toward maturation of designer/developer professional identities. This 
paper primarily focuses on portfolio practice as a key strategy in positive professional identity 
construction for Learning Designers.  

ePortfolio practice for LD identity construction 

Portfolios have historically been used to demonstrate professional work and identity in 
contexts related to learning design, such as: showcasing digital design projects (Bird, 2006), 
and documenting and reflecting on teaching activity, including in Higher Education academic 
teaching contexts (Bird, 2006; McDonald et al, 2016). There are also recent examples of 
electronic portfolios (ePortfolios) used in educational design or HE scholarship of learning 
and teaching, such as Higher Education Academy (HEA) Fellowship (UK), the Certified 
Membership Association for Learning Technology (CMALT) portfolio through the Association 
of Learning and Teaching (UK), and the Higher Education Research and Development 
Society of Australasia (HERDSA) fellowship scheme (Australia) (see Bird, 2006). A report 
by McDonald, et al (2016) highlights the benefits of portfolios for academic developer roles, 
a similar field. Many HE institutions also incorporate a portfolio as a key assessment for their 
Graduate Certificate in Tertiary Education or equivalent. In addition, some recent 
designer/developer positions have begun requesting portfolio examples as part of 
application and interview.  
 
We take a broad view in conceptualising portfolio practice in relation to reflection, collection 
and curation of artefacts, aligning to Coleman’s (2017) definition of portfolio as “purposefully 
curated, contextually driven, reflective digital sites” (p. 60). Coleman’s flexible definition of 
portfolios as ‘digital sites’ prioritises reflection and identity exploration above format or 
medium - accepting that a range of formats may be considered a portfolio; such as a blog or 
curated website.  
 
There are a number of benefits for portfolio use or incorporating portfolio practice for learning 
design specifically:  
● Evaluation and iteration of design - typically Learning Design is an iterative process - 

continual reflection and evaluation is beneficial (Mor, Craft & Hernandez-Leo, 2013) to 
demonstrate iteration/improvement of a design.   
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● Formative reflection and development - analysing one’s own strengths and weaknesses 
(McDonald et al, 2016) and incorporating informal reflective opportunities that are 
perhaps more ‘authentic’ to the ‘messiness’ of learning design (Rankin et al, 2016). 

● Narrative and identity construction - allows for “exploration of the self for the self and 
others through ongoing reflection” (Coleman, 2017, p.60), and demonstrating an 
“educational developer’s beliefs, values, ethical principles, practices, approaches, 
development, and impact”  (McDonald et al, 2016, p.12) that reflects an individual 
narrative. Ongoing reflection and identity adaptation is arguably required for the 
designer/developer role due to its typical project-based and strategic nature (Gornall, 
1999). Narrative can be used as a sensemaking device, including to link common 
threads (Coleman, 2017) and work through ambiguity and anxiety (Bird, 2007).  

● Career application and promotion - strengthening a case for promotion or to inform 
career trajectory, particularly in a tenuous HE environment and given the shifting nature 
of these roles (McDonald et al, 2016). Modern roles and career shifts/progresion will 
likely rely on a ‘portfolio of experience’ rather than fixed knowledge (Whitchurch, 2008).  

● Modeling practice - modeling the behaviour we would like to see in others (McDonald et 
al, 2016) - LDs are expected to be able to support and advise teaching staff on the best 
strategies and educational technologies to achieve specific pedagogical outcomes, 
including ePortfolio approaches.   

 
These examples demonstrate benefits for designer/developer roles to demonstrate skills, 
engage in reflection and evaluation, for securing new roles or promotion, or validating their 
role within the HE academic community using ePortfolios. We now share our own personal 
experiences and ePortfolio practice, including how the process has supported our own 
personal/professional identity construction and professional development.  

Portfolio 1 example - Kate 

I was accepted to the Australasian Society for Computers in Learning in Tertiary Education 
(ASCILITE) community mentorship program in 2017 with the express purpose of designing 
my CMALT portfolio, with the support of a mentor and critical friend. Based on the benefits of 
this process I organised ‘Shut Up and Write’ sessions to build my portfolio with others and 
support each other through the process. 
 
While I did not see my CMALT portfolio to fruition I was able to reuse aspects of this portfolio 
as part of a recent application for an Academic Developer role. To create this new portfolio, I 
copied from the CMALT portfolio where relevant, and updated and added components. I was 
forced to redesign and curate my portfolio, considering:  
● the key selection criteria typical of academic developer and learning designer positions 
● key skills I felt were important for academic developer roles generally and how these 

might be categorised and organised 
● my own skills and examples of work from various projects and institutions 
● how I might bring value to institutions and support others  
● my main interests and strengths, and how I wish to be perceived by others in this space, 

as it influences my career trajectory and progression.  
 
I found myself re-categorising portfolio evidence under key themes that I felt went to the 
heart of a designer/developer role: learning design, staff professional development, 



#eportforum 

2019 ePortfolio Forum Papers  48 

educational technology evaluation, project management, leadership and strategic 
development work, communication and interpersonal skills, and research and publications.   

 
Figure 1: ePortfolio menu demonstrating key categories 
 

 
Figure 2: Sample of ePortfolio evidence from the ‘Learning design’ category 
 
 
I have been surprised by how much my work with the ASCILITE Technology Enhanced 
Learning edvisors (TELedvisors) group has intersected and cyclically fed back/into my 
portfolio - I use my portfolio to highlight skills gaps which I often address through other 
professional aspects such as writing a TELedvisors blog post or coordinating a webinar, 
which is then evidenced back in the portfolio. I was able to evidence my TELedvisors work 
across multiple sections of my portfolio, including under research, strategic planning, and 
communication skills. The TELedvisors work is typically the public face of my ‘brand’ without 
actually evidencing my learning design work, yet TELedvisors and the ePortfolio are an 
ongoing dialogue with colleagues, professional networks and potential employers.  
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Figure 3: Sample of TELedvisors-based evidence from the ‘Strategic planning’ 
category 
 
This process has informed my thinking around my identity, my strengths and weaknesses, 
and how I can build a professional identity (i.e. personal ‘brand’) and narrative through 
examples of my work. It has encouraged me to regularly capture evidence of my work both 
for showcase and reflection, and to seek out new opportunities in my field as a way to round 
out my skills - as these roles expect individuals with diverse skill sets. Making my work 
visible also propels me to consider the skills I may need to demonstrate for my specific 
career trajectory and future: How can I best present my personality and identity, and 
demonstrate the broad range of skills needed as a learning designer, but also my unique 
specialisations and interests?  

Portfolio 2 example: Tom 

Learning Design at La Trobe represented a fifth major career role change. At the time, 
interviews highlighted a limited ability to demonstrate professional capacities as they related 
to Learning Design.  Therefore I felt I needed to publicly reframe past roles and reconstruct 
my personal-professional identity as a Learning Design specialist.  Early in this new role, I 
was introduced to the TELedvisors community (an online professional network) by Kate 
Mitchell. Engaging with TELedvisors (Figure 4) has transformed my understanding of 
Learning Design as practice, research, LD community engagement and profession. My 
multifaceted online portfolio is the visible product of this personal-professional identity 
reconstruction and plays a critical role in fostering my long-term personal-professional 
interest, career and identity in Learning Design. 

 
Figure 4: TELedvisors community 
 
My role requires working laterally across Academic and professional roles, providing applied 
teaching and learning expertise, ideally informed by research/evidence. The ResearchGate 
service (Figure 5) facilitates engagement beyond professional network for academic 
discussion and research.  As a TEL professional, it provides a way to explore ideas, 
academic literature and to model practice in technology for professional discussions.   
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Figure 5: ResearchGate 
 
Being a non-research role, there is limited opportunity to engage in research in the 
workplace. My ePortfolio enables professional self-development outside of work hours with 
other TEL professionals facing the same issue: through online discussions and blog posts, 
attending webinars, and by running regular TEL edvisors ‘Shut Up And Write’ sessions. 
Close professional relationships within this network of TEL professionals has served as a 
quasi-mentoring; shaping my understanding of Learning Design scope, issues, trends and 
practice. 
 
A blog (Figure 6) serves as a public space for formative reflection, helping synthesize 
learning design issues, document valued practices, evidence skill and capacity, provide an 
experimental platform, and a space to engage with academic literature research.  Ultimately, 
it evidences the evolution of my Learning Design understanding and practice. 

 
Figure 6: Relearnings blog 
 
Despite being relatively new to learning design, my online personal-professional identity as 
expressed through my ePortfolio was recognised during interviews for my second LD role. 
Encouraged by this, I look to build a case for career progression through further ePortfolio 
development, for example, using LinkedIn (Figure 7) for publishing professional LD 
credentials such as CMALT Certification. 
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Figure 7: LinkedIn profile for career application and promotion 
 
As a Learning Designer, my ePortfolio goes beyond jobs, skills and recognition. The process 
builds professional self-confidence to participate in an emergent ‘third space’ profession, 
providing me a presence and voice in the current debate, for example via Twitter (Figure 8), 
in defining LD’s role and to constructively influence the perception of LD in Higher Education. 

 
Figure 8: Twitter 
 

ePortfolio practice for wider purpose 

We have demonstrated our own journeys documenting and reflecting on our portfolio 
practice, and how this has supported us to tease out the skills, processes, ideas and 
research of learning design and communicate this to others. We believe portfolio and 
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reflective practice are a key step in making learning design processes visible: gaining clarity 
in roles and tasks, and helping to gain a common language across learning 
design/developer professionals in the field. Such processes may assist in further developing 
LD role mapping and lead toward professional accreditation.  
 
There are a number of ways that Learning Designers may tackle portfolio practice and 
resources that may prove useful. The CMALT portfolio requirements (Association for 
Learning Technology, 2019) incorporate key sections and reflection prompts that could 
assist in getting started and in generating deep reflection. Bird (2006) highlights key 
categorisations of duties for designers/developers as well as processes for portfolio 
practices and examples of types of evidence. McDonald et al. (2016) provide guidance 
regarding the ‘common components’ of a developer portfolio and the portfolio process, 
including setting purpose, creating narrative, choosing content, and designing for specific 
career paths.   
 
Learning Designers should be mindful that such resources may or may not be relevant 
depending on their specific role. As Bird (2004) notes, roles are highly contextual; with 
differences between roles depending on the institution, faculty and position classification 
(e.g. academic vs professional). Portfolio approaches outlined in CMALT and McDonald et al 
(2016) are contextual to the UK and Canada, and may not be entirely relevant for Australian 
LD practices. However, engaging in portfolio practice and communities of engagement may 
be a first step to mapping identity and practices that are contextually specific and built by the 
LD community, rather than imposed on us by others. 
 
As Learning Designers, we each have different reasons for using portfolios, but recognise 
professional attributes and values in each other relevant for the context and role. Building a 
shared recognition allows for a cohesive professional identity to emerge, one that is the 
starting point for recognition of a valued profession by others, and professional acceptance. 
 
Kate Mitchell’s ePortfolio can be found at http://www.katemitchell.me 
Tom Cotton’s blog can be found at http://www.ReLearnings.com   
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Abstract 

Pressures on institutions, educators and students are pushing teaching and learning towards 
increased use of technology. Institutions face new quality-based funding and accountability 
models, continued corporatisation of services, and academic integrity high on their risk 
registers. The massification of students brings the need for flexible ways to approach 
learning and an emphasis on employability to compete successfully in the marketplace. 
Technology plays an integral role in meeting these needs, particularly as we move towards 
digital credentialing.   

Academic transcripts and testamurs are artefacts that give credibility to our education and 
experience. Digital credentials are also emerging as a solution to the secure exchange and 
authentication of records and artefacts for smaller components of learning such as micro-
credentials and digital badges across the web. Online platforms and issuing institutions are 
increasingly collaborating to provide users with digital repositories for their credentials, which 
may also link to an ePortfolio. 

Can ePortfolios contextualise digital credentials by enabling personal reflection, personal 
branding and the curation of personal and work experience; or will ePortfolios be made 
redundant? It’s time for ePortfolio advocates to explore the relationship between digital 
credentialing and ePortfolios in more depth. This paper discusses the place of ePortfolios in 
this changing environment, and briefly explores potential enablers and challenges. 

Keywords: ePortfolio, badging, micro-credentials, blockchain, personal narrative 

Introduction 

Sector pressures continue to push teaching and learning into the technology space. 
Universities operate within a quality-based reporting but uncertain government funding 
context. Corporate operational models are in play with universities expected to achieve more 
with less resourcing, but still needing to meet the customer's demands for a quality degree 
and outstanding student experience. Academic integrity is high on the risk registers of 
universities as sophisticated and persuasive online contract cheating services allow students 
to pay for individualised assessment responses (Authors hidden, 2018). Reputational risks to 
institutions, students and the public loom as a result. The Tertiary Education Quality and 
Standards Agency (TEQSA) now requires universities to be accountable for their academic 
integrity responses. The use of technology is integral in prevention, education and detection 
processes.      
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Thirty years of government massification policies, resulting from the Dawkins Report, 
enabling students from non-traditional and/or disadvantaged backgrounds the opportunity to 
study at university (Dobson, 2001), also influence teaching and learning pedagogies and 
practices. Students, pressured with increased financial commitments, carer responsibilities, 
living away from home, for example, while still maintaining their studies, expect universities 
to meet their academic needs through flexible blended delivery, using technology. 
Universities are investing in the use of learning analytical dashboards for students (and 
others) to help them measure their progress. Students are strategic with their time, and may 
not attend face-to-face classes, thus relying on recordings, online resources, and 
communication with educators. Yet a degree is now a minimum requirement for 
employment, as the market demands students demonstrate their uniqueness, and develop 
more skills and attributes suitable for a professional career environment.   

So far, the ePortfolio has fitted nicely into recent technological advances e.g. online, blended 
or flipped classroom, offering several advantages that align teaching pedagogies and 
learning theory. ePortfolios are seen as the reflective place, which facilitate a student’s 
learning through a repository of evidence from both formal assessment tasks and informal 
personal learning. The organisational, reflective and developmental processes involved are 
as important as the final showcase products students share with others (Abrami & Barrett, 
2005). Some universities also have institutional reporting needs from ePortfolios, such as in 
work-integrated learning activities where external facilitators and examiners are involved.  

Yet another wave of objective achievement measurement through technology is quietly 
coming into shore. TEQSA soon will announce the findings of the Noonan Review and its 
response to the changing qualifications landscape, including micro-credentials. Higher 
education providers have been increasing resources in this area to investigate potential 
responses. Provider submissions to the Noonan Review indicate dual speeds and dual 
philosophies within universities, suggesting a desire to maintain pedagogical foundations, 
but needing to accommodate the rapid change and impact of technology (Department of 
Education, 2019).  

We need to be careful not to insulate ePortfolios from this discussion but rather understand 
and advocate its place in this changing ‘world’. As such, the authors responded to the need 
to situate ePortfolios within the emerging discourses in higher education technology. This 
work was informed by iterative, reflective and rigorous discussions between the authors. The 
authors’ areas of expertise include higher education policy, research and engagement with 
inter/national micro-credentialing perspectives and extensive ePortfolio experience in 
research, implementation and innovation. 

Thus, this short paper aims to use badging, micro-credentialing and blockchain as 
exemplars to explore their relationship, if any, with ePortfolios and to briefly examine any 
existing complementary roles and/or those that could be developed in the future. The key 
questions are: 

● Is ePortfolio still relevant and if so, what can it contribute in this new technological 
context? 

 
What do we need to do as ePortfolio advocates? 
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Badging, micro-credentialing and blockchain 

Badging and micro-credentials are terms that have been used for a number of years. The 
advent of learning analytics and blockchain has added further layers of technological 
complexity, raising objective measures of success, authenticity and efficacy high on the 
agenda. The terminology around badging and micro-credentialing is challenging and 
confusing as there are different definitions and understandings, nuances between similar 
terms and the introduction of new terms. There is no one authorised body in Australia to lead 
badging or micro-credentialing at this stage. In the absence of national regulation, norms are 
evolving rapidly and innovative providers are developing their own quality frameworks.  

Badging is an easier method to establish than micro-credentialing, based on motivating 
students to progress with the intention to also demonstrate achievement to others to enable 
personalised learning within institutions and ongoing in industry (Elliott & Clayton, 2014). For 
example, a student may earn a leadership or collaboration badge as part of co-curricular 
activities. Badges are also used for information literacy for proficiency verification including 
metadata (Boyer, 2018). Badging can be implemented at a granular level e.g. one attribute, 
one course, one program and/or one institution and may or may not be linked to a wider 
badging system between institutions. Middlesex University experimented with digital badges 
within several contexts, making use of the Mozilla open badge ‘backpack’ sharing option for 
student learning and employability outcomes (Rizvi, 2016).   

Micro-credentialing (MOOCs, modularised courses, linked badges) involves a more 
systematic and targeted institutional approach, which not only has pedagogical motivation 
but corporate ones as well. This opens providers to a wider market of students, such as 
Deakin University’s Professional Practice credentials framework. These credentials are 
capabilities-focused in three areas (employability, technical knowledge and leadership), 
encouraging continuous learning for life. Earning a credential is a five-step process which 
involves reflecting on professional experience, choosing examples with evidence, writing a 
narrative reflection, video viva and finally, the overall assessment of the application. For 
AUD495, and the potential for the credential to be recognised as prior learning and credit 
toward a conventional degree, Deakin’s professional practice credentials provide valuable 
learning opportunities for enrolled students and the general public alike (Deakin University, 
2018).  

The absence of a regulatory authority in this space, however, has contributed to the notable 
and frustrating absence of standard definitions, comprehensive implementation and 
meaningful collaboration between institutions at a local and international scale. Credit value 
and assessment (if any) differs across micro-credential offerings, and between institutions, 
thereby making it difficult for employers to understand the credentialing landscape. 
Blockchain has emerged as a potential solution. 

Blockchain is a digital, public ledger of all digital or digitised transactions between 
participating agents that is verified by the consensus of a majority of those participants 
(Crosby, Nachiappan, Pattanayak, Verma & Kalyanaraman, 2016). Blockchain technology 
utilises peer-to-peer networks to validate data identically hosted among participants, and 
changes to that data are updated simultaneously and permanently across participants (see 
Iansiti & Lakhani, 2017). Metadata validated by the blockchain sequence may include 
assessment rubrics, the expiration period of the credential, and the value of that credential 
according to the governing regulatory system. The use of blockchain as a method to record 
and validate academic credentials is now growing, due to the superb difficulty in erasing, 
counterfeiting or fraudulently manipulating the public ledger.  
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Taken together in the higher education context of performance-based funding and 
diversification of income, verifiable credentials that build toward a conventional degree or 
attract students seeking smaller elements of learning are increasingly attractive business 
models for universities. The potential for individuals to obtain affordable credentials toward 
continuing professional development and lifelong learning in comparison to the time and 
financial investment of a degree is also gaining traction in the market. Moreover, the ability to 
objectively validate the value and authenticity of a credential affords further benefits for all 
stakeholders. 

Objective digital credentialing provides authentication and security 

Academic transcripts and testamurs, as the records of academic performance and 
achievement, are artefacts that give credibility to our education and experience. These 
artefacts are produced in such a way to convey the prestige of the issuing institution, but 
also to prevent counterfeiting and fraudulent manipulation. Legitimate physical copies of 
these documents must be legally certified as such; a norm that renders digitised copies—
that is, digital scans of the document—speculative at best without sighting the original 
document or certified copy. 

In some cases, online platforms now facilitate the secure hosting, exchange and 
authentication of digital qualifications as certified by the issuing authority and/or partner 
institutions. In this model, students and graduates have on-demand access to their academic 
records and can provide access to those records to third parties via a secure link. The 
authenticity of that platform is determined by the partner institutions endorsing the service, 
tacitly and explicitly assuring that those credentials are authentic and secure. In other cases, 
digital credentials are validated by via blockchain technology. 

Accordingly, digital credentials are emerging as a solution to the secure exchange and 
authentication of records and artefacts for smaller elements of learning such as micro-
credentials and digital badges across the web. In this sense, digital credentials are a 
graphical representation of a credential, embedded with authenticating metadata that 
underpins the credential. Platforms such as Credly, Accredited, and Open Badges/Mozilla 
Backpack operate in association with issuing institutions to provide users digital repositories 
for their credentials over time. Digital credentials can be shared to other platforms, such as 
an ePortfolio.  

Figure 1 illustrates an example of the interplay between the traditional academic transcript 
and emerging credentials and technology. Year 1 demonstrates where a badge was 
awarded for Leadership within a learning element. Year 3 demonstrates where micro-
credentials were awarded within a learning element, and verified by blockchain technology.  
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Figure 1:  Example of the interplay of the academic transcript, emerging credentials 
and technology 

ePortfolios as a narrative of individual branding and online identity 

The ePortfolio is broader than a collection of credentials. It provides an online and 
centralised space for students to collect, select, reflect and connect between formal learning, 
informal learning through experiences, and ‘real-life’ situations. The learning process of 
creating an ePortfolio and to articulate oneself, starts with self- awareness and 
establishment of value and personality. It makes the relationship between student’s 
disciplinary studies, personal goals and values more connected, visible and evidential; and 
facilitates the ability to communicate to a wider audience. ePortfolio fosters student 
ownership, and transitions into lifelong learning as the student continuously reviews and 
updates their ePortfolio. 

Moreover, the reflective and autobiographical character of the ePortfolio allows the student 
to see beyond assessment, and contextualise their skills and achievements holistically. The 
ePortfolio can then stand behind more targeted profiles and branding platforms, such as 
Instagram and LinkedIn to evidence the personal narrative or branding of the user. 

Personal branding means creating an identity that highlights one’s unique qualities and 
attributes, which can be represented through an ePortfolio. Your personal brand allows you 
to: 

● Increase online visibility, allowing you to market yourself to others quickly and easily 
● Take control of the narrative on what drives you, your sense of self, your mission and 

purpose (Jones & Leverenz, 2017) 
● Cultivate self-confidence, shares your strengths, passions and accomplishments 

(Graves & Epstein, 2011) 
● Build connections with like-minded peers and helps identify new opportunities; and 
● Differentiate yourself from competitors (Burdick, 2010). 

ePortfolios are therefore student-centred and encourage personal development in the 
learning process, transitions learning to experience over time, and evidences such learning 
with relevant artefacts. Figure 2 depicts an example of how an ePortfolio adds a personal 



#eportforum 

2019 ePortfolio Forum Papers  59 

narrative to lifelong learning, through evidence of formal study qualifications, extra 
curriculum activities, other relevant learning artefacts as well as badges and micro-
credentials, and reflective practice.  While the course/subjects/units (which may include 
badges) and the micro-credentials can be extricated to blockchain verification, and a 
LinkedIn profile created, the ePortfolio continues to hold rich personal stories and the 
narrative of a student’s learning over time, which can be showcased at will by the user.  

 

Figure 2: An ePortfolio adds a personal narrative to lifelong learning 

Discussion: Is there still a place for ePortfolios in credentialing? 

Objective measures to record achievement are important for academic integrity, 
authentication and security.  They provide flexible ways for students to target their studies 
and capture key learning outcomes and achievements, adding more information to the 
current university academic transcript. However, in the current market, objective measures 
may not be enough to distinguish an individual. The authors propose that ePortfolios are still 
relevant and can fill an important gap in the current emphasis on the objective digital 
measurement of success. An ePortfolio provides the nuances of a person’s narrative, with 
rich language to support and complement objective measurements of lifelong learning.  

Crafting a personal narrative instils a sense of authenticity and integrity in an ePortfolio, as 
doing so involves incorporating personal, lived learning processes and experiences outside 
of formal academic processes. Students performing authentic tasks that capture meaningful 
application of knowledge and skills, and use ePortfolio to tell compelling stories of the growth 
in students’ learning. The ePortfolio therefore provides more insight and evidence toward 
claimed skills and competencies, such as leadership, than any artefact attesting to such may 
confer (including transcripts, badges and micro-credentials). 
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Importantly, an ePortfolio can be customised to the audience with which the individual 
wishes to communicate. One narrative may speak directly to employers, who are 
increasingly seeking more in prospective employees than disciplinary knowledge and 
credentials alone. Another may supplement a social media presence, LinkedIn portfolio or 
CPD applications. Insofar as credentials provide the verification of attainment, the ability to 
provide supporting evidence of knowledge and skills in practice affords an element of quality 
assurance for the student and their intended audience.  

Each ePortfolio can contain the personal stories of the user, which upon reflection 
demonstrate a unique rich narrative.  As ePortfolio advocates we need to be willing to think 
laterally and articulate how ePortfolios add benefit to new technologies. Taking on this 
challenge may require us to develop a capacity to integrate other tools, learn new 
terminology and experiment with new purposes. Future areas of research include 
examination of the enablers and barriers to using ePortfolios with badging, micro-
credentialing and blockchain as well as the potential benefits of using learning analytics from 
ePortfolio software systems. 

Conclusions 

This paper sought to highlight the current technological advances that impact the use of 
ePortfolio in higher education.  We have examined the broader higher education sector and 
the pressures on institutions and students that ensue. In particular, we highlighted the 
purposes for badging, micro-credentialing and blockchain in providing objective evidence of 
one’s achievement across time.  We also discussed how the use of ePortfolio can 
incorporate these objective measures but further provide evidence of the personal narrative, 
or story-telling of one’s achievement. Yes, there is a place for ePortfolios in the technological 
evolution but without our advocacy efforts, the complementary power of ePortfolios may be 
overlooked. 
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