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Abstract 
 
ePortfolio practice focuses on reflective pedagogies and iterative submissions of student 
assessment responses.  Students are encouraged to store achievements which meet learning 
outcomes in their ePortfolio to highlight their strengths to different audiences. Once again, the 
world is significantly changing, and the ‘new’ future of post COVID-19 remains ambiguous. It is 
clear we need to look again at the benefits offered by portfolio-based assessment practices. The 
design of an assessment regime sets the stage for increased student feedback literacy through 
active student participation in curating their individual feedback from self, peers, educators, or 
industry. In this paper we will offer further explanation of how this shift impacts practice in today’s 
digital environment and pursue these considerations of feedback design using the pedagogical 
affordances of ePortfolios.  
 
Keywords:  Assessment, feedback, dialogue, student participation, student feedback literacy 

 
 
Introduction  
 
Common purposes of ePortfolios include teaching reflective practice through scaffolded learning 
experiences and the submission of summative assessment responses, coupled with feedback. 
EPortfolio creators are encouraged to curate artifacts from formal and informal contexts that 
display their strengths and capabilities, which can then be shared with different audiences. The 
rapid transition to online teaching and learning in response to the COVID-19 pandemic has 
provided a significant uplift in digital literacy for educators and students. Yet, assessment in 
these new conditions remains a challenge now and as we look towards an uncertain future. 
Digital assessment design and delivery is not a new phenomenon and best practices have been 
identified (Slade et al., 2021)As time passes under COVID-19 conditions it is clear we need to 
look again at the benefits offered by portfolio-based assessment practices. 
 
Supportively, a new body of scholarly literature focusing on the relationship between 
assessment and feedback has emerged in recent years. For example, the discourse about 
student responsiveness and participation in iterative feedback cycles, both as part of a course’s 
assessment regime, but also continuing throughout the duration of a program, has merit for 
ePortfolio practitioners. As noted previously, ePortfolios enable the capacity to scaffold feedback 
not only across time, but also as a continuous developmental activity, which engages students 
to ‘make sense of information about work they have done and use it to improve the quality of 
their subsequent work’ (Dawson et al., 2019, p. 25). Being able to translate the ideas from recent 
feedback research into practice through ePortfolio assessment-based activities, provides a 
synergistic partnership, especially in these times of change.  
 
This paper proposes a shift in ePortfolio practice enabled through curriculum task design 
which considers contemporary feedback processes to promote student participation in 
discipline learning and digital literacy development. Features of a shift aim to move from 
replicating traditional mandated ePortfolio assessment to a learning-focus design where 
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dialogic processes are collaborative and iterative feedback enables students to develop their 
skills and attitudes to be proactive in the feedback process (Winstone, 2020).  
 
Theoretical background 
 
Submission of assessment responses in an ePortfolio system can focus on reflection, 
competency tracking, showcasing, or a mixture of purposes. The educator usually mandates 
assessment tasks to the students within a course (unit) mapped to a course-by-course 
progression. Similarly, at appropriate times, the educator delivers to the students individual 
and/or group formative and summative feedback. Yet increasing student numbers within a 
cost-constrained teaching environment limits the ability for educators to provide regular and 
personalised feedback to each student (Boud & Molloy, 2013). Students’ reliance on educators 
as the sole source of feedback does not prepare them to engage within the feedback cultures 
of the workplace (Noble et al., 2020; Winstone & Carless, 2020). Such concerns about how to 
implement effective feedback processes continues to be investigated in higher education 
literature, with some attention on how ePortfolios can support student participation in  
feedback, including dialogic peer interactions (Ehiyazaryan-White, 2012) and iterative 
feedback cycles to promote self-regulated learning (Lam, 2014). 
 
In the online and asynchronous learning environments of today, it may be difficult to 
reconceptualise feedback other than a one-way delivered transaction from educator to student, 
even though the efficacy of ‘teacher-telling’ feedback has been challenged (Boud & Molloy, 
2013; Sadler, 2010). EPortfolios offer an opportunity to explore different pedagogical 
approaches to student feedback. For example, Bass (2017) discusses using social pedagogies 
to design authentic tasks for authentic audiences, founded in deep reflection on formal and 
informal learning opportunities and students making connections between experiences through 
iterative and diverse feedback channels. These pedagogical benefits can be overshadowed by 
the perceived need for reporting accountability or mandated assessments which evidence 
competency achievement or professional capabilities. While the need to report may be 
imperative in using an ePortfolio tool, it is only one use out of many available. There can also 
be barriers to educators learning another technology, midst their busy schedules and heavy 
workload responsibilities (Holt et al., 2016). 
 
Our paper does not attempt to absolve ePortfolios from criticism. Rather, it presents 
opportunities to shift the focus to underutilised design features which can encourage student 
participation in feedback. 
 

Student participation in feedback: a new paradigm 
 
In addition to collecting evidence of competency standards, ePortfolios are often used to 
evidence summative learning outcomes. Formative learning tasks may be automated outside 
of the ePortfolio in favour of reducing marking load or to prioritise submission of polished 
artifacts to support employability skills.  Rather than have a tension between summative or 
formative purposes, Clarke and Boud (2018) argue for a programmatic ePortfolio approach, 
where the portfolio supports both purposes through the development of discipline-specific 
learning goals. In their planning framework, students ‘curate for feedback’ through 
opportunities to give and receive feedback across a range of ePortfolio tasks, with regular 
opportunities to develop judgement of quality against set criteria and standards. This process 
can be facilitated by peer and self-assessment. 
 
The iterative feedback cycle can facilitate a ‘new paradigm’ of feedback, adapted from 
Winstone & Carless (2020), which is dialogic in nature and emphasises the potential for 
students to independently produce their own feedback. Against this backdrop of scholarly 
literature, next we propose a new focus for ePortfolio curriculum design which emphasises the 
potential for students to independently produce their own feedback, activating the student’s 
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role in feedback processes, with the aim to develop student feedback literacy (see Figure 1 
below).   
 

 

Figure 1: Proposed shift in ePortfolio feedback practice. Adapted from Winstone & 
Carless (2020). 

 

Using ePortfolios to support student feedback literacy 
 
Students need a suite of digital literacies to effectively engage online today. Designing 
ePortfolio curricula with student digital maturity (literacies or capabilities, systems, ethics, 
citizenship and footprint, brand) learning outcomes in mind, ensures opportunities for students 
‘to digest and apply key elements of the increasingly complex digital suite of knowledge, skills 
and attributes they need...within a safe environment’ (Slade et al., 2021). Student feedback 
literacy is no different, being defined as ‘the understandings, capacities and dispositions 
needed to make sense of information and use it to enhance work or learning strategies’ 
(Carless & Boud, 2018, p. 4) and clearly applies to digital platforms, such as ePortfolios. Within 
this context, educators can facilitate student feedback literacy by teaching students to use 
feedback more effectively. Progressing Carless and Boud’s work, Molloy, Boud and 
Henderson’s (2020) study identified two challenges in promoting student feedback literacy as 
changing the feedback culture within the institution and avoiding the perception of yet another 
activity to add into an already crowded curriculum. As a way forward, these authors propose 
active learning tasks could be embedded within an existing curriculum structure to avoid 
overwhelming students with additional tasks.  
 
Taking this into consideration, we have modelled in Table 1 the four key features of student 
feedback literacy from literature matrixed across a program/course which uses ePortfolios to 
support student learning. Each student feedback literacy feature is supported with a rationale 
of importance to students, the enabling of curriculum design tasks and alignment to potential 
ePortfolio learning activities. The model suggests scaffolding these practices from first year to 
establish expectations of the students’ role in participating in feedback. As Boud et al. (2013) 
argue one instance of students seeking and generating comments is not likely transform their 
evaluative judgment abilities. There is merit in designing multiple opportunities for students to 
practice comparing their work with external sources of information, such as exemplars, rubrics 
or the work of peers.  In the next section we discuss the use of peer and self-evaluation in 
ePortfolios as these two learning activities support the development of student feedback 
literacy in engaging the student in the feedback process. 
  

Assessors deliver 
feedback 

ePortfolio 
Design

Students as active 
participants in 

feedback
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Table 1: Student feedback literacy and ePortfolio learning activities 

Student 
feedback 
literacy 
features**  

Why this is important 
for students? 

Curriculum design 
tasks for developing 
feature 

Alignment to ePortfolio 
learning activities 

Supporting 
student 
appreciation of 
feedback 

• Learning to recognise 
various feedback 
sources (other than 
written comments) 
and their purpose as a 
shared understanding 
with peers and 
educators.  

• Understanding their 
active role in engaging 
in feedback dialogue  

• Feedback journals 
(Winstone & 
Carless, 2020) 

• Feedback 
coversheets with 
assessments to 
promote dialogue 
with marker (Arts et 
al., 2021; Bloxham & 
Campbell, 2010) 

Longitundial feedback 
journals capture 
daily/weekly feedback 
dialogues, used to review 
and identify themes to 
generate action plans 

Structured feedback 
coversheets to accompany 
presentation of projects, 
critical and reflective 
essays, authentic 
assessments, portfolios 

Practice in 
making 
judgments 

• Effective participation 
in self and peer review 
processes develops 
capacity for evaluative 
judgement and 
promotes self-
regulation of learning 

• Self-evaluation using 
criteria with 
justification of 
chosen level of 
achievement (Boud 
et al., 2013) 

• Using comparators 
to facilitate internal 
feedback e.g. 
exemplars (Nicol, 
2020) 

• Peer review 
processes (Nicol, 
2020) 

• Self-evaluation prior to 
submission of summative 
tasks or 
supervisor/workplace 
evaluations, to compare 
own judgements to those of 
the assessor 

• Generating internal 
feedback through 
comparing own work with 
another source 

• Internal and peer feedback 
is captured in the ePortfolio, 
followed by reflective 
narrative of the intended 
improvements   

Supporting 
students to 
manage affect 

• Avoiding defensive 
reactions or the ability 
shake off negative 
emotions helps 
students develop 
resilience with seeking 
and generating 
feedback 

• Asking students 
which form of 
feedback they prefer 
(written, audio, 
video) 

• Reflective narrative 
following feedback 
instances of affects 
and actions resulting 
from feedback  

• Dialogic prompts in the 
ePortfolio on how the 
feedback made students 
feel and whether they need 
clarification. Encourage 
reflection on the effects of 
feedback received  

Enabling 
students to act 

• Developing 
awareness to action 
feedback, using 
feedback in a 
subsequent task. 
Shifts feedback from 
just information and 
closes a feedback 
loop 

• Multi-stage 
assessments 
(Winstone & Carless, 
2020) 

• Feedback action 
plans or feedback 
coversheets 
(Winstone & Carless, 
2020) 

• Interlinked or iterative 
sequences of tasks in the 
ePortfolio facilitate student 
engagement and action with 
feedback 

• Action plans are constructed 
after generating/receiving 
feedback on how they plan 
to use feedback in 
subsequent activities 

*(Carless & Boud, 2018; Molloy, Boud & Henderson, 2020) 
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Peer review and self-evaluation 
 
EPortfolios have the capacity to integrate peer review, self-evaluation tasks and the reflective 
thinking which accompanies the processes involved. The ability to judge the quality of one’s 
own work and the work of others is a fundamental skill for professional life (Boud et al., 2013). 
In an ePortfolio self-evaluative tasks could accompany the submission of authentic 
assessments such as in the instance of evaluations of performance relating to placements. 
Students who have self-identified their areas of strengths and weaknesses are more open to 
having a dialogue around their performance, which effectively activates their role in the 
feedback process (Winstone & Carless, 2020).  
 
In recent literature on peer review processes (e.g., Nicol, 2020; Nicol et al., 2014) the focus is 
on students generating internal feedback in the absence of an educator and using that 
feedback to rework their drafts. In Nicol and McCallum’s (2021) study, multiple sequential 
comparisons of a student’s work to that of their peers can produce feedback of similar quality 
to that of the educator.  The positive effect on student learning was made visible through the 
reflective writing on how they planned to improve their own work.  This also shifted the focus in 
peer review from the comments they provide to others, to the quality of their own work, while 
explicitly demonstrating how capable they are in activating their role. This process in an 
ePortfolio, if captured over multiple instances, could have the capacity to demonstrate to the 
students their growth and the development of their evaluative judgement.   
 

Conclusion 
 
EPortfolios can support integrated learning within and beyond single units or assessment 
siloes through designing opportunities for students to record, access, reflect on and action 
feedback from multiple sources, including their own feedback. Considerations in shifting the 
feedback paradigm include sustainable workloads for both educators and students, allowing 
students time to understand and value the benefits of active participation and making room in 
a unit curriculum for continuous feedback opportunities.  Educators can start in small ways by 
tweaking existing assessment practices to scaffold one or more of the four features of student 
feedback literacy outlined in this paper. More ambitiously, as opportunity permits, adding peer 
reviews and self-evaluations across a sequence of courses/units or program/courses can 
provide extra ways for students to collect continuous and varied feedback to use and practice 
generating feedback.   Shifting the ePortfolio pedagogical approach to support the 
development student feedback literacy enabling students to take responsibility of their learning 
while supporting personal and professional development within the university environment and 
into the workplace. 
 
 

  



Page 7 of 34 

References 
 
Arts, J. G., Jaspers, M., & Joosten-ten Brinke, D. (2021). Enhancing written feedback: The use 

of a cover sheet influences feedback quality. Cogent education, 8(1), 1901641. 
https://doi.org/10.1080/2331186X.2021.1901641   

Bass, R. Social Pedagogies in ePortfolio Practices. In B. Eynon, L. Gambino, & G.D. Kuh 
(eds.), High-Impact EPortfolio Practice: A Catalyst for Student, Faculty, and Institutional 
Learning (pp. 65-73). Stylus Publishing. 

Bloxham, S., & Campbell, L. (2010). Generating dialogue in assessment feedback: exploring 
the use of interactive cover sheets. Assessment & Evaluation in Higher Education, 35(3), 
291-300. https://doi.org/10.1080/02602931003650045  

Boud, D., Lawson, R., & Thompson, D. G. (2013). Does student engagement in self-
assessment calibrate their judgement over time? Assessment & Evaluation in Higher 
Education, 38(8), 941-956. https://doi.org/10.1080/02602938.2013.769198  

Boud, D., & Molloy, E. (2013). Rethinking models of feedback for learning: the challenge of 
design. Assessment & Evaluation in Higher Education, 38(6), 698-712. 
https://doi.org/10.1080/02602938.2012.691462   

Carless, D., & Boud, D. (2018). The development of student feedback literacy: enabling uptake 
of feedback. Assessment and evaluation in higher education, 43(8), 1315-1325. 
https://doi.org/10.1080/02602938.2018.1463354  

Clarke, J. L., & Boud, D. (2018). Refocusing portfolio assessment: Curating for feedback and 
portrayal. Innovations in education teaching international 55(4), 479-486. 
https://doi.org/10.1080/14703297.2016.1250664  

Dawson, P., Henderson, M., Mahoney, P., Phillips, M., Ryan, T., Boud, D., & Molloy, E. (2019). 
What makes for effective feedback: Staff and student perspectives. Assessment & 
Evaluation in Higher Education, 44(1), 25-36. 
https://doi.org/Doi10.1080/02602938.2018.1467877  

Ehiyazaryan-White, E. (2012). The dialogic potential of ePortfolios: Formative feedback and 
communities of learning within a personal learning environment. International journal of 
ePortfolio, 2(2), 173-185.  

Holt, D. M., McGuigan, N., Kavanagh, M., Leitch, S., Ngo, L., Salzman, S., Watty, K., & 
McKay, J. (2016). Academic leaders’ perspectives on adopting ePortfolios for developing 
and assessing professional capabilities in Australian business education. Australasian 
journal of educational technology, 32(5).  

Lam, R. (2014). Promoting self-regulated learning through portfolio assessment: testimony and 
recommendations. Assessment & Evaluation in Higher Education, 39(6), 699-714. 
https://doi.org/10.1080/02602938.2013.862211  

Molloy, E., Boud, D., & Henderson, M. (2020). Developing a learning-centred framework for 
feedback literacy. Assessment and evaluation in higher education, 45(4), 527-540. 
https://doi.org/10.1080/02602938.2019.1667955  

Nicol, D. (2020). The power of internal feedback: exploiting natural comparison processes. 
Assessment & Evaluation in Higher Education, 1-23. 
https://doi.org/10.1080/02602938.2020.1823314  

Nicol, D., & McCallum, S. (2021). Making internal feedback explicit: exploiting the multiple 
comparisons that occur during peer review. Assessment & Evaluation in Higher 
Education, 1-19. https://doi.org/10.1080/02602938.2021.1924620  

Nicol, D., Thomson, A., & Breslin, C. (2014). Rethinking feedback practices in higher 
education: a peer review perspective. Assessment and evaluation in higher education, 
39(1), 102-122. https://doi.org/10.1080/02602938.2013.795518  

Noble, C., Billett, S., Armit, L., Collier, L., Hilder, J., Sly, C., & Molloy, E. (2020). “It’s yours to 
take”: generating learner feedback literacy in the workplace. Advances in Health Sciences 
Education, 25(1), 55-74. https://doi.org/10.1007/s10459-019-09905-5  

Sadler, D. R. (2010). Beyond feedback: Developing student capability in complex appraisal. 
Assessment & Evaluation in Higher Education, 35(5), 535-550.  

Slade, C., Lawrie, G., Taptamat, N., Browne, E., Sheppard, K., & Matthews, K. E. (2021). 
Insights into how academics reframed their assessment during a pandemic: disciplinary 

https://doi.org/10.1080/2331186X.2021.1901641
https://doi.org/10.1080/02602931003650045
https://doi.org/10.1080/02602938.2012.691462


Page 8 of 34 

variation and assessment as afterthought. Assessment & Evaluation in Higher Education, 
1-18. https://doi.org/https://doi.org/10.1080/02602938.2021.1933379 

Winstone, N. E., & Carless, D. (2020). Designing effective feedback processes in higher 

education : a learning-focused approach. Taylor & Francis CAM : Routledge. 

  



Page 9 of 34 

An exploration of third-year BA Culinary and Gastronomic Science student 
experiences of developing a reflective practice eportfolio at Galway-Mayo 
Institute of Technology, Ireland 

 
Clare Gilsenan1 
Galway International Hotel School, Galway-Mayo Institute of Technology, Galway, 
Ireland. 
 
Marie English2 
School of Business, Galway-Mayo Institute of Technology, Galway, Ireland. 
 
Abstract 
 
The benefits of reflective practice eportfolios are widely acknowledged in the literature; 
however, little work has evaluated their impact vis-à-vis a culinary arts curriculum. 
Therefore, the aim of this study was to explore third-year BA Culinary and Gastronomic 
Science student experiences of developing a reflective practice eportfolio. A mixed method 
approach was implemented. Semi-structured interviews were held with experts in the field of 
eportfolio-based learning and reflective practice. In addition, third-year BA Culinary and 
Gastronomic Sciences students were surveyed to gather information on their experiences of 
developing a reflective practice eportfolio. The results highlighted how the learners viewed the 
purposes of the eportfolio and reflective practice. Reflective practice eportfolios are rooted in a 
complex pedagogy; therefore, it is imperative that the purpose is clearly defined, training is 
delivered, rubrics are created, exemplars are shared and support is provided, in order for them 
to be successfully adopted.  
 
Keywords: reflective practice; eportfolio; culinary education 
 
Introduction 
 
Traditionally, the skills and knowledge expected of culinary arts graduates have been delivered 
through craft-based training (Hegarty, 2011). The aim of the BA in Culinary and Gastronomic 
Science program is to provide the learner with the knowledge, creative skills and technological 
competences necessary for a career in the food sector (GMIT, 2020). Developing the skills 
that correspond to the needs of the industry is essential for helping graduates secure their 
desired career in an increasingly dynamic and competitive industry. Reflective practice is one 
such skill. Both Moon (2005) and Race (2006) note that incorporating reflective practice into 
curriculum design is vital, allowing students to get the most from their educational journey, 
whilst creating lifelong learning, maximising personal potential and enhancing employability 
and enterprise skills. 
Rogers (2001) defines reflective practice as ‘a process for the learner to integrate the 
understanding gained in one’s experience in order to enable the better choices or actions in 
the future’ (p. 41). 

 
It aids the learner in critically examining their and others’ work, identifying weaknesses in skills 
and knowledge and increasing expertise and comprehension through collaborative and self-
assessment processes (Greenall & Sen, 2014). Reflective practice is viewed by Sempowicz 
and Hudson (2012) and Tebello (2019) as an integral component of professional experience. 
In order to empower students as reflective practitioners, teaching and learning experiences 
that model reflective practice need to be embedded in the module design (Hegarty, 2011; 
Tebello, 2019). 
  
Finding employment in a very competitive job market is a challenge that requires learners to 
possess more than discipline-specific knowledge. Graduates need to differentiate themselves 

from others. Holtzman, Kraft et al. (2021) recommend that higher education providers embed 
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eportfolio-based learning in their curricula, so that graduates can gain a competitive advantage 
over other applicants in the job sector. 
An eportfolio has been defined as ‘an organised collection of complex, performance-based 
evidence that indicates one’s growth, goals, current knowledge and the skills needed to be 
competent in a role or area of expertise’ (Campbell, Cignetti et al., 2010, p.151). 
 
According to Ring, Waugaman and Brackett (2017), the development of an eportfolio allows 
students to engage in the process of self-reflection and continuous professional development. 
Farrell (2018) reports eportfolio-based learning is extensively used in higher education in 
America, New Zealand and the UK, yet, despite their popularity internationally, to date, there 
has been a slow adoption of eportfolios in Ireland. This has been attributed to the fact that their 
potential is not yet fully realised by all stakeholders (Farrell, 2018).  
Furthermore, the benefits of reflective practice eportfolios are widely acknowledged in 
the literature; however, little work has evaluated their impact vis-à-vis a culinary arts 
curriculum. Therefore, the aim of this study was to explore third-year BA Culinary and 
Gastronomic Science student experiences of developing a reflective practice eportfolio at 
Galway-Mayo Institute of Technology. 
 
Methodology 
 
A mixed method research design was incorporated into this study, where both qualitative and 
quantitative forms of data were collected through semi-structured interviews and 
questionnaires. 
 
Qualitative Data Collection Method 
Semi-structured interviews were held with experts in the field of eportfolio-based learning  
and reflective practice (n = 4). 
 
Quantitative Data Collection Method 
An online questionnaire was designed to gather information on the third-year BA Culinary and 
Gastronomic Science students’ experiences (n = 13) of eportfolio development. The 
questionnaire was divided into themes that were generated from the semi-structured 
interviews with experts and findings from the literature review. Expert reviews of the 
questionnaire were sought, and pilot testing was undertaken. The reflective practice eportfolio 
was introduced to learners in the fifth semester, and the questionnaire was administered in the 
sixth semester. 
 
Research Ethics 
The use of a reflective practice eportfolio as a means of assessment in the program raised 
many ethical issues. Prior to commencing the study, the researcher engaged the participants 
in the design and use of the reflective practice eportfolio and provided training on how to use 
the technology in a digitally responsible and ethical manner. Power implications that can exist 
as a result of research work were discussed with the learners. Participation in this study was 
voluntary. Learners were informed that they would not be penalised or unduly disadvantaged 
for their decision if they refrained from taking part in the study. Regarding general data 
protection regulations (GDPR), all experts’ and participants’ names, identification numbers and 
contact details were anonymised. All information was kept strictly confidential. 
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Results and Discussion 
 
Qualitative Research Findings 
 
One clear message emerging from the semi-structured interviews with the experts is that 
students need to be fully briefed on the purposes of the reflective practice eportfolio in order 
for the eportfolio to be successfully implemented. For example, Expert Interviewee 1 stated, ‘I 
always explain the purpose for the eportfolio. You need to spend time explaining to the 
students, what it is, what does it look like and why they are doing it.’  
 
Another message transpiring from the semi-structured interviews with the experts is that simply 
requiring students to create and use reflective practice eportfolios will not necessarily bring about 
the desired outcomes. The benefits need to be communicated with students in order for them to 
buy into the process. 
 

You do have to give them some support there and show them an example of what 
reflective writing looks like. Give them a model of reflection but remember it's about 
scaffolding, helping students through and, you know, it's worth it in the end, and 
most of them are very satisfied with their work in the end, but it's not easy. (Expert 
Interviewee 2) 
 

According to Expert Interviewee 3, ‘One of the main barriers to the incorporation of 
eportfolios in higher education, is the increased workload for lecturers implementing and 
supporting students with eportfolio construction and the assessment of their reflective 
journey.’  
 
The active engagement and commitment of all stakeholders is critical for the success 
and sustainability of embedding a reflective practice eportfolio into a culinary arts 
curriculum. If this is not the case, the experience is in danger of failing in the long run. 
 
Quantitative Research Findings  
 
Ensuring learners understand the purpose of the reflective practice eportfolio is critical for it to 
be successfully adopted. The results showed that all participants indicated all purposes of the 
eportfolio were significant. Almost all participants (91%) believed understanding future steps 
for their own learning was very important to them. Similarly, setting goals (91%) and a place to 
collaborate with peers (82%) were also deemed to be very important to the participants. Sixty-
four per cent and seventy-three per cent of participants respectively considered reflective 
writing skills and thinking to be very important to them. Just over half of the participants (55%) 
mentioned that using their eportfolio to document evidence was very important. 
Success and sustainability may be possible, but will require extensive planning and 
preparation and a substantial commitment from all stakeholders involved. If this is not the 
case, the experience is in danger of failing in the long run. 
 



Page 12 of 34 

 
 
Figure 1: Quantitative Research Findings: How important are the following purposes of 
eportfolios? 
 
All participants indicated that by embarking on reflective practice, they were able to identify 
areas of improvement, while 73% of participants claimed reflective practice encouraged them 
to take more responsibility for their own learning. Almost two thirds of participants admitted to 
being able to reflect deeply about experiences outside college. Finally, less than 10% of 

participants (9.1%) stated they did not need guidance with reflective practice.  
 

 
 
Figure 2: Quantitative Research Findings: Embarking on reflective practice 
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Conclusion 
 
This research study aimed to explore third-year BA Culinary and Gastronomic Science student 
experiences of developing a reflective practice eportfolio. The research outlined how important 
participants deemed the purposes of the reflective practice eportfolio to be. Providing an area 
for learners to record work, understand future steps for their own learning and set goals were 
deemed to be very important purposes of the reflective practice eportfolio for almost all 
participants (>80%). Furthermore, most participants deemed reflective practice to be useful, 
confirming that it enabled them to identify areas they needed to improve and encouraged them 
to take more responsibility for their learning. The research also highlighted the importance of 
providing guidance and support to the learner throughout the process. A well-executed 
reflective practice eportfolio is an incredible tool to provide learners with an authentic student-
centred assessment that promotes deeper learning. Since learners are required to put in 
considerable time and effort into its development, it is imperative that the purpose of the 
reflective practice eportfolio is clearly defined, requirements are communicated, training is 
delivered, rubrics are created, exemplars are shared and support is provided, in order for it to 
be successfully adopted.  
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Abstract 

Most professional qualification programs are aligned with a set of competencies or 
professional standards formulated by the relevant national body for that particular occupation. 
In Australia, this includes medicine, engineering, nursing, teacher education, social work, 
exercise and sport science, and others. While it is usually mandated that these standards are 
used for program design for professional qualifications, it is less defined that students in these 
programs are required to have an in-depth knowledge of the standards to guide their 
progression through the course and for their professional life in the future.   
 
This presentation proposes that learning activities and professional requirements should be 
systematically woven throughout a professional program to raise students’ awareness of the 
expectations of their chosen profession.  The session will draw on examples from Nursing and 
Teacher Education to show how PebblePad is used to create mappable workbooks for the 
students to systematically connect their work to the relevant standards and record their 
progression along their learning pathway. 

Keywords: Professional standards, capabilities, mapping, PebblePad 

 

Introduction  

Formal standards or competencies play an important role in establishing the professional 
reputation of an industry or occupation. The rationale for professional standards is that they 
provide tangible benchmarks to define practice and behaviour for regulation purposes (Nursing 
Midwifery Board of Australia (NMBA), 2021). Further, standards are seen to enhance the 
reputation and skills of professionals who agree to adhere to the standards by registering with 
the professional body (Professional Standards Councils, 2015).  

The standards are also used to inform the design of pre-service qualifications.  In Australia, for 
example, nursing and midwifery courses are structured to address the Nurse Practitioner 
Standards for Practice set by the Nursing and Midwifery Board of Australia (NMBA, 2021), 
while teacher education providers must align with the Australian Professional Standards for 
Teachers at the graduate level (Australian Institute for Teaching and School Leadership 
(AITSL), 2018). As a consequent, these standards become a consistent framework that guides 
beginning professionals as they transition from student to practitioner.  
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Background 

The notion of professional standards emerged in Australia towards the end of the 20th Century, 
with many professional bodies having established an agreed set of standards during the first 
decade of the 21st Century (Professional Standards Councils, 2015). In more recent years, 
state-based systems have yielded to Australia-wide initiatives to produce National Professional 
Standards for use across all States and Territories.  

While each set of standards is developed to serve a particular profession, there are similarities 
across the different disciplines. Typically, professional standards set includes categories such 
as attributes, knowledge, understanding, application, and skills. Incorporated into these 
sections are generic professional traits including ethical practice, safety, problem solving, 
communication, and teamwork (for example, NMBA, 2021; AITSL, 2018).  In addition, some 
professional standards have levels of attainment (for example, AITSL, 2018), with a base set 
of requirements for graduates or those who are new to the profession, with higher expectations 
for experienced practitioners and then leaders in the field.  

As professional standards are developed as a charter for a profession, it is logical that these 
standards are also used as a framework for professional qualifications.  This alignment is 
required across most professional degrees; as an example, all teacher education courses in 
Australia are expected to demonstrate that they align with the Australian Professional 
Standards for Teachers at the Graduate Level to be accredited by the teacher regulatory 
authority in each state or territory (AITSL, 2018). Ideally, this synchronization is more than just 
compliance (Bourke, Ryan, & Ould, 2018). The standards should be used as a living frame to 
guide the development of students as they prepare for the profession. 

An awareness of professional standards needs to be instilled with each student. Specifically, 
she or he needs to be cognisant of how each learning experience progressively contributes to 
their attainment of the standards (Alajmi, 2019). Further, students must learn how to evidence 
the standards and articulate the connection between experience and the relevant standards 
(Bass, Fenwick & Sidebottom, 2017).  This capability is a form of professional literacy that will 
be required throughout their degree and then during their professional career. 

Implementation 

PebblePad is a cloud-based software platform that is designed to facilitate the development of 
digital content that records, reflects on, and showcases learning. The system can be used 
independently by students and/or as part of the teaching program where learning activities are 
created in PebblePad to scaffold the students through the process of identifying, reflecting on 
and then presenting, experiences and capabilities.  A PebblePad account is available for 
students to use for the entirety of their course and after they graduate. An important focus of 
the PebblePad philosophy is that the platform supports a learner as they travel on their 
‘learning journey’. 

‘Map My Learning’ is the latest design focus for the PebblePad Team (Lulle, 2021). This 
initiative is based on the concept that students should be supported to take on systematic 
ownership of their own learning and career development.  Naturally, this includes connecting 
with the professional standards expected of them by their relevant professional body.  The first 
step of the Map My Learning roll-out is a redevelopment of the capabilities block. Educators 
add this block to pages in workbooks and templates created in PebblePad for students to 
attach evidence against stated learning outcomes or requirements. The Capabilities 2 
functionality provides the capacity to create mappable workbooks (See Figure 1) that can be 
used to present the professional standards to students for evidencing purposes.  
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Figure 1: A mappable workbook for the Nurse Practitioner Standards for Practice (NMBA, 
2021) 

The mappable standards book is shared with the students early in the program and they are 
supported to progressively add evidence to the standards, with justifications. This evidence 
may be created in PebblePad as the student completes tasks set by educators or it could be 
other digital content that is uploaded to the student’s PebblePad account. The evidence can be 
added to the workbook by opening the document, navigating to the appropriate standard, and 
clicking the +Add button. Conversely, the student could simply choose ‘I want to map’ from any 
PebblePad asset they create and a select the relevant standard or standards from the 
mappable workbook displayed in the accordion panel (see Figure 2).  

 

Figure 2: Mapping a PebblePad asset to a mappable workbook 
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Discussion 

It is relatively easy to ensure that the appropriate professional standards are embedded into 
subject and program design. It is also quite straightforward to make connections between the 
standards and learning activities in a program, and this is usually achieved by developing 
Intended Learning Outcomes (ILOs) that correspond with standard statements. The more 
difficult challenge is to assist the students in understanding why the standards underpin their 
qualification and how important they are for ongoing professional development.  
 
There are several mechanisms that can help promote a strong connection between standards 
and learning experiences. First, a common approach needs to be implemented program wide. 
Working towards competencies is a longitudinal process over time that is unlikely to be 
completed in a discrete subject or semester. Ideally, the students should encounter regular 
standard-focused checkpoints or critical tasks throughout their program of study, with a 
culminating activity at the end of the program to consolidate their working knowledge of the 
standards before embarking on a career.  Second, students need to develop skills in analysing 
their learning experiences to identify how they might support standard attainment.  They also 
need to learn how to articulate the connection and write justifications that are succinct and 
meaningful.  
 
PebblePad is an ideal tool to support the process of connecting standards and learning 
activity. If PebblePad is used predominately to create and store evidence of learning 
experiences, the student soon builds up a repository of artefacts that can be mapped against 
their professional standards.  The new mappable workbook completes the process by 
providing a tangible structure for the connections to be made, supporting both the 
evidence>standard and the standard>evidence logic pathways.  

Conclusion 

This presentation proposes that mapping between learning activities and professional 
standards can be used to raise student awareness and strengthen their connections to 
professional requirements. While this process requires program-wide collaboration and 
planning, the investment is worthwhile, as it empowers students to be able to meet the 
expectations of their chosen profession.  
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Abstract 

 

ePortfolios provide students with a range of benefits. They can help students develop the 

ability to critically reflect, demonstrate learning outcomes and experiences, and help students 

better understand how to showcase their skills and capabilities improving their professional 

brand and employability outcomes. ePortfolios have been widely adopted in the health 

professions and education, however they are not as developed or as prominent in Business 

disciplines. The aim of this study is to better understand the current perceptions of ePortfolios 

amongst key leaders within an Australian Business School. The results revealed an overall 

favourable attitude towards ePortfolios. However, participants seemingly lacked confidence in 

the ability of an ePortfolio to impact career outcomes, as an inclusive assessment task, and 

general usefulness across multiple units of study. The paper concludes that future research 

linking Business Schools and industry is required to identify the right channels to educate and 

encourage broader adoption of ePortfolios.  

 

Keywords: ePortfolio, adoption, Business School, Implementation 

 

Introduction 

There is a strong argument for the benefits of embedding ePortfolio in curriculum (Lilly & 

Cooper, 2021; Mummalaneni, 2014). ePortfolios have been shown to increase students’ ability 

to critically reflect on learning and experiences (Bodle et al., 2017; Ciesielkiewicz, 2019b), 

develop evidence of learning outcomes (Ferns & Comfort, 2014; Mummalaneni, 2014), and 

improve their professional brand (Lupton et al., 2019). Moreover, when used in capstone units 

designed to connect theory to practice, ePortfolios were found to allow students to evaluate 

their strengths and weaknesses and better navigate their future careers (Mummalaneni, 2014).  

 

Additionally, ePortfolios have been demonstrated to be influential in the recruitment process 

(Ciesielkiewicz, 2019a; Ciesielkiewicz et al., 2020). ePortfolios are important in education and 

are used for accreditation process in fields such as midwifery (Gray et al., 2020) and public 

health promotion (Harver et al., 2019). While ePortfolios have had a strong uptake and 

seemingly stronger academic focus in some disciplines, they have only been explored 

sporadically within business schools (Holt et al., 2016). 

 

This paper seeks to highlight early findings from an exploratory study into the perceptions of 

ePortfolios amongst academics in an Australian business school in an effort to understand why 

ePortfolios haven’t yet been embraced. 
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Method 
 

This study is a case study of an Australian Business School. The Business School is 

International accredited with campuses in both metro and regional Victoria. Offering both 

undergraduate and postgraduate courses across six departments, the Business School 

averaged more than 5,000 enrolments per year prior to the global pandemic. 

 

An initial review of the Business School structure identified 50 key leadership roles that could 

influence the day-to-day implementation of ePortfolios. These leadership roles include Deans 

and Associate Deans, Heads of Departments, Directors of Teaching and other key roles such 

as Course Directors and research Theme Directors. As some people had multiple roles, 47 

staff were invited to participate in the study. 

 

Approximately one third (31.91%) of those invited completed the survey. One staff member 

had not heard of the term ePortfolio before and was screened out of the survey. Fourteen 

participants completed the survey and provided their initial perceptions of the usefulness of 

ePortfolios.  

 

The survey consisted of 16 questions that asked participants to provide their perceptions on 

aspects such as:  

• how useful are ePortfolios as a space for students to collect and curate evidence of 

their skills?  

• how useful are ePortfolios as a tool for the assessment of specific unit learning 

outcomes? 

• how valuable would it be for students to develop a portfolio for accreditation/registration 

purposes? 

Results and Discussion 
 

The general view of ePortfolios amongst participants was favourable, with 50% of participants 

feeling that ePortfolios were either extremely or very useful for helping students learn. 

Similarly, the data was overwhelmingly positive for ePortfolios as a valuable tool for curating 

evidence of skills (78.57% participants responded with extremely or very useful) and 

experiences (85.71% participants responded with extremely or very useful). These findings 

reflect the benefits that are often part of the key selling points for most ePortfolio platforms 

(see for example the PebblePad and Mahara websites), and while only five participants had 

previously utilised an ePortfolio, many have been exposed to the ‘spiel’ around ePortfolios. 

 

Despite the overall favourable view of ePortfolios among participants, there is still a lack of 

traction in the Business School investigated in terms of ePortfolio uptake. Currently, only one 

unit/subject in the Business School utilises the University’s current ePortfolio platform. 

Recently, Lilly and Cooper (2021) noted that there has been growing commentary about the 

difficulty of implementing ePortfolios across more than a single unit. In order to attempt a 

course-wide approach to ePortfolio adoption, Lilly and Cooper (2021) implemented an 

incremental strategy targeted towards meeting academics half-way, largely through the 

(re)development of assessments. 

 

While inclusive assessment design has been a consideration for some time (see, for example, 

Ball 2009), there are a number of public projects bringing this further into the spotlight. For 

example, the work by Centre for Research in Assessment and Digital Learning (CRADLE) has 

two projects on inclusive assessment underway. Following the direction of Lilly and Cooper 

(2021), it should be possible to attract academics’ interest in ePortfolios by working with them 
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to create flexible and inclusive assessments. However, the survey results indicate that 

perceptions about the ability for ePortfolios to enable flexible assessments were split: 38.46% 

of participants indicated that ePortfolios were extremely useful in providing flexible 

assessments, while an equal portion viewed ePortfolios as only slightly useful in this regard. 

This might indicate that further education on the benefits of ePortfolio for inclusive assessment 

design would be useful, while also highlighting the need for a greater understanding of 

business school assessment practices more broadly.  

 

Several studies have lauded the ability for ePortfolios to provide a platform for designing 

supportive, interesting, and engaging assessments (Bodle et al., 2017; Mummalaneni, 2014). 

Mummalaneni (2014) proposed that an ePortfolio across a discipline major would be ideal for a 

business school, specifically in the Marketing major as it allows for student collaboration and 

the demonstration of a variety of assessments and learning outcomes. A program-wide 

approach would allow for the progressive demonstration of key skills and graduate learning 

outcomes, which could potentially help institutions demonstrate teaching standards and 

requirements (Ferns & Comfort, 2014; Mummalaneni, 2014). While responses were generally 

favourable, 23.08% of survey participants felt that ePortfolios would not be useful to assess 

learning across a major. This suggests that a number of key leaders would need to buy-in to 

the conversation to help academics overcome implementation hurdles outlined by the likes of 

Lilly and Cooper (2021). Interestingly, 42.86% of participants thought that ePortfolios would be 

of great value for assurance of learning more broadly. 

  

While graduate outcomes have long been a feature of Higher Education institutions, 

universities, several universities have recently reinforced their focus on employability, see for 

example Deakin University and University of Southern Queensland, or the University of 

Wollongong (Deakin University, 2020; University of Southern Queensland, 2020; University of 

Wollongong, 2022). Almost half (46.16%) of participants thought that ePortfolios were 

extremely or very useful for students’ preparation for future careers, and two-thirds (66.67%) 

felt that an ePortfolio would be extremely useful to draw upon when applying for graduate 

roles. Moreover, 64.29% felt that an ePortfolio was extremely or very useful for industry when 

assessing graduate abilities during the recruitment process. However, only three participants 

felt that a recruiter would look at a student’s ePortfolio during the recruitment process, and 

similarly, four participants felt that an ePortfolio would be of no value for the accreditation 

process. This may, in part, be due to the type of accreditation in specific industries, as 42% 

thought an ePortfolio would be of great value to students for accreditation purposes. 

 

The next step for this project is to conduct a series of in-depth interviews to expand upon the 

initial survey results. Future research will look to expand the literature on ePortfolio use 

amongst business schools by evaluating the benefits of embedding an ePortfolio design 

across a discipline sequence/major. Additionally, future research could work with industry and 

accreditation bodies to explore avenues for career-centred portfolios of experience and 

knowledge and to streamline professional recognition, in similar ways to health and education 

disciplines. Further research would help develop ways to educate and support academic staff 

towards the goal of embracing ePortfolios across the curriculum within an institution like a 

business school. 
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Abstract  
 
The Association for Authentic, Experiential, & Evidence-Based Learning (AAEEBL) Digital 
Ethics in ePortfolios Task Force was formed to address international concerns about ethical 
questions in ePortfolio use. In its first year, the Task Force published the Digital Ethics 
Principles in ePortfolios: Version 1, outlining ten principles, exemplar strategies, user 
scenarios, and links to extra resources about digital ethics issues for ePortfolio stakeholders. 
In its second year, the Taskforce continued to bring together international ePortfolio scholars 
and practitioners to articulate digital practices, resulting in a second version of the Digital 
Ethics Principles in ePortfolios. Version 2 added three additional principles related to ePortfolio 
evaluation practices; practices that encourage diversity, equity, inclusion, belonging and 
decolonisation (DEIBD); and visibility of labour. It also revised existing principles and 
integrated information about eProfessionalism and legal issues throughout the 
document. Educators, students, professional staff, and others involved in ePortfolio use will 
find this comprehensive resource useful. 
 

Keywords ePortfolio pedagogies and practice, digital ethics, inclusion, ePortfolio evaluation, 
labour 
 
 

Introduction  

Digital ethics in ePortfolio practice is a pressing challenge, especially now as the COVID-19 
pandemic has accelerated online learning without the time and support needed to adequately 
prepare students, educators, and administrators for this transition. Indeed, ePortfolio 
stakeholders require literacy in digital ethics, or the ability to critically consider challenges 
related to digital ethics that emerge as students learn and create portfolios in online mediated 
learning environments. However, a literature review of ePortfolio research related to digital 
ethics by Brown Wilson et al. (2018) found that such work is underrepresented in scholarship.  

To respond to the needs of the ePortfolio community, the Association of Authentic, Experiential 
and Evidence-based Learning (AAEEBL) began the Digital Ethics Task Force in 2019 to 
develop principles and identify resources in this area. The work completed by the Task Force 
in its first year is summarised in the conference proceedings of the 2020 Australian ePortfolio 
Forum by Slade et al. (2019)1. This paper builds upon their work by sharing how the second 
iteration of the Task Force (2020-2021) added three principles, as well as revised existing 
principles. Digital Ethics Principles in ePortfolios: Version 2 is available in an online interactive 
format (Figure 1) and as a downloadable full version. The summary provided below does not 
include details in the full version, including strategies for application, scenarios, and resources. 

 
1 See ePortfolios Australia, 2020 Eportfolio Forum Online, eBook of Shortened Peer Reviewed Papers, pp. 26-31. 

Available at https://eportfoliosaustralia.files.wordpress.com/2020/10/2020-eportfolio-forum-online-ebook-of-
shortened-peer-reviewed-papers-271020.pdf 



Page 26 of 34 

 

Figure 1: Version 2 interactive online access to the 13 principles 

The addition of new digital ethics principles  

 
The second phase of the Taskforce added three new principles to the original suite of ten. 
These new principles are briefly outlined below: 
 
Evaluating ePortfolios 

 
Educators, students, and external partners benefit from a shared understanding of what 
ePortfolio content will be evaluated and the criteria used for evaluation. Communication is a 
key element, so students understand explicitly how the criteria (and standards) used for 
evaluation align to the intended learning outcomes of the course/subject. As Kelly-Riley (2012) 
argues, partnerships between educators and students in developing the evaluation criteria can 
be effective and important in ethical and equitable evaluation practices. 
 
The addition of the evaluation principle offers guidance to several stakeholders. First, we 
recommend that teaching and learning staff support educators in developing evaluation 
practices by providing models, resources, and training aligned to learning outcomes and 
scholarship in ePortfolios. Second, educators are encouraged to develop evaluation criteria 
that are aligned with disciplinary or professional standards, and pedagogically sound. 
ePortfolio pedagogies value the production process as well as the final outputs, inclusion, and 
reflection.  
 
Diversity, equity, inclusion, belonging, and decolonisation (DEIBD) 

 
Creating an ePortfolio can involve different levels of risk for marginalised and multiply 
marginalised ePortfolio creators. Such risks, starting with the instructor and continuing with 
additional audiences, may include bias, assumptions regarding digital access, and 
expectations regarding sharing personal information. ePortfolio stakeholders, including 
students, educators, administrators, and platform providers must be aware of these risks, take 

https://scalar.usc.edu/works/aaeebl-digital-ethics-principles-v2/index
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action to ensure equity, and regularly review and reflect on the ePortfolio experience with 
students.  
  
The addition of the DEIBD principle brings forward the importance of equity and inclusion in 
ePortfolio practice. ePortfolios are highly connected to identity and create opportunities to 
integrate learning and deeply reflect; however, those benefits also potentially put ePortfolio 
creators at risk as they engage in these vulnerable acts of reflection and connection if in public 
digital spaces. This principle encourages the ePortfolio community to better attend to 
representation, diversity, open discussions about identity and culture, considerations for 
access and risk, and creating inclusive learning environments where students’ identities, 
backgrounds, and cultures can be respected and valued (i.e. see previous presentations 
related to the inclusion of Indigenous communities in ePortfolio practice (Boyle et al., 2010)). 
We hope to continue to expand the DEIBD principle as we reflect on the role ePortfolio 
practice can play in diversity, equity, inclusion, belonging, and decolonisation.  
 
Visibility of labour 

 
Learning is invisible labour. Constant shifts in technologies, strategies, rhetorical knowledge, 
technical skills, genres, and professional expectations require ongoing efforts by all 
stakeholders. The ability to develop, implement, create, support, and assess ePortfolios 
requires faculty and staff to have multi-disciplinary expertise that should be recognised and 
rewarded by the institutions in which ePortfolio work takes place. In addition, the intellectual 
and affective labour and personal risk required of students to learn and employ new platforms, 
genres, and compositional practices when designing and creating ePortfolios, should be 
recognised and rewarded.  

 
This principle seeks to recognise and make visible the labour involved in ePortfolio practice for 
educators, administrators, and students. Within an educational context, we encourage that 
labour be recognised for students through credit, credential, badges, certification, degree, 
compensation, public recognition, or professional development. As students develop 
ePortfolios, they perform several forms of labour: cognitive load, emotional labour, and 
personal risk. We recommend institutions and administrators assess who engages in 
ePortfolio work on their campus, what training and resources are offered to those individuals, 
and how their efforts are recognised and compensated. For ePortfolio studies and 
administration to be sustainable, we must recognise it as a scholarly and professional field and 
adequately support those whose labour maintains ePortfolio initiatives.  
 

Other considerations  
 
The Task Force team undertook three other activities as explain below. 
 
Firstly, the existing ten principles from the first year of the Task Force were updated, using a 
collaborative approach where individual members of the second year took a separate principle 
to read through and post revisions in a Google document using suggested revisions and 
comment boxes at the side. These revisions were then considered by the Task Force leaders 
and, when accepted, became part of Version 2. 
 
Secondly, members decided two new areas of research—legal issues and eProfessionalism—
would be better represented as integrated elements across the existing ten principles. For 
instance, the principle on consent for data usage had information added about General Data 
Protection Regulations (GDPR) and other legal privacy standards. Also, the practice principle 
and glossary now include a definition of eProfessionalism. 
 
Thirdly, resource lists were expanded to include publications, scholarship, and materials 
relevant to digital ethics in ePortfolio practice released within the last year.  
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Conclusion  
 
The Digital Ethics Principles in ePortfolios: Version 2 provides an upgraded suite of principles, 
strategies, scenarios, and resources that can be used as a stimulus for deeper practice 
conversations and founding of good ethical decision-making across all stakeholder groups.  
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Abstract  
During 2020-2021, more than 247 million learners across Southeast Asia are affected by the 
COVID-19 pandemic. To address the challenges related to providing education under COVID-
19 conditions, this project aims to collect examples and design better solutions for innovative 
teaching and authentic assessment within the ASEAN community. This project consists of two 
interrelated innovations—an interactive professional development (PD) program entitled 
"Practices and principles for collaborative pedagogy and assessment using e-Portfolios" and a 
community of practice (CoP) named "SEAMEO-AUS EduLink." While an online PD proposes 
enhancing participants' knowledge and skills in using portfolios for authentic learning, the 
SEAMEO-AUS EduLink page aims at building trust and form a bond among participants to 
create a friendly environment where they will continuously engage in exchanging ideas and 
practices throughout the project implementation. This paper discusses the initial outcomes of 
project implementation, involving interactions of the members of the SEAMEO- AUS EduLink 
CoP with course content and other members. It is evident that CoP could facilitate teachers' 
understanding of ePortfolios and allow them to reflect on their practice, exchange ideas with 
other teachers and promote collaboration among its members. 
 

Keywords  
Online teacher community of practice, collaborative learning, ePortfolios in education, blended 
learning, Southeast Asian education 
 

Introduction  
In recent times, the use of ePortfolio has increasing become of core significance to shifting 
education beyond its traditional purpose of assessment. Research highlights the advantages 
of ePortfolios in supporting deeper level of engagement (e.g., Parkes, Dredger & Hicks, 2013; 
Syzdykova et al., 2021), metacognitive self-regulation (e.g., Segaran & Hasim, 2021; 
Slepcevic-Zach & Stock, 2018), and making it is easier for students to regulate their own 
learning (e.g., Barrett, 2006; McAllister, Hallam & Harper, 2008). However, ePortfolios are not 
widely used in classrooms in Southeast Asia. 
 
This project strives to introduce basic understanding of ePortfolios in education through a 
trusted community of practice. The members who have diverse backgrounds engage with a 
series of online courses and expert presentations, develop their portfolios and interact with one 
another through an online community of practice. By allowing teachers to experience 
developing ePortfolios, providing and receiving feedback themselves, they observe 
opportunities and challenges of using ePortfolios firsthand. These experiences enable them to 
improve learning experiences, such as assigning tasks and giving feedback to their students.  

 

SEAMEO-AUS EduLink community of practice 
SEAMEO- AUS EduLink is an online community of practice (CoP) founded by author 1 
(Nantana). The name of the CoP indicates that the project has been supported by the 
Southeast Asian Ministers of Education Organization (SEAMEO) and the Australian 
Government and aimed to strengthen the collaboration between Southeast Asia and Australia. 
The project began in August 2021, when Nantana designed and developed the SEAMEO-AUS 
EduLink platform and courses.                                                               
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SEAMEO-AUS EduLink consists of two components, as shown in Figure 1:  
 

 
 
1. A professional development 
program involves a series of online 
courses and a series of guest 
speakers. 
 

2. An online community of practice 
involves both asynchronous and 
synchronous interactions among its 
members. 
      

 
 
 

Since November 15, 2021, our members have engaged with the courses and with one another 
while developing their portfolios. From January - March 2022, the members will have the 
opportunity to engage with the experts/educators/researchers whose works focus on 
ePortfolios. 
The community learning platform uses 
social media functions with gamification 
features. For example:  
  

• Each teacher will have their own 
profile where they can see their 
followers and following.  

• They also can link their profile to 
their social media and ePortfolios 
so other teachers can read and 
provide feedback.  

• They can check their timeline, edit 
their profile and connections.  

• The teachers can interact with 
other teachers in their groups and 
explore the courses they are 
taking.  

• They can look at photos and 
documents that have been uploaded. They can create and respond to posts in the 
forum. 

 

Participants 
The participants were recruited through the authors' existing networks and SEAMEAO school 
networks. Members of SEAMEO-AUS EduLink are K12 teachers (early childhood, primary and 
secondary, academics and educational administrators) from 11 countries in Southeast Asia: 
Brunei, Burma, Cambodia, Indonesia, Laos, Malaysia, the Philippines, Singapore, Thailand, 
Timor-Leste and Vietnam. Although 735 people consented to participate, 321 people have 
registered to the community website. About 63% are female, while 37% are male. On average, 
the members have 12 years of teaching experience, ranging from 0-44 years of teaching at 
different levels from early childhood to higher education. Based on the survey data 
administered prior to program implementation, 73% indicated that they had not used 
ePortfolios before, whereas 27% indicated otherwise. About 60% identified they had low 
experience while 37% had some experience, and the rest had extensive experience of 
ePortfolios.  
 

Figure 1  The components of SEAMEO-AUS EduLink 

Figure 2 The interface of the component website 
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Participant interactions with course content and with other members are collected through the 
community website and course interface. The collected data suggest that after two weeks of 
implementing this PD, it is evident that the participants have engaged in rich discussions both 
within the courses and their social groups. The two courses are self-paced, which includes 
introductory concepts of ePortfolios such as definition, purposes and elements of ePortfolios 
and basic guidelines to creating ePortfolio on Google Sites. For example, 218 members 
enrolled in the "Introduction to ePortfolios", where they spent 2 hours on average to complete 
the course (80 already completed). Additionally, 198 members enrolled in the “Creating your 
Portfolio", where they spent one and a half hours to complete the course (43 already 
completed). Participating teachers will receive various points for different engagements (e.g., 2 
points for creating posts, replying to posts, and asking questions in the forums). The point 
systems are fully administrated by the platforms. In other words, the 'points' are automatically 
and immediately awarded by the platform when an engagement has happened. In addition, 
their ranks will be promoted when they reach a certain point balance. For example, once they 
have registered to the platform, the participants will be automatically labelled as Level 1 
members. Their ranks will climb up to Level 2, Level 3, …, Level 10, then VIP, Premium VIP 
and Prestige VIP. They will be the prestige VIP members when they reach a point balance 
(main) of 1000. 
 
There are four types of ranks for different engagements—coins, credits, points (main) and 
reactions. The coin points are awarded when the participants engage with certain types of 
course content (e.g., discussions, polls, and questionnaires), whereas the participants will 
receive certain credit points when they finish the courses or some special lessons. 
Additionally, the points (main) are awarded when the participants post some updates, create 
blog posts and reply to the posts in forums, social groups and member’s blogs. Finally, the 
reaction points are awarded when the participants like the posts, follow, get followed by other 
members, join social groups and have new connections. The configurations of points systems 
are set prior to releasing the projects and/or courses to allow the platform to award the points 
immediately as the engagement has happened. More than 6,000 points and ranks (for all four 
types) have been awarded, indicating that the members interact highly with other members 
and the platforms.  
 
Particularly, participants' comments on the course interface indicate their deep engagement 
with course content where they critically reflect on their own teaching while resonating with 
other members' ideas, experiences and practices. Semantic analysis of 509 comments 
involving 17,847 words in the courses (see Figure 3 below) indicated that the concepts of 
ePorfolios comprise of the concepts related to 'ePortfolios' ‘students’, ‘use’, ‘create’, ‘time’, 
‘excited’, ‘able’, ‘skills’ and ‘love.’ These concepts appeared together 444 times in the texts. In 
comparison, ‘development’, ‘progress’, ‘professional’, ‘reflect’, ‘learners’ and ‘work’ formed the 
concepts of development where these concepts appeared together 133 times in the texts.  
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Figure 3  Semantic analysis of the comments in the courses 

Conclusion 
It is evident that the participants build a meaningful relationship within the community of 
practice and develop reflective understanding of the use of ePortfolios in education through 
engagement with the course content while reflecting on their own practice and other 
members’. During November 2021– January 2022, the participants will have time to complete 
the two core courses, develop their ePortfolios, share and receive feedback from other 
members. They are engaging with other members on the community website through several 
means such as blogs, posts, instant masses, groups and emails. From January-April 2022, we 
plan to launch more courses and invite leading experts in ePorfolios to run workshops for our 
members. 
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