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Abstract 

Higher education health contexts have incorporated hybrid learning 

environments for over three decades with varying degrees of acceptance. 

Responses in educational institutions to the Covid-19 pandemic highlighted the 

need for an understanding of how digitally-mediated learning might extend 

students’ experiences beyond physical classrooms. Drawing on ecological 

perspectives in education, learning is foregrounded as part of a complex web of 

elements contributing to productive learning environments. Anchored in 

postdigital learning contexts with consideration for the influences of Networked 

Learning principles, Activity-Centred Analysis and Design (ACAD) is used as an 

analytical framework to discuss the study findings from multiple case studies 

that explore student and academic staff perspectives in higher education. 

These theoretical frameworks informed the systematic literature review (n=21) 

incorporating a framework synthesis approach to identify potential contributors 

for productive, hybrid learning environments. In combination, the body of 

literature and chosen theoretical frameworks laid the foundation for this multiple 

case study research to explore and answer the thesis questions identifying the 

characteristics of productive, hybrid learning environments in higher education 

health contexts. 

The cases include undergraduate courses in health disciplines encompassing 

nursing, pharmacology and social work. Data was generated through 

observations of teaching and course artefacts, and semi-structured participant 

interviews. The ACAD framework allows examination of relationships between 

tools, tasks and social arrangements and explores their influence on student 

learning activities in postdigital contexts. The experience of learners in different 

locations and disciplines and educators adapting to the transition to hybrid 

environments, identifies contributors to productive learning environments.  

Cross-case analysis shows tangible, flexible and timely support for students 

creates a learning environment that is safe, enjoyable and supports students 

through personal, professional and academic challenges. Additionally, course 

design with a consistent format, flexible access and purposefully curated 
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content focused on preparing students for graduate practice, contributes to 

productive learning environments. A clear understanding of foundational 

learning principles within a dynamic, collaborative and cohesive teaching team 

can assuage the challenge of unpredictable pandemic-associated learning 

design requirements. Importantly, markers of productive, hybrid learning 

environments in higher education health contexts include the creation of rich, 

realistic teaching and learning opportunities using resources commonly found in 

professional practice contexts. These experiential opportunities support the 

development of skill proficiency and incorporate intentional challenge to equip 

students for professional growth. Together, these findings indicate productive, 

hybrid learning environments incorporate a range of intentional design for 

learning considerations to effectively support students, faculty, and to create 

rich, realistic teaching and learning opportunities. 

By taking an ecological stance, this multiple case study research draws on and 

extends the ACAD framing to propose an approach to actualise productive 

learning environments in HE health contexts. The novel Aotearoa Design for 

Learning Framework combines the dimensions of the ACAD framework with the 

principles of Te Whare Tapa Whā to support exploration of design and analysis 

of teaching and learning within healthcare education in the Aotearoa 

New Zealand cultural context. Other key contributions to new knowledge 

include 11 principles for the design of productive, hybrid learning environments 

in the health disciplines and a self-auditing tool to support teacher professional 

development. This thesis contributes to extant knowledge by identifying 

imperatives of design for learning in post-digital contexts for hybrid learning 

environments to be productive. 
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Chapter 1. Introduction 

1.1 Introduction 

Hybrid learning environments can extend student experiences beyond physical 

classrooms and offers connection, active participation, and access to resources, 

enabling students to co-create knowledge. Hybrid learning environments 

encompass a wide range of ideological and pedagogical foundations. The word 

‘hybridity’ might express varying arrangements within online and physical 

spaces, formal and informal learning contexts, and in other forms of innovative 

learning such as those which mimic reality in physical and digital worlds (Mor et 

al., 2015). It is not uncommon to see people - in cafés, at bus stops or in 

libraries - inhabiting a virtual space, potentially learning and collaborating, being 

physically present and often ‘alone’ while sharing ideas with others almost 

anywhere. The Network Learning Editorial Collective (NLEC) (2020) claims “it is 

now rare to find real learning situations that can be described as ‘purely face-to-

face’ or ‘wholly online’ (p. 2).  

In an educational context, ‘hybrid’ usually denotes variation in the intermeshing 

of physical and virtual learning spaces (Goodyear, 2020). By exploring hybridity 

in education, it is possible to more fully understand the importance of 

connections between multiple elements in learning. The amalgam of spaces 

and places that bring learners and learning together facilitating connections and 

mediated by technology is known as networked learning and has been 

researched for more than 20 years. Postdigital research also explores 

connections between human interactions and physical and digital worlds (Bayne 

et al., 2020) and there is increasing interest in the wider socio-economic and 

political framing of these connections (Jandrić & Ford, 2022; Knox et al., 2020).  

There has been a long history of technology-use across many disciplines in 

higher education (HE), especially in the health care disciplines where simulation 

technologies are often used as a way of preparing students for their future 

clinical work. Importantly, rapid changes in university learning contexts in recent 

years have also seen educators more widely accepting hybrid modes of 

learning. Indeed, Covid-19 arguably disrupted the landscape in higher 
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education, as learning technologies became crucial for teaching and learning 

during the Covid-19 global pandemic when students needed to continue 

learning online and could not be present on-campus.  

This research sought to explore teaching and learning practices in health 

education courses, acknowledging the role of digital technologies in influencing 

our everyday living (Jandrić et al., 2018). But as the research project unfolded, it 

coincided with the onset of Covid-19 and it became even more crucial to 

understand the impact of multiple elements and the environment on teachers 

and learners. The research was therefore well placed to explore productive, 

hybrid learning environments in a time of immense transition where there was 

movement away from predominantly classroom face-to-face teaching.  

While research has validated well-planned technology-enhanced learning 

environments in a variety of higher education contexts (Hayes & Graham, 2019; 

Hodges et al., 2020; Männistö et al., 2019; Shorey et al., 2018), this has not 

been without challenge. Czerniewicz (2018) contends that issues with 

connection and device capacities perpetuate inequity. Others point to a lack of 

technological skills for teachers and students (Chua & Bong, 2022) and to a 

potential lack of relational connection and tangible support within emergency 

remote teaching (Douglas et al., 2022; Green et al., 2020). There has also been 

concern about the perceived neutrality of incorporating technology to enhance 

teaching and learning (Bayne, 2015). The recent global pandemic, however, 

removed choice from many educators who were required to immediately 

move their teaching online. Technology was only one part of this complex 

picture with considerations needing to include sociocultural and sociomaterial 

influences in which human and non-human elements influence learning. These 

enmeshed aspects of hybrid learning environments will be fully discussed 

throughout this thesis and form a basis for understanding current theories and 

perspectives on design for learning and its application in higher education 

learning contexts. 

Design for learning requires a deeper understanding of how diverse elements 

might be combined to support learning activity, and this includes pedagogical 

strategies. Pedagogy is a term commonly used in the literature to refer to the 
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method and practice of teaching adults and children, although this Greek term 

originally focused on the teaching of children. Adopting the term ‘andragogy’ to 

describe the unique learning characteristics of adults, Knowles et al. (2020) 

contend the learners’ preferences, desires, view of themselves, motivations and 

prior experiences must be considered. The current study incorporates 

heutagogy, a notion that advances the principles of andragogy to focus on the 

agency and self-determination of learners to identify their own learning needs 

and determine their own learning pathways (Blaschke et al., 2021; Hase & 

Blaschke, 2021a). 

The current research makes an important distinction between ‘learning design’ 

and ‘design for learning’.  Mor et al. (2015) explain ‘learning design’ has an 

underlying assumption of a teacher or learning designer controlling what is 

taught and learnt, with a compliant learner. In contrast, ‘design for learning’ 

stems from a constructivist perspective in which the focus is on the learner and 

the learning context with resources and technology seen as supporting learning 

within an ecological space. Design for learning acknowledges the central role of 

the student, their learning situation, their agency, autonomy and experience 

(Goodyear & Dimitriadis, 2013). 

The theoretical stance adopted in this research aligns with the notions of 

postdigital and networked learning (Gourlay et al., 2021; Hodgson & McConnell, 

2019; Jandrić et al., 2018; Knox et al., 2020; Ryberg & Sinclair, 2016) in that the 

inquiry seeks to explore issues through critical reflexivity and by understanding 

that collaborative and community definitions in networked learning incorporate 

the complex sociocultural and sociomaterial connections of postdigital learning.  

The opportunity to undertake research into what constitutes productive, hybrid 

learning environments in higher education contexts using a multiple case study 

approach during the Covid-19 pandemic was unique. At this time, urgency was 

required in the redesign of courses to enable education programmes to 

continue and there were many impacts on teachers and learners. This real-

world research inquiry sought to understand what characterises productive, 

hybrid learning environments in health disciplines in HE by exploring three 

course designs in the health disciplines at a New Zealand university.  
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To discover how design for learning might incorporate principles of networked 

learning in postdigital, hybrid learning contexts, this thesis takes a social 

constructivist stance to consider diverse health education contexts. The findings 

offer an analysis and interpretation of data surrounding these courses to better 

understand how to create productive, hybrid learning environments.  

1.2 Research Aims and Questions 

This doctoral research takes a multiple case study approach (Stake, 2006) to 

investigate networked learning elements in three undergraduate health courses 

offered in the healthcare division of a higher education institution in Aotearoa 

New Zealand. It explores the experiences and insights of students and 

academics (educators, learners, designers and supporting staff) in identifying 

features of course design contributing to productive learning environments. The 

term ‘productive’ denotes learning situations in which those involved are 

concerned with collaborative and co-constructive activities resulting in the 

creation of artefacts, advancing knowledge development and supporting self-

discovery (Carvalho & Goodyear, 2020) and acknowledges the role of teachers 

in contributing to productive learning environments.  

This is the first study to explore what students and teachers in Aotearoa New 

Zealand characterise as productive, hybrid learning environments in higher 

education health contexts. The purpose is to identify the characteristics of 

productive, hybrid learning environments to inform design for learning for 

courses in higher education that prepare students for professional practice in 

health.  

The primary research questions for this study asks “What are the characteristics 

of productive, hybrid learning environments in higher education undergraduate 

health contexts?” It explores this by asking: 

 How do students and academic staff characterise productive learning 

activities within hybrid learning environments? 

 How do learning design elements, in hybrid learning environments, 

influence and support student experiences?   
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These questions and subsequent findings will be considered through the 

philosophical paradigm of social constructivism (Creswell & Creswell, 2023), 

incorporating ecological perspectives in education and te ao Māori (Māori 

worldview) lens in design for learning to provide a holistic understanding of 

productive, hybrid learning environments in HE health contexts (see Chapter 3). 

1.2.1 Terms and Definitions 

The definitions of terms used throughout this thesis are offered below. 

 ‘Postdigital perspective’ signifies a move beyond the dichotomy of 

digital/analogue, to acknowledge the messy and unpredictable 

entanglements that characterise contemporary human interactions with 

technology (Jandrić et al., 2018). 

 ‘Ecological perspective’ acknowledges the complexity of learning contexts 

encompassing diverse, entangled, non-linear and emergent aspects 

(Blaschke et al., 2021; Damşa & Jornet, 2016; Fawns et al., 2019). 

 ‘Networked learning perspective’ identifies the key influence of technology 

to facilitate connections in learning communities that enable learners and 

teachers to share knowledge and expertise in a collaborative and 

reciprocal manner (Gourlay et al., 2021; Hodgson & McConnell, 2019). 

 ‘Learner’ and ‘Student’ are used interchangeably in HE teaching and 

learning contexts, however, I acknowledge critique of the use of ‘learner’ 

(see Chapter section 3.5.1). Biesta (2019) argues an important semantic 

distinction with the term ‘students’ indicating the ability to experiment, 

create, try, fail and consider the big issues facing humanity.   

 ‘Academic staff’ is used to describe the participants who are involved in 

the learning and teaching of students, and includes teachers, lecturers, 

tutors, writing advisors who teach writing skills, and health librarians who 

teach database search and retrieval skills.  

 ‘Productive’ and ‘to produce’ denotes to create and not to consume, and 

includes self-realisation, identity formation and knowledge building 

(Carvalho & Goodyear, 2014). 

 ‘Sociocultural’ recognises learning is influenced by the social and cultural 

dynamics occurring in the learning space (Jandrić et al., 2018). 
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 ‘Sociomaterial’ recognises learning is influenced by the context, by human 

and non-human aspects, and by the variety of interactions occurring in 

the learning space (Jandrić et al., 2018). 

This research is situated in the context of Aotearoa New Zealand and 

acknowledges the enriching contribution of indigenous knowledge and 

mātauranga Māori (Māori worldview) perspectives. A glossary of Māori kupu 

(words) is provided (see pp. xv).  

1.3 Rationale for this Study 

At the beginning of this research in late 2018, the Covid-19 pandemic had not 

yet occurred. During data collection over a 24-month period between 2021 and 

2023 the pandemic had taken hold across the world necessitating restrictions in 

many countries to contain virus transmission. The effect on HE in Aotearoa was 

to move courses rapidly online with limited/no on-campus teaching and 

limited/no movement between cities impacting the ability to continue teaching a 

course. With teachers and students involved in healthcare, including clinical 

learning experiences, there were additional challenges as hospitals and health 

organisations necessarily prioritised patient care over student education, 

particularly in the early phases of the pandemic. For courses already designed 

for full or partial online delivery, the transition required was minimal. However, 

for courses delivered on-campus and co-located in a classroom, this urgent 

pivot to online delivery posed significant challenges for teachers as they sought 

to establish the continuity of the course.  

Educators reconfigured their teaching for digitally-mediated delivery. Some 

courses’ adjustments involved moving previously taught content to a Learning 

Management System, e.g. talking head video. Others considered which formats 

were appropriate for specific content and purposefully reconfigured. There was 

a concerted effort to make connections with students to provide support during 

this uncertain period. As the HE sector adjusted to changing lockdown 

restrictions and the eventual lifting of these, a ‘new normal’ became apparent. 



  

7 

The prevailing perspective in research has been to compare face-to-face 

learning with online learning (Bayne et al., 2020). This has created a false 

dichotomy that has failed to account for nuances in existing learning 

environments. Within a face-to-face session, a teacher may link to web 

resources, for example, to a YouTube video, to demonstrate content or might 

refer to the LMS course resources. Simultaneously, students might access the 

LMS resources on their devices or use a printed resource. The overarching 

notion that face-to-face indicates physical proximity, physical artefacts and an 

‘in-person’ experience in comparison to the online learning environment 

denoting an absence of tangible connection, belies the hybrid nature of learning 

in any environment. These complex, messy and enmeshed examples of 

teaching and learning are key aspects of a postdigital perspective yet they are 

not well understood. 

1.4 Researcher Positionality and Background Experience  

Throughout my life I have had a keen interest in learning and teaching. In my 

professional nursing context, I have always sought to support new staff or 

students to gain skills to help them thrive in complex clinical environments. This 

focus on supporting staff was recognised by a previous employer who offered 

me a position as a clinical educator with a focus on refreshing an existing 

course for new-to-operating-room nurses. Support for my ongoing postgraduate 

studies enabled me to complete my master’s research looking at ways to 

provide targeted professional development for staff who were new to 

perioperative (preoperative, operative and post operative) hospital surgical 

departments.  

These experiences, associated with my interest in digital technologies, 

enhanced my skills in designing and facilitating courses in online learning 

environments and this period saw our organisation’s monumental shift from 

primarily face-to-face professional development to a blended delivery of 

courses. During this period, my colleagues and I identified the most appropriate 

format and context for differing learning activities and acknowledged the 

benefits, challenges, and organisational imperatives necessary for our staff to 
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complete online learning activities available 24 hours per day (Green & 

Huntington, 2017).  

My master’s research journey led me from an awareness of andragogical 

principles of adult learning (Knowles et al., 2011) to a recognition of the need to 

advance a heutagogical approach prioritising learner agency and autonomy 

(Blaschke, 2012). This doctoral thesis has helped to shape my understanding of 

teaching and learning in HE health contexts. Interviewing staff and students and 

gaining insights into their perspectives while reviewing literature and analysing 

theories and frameworks has helped me to unpack some of the complexity of 

productive, hybrid learning environments and find aspects that can readily be 

adopted in my own and others’ teaching settings.     

1.4.1 Lived Experiences 

This research has grown out of my lived experience of teaching in HE 

undergraduate health contexts before, during and after the Covid-19 pandemic. 

Prior to the pandemic, the design for learning in one of my courses might have 

looked like a group activity typical in HE contexts (see Figure 1.1).  

Figure 1.1 

Pre-Covid-19 Group Activity 

 

Students (n = 45) were presented with a person’s life story and as a group they 

prioritised health aspects for that person in the context of their whānau (family) 
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and developed a plan of care. Their organisation of information looked 

something like this (see Figure 1.2). 

Figure 1.2 

Patient Information Sorting with Cards 

 

When the first Covid-19 lockdown occurred, I re-designed this course and 

moved the students (N = 140) into a Zoom room and in breakout room groups 

they collaborated and edited a Google JamBoard to prioritise the information 

from the patient story (see Figure 1.3). 

Figure 1.3 

Patient Information Sorting on Google JamBoard 
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This successful rapid, pivot to fully online delivery was supported by a myriad of 

factors. The course design already incorporated a hybrid approach whereby 

some learning material had been formatted for pre-learning using the LMS 

platform. My skills in teaching and learning in online environments had been 

developing for some years and my teaching team colleagues were willing to 

collaborate in creating a learning environment that would support students to 

continue their learning despite pandemic restrictions. This experience sparked 

my interest in gaining a deeper understanding of design for learning and how 

multiple elements combine to influence learning activity. As I embarked on my 

doctoral thesis, what characterised hybrid productive learning environments 

became my main focus.  

1.4.2 Research Paradigms 

In this doctoral research the ontological perspective is one of multiple views of 

reality, where what is seen and understood depends on individual perceptions 

mediated through social interaction. The epistemological standpoint is social 

constructivist with the focus on both the social nature of human experience and 

the individual perspectives on interactions (Creswell & Creswell, 2023). 

Meaning was inductively generated (Creswell & Poth, 2018). By adopting a 

multiple case study approach (Stake, 2006), it was possible to explore and gain 

insights into student and teacher perspectives on productive, hybrid learning 

environments.   

An axiological view acknowledges my role in this research as value- and bias-

laden, which Cresswell and Poth (2018) contend is essential in qualitative 

research. As such, the analysis and interpretation of the research findings are 

influenced by my long-standing interest in hybrid and innovative learning and 

willingness to be an early adopter of digital technologies – testing new learning 

ideas and innovations. I am especially interested in the perspectives of others – 

teachers and students in HE undergraduate health courses – with a view to 

determining what they think is characteristic of productive, hybrid learning 

environments.  



  

11 

The timing of this doctoral research aligned with an opportunity to undertake 

research on teaching and learning in a time of rapid change. The systematic 

review of literature includes publications from just prior to the pandemic and 

captures what was published during the pandemic response. The three cases in 

this multiple case study present the perspectives of those involved in the 

emergency response directed by Government and the policies affecting those in 

health and educational settings ultimately related to containing the virus. This 

research provides new knowledge and insights into the influence of design for 

learning decisions and the effect this had on both teachers and learners.  

1.5 Thesis Structure 

This thesis is organised into nine chapters. Chapter one introduces the topic 

and research purpose - to better understand the characteristics of productive, 

hybrid learning environments in higher education (HE) health contexts.  

Chapter two presents a systematic review of the literature to synthesise 

evidence of hybrid learning environments in HE undergraduate contexts that 

focus on nursing and social work. Refer to chapter two, section 2.2.3.4 for the 

rationale to exclude literature focused on pharmacists, bioscientists and 

chemists. The pharmacology course was undertaken by nursing students (172 

of 175). The period between 2019 and 2024 included publications before, 

during and immediately after the initial responses to the Covid-19 pandemic. 

The literature review was conducted using a framework synthesis approach, 

mapping data to the Activity-Centred Analysis and Design (ACAD) framework 

and focused on interdisciplinary HE undergraduate contexts of nursing, 

pharmacology and social work.   

Chapter three outlines the theoretical underpinnings of this research and 

explains the reasons for taking an ecological approach to learning and teaching, 

acknowledging the human and non-human aspects influencing complex 

learning ecosystems and proposes a novel design for learning framework for 

Aotearoa healthcare educators incorporating elements of matauranga Māori in 

the application of the ACAD framework.  



  

12 

Chapter four outlines the multiple case study methodology and methods used in 

this research and details the strategies used to ensure trustworthiness and 

validity in the reflexive thematic analysis.  

Chapters five, six and seven present the findings from each of the cases: Case 

study one – Nursing (CS1), Case study two – Pharmacology (CS2), and Case 

study three – Social Work (CS3).  

Chapter eight integrates the findings from the cross-case analysis to answer the 

primary research question: What are the characteristics of productive, hybrid 

learning environments in higher education undergraduate health contexts?  

The final chapter nine concludes the thesis by synthesising the key findings, 

discussing the original contribution to knowledge and potential limitations, and 

suggesting areas for future research and key recommendations for educational 

designers. 
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Chapter 2. Literature Review 

2.1 Introduction 

Design for learning in undergraduate higher education (HE) health contexts is 

complex and diverse because it must consider graduate practice that improves 

patient health outcomes. The past six-years have added complexity to 

maintaining learning in HE as educators have sought to manage the effects of 

an unprecedented, worldwide Covid-19 pandemic. This doctoral research 

began just prior to the pandemic and consequent disruption in HE and offers a 

unique view on health education contexts before and after the pandemic. 

The purpose of this interdisciplinary systematic literature review was to search 

the international peer-reviewed literature for examples of hybrid undergraduate 

HE health contexts identified as productive. To clarify, in searching the literature 

for productive learning environments, the focus was on sources where the 

students, teachers, learning designers or support staff identified evidence of 

emergent learning and enhanced knowledge. ‘Hybrid learning’ relates to 

educational design and practice in postdigital learning spaces, encompassing 

varying arrangements of digital and material elements, online and face-to-face 

spaces, formal and informal learning and supports coexistence of such 

variations (Fawns, 2019; Gil et al., 2022; Goodyear & Carvalho, 2020).  

This chapter presents the findings of a systematic review of the literature to 

synthesise evidence of the use of hybrid learning environments within HE in 

general, and in health education contexts that focus on nursing and social work 

education. The ontological stance of multiple views of reality and 

epistemological perspectives of social constructivism in the literature, which 

have influenced the design of this multiple case study research, are discussed 

in Chapter 4 Methodology.  

This research incorporated the meta-theoretical Activity-Centred Analysis and 

Design (ACAD) framework (Goodyear & Carvalho, 2014; Goodyear et al., 2021) 

enabling examination and analysis of complex learning situations (explored 

further in Chapter 3, section 3.8.1). Later, during the case study data analysis 
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phases the novel Aotearoa Design for Learning (ADL) framework was 

developed to analyse this complexity from an indigenous-honouring, 

comprehensive perspective and is further discussed in Chapter 3, section 3.9.  

The following questions guided this systematic review and doctoral research: 

What are the characteristics of productive, hybrid learning environments in 

higher education undergraduate health contexts? 

 How do students and academic staff characterise productive learning 

activities within hybrid learning environments? 

 How do learning design elements, in hybrid learning environments, 

influence and support learners’ experiences? 

In the next section I describe the methods and processes followed in this 

literature review. I then present and discuss the findings of the literature review. 

2.2 Methods 

The results of the literature search were analysed using the ACAD framework 

(Carvalho & Goodyear, 2014). We were specifically looking for sources that 

demonstrated the coalescence of the ACAD components: Epistemic, Social and 

Set design elements resulting in co-creation of knowledge and learning that 

exceeded the study’s reported learning objectives or aims (these will be 

described in Section 2.2.3). In this study, the key features of productive, hybrid 

learning environments include an assemblage of epistemic, social and set 

elements, where there is encouragement for creation rather than consumption 

of information, and a building of understanding, as educators nudge learners 

towards hoped-for but not certain outcomes. 

Within this doctoral research productive, hybrid learning environments are 

inherently connected to living and learning in a postdigital world where 

technology is part of everyday experiences (Jandrić et al., 2018). A postdigital 

stance calls for us to consider human-technology relations and to critically 

appraise our assumptions of digital technologies (Knox, 2019). Productive, 

hybrid environments are those that address diversity in their design for learning 
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and where “the whole is greater than the sum of its parts” (Aristotle) because 

individual components are drawn together within a learning context create 

knowledge and actualise learning.   

2.2.1 Framework Synthesis 

This systematic review of the literature adopted a Framework Synthesis 

approach to analysing the literature. This approach allowed for examination of 

the alignment of identified themes with an existing framework, as well as the 

possibility and flexibility of conceptual revisions to the framework if and when 

new themes emerged. The Framework Synthesis provided clear evidence of the 

processes used to appraise, analyse and report on findings (Brunton et al., 

2020). The analysis involved five stages: familiarisation, framework selection, 

indexing, charting, mapping and interpretation. An overview of these stages is 

presented in Figure 2.1. 

Figure 2.1 

Stages of Framework Synthesis 

 

(Source: Adapted from Brunton et al., (2020) Innovations in Framework Synthesis as a 

systematic review method.) 
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2.2.2 Familiarisation 

Familiarisation occurred at the beginning of this doctoral study with appraisal of 

the literature pertaining to hybrid learning environments. This stage included 

conversations with supervisors and colleagues who helped to identify research 

questions. Through the familiarisation process I became aware of the ACAD 

framework as a validated analytical framework that was suited to analysing 

learning environments in HE health contexts (Carvalho & Goodyear, 2014). In 

Chapter 3 Theoretical Frameworks (section 8) learning design frameworks are 

appraised and the selection of the ACAD framework as the preferred framework 

for use in this study is justified.  

2.2.3 Framework Selection 

The elements in the ACAD framework offered clear definitions, a priori themes, 

against which analysis takes a deductive approach to identify and map data. 

The Framework Synthesis approach is flexible and allows for the inclusion of an 

inductive analysis if data is found that does not logically fit the existing 

framework. This flexibility ensures that all data can be mapped and allows for 

the possibility of further adaption of the existing ACAD framework if this is 

required (Carroll et al., 2011). In a practical sense, the ACAD framework 

provides a scaffold upon which analysis of each of the cases can be reviewed, 

compared and aligned. As part of this process, I developed a series of codes 

and the ACAD codes and definitions are shown in Table 2.1, The Coding 

Framework. 



  

17 

Table 2.1 

The Coding Framework 

ACAD codes Definition 

Set The design of material and digital elements in hybrid 
environments (both online and face-to-face) including tools, 
resources and artefacts, the furniture or learning items used and 
how items are positioned in space. 

Epistemic The design of learning tasks – organisation of knowledge, 
considerations about ways of knowing, the selection, 
sequencing and pacing of information, and the provision of 
resources for meaning-making. 

Social The design of social arrangements for students – including 
group work, dyads, scripted roles, divisions of labour, the nature 
of collaboration – in the group space or in assessment, and the 
role of the learner as a recipient, participant or creator of 
knowledge. 

Co-creation Co-creation of knowledge emerging within a learning event. It 
relates to the agency of learners and their ability to interpret and 
chose what to do. 

Productive Insights beyond the original study aims/objectives with respect 
to ACAD elements.  

 

2.2.4 Indexing 

The indexing stage involved searching, screening and extracting data relevant 

to the ACAD coding elements (Brunton et al., 2020). A systematic review of 

literature was undertaken to examine multiple sources of literature, appraise, 

analyse, and summarise the research findings in a rigorous, transparent and 

replicable manner (Whittemore et al., 2014). The process of developing and 

documenting the search strategy was informed by the 12-step method outlined 

by Kable et al. (2012). This involved identifying key terms and searching 

selected databases to identify peer-reviewed, date-limited sources. Six 

bibliographic databases relevant to HE and healthcare were searched (Scopus, 

EBSCO – Including CINAHl, Education Source, Eric, Web of Science MEDLINE 

and A+ Education) for appropriate and relevant literature from 2019 through to 

2024. The breadth of databases was intended to capture sources conducted in 

health education contexts that might be published in either education or health 

related journals. This timeframe was chosen to capture research conducted 
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prior to, during, and post the Covid-19 pandemic to provide insights on the 

influence of this global event on undergraduate HE health contexts.  

The research questions and key concepts were identified and discussed with 

colleagues, the supervisory team, and the health information technology 

specialists at the Massey University library. This enabled selection of the most 

relevant databases and supported the creation and refinement of search term 

strings to be used. Three concept areas were identified as pertaining to 

undergraduate nursing, social work and bioscience focused on pharmacology 

for nursing education:  

 The learning medium,  

 The learning environment,  

 Included perspectives, e.g., ecological, cultural, indigenous, diverse, 

inclusive or productive. 

Literature search and study selection 

The following search terms and phrases were used for searching published 

literature to identify potentially relevant research: 

 nurs* OR RN OR “social work*” OR pharmac* OR bioscience OR 

chemist* OR health personnel OR social services OR caseworker* 

 AND ("higher educat*" OR "tertiary educat*" OR undergraduate OR 

bachelor OR baccalaureate OR colleg* OR university* OR “post-

compulsory education” OR “postsecondary education”)  

 AND (Virtual OR augmented OR mobile* OR online OR interactive* OR 

device* OR digital OR simulation* OR technolog* OR ‘mixed realit*” OR 

computer* OR laptop OR “simulated environment” OR avatar* OR 

multimedia) 

 AND (learn* OR teach* OR educat* OR hybrid OR hyflex OR blended OR 

synchronous OR Asynchronous OR mLearn OR eLearn OR face-to-face 

OR f2f OR co-construct* OR “web-based course” OR distance OR 

“instructional design” OR “universal design for learning” OR udl)   

 AND (ecolog* OR cultur* OR diversit* OR inclusive* OR productive)  
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Additionally, Medical Subject Headings (MeSH) terms were used in Medline and 

CINAHL databases as these terms match for content rather than text only. 

Subject headings were used to check variations in terms. All were captured and 

then the list was reduced to relevant headings for the focus of this research. 

This process decreased the precision of the search but increased the sensitivity 

of the search threads.  

Literature selection 

The initial database yield (N= 2020) sources included literature reporting on 

nursing, social work and bioscience courses in higher education; a range of 

qualitative studies, quantitative studies, mixed-method studies, systematic 

reviews, and integrated reviews; and all were published between 2019 and 

2024 in peer-reviewed journals.   

Given the pervasive nature of hybrid learning environments throughout the 

world, and the wide-ranging effects of Covid-19 on HE contexts, there was 

much to be learnt from different countries. Twenty-one articles published in nine 

countries: Australia, Bulgaria, Canada, China (Hong Kong), Norway, Portugal, 

Spain, Sweden and the USA were reviewed. 

Inclusion criteria / Exclusion criteria 

Inclusion criteria:  

The inclusion criteria literature included undergraduate university and HE 

courses for nursing, pharmacology and social work; included either educators or 

designers; identified a hybrid learning environment presenting the integration of 

at least 2 modalities (see ecological standpoint below); included Epistemic 

(knowledge), Set (resources/tools), Social arrangements and Emergent learning 

AND discussion of the connections between these elements; and must have 

more than 50 percent focus on enablers (this became irrelevant during full text 

screening, with tightened definition of ‘productive’, see Section 2.2.3.4). 

Exclusion criteria:  

Exclusion criteria included not published in a journal; the source was not an 

applied project / case study: e.g. review articles, SR, IR, Scoping review, 
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Overview, Editorial / Opinion; no mention of learning design research; full text 

unavailable; not in English. 

The final inclusion/exclusion criteria aligned with the target populations that 

were the focus of the multiple case studies discussed in chapters five to seven. 

However, to achieve this, the search terms needed to be refined to remove the 

terms "pharmac* OR bioscience OR chemist*" and an adjustment was made to 

the exclusion criteria to filter out healthcare profession-led courses (i.e. 

pharmacy, bioscience and chemistry) that did not match the target case study 

populations (nursing and social work students and educators). 

Quality assessment and data extraction 

To manage the database search results and assess their relevance to this 

doctoral research it was necessary to use a process that was systematic, easy 

to use, and understood by the reviewers (the researcher and doctoral 

supervisor). 

Nested Knowledge (NK) systematic review software was used to facilitate dual 

two-pass screening of title and abstracts for initial yield (2020 sources) and 

later, full text screening by the two reviewers. The software supports quality 

control by capturing screening decisions made by reviewers and adjudication of 

screening differences. A key benefit of using this software is that the Preferred 

Reporting Items for Systematic Reviews and Meta-Analyses (PRISMA) process 

and diagram is continually developing and being recorded as screening 

proceeds (see Figure 2.2). PRISMA protocols provide transparency of the 

process, what the reviewers do and what is found (Page et al., 2021) as was 

the case in this research.    
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Figure 2.2 

PRISMA Hybrid Learning Environments Diagram 

 

A key feature of systematic literature reviews is the importance of clearly 

identifying the methods used, the process followed, resources used, and 

decisions made so that the rigor of the analysis, synthesis and findings can be 

assessable, transparent and replicable (Dekkers et al., 2022). There was a 

clear value in using two reviewers throughout the process, particularly to 

highlight and then resolve any differences of interpretation. Through the process 

of the review it became apparent that the use of broad inclusion and exclusion 

criteria had the potential to advance sources that might otherwise have been 
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excluded. For example, we narrowed down the population to nursing and social 

work and removed pharmacology and pharmacy as the latter is a distinct, well-

defined profession and those courses typically included students who were not 

within the target population. During the title and abstract screening phase, the 

most common dissonances related to eligible populations and the inclusion or 

lack of design for learning details in the research. This doctoral research was 

focused on design for learning applied in productive undergraduate HE hybrid 

learning environments. Research that reported on surveys without apparent 

application of the findings was excluded. 

During each phase of the systematic literature review the importance of refining 

the inclusion / exclusion criteria became apparent to ensure that the final yield 

was specific to the research questions, population, phenomenon of interest, 

context and outcomes. Additionally, clarification of inclusion / exclusion criteria 

supported clear and congruent decision-making for the reviewers. This was 

evident prior to the start of the full text screening stage as the reviewers used 

the ACAD codes to identify agreed screening concepts: epistemic, social, set, 

co-creation, outcomes, and productive. 

Carroll et al. (2013) emphasise the importance of clarifying definitions of the a 

priori coding so that the reviewers can independently and consistently interpret 

the source data to the relevant code. To support consistent interpretation, two 

reviewers initially coded 11 sources against the ACAD codes identifying 

productive elements. This resulted in 90 percent of sources being promoted to 

the full-text reading stage.  

As a result, the review criteria were refined and led to recognition of the 

importance of productive insights as a key inclusion criterion. Defining the word 

productive was at the crux of this process. Our final definition for ‘productive’ in 

this systematic literature review was creation of knowledge in learning context 

rather than consumption, and included self-realisation, identity formation and 

knowledge building (Carvalho & Goodyear, 2014). By keeping to this definition 

when reviewing a source’s aim, objectives and outcomes the source could be 

excluded if there were no insights beyond what the researchers hoped to 

achieve (i.e. in terms of the ACAD codes, insights beyond the anticipated Set, 
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Social, Epistemic and Emergent learning). This refined inclusion criteria 

advanced 10 percent of the sources that were viewed and was useful for a 

potential full text screening result of the 304 advanced sources. Throughout the 

indexing stage there was reflexive refinement of the research questions for 

conciseness and a clearer focus. 

Of the 21 sources seven were from the United States, six from Australia, two 

from Sweden, and one each from Bulgaria, Canada, China (Hong Kong), 

Norway, Portugal and Spain. Seven sources were from the discipline of social 

work; 11 from nursing and three were interdisciplinary. The sources were 

primarily qualitative, four were mixed methods and one was quantitative (see 

Appendix 2). 

2.2.5 Data Extracting  

Using the NK software, a hierarchy of key terms was developed, based on the 

ACAD codes, to enable tagging of relevant source data to these terms (see 

Figure 2.3). The ACAD codes were organised into tags aligned with students, 

teachers, authors and overall aspects of that phenomenon (see Appendix 3.1 

NK Tag Hierarchy).  
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Figure 2.3 

Tagging Format with Data in Nested Knowledge 

  

The tagged data were extracted from NK and exported into an Excel 

spreadsheet which was then sorted into separate sheets containing tags and 

data related to each of the ACAD codes. Using the NK tag hierarchy as a guide, 

potential code columns were created for the data sections relevant to students, 

teachers, authors and overall phenomenon.  

2.2.6 Data Analysis: Mapping and Interpretation  

The epistemological stance taken in this doctoral research is social 

constructivism in which meaning is inductively generated from the data 

(Creswell & Creswell, 2023). This standpoint has guided the approach taken to 

understand the literature that has been found and reviewed. The analysis aligns 

with my interpretivist paradigm which takes a ‘bottom-up’ approach to the 

process, with data from the literature informing and reinforming my 

interpretation of the codes, generation of initial and potential themes leading to 

final themes being presented and discussed (Braun & Clarke, 2022).  

Using the data extraction tables in Excel, data were analysed using Braun and 

Clark’s (2022) six phases of reflexive thematic analysis. The analytical process 
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for reflexive thematic analysis includes six phases: familiarisation with the 

dataset; data coding; initial theme generation; theme development and review; 

theme refining, defining and naming; and writing up. 

Phase 1: Familiarisation with the dataset occurred during the reading and 

tagging within NK.   

Phase 2: Data coding. In alignment with Braun & Clarke’s (2022) phase two 

coding recommendation, the source data were coded in two separate rounds, in 

different directions to allow comparison of the resulting codes from each round 

(see Appendix 3.2). This process revealed new detail to create a fuller summary 

of the data. By returning to the data, I was able to reconsider my coding and 

review it in a different order as a further check to determine if any aspect had 

been missed on the first round. Braun and Clarke recommend this level of 

engagement with the data to enable consideration of thick layers of meaning 

beyond what becomes apparent on the surface. Coding data can focus on 

applying labels rather than thinking in new and potentially, unexpected ways to 

support breadth and depth of analysis (Braun & Clarke, 2022). The distilling of 

the codes from each round resulted in the code that captured the meaning best 

progressing to the Initial themes and codes table (see Appendix 3.3). 

Phase 3: Initial theme generation. In sorting through codes for the codes table, I 

generated initial themes, aligning with Braun & Clarke’s (2022) phase 3 

process. In addition, I included subheadings relevant to each theme before 

discussing, justifying and confirming themes with my supervisory team. This 

assisted in ensuring my methodological process was robust and facilitated the 

removal of any duplication of codes. The subheadings were revised during the 

process; some were subsumed into other sub-headings and new sub-headings 

were created when there was evidence to support this decision (see Appendix 

3.4). During the creation of codes, I distilled and summarised the notes on each 

source.  

Phase 4: Theme development and review. The fourth phase (Braun & Clarke, 

2022) focuses on developing and reviewing the themes and searching for 

central organising concepts that unite each theme. The process of moving 
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between article notes to codes and back to the data in context enabled initial 

theme ideas to be developed further (shown in Appendix 3.5). Each theme was 

colour coded along with each code and its relevant data. Colour definition 

supported tracing the origin of the code and data and was a very useful strategy 

during literature review writing when checking the location, context and citation 

requirements of the source data. The resulting seven initial theme documents, 

defined by a specific colour, enabled identification of each of the associated 

sub-headings, including Overall, Student, Teacher and Author related code and 

data subjections.  

Phase 5: Refining, defining and naming themes. I reviewed my initial theme 

generation documents (see Appendix 3.5) and worked with the codes and data 

rows, moving and reorganising them into groups around a central organising 

concept. The visual colours supported the manipulation of each piece of data 

and despite the movement from initial coding locations, there was sufficient 

information to return to the original location of the data in the source article to 

review context and meaning. The result of phase 5 refining and defining was to 

name potential themes with data grouped around a central organising concept 

(see Appendix 3.6). The process of mapping and interpreting the literature data 

set has been described and has followed recommendations for Framework 

Synthesis (Brunton et al., 2020) in the use of the ACAD codes to map the 

literature, and for reflexive thematic analysis (Braun & Clarke, 2022) to provide 

“a rich, contextualised examination” (p. 120) of productive, hybrid learning 

environments to contribute to understandings based on evident in the literature.  

Phase 6: Writing up the findings. The results of data analysis are presented in 

section 2.3.   

2.2.7 Quality Assessment and Confidence in Review Findings 

The CochrAne qualitative Methodological LimitatiOns Tool (CAMELOT) was 

used to appraise methodological limitations in the literature included in this 

systematic literature review (Munthe-Kaas et al., 2024). The authors identify the 

purpose of assessing methodological limitations to provide assurance of the 

trustworthiness of the review findings derived from a wide variety of sources. 
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The CAMELOT tool includes 12 domains, which fall into two main categories: 

Meta domains and Method domains. The 21 sources in the final group for 

inclusion in this review were assessed against these 12 domains 

Meta domains include: 

 Research aim and questions 

 Stakeholders 

 Researchers 

 Context 

Method domains include:  

 Research design domains 

o Research strategy 

o Ethical considerations 

o Equity, diversity and inclusion considerations 

o Theory 

 Research conduct domains 

o Participant recruitment and selection 

o Data collection 

o Analysis and interpretation 

o Presentation of findings 

For further detail see Appendix 1 Definitions of CAMELOT domains (Munthe-

Kaas et al., 2024, p.11).  

Confidence in the systematic literature review’s findings were assessed using 

the Grading of Recommendations Assessment, Development and Evaluation 

Confidence in the Evidence from Reviews of Qualitative Research (GRADE-

CERQual) framework (Lewin et al., 2018; The GRADE-CERQual Project Group, 

2018) which assesses four components: methodological limitations – related to 

the research design or researcher conduct within the primary studies; 

coherence – which focuses on the alignment and support between primary 

study data and the literature review synthesis; adequacy – assesses the 

richness and volume of primary study data to support a review finding;  and 
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relevance – assesses the alignment between data from the primary study with 

the review findings in relation to the context of the review’s research questions.  

In combination, these four component assessments allow a reviewer to make a 

judgment about the overall confidence in the literature review findings (Lewin et 

al., 2018). Confidence refers to the degree to which the synthesis findings 

provide a “reasonable representation of the phenomenon of interest” (The 

GRADE-CERQual Project Group, 2018, p. 4) and are differentiated as either 

high, moderate, low or very low. The GRADE-CERQual process begins with all 

review findings rated as high confidence. This level of confidence is then 

downgraded as issues in any of the four CERQual components are identified. 

The assessment of confidence in the findings of this systematic literature review 

has been graded at moderate confidence for each of the findings (see Table 2.2 

iSoQ Summary). 
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Table 2.2 

iSoQ Summary 

Summarised Review Finding GRADE 
CERQual 
Assessment 
of Confidence 

Explanation of Overall 
Assessment 

Contributing Studies 

Establishing the learning environment 
involved preparing resources, students, 
faculty and the learning environment. It 
included teachers modelling expected 
actions and behaviour and providing 
support for deep learning. There were 
many challenges for teachers to overcome 
including emergency rapid pivots to online, 
creating culturally safe spaces for learning, 
and acknowledging the challenges in using 
technology. 

Moderate 
confidence 

Moderate concerns regarding 
methodological limitations, 
No/Very minor concerns 
regarding coherence, No/Very 
minor concerns regarding 
adequacy, and No/Very minor 
concerns regarding relevance 

Archer-Kuhn et al., 2020; Baixinho et al., 
2022; Bennett et al., 2022; Bridges et al., 
2020; Carroll & Morse, 2022; 
Domyancich-Lee et al., 2022; Doran et 
al., 2022; Egonsdotter et al., 2020; 
Esposito & Sullivan, 2020; Fox & 
O’Maley, 2023; Jenssen et al., 2024; 
Kumpula & Krumwiede, 2023; Mattingly, 
2021; McGovern, 2019; Mills et al., 2022; 
Moore & Campbell, 2021; Nunev, 2020; 
Plaza del Pino et al., 2022; Rambaree et 
al., 2023; Reid-Searl et al., 2019; 
Woodley, 2020. 

Pedagogy, andragogy, heutagogy – an 
uncommon experience. The literature 
reported the importance of teachers 
understanding the underlying pedagogy, 
considering the specific needs of adult 
learners and looking for ways to increase 
learner agency. Students reported delight 
in unexpected freedom of choice. 

Moderate 
confidence 

Moderate concerns regarding 
methodological limitations, 
No/Very minor concerns 
regarding coherence, No/Very 
minor concerns regarding 
adequacy, and No/Very minor 
concerns regarding relevance 

Archer-Kuhn et al., 2020; Doran et al., 
2022; Fox & O’Maley, 2023; McGovern, 
2019; Nunev, 2020; Reid-Searl et al., 
2019. 
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Summarised Review Finding GRADE 
CERQual 
Assessment 
of Confidence 

Explanation of Overall 
Assessment 

Contributing Studies 

Effective teaching and facilitation give 
attention to sequencing and pacing of 
content and providing timely support with 
clear communication. For this to occur 
there must be consideration of professional 
development for faculty. 

Moderate 
confidence 

Moderate concerns regarding 
methodological limitations, 
No/Very minor concerns 
regarding coherence, No/Very 
minor concerns regarding 
adequacy, and No/Very minor 
concerns regarding relevance 

Archer-Kuhn et al., 2020; Baixinho et al., 
2022; Bennett et al., 2022; Bridges et al., 
2020; Carroll & Morse, 2022; 
Domyancich-Lee et al., 2022; Doran et 
al., 2022; Egonsdotter et al., 2020; 
Esposito & Sullivan, 2020; Fox & 
O’Maley, 2023; Kumpula & Krumwiede, 
2023; Mills et al., 2022; Moore & 
Campbell, 2021; Rambaree et al., 2023; 
Reid-Searl et al., 2019; Woodley, 2020. 

The contribution of conviviality in creating 
productive learning environments was 
evident in participant experiences of 
camaraderie, humour, empathy and a 
reported feeling of connectedness. 

Moderate 
confidence 

Moderate concerns regarding 
methodological limitations, 
No/Very minor concerns 
regarding coherence, No/Very 
minor concerns regarding 
adequacy, and No/Very minor 
concerns regarding relevance 

Archer-Kuhn et al., 2020; Bennett et al., 
2022; Carroll & Morse, 2022; Esposito & 
Sullivan, 2020; Fox & O’Maley, 2023; 
Jenssen et al., 2024; Kumpula & 
Krumwiede, 2023; Moore & Campbell, 
2021; Rambaree et al., 2023; Reid-Searl 
et al., 2019; Woodley, 2020. 



 

31 

31 

Summarised Review Finding GRADE 
CERQual 
Assessment 
of Confidence 

Explanation of Overall 
Assessment 

Contributing Studies 

Rich, realistic teaching and learning was 
seen as a prerequisite for students who 
would become healthcare professionals. 
Simulation was used to provide layers of 
reality that included patient experiences, 
low, medium and hi-fidelity. These resulted 
in deep learning through reflective and 
inter/intra-professional practice. 

Moderate 
confidence 

Moderate concerns regarding 
methodological limitations, 
No/Very minor concerns 
regarding coherence, No/Very 
minor concerns regarding 
adequacy, and No/Very minor 
concerns regarding relevance 

Archer-Kuhn et al., 2020; Baixinho et al., 
2022; Bennett et al., 2022; Bridges et al., 
2020; Carroll & Morse, 2022; 
Domyancich-Lee et al., 2022; 
Egonsdotter et al., 2020; Esposito & 
Sullivan, 2020; Jenssen et al., 2024; 
Kumpula & Krumwiede, 2023; Mattingly, 
2021; McGovern, 2019; Moore & 
Campbell, 2021; Nunev, 2020; Plaza del 
Pino et al., 2022; Rambaree et al., 2023; 
Reid-Searl et al., 2019. 

“I feel challenged and equipped” 
Researchers and participants reported the 
benefits of intentional challenges and 
productive struggles acting as catalysts for 
changes in perspective and the 
development of culturally safe practice. For 
learning to become transformational 
required critical reflexivity in learners. 

Moderate 
confidence 

Moderate concerns regarding 
methodological limitations, 
No/Very minor concerns 
regarding coherence, No/Very 
minor concerns regarding 
adequacy, and No/Very minor 
concerns regarding relevance 

Archer-Kuhn et al., 2020; Bridges et al., 
2020; Carroll & Morse, 2022; Doran et 
al., 2022; Egonsdotter et al., 2020; Fox & 
O’Maley, 2023; Mattingly, 2021; 
McGovern, 2019; Mills et al., 2022; 
Moore & Campbell, 2021; Nunev, 2020; 
Plaza del Pino et al., 2022; Reid-Searl et 
al., 2019; Woodley, 2020. 
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The GRADE-CERQual overall level of moderate confidence was derived due to 

minor concerns in some of the sources in relation to methodological limitations, 

coherence, adequacy or relevance. The purpose of this systematic literature 

review was to inform design for learning and was not to develop evidence-

based health policies or interventions, so in this instance an overall grading of 

moderate confidence is indicative of the review findings providing a reasonable 

representation of productive learning environments.   

2.3 Findings 

The purpose of this systematic literature review has been to identify the 

characteristics of productive, hybrid learning environments as they have been 

portrayed in the literature using the ACAD codes (see Table 2.1). The following 

section represents a methodical, transparent, robust and systematic analysis of 

the literature prior to, during and after the seismic changes that occurred in HE 

health contexts because of the Covid-19 pandemic. All the themes that 

emerged from the data fitted within the ACAD codes suggesting that the ACAD 

framework in its current state is a robust fit for the data analysis.  

These six themes are: (1) ‘establishing the learning space’ captures the 

importance of preparation of resources, students, faculty, sequencing content 

and the teaching space; the significance of safe learning environments; (2) 

‘Pedagogy, andragogy and heutagogy’ speaks to the importance of teachers 

having a thorough understanding of the underlying learning methods and 

practices, combined with an awareness of adult learning principles and the 

important heutagogical focus on learner agency; (3) ‘effective teaching and 

facilitation’ reports on the preparation of faculty to understand the pedagogy and 

the required student support; (4) ‘The contribution of conviviality’ emphasises 

the importance of affective elements within learning environments; (5) ‘Rich, 

realistic teaching and learning’ points to the importance of preparing students 

for graduate practice by including resources and experiences that align with 

this; and (6) ‘I feel challenged and equipped’ introduces the importance of 

intentional challenge to act as a catalyst for transformational learning. The 

specific characteristics of each theme are presented in Table 2.3. 
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Table 2.3 

Literature Review Theme Summary 

Theme Characteristics 

Establishing the 
learning 
environment 

Preparation of resources, students, faculty and learning 
environment; Modelling behaviour; Supporting deep learning; 
Overcoming challenges; Synchronous/Asynchronous; 
Scheduling; Safe learning environments 

Pedagogy, 
Andragogy,  
and Heutagogy  

Understanding pedagogy – methods and practices; Andragogy – 
adult learning principles; Heutagogy – Agency, Self-directed, 
Unexpected freedom; Future opportunities 

Effective 
teaching and 
facilitation 

Sequencing and pacing content; Appropriate support and timely 
communication; Faculty professional development 

The contribution 
of conviviality  

Camaraderie; Humour; Empathy; Connectedness 

Rich, realistic 
teaching and 
learning 

Rich, realistic, complex case studies; Simulation provides layers 
of reality; Fidelity; Patient experiences; Deep learning through 
reflective practice; Social dynamics of professional practice 

“I feel 
challenged and 
equipped” 

Transformational learning; Clinical challenges; Intentional 
challenge; Catalysts for changes in perspective; Productive 
struggle; Critical reflexivity; Culturally safe practice  

 

Throughout the process of analysing the literature, the research intent was to 

make sense of the data and report on salient experiences, innovations and 

meanings evident in the dataset. The following discusses the themes of this 

reflexive analysis in more detail. 

2.3.1 Establishing the Learning Space  

Hybrid learning environments that are productive tend to emphasise the 

importance of preparing students for what to expect, such as: inquiry-based 

learning (Archer-Kuhn et al., 2020); Escape rooms (Carroll & Morse, 2022)); 

pre-trip briefing (Mattingly, 2021); the process of yarning and respectful 

engagement (Bennett et al., 2022). These types of preparation can heighten 

students’ awareness of the learning environment and serve to prime them for 
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learning. As such, preparation of students has the potential to decrease 

cognitive load in a learning situation. 

In some studies preparation was specifically focused on familiarising students 

with the epistemic content (Bennett et al., 2022; Plaza del Pino et al., 2022), 

while Reid-Searl et al. (2019) augmented preparation to include guidelines for 

safe teaching and learning environments in MaskEd1. Again, exposure to topic 

or context information can prime students’ thinking ready for learning. 

Design for learning also related to configuration of learning space including 

furniture with wheels to support room and group member transitions, and easy 

access to virtual environment (Bridges et al., 2020); materials packed into a 

large suitcase which were transportable across geographical regions and easily 

set up in a new learning space (Moore & Campbell, 2021). It might also include 

adaptations to spatial and relational interactions when moving to an online 

environment (Bennett et al., 2022).  

Teaching resources came from a wide variety of sources, including: proprietary 

(Egonsdotter et al., 2020; Rambaree et al., 2023); educator designed – Mask-

Ed (Reid-Searl et al., 2019); virtual simulations presenting videos of realistic 

obstetric scenarios (Esposito & Sullivan, 2020); online survey and polling 

resources such as – Lime Survey (Mills et al., 2022), PollEverywhere (Woodley, 

2020), and online meeting tools such as the Zoom platform which support pre-

brief activities before moving into breakout rooms (Carroll & Morse, 2022; 

Jenssen et al., 2024). The choices of teaching and learning resources allows for 

deliberate design for learning to align with the underpinning pedagogy, learning 

environment, student levels of knowledge and teacher prior experience, 

capability and expertise. 

Several authors noted the importance of teachers and facilitators modelling 

expected or ideal behaviour, thereby building respectful relationships, 

decreasing power differentials (Archer-Kuhn et al., 2020; Bridges et al., 2020; 

Rambaree et al., 2023) and encouraging interactions to enhance trust in the 

                                            
1 MaskEd involves a knowledgeable, hidden educator, wearing realistic silicone props, 
responding spontaneously in a simulation session with students. 
(https://youtu.be/2UaG3lvsbOs) 

https://youtu.be/2UaG3lvsbOs
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learning environments (Bennett et al., 2022; Fox & O'Maley, 2023; Woodley, 

2020). Interestingly, modelling behaviour was often reciprocated by the students 

as they actively contributed to group learning in what was perceived by students 

to be safe and supportive learning environments (Bennett et al., 2022; Fox & 

O'Maley, 2023; Woodley, 2020). 

A key feature of courses that led to clinical professions was the importance of 

preparing students for professional practice. This occurred by way of intentional 

design for interprofessional learning in which students learned from, with, and 

about, each other (Baixinho et al., 2022; Bridges et al., 2020), international 

collaboration (Jenssen et al., 2024; Kumpula & Krumwiede, 2023); and collegial 

and collaborative practice (Carroll & Morse, 2022; Doran et al., 2022; 

Egonsdotter et al., 2020; Plaza del Pino et al., 2022; Reid-Searl et al., 2019). 

These types of learning experiences were deemed productive as the 

interactions between students and teachers led to co-creative outcomes. 

Productive, hybrid learning environments support deep learning through 

intentional design incorporating contextual factors such as: building on student’s 

varying language and cultural knowledge (Fox & O'Maley, 2023), prior cultural 

experience (Mattingly, 2021), and extracurricular contexts (Nunev, 2020); 

student involvement in experiential and inquiry-based learning activities (Archer-

Kuhn et al., 2020; Egonsdotter et al., 2020; Jenssen et al., 2024; Mattingly, 

2021; Woodley, 2020); incorporation of a range of resources such as digital 

storytelling (McGovern, 2019), graphic novels (Domyancich-Lee et al., 2022), 

whiteboard graphical representations (Fox & O'Maley, 2023), and escape rooms 

(Carroll & Morse, 2022; Moore & Campbell, 2021). These diverse elements 

combined with impactful facilitation supported new and deep student learning. 

A consistent aspect in the literature was the importance of overcoming 

challenges, highlighted by Esposito and Sullivan (2020) “Necessity is the 

mother of invention, and a pandemic demands innovation” (p. 524). This was 

evident in relation to video conferencing enabling clinical teaching and 

enhancing social presence and learning despite the disruptions of Covid-19 

quarantine requirements (Esposito & Sullivan, 2020; Mills et al., 2022). The 

rapid pivot to online learning because of pandemic necessities resulted in 
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teachers reconfiguring teaching resources, learning environments, clinical-

related content, group size, staffing requirements (Carroll & Morse, 2022; 

Esposito & Sullivan, 2020) and making adaptations to create safe learning 

environments particularly when challenging topics were being discussed 

(Bennett et al., 2022). Additionally, the move to a greater use of technology, to 

mediate Covid-19 related restrictions, supported students with diverse learning 

requirements who accessed screen reading software and screen magnifiers 

(Domyancich-Lee et al., 2022). However, synchronous Zoom sessions during 

the pandemic exposed the precarious access and social living situations of 

some students (Bennett et al., 2022). In addition, ‘Zoom fatigue’ resulting from 

the cognitive challenge interpreting non-verbal cues, blank screens, and 

managing sustained eye contact was recognised as a new challenge (Bennett 

et al., 2022).  

Productive, hybrid learning environments have consideration for scheduling and 

the choice of when and how to incorporate synchronous or asynchronous 

learning. Some sources reported providing a combination of synchronous 

sessions to lay the foundation and create connection before moving to 

asynchronous learning (Jenssen et al., 2024; Kumpula & Krumwiede, 2023; 

Mattingly, 2021; McGovern, 2019; Rambaree et al., 2023). Alternatively, 

asynchronous resources for independent or group learning were followed by 

synchronous connection with faculty (Esposito & Sullivan, 2020; Moore & 

Campbell, 2021). Others moved students through a series of sessions within a 

synchronous space only (Bridges et al., 2020; Doran et al., 2022). Jenssen et 

al. (2024) scheduled group work on a collaborative assessment activity during 

the synchronous class time. A student reported that:  

“working in groups to complete the project was great...Working 
in groups always gives me stress because I feel like I always 
have encouraged my group mates to do their part and if they do 
not I always have to do extra work because I do not want my 
grade to be affected... But doing the group work in class meant 
that we all did our parts" (p. 515).  

Such scheduling supports group interactions and completion of course-related 

work. Scheduled faculty checkpoints provided an opportunity to review student 

progress which was particularly important in the project by Jenssen et al. (2024) 
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as it crossed international time zones creating increased challenges in 

establishing connections. 

Productive hybrid learning environments emphasize psychologically and 

culturally safe learning practices. This included pre-briefing (Plaza del Pino et 

al., 2022), and a space to make mistakes without compromising patient care 

which,  

“. . . is so good because we’re allowed to make mistakes, that’s 
what it’s here to do is to prepare us so that if we do make a 
mistake it’s okay and we fix it or we learn from it and that’s what 
it’s all about” (Reid-Searl et al., 2019, p. 276),  

and a space that uses the modality of an escape room to provide an innovative, 

psychologically safe approach to content review, exam preparation and 

engagement in online class interactions (Carroll & Morse, 2022). Woodley 

(2020) reported that attention to creating a safe place to learn increased student 

engagement, noticeably in underrepresented minority nursing students, while 

Doran et al. (2022) found that safety in the learning environment was 

particularly important for indigenous students sharing their cultural knowledge 

and perspectives.  

These experiences of safety had the potential to translate into culturally safe 

patient care contexts (Doran et al., 2022). However, there can be a pedagogical 

dissonance in learning environments that challenge efficacy for some students. 

The use of ‘Teaching in circle’ used by Doran and colleagues challenged a first-

year student’s capacity to be reflective,  

“It was ‘a garbage fire’ of an idea, seriously. Don’t do it – it’s 
annoying. Too emotional and not entirely educationally centred. 
I feel like I’m in an NA meeting – it’s not functional or practical” 
(p. 89).  

In contrast, an indigenous student in the same study noted, “I absolutely loved 

participating in [the circle] – I am Aboriginal and I felt the most comfortable I 

have been since I’ve enrolled in any class – I want more circles please!” (p. 90). 

Navigating these differences can be challenging for teachers and learning 

designers, however, attention to creating safe practices for learning can 
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contribute to productive, hybrid learning environments. This finding supports the 

rationale for research sub-question one identifying what students and teachers 

characterise as productive learning activities in establishing hybrid learning 

environments and informs interpretation of the case study data in answering this 

question. 

2.3.2 Pedagogy, Andragogy, Heutagogy – An Uncommon Experience  

Teachers and facilitators in productive, hybrid learning environments have a 

clear understanding of the pedagogy (methods and practices) underpinning 

their teaching and student learning and adjust their teaching methods to align 

with their assumptions and beliefs of how students learn best. This is evidenced 

in Reid-Searl et al.’s (2019) simulation Mask-Ed pedagogy which deliberately 

minimised didactic teaching instead including learning activities that actively 

engaged learners in authentic and meaningful interactions with a 

knowledgeable educator who spontaneously coached the students while in 

character. Drawing on the work of Vygotsky (1978), Fox and O’Maley (2023) 

contend effective learning occurs when there is active learning and 

engagement. In their research, the teachers have a clear understanding of how 

they can provide technical expertise without ‘taking over’, how they can provide 

intentional support alongside their learners to jointly solve problems, creatively 

finding potential solutions while avoiding having to find the ‘right answer’. The 

authors noted that providing support in this way freed students to explore and 

make sense of the problem. Doran et al. (2022) used ‘Teaching in Circle’ as 

their teaching method. This involved yarning circles, a communication activity 

familiar to Aboriginal and Torres Strait Islander Peoples, in which each person 

in the circle can speak, uninterrupted by others. The authors note that a clear 

understanding of Yarning pedagogy is essential, with attention to deep, 

reflective listening, if students are to reap the benefits that can be found. Initial 

discomfort experienced by students can, with skilful facilitation, support 

development of critical reflection capability.  

Within adult learning contexts, such as HE programmes and courses, the 

incorporation of andragogical principles (Knowles et al., 2020) is essential. 

These take into consideration the preferences, desires and wishes of adult 
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learners distinct from the learning needs of children in school contexts, and 

includes motivations for learning, contextual relevance, prior experience and 

knowledge, degree of autonomy in learning decisions, and the benefit of 

problem-centred experiential learning. Heutagogy advances these adult 

learning principles to focus on learner agency and autonomy, whereby learners 

assume responsibility for identifying and directing their learning (Hase & 

Blaschke, 2021b). Hase and Blaschke (2021a) propose that heutagogy is a 

“pedagogy of agency” (p. 26) and provides learners the choice for self-

determined and self-regulated learning. 

A few of the studies in this literature review included elements of heutagogy and 

some specifically referred to learners having agency. Inquiry-based learning 

offered choice for students enabling them to discover personal responsibility for 

learning (Archer-Kuhn et al., 2020) while McGovern (2019) included community-

based practice and digital storytelling with students taking responsibility for 

completing their assessment with the remainder of course components 

appearing to be tutor organised or led rather than incorporating heutagogical 

principles.  

Nunev’s (2020) use of professional practice social clubs for social work 

students, teachers, providers, non-governmental organisation (NGO) staff and 

social work experts showed aspects of heutagogy. These aspects were 

apparent, for example, in their reporting of participants being motivated for their 

own professional learning and when creating their own chosen focus and 

prioritising interactions with club members. However, heutagogy did not appear 

to inform the underlying principles of the project. In contract, Archer-Kuhn et al. 

(2020) consistently demonstrated heutagogy in a study where participants 

reported an unexpected level of agency:  

“I think most of us, wherever your education was from, there’s 
this conventional way of teaching. And some of us sometimes 
might have been frustrated with the process because we feel like 
we need to be led and we’re not used to having that control” 
(BSW, 13 weeks, p. 197) and “I also liked the freedom that came 
with doing something on your own. I was in charge of my learning 
so this is how I wanted it to be and this is where I was going with 
it . . . So that was definitely different” (BSW, 2 weeks) (p. 196).  
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These responses align with the principles of heutagogical learning and 

essentially are about learners deciding on their own learning pathway and 

focus, indicating that this was a productive learning experience. Given the 

paucity of literature incorporating heutagogical principles in this review of HE 

health contexts and the predominant adult student populations, further 

consideration of design for learning to incorporate learner agency and 

heutagogy is warranted. This argument highlights the importance of research 

sub-question 2 in considering the influence of cogent learning design elements 

aligning with andragogical and heutagogical principles. 

2.3.3 Effective Teaching and Facilitation  

Teachers and facilitators in productive, hybrid learning environments pay 

attention to the sequencing and pacing of content. This might include initial 

student engagement with a problem, resource, clinical learning experience or 

simulation, followed by group sessions with discussions or debriefs (Archer-

Kuhn et al., 2020; Baixinho et al., 2022; Bridges et al., 2020; Domyancich-Lee 

et al., 2022; Egonsdotter et al., 2020; Esposito & Sullivan, 2020; Moore & 

Campbell, 2021; Rambaree et al., 2023; Woodley, 2020). Other authors first 

provided content in workshops either on campus or online including group 

discussions (Bennett et al., 2022; Fox & O'Maley, 2023; Mills et al., 2022). 

Some studies bookended teaching or simulation sessions with pre-briefing and 

debriefing (Carroll & Morse, 2022; Reid-Searl et al., 2019). 

Teachers and facilitators in productive, hybrid learning environments use clear 

communication, provide appropriate levels of support, and timely feedback to 

students. When courses involved international students across geographical 

regions, clear communication of expectations, course details and dates were 

essential to support attendance and engagement with synchronous and 

asynchronous meetings (Egonsdotter et al., 2020). Faculty support might occur 

through follow-up meetings with students (Kumpula & Krumwiede, 2023), or by 

moving around the learning environment providing tangible feedback 

appropriate to the moment  

“when we’re... at the whiteboard and you say ‘...elaborate’ or 
‘explain’... it’s like, ok, you’ve ... listened... and you haven’t told 
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me it’s wrong... so you push me to think deeper, and I have... 
confidence... because [I’ve]... got past that first level (Renay)“ 
(Fox & O'Maley, 2023, p. 819).  

This type of support described in Fox and O’Maley (2023) enhanced these 

students’ engagement with the course, illustrated in quotes from students such 

as “because they’re so helpful . . . I want to put the work in for them’ (Kendra). 

Rochelle found the teachers’ ‘higher level of expectation... makes me want to... 

strive harder... [unlike] other classes’” (p. 818). Archer-Kuhn et al. (2020) found 

in an inquiry-based classroom the students commented that the teachers 

seemed to be acting as knowledge translators rather than knowledge keepers, 

“in my experience with this inquiry-based learning, it wasn’t clear who was 

providing knowledge and who was receiving knowledge, it was more so that 

everybody was knowledge developer (MSW 2 weeks)” (p. 200). 

Productive, hybrid learning environments need teachers that are pedagogically 

aware, and skilled to facilitate learning, who also have opportunities to assess 

their own learning needs in terms of support for professional development (PD). 

Faculty support might include coaching on best practices in online learning 

environments, or ongoing IT department support via a helpdesk and topical 

video tutorials (Esposito & Sullivan, 2020), learning about the simulation 

equipment and underlying pedagogy (Reid-Searl et al., 2019), or developing a 

depth of pedagogical understanding that enables them to effectively support 

students experiencing challenges in learning (Doran et al., 2022). Carroll and 

Morse (2022) found facilitating escape rooms on-campus required extensive 

logistical planning, as well as multiple rooms and equipment availability. In 

response to the emergency Covid-19 pivot it was possible for one staff member 

to run the simulations with over 100 students at once and although this was not 

seen by the authors as ideal, it was considered necessary given the constraints 

at that time. This finding speaks to the pertinence of the research questions by 

elucidating key features to observe in case study data indicating characteristics 

of effective teaching and facilitation.  
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2.3.4 The Contribution of Conviviality 

Productive, hybrid learning environments incorporate conviviality, moments of 

experiencing life and learning together (Networked Learning Editorial Collective 

(NLEC), 2020). Conviviality included developing a sense of camaraderie 

through shared learning experiences of challenge and humour (Carroll & Morse, 

2022; Reid-Searl et al., 2019), through moments of empathy when students 

were sharing personal experiences or considering the lived experiences of 

others (Bennett et al., 2022; Esposito & Sullivan, 2020; Rambaree et al., 2023), 

and because of experiencing peer support while collaborating on learning 

activities (Archer-Kuhn et al., 2020; Esposito & Sullivan, 2020; Jenssen et al., 

2024). High levels of enjoyment in the escape room activities led to “word-of-

mouth advertising” requiring increased sessions to meet capacity (Moore & 

Campbell, 2021). 

During the mandated Covid-19 quarantine times of physical isolation, 

synchronous video-conferencing sessions provided a tangible sense of 

connection and support with a community of learning (Esposito & Sullivan, 

2020). Connections were enhanced by the teacher (Woodley, 2020) committing 

to learning all student names (N = 102) and trust was built through group 

engagement in activities (Kumpula & Krumwiede, 2023). Subliminal learning 

and friendships developed as peers offered support (Reid-Searl et al., 2019). 

Teachers and learning designers can design learning opportunities, however 

Fox and O’Maley (2023) note that it is often due to a confluence of factors 

occurring spontaneously that these moments bring enjoyment. Experiencing 

moments of conviviality, humour, empathy, friendship and connection have the 

potential to help students and staff relax and find enjoyment in challenging 

learning situations and thereby facilitate critical thinking and enhance learning 

(Moore & Campbell, 2021) in productive, hybrid learning environments. When 

learners and teachers are online together, they are physically present, 

embodied in that shared online space and there is opportunity for meaningful, 

convivial interactions. The finding indicating the importance of conviviality 

signposts a potential characteristic of productive, hybrid learning environments 

in response to the primary research question.  
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2.3.5 Rich, Realistic Teaching and Learning  

Designing for learning in healthcare related courses that lead to professional 

qualifications, necessitates embedding rich and realistic learning resources, 

with learning opportunities, and tasks that reflect current healthcare contexts to 

prepare learners for professional practice. For the sources in this review, 

providing realistic learning events included consideration of the types of 

resources used, how simulation sessions were organised, links to evidence-

based practice, regard for patient experiences and outcomes, reflective 

practice, and effective inter- and intra-professional practice. 

Productive, hybrid learning environments used realistic and complex case 

studies; clinical documentation that reflected those found in current contexts; 

and typically used healthcare equipment (Egonsdotter et al., 2020; Kumpula & 

Krumwiede, 2023; Moore & Campbell, 2021; Reid-Searl et al., 2019). 

Additionally, the inclusion of time pressure and gamification added clinical 

realism (Carroll & Morse, 2022; Moore & Campbell, 2021). In a study by 

Baixinho et al (2022), a student acknowledged the alignment with practice 

settings in the rigor taught for using databases to locate literature for evidence-

based practice decisions, commenting that they “stopped accepting everything 

as fact or correct, when they tell me “it’s done this way” I always ask why and 

the basis behind It” (FG1, P.1) (p. 6).  

In some instances, however, mirroring the clinical context is not possible. 

Carroll and Morse (2022) report escape rooms incorporating a mock pneumatic 

tube delivery station to deliver a test result was possible when students and 

teachers where on-campus but was not possible in virtual simulation. The 

added realism of incorporating resources and equipment that students will 

eventually see in clinical settings prepares them, not only in a haptical sense as 

they touch and use equipment, but also for the reality of professional practice 

dynamics.  

Productive, hybrid learning environments use simulation to provide layers of 

reality. The International Nursing Association for Clinical Simulation and 

Learning (INACSL) has identified criteria and required aspects for best-practice 
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simulation (INACSL Standards Committee, 2021). Some sources incorporated 

simulations (Esposito & Sullivan, 2020; Plaza del Pino et al., 2022; Rambaree 

et al., 2023; Reid-Searl et al., 2019) and these often included pre-briefing – 

students are provided with information on the topic and simulation conventions; 

briefing – information about the clinical case or context; simulation – often a 

patient encounter, typically as real as possible; debriefing – review the case, the 

decisions made, actions taken and a summary of the experience. The final 

debriefing session brings together the expert educator’s knowledge and the 

varying participant perspectives to “amplify the overall analysis of the 

simulation” (Esposito & Sullivan, 2020, p. 524).  

The level of realism, termed ‘fidelity’, was emphasised by Plaza del Pino et al. 

(2022) in relation to the actor playing the role of a migrant patient, who received 

training to prepare her to effectively present the person in the case. Students in 

Mask-Ed simulation (Reid-Searl et al., 2019) experienced a level of fidelity so 

close to reality that they reported smelling faeces when there was no scent 

associated with the simulation props. When design for learning incorporates 

principles for effective simulation the experience can supersede reality, 

 “... some students revealed that Muriel Moore was a ‘real’ person 
to them in the sense that her mannerisms, voice, and story 
suspended them in disbelief. While they knew the hidden 
educator was behind the mask, during the simulation that reality 
had disappeared” (p. 277).  

Aspects of design for learning that direct student attention to patient 

experiences and outcomes adds to the realism. The importance of having 

realistic patient perspectives was evident in the students’ reactions to the 

graphic novels used in research by Domyancich-Lee et al. (2022). Profound 

parental grief compounded by socioeconomic and sociocultural factors was 

graphically portrayed in the resource. The authors suggest that the depth of 

understanding may not have been evident in a purely text-based case study. 

Students in a study by Baixinho et al. (2022) were embedded in evidence-based 

practice and worked alongside healthcare professionals who were focused on 

“the ultimate goal of enhancing the delivery of health care for improved patient 

outcomes” (p. 9). In research by Reid-Searl et al. (2019) simulation activities 
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with year 1 nursing students primarily focused on the embarrassment of 

providing intimate care for a person, however 

 “...as the simulation progressed, participants began to feel 
comfortable and confident in providing intimate care to Mrs Moore. 
Emphasis had moved away from the tasks of toileting and 
showering and moved to the person who was central to the 
nursing care. Furthermore, after providing intimate care for Mrs 
Moore, the challenges that students initially discussed in term of 
dealing with the abject tasks of cleaning genitals was diminished” 
(p. 278).  

What the above scenarios illustrate is that attention to incorporating realism in 

the design of these learning opportunities can have profound influence on 

student learning experiences, knowledge acquisition and on professional 

practice. 

Productive, hybrid learning environments strive to leverage student realistic 

learning experiences to support deep learning through reflection. The 

individual‘s thinking, alongside group conversations during and after these 

experiences enabled multiple perspectives to be considered. It was essential to 

acknowledge potential anxiety (Bennett et al., 2022; Reid-Searl et al., 2019) or 

manage discomfort particularly initially when students might have felt their 

performance was being assessed as in a summative assessment (Egonsdotter 

et al., 2020). These authors found that over time students could reflect and 

critique their own practice. Moore and Campbell (2021) used prompts to focus 

learners on specific aspects related to effective patient care and to direct 

attention to the dynamics of leadership and communication within a learning 

situation rather than on performative assessment.  

Productive, hybrid learning environments have a tangible and obvious focus on 

preparing students for effective professional practice. Realistic professional 

behaviour is evident in clinical context social dynamics and learners’ growing 

awareness of the expectations of healthcare professionals (Archer-Kuhn et al., 

2020; Baixinho et al., 2022; Egonsdotter et al., 2020; McGovern, 2019; Nunev, 

2020; Plaza del Pino et al., 2022), improving and demonstrating effective 

communication (Baixinho et al., 2022; Bridges et al., 2020; Jenssen et al., 2024; 

Mattingly, 2021; Moore & Campbell, 2021; Reid-Searl et al., 2019), conducting 
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difficult conversations (Reid-Searl et al., 2019), working in complex situations 

(Esposito & Sullivan, 2020; Reid-Searl et al., 2019), and in enhancing 

interprofessional practice (Archer-Kuhn et al., 2020; Baixinho et al., 2022; 

Bridges et al., 2020; Moore & Campbell, 2021; Nunev, 2020). Each of the 

experiences and interactions within these learning contexts serve the purpose 

of exposing learners to potential situations, challenges, common or uncommon 

patient care scenarios and the reality of professional practice to inform their 

clinical decision-making and contribute to optimal patient care outcomes. This 

finding raises a relevant aspect to sub-question two by alerting to the benefit of 

rich realism in learning design elements to create productive, hybrid learning 

environments.  

2.3.6 “I Feel Challenged and Equipped” 

Mezirow (2000) contends that for adult learning to be transformational, it needs 

to be preceded by a catalyst that challenges a person’s point of view and 

requires them to examine core beliefs, values, knowledge or assumptions. 

Mezirow notes that adjustments such as this requires self-reflection, a 

willingness to explore new perspectives, the ability to accommodate uncertainty 

and accept the potential for a fundamental shift in perception and 

understanding.  

Productive, hybrid learning environments incorporate intentional challenge to 

broaden awareness, support critical thinking and prepare students for graduate 

practice. Activities were designed to create a productive challenge for students 

to collaboratively work through (Bridges et al., 2020; Carroll & Morse, 2022) and 

to present realistic clinical challenges (Moore & Campbell, 2021; Reid-Searl et 

al., 2019). The inclusion of prompts to support reflection enhanced student 

ability to apply their learning (Moore & Campbell, 2021). Reid-Searl et al. (2019) 

demonstrated interactions with a knowledgeable masked educator established 

a platform to create controlled disorientation and cognitive dissonance thus 

amplifying the discussions, interactions and learning. Similarly, Mattingly (2021) 

found that student interactions with patients in a community health project 

evoked disequilibrium as their growing realisation of health inequities and the 

effect of historical trauma on patient health and well-being became evident. 
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Such challenges and subsequent reflections can be transformative in 

developing depth of knowledge and changing perspectives. 

Intentional challenge was reported by Doran et al. (2022) when usual classroom 

‘props’ such as desks, computers and devices were removed from the learning 

environment to be replaced with a circle of chairs, “... the simple act of removing 

the desks was uncomfortable, as they possibly became aware of their own 

western cultural preferences where desks are the “norm” (p. 90). Importantly, 

the anxiety felt by these students in this changed classroom environment can 

mirror the experience of indigenous peoples when forced to conform to Western 

learning practices. The authors noted that with a greater level of experience and 

confidence with the Yarning pedagogy, they might be more circumspect next 

time in rearranging the room back to conventional layout to accommodate 

student discomfort. Holding to the Yarning principles through this challenge 

could have the potential for learner transformational change. 

Students in the Mask-Ed simulation toileted and showered ‘Muriel Moore’ in a 

simulated lab environment (Reid-Searl et al., 2019). Despite the cognitive 

dissonance of knowing that Muriel was their hidden educator, combined with the 

challenge of providing personal cares to a ‘naked’ person and feeling out of 

their depth, the students were able to build on their prior knowledge to co-

construct a plan of care. Using TAG team simulation strategies enabled 

students to opt in and out of the simulation roles and benefit from the group’s 

collaborative knowledge and capability during the debriefing times. Learning 

opportunities intentionally designed to encourage challenges, while potentially 

an uncomfortable experience, can in fact lead to reflection, reconsideration of 

perspectives and transformative growth if managed safely by a skilled educator 

(Doran et al., 2022; Mills et al., 2022).  

Productive, hybrid learning environments embrace challenge to catalyse learner 

transformation. Such a catalyst might be understanding and revealing 

professional bias (Egonsdotter et al., 2020), acknowledging the traumatic and 

generational consequences of oppressive histories (Mattingly, 2021), or 

examining existing power imbalances in healthcare (Archer-Kuhn et al., 2020; 

Mattingly, 2021; Mills et al., 2022). Teachers in productive, hybrid learning 
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environments guide students to explore new perspectives. Guidance includes 

modelling a method to identify, understanding and graphically representing key 

concepts within a piece of literature being studied (Fox & O'Maley, 2023), or 

increasing awareness through a patient’s perspective (Archer-Kuhn et al., 2020; 

Mattingly, 2021; Plaza del Pino et al., 2022). Such lived experience takes a 

learner beyond the theory to reality:  

“Because you’re talking to people that are living it and you’re 
seeing in their expressions what they describe . . . Instead of it 
being a theoretical conversation, you’re seeing what that looks 
like on a day-to-day for people.” (Archer-Kuhn et al., 2020, p. 
199).  

Productive, hybrid learning environments leverage the power of productive 

struggle for transformative learning (Mezirow, 2000). Fox and O’Maley (2023) 

consciously held back from providing the expert answer and instead used 

questions to elicit student understanding and perspectives, guiding them to 

identify and diagrammatically present connections, when comparing with others 

“weaving constellations within constellations” (p. 816). Reid-Searl et al. (2019) 

used humour to redirect student anxiety during a challenging patient care 

situation:  

“the task was no longer focused on separate body parts and 
smells but Muriel as the person. It was these elements that 
allowed students to see beyond the abject task, and feel 
comfortable, compassionate and immersed in the simulation” 
(p.277). 

Many student voices reflected on how their understanding had been 

transformed and their learning enhanced. Despite initial challenges with the 

Teaching in Circle format, a student reported that they were “taken out of my 

comfort zone and it has been a positive experience I began to get used to [TiC] 

and without even knowing it spoke quite comfortably and without nerves” 

(Doran et al., 2022, p. 87). Students in inquiry-based learning research 

undertaken by Archer-Kuhn et al. (2020) pursued chosen topics and actively 

developed their understanding through questioning and co-construction of 

knowledge with peers, commenting that they were “producing knowledge 

together; deepening the knowledge together” (MSW, 1 week) (p. 201). While 
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Reid-Searl et al. (2019) in MaskEd simulation used errors as a key part of 

transformational learning in preparation for clinical practice, a student explained 

“they encourage us to make mistakes so that when we do get out there we’ve 

already learned from those mistakes before we get out there” (FG 1a, Pcpnt 2) 

(p. 276). 

A key feature of transformational learning is critical reflexivity (Mezirow, 2000). 

Productive, hybrid learning environments enable learners to recognise 

professional responsibility to examine their practice to provide culturally safe 

care. In this review of the literature it was apparent that cultural competence 

and cultural safety were sometimes used interchangeably, however, they have 

distinct differences. While the former incorporates cultural awareness, cultural 

sensitivity, cultural humility, awareness of diversity equity and inclusion, 

Ramsden (1993) contends that cultural safety begins on the premise that it is 

the person providing care who must examine their personal reality, beliefs and 

values and the influence of these on the care they provide, while it is the person 

receiving care that determines what is culturally safe for them. A patient’s 

perspective, therefore, cannot be learned ahead of time in a cultural 

competency course. It is dynamic and is predicated on the healthcare 

professional’s willingness to continually reflect on the influence of their own 

culture and potential biases within clinical care interactions (Curtis et al., 2019). 

However, given the interchangeable references to these terms in the reviewed 

literature, I have decided to discuss them together. 

Productive, hybrid learning environments encourage healthcare learners to 

focus their attention on culturally safe practice. The reviewed literature identified 

culturally safe or culturally competent care as including the use of appropriate 

strategies to assess, document and provide care, recognition of power 

dynamics operating within a therapeutic relationship (Mattingly, 2021), 

recognition of the healthcare professional’s role in transforming negative 

stereotypes and prejudice (Nunev, 2020) and becoming empathetic to a 

patient’s lived experience (Plaza del Pino et al., 2022). Empathy extended to 

noticing nuanced changes in the therapeutic relationship when the student 

reads questions from a sheet compared with looking at a person and sitting 
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down while asking the questions. The latter initiatives resulting in the person 

being more open to providing their health information (Mattingly, 2021). A 

deepening awareness of social work values and capabilities resulting from field 

internships and mentoring of supervisors was evident in research by 

McGovern’s (2019) with a student noting that “learning about each of our 

participants in the group work enlightened me of how essential cultural 

competence is in the social work profession in general” (p. 514). 

Cultural safety extends beyond healthcare contexts to include HE learning 

environments. Experiential learning can challenge core beliefs, triggering 

discomfort but can prompt conversations that deepen understanding and result 

in critical reflection (Doran et al., 2022). Additionally, experiencing cultural 

safety in a learning environment was seen to have parallels with patient care 

contexts (Doran et al., 2022; Woodley, 2020). 

Students in the SimChild project (Egonsdotter et al., 2020) developed insight 

into the effect of unreflective thinking on patient assessment and clinical 

decision-making and the potential for culturally unsafe care. Doran et al. (2022) 

found the “Teaching in Circle” project highlighted feeling safe in a teaching 

environment was essential “but this is only noticed when someone does not feel 

safe” (p. 90). Experiencing a lack of safety can deeply affect a learning situation 

and can result in a visceral response from students.  

Mezirow (2000) asserts that a productive struggle can be a catalyst for a 

change in perspective and is an indication of transformational learning. Mezirow 

argues it is essential for teachers to design learning opportunities that provide 

safety while also including challenge. Productive, hybrid learning environments 

will identify, plan for, and incorporate challenge as a motivator for personal and 

professional growth (Woolley & Fishbach, 2022). This finding alluding to the 

importance of including curated, intentional challenges as contributors to 

productivity in hybrid learning environments, heightens awareness for 

identifying similar challenges in case study data in response to the primary 

research question. 
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2.4 Discussion 

In this systematic literature review I identified design features that characterise 

productive, hybrid learning environments. To review the wide range of research 

conducted in HE health environments this study adopted a coding based on the 

ACAD framework to analyse design for learning in related health education 

research to identify components contributing to productive, hybrid learning 

environments. The studies in this review indicated that teachers and learning 

designers incorporate a range of elements to create courses and opportunities 

for productive learning. The results indicated a clear understanding of 

pedagogy, andragogy and heutagogy is essential and these are evident when 

teachers consider how to integrate the learners, the context, the topics, and 

design for learning strategies. Incorporating andragogical principles when 

designing for learning requires a focus on strategies that are suitable for adult 

learners. What works best for learners and teachers, how to present content, 

engage learners in their learning journey, provide support prompts to guide 

students, and where learner agency can be integrated into the learning design 

must all be considered. Hase and Blaschke (2021a) propose that embracing 

learner agency in design for learning moves learners from passive consumers 

to active creators and innovators. These are hallmarks of productive, hybrid 

learning environments. 

Additionally, there is a requirement for teachers to be curators of context-

relevant resources and learning tasks. There are a wide range of resources 

available to teachers and learning designers. Therefore, it is imperative that any 

elements included are a consequence of intentional design to meet a purpose 

and pedagogy is understood by those teaching.  

A key feature of the studies reviewed indicated a need to consider sequencing 

of material and events, provide clear communication, and offer appropriate and 

timely support to students. In terms of the epistemic content within courses 

teachers needed to act as knowledge translators to support co-creative 

knowledge development. This strongly aligns with the central aspect of the 

ACAD framework where what is designed relates to what emerges as students 

co-create knowledge. 
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Many of the studies referred to the need for teachers to be familiar with the 

underlying pedagogy of the learning event or course. A mechanism for a 

teacher to assess their own knowledge and capabilities, strengths and gaps, 

and subsequently have access to targeted professional development (PD) was 

identified. As was the need for faculty to adopt a dextrous approach to 

navigating and overcoming challenges including supporting the develop of 

necessary skills. It is recommended that ongoing PD embrace heutagogical 

principles for staff, enabling them to be well prepared to teach and support 

students in hybrid learning environments (Green, 2022). Productive outcomes 

are dependent on staff having capability to effectively implement course design.  

The literature reports change in the effectiveness of design for learning due to 

the rapid pivot to fully online delivery, as a result the Covid-19 pandemic. For 

Carroll and Morse (2022) moving online and reducing multiple staff to one 

teacher was necessary but ‘not ideal’. It would be challenging to provide the 

level of support identified as a marker of productive, hybrid learning 

environments and maintain active engagement and interactions with one 

teacher only. When using multiple breakout rooms, the literature suggests that 

staffing needs to be sufficient to circulate through rooms and answer questions, 

keep learners on track and provide the ‘appropriate level of support’ identified.  

Teamwork is an essential part of interdisciplinary clinical practice. Inclusion of 

group activities and projects can prepare students for professional practice 

although group projects are often challenging. Jenssen et al. (2024) found that 

using synchronous and scheduled times to bring groups together supported 

effective collaboration. This would be a worthwhile strategy to consider in 

design for learning to create a productive, hybrid learning environment. 

Psychologically safe learning environments with well-prepared students and 

faculty can optimise learning with the potential to decrease cognitive load of 

unfamiliar learning environments or resources. However, faculty need to be 

mindful of the need for orchestrated challenge to act as a catalyst for 

transformational learning to occur. 
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Recognising that one teaching pedagogy may not suit all learners requires the 

long-term benefits of the specific rational adopted to be understood by learners. 

Answering “How will this benefit my patient care, my practice, my professional 

context?” may help move the focus from “I don’t like this”.  

Given the imperative for HE health programmes to equip graduates to provide 

effective, professional healthcare for people, design for learning must include 

realistic learning experiences, resources and contexts. There was strong 

evidence for the benefit of rich, realistic learning to translate to professional 

practice knowledge and skill development. This included opportunities to 

practice and enhance capacity to work both intra- and inter-professionally. 

Effective teamwork, communication and collaboration is a hallmark of effective 

patient outcomes and is an essential feature in productive, hybrid learning 

environments.  

The results of these findings will be particularly useful in the design of HE health 

context courses and programmes and in consideration of the capabilities and 

competencies required for staffing in hybrid learning environment courses.    

2.5 Limitations and Confidence  

This systematic literature review has several limitations. The exclusion criteria, 

such as sources not written in English, or outside of the time limits, by intention 

supported a focused view of the literature but had the potential to exclude some 

sources. There is potential for future research to include a wider range of 

sources. This review took a Framework Synthesis approach using coding based 

on the ACAD framework. As such, there was a clear focus on literature that 

included specific reference to elements of knowledge co-creation, self-

realisation, identity formation and knowledge building (Carvalho & Goodyear, 

2014). While this approach might exclude some sources, a targeted focus 

combined with a moderate level of confidence in the review findings ensured a 

reasonable representation of the literature was reviewed to extend knowledge 

on productive, hybrid learning environments. When assessing the overall level 

of confidence in findings from studies included in the systematic review the 

starting premise was high confidence in the findings of each study which were a 
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reasonable representation of the phenomenon of interest. These levels were 

downgraded when concerns were identified in any of the four CERQual 

components (methodological limitations, coherence, adequacy and relevance). 

The iSoQ condensed summary of qualitative findings (Table 2.2) identifies 

moderate confidence for each of the review findings which relates to the 

methodological limitations of some of the included literature within each finding 

that used a narrative design or was a report on an educational innovation. 

No/Very minor concerns were reported for all other CERQual components. 

2.6 Summary of Chapter 

While no sources in this literature review specifically used the phrase 

‘productive, hybrid learning environments’, this review has identified key 

characteristics that are suggestive of elements that contribute to productive, 

hybrid learning environments. To the best of my knowledge this is the first 

systematic literature review to use the ACAD framework as part of a Framework 

Synthesis to focus on nursing and social work undergraduate health education 

contexts.   

There is reasonable confidence in the review findings to suggest that design for 

learning in productive, hybrid learning environments is characterised by six key 

aspects: preparation of the learning environment, the people involved and the 

resources to be used; teachers have a clear understanding of the underlying 

principles of the teaching methodology; consideration is given to how 

information, communication and support is provided; the importance of 

empathy, connection, humour and camaraderie in supporting learning is 

recognised; students are prepared for the reality of professional inter- and intra-

professional practice; and the imperative of designing learning with intention so 

that learning can be transformational.  

The findings support assessment of professional development opportunities for 

faculty, including to become fully conversant with pedagogical foundations and 

requirements within design for learning, and the importance of preparation to 

support of students to contribute to productive, hybrid learning environments. A 

systematic literature review approach was chosen because it provided a robust, 
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transparent, repeatable process for assessing literature from diverse sources to 

provide a comprehensive analysis of productive, hybrid learning environments 

in higher education health contexts. 
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Chapter 3. Theoretical Frameworks 

3.1 Introduction  

Research paradigms identify core underlying beliefs informing the research 

process and findings which then influence how reality is investigated, 

understood and interpreted from a particular standpoint. These paradigms drive 

how the research is developed and point to essential actions (Bloomberg & 

Volpe, 2019). Such research decisions are pivotal in guiding the selection of 

appropriate lenses to understand and make sense of what is under 

examination.  

This research holds the philosophical paradigm of social constructivism which 

Creswell and Creswell (2023) identify is primarily inductive with meaning 

generated from the data. As such, the focus of this thesis is on understanding 

relations between people and the ways they interact with, and are influenced 

by, various design elements within learning environments. A social 

constructivist epistemological paradigm is foundational to this research 

encompassing a focus on both the social nature of human experiences and the 

importance of individual perspectives within these encounters. From this 

standpoint, meaning is inductively generated (Creswell & Poth, 2018), as 

people interact with others and the environment, while actively engaging in 

understanding and interpreting their experiences and developing 

representations of reality (Ben-Ari & Enosh, 2020). Such an approach views 

reality as subjective; the researcher may have an insider perspective to 

inductively gain an understanding of a phenomenon. The benefit of qualitative 

research is that it affords the opportunity to gain a comprehensive perspective 

that incorporates complex and varied data, interactions and experiences 

(Creswell & Creswell, 2023). 

Key to this research is observing, listening and understanding the perceptions 

of those involved in hybrid learning contexts in HE health courses. 

Contemporary perspectives in education have been embracing ecological 

theories that foreground a complex web of elements in learning, such as digital 

and material tools, tasks, and people, which together contribute to postdigital, 
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productive learning environments (Carvalho et al., 2017; Damşa et al., 2019; 

Fawns & O'Shea, 2019; Jandrić et al., 2018; Ryberg & Sinclair, 2016). In brief, 

according to Jackson (2019) an ecological approach in learning incorporates a 

multi-modal view in which everything occurring is seen as part of a whole 

system. This includes human and non-human aspects, how they interact and 

influence the learning situation, contribute to the learning that emerges and how 

they encompass trans-contextual settings (Damşa et al., 2019). This research 

draws on ecological perspectives in education to theorize the complex relations 

between people, tasks and tools in contemporary learning environments 

connected to undergraduate health courses at a university in Aotearoa New 

Zealand.  

This chapter begins with an overview of ecological approaches in education and 

then presents core principles and assumptions related to networked learning 

and the construct of postdigital learning spaces in higher education. The 

frameworks included in this thesis are presented in a nested configuration (see 

Figure 3.1).  

Figure 3.1 

Overview of Thesis Theoretical Frameworks 

 

Critical issues in postdigital education are presented with acknowledgement of 

the required emergency responses to the Covid-19 pandemic. The knowledge 
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and skills required for undergraduate teaching and learning in contemporary 

healthcare contexts are considered, before the chapter situates the research 

within an Aotearoa New Zealand context with a discussion on the use of Te 

Whare Tapa Whā (Durie, 1985) as a supporting ecological perspective for 

exploring productive, hybrid learning environments in higher education. 

Additionally, the chapter introduces key learning design frameworks and 

explains the development of a novel framework that integrates the use of the 

Activity-Centred Analysis and Design (ACAD) framework (Goodyear & 

Carvalho, 2014) in the cultural context of Aotearoa New Zealand, guiding the 

thesis’ research analysis to identify convergence within postdigital, ecological 

and hybrid learning environments.  

3.2 Ecological Perspectives 

Historically, the Ecological Model (Bronfenbrenner, 1997) first postulated in the 

1970s and later revised—the Bioecological Model—have been influential both in 

considering an individual’s development and understanding learning as 

occurring “through time and across space” (O'Toole et al., 2019, p. 22). In the 

field of education, this later model moved beyond nested systems to incorporate 

contextual and environmental influences on an individual’s development as a 

result of their interactions with dynamic networks of learning, social and 

relational experiences. Both learners and the environment are subject to 

continual change influencing social, affective and cognitive development 

(Damşa et al., 2019).  

While all living organisms inhabit ecosystems to sustain life, Jackson (2019) 

highlights that humans develop their ecologies to enhance and add meaning to 

their daily existence. Within a higher education context, Ellis and Goodyear 

(2019) take the perspective that all interactions, relationships, connections, 

spaces, resources and virtual environments are a part of daily existence and 

contribute to the ecology of the university ecosystem. Indeed, on an individual 

level, this includes a person’s internal and external motivations, prior 

experiences, inherent interests, and curiosity. However, there are also other 

elements that influence their interactions with and experiences of the university 

ecosystem (Jackson, n.d).  
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Ecological perspectives acknowledge the complexity of learning situations 

encompassing diverse, entangled, non-linear and emergent aspects (Blaschke 

et al., 2021; Damşa & Jornet, 2016; Fawns & O'Shea, 2019). For students in 

higher education, the ubiquitous nature of information sources, and the need to 

deal with multiple tools, requires a focus on students being able to develop the 

skills and mindset to access, use and transform resources that are integral to 

their learning and professional practice (Damşa & Jornet, 2016). In higher 

education healthcare contexts, in particular, students will interact with multiple 

elements to learn specific skills and content knowledge. This might involve 

understanding anatomy, pathophysiology, and pharmacology, or investigating 

archival historical artefacts. Additionally, it can include the use of specific health 

equipment, as well as developing practical techniques for patient care; how to 

interact with, interview and examine patients; and essential skills related to 

communication, interdisciplinary practice and critical thinking. As such, teaching 

and learning in this context is not solely focused on understanding science and 

developing clinical skills but includes collaboration and co-construction towards 

undetermined endpoints that allow for transformative emergent outcomes.    

The phenomenon of emergence is a fundamental aspect within ecosystems. It 

results from interactions between individuals establishing their non-linear 

pathways within social constructs, rather than deliberate planning or design 

(Blaschke et al., 2021; Mars et al., 2012). Learning ecologies evolve over time 

and can occur in formal, informal and non-formal contexts, with symbiotic 

interactions between living and non-living aspects, such as tools, artefacts, 

ideas, texts, spaces and places (Blaschke et al., 2021; Fawns & Ross, 2021). 

Higher education environments influence students, teachers and researchers as 

they develop their knowledge and skills, but do not determine their activities 

(Jackson, 2019).   

In addition, there has been a growing awareness about the influence of 

sociomaterial and sociocultural elements, including human and non-human 

aspects and the role of these multiple elements in outcomes of learning 

situations (Damşa & Jornet, 2016; Fawns & O'Shea, 2019). Sociomaterial and 

sociocultural perspectives acknowledge that what emerges in a learning 
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situation is contextualised and is a result of the assemblage of these human 

and non-human aspects and interactions present within the learning space 

(Damşa & Jornet, 2016; Fawns & O'Shea, 2019). This points to the need for 

consideration of learning ecologies to develop an understanding of the 

interactions occurring between multiple elements and their influence on each 

other. Digital technology is part of this mix of elements, and its influence in 

teaching and learning has been theorized within a field of research and practice 

called networked learning. 

3.3 Networked Learning 

Networked learning (NL) emerged in the late 1980s in response to the growing 

use of technology within higher education learning environments within and 

beyond the United Kingdom (Beaty et al., 2002). It encompasses the use of 

technology to promote sociomaterial connections between people and materials 

in situations that promote learning (Carvalho & Goodyear, 2020; Hodgson & 

McConnell, 2019). Drawing on ideas from Freire about critical theory (1972), NL 

emphasises the importance of an active and emancipatory social role, 

advocating the agency of learners and teachers (Hodgson & McConnell, 2019).  

From a philosophical and pedagogical stance, NL activity involves people in the 

development of a shared sense of challenge. This is realized through 

collaborative activity, as learners and teachers engage in the pursuit of 

collective inquiry and through knowledge creation. These NL situations also 

involve a mix of social, digital and material elements (Carvalho & Goodyear, 

2020; Networked Learning Editorial Collective (NLEC), 2020).  Hodgson and 

McConnell (2019) outlined eight foundational principles of NL, which include: 

1. The focus is on learning which has perceived value to the learners. 

2. Responsibility for the learning process should be shared (between all 

actors in the network). 

3. Time has to be allowed to build relationships. 

4. Learning is situated and context dependent. 

5. Learning is supported by collaborative or group settings. 
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6. Dialogue and social interaction support the co-construction of knowledge, 

identity and learning. 

7. Critical reflexivity is an important part of the learning process and 

knowing.  

8. The role of the facilitator/animator is important in networked learning. (pp. 

45-46). 

While NL grew out of a concern for mechanistic, technology-controlled 

education, ironically, two decades later there appears to be a shift in learning 

software and neoliberal educational management that has the potential to revert 

back to behaviouristic psychology under the guise of being student centred. 

Knox et al. (2020) challenge the apparent increasing political economy of 

education with data mining and data analytics surveillance of learner 

engagement in the ‘learnification’ of current education, with behaviouristic 

practices that lead learners towards predetermined outcomes. Additionally, 

Jandrić and Ford (2022) caution the pervasive reach of data analytics and big 

data to drive algorithms and inform artificial intelligence in redefining knowledge. 

As such, there has been a call from the NL community to revisit the core 

principles developed two decades ago, inviting redefinition relevant to our 

current socio-technological experiences (Gourlay et al., 2021). The resulting 

broad, community, critical response from 40 contributors considers 

philosophical foundations, social justice and emancipation, diversity, types of 

NL community collaborations, and ways of navigating networks. These authors 

highlight the important focus on social justice and equity in dynamic and 

emerging postdigital learning environments.  

Indeed, developing skills and knowledge or acquiring a body of knowledge for a 

specific context is no longer sufficient in complex, interdisciplinary, 21st century 

contexts. Mastery encompasses the ability to account for contextual differences 

in people, places, and resources (Damşa & Jornet, 2016). Learning in higher 

education must support learners to consider, adapt and transform knowledge 

and practices for a variety of potential contexts and circumstances. As such it is 

essential to support learners to develop an inquiring mindset to address issues, 
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and to enhance their potential to become agents of change in transforming what 

is, and what might be. 

Students in higher education contexts are looking for greater connectivity and 

social support, and post pandemic they may no longer share their parents’ or 

teachers’ belief that higher education offers opportunities and financial benefits 

(Browne & Foss, 2023).  The authors recommend collaboration between 

students, staff and HE institutions to investigate and look for solutions to the 

issues that are facing humanity, real-world, relevant problem solving to address 

societal concerns. Kahu (2021) tangibly creates such connectivity and support 

by presenting a range of online resources and activities which create a sense of 

whanaungatanga, a shared sense of belonging and relationship. Using a 

curated suite of resources, Kahu can connect with up to 300 students in a fully 

online, first year course. This capacity for learner agency and self-determination 

is a hallmark of heutagogy (Hase & Kenyon, 2001) and is an example of NL 

recognising the learner’s capacity for metacognition, vis., critical reflection on 

their thinking, and supports non-linear learning pathways identified and 

determined by the learner (Blaschke et al., 2021). The authors suggest that 

student learning is empowered in these environments.  

These theoretical perspectives enable educational researchers to consider the 

complexities of learning: formal, informal and serendipitous moments; student 

and teacher characteristics; and occurrence across time, place and with a 

variety of tools which, in a postdigital context, can be enabled by convivial 

technologies (Networked Learning Editorial Collective (NLEC), 2020). 

Conviviality in this context refers to tools enabling networks of people to ‘make 

their lives together’ (Illich, 1973). This doctoral research takes a comprehensive 

view of these elements to examine three higher education, healthcare cases to 

develop a nuanced understanding of their learning contexts. The research 

draws on NL in an ontological and epistemological sense to analyse what is 

occurring in the higher education health contexts included in this study. In this 

thesis, the term hybrid learning environment (Gil et al., 2022) is used to capture 

the complex, entwined nature and experiences of knowledge, social dynamics, 

technology and people involved in teaching and learning in current, postdigital, 



 

63 

higher education contexts. The next section further elaborates what it means to 

live and learn in a postdigital world. 

3.4 Learning in a Postdigital World 

A postdigital perspective provides a rich and multifaceted lens to view current 

learning environments within an ecological system. According to Jandrić et al. 

(2018), postdigital learning environments encompass diverse components of 

technology, information sources, human and non-human factors that are 

“messy; unpredictable” (p. 5) and as with any ecosystem, dynamic and 

evolving. The postdigital world has challenged previous dichotomous notions of 

online or offline, digital or analogue, in person or virtual, which do not account 

for the entwined and enmeshed characteristics of current hybrid learning 

environments where there is a mix of material and digital tools and spaces, with 

multiple learning aspects and influences (Green, 2022; Green et al., 2020; 

Jandrić & Ford, 2022; Jandrić et al., 2018; Sangrà et al., 2019). A postdigital 

stance therefore disrupts long-held beliefs on educational theory and practice 

(Jandrić & Ford, 2022).  

Traditional views of education have tended to portray learning as situated in a 

classroom, tables in rows, teacher-expert at the front of the room and students 

listening and notating information, with recall in an exam being the measure of 

successful learning. However, these stereotyped views of learning have been 

challenged, particularly over the past two decades as technology and digital 

resources have proliferated (Lamb et al., 2022). A postdigital stance provides 

more nuanced understandings of contemporary university campuses, which 

now include flexible spaces, with learning in multi-functional, configurable 

spaces and groupings, with students accessing information from multiple digital 

devices and sources and documenting their developing understanding and 

mastery in multiple ways that include presentations, essays, reports, e-

portfolios, and videos. Students use and interact with multiple tools, including 

pen and paper, smartphones, laptops, and other specialised equipment. 

Pedagogies, along with teaching and learning practices, have evolved to 

capitalise on the opportunities afforded by these changes. Current views 

acknowledge contextual fluidity of learning occurring in multiple contexts and 
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spaces (e.g., university café, learning while commuting to school, social media 

posts and so on) within a learning entanglement that involves a broad variety of 

resources, technology, and social groupings where engagement with epistemic 

knowledge occurs in multi-modal ways (Damşa et al., 2019; Lamb et al., 2022; 

Sangrà et al., 2019). 

Bayne and colleagues (2020) commented that in contrast to a dualistic view of 

learning environments being either online (virtual), or on campus (in-person), a 

more nuanced perspective to examine and research learning is needed. Key to 

this is the consideration and challenge of existing practices and structures in 

relation to how these practices incorporate sociomaterial aspects such as the 

nature of, and opportunities for, connections, collaborations, co-creation of 

knowledge and critical reflexivity. For many years, educators in the higher 

education sector seemed to express a perception that to be interacting with 

others using a screen-based meeting platform, such as Zoom, means those 

involved are not meeting ‘in person’. Gourlay (2021) challenges the idea that 

these interactions are virtual, with people’s presence somehow digitally 

divorced from reality. Instead, the author argues that “performativity” in 

onscreen interactions (p. 58) in which those involved are physically interacting 

with devices, technology, learning spaces and each other, constitutes embodied 

engagement which can be interpreted and understood within sociomaterial and 

postdigital frames of reference.  

In the Manifesto for online teaching, Bayne et al. (2020) note a tendency to view 

the use of technology in learning contexts as either instrumental or essentialist. 

The former relates to technology being a useful tool to be employed and able to 

gather analytical learner data, while the latter takes the perspective that it plays 

an essential role in social change. However, these views fail to consider the 

entangled, sociomaterial nature of our current use of technology in learning 

environments and its pervasive influence on interactions between learners, 

teachers, on knowledge development within learning contexts, and on what 

emerges in each learning moment. The authors argue that instead of valid 

learning primarily occurring on-campus, co-located, and in-person, learning 

activity is also evident in the messy, unpredictable sociomaterial entanglements 
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that can occur in well-designed online learning environments, occurring 

wherever the people involved are located. Bayne et al. (2020) propose that 

online learning can accommodate diverse needs by providing options for 

learners and can support learner creativity in a socially engaging and 

collaborative manner. This raises the question, “How might on-campus, co-

located, in-person learning also provide this breadth of flexibility for learning?” 

Proximity or distance becomes less relevant when valid, embodied interactions 

and learning conversations occur between students and teachers wherever they 

are located.  

In sum, the notion of postdigital accounts for the influence of diverse 

technological, informational, material, and biological elements on people’s lives 

(Jandrić et al., 2018), and importantly, such influence is often also 

problematized in relation to wider socio-economic, political, and environmental 

issues in society. 

3.5. Critical Issues in Postdigital Education 

A postdigital stance allows us to consider critical influences connected to social, 

economic, political, and environmental factors in education. This is particularly 

important in contemporary learning with the need to offer access and tailored 

learning opportunities. The UNESCO Sustainable Development Goal 4 reports 

on the importance of ensuring “inclusive and equitable quality education” and 

the promotion of “lifelong learning opportunities for all” to improve our society 

(United Nations DESA, 2021). Since their inception universities have been 

seeking ways to address the SDGs and develop strategies to achieve them. To 

actualise these aspirational goals there must be consideration of the learning 

experiences of all students and the sociomaterial and sociocultural 

circumstances influencing their learning. Before inclusive and equitable 

education can become a reality, there are challenges to consider and address, 

such as digital equity, teacher and student expectations, empowerment, 

disempowerment (Gourlay et al., 2021) and the semantics of teaching and 

learning.  In what follows, I discuss two critical issues in contemporary higher 

education: the need to equip students to be active citizens in society and the 
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importance of acknowledging existing inequities in teaching and learning 

practices in higher education.  

3.5.1 Teaching and Learning Design 

Over the past two decades there has been a move away from the language of 

education to the language of learning. Biesta (2019) challenges this change and 

reminds teachers and educators of Freire’s critique of the concept of ‘banking 

education’ in which students were seen as empty vessels, objects to be filled by 

the teacher with deposits of knowledge. Biesta critiques the recent, semantic 

changes from student to learner, teacher to learning facilitator, classrooms to 

flexible learning spaces and the commodification of education with a focus on 

the objects (learners) meeting the learning outcomes, to become graduates who 

‘fit into’ the status quo, rather than thinking beyond it. Instead, he argues that 

the purpose of education is for students to be free to try and fail, to explore, 

experiment, create and consider the big issues facing humanity, vis., 

democracy, peace, caring for humanity and our planet, so that they may fully 

participate as active citizens in society. The essential elements of teaching, 

according to Biesta, are students, and teachers who bring the students’ 

attention to the world and their engagement with it. In this thesis, I examine 

these aspects within each case study, with the hope of finding students, 

informed and guided by lecturers, who can contribute to ‘big picture’ 

conversations essential in caring: for people seeking healthcare, for humanity 

and for our world (Biesta, 2017).      

3.5.2 Digital In/Equity 

The complex nature of digital inequalities in modern society has been appraised 

by Czerniewicz (2018) who highlights the existence of three core types of 

inequality: vital, resource, and existential. Vital inequality acknowledges the 

challenges of access to learning opportunities, the consequences for success in 

learning and the subsequent impact on quality of life. Resource inequality 

includes technology, connectivity, devices, data, subscriptions, access to power 

and flexible learning options. And lastly, existential inequality concerns aspects 

of power and agency, the nature of relationships and who makes decisions. 

These aspects were considered and acknowledged in the analysis of the case 
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studies in this thesis, for example, in relation to how cultural elements were 

expressed in design for learning, and the impact of not having access to needed 

digital resources by some students.  

While there is a growing trend towards postdigital learning experiences in 

education this does not denote unfettered access to technology, nor full 

participation (Czerniewicz & Carvalho, 2023). The authors note that the 

pandemic exposed inequities that were hidden when students were attending 

classes on campus. Such digital equity is related to access, use, effects of use 

that influence and potentially exacerbates socio-digital disparities. Awareness of 

the influence of these factors perpetuating disparity is essential in ameliorating 

their effect on students, teachers and society. The coalescence of sociomaterial 

and virtual spaces can perpetuate inequalities and privilege in digitally 

enhanced learning environments. There is a clear need for collaborative and 

cooperative learning in which learners are not merely consumers but active 

participants in the transformative and emancipatory experiences that teaching 

and learning can create. 

3.6 Emergency Requirements of the Covid-19 Pandemic 

Emergency requirements of the Covid-19 pandemic showed that a rapid pivot to 

teaching and learning in online contexts was challenging and, at times, 

impossible particularly in situations of confined living spaces, caregiving 

responsibilities, inadequate internet connectivity or a lack of time to incorporate 

learning design principles (Allen, 2021; Cummings et al., 2023; Gutman et al., 

2024; Otto et al., 2024). However, emergency remote teaching was a temporary 

solution to a pandemic (Hodges et al., 2020). Despite this rapid emergency 

pivot there were examples of successful delivery incorporating design principles 

within the constraints of the pandemic environment (Kawasaki et al., 2021; Otto 

et al., 2024; Ribeiro et al., 2024). Green et al. (2020) reported on the transition 

of a course from blended learning to fully online delivery during the Covid-19 

pandemic. This incorporated design elements to support engagement vis., 

flexible timing to accommodate learners who were parents or essential workers 

in healthcare and additionally became less threatening for students with 
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anonymous live polling supporting engagement without embarrassment of 

giving an incorrect answer, and the ability to turn off the camera for privacy.  

Data collection for this doctoral research occurred during the pandemic-

induced, initial emergency pivots, and later, during periods of adjustment and 

redesign to provide learning during a series of unpredictable subsequent 

lockdowns. While teachers may design a learning session with specific 

activities, knowledge and resources to achieve planned learning outcomes, 

learner characteristics, environment and expectations will influence what 

eventuates. Covid-19 restrictions required the quick redesign of courses for fully 

online delivery resulting in teachers identifying their difficulty in ‘reading the 

Zoom room’ to react spontaneously to student needs (Green, 2022).  These 

teachers expressed a sense of loss in their inability for live improvisation and 

the consequent need to design for learning with contingencies for multiple 

possible situations that might occur in a teaching session. This pointed to a 

need for flexibility in unpredictable learning spaces to adjust to changing 

requirements on the flow (Gourlay et al., 2021). For teachers to be able to 

capitalise on the resources available to them, Stec et al. (2019) recommend 

they have time to explore the use of technology to support their teaching. 

However, during the pandemic there was little time to calmly explore how to use 

digital technologies for teaching and learning. The authors note that even in 

everyday scenarios, most often technology is used to substitute or augment a 

lesson rather than transforming the learning experience to support learners to 

apply their knowledge.  

There has been an ongoing assumption that learning in physically, co-present 

rooms is the ‘best’ way for learning to occur but the emergency of a global 

pandemic required changes, initially viewed as a temporary change until there 

could be a return to what was normal, ideal, back into co-located classrooms. 

Indeed, Morris has raised the issue of ‘panic-gogy’ (Baker, 2020; Kamenetz, 

2020), a combination of the words panic and pedagogy, to describe the 

pandemic induced translocation of classroom teaching and resources directly 

into an online environment without consideration for creating space for 

community while navigating Covid-19-related challenges. As discussed in the 
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previous section, Bayne et al. (2020) contend that well-designed online learning 

environments can also privilege optimal learning by removing known constraints 

present in traditional classroom environments. The case studies in this thesis 

discuss some of the experiences of changing requirements and dynamics, 

during the pandemic emergency pivots, challenged preconceived notions of 

teaching and learning in Aotearoa New Zealand.  

3.7 Aotearoa New Zealand Context: Te Whare Tapa Whā 

This doctoral research is situated in the health division of a higher education 

institution in Aotearoa New Zealand. In acknowledging the location and 

composition of case-study participants within this country, I have therefore 

included te ao Māori perspectives in my research, bringing an authentic and 

relevant indigenous lens to the project. Integral to these health education case 

studies is Te Whare Tapa Whā a uniquely Aotearoa New Zealand holistic 

framework for considering health and wellbeing (Durie, 1985).  

The Te Whare Tapa Whā framework uses the concept of the (te) four (whā) 

walls (tapa) of a house (whare) as representing four foundational, interrelated 

and synergistic pillars of a person’s lived experiences, with each wall providing 

symmetry and strength (Durie, 1994; Durie, 2021). The first wall, Taha Wairua 

focuses on lifting the spirit and, while not aligned to a denomination or church, 

includes relationships with kaumātua (respected elders), korero (Māori 

language), karakia (incantations of prayer) and with the whenua (land). The 

second, Taha Hinengaro focuses on a person’s emotional and psychological 

wellbeing, easing of the mind, and incorporates thought processes and feelings. 

The third, Taha Tinana focuses on physical health and strengthening the body, 

integrating specific practices for behaviour relative to bodily functions, 

separating sacred (tapu) from common (noa). The fourth wall, Taha Whānau, is 

focused on collective wellbeing, empowering the family, support networks and 

the relationships between people.  

This holistic framework was initially presented as a “concept of health as an 

interaction of wairua, hinengaro, tinana and whānau” (Durie, 1994, p. 70) that is 

“firmly anchored on a spiritual rather than somatic base” (p. 71). Later that year, 



 

70 

Te Whare Tapa Whā was introduced to a health hui (meeting) at Palmerston 

North Hospital, New Zealand by Sir Mason Durie, the Director of Psychiatry. 

This framework is now well established in healthcare practice and is 

incorporated into multiple Aotearoa New Zealand settings, including, but not 

limited to, government (Ministry of Health, Ministry of Education, Oranga 

Tamariki), education (Ako Aotearoa, Te Kete Ipurangi) and healthcare 

organisations (Te Whatu Ora, Health Quality Safey Commission, NZ Mental 

Health Foundation, Aotearoa New Zealand Social Work, Nursing Council of 

New Zealand, Pharmacy Council, Medical Council of New Zealand). While Te 

Whare Tapa Whā framework is already embedded in most Aotearoa New 

Zealand healthcare contexts, this research will also examine this framework in 

relation to hybrid learning design in higher education health contexts, and in 

doing so, bring in a unique indigenous perspective and relevance. 

Incorporating a te ao Māori lens on this research is essential primarily to 

examine, and perhaps also challenge, inequities existing in the education 

system that has roots in the colonisation of Aotearoa New Zealand and the 

subsequent plundering of tribal whenua (land) and taonga (precious resources 

or objects). This loss of whenua reverberates still to the present day, with iwi 

(tribes) across Aotearoa New Zealand seeking redress through the Waitangi 

Tribunal (Durie, 2021). Durie notes the influence of the Māori renaissance in 

addressing historical and recent colonisation impacts, which is increasingly 

evident in the resurgence of mātauranga (knowledge, wisdom), noticeably by 

rangitahi (young people) who are confident in both Te Ao Māori (the Māori 

world) and Te Ao Whānui (the world beyond Māori). He emphasises the 

interconnectedness of mātauranga, kaupapa (plan, agenda, objective), and 

māramatanga (enlightenment) as part of an ecosystem bringing forth a shared 

benefit for the entire community. This perspective aligns well with the ecological 

perspectives and ethos of my research and offers a culturally relevant, 

innovative and novel lens to complement existing Western views in learning 

design for Aotearoa New Zealand learning contexts. 
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3.8 Learning Design Frameworks 

Learning design is part of the everyday work of teachers in higher education. It 

involves educators making choices about how knowledge might be sequenced 

and paced in a lesson, what different types of tools their students might use, 

whether students will be working in groups, individually or in pairs, and so on 

(Goodyear et al., 2021). Learning design often involves decisions that will 

impact how courses or discreet learning events might unfold. 

Designing for optimal learning and training originated during the Second World 

War. Initially known as instructional design (ID), and with roots on a behavioural 

paradigm, the focus was on systematising the development and execution of 

the learning process and resources to support complex problem solving and 

improve performance across a range of settings (Reiser, 2001). More recently, 

Mor et al. (2015) contended that despite the exponential growth in the 

development and use of technology within teaching and learning, learning 

design still lacks solid theoretical foundations, with a plethora of definitions and 

terminologies. They argue that this often results in confusion and ambiguity, and 

has prevented a common understanding of theory, practices and validated ways 

of assessing the effectiveness of technological learning tools.  

There are many learning design frameworks and models in the research 

literature to guide educators in making these decisions. These frameworks 

enable analysis and support the design of courses and learning events. Bower 

and Vlachopoulos (2018) reviewed 21 recent frameworks stating that most 

seem to be based on a social constructivist epistemology, and focus on 

conceptual, or methodological and procedural aspects, or a combination of 

these. For example, learning design frameworks can be categorised in relation 

to the degree of granularity—task, module or course focused; their incorporation 

of specific contextual influences; their integration of interactions between 

students and teachers; their provision of guidance on incorporation of 

technology; and lastly, evaluations of the model. This consideration of varied 

design elements is intended to challenge and support teachers and learning 

designers to generate bespoke designs to incorporate potential ontological 

variations appropriate to their specific contexts.  
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Similarly, Conole (2020) also reviewed several frameworks to support teachers 

and guide practice, including frameworks that help to identify key features of 

learning designs, such as pedagogically informed decisions, consideration of 

appropriate use of technology, guidance for the design process, provision of 

visual representation of the design, and support for discussion and sharing 

between multiple people or to guide individual design. One of these, the 

Conversational Framework developed by Laurillard (2013) foregrounds the role 

of the teacher in hybrid learning environments as a fundamental aspect in 

design for learning. A key concern here, is how a learning event might both 

support learning to occur and enable learners to actualise their learning 

potential.  

Drawing on the Conversational Framework, the ABC Learning Design toolkit 

(Laurillard, 2013) uses visual storyboarding to assist teacher-designers to 

consider six types of learning activities and the sequencing of them in relation to 

desired learning outcomes. Activity types include: acquisition, collaboration, 

discussion, investigation, practice and production. Consideration of these 

elements can provide a rich and cohesive learning experience focused on 

learning outcomes shifting designer thinking to beyond just content. The toolkit 

can support teacher-designers to articulate what is important in the learning 

design within a course. It also provides an overview perspective of what types 

of activities are being used and identifies an over or under-use of specific 

teaching and learning strategies. This framework is primarily based around what 

teacher-designers are providing within a learning experience for students rather 

than seeing the whole learning experience within a broader ecosystem of 

contributing factors influencing what learning emerges. 

Another empirically founded framework, The 7Cs of Learning Design (Conole, 

2020) focuses on learning design resources and activities to guide educators in 

the design process. Aspects for teacher-designers to consider include: 

establishing a vision (e.g., conceptualise); identifying activities (e.g., create, 

communicate, collaborate, consider); synthesising (e.g., combine); and 

implementing (e.g., consolidate). While this framework enables teacher-

designer to incorporate elements beyond merely focusing on content, it does 



 

73 

not take an ecological perspective to include consideration of sociomaterial and 

sociocultural influences on emergent outcomes of co-construction of 

knowledge. 

Agostinho et al. (2020) assert that research on learning design in higher 

education can identify ways in which educators plan, structure and document 

learning activities supporting other faculty to develop their teaching practice. 

They suggest a graphical, representational approach to learning design 

identifying three aspects essential for students to achieve the learning 

outcomes of a learning event. These are: the resources used (static or dynamic) 

and the support provided (pairs, groups, teacher-facilitated), which then enable 

learning tasks to be realised. Their research findings support the use of this 

framework to enable educators to purposefully design learning elements; share 

and use designs with other educators; in addition to reviewing, documenting, 

reflecting, and iterating designs for future learning events. Agostinho and 

colleagues (2020) note that design elements lack visibility and contend that the 

use of a design tool might enable design elements to be appreciated, and lead 

to an evidence-based, holistic approach to learning design. However, the nexus 

of learning design and student learning outcomes remains elusive (Brown et al., 

2019).  

Many design frameworks present valuable ideas potentially addressing 

complexity of designing for learning within higher education, but most do not 

address how best to represent the network of inter-connected elements in 

hybrid environments (Gil et al., 2022). To appreciate nuances within a NL 

environment it is important to gain an understanding of the purpose/s of the 

learning, tools and resources used, students and teachers, types of tasks, 

strategies supporting learning, and specificities relevant to the cultural context.  

Hybrid learning environments are complex and analysis requires much more 

than an inventory of its elements. After reviewing the learning design and 

design for learning literature, the Activity-Centred Analysis and Design 

framework (Goodyear & Carvalho, 2014) was chosen for this doctoral research 

because it provides a robust, theory-driven, data-rich method of examining and 

analysing complexity in learning situations. This framework has been used 
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extensively internationally for over the past decade and has the capability to 

help researchers identify and abstract complex design features in higher 

education (Bülow, 2022; Carvalho & Goodyear, 2014; Green et al., 2020; Sun & 

Goodyear, 2020; Yeoman & Wilson, 2019). 

3.8.1 Activity-Centred Analysis and Design (ACAD) Framework 

Figure 3.2 the Activity-Centred Analysis and Design (ACAD) is a meta-

theoretical framework (Goodyear & Carvalho, 2014; Goodyear et al., 2021) 

providing a way to examine complex learning situations while being cognisant of 

their specific, local contexts. The versatility of the ACAD framework is evident in 

a variety of contexts including published health education research studies: 

students using mobile technology on practicums (Trede et al., 2019), a 

multidisciplinary, digitally augmented biosciences lab (Hinton et al., 2017), 

game-based networked learning (Castañeda et al., 2022) and designing 

synchronous hybrid learning spaces (Bülow, 2022). ACAD is an appropriate 

framework for the current study because it is not bound by one or more learning 

theories. ACAD can fulfil the dual purpose of understanding the current learning 

situation while also signalling a redesign potential. ACAD foregrounds learning 

as an epistemically, socially and physically situated activity visually represented 

in Figure 3.2. 
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Figure 3.2 

ACAD Framework 

  

(Adapted from Goodyear, P., & Carvalho, L. (2014). Framing the analysis of complex learning 

environments. In L. Carvalho & P. Goodyear (Eds.), The architecture of productive learning 

networks (p. 59). Routledge. https://doi.org/10.4324/9780203591093) 

Analysis, using the ACAD framework, supports examination of the relationships 

between the three design dimensions and their influence on Emergent activity 

(co-creation and co-configuration): 

 Set design: The design of material and digital elements in hybrid spaces 

(both online and face-to-face) – including tools, resources and artefacts, 

the furniture or learning items used, how items are positioned in space.  

 Epistemic design: The design of learning tasks – organisation of 

knowledge, considerations about ways of knowing, the selection, 

sequencing and pacing of information, the provision of resources for 

meaning making. 

 Social design: The design of social arrangements for students – including 

group work, dyads, scripted roles, divisions of labour, the nature of 
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collaboration – in the group space or in assessment, the role of the 

learner as a recipient, participant or as creators of knowledge. 

 Co-creation and co-configuration activity at learn time: Co-creation of 

knowledge emerging within a learning event. It relates to the agency of 

learners, and their ability to interpret and chose what to do.  

A key feature of ACAD is that it distinguishes between two key moments: the 

design phase and the learn phase, with consideration of both the complexity of 

designing for a learning situation, and the possibility of identifying opportunities 

for redesign. This focus positions ACAD as a valuable analytical resource for 

exploring the three cases in this multiple case study research. In this study, co-

creation and co-configuration activity involves student learning activities in 

hybrid settings; considerations about the experience of diverse learners, 

contexts and disciplines in healthcare; the experience of educators teaching 

within these environments; and what those involved believe contributes to 

productive learning environments. 

To provide clarity on terminology used within ACAD, Goodyear et al. (2021) 

explain commonly used words and their meanings.  

Learn-time – the activity emerging as a result of students’ interactions with 

elements in set, epistemic and social design and within a learning situation. 

Activity – what the participants are actually doing within a learning situation, 

which may or may not be what the teacher or learning designer had intended. 

ACAD emphasises the importance of the nature of this activity and what 

emerges at learn-time.  

Learning situation – learning activities are always 'physically, socially and 

epistemically situated' (p. 446).  

Local – highlights the specific context where the learning activities are situated. 

This acknowledges the agency of teachers and designers to review and 

understand a learning situation and redesign aspects in an iterative process 

(Goodyear & Dimitriadis, 2013). 

Complex – ACAD is not bound by a specific learning theory or theories but can 

fulfil a dual purpose of understanding the current learning situation while also 

signalling redesign potential. 
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Teacher – encompasses those who support the learning of others within their 

professional roles.  

Learning/Instructional-designers – specialist roles in learning design. 

Teacher-designers – when the focus is on design aspects within the teacher's 

role. 

The ACAD framework is agnostic in terms of design theories but has a clear 

emphasis on the importance of it making sense in local contexts and on 

informing design decisions (Goodyear et al., 2021). Currently, ACAD does not 

incorporate analysis of cultural influences and perspectives in design for 

learning. As such, this research proposes an extension of the original 

framework, going beyond sociomaterial elements, providing framing for 

sociocultural considerations in the health education contexts. Additionally, this 

revised framework uses ‘task design’, in lieu of the original ‘epistemic design’, 

so that this dimension of the framework is more accessible to a wider design for 

learning audience beyond HE contexts. 

3.9. A Design for Learning Framework for Aotearoa Health 

Educators 

A key contribution (output) of this research is a new learning design framework 

developed during the analysis phase that builds on the ACAD framework and 

incorporates a cultural component with holistic elements from Te Whare Tapa 

Whā (Durie, 1985). In figure 3.3, ACAD elements are represented under cultural 

components that are relevant to the context of higher education health contexts 

in Aotearoa New Zealand.  
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Figure 3.3 

Aotearoa Design for Learning Framework 

 

Figure 3.3 acknowledges the importance of incorporating sociological and 

ecological aspects to provide a holistic perspective. These aspects are 

represented by the four pillars of a whare (house) symbolised by Durie (1994) in 

the health construct Te Whare Tapa Whā, in relation to the learning design 

considerations; the health and wellbeing of those involved in teaching and 

learning in higher education; and it takes a holistic view of people within the 

healthcare contexts within which our graduates will be working.  

 This new framework proposes that:  

 Task is connected to Taha Wairua – beliefs drawn from the big picture 

about what students need to learn. 

 Socially situated relates to Taha Whānau – relationships that assist 

student learning. 

 Set / physically situated relates to Taha Tinana – the setting has 

psychosomatic influences on the learner. 

Emergent learning is connected to Taha Hinengaro – thought processes and 

cognitive/mental changes occur for learners through the activity that emerges. 
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3.10 Summary of Chapter 

This chapter discussed ecological approaches to learning and teaching 

highlighting the importance of acknowledging the human and non-human 

aspects influencing an entire learning ecosystem. Such a theoretical 

perspective can incorporate diverse, entangled, and emergent elements 

characteristic of complex learning ecologies. Core educational assumptions, 

such as the importance of collective inquiry and knowledge co-creation within 

networked learning, the influence of postdigital teaching and learning contexts, 

and an appreciation of the foundational influence of a te ao Māori perspective in 

Aotearoa New Zealand higher education were also discussed. Key 

contemporary design for learning frameworks were appraised and models 

compared, before introducing the Activity-Centred Analysis and Design (ACAD) 

as an appropriate, empirically validated and robust framework to guide the 

current research inquiry. Finally, the chapter presents a novel approach to 

design for learning in HE in the creation of the Aotearoa Design for Learning 

Framework which situates ACAD within Te Whare Tapa Whā principles, 

establishing a place to explore learning design in the cultural context of 

Aotearoa New Zealand. 

The following chapter will outline the methodology chosen for this doctoral 

research and provide justification for decisions made during the research.   



 

80 

Chapter 4. Methodology 

4.1 Introduction  

This chapter outlines the methodology and methods employed to build on the 

theoretical foundations, discussed in Chapter 3, and address the research 

questions. The aim of this PhD research is to explore design for learning within 

the health division of a higher education institution during and immediately post 

Covid-19, with a focus on characteristics of productive, hybrid learning 

environments. 

Grounded in a social constructivist epistemological paradigm, the study adopts 

an interpretivist stance to explore the complex interplay between learning 

design, students, teachers, and activities within higher education health 

contexts. The theoretical frameworks, described in Chapter 3 (ecological 

perspectives, the Activity-Centred Analysis and Design (ACAD) framework, and 

Te Whare Tapa Whā) inform research design and methodological choices 

providing a lens to examine hybrid learning environments. 

To operationalise these frameworks I adopted a multiple case study approach 

(Stake, 2006), which aligns with a social constructivist philosophical standpoint 

(Jackson, 2019). This approach guided the framing, planning, and gathering of 

data from diverse sources to enable a rich understanding of productive, hybrid 

learning environments. 

Reflexivity and acknowledgment of my insider perspective are integral to the 

research, ensuring transparency and enhancing trustworthiness. As this 

research involved observations and interactions in live, synchronous and 

asynchronous teaching sessions, it is paramount to ensure that consideration is 

given to the rights and protections of students and teachers to ensure their safe 

involvement.  

The chapter begins with a detailed discussion of the research design, data 

collection and data analysis methods. Subsequent sections address 

trustworthiness, ethical considerations and research challenges. 
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4.2 Research Design: Multiple Case Study 

Research design establishes parameters to guide the investigation of research 

questions and to address challenges that arise during a research project (Polit 

& Beck, 2022). Such design informs ethical considerations, how the data will be 

analysed, and reports limitations and challenges. Clarifying these elements at 

the outset establishes the applicability of the methodology and methods chosen 

for the study and confirms their appropriateness in regard to the research 

questions, study aims and research paradigm. 

An ontological view holds that there are multiple realities and what is seen 

depends on the perspective of the individual, is socially produced, and 

understood through interaction. I adopted a multiple case study approach 

(Stake, 2006) to framing, planning, and gathering data. I drew on a variety of 

sources to explore and gain insights, which allowed for a richer understanding 

through perceptual and informational breadth of the study phenomenon. Stake 

(2006) articulates an approach that resonates with the social constructivist 

philosophical standpoint best suited to the current research inquiry.  

According to Stake (2006), case study research is most appropriate when 

investigating programmes and people. He suggests that a focus on issues 

allows a researcher to examine “complex, situated, problematic 

relationships” as opposed to information gathering, questions or testing 

hypotheses typically found in experimental studies (p. 10).  Multiple case study 

design was chosen as it provides an opportunity to explore educators’ and 

students’ lived experiences and to examine features of course design that 

contributes to productive learning environments. Such a focus identifies 

environmental or contextual features that influence the cases. Stake (2006) 

contends that the boundary between environment or context and the case may 

be blurred. Nevertheless, articulating these aspects is important to 

understanding a case. My ability to portray the essence of each case so that a 

reader can see and understand both its breadth and nuances is imperative.   

Case study research foregrounds the importance of differentiating between a 

case and the activities that occur within a case (Stake, 2006). Stake explains 

this as the difference between a case (an entity) and how that case ‘functions’ 
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(the activity that occurs within the situation of that case). A team’s activity on its 

own is not the case. However, these activities influence what is seen, 

experienced, and understood by those within the case.  Stake takes a holistic 

view of a phenomenon and identifies the essential aspect of subjectivity in 

understanding the phenomenon (Boblin et al., 2013). Each case within a 

grouping of cases must be understood independently. This is because each 

case is directly influenced by the context and specific aspects of its situation. 

The context influences the experience, the interactions within the experience, 

and the interpretation and the insights that emerge (Stake, 2006).   

In this study, a multiple case study approach was adopted in the investigation of 

three undergraduate health education courses in a multi-campus higher 

education institution in Aotearoa New Zealand. Health education topics have 

been taught at this institution for 50 years. The health disciplines involved 

include social work, nursing and bioscience with the ecology of each case 

considered as part of a complex and integrated system. The undergraduate 

courses included in this research had class sizes that ranged from 59 to 175 

students and there were variations in hybridity (synchronous and asynchronous, 

fully online, partially online, experiential activities and written scenarios for 

discussion). This variation represented the broader context for higher education 

health courses and was perceived as an effective way to observe, analyse and 

develop an understanding of the ecology of each course.   

Following the ACAD framing (discussed in Chapter 3) each case included 

the structure of each course, the elements that relate to that course (tools, 

tasks, people, ideas, knowledge), and the emergent learning activities that 

occurred. This provided a bounded situation within which the activities that 

occurred in each case were studied. Each course was seen as part of an 

integrated system fitting the criteria Stake (2006) described as required for a 

case.  

Hybrid learning environments in higher education contexts often include 

networks of inter-connected elements (Gil et al., 2022). Developing an 

understanding of the practical realities for people involved in this setting is 

essential to considering the nuances within networked learning environments, 
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including sociomaterial aspects, embodied engagement, and the complex 

entanglements of postdigital contexts. This research project examined structural 

design elements and activities present in hybrid learning environments to 

conceptualise how a learning environment functions and to gain an 

understanding of the perspectives of those involved. This research has been 

guided by the following overarching research question and sub-questions:  

What are the characteristics of productive, hybrid learning environments in 

higher education undergraduate health contexts? 

 How do students and academic staff characterise productive learning 

activities within hybrid learning environments? 

 How do learning design elements in hybrid learning environments 

influence and support student experiences?   

Multiple case study design is well-suited to explore the complexity of productive, 

hybrid learning environments within the ecology of each case providing breadth 

and depth to situated contexts. 

4.2.1 A Quintain 

In acknowledging the differing views of case study research highlighted in the 

literature (Merriam, 1998; Stake, 2006; Yin & Campbell, 2018) it was necessary 

to clarify how key features were expressed in the current study. Stake (2006) 

noted that there can be a tension in relation to the purpose of the research, for 

example, when the focus is solely on the case in a specific location, an 

“intrinsic” case study, or when the focus extends beyond a case to generate a 

wider understanding, as in “instrumental” or multiple case studies. He noted that 

researchers differed in their interpretation of these aspects, despite the “case” 

being the entity that is examined and the conclusions reached are the result of 

the process of inquiry. As such, each case in this study is primarily instrumental, 

however, to explore what characterises productive, hybrid learning 

environments, the commonalities and differences within and between cases are 

identified. In taking an ecological approach to educational design this research 

focuses on understanding relationships between people while exploring the 

structure and the functioning of a learning environment (Markauskaite et al., 
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2023). Such analysis allows educational researchers and designers to 

understand what works well and why, within an environment that is crucial for 

educational innovation and for the re-design of a specific environment or to 

identify key reusable elements useful in other innovative learning environments 

(Goodyear & Carvalho, 2014).  

To support an understanding of the cases within this research I drew on a view 

of multiple case study, which holds that research begins with a quintain 

(pronounced kwin’ton) (Stake, 2006). A quintain identifies the object, 

phenomenon or condition to be studied - a target, but not a “bull’s eye” (Stake, 

2006, p. 6). The researcher must make sure to aim at a target that is not too 

narrow, nor too broad. A quintain helps to contain breadth to maintain the focus 

on the key target, while sustaining awareness of the influences at the edges 

and how the periphery might influence the phenomenon being studied. Adopting 

a multiple case study design in the current research allowed me to move 

beyond a single case to consider aspects bounded by the quintain for each of 

the cases and to examine elements within each case separately. 

Stake (2006) highlighted the importance of contextual influences on a case, 

denoted by the outer bubbles as seen in Figure 4.1. This awareness enabled 

me to consider the influences on each case, while the details within the central 

circle related to specific aspects within a case in the data collected and in 

relation to ACAD elements that were evident in that case. Stake notes that the 

quintain enables a researcher to hold the peripheral and central aspects in 

balance to ensure that emerging issues are identified and critiqued. I have 

adapted the features presented in the quintains to formulate my research 

questions, to guide the methods used for cases, and to identify emerging 

aspects of the ACAD process in relation to specific contextual influences. 
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Figure 4.1 

The Quintain Used for Each Case 

  

The focus of sampling in qualitative research is to explore a central 

phenomenon deeply (Creswell & Guetterman, 2019). In alignment with multiple 

case study research strategy (Stake, 2006), qualitative data gathered using a 

quintain approach can provide comprehensive responses to the current 

research questions. The description of the quintain for each case is developed 

through detailing experiences and the perceptions of people and their 

interactions within each course environment. The quintain supports thick 

description and interpretation of aspects that exist within its boundary and 

examines phenomena across each of the cases. Before discussing the data 

collection and analysis, a description of the research setting is provided.  

4.2.2 The Setting of this Research 

This research was conducted in the health sciences division of a HE institution 

in Aotearoa New Zealand after the initial Covid-19 pandemic of 2020 but during 

subsequent periods of lockdown in response to increasing cases of the virus in 

specific geographical locations. During the pandemic there was an emergency 

pivot to remote online learning (Green et al., 2020) necessitated by lockdowns, 

however, this research afforded an opportunity to explore innovations that 

emerged in hybrid learning environments, beyond the initial crisis responses. 
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The research is influenced by aspects of each case study in addition to 

elements related to Aotearoa New Zealand settlement history, colonisation, and 

the ongoing relationship between the first peoples on the land (Tangata 

whenua) and descendants of the British Crown, and other later arrivals 

(Tangata Tiriti). Please refer to Chapters 3 and 7 for discussion on the historical 

roots of bicultural partnerships in Aotearoa New Zealand, and analysis of how 

indigenous learning practices were implemented through course design. 

In broader terms, students and teachers within the case studies represent both 

tangata whenua and Tangata Tiriti heritage perspectives. Taking an ecological 

approach enabled the researcher to explore how those involved in the context 

of higher education health courses designed for culturally responsive hybrid 

learning environments to enhance students learning experiences.    

4.2.3 Participant Selection  

The selection of cases can have a major influence on the depth of 

understanding of the key phenomena under consideration (Creswell & Creswell, 

2023). Stake (2006) suggests three key selection criteria for cases: “Is the case 

relevant to the quintain? Do the cases provide diversity across contexts? Do the 

cases provide good opportunities to learn about complexity and contexts?” (p. 

23). Participant and case selection in this study was purposive with the intent of 

elucidating a range of viewpoints, experiences and examples of the 

phenomenon under consideration across a range of productive, hybrid learning 

environments (Robinson, 2014). Identifying the research context of health 

education courses, with a focus on the experiences of people, required closer 

exploration through the adoption of a range of qualitative strategies, including 

observing teaching sessions, interviewing individuals, focus group discussions, 

observation of course websites and artefacts, and recording of researcher field 

notes.   

To purposively select potential courses to include in this study, course 

coordinators within the HE health division were approached. This health division 

incorporated several campuses with the courses representing heterogeneity in 

their design for learning. The researcher explained the study aims and explored 
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interest surrounding specific courses being considered for inclusion as a case. It 

was proposed that participation in this research would involve interviews with 

staff and students, and observations of course websites and teaching sessions. 

It was essential for participants to be willing and feel able to invite the 

researcher into their teaching spaces and learning environments; a place where 

an independent observer of their teaching, learning artefacts, and activities was 

rare. As such, it was important to gain their agreement (in principle) to 

participate in the research development process before approaching heads of 

relevant departments.  

As part of the HE institution process for ethical approval a proposal was 

developed and the researcher approached heads of department leaders who 

responded with interest. Agreement by heads was required as they were 

accountable for the courses taught in their departments, and for staffing and 

student learning experience. Of the five potential undergraduate courses 

identified, three were selected because they offered diversity in the higher 

education health context in respect to discipline, student number, and academic 

year group. In addition, the timetabling for courses across successive 

semesters enabled observations of courses.  

The three courses included within the health sciences division of a higher 

education institution were:   

 third-year undergraduate social work course (~60 students) 

 second-year undergraduate pharmacology course (~170 students)   

 third-year undergraduate nursing course (~145 students) 

The design of each course is described in Chapters five to seven and in 

‘Designing hybrid spaces for learning in higher education health contexts’ 

(Green, 2022). 

The criterion recommended by Stake (2006) was applied to the selected cases 

and was relevant to the quintain. The cases were diverse and provided 

opportunities to examine complexity within and between their individual contexts 

(see Table 4.1). 
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Table 4.1 

Case Study Details 

Case Study 1 2 3 

Course  Social Work Pharmacology Nursing 

Year  3 2 3 

Student (N=) 59  175  

(172 nurs) 

152  

Interviews    

Students  2 4 5 

Teachers 3 2 3 

Other academics  11  

 

To gain an ecological perspective on the higher education health environment 

and to incorporate the influences around the edges of each case additional 

academic staff were approached. These included 11 staff focused on Māori and 

Pacific students, specialist librarians, academic writing support, disability 

support, student academic success and staff involved in teaching and learning 

within the institution. From this point, academic staff are referred to by their 

participant number. 

4.2.4 Data Collection  

A range of methods were used to collect data because of the complexity of 

cases, the variety of disciplines, content and people involved. This included 

observations of live teaching sessions online and in-person, teaching resource 

artefacts, 24 semi-structured individual interviews and three focus groups with 

teachers, students, learning designers, academic dean and academic support 

staff (see Table 4.2). Data were collected over a 24-month period between 2021 

and 2023. 
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Table 4.2 

Data Gathering Strategies 

Interviews Focus groups Observations Artefacts 

Lecturers Students  Course websites Course documents 

Students Teaching teams Learning sessions Learning activities 

Learning designers     Resources 

Other academics     Website content  

 

Each course coordinator was given research information sheets and consent 

forms for teaching staff interviews, and for observations of teaching sessions 

and course websites (see Appendix 4). Subsequently, all teaching staff in each 

course consented to be interviewed (N = 8) and each of the course coordinators 

identified a teaching event where the researcher would observe course activity 

through access to the learning management system or on a physical site.  Each 

of the teachers initially introduced the research and researcher via the course 

learning management system (LMS) forum message. The researcher provided 

a brief video introduction to the project to inform students of the sessions and 

course resources that would be observed. Along with this a student information 

sheet for the lecture space observation explained the purpose and the option to 

opt out of the research (Appendix 4). Students were assured that data would be 

treated as confidential, and that the researcher would not have access to any 

assessment or gradebook information. It was important to assure students that 

their involvement or non-involvement in the research would not affect their 

academic coursework or grades.  

After observation of observed teaching sessions students were invited to 

participate in focus group interviews. Informed consent was gained without 

coercion or pressure to join the research project. Focus groups were originally 

planned to be in-person, however, due to the changing nature of Covid-19 

lockdowns and the need for emergency remote teaching, some interviews were 

conducted online using Zoom software. Additionally, some focus groups 

became individual interviews, for example, when a participant was deemed 

essential workforce during the pandemic and could not make the focus group.   
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Interviews 

Interviews in this research provided insight into participants’ experiences of 

various components influencing hybrid learning environments (Brinkmann & 

Kvale, 2015). As discussed in Chapter 3, productive learning environments 

involve digital and material tools, pedagogy, and the people engaged in 

collaborative work who co-create through knowledge building processes. The 

interviews revealed participant points of view and informed the case study 

beyond the observations and viewing of documents and artefacts (Stake, 2006).  

The semi-structured interview schedules introduced a range of topics and 

questions relevant to the participant’s role (Brinkmann & Kvale, 2015) and 

provided an explanation of hybrid learning environments (see Appendix 5). 

These interview schedules drew on previously developed protocols, used in the 

analysis of productive learning networks (Carvalho & Goodyear, 2014), which 

were refined to align with the focus and aims of this doctoral research.  

Schedules were sent to participants prior to their interview and they were invited 

to respond during the interview to whichever aspects they saw as relevant to 

their role, experience, and context (Stake, 2006).  

Importantly, the interviewing schedule followed specific cultural expectations 

and format relevant to Aotearoa New Zealand healthcare settings. Cultural 

processes incorporated the hui process (Lacey et al., 2011) and the four phases 

that imbue te ao Māori principles of interaction supported the development of a 

culturally safe interview space. These phases included: the mihimihi to 

acknowledge and welcome a person/people to the interview; whanaungatanga 

to enable the participants to make and acknowledge connections with each 

other; providing a clear description of the purpose of this interview to establish 

the kaupapa (foundational principles) to facilitate a shared understanding of the 

purpose and scope. And at the interview conclusion there was an opportunity 

for a poroporoaki response, which enabled those involved to acknowledge what 

had occurred within the encounter before closing. Each of these cultural 

processes acknowledges the contribution of the interview participant’s expertise 

and respects their mana (personhood, standing) in contributing to the project 

(Lacey et al., 2011). While the hui process provides a Māori centred approach 
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to the interactions, this culturally responsive approach can be appropriate to 

people of different cultures.  

Gaining an understanding of participants’ backgrounds supported interpretation 

of situations or experiences and was a key feature of the interview (Stake, 

2006). The inclusion of the hui process (Lacey et al., 2011) provided a 

framework to establish an effective interview environment. In the context of 

Aotearoa New Zealand, the incorporation of these key relationship concepts 

contributed to creating a culturally safe environment specific to each participant 

and laid a foundation for rich data capture.  

The development of interview questions involved awareness of the fluidity 

between contexts and spaces and the need to consider the entangled nature of 

sociomaterial and sociocultural aspects (see Chapter 3). Given that these are 

key aspects of hybrid learning environments, it was important to consider how 

the interview questions might best acknowledge these entanglements. For 

example, participant 1 (P1), coordinates a distance course that includes one 

weekend of face-to-face noho marae activity. They note, “a huge online 

presence… I use forums and blogs… then I have a [names LMS] presence” 

through video presentations, tutorials, and discussions. They incorporate te ao 

Māori concepts of being a collective within their course kaupapa (foundation) 

such as when there is not enough activity on a module forum discussion, the 

following module is not opened “we all move forward together. No one is left 

behind” (P1). This response indicates that the questions were able to elicit data 

that demonstrated both sociomaterial and sociocultural considerations.   

Data collection occurred in three cycles. The first cycle was with the HE 

lecturers, the second with students enrolled in the case study courses, and 

third, interviews were conducted with HE institution staff involved in supporting 

students and staff design for learning within courses. All interviews (40-60 

minutes in length) were digitally recorded using either meeting platform video 

recording options or phone audio recording. These were then transcribed for 

analysis. 
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Many of the participants had prior experience of conducting research. Within the 

consent process some participants asked to view the interview transcript before 

analysis to confirm the conversation accurately reflected what they wanted to 

convey. As this research endeavour is focused on the experiences and 

perspectives of people involved in HE health teaching and learning, member 

checking is a key practice in qualitative research to establish the accuracy of 

interview data and improve final analysis (Creswell & Creswell, 2023) and 

contributes to a broader understanding of what is occurring within a case 

(Stake, 2006).  

In addition to the interview schedule, a timing sheet was developed to record 

times and aspects of the interview. This had two purposes, one to allow the 

participant to talk uninterrupted with specific aspects noted by the researcher 

who could revisit the topic later in the interview. Second, to enable aspects that 

stood out during the interview to be noted so that these could be reconsidered 

during the interview analysis process. The importance of an interviewer 

providing space for participants to reflect and speak to research elements is 

imperative if their voice is to be heard. To remind me to listen and not interrupt 

an interviewee, I used the timing sheet to note topics I wanted to return to for 

clarification or embellishment. For example, a note was made when participant 

17 (P17) discussed a learning resource as this had also been raised in a 

previous interview and was followed up at the end of this interview.  

In addition to individual interviews, focus group interviews were used primarily 

with student participants. Grech and Cassar (2018) note that online focus 

groups using a text or audio-based discussion forum can be an effective, low-

cost method for enabling research participants to engage with the research on 

their own terms, where, when and for the length of time that suits their personal 

circumstances. In contrast, organising synchronous online meetings can be 

problematic to arrange for a group of participants. As such, technology tools 

such as Doodle polling, facilitated management of meeting times to find a 

common time suitable for research participants. 
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Artefact collection and observations 

In addition to hearing from those involved during interviews and focus groups, it 

was important to observe other elements within each case as part of the 

process for identifying sociomaterial relations within cases. To do this, course 

artefacts were collected, including screenshots of the course website, photos of 

course resources and review of video recorded teaching sessions available to 

students on course websites (see Appendix 4). Given the changing dynamics 

during this period of sequential pandemic-related lockdowns, it was possible to 

attend on-campus and on-marae teaching sessions in two of the three cases.  

An outline of the proposed observation of teaching sessions was discussed with 

the teachers and with their agreement, the outline for these observations was 

presented to students using the course LMS website.  

4.2.5 Data Analysis 

The multiple case study research strategy supported a data analysis process 

that included thick descriptions of the complexities within and across the cases 

(Stake, 2006). Taking a postdigital stance acknowledges the messy, 

unpredictable, digital and analogue; technological and non-technological; 

biological and informational contexts that characterise current learning 

environments. This research incorporates an analytical critical lens that goes 

beyond how technology might influence learning to also consider the 

sociocultural and sociomaterial influences within productive learning 

environments (Carvalho et al., 2024). As such, the interactions of social and 

cultural dynamics, human and non-human aspects are considered (Jandrić et 

al., 2018). Data analysis proceeded with these aspects underpinning my 

approach. 

Each individual case was initially analysed in terms of the observations, 

artefacts and screenshots gathered from course websites, interviews and 

records of what occurred. Stake (2006) suggests that examination of multiple 

aspects constitutes a significant part of the case study. This process enabled 

depth and breadth of analysis that supported my initial sifting through each 

element, considering it in relation to its context and those involved, as well as in 
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relation to the other cases before reassembling the case components into a 

cohesive, authentic, compelling and defendable story for each individual case 

as part of this multiple case study.  

Throughout the process of data analysis, I took what Braun and Clarke (2022) 

refer to as a hermeneutics of empathy, seeking to systematically engage with 

the data to interpret what each person or artefact brought to the case, and to 

make sense of how these contribute to productive learning environments. This 

involved paying attention to practices that were incorporated in teaching and 

learning, along with the values and experiences expressed by participants 

about what they saw as important, which altogether helped me to consider why 

these aspects created productive learning environments. The practical 

application of this process is described in the following sections. Data were 

collated to create a coherent, contextualised cross-case study identifying the 

central findings for analysis, allowing for the examination of how multiple 

elements contributed to productive, hybrid learning environments.  

Analysis of interview data 

Analysis of interview data aimed to identify characteristics of productive, hybrid 

learning environments, key design elements and practical outcomes that 

teachers and the academic teaching and student support staff participating in 

the study valued within their specific contexts. Nowell et al. (2017) outline six 

phases of thematic analysis (TA) proposed by Lincoln and Guba, including data 

familiarisation, initial code generation, theme identification, theme review, 

definitions of themes and report production. This process guided the analysis of 

the interview data with teachers and has been reported in Green (2022). 

Subsequent to this Braun and Clarke (2022) provided clarification on variations 

evident in TA research, providing greater clarity on what they believed 

constituted reflexive thematic analysis. They emphasised the imperative for 

alignment between a researcher’s epistemology, ontology, and axiology 

standpoints to provide a robust application of reflexive thematic analysis (RTA).  

The multiple phases of reviewing, considering, and interacting with data to 

develop meaningful generation of themes was supported by subjective 

engagement and interpretation of data. Subjectivity is a key feature of what has 
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been referred to as “successful reflexive thematic analysis” (Braun & Clarke, 

2022, p. 55). 

Reflexive thematic analysis resonated with my research philosophical 

perspective and offered a comprehensive nuanced approach to the analysis of 

the remaining interview data. Braun and Clarke (2022) describe the RTA 

approach includes six recursive and reflective phases involving prolonged 

engagement with the data and resulted in construction and interpretation of 

themes (Braun et al., 2019; Terry & Hayfield, 2025). 

Figure 4.2 

Six phases of thematic analysis by Braun and Clark 

 

Note: This figure titled Phases of reflexive TA was published in Terry, G., & Hayfield, N. (2025). 

Reflexive thematic analysis and men's embodiment following injury or illness: A worked 

example. Anatomical Sciences Education, 1-9. https://doi.org/10.1002/ase.70058 CC BY-NC-

ND 4.0 

Phase 1 familiarisation with the data involved reading through the transcripts to 

gain an initial sense of the interview data followed by prolonged engagement re-

reading to familiarise myself with the data. This manual analysis followed a 

process outlined by Owen (1984) identifying three criteria within the transcript: 

1) recurrence, 2) repetition, and 3) forcefulness to be considered in relation to 

the overarching research questions.  
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I also created a spreadsheet for each transcript that included columns for each 

of Owen’s criteria, a column for relevance to the research questions and a 

column for my emergent ideas (see Figure 4.3). To support ongoing and 

efficient reengagement with the data, spreadsheet entries noted the page 

number, the word, phrase or sentence, the related research question(s) and a 

brief descriptive comment. 

Figure 4.3 

Example of Recurrent Ideas and Repeated Phrases 

 

These criteria explained by Zorn (n.d.) identify recurrence when two parts of the 

transcript have the same meaning but not necessarily the same words. This 

provides a mechanism to differentiate between salient and background 

elements within the transcript to identify implicit themes.   

Repetition requires the exact words, phrases, or sentences to be repeated (see 

Figure 4.3).  Forcefulness requires attention to vocal inflection, emphasis, 

loudness or softness to either highlight or make subservient data elements (see 

Figure 4.4).  
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Figure 4.4 

Example of Forcefulness 

 

The process of analysis of an interview transcript involved underlining potential 

responses to the research questions. 

In Phase 2 of the thematic analysis generating codes, I inductively identified 

potential codes in the transcripts. A Miro board (www.miro.com) was used to 

organise and colour each interview separately before beginning to sort the data 

into initial codes and then concluding this phase by clustering the eight potential 

codes: Establishing the learning environments; Andragogy, heutagogy, 

pedagogy; Effective teaching and facilitation; Conviviality; Rich, realistic 

teaching and learning; Challenged and equipped; Covid as a disrupter and 

catalyst; Affect. 

This process enabled me to quickly visualize the phases and distinguish 

between pieces of data as the themes were being generated. Braun and Clarke 

(2022) note the importance of ‘playing and exploring’ the data and progressively 

identifying the significance of what the data is indicating with the Miro board 

process supporting this analysis. Key in this process is the identification of 

“patterns of shared meaning around a central organising concept” (Braun & 

Clarke, 2021, p. 331). As this doctorate is written by publication the iterative 

process throughout the analysis occurred as the cycles of role specific data 

collection concluded.  

http://www.miro.com/
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Themes were constructed (Phase 3 of RTA) and captured the “essence and 

spread of meaning” (Braun et al., 2019, p. 845); they draw together disparate 

data, may clarify meaning of large sections of data and may represent the 

analyst’s interpretation of meaning in the data . 

Themes were refined (Phase 4 of RTA) using a Miro board to support easy 

clustering and manipulation of codes to link to the transcript text. Phase 5 RTA 

involved naming and defining the final themes with the relevant transcript text 

for each item of data before writing Phase 6 (in Chapters 5, 6 and 7).  

From the analysis of interviews with teachers the 12 themes included: 

Supporting and challenging students; Designing for teamwork and maintaining 

continuity; Bringing research into authentic learning space; Student activity and 

indicators of learning; Transformations in course design; Maintaining design 

continuity; and Improvisational theatre.  

Analysis of student data generated seven themes: Becoming aware of extended 

boundaries in learning; Students value agency and autonomy; Purposeful 

structure and curated content; Disrupted connections with peers and lecturers; 

Rich, realistic teaching and learning; Challenged and equipped; and “Making it 

light-hearted” - Conviviality. The themes in each case study were refined during 

the writing of each chapter and are presented in Appendix 6. 

Six themes were presented in the published book chapter for Case Study 3 – 

Social Work: Aotearoa New Zealand Context, Enacting a Māori worldview, 

Whanaungatanga, Aotearoa identities, racism, privilege and historical trauma, 

Decolonisation – Mana-enhancing practice, Te ao Māori worldview – Pā 

harakeke framework. 

Analysis of learning environments 

In the previous chapter the Activity-Centred Analysis and Design (ACAD) 

framework (Goodyear & Carvalho, 2014) was identified as an effective way to 

examine complex learning environments and is thus appropriate for this multiple 

case study research.  
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A systematic approach using the ACAD framework (Goodyear & Carvalho, 

2014) was applied in the analysis of the learning environments in the current 

study. Central to this analysis is attention to relations between designable 

elements and emergent learning activities. As outlined in Chapter 3, the three 

distinct design dimensions of set, social and epistemic design establish the 

foundation for co-creation and co-configuration actions by the learners as they 

reconfigure the initial learning design conceived by the teacher, into non-

designable emergent components. 

The iterative process of ‘zooming in’ and ‘zooming out’ (Goodyear, 2020; 

Nicolini, 2012) was used to analyse the learning design in activities within the 

three case studies. This included a series of questions to focus on what is 

observed in varying actions and situations within learning moments. Such 

researcher observations are member checked with teacher-designer 

participants to broaden the perspectives and understandings. For example, in 

one case study observation I sent my observation notes and thoughts to the 

lecturers involved and they developed the details to include their rationale for 

specific content and actions. Application of the ACAD framework took place 

using a learning design observation template (Green et al., 2023) adapted from 

Fawns et al. (2021) and included a series of focused questions to initially guide 

the investigation towards details of what people are doing, saying and 

considering, and then looks outward to see how these learning design aspects 

are influenced by, or might influence, the design of hybrid learning generally 

(see Appendix 8). As I observed and later reflected on my observation of 

teaching events, I completed the aspects on this learning design observation 

template. I then sent these to the teachers for review and to gain their 

perspectives on what I had observed. The process of zooming in and out 

helped me to establish a detailed perspective of activities and clarified learning 

intent and pedagogical basis for what occurred within a learning session.  

Once the data analysis of the interviews and learning observations was 

completed, the representation of a quintain, in combination with inspiration from 

Stake’s cross-case analysis worksheet template provided a clear structure for 
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bringing the threads together into a cohesive whole to undertake a cross-case 

analysis of findings (see Appendix 9). 

4.2.6. Drawing the Research Threads Together 

The specific contexts surrounding each course, which were indicated in the 

periphery of each quintain, were examined and are described in Chapter 8. This 

supported the researcher to gain an understanding of what ways these contexts 

influence and are perceived by the people within the case. Stake (2006) 

contends that the interactivity between the situational, social, cultural and 

contextual influences and the functions of the case must be described as 

thoroughly as possible. This means that when differences become evident, 

within a case in comparison to other cases, these provide an opportunity for 

closer scrutiny. Stake refers to ‘looking for correspondence’ which entails 

looking for patterns when aspects or incidences are happening together. It is 

the recurrence of these ordinary happenings that are sought, and Stake notes 

that a broad sweep of what is occurring within a case enables the researcher to 

consider the influence within a particular case and how this affects each case.   

Using the Miro Board process described in 4.2.5, the cross-case data were 

collated and analysed to create a coherent, contextualised cross-case study 

identifying the central findings for analysis. Specific contexts surrounding each 

case, found in the periphery of each case’s quintain, along with the findings 

arising from analysis of the interview transcripts and observational data were 

then examined, described, and are presented in Chapter 8. This process of 

developing cross-case meta-themes involves the interpretation of the quintain 

for each case separately and then extends to analysis of findings across the 

cases to make assertions about binding and comparative elements across 

hybrid learning environments in higher education health contexts, within the 

setting of this research.  

4.3 Trustworthiness and Validity 

The usefulness of research findings beyond the confines of the original study is 

of paramount importance. For the findings of a research project to be of use to 

the wider research, academic and public communities, it is essential to account 
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for the decisions made by the researcher to present accurate findings, 

demonstrate trustworthiness and strengthen validity (Creswell & Creswell, 

2023). The authors note that it is important to distinguish between actions that 

are taken to ensure the accuracy and validity of quantitative research compared 

to the reliability of qualitative research vis the consistency of a research 

approach between a group of researchers or across research projects.   

Decisions made when developing a research project, such as doctoral 

research, are underpinned by the philosophical position of the researcher, their 

ontology, epistemology and the subsequent research design decisions made 

which then inform the choice of methodology and methods. While a quantitative 

researcher is primarily wanting to ensure that research decisions and findings 

are objective, avoid bias, can be repeated and replicated in other contexts, key 

aspects to support validity of qualitative research findings take a different 

approach. Creswell and Creswell (2023) outline eight strategies that can 

enhance the accuracy and trustworthiness of qualitative research findings:  

 Triangulation – this research incorporates data from multiple sources to 

build a comprehensive view on productive, hybrid learning environments. 

 Member checking – during the data analysis phase, I gave some aspects 

of my analysis back to specific participants for review and comment.  

 Rich, thick description – presentation of the case studies includes 

sufficient details to create a full and complex perspective. 

 Clarifying bias – reflexivity acknowledging my insider position as a 

qualitative researcher with expert knowledge of HE health learning and 

teaching environments, and how this insider position is likely to influence 

my interpretations of the data, therefore necessitating ongoing self-

reflection. 

 Presenting negative or discrepant information – along with presentation of 

research findings that support themes I also include data and findings that 

may be contradictory, but that accurately reflect the cases, contexts, and 

experiences within each quintain. 

 Prolonged time in the field – in addition to interviews and focus groups, I 

viewed course LMS resources before presentation, while embedded in, 
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and during live, synchronous teaching sessions. I took notes, zoomed in 

and out, and developed summaries based on my time in the teaching and 

learning spaces. 

 Peer debriefing – throughout my doctoral research there was cyclical 

interactions with my supervisory team who reviewed and challenged my 

plans, processes and outcomes. 

 External auditor – I have sequentially published findings from aspects of 

this research which have been peer reviewed and have presented this 

doctoral research for examination to gain objective assessments of 

validity. 

These multiple strategies contribute to challenging, refining, and supporting the 

validity of this research. 

4.3.1 Trustworthiness in Interview Analysis 

Given the briefness of the interview period with participants in the case studies 

(40 – 60 min) and the potential for the researcher to make false inferences 

about the interviewee’s experiences, attitudes, behaviour outside of the specific 

interview context, Maxwell (2002) cautions on the internal generalizability of 

interviews. Awareness of these potential limitations was important as I 

described, interpreted, and theorized on the participants’ actions, responses 

and perspectives. (See Appendix 5 for interview schedule questions specific to 

various research participants).  

4.3.2 Trustworthiness in Case Study Research 

Thomas (2016) asserts that generalisation is not a feature of case study 

research. The study of a particular case, or cases, cannot be representative of a 

wider whole because it is describing a particular event/case, with specific details 

and circumstances relevant to that instance. This aligns with Stake (2006) who 

contends that “the power of the case study is its attention to the local situation, 

not in how it represents other cases in general” (p. 8). Indeed, thick descriptions 

of a case, in its local context create a broad, comprehensive picture allowing 

subsequent analysis to consider similarities and differences between the cases 
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without confining aspects to be replicable across contexts (Creswell & Creswell, 

2023; Huberman & Miles, 2002). 

Flyvbjerg (2011) proposes that the decision to use case studies as a method is 

determined by the issue being examined and the circumstances influencing it. 

According to Flyvbjerg a common misunderstanding in qualitative research is 

that “one cannot generalize on the basis of an individual case [and the belief 

that] therefore, the case study cannot contribute to scientific development” (p. 

304). However, as the author notes the fact “that knowledge cannot be formally 

generalized does not mean that it cannot enter into the collective process of 

knowledge accumulation in a given field or in a society. Knowledge may be 

transferable even where it is not formally generalizable” (Flyvbjerg, 2011, p. 

305). In consideration of these aspects, the findings of this doctoral research 

project are likely to be of most benefit to the participants working in higher 

education learning environments and to those working in contexts similar to the 

cases, however, emergent design strategies that prove beneficial to learning 

and learner activities have the potential to inform future learning design. Indeed, 

as Flyvbjerg (2011) contends, case studies have an important role in developing 

the corpus of knowledge.  

4.3.3 Trustworthiness in Data Analysis 

This thesis is grounded in a social constructivist paradigm with an interpretivist 

approach. Lincoln and Guba (1985) suggest criteria for establishing 

trustworthiness in data analysis include considerations about credibility, 

transferability, dependability, and confirmability of the study. Therefore, analysis 

of research data to ensure reliability and validity is essential so that research 

findings can be trusted and when appropriate, useful for other research and 

contexts.  Nowell et al. (2017) argue that careful and detailed attention to these 

criteria provides a pragmatic process by which end users of research, 

stakeholders, researchers, and practitioners can understand and (re)use the 

findings and be assured of the research’s trustworthiness. Nowell et al. (2017) 

propose an enhancement of Braun and Clarke’s (2006) six phases of thematic 

analysis by incorporating Lincoln and Guba’s (1985) criteria for trustworthiness 

in each phase.  
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Braun and Clarke (2022) acknowledge the importance of reflexivity in thematic 

analysis in proposing the qualitative technique of reflexive thematic analysis 

(RTA). This aligns with what they refer to as Big Q qualitative research, 

whereby I use “qualitative tools and techniques within a qualitative paradigm” 

(p. 50). My interpretations of observations, interviews, course artefacts through 

the six phases of RTA are acknowledged as an important subjective resource 

essential for reflexive engagement.  

The use of Miro boards through these phases provided a transparent, flexible 

use of deductive and inductive analysis. I initially began with the research 

questions and literature review themes as a reference point and then through 

subsequent RTA phases, was grounded in the data during familiarisation, 

progressing to naming and defining themes, and then returning to the original 

locations of interview data to confirm my interpretations in the context of the 

transcripts. This process of transversing data forwards and backwards has been 

described by Braun and Clark (2022) as essential movement along a continuum 

of analysis.  

4.3.4 Trustworthiness in Findings 

In reflexive thematic analysis meaning and knowledge are understood as 

situated and contextual, and the researcher subjectivity is conceptualised as a 

resource for knowledge production (Braun & Clarke, 2024). This inevitably 

sculpts the knowledge produced and is a vital rather than a threat to be 

managed. Braun and Clarke (2022) assert that quality requires immersion in the 

data, creative and thoughtful interpretations of data meaning and the application 

of researcher insight.  

My doctoral supervisors have provided dialogic challenge throughout this 

research to enhance the trustworthiness of the findings. Additionally, my 

reflexive journal has captured my immediate thoughts and hunches during data 

gathering and has enabled ongoing reflection as I have proceeded through the 

data analysis phases. These practices enhance the quality of findings and are 

coherent with reflexive thematic analysis.  
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Richardson and St. Pierre (2005) note that gaining multiple views of reality 

supports the refractive process of crystallisation, and is likely to lead to 

complex, yet subjective, views of hybrid learning environments. The intended 

outcome of including varying strategies in this qualitative inquiry, such as 

triangulation of sources, within and across-case analysis, and thick description 

of findings is that altogether these have contributed to the rigor, validity, and 

trustworthiness of the research process (Stake, 2006). To ensure that each of 

these efforts contribute to valid and trustworthy research, it is imperative to 

conduct research that is ethically sound and to mitigate potential risks that may 

be present within the research process.  

4.3.5 Clarifying Biases and Reflexivity 

Cresswell and Poth (2018) acknowledge that research is value- and bias-laden 

and therefore, identifying the researcher’s values and biases is essential. My 

biases are evident in relation to my role within the study context and my values 

influence my views due to my: 

 significant long-term interest in hybrid and innovative learning. 

 early adoption of technology to test out its usefulness in learning 

environments. 

 view that experimentation with learning activities has the potential within 

health education to enhance competency in clinical settings, with the 

potential to, subsequently, improve patient outcomes. 

As an interpretivist I have explored the interplay between learning design, the 

students, the academic staff and learning activities, to better understand the 

social and community phenomena that occurred. Alongside this, I acknowledge 

the subjectivity of this research as my values and morals have influenced the 

research process. Indeed, Creswell & Creswell (2023) identify key features of 

qualitative research are the interpretation of research data and identification of 

themes through acknowledgement of these personal lens filters. 

As a qualitative researcher, multiple case study research afforded me the 

benefit of viewing these higher education hybrid learning environments from an 

insider perspective. Conducting qualitative research, being present within a 
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learning event and embedded as an insider, provided unique opportunities to 

collaborate with participants (Creswell & Poth, 2018; Denzin & Lincoln, 2018). 

However, being cognisant of evident (and prospective) challenges and 

mitigating their effects was an imperative. Indeed, Dwyer and Buckle (2018) 

reassert the thoroughly subjective nature of qualitative research and the 

importance of researchers occupying both insider and outsider spaces and 

acknowledging the importance of the space between these (Dwyer & Buckle, 

2009). 

My knowledge of these learning contexts might be considered a strength but 

can also be a challenge. The insider position can provide insights that may not 

be visible to an outsider but conversely, may create blind spots which could be 

obvious to an outsider (Denzin & Lincoln, 2018). These research theorists and 

experts note that reflexivity enables the researcher to review and acknowledge 

the influence of their role within an inquiry. Of specific concern within this 

research inquiry was the potential for positional power, coercion, and issues of 

compliance, and as such, it was essential for participants to have a sense of 

freedom to express their views with impunity. To address these potential 

issues the cases selected were ones in which I did not have any direct teaching 

nor access to grades, and participant involvement occurred by way of informed 

consent. 

An ongoing researcher reflective journal provided an aide memoir for reviewing 

the research process and the noting of ponderings for subsequent 

consideration. These informed my data analysis, discussion of the research 

findings and supported my ongoing reflexivity on captured impressions, 

hunches, salient aspects and supported moments of curiosity. In this qualitative 

research, the centrality of my subjective analysis of a what is recorded, 

observed, and noted was a fundamental precept of reflexivity that enabled me 

to engage deeply and broadly with the data and subsequent analysis (Braun & 

Clarke, 2022). 



 

107 

4.4 Ethical Considerations 

Given this research project’s engagement with people in real contexts in real 

time, during academic teaching semesters in the period between 2021 and 

2023, it was essential to ensure ethical practices guided the process 

(Carpenter, 2018). Ethics approval was gained from the higher education 

institution’s Human Research Ethics committee prior to the commencement of 

data collection. Ref: NOR 20-61 (see Appendix 7). This approval included 

consideration of how te Tiriti o Waitangi (the Treaty of Waitangi) principles 

would influence the research and Māori; the benefits and risks to participants; 

the use of recordings and screenshots and the maintenance of privacy and 

confidentiality, consultation with cultural advisors and dissemination of research 

findings. During interactions, culturally appropriate practices such as the hui 

process, which imbues Te Ao Māori principles of interaction, supported the 

development of a culturally safe, interview space respecting and acknowledging 

the contribution of interview participants’ expertise and mana (authority, status) 

to this research project. While the hui process provided a Māori-centred 

approach to the interviews, this culturally responsive, holistic approach can be 

appropriate to people of varying cultures. 

When conducting research, it is imperative to ensure that all participants are 

able to provide informed consent and participate without coercion. In this 

doctoral research this involved providing information, including written, verbal 

and video, prior to any involvement in the research. Information provided to 

lecturers for the teaching session observation gave an explanation and rationale 

for use of the ACAD design for learning aspects that the study focused on (see 

Appendix 6). The participant information and consent form acknowledged that 

participants had the right to withdraw at any stage prior to the commencement 

of data analysis. The research information included a provision for the lecturer 

or the students to request the observation to stop if they felt uncomfortable and 

for it to resume at their discretion. This did not eventuate during research 

observations. 

It was proposed that observations and focus groups were pre-empted by the 

researcher providing a short, in class, presentation on the research project and 
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inviting students within the course to participate in a focus group interview. 

However, due to two courses being delivered in the online environment and one 

course required to transition to online due to Covid-19 physical distancing 

requirements, I recorded a short video presentation of this research, and it was 

introduced to the course students by their course coordinators. Participants who 

subsequently indicated an interest to participate in this research were then 

provided with digital information on the research project and completed a 

consent form prior to interviews or focus groups. Informed consent was gained 

without coercion or pressure to join the study. Students were not approached 

individually to participate in focus groups. In acknowledgement of the 

participant’s time for involvement, a $20 supermarket voucher was provided.  

The interview/focus group was recorded with their permission on the consent 

form. Confidentiality and anonymity of participants was ensured by adopting a 

nomenclature that identified their role and nominal order of enrolment in the 

research. Academic staff were identified as P1-19, and student participants as 

SP1-11. To ensure confidentiality I maintained secure, password protected 

access to the original audio recordings on a HE institution owned computer, 

with a backup copy stored on the institution’s cloud server. A transcriber 

confidentiality agreement was completed for the transcription processing. 

Interview recordings and transcripts are to be destroyed at the completion of 

this research project. I observed the synchronous Zoom classroom video 

recording which was located within the institution’s learning management 

system, by the course lecturer. 

Anticipation of potential ethical issues combined with robust procedures to 

mitigating risk to research participant is a hallmark of excellent research. Ethical 

issues can arise at any point in a research project, and careful, thorough, prior 

consideration of these can ensure that the research findings are robust, and 

that all involved are afforded protection from potential and real risk resulting 

from participation.  
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4.5 Challenges 

The arrival of the Covid-19 pandemic in March 2020 created challenges and 

opportunities for this research. Due to Covid-19 physical distancing restrictions, 

the interviews were planned to be either in-person, adhering to spacing 

requirements, or online using one of the available online meeting tools.  

Interestingly, two years prior to the pandemic, in their review of the use of online 

platforms for research projects Grech and Cassar (2018) highlighted the 

imperative of considering the challenges of participant familiarity with the online 

tools in use for research, keeping participants engaged over the research 

period, providing a safe environment for interactions and the loss of 

observational aspects in comparison to a face-to-face research environment. 

These authors counter this potential challenge by highlighting the benefits of 

asynchronous participant engagement which allows for involvement that suits 

each participant’s personal situation in terms of where, when and how they 

engage.  

However, the interviews in this study took place after the initial Covid-19 

experiences of lockdowns and physical proximity restrictions. This meant that 

participants experienced increased interactions using online meeting tools and 

demonstrated fluidity in their use. There were minimal disruptions to the 

interviews taking place, with one participant (SP4) joining a focus group from 

their car as this enabled them to be involved during a break in their workday, in 

a private location.  

An overview showing the influence of Covid-19 on the higher education 

institution, healthcare, political and educational contexts is shown in Figure 4.5. 
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Figure 4.5 

Covid-19 Overview 
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4.5.1. Co-writing of Publications with Supervisors and Research 

Participants  

One of the challenges in this research was to make sure the analysis and 

interpretation reflected participants stances. As this is a thesis by publication, 

this consideration was particularly important during the writing of the book 

chapter titled Indigenous learning practices: Creating reflective spaces for 

growth and transformation (see Chapter 7). The chapter, co-authored with the 

participant teacher-designer, required extensive supervisory conversations on 

how to balance research integrity, the anonymity of the participant, while 

respecting and being culturally responsive to Māori practices and worldviews. 

Chapter 7 describes a case embedded in te ao Māori (Māori worldview) and 

mātauranga (Māori knowledge) that reflects the design expertise of the lecturer 

involved. My position as Tangata Tiriti, (person of the Treaty) meant that my 

understanding of what occurred was filtered through this lens and I had to 

carefully consider and check whether I was representing an authentic 

experience and culturally honouring the essence of these learning events in my 

analysis. To ensure that my interpretation of observations accurately reflected 

and honoured indigenous practice, I gained permission from the participant who 

enthusiastically and willingly undertook regular member checks as Tangata 

Whenua (person of the Treaty) and also with a cultural advisor, throughout the 

writing process.  

This research has been undertaken in a part-time capacity as part of an 

academic, full-time role and as such managing competing requirements of both 

commitments has been challenging. However, the opportunity to arrange 

interviews and observations with people at a time and place that suited them, 

along with time to sit with the data and write publications over my enrolment 

period (six years) has been advantageous. This time period has given me the 

opportunity to observe, study and reflect on the changing landscape in higher 

education health education contexts through the pandemic and beyond.  
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4.6 Summary of Chapter 

This chapter has discussed the epistemology, research design and approach in 

this research. A case has been made for aligning this research with multiple 

case study methodology (Stake, 2006) and the justification of research 

methods, data analysis processes, including ethical considerations, role of 

insider research in this qualitative research, and the challenges encountered. 

This chapter has outlined the methodological approach and methods used to 

explore productive, hybrid learning environments in higher education health 

contexts. By aligning with multiple case study methodology (Stake, 2006), the 

research uses qualitative methods, including observations, interviews, and 

focus groups, to collect contextual data from three undergraduate health 

education courses. Alongside the Activity-Centred Analysis and Design (ACAD) 

framework, reflexive thematic analysis was used to guide the systematic and 

iterative analysis of data. 

The concept of the quintain, central to Stake’s methodology, provides a 

cohesive structure for examining the shared and unique characteristics of the 

cases, enabling a cross-case analysis that maintains the integrity of each 

individual case while addressing the overarching research objectives.  

Reflexivity and strategies to enhance trustworthiness and validity were integral 

to the research process, ensuring the credibility of the methodological 

approach. Ethical considerations, including cultural responsiveness were 

carefully addressed to ensure the study adhered to rigorous and respectful 

research practices. 

Together, these methodological elements form a robust and coherent 

framework that ensures the research process is systematic, culturally 

responsive, and aligned with the overarching objectives of exploring hybrid 

learning environments in higher education health contexts.  

The following chapters present and discuss the case studies in this research. 
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Chapter 5. Case Study 1: Rich Realistic Clinical 

Learning 

 

5.1 Introduction 

To successfully work in the health profession students need to learn how to 

navigate the complexities of providing acute care in real-life clinical settings. 

This case study focuses on productive, hybrid learning environments for the 

enactment of rich and realistic clinical learning. The case explores the design of 

a course with 152 year-3 nursing students, who are spread geographically 

across three locations. The case also includes a discussion about the need for 

teachers to re-design elements of a course after a major unexpected event. At 

the time of data collection and for the duration of the semester, Covid-19 

pandemic restrictions resulted in most of the teaching and learning content 

pivoted online via the LMS with asynchronous interactions, or synchronously in 

Zoom sessions that were also recorded for those unable to attend. The analysis 

of this case study explores key elements in clinical education through 

observations and interviews with students, lecturers, and associated academic 

staff. A discussion records participants experiences of the course at a particular 

time when adaptations to existing design, alongside wellbeing, emotional and 
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economic concerns were intrinsic to the learning activity that unfolded during 

the pandemic.   

The original course design facilitated students’ engagement on campus with 

theoretical and lab content taught over a 3-week period followed by 6-weeks of 

clinical learning experience in health organisations occurring before they 

returned to the university campus for another 3-weeks of theory and labs, that 

included a focus on simulation of patient deterioration. This high fidelity 

simulation experience was especially important because it integrated course 

content and provided an opportunity to review knowledge and skills in 

preparation for a further 3-week clinical learning experience (see Figure 5.1). 

The course organisational structure in this case functioned in rounds of theory-

clinical learning experience-simulation for the duration of the semester and 

finishing after the final clinical learning experience.  

Figure 5.1 

Cyclical Organisation of Learning 

 

Drawing on interviews with lecturers (Green, 2022, Appendix 11), the ACAD 

framework and the Aotearoa Design for Learning framework domains, this 

chapter introduces key elements of the course design.  I observed a group of 10 

students and two teachers and analysed the simulation session in detail. 

Participant perspectives were analysed, and key themes were generated. The 

chapter summary highlights the synthesis of key design elements and emerging 

issues represented in the Case Study 1 Quintain.  

Clinical 

learning 
experience

Simulation

Theory
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5.2 Researcher Presence in this Case Study 

In Case Study 1 – Nursing, I was an observer within the simulation setting, 

physically positioning myself on the fringe of the simulation space, near the 

outer edge of the two rooms that were used on the day. I was aware that 

simulation can cause some students to have performative anxiety (García-

Fernández et al., 2025) and I did not want to contribute to this. As the scenario 

unfolded, the student participants appeared to become absorbed in what was 

happening with the patient’s unfolding health status and did not engage with 

me. It seemed my presence was not influencing their actions and reactions to 

the simulation.  

After my observations of the teaching session, I completed my record of events 

in the observational protocol focusing on details (see Appendix 8).  The 

teaching team reviewed and edited the record and offered their insights to make 

sure that I had accurately captured the details and intent of the session’s design 

for learning.  This process contributed to the trustworthiness and validity of my 

observational assertions.  

During data analysis I followed the reflexive thematic analysis process (see 

Chapter 4. 2.5) proposed by Braun and Clarke (2022). This included 

familiarisation with the data, initial code generation, theme construction, theme 

development, theme naming and defining and writing up. I had ongoing 

discussions with my supervisors (LC, NB) to review and refine codes and 

themes to support the reflexivity, trustworthiness and the validity of the thematic 

analysis.   

5.3 ACAD: Framing Course Design Elements 

Multiple elements are part of the course design. These include epistemic 

elements that have previously been described, such as theory and practical 

content specific to clinical settings (Epistemic design). Learning activity might 

occur in different learning settings. including online via LMS or on Zoom, during 

clinical learning experiences or in a simulation lab (Set design). Students might 

also engage in other informal learning settings (e.g., cafes, library, home, etc). 

In addition, there are various social arrangements, where students might be 
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asked to work individually, in small groups or as a whole cohort (Social design) 

(Table 5.1).   

Table 5.1 

ACAD Elements 

Epistemic Set Social 

6-weeks theory  

Zoom lectures, SDL 

Lab content SDL  

2-hour simulation  

9-weeks clinical 
learning experience 

LMS (video, PDFs, H5P) 

 Zoom tutorials (cameras, 
laptops) 

Simulation lab - charts, vital signs 
monitoring and equipment, white 
board 

Clinical learning experience 
(Work-integrated learning) 

Whole cohort 

Campus cohort 

Lab groups (10 -15) 

Individual 

Peer support 

Tutor support 

Clinical tutor support 

Clinical mentor 

 

In addition to the ACAD elements within the case, details aligning with the 

Aotearoa Design for Learning framework domains incorporating a cultural frame 

of reference were evident (Table 5.2). 

Table 5.2 

Aotearoa Design for Learning (AD4L) Framework Domains and Evidence 

Taha Wairua Taha Whānau Taha Tinana Taha Hinengaro 

Beliefs about 
learning essentials 

Relationships to 
assist learning 

Setting 
psychosomatic 
influences 

Cognitive process 
changes 

Identifying key 
learning 
expectations 

Observing others 
supported own 
engagement 

Feeling comfortable 
collaborating  

Prior experience 
enabled effective 
practice 

Communicating 
learning design 
supports effective 
teaching and 
learning 

Teachers assessing 
distress and 
supporting students 

Normalising anxiety 
in challenge 

Recognition of 
patient deterioration 
irrespective of cause. 

Fundamentals of 
care 

Pairing similar 
students together 

Recognition of 
underlying anxiety 

Questioning prompts 
critical thinking and 
clinical decision 
making 
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Four hours of observation surrounding a simulation session where the students 

interacted with a ‘patient’ manikin informed a critical part of the data that was 

gathered and analysed. Although prior clinical learning experiences may not 

have provided an opportunity for all students to manage a patient’s deteriorating 

condition, during the simulation they can apply their knowledge and collaborate 

with each other. By sharing knowledge of common body system assessments, 

expected assessment parameters, and the fundamentals of patient care, 

students have an opportunity to collaborate about nursing care over the 

duration of the scenario with guidance from the teacher. 

The simulation space in resembling a realistic setting, such as a clinical ward, 

assists students to become familiar with common nursing settings. The set up in 

this case includes a high-fidelity manikin in a post operative ward bed space 

(Set design). 

Figure 5.2 

Nursing Simulation Bed Space with Manikin 

 

For the simulation session, the teacher sets up a space with expected hospital 

furniture, monitoring equipment (e.g., blood pressure cuff, sphygmomanometer, 

thermometer, stethoscope, hand hygiene, sharps container, chest drain, IV fluid 

pump), and documentation typical of clinical environments (e.g. vital signs 

charts with early warning score (EWS) processes, medication chart, fluid 
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balance chart) (see Figure 5.2 and 5.3). Electronic monitoring displays the 

recording of a patient’s deteriorating vital signs during the simulation scenario 

(Set design). 

Initially, the teacher gives a 10-minute briefing to orientate the group of students 

to the patient scenario (Epistemic design). In this case, post-operative trauma 

patient Rose, has had a chest drain inserted to treat a collapsed left lung and 

has rib fractures after a mountain biking accident. Students are briefed on the 

bedspace equipment and documentation. The teacher provides a patient 

handover (ISBAR format2) typical of those given in clinical environments when a 

patient’s care is passed on another healthcare professional (Epistemic design). 

Students sit in a semi-circle away from the bed space to observe the simulation 

while taking turns, in pairs (Social design), to come into the bedspace area (Set 

design) and assume the role of year-3 nursing student assigned to care for 

Rose (Social design). There are five phases of care occurring over a 30-minute 

period, during which the patient’s condition deteriorates and results in a Medical 

Emergency Team (MET) call for assistance in the final phase (Epistemic 

design). 

The simulation is followed up with a 60-minute reflective debrief using the 

“Debrief for Meaningful Learning’ (Dreifuerst, 2015) process worksheet and 

leads to the group developing a whiteboard summary of the patient’s care 

(Epistemic design). The teacher (P9) notes they ignored planned lesson timing 

and “aimed for a 45-minute scenario leaving us a solid hour to debrief”. This 

revision emphasises the importance of the debrief for post-scenario learning. 

5.4 An Evolving Learning Design 

As mentioned above, the observation took place at a particular time when there 

was a requirement to move delivery of content to an online format because of 

Covid-19 lockdown restrictions and the need for physical distance from another 

person in the classroom on-campus. To minimize time students and lecturers 

were collocated in a physical space, some learning resources and lectures were 

                                            
2 ISBAR – Identify; Situation; Background; Assessments; Recommendation  (Haddeland et al., 
2022) 
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shared online and via Zoom sessions prior to students’ engagement in the 

simulation lab. PowerPoint presentations, with the teachers speaking to the 

slides, accompanied by a topic workbook were available in the LMS prior to the 

synchronous Zoom session. This session was recorded and available to 

students on the LMS.  

Due to changing Covid-19 levels and regional lockdowns, there was uncertainty 

about whether to bring students onto campuses for in-person simulation labs. 

Three weeks prior to the scheduled on-campus simulation, teachers were still 

considering alternative plans in case the lab lesson needed to be delivered 

online. They contemplated the potential of repeating the setup used with a year 

1 course, in the previous year, when teachers enacted the simulation roles in a 

campus lab and were observed by students via live stream webcams in a 

synchronous, Zoom session.    

However, revised Covid-19 restrictions and lifting of university mandated 

physical distancing requirements, combined with the imperative to ‘see’ 

students’ interactions with each other within this scenario lab, enabled this on-

campus session to proceed. The 2-hour ‘acute, post-operative, deteriorating 

patient’ simulation occurred late in the semester after the initial block of theory 

and clinical learning experience and immediately prior to the final 3-week 

clinical learning experience.  



 

152 

Figure 5.3 

Scenario Room Setup 

 

The students worked in pairs through each phase of the scenario (Social 

design) responding to the handover given by the teacher and assessing the 

patient’s condition using known body system assessments, the equipment 

provided, and documenting their findings. Some pairs worked independent of 

each other, while other pairs worked collaboratively with one student focusing 

on assessing the patient and the other documenting findings and providing 

feedback based on their clinical judgement of the patient’s condition. Initially, 

pairs talked quietly together and at times moved inefficiently between the 

patient and the documentation table (Taha Tinana). However, as the scenario 

developed and students became aware of expected simulation actions, there 

was increased fluidity and coordination in their actions and reactions to patient 

assessment and deterioration (Taha Whānau). Pair three examined the patient 

and assessed a dressing on a leg wound. They also identified an issue with the 

chest drain and whispered to each other [inaudible]. The teacher intervened to 

prompt them, asking if they wanted to ‘phone a friend?’ [i.e. tap into the 

knowledge of their observing peers]. A peer suggested they check if the Early 

Warning Score (EWS) was increasing [a sign of patient deterioration], which 
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resulted in them following the EWS escalation protocol and calling the medical 

house officer. 

When it appeared that a pair were ‘stuck’, the teacher asked the students a 

question to prompt their thinking. For example,  

What is the early warning score? [an indicator of deterioration]. 
Are you happy with that score? (P10) 

I might talk them through the ABC [Airway, Breathing, 
Circulation], trying to orientate them to what they’ve done well 
and where to go next, or to direct them. (P9) 

The patient in this scenario had rib fractures and a chest drain. As such, a 

respiratory assessment and the use of a stethoscope to listen to breaths sounds 

was an expected action (Taha Wairua). However, at this stage of the simulation, 

although student pairs recorded vital signs that indicated declining respiratory 

status and noted deterioration on the EWS chart, none of the initial pairs 

conducted a respiratory assessment. The fourth pairing included a student who 

had been in an intensive care unit (ICU) for a prior clinical learning experience 

and asked the patient questions to increase their understanding of her current 

condition. In this instance, the teacher provided the ‘voice’ of Rose (Epistemic 

design). The student picked up the stethoscope and listened to the patient’s 

breath sounds, identifying reduced sounds in the left lung indicating patient 

deterioration (Epistemic design). The student pair discussed the findings with 

each other, and the student documenting vital signs identified the EWS was 9 

indicating the need to call the Registrar [a senior doctor] (Emergent / Co-

creative activity). This student’s prior experience in the ICU guided their actions 

to conduct previously learnt and practiced body system assessments. Noticing 

reduced breath sounds, the lack of movement in the chest drain, and the 

patient’s increasing EWS score led them to escalate their concerns (Taha 

Hinengaro).  

Rarely does a nurse work in isolation in a post-operative, patient care situation. 

In this simulation listening to the patient’s perspective is key to working 

collaboratively to enable escalation of care to other healthcare professionals as 

the scenario progresses.  
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Most students haven’t actually thought about interventions they 
can do or how long is too long to wait for the doc [doctor]. (P9)  

This scenario supports students to develop skills in dealing with socialised 

medical hierarchies within acute settings that they will likely experience (i.e. 

hospital over-capacity, delays in consultations), ‘keeping it real’ (P10).  

After the five phases of the scenario were completed, the 10 students moved to 

a workshop room with a large whiteboard (Set design). The teacher facilitated a 

reflective debriefing session using Dreifuerst’s (2015) ‘Debriefing for meaningful 

learning’ worksheets focused on their experiences within the simulation 

(Emergent / Co-creative activity). As the student reflected and wrote down their 

experiences they were guided to consider:   

What is the first thing that comes to mind about this simulation 
experience? What went right and why? What would you do 
differently and why? What do you think is going on for Rose? 

This process of reflection, followed by teacher-facilitated group feedback and 

discussion appeared to allay potential performance anxiety instead normalising 

moments of uncertainty and recognising effective actions (Taha Tinana). As the 

discussion proceeded with a growing level of engagement and collaboration, 

the teacher documented the patient care scenario on a whiteboard (Figure 5.4) 

while students drew on the knowledge and skills they had developed in the 

Bachelor of Nursing programme (Emergent / Co-creative activity).   
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Figure 5.4 

Whiteboard Debrief Summary 

 

Key: Blue = Key presenting issue; Red = Risk; Green = Nursing intervention; Black = ABCDE clinical assessment framework
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The students and teacher explored the scenario, using various coloured 

markers to distinguish between aspects of care e.g., blue pen for key 

problems/issues the patient presented with, red pen to identify risks, green pen 

to identify nursing interventions for each problem/issue and ongoing 

assessments to track improvement or deterioration (Set design). Mapping these 

elements linked to a well-known clinical assessment format discussed in the 

previous day’s Zoom Lecture – ABCDE (Airway, Breathing, Circulation, 

Disability, Exposure/Escalation – black pen) assisted students to restructure 

their approach to the nursing management of a deteriorating patient in the 

future, irrespective of the basis for the deterioration (Emergent / Co-creative 

activity / Taha Hinengaro).  

5.5 Case Analysis and Discussion – Academic Staff 

I interviewed six academic staff including the course teacher-designer (P5), 

simulation teaching staff (P9 and 10) and associated academic staff (P12, P14,  

and P17) to gather their views about the course design and their perspectives 

on productive, hybrid learning environments. Key emerging themes in the 

context of rich realistic clinical learning included issues associated with 

supporting and challenging students; designing learning activities that support a 

teaching team while maintaining continuity of teaching across campuses; 

incorporating current research to develop authentic learning environments, and 

the importance of identifying indicators of student learning. First, building on 

findings from the systematic literature review, the theme of supporting and 

providing learning challenges is explored. 

5.5.1 Supporting and Challenging Students 

Teachers within this course noted the importance of establishing emotionally 

safe learning environments in which students can experience positive 

challenges and experience support as they collaborate with each other 

(Epistemic and Social design). Feeling safe becomes especially important as 

many students may arrive at a session with underlying anxiety or feel stressed 

(Taha Tinana).  
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I have noticed most strongly over recent years is the increase in 
things like anxiety... and depression. I've been in tertiary 
education for a very long time now and it's worrying how many 
students will disclose about anxiety... it's very noticeable that 
difference... that's happened over the years... it certainly feels 
much more prevalent in our student population... I've certainly 
noticed financial stress on them too, which puts a big burden... I 
think they're time poor, because so many of them are working as 
well. (P14) 

Given that a simulation session may provide a positive challenge for some 

students while conversely creating distress for others, teaching staff must 

assess and respond to individual student needs in the simulation moment 

(Social design / Taha Whānau). A simulation session provides students with 

repeated opportunities to observe and practice specific knowledge and skill 

actions (Epistemic, Set and Social design) and can contribute to future safe 

patient care (Shorey et al., 2018). Such repetition enables students to apply 

their developing skills in a practice setting (Emergent / Co-creative activity), co-

configuration before applying them ‘live’ on real patients in clinical 

environments, and, in this case study, to bring skills from their prior clinical 

contexts, and apply them in a complex, patient scenario (Emergent / Co-

creative activity). One of the teachers in this case study identified these 

simulation principles: 

It’s a safe place. You would never want them to go out into clinical 
and have to do a patient assessment for the first time, like that, 
without actually going, ‘stop, this is what you need to be doing’ 
and then working through that whole cycle of learning for the 
students. (P5) 

In considering individual student’s challenges within a safe learning 

environment, P9 notes,  

I try to keep it safe, I know especially with those third years, you 
don’t pair up an introvert and an extrovert. Or, have a super 
dominant pair after a quiet pairing. So that the student feels okay 
within the simulation (Social design / Taha Whānau).  

The teacher (P9) in the observation had previously discussed the use of 

question prompts to challenge students’ thinking and clinical decision-making.  
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“Okay, you’ve done well. Where do you want to go next?... So 
what are you looking for with the chest drain?”  “What do you 
want to do? Do you want to call someone?” “Okay, what are you 
thinking?” (Epistemic design / Taha Hinengaro)  

Supporting students is a complex endeavour with teachers being mindful of 

responding flexibly to actions in the simulation scenario. The teacher noted that, 

at this point, most of the other lab groups ‘were flapping! So, I 
threw lifelines I threw lifelines to most groups after they had done 
a set of obs [recording of vital signs: pulse, blood pressure, 
temperature, oxygen saturation, pain]. What are you going to do 
while you wait for the registrar [doctor] to turn up? Can you push 
the emergency bell? (P9) (Epistemic design / Taha Hinengaro)  

The teachers in this course referred to these types of prompts and interactions 

between the teacher and students, as contributing to students feeling 

challenged, supported and stretched in their learning (Taha Hinengaro). 

5.5.2 Designing for Teamwork and Maintaining Continuity 

A second theme identified from interviews with teaching staff related to the 

importance of teamwork within the teaching team. When there is a range of staff 

teaching the same topic or session, what occurs within the session will differ 

due to the teacher’s knowledge, skills, experiences and confidence (INACSL 

Standards Committee et al., 2021), combined with the students’ actions, 

reactions and contribution to the knowledge of others. As teaching staff interpret 

the learning outcomes and session plan there can be varying understanding of 

core content, resulting in inconsistency of delivery and of student experiences.  

Such heterogeneity is inherent to design for learning; it relates to how teaching 

and learning activity unfolds as an Emergent and Co-creative activity in learning 

environments. This was evident as P5 recalled a previous year’s course in 

which they observed colleagues facilitating a repeated simulation and debriefing 

session with students. P5, an experienced simulation facilitator, had conducted 

the first simulation and debrief. Subsequent simulations were run by a clinical 

expert who was not proficient with the simulation pedagogy and was unfamiliar 

with the importance of specific design elements within the simulation. This led to 

the realisation for P5 that there was often insufficient time for professional 
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development to adequately prepare teaching staff to facilitate simulation 

sessions effectively.  

When you get some person who’s new, or filling in for you, to do 
the simulation, depending on the education that person has had 
around how to do the simulation, the students could have a 
completely different experience. (P5) 

In talking about the simulation session, P9 noted that across the campus sites, 

two of the staff have never done this before, two others have minimal 

experience. Communicating learning design decisions to new staff or those 

unfamiliar with learning activities supports teaching teams to be effective, 

maintains course continuity, and ensures design intent is retained (Taha 

Wairua).  

It's so worth investing time into getting these new staff engaged...  
in the big picture stuff, the stuff that actually is the pillars of the 
learning and teaching design in this programme. If people don't 
understand, then there’s risk that would be something that puts 
an excellent design in the [names degree programme] under 
threat. (P17) 

Involvement of teaching staff who are unfamiliar with rationales for inclusion or 

exclusion of topics and content within a course heightens the risk of content 

overload or “content creep”. This phenomenon occurs when additional content 

is included, or conversely perceived unnecessary content is removed, without 

acknowledgement of the original intent of design for learning. Despite well-

meaning intentions, changes to course content can result in a loss of focus. 

incoherence in course content and design for instruction rather than design for 

learning (Barr & Tagg, 1995). 

The observed simulation activity played a pivotal role in this course, drawing 

multiple threads of prior learning and clinical learning experiences together, 

making it imperative that new staff understand their role in the overall course 

design. To enhance consistency across the campuses delivering this course, a 

briefing meeting was organised by P5 to prepare staff on simulation content, the 

underlying philosophy, the plan, the phases, the ‘debriefing for meaningful 

learning’ process, and the learning outcomes. As P9 remarks: 
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I’ve never done it like this; we’re complete novices to this.... If 
you’re not mentored into a new way of doing things, you go, 
“Okay, this is what I’ve got. How does it make sense in my brain 
and my way of operating as a teacher. So how can I mobilise 
this?” (P9) 

The evolving learning design in response to Covid-19 variations in lockdown 

restrictions meant the simulation session I observed was also the very first time 

in the semester that these students and teachers were together in an on-

campus teaching space.  

P9 considered the semester’s course had “lost a significant amount of facilitator 

teaching time”, with fewer opportunities for lecturers to be collocated in the 

same learning space as their students and to see students around a lab 

bedspace. They compared previous on-campus sessions with current 

experiences: 

standing students around a group and directing them and just 
steering their ship when they get a little bit wonky. That’s lost... 
I’m blind, I don’t even know if they’re doing it together! They are 
probably all doing it as individuals [speaking of the course’s 
asynchronous, online learning activities]. (P9) 

This teacher expressed concern that due to the students being 
taught remotely in an online format, the students’ knowledge and 
ability to work in a team environment was an unknown factor. In 
discussing the productive, hybrid learning opportunities 
associated with rich, real-life, clinical learning settings, teachers 
also recognised providing continuity and supporting teamwork 
was challenging in the era of Covid-19 changing circumstances 
(Taha Hinengaro). 

5.5.3 Bringing Research into Authentic Learning Spaces 

P5 identified the satisfaction of bringing research insights into teaching practice. 

After becoming aware of a nursing care framework that would translate well into 

the course, they described how it informed learning design elements and 

introduced fundamental considerations in nursing care. 

When I was in my discussion of my PhD, I came across that 
Fundamentals of Care framework. Which is a really good way to 
think about how you look after patients, and I can see how that 
Fundamentals of Care can really frame undergraduate nursing. 
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Because it doesn’t matter where you are, if you don’t do the 
fundamentals of care then you’re actually missing some 
components of nursing. (P5) (Taha Wairua) 

This framework (Kitson, 2018) is now introduced to year one nursing students 

and P5 noted it was incorporated into year three course introduction week and 

was evident in the student interactions with ‘Rose’ in the fourth pairing.  

Additionally, this course incorporates resources used in clinical practice, such 

as the Early Warning Score documentation, which research has indicated can 

significantly improve the outcomes for patients who are at risk of deterioration 

(Nadaf et al., 2025).  

You'd hope that they’d know that whatever they learned is 
applicable to their professional ... So, it's not just theoretical, but 
it is backed up by evidence, evidence based. (P12) 

This simulation is clearly focused on applying learning to prepare students for 

graduate professional practice. 

5.5.4 Student Activity and Indicators of Learning 

An important aspect of the ACAD framework is the acknowledgement of both 

designable (Epistemic, Set and Social) and non-designable (Emergent / Co-

creative activity) elements that contribute to co-creation of knowledge 

(Goodyear & Carvalho, 2014; Goodyear & Dimitriadis, 2013). In gathering 

teacher perspectives on student knowledge co-creation, P5 noted personal 

elation when indicators of learning were evidenced. 

Every year it’s amazing the stuff they come up with. It’s really 
cool. So, that’s the beginning of informing it, and then looking at 
how the Fundamentals of Care can inform their practice for 
working with people with an acute illness. (P5) 

During the simulation observation, the teacher (P9) used a large whiteboard to 

collate feedback from the group discussion (see Figure 5.4). She was interested 

in the students’ perspectives regarding: the main health issue; why it was an 

issue and the related risks this presented for the patient; consideration of how 

this might affect other body systems; and the corresponding appropriate nursing 

interventions. For each issue identified by the students, the teacher led them 
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through a series of clinical reasoning cycles as they considered pertinent 

information to guide nursing care. P9 commented on specific strategies used to 

scaffold learning, such as mapping the information: 

we put it all back together in the ABCD order to help them 
restructure their approach to a deteriorating patient in future. I 
love the mind-mapping of this, and we could have gone that way, 
or that way or that way! (P9) 

This flexibility is indicative of the emergent nature of design for learning in which 

the teacher can nudge learners into hoped-for knowledge application, but the 

final outcome is dependent on the learners and their synthesis of the learning 

activity. 

The teachers’ perspectives in this case study have highlighted the importance 

of careful design for learning to challenge students while supporting them 

through periods of knowledge and skill growth. Additionally, to maintain the 

integrity of the simulation pedagogy, the inclusion of professional development 

for new staff enabled effective facilitation of this learning activity. From the 

observation of this teaching event, the underlying foundation of ‘Fundamentals 

of Care’ research was evident in the co-creative whiteboard activity that brought 

together the foundations of care and assessment of vital signs into a cohesive 

and replicable approach for students to manage patient deterioration. In the 

next section, I explore the emerging themes from interviews with students in this 

course. 

5.6 Case Analysis and Discussion - Students 

The lifting of some Covid-19 lockdown restrictions allowed me to conduct a 

focus group interview with four students (SP8 – SP11) who participated in the 

patient deterioration simulation. One other student SP12 was unable to join the 

group and chose an individual interview on Zoom. These interviews occurred 

straight after the observed simulation activity (focus group, SP 8-11) and two-

weeks later (individual interview SP12). Gathering students’ perspective helped 

me to gain a more nuanced understanding of how the intended design 

intentions were perceived by students, what they valued, and how they 
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experienced this hybrid learning environment. There were six key emerging 

themes including awareness of extended boundaries in learning; students 

valuing agency and autonomy as they engaged with course content; recognition 

of purposeful course structure and the benefit of teachers curating content; 

disrupted connections with peers and teachers; the power of rich, realistic 

teaching and learning environments on preparation for graduate practice and 

the importance of learning challenges to equip students for clinical practice and 

professional careers. 

5.6.1 Becoming Aware of Extended Boundaries in Learning 

The interview data indicated students had a growing awareness of course 

related learning occurring not only within a teaching session but also happening 

in the pre-task activities and interactions with resources. They identified these 

items as useful in preparation for meaningful class activity and for later review 

and use in their professional practice.  These students valued the types of 

resources offered and the flexibility in having access to these resources at 

different points in time.  The presence of varying types of resources and 

opportunities for interactions with course content, as well as flexibility of access, 

all contribute to establishing a learning environment that supports student 

learning. 

The student interviews revealed the importance of priming the brain for learning. 

Students highlighted the need to read through or complete pre-learning tasks 

prior to a class session so that when they attended teacher-led sessions, the 

content would build on their initial understandings.  

...going through the lectures before they talk it through in class... 
So, you know what’s before class learning like your readings... 
helps when you go into the lecture where you’ve got some of that 
knowledge. And you’re like starting to connect the dots. (SP9) 

SP12 highlighted the importance of interactive, pre-learning activities by making 

the distinction between “actually engaged in the content, rather than just going 

through it”. 

There are short clips, they might explain a topic or talk about the 
patient that you’re working on, that part of the content. And then 
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it will go on to ask questions... There’s like little bits of sound 
throughout the workbook...I think when I just have to read 
something it doesn’t really sink in for me because, I’m not sure. 
It’s not that I’m not focused on it, but, it’s just harder to focus. 
Whereas if it’s someone talking to you you’re actually listening to 
what they’re saying, rather than just reading through and not 
actually paying attention. (SP12) 

For SP11, there were practical implications for planning out their week and 

blocking times for specific activities such as pre-learning, reviewing notes after 

classes, which enabled them to also maintain income-generating work.  

I tend to aim to do all of my pre-learning the day before the 
class...then after class I’ll go back, and I’ll fill in kind of everything 
else that I didn’t do... probably a couple of hours each day on 
each course... Monday to Friday is my set kinda study days 
because I do work part time. So, I also have to factor in that. 
That’s a big part of it as well. (SP11) 

These remarks show students engaging in a deliberate and organised way with 

the materials teachers have provided to prepare for and support their learning.  

5.6.2 Students Value Agency and Autonomy 

This theme revolves around students’ experiences of learning tasks that 

seemed designed to include a variety of both andragogical (Knowles et al., 

2020) and heutagogical principles (Blaschke et al., 2021). Such learning tasks 

offer adult learners opportunities to exercise their agency and autonomy to 

organise and manage their engagement with courses, resources and the 

completion requirements of assessments. In this case study, this manifested 

through the design of tasks encouraging students to organise personal study 

schedules, eventually translating into their appreciation of the unforeseen 

benefits, 

...it’s made me a bit more focused because in a group setting, I 
do get quite distracted... There’s no kind of going off and chatting 
to someone so I’m actually paying a lot more attention than I 
would maybe in a group setting... I feel like I’ve actually learnt 
quite a lot more than I would have otherwise. (SP12) 

Other participants highlighted the challenges in adjusting to increased 
heutagogical agency, which is characterised by their ability to manage 
their own learning: 
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I think a lot of it is trial and error to see what works for you...There 
was the expectation that you have to be constantly studying. But 
it really depends on how you manage your time and if you can 
manage it wisely and get everything done that you need to get 
done then there’s all this time that you have left over that you can 
use to do whatever you need to do. (SP11) 

Developing agency was reported by SP10 as a work in progress and not 

something that came naturally to all students. 

... a lot of the times I go down like a spiral, because once I start 
on something I can’t stop until it’s finished... It’s like never 
ending...Once you start with something and then it leads to 
something else, and then it’s like oh I don’t know this, and it 
doesn’t stop. But it’s okay. (SP10) 

It is important to notice that effectively managing course work requirements, 

family/whānau commitments and personal wellbeing, appeared to elicit diverse 

experiences from students. This might have been specially challenging in a 

period marked by health and economic concerns. 

Nevertheless, throughout the interviews with student participants, it was 

apparent they valued autonomy and agency, and their views and experiences of 

the courses seem to align with learning environments designed with the 

principles of andragogy (Knowles et al., 2020) and of heutagogy (Blaschke et 

al., 2021).  

5.6.3 Purposeful Structure and Curated Content  

Reconfiguring design for learning within hybrid learning environments requires 

careful consideration of how students might practically apply the knowledge and 

skills they are learning. Due to the emergency and evolving nature of the Covid-

19 pandemic, initially, lecture content within a Zoom classroom was often 

identical to that given in a physical lecture room, with minimal consideration 

given to how it might be modified to be more engaging or interactive for online 

delivery. Student participants talked about how they felt regarding the lecturer’s 

preparation of course content for rapid, emergency transition to fully online 

delivery in response to Covid-19 restrictions (Green et al., 2020), comparing the 

initial pivot to online with the subsequent year of delivery.   
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I’ve found that this year hasn’t been as bad. A lot easier to 
manage than it was in the first place and I think that is more about 
the lecturers having a bit more knowledge about how to structure 
an online course kind of thing...It’s a lot less about just putting 
everything online and it’s more about making content that is 
interactive...Whereas, ... when it first went online it was more 
about putting the lectures online. It wasn’t about... tailoring it to 
being online. The learning is a lot different when you have to do 
it online, it’s better as in-person. So just putting everything that 
was to be in-person online isn’t going to work. (SP12) 

Having those Zoom meetings and the classes online, they’re 
good but maybe some content that’s a bit more interactive. That 
actually gets us thinking a bit more than just sitting there in class 
taking notes and just listening. (SP11) 

These responses indicate the students’ awareness of the need for purposeful 

structuring of course websites and resources to facilitate effective teaching and 

learning. They recognised and appreciated the move towards interactive 

learning and staff identifying what would work best in different learning 

environments. 

5.6.4 Disrupted Connections with Peers and Lecturers 

Student interviews identified feelings of disruption associated with the 

pandemic, such as the perception of feeling safe (health wise) when learning 

via Zoom, managing the high course workload, which at times felt 

overwhelming, and feeling embarrassed when taking part in activities in 

teaching sessions. However, Covid-19 requirements for physical isolation led to 

students also feeling isolated and, although teaching continued in a large cohort 

via Zoom classes, necessary changes differed from initial expectations of the 

nursing degree interactions.  

I find that the Zoom groups across three campuses is quite 
overwhelming. Like a smaller group, 'cause I guess we all have 
discussions amongst each other... It's lonely.... I feel like through 
Covid and isolating at home there haven’t been opportunities to 
like debrief amongst your peers... When you think of nursing you 
kinda think like working together with likeminded people or 
people at the same stage as you’re at... I guess I was expecting 
to have more of like a social experience with nursing, rather than 
online. And it’s very like individualised I’ve found. (SP10) 
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For some students, these feelings of isolation remained even when there were 

opportunities to join peers in Zoom breakout rooms, as SP8 points out: 

you notice a lot more of like people from the same campus, they’ll 
talk. And then you’re just kinda on the outside going okay (SP8). 

Feelings of isolation were not only a result of physical isolation but also became 

metaphysical isolation influenced by student participants’ views of their learning 

experiences and perceptions surrounding what contributes to productive, hybrid 

learning environments. Some students were isolated while caring for sick family 

members or were recognised as essential workforce and were unable to attend 

scheduled teaching events. 

Students also highlighted some difficulties in establishing a convivial learning 

environment. For example, distractions in online sessions were found to be 

challenging and stressful in comparison to on-campus sessions,  

I just get quite stressed with the online aspect... like I like the 
face-to-face interaction. ‘Cause online learning there are so 
many little distractions... where the classroom sort of aspect 
you’re just in a class with everyone that’s doing the same thing. 
You can like bounce ideas off people. (SP8) 

Each of these aspects heightened the imperative for consideration of the 

emotional and cognitive load students were carrying, not just in relation to the 

course and course work, but also the underlying level of anxiety and stress that 

appeared to be a constant (Bennett et al., 2022).  

5.6.5 Rich, Realistic Teaching and Learning 

Students recognised the rich, realistic opportunities for teaching and learning in 

the course. For these nursing students, simulations allowed them to experience 

the practical application of knowledge. This was evident in several remarks: 

You get to take that theoretical knowledge and then take that into 
clinical or the SIM lab and actually apply it. Put it to practice. 
(SP11) 

This is the class that like makes me feel like I’m actually 
progressing towards being a nurse. Like I actually feel like yeah, 
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like if I got a job as a nurse right now I feel like I could do a pretty 
decent job. (SP8) 

That’s what this course is about... tying it all together so that you 
feel more confident when you are standing in front of 
someone...looking at them and being like oh, this is because of 
this, and this is because of that. But you get to practice it and 
learn about it before you see people. (SP10) 

These students emphasised the benefit of being in a protected environment, 

watching and learning from others in the safety of a simulation exercise.  

It’s more of like a safe space I guess, like you can make mistakes 
or not know what’s happening because it’s not a real person. And 
then you can learn from that afterwards ...it’s really good because 
it kind of brings forward things that I wouldn’t have even thought 
about. And say I would have ideas that maybe wouldn’t have 
occurred to anyone else kind of thing. (SP12) 

The outcome of this rich, realistic learning environment was students reporting a 

sense of being better prepared for their professional practice. Such 

environments supported students to recognise a patient’s vital signs and to be 

more informed and confident about the actions they take when acute care is 

needed.  

Recognising when someone is starting to deteriorate... 
something wasn’t quite right with her... I recognise the signs, I 
don’t know what it is but something doesn’t feel right...all the 
information that we were learning about in ICU, it wasn’t as new 
as I was expecting which was nice. And it was all just kind of 
clicking together as they were explaining it to me, and I was like 
okay, I learnt about that, I know what that is, I know what that 
means. So that was quite cool. (SP8) 

There were moments throughout like the week where I was 
working with the same person where I’d kind of have like this click 
in my mind where it was like oh that makes so much sense now. 
Like I guess I just don’t really think that I know things until I realise 
that I do... I definitely had a lot of those like light bulb moments 
on placement where I’m like oh I know what this is, and I know 
why we’re doing this now. (SP12) 

Overall, this theme explored how students valued rich and realistic learning 

experiences and recognised their importance for future professional practice. 
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There was a tangible sense of satisfaction described by year-3 students in 

interviews when they spoke about the knowledge and skills they had learnt over 

several courses and applying it in clinical practice settings. The students’ 

perspectives aligned well with what the lecturers had planned in the 

deteriorating patient simulation. This scenario brought the threads of knowledge 

and skills together into a cohesive whole in preparation for becoming a 

registered nurse.  

5.6.6 Challenged and Equipped 

This theme brings together aspects the students found challenging in learning 

and developing professional practice and recognises the benefit of collaborative 

learning for professional practice. A key aspect raised was the importance of 

sharing what one knows and learning with the experience of others. 

I think obviously with third year quite a lot of learning is done on 
placement. And obviously everyone’s experience is going to be 
completely different, so we’ve all got little bits of knowledge, that 
if we kind of put our brains together it becomes like a whole lot of 
learning. So just sharing our own experiences I think is what 
helps other people learn something... having someone else 
share what they’ve learnt or what they think is important gives 
me a chance to be like “oh actually yeah I never thought of that”. 
(SP12) 

Along with this, students were becoming aware of their growing professional 

knowledge and skills.  

I think in the moment when you’re learning about things you think 
oh, I don’t know what this is and it doesn’t feel like you’re learning 
much. But, then later on you realise that you actually have learnt 
things, and it is all there. (SP12) 

I had a moment on placement just recently where, I think usually 
as a student you know something will happen with a patient 
you’re looking after and you go oh, I’ll just go find your nurse for 
you. But instead, it was oh actually I can help with that, I can do 
that for you because I have that knowledge now. I know what to 
do, I don’t need the nurse but I’ll still tell them just in case...I felt 
really good leaving that day because it was like well actually, I 
feel so much better knowing that it’s coming near the end, I think 
I’ll be all right if I can do this now. (SP11) 
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Through the learning experiences one student clearly recognised the purpose of 

the intentional challenges in this course.  

It makes me more prepared for if it does actually happen... I think 
the critical thinking is a big one that I’m gonna take away from it. 
Especially in clinical being able to use those skills with your 
patients. (SP9)  

Participant responses indicated the reality of challenges faced but also 

acknowledged the importance of developing professional practice and 

confidence through challenge. 

This section presented the experiences of students within an acute care nursing 

course delivered primarily in asynchronous and synchronous online modes. 

Interviews and observations occurred 12-months after the initial emergency 

pivot to online learning and the student responses indicated a sense of 

equilibrium and adjustment had been reached, with students indicating a sense 

of preparation for professional practice.  

5.7 Summary – Nursing Quintain 

This chapter advances the investigation of productive, hybrid learning 

environments by focusing on the conditions that are productive in rich, realistic 

clinical learning environments. The Case Study 1 Quintain (see Figure 5.5) 

guided data collection and analysis identifying key aspects of design for 

learning. The quintain was used to explore characteristics of productive, hybrid 

learning environments within this case by identifying aspects influencing key 

elements within the case. The similarities and differences in historical context, 

learner population, educational and disciplinary contexts across the three cases 

are presented in Chapter 8. The figure summarises these considerations, 

highlights core design for learning dimensions, facilitates synthesis of the 

themes generated from the data, and flags emerging issues specific to this 

case.  
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Figure 5.5 

Case Study 1 Nursing Quintain: Productive Hybrid Learning Environments 

 

(Refer to 4.2.1 for overview of Quintain structure) 

The findings indicate that productivity in these settings is governed by three 

interdependent learning aspects. First, Set design is most effective when virtual 

simulations, on-campus skills laboratories, and clinical learning experiences are 

seamlessly integrated, thereby minimising equipment bottlenecks and 

eliminating periods of instructional downtime. Second, Epistemic design is 

successful when each clinical scenario is explicitly aligned with vertically 

sequenced programme competencies, enabling students to comprehend the 

pedagogical rationale underpinning each task. Third, Social design is effective 

when peer mentoring and prompt supervisory feedback are embedded across 

both online and face-to-face modalities supporting a cohesive clinical learning 

community. 

Themes across students and teachers indicated a broad consensus that 

authentic patient cases and integrated feedback loops constituted the principal 

drivers of productivity. There was divergence in views on what was considered 

acceptable levels of digital workload and the feasibility of a sustained 

supervisory presence.  
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Across the case, several issues also emerged that shaped productivity. 

Learners needed strong emotional safety, as mental wellbeing, financial 

pressure, and limited time constrains engagement. Simulation safety and 

effective priming for learning were essential, yet at risk when novice staff lacked 

professional development or awareness of core design for learning pillars. 

While Emergent, Co-created learning was the desired goal, it required 

deliberate scaffolding, tailored LMS content, and strategies to mitigate physical 

and meta-physical isolation. Designing clear pathways for applying learning to 

professional practice remained a critical priority.  

Taken together, the findings suggest productive, hybrid clinical learning exists 

when authentic scenarios, competency-aligned tasks, and structured social 

support operate synergistically. These three mechanisms translated into 

practical design features that can be recognised and sustained. The next 

chapter explores the mechanisms in a fully online pharmacology course and will 

help inform aspects which are universally characteristic of the quintain, and 

which remain discipline-specific nuances.  
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Chapter 6. Case Study 2: Purposeful Structure  

– Creating Stability 

 

6.1 Introduction 

Case Study 2 – Pharmacology focuses on students’ autonomy and agency and 

how a purposeful course structure can generate stability. It involves a second-

year health sciences pharmacology course with 172 (of 175) students from 

nursing and three students from other disciplines. The course was transformed 

rapidly in response to the global Covid-19 pandemic with the reorganisation of 

course content into a modular format (Set design). Existing workshop content 

was reorganised into smaller, manageable packages presented in PowerPoint 

slide/videos and questions in interactive online (H5P3) resources (Set design). 

During data collection in semester two of 2021 the campuses experienced 

rolling Covid-19 lockdowns and clinical learning experiences were re-scheduled 

in response to lockdown restrictions. 

                                            
3 H5P activities provide interactive content, e.g. video, quiz, presentations, drag & drop, which 
are embedded into the LMS. 
 



 

174 

The new hybrid modular format offered asynchronous content interspersed with 

regular synchronous online tutorials each focusing on two module topics. 

Students were afforded agency in determining when and how they would 

engage with the learning content so that they could factor in their clinical 

learning experience and personal circumstances. Teachers led live 

synchronous tutorials (Set and Social design) and shared their knowledge and 

expertise.  

Analysis of this case study focused on observations and artefacts from two 

modules and an online tutorial, as well as interviews with four students (SP4, 

SP5, SP6, and SP7) and six academic staff (P3, P4, P11, P12, P13, and P17). 

Findings from interviews with teaching staff are reported here and were 

previously reported in Green (2022) (see Appendix 11).  

6.2 Researcher Presence in this Case Study 

In Case Study 2 – Pharmacology, my presence in the Zoom online tutorial 

occurred much like any student participant. Students had been informed of my 

presence and purpose prior to attendance at the tutorial; none raised concerns. 

My video tile was visible at the beginning of the session when introductions 

occurred. The teacher began to present and was spotlighted so that only their 

video image was visible. I did not take part in the text chat or speak to the 

course content on camera but instead observed the session in a minimally 

intrusive manner. 

The process for reflexive thematic analysis of each case has been outlined 

previously (see Chapter 4.3). My thoughts and interpretation in the development 

of this chapter was rigorously interrogated by my supervisory team. This 

dialogic progression ensured transparency in the process and enhanced the 

trustworthiness and validity of the findings.  

6.3 ACAD: Framing Course Design Elements 

Key design elements were framed according to the three ACAD dimensions in 

Table 6.1. Epistemic design including 12 topic modules, written forum 

announcements, a comprehensive printed study guide workbook, and a 
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suggested study schedule to assist students to complete the course in a 

manageable way over the time available. Learning tasks within topic modules 

were primarily self-directed (Epistemic design) and included pre-recorded video 

lectures with PowerPoint presentations and knowledge-check questions 

embedded in interactive H5P activities  (Set design).  

Table 6.1 

ACAD Elements 

Epistemic Set Social 

12 Topic modules LMS (video, PDFs, H5P), Whole cohort 

Content and knowledge-
check questions  

 Zoom tutorials (cameras, 
laptops), 

Campus cohort 

Weekly course 
announcements 

H5P activities 
 

Individual 

Suggested study schedule 
(12-weeks) 

PowerPoint slides and 
handout PDFs 

Informal peer support 

Study guide workbook   

 

In addition to the ACAD elements within the case, details aligned with the 

Aotearoa Design for Learning framework domains, incorporating a cultural 

frame of reference were evident (Table 6.2). 

Table 6.2 

Aotearoa Design for Learning (AD4L) Framework Domains and Evidence 

Taha Wairua Taha Whānau Taha Tinana Taha Hinengaro 

Beliefs about 
learning essentials 

Relationships to 
assist learning 

Setting 
psychosomatic 

influences 

Cognitive process 
changes 

Maintaining rapport 
with students and 

staff 

Creating a safe 
enjoyable and 
welcoming learning 

space 

Awareness of 
hesitancy online  

Demonstrating 
developing 
knowledge and 

skills 

Realistic relevant 
learning 

 Teachers 
challenged with 
technology 

Applied learning in 
realistic contexts 

Orientation of new 
staff to learning 

design decisions 

 Loss of student 
connections 

 

  Directing students 
to support staff 
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Students were supported to work independently and autonomously through the 

semester with weekly course announcements (Epistemic design) received by 

email via the LMS and in the course schedule posted in the LMS (Set design). 

This schedule provided a suggested study plan, identifying ‘Essential content’ 

and ‘Suggested activities’ (Epistemic design) (See Figure 6.1). 

Figure 6.1 

Course Schedule for Observed Tutorial 

 

Each module introduced a new topic and was presented in a separate section 

of the LMS, which outlined the focus of each module and identified three 

content areas within the topic (see Figures 6.2 and 6.3). 

Figure 6.2 

Module 5 Overview in LMS 
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Figure 6.3 

Module 6 Overview in LMS 

 

The observed tutorial focused on Module 5 content – Drugs and the autonomic 

nervous system (Figure 6.2). In the tutorial, one teacher introduced the topic 

and spoke to slides (Epistemic design) based on those in the H5P (Set design) 

which reviewed medications relevant to the autonomic nervous system and 

respiratory system (Epistemic design). This session was scheduled prior to a 

test so that students’ questions could be addressed (Epistemic and Social 

design). A second teacher responded to questions in text and by video entered 

in the text chat. 

From the many elements in this course, the rapport between teachers and 

students stood out and the subtle strategies aimed at creating stability, including 

how the teacher intentionally paused after asking questions to allow time for 

students to enter their responses in the text chat (Social design). In addition, 

positive affirmations between the teacher and students often included humour. 

An example of humour included when chickens outside the teacher’s home 

office interrupted the audio, and a positive affirmation included the teacher 

commending students for asking great questions (Social design). At no time did 

a teacher make a negative comment, despite students’ cameras being turned 

off (only two students had cameras on), there were timely responses to 

questions. Teachers kept a light-hearted rapport with the students (Social 

design / Taha Wairua). 
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I wasn’t going to admonish anyone for not engaging in the way 
that we wanted them to. I wanted them to know that, “hey, I’m 
happy for you to be here, and I’m happy to be here, and my 
chickens are squawking in the background, but we’re all happy 
to be here! (P4) 

Teachers understood the practical reality of some students and staff having 

limited bandwidth or privacy concerns such as the permanency of recordings 

with participant images visible. Privacy and psychological safety moderated and 

informed teachers’ expectations of student engagement in online tutorials. 

Because we record things online it provides a bit of hesitancy 
for those sorts of personal experiences being verbalized 
because it is going to be Zoomed out to everybody. (P4) (Taha 
Tinana) 

Figure 6.4 

Course Resource – Sequentially Developed 

 

The teacher’s intent was to present dense material in an easy-to-understand 

way that was visually interesting and story-related (Epistemic design). As the 

teacher explained, it is important to consistently fine tuning their designs. 

Taking the slides you’ve got to... review them, think “how can I 
cut this down and integrate some questions in the end?” (P3) 

The diagram representing the autonomic nervous system (Figure 6.4), which 

moderates the body’s flight or fight response to stress by the releasing of 

epinephrine (adrenaline), was completed as details were presented by the 

teacher, and questioned and discussed (Epistemic design).  
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I tried to make links to experiential type information that could be 
applied to a clinical setting.... “So, you know epinephrine, you 
might probably use this if someone is having an anaphylactic 
shock” ... trying to just get them to think about that and apply it, 
so that it doesn’t become just a theory course (Emergent / Co-
creative activity / Taha Hinengaro). (P4) 

Throughout the observation of the tutorial it was evident that design elements 

had been carefully considered and resulted in purposeful sequencing and 

pacing of content (Epistemic design) as well as the use of resources, printable 

material and softcopy options (Set design) to promote learner agency. 

6.4 Heutagogy in Action  

In this case study, purposeful design for learning was clearly grounded on 

heutagogical principles (Blaschke et al., 2021). This enabled student agency 

and autonomy in completing learning tasks and modules in sequences that 

aligned with their personal circumstances. During my observations, one campus 

region was in full lockdown, so no clinical learning experiences were possible. 

As a result, course modules were open to students who were able to move 

ahead with tasks in an order and pace that suited them. While the regional 

mandate to stay at home affected students, some also had to homeschool their 

children, care for a sick family member or work part time as a caregiver. This 

latter group were deemed essential workforce resulting in the need to juggle 

work commitments, coursework and personal/family health care. The ability to 

choose when and how to complete course tasks was found to be essential to 

successful course completion.  

6.5 Case Analysis and Discussion - Academic Staff 

I interviewed six academic staff including two of the course teacher-designers 

(P3, and P4) and associated academic staff (P11, P12, P13, and P17) to 

ascertain their perspectives on the course design for a productive learning 

environment. Key emerging themes have been previously reported in Green 

(2022) (see Appendix 11). In this chapter the themes incorporate other 

academic staffs’ perceptions and focused on learner agency and autonomy. 

These include transformations in course design; supporting and challenging 
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students through a challenging societal event; designing the course format to 

promote teamwork and maintain continuity of delivery; considerations of 

improvisational theatre and the dynamics of moving away from an on-campus 

classroom delivery; and indicators of student learning within course learning 

activities. The first theme presents the challenges in previous course iterations 

and subsequent transformative design decisions. 

6.5.1 Transformations in Course Design 

Historically, this pharmacology course encountered challenges in providing 

learning for students who, due to clinical learning experience requirements, 

were sometimes unable to attend the weekly, six-hour workshops delivered 

over a six-week period. As stated earlier, this resulted in some students 

attempting to catch-up on extensive amounts of missed content. While the 12 

topics in the course had related resources to support student learning, the 

supplementary content embellished by experts in the workshops was not easily 

accessible to students.  

In addition, students and some staff requested the six-hour workshop be 

reduced and activities to increase student engagement be introduced. The 

passive format that had consisted of primarily watching a PowerPoint 

presentation while listening to the teacher and taking notes was considered to 

run for too long. Despite this request, some staff were reluctant to change the 

format perceiving all content was essential learning.  

The travel costs for staff to deliver similar workshops over a week raised 

concerns. To address these issues, the teaching staff discussed the possibility 

of creating 12 discrete modules with content available in a hybrid format. The 

advent of Covid-19 necessitated a rapid redesign and compelled staff 

previously reticent to change the delivery mode, to reformat content into a fully 

digitally-mediated delivery. 

While this change was driven by factors outside of teacher control, they all 

acknowledged the result was “a fantastic course site with some excellent, 

interactive learning resources” (P4). Reformatting content enabled the 

development of interactive H5P learning activities and reorganisation of topics 



 

181 

and content within the LMS. A distinct benefit was the creation of stable, 

consistent and interactive learning resources (Set design) based on best 

practice in the discipline (Epistemic design) and was available to students at a 

time and place of their choosing to accommodate changes to schedules for 

clinical learning experiences (Emergent / Co-creative activity). 

While this redesign effectively addressed some of the known issues, it also 

created unanticipated challenges for staff. In the development of these 

resources and the subsequent need for shorter tutorials using a Zoom meeting 

platform, staff became acutely aware of their lack of proficiency with technology.  

I guess other constraints are my ability to keep up with the 
technology. And how to use it and not having the time to really 
receive training to do so. So ... the more you shift [to online] 
distance the more I think you have to become adept at knowing 
how to utilize these tools and when they’re appropriate to use... 
in an appropriate way for the level and for what you want your 
students to learn actually takes a long time. I constantly feel 
rushed and not able to take that time to really thoughtfully 
consider some of those elements. (P4) (Taha Tinana)  

Given the rapid reconfiguration in design for learning, professional development 

had not been possible for the pharmacology staff. However, they were 

supported by learning developers in the creation of the H5P resources. 

When I think about the pandemic, I love Sally Kift’s expression of 
‘Panic-gogy’4 ... just lifting face-to-face, talking heads lecture-
style into Zoom with the odd little extra in terms of online edu-
tech tool and mistakenly thinking that good distance education is 
the result   ... I'm very scared that people think that Zoom is what 
we do!  (P17)  

The planned and crafted redesign of this course provided purposeful use of a 

variety of synergistic learning resources and activities. The transformation to a 

modular format for topics enabled access to occur in line with student 

preference and relevance to current clinical learning experience. However, 

Covid-19 triggered cancellations of clinical learning experiences in the first 

semester, resulting in additional ‘catch-up’ in the second semester. The new 

course structure, despite feelings of uncertainty when clinical learning 

                                            
4 Originally reported in Kamenetz (2020) 
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experiences did not go ahead, ultimately led to less disruption with students’ 

learning. 

It meant that the [Campus B] students, who had a horrendous 
time [with the pandemic] because … [throughout the whole 
semester groups] were on placement. And all the other variations 
in between could kind of work away. We opened the course site 
early and so some of them did start early. (P3) 

Despite the evident advantages of the revised structure and mode of delivery, 

teachers expressed concern at the loss of tangible connection with students in a 

classroom (Taha Tinana).  

I think just that physical presence between individuals seems to 
stimulate more guidance, more interaction, and more interesting 
discussions than perhaps an online tutorial.... I feel like when it’s 
just an online tutorial it’s too easy for students to be passive or 
not engage...Although, we got some really good engagement 
actually last year (during Covid-19 in 2020 Sem 2). I was really 
impressed with it. (P4) 

For some, there still appeared to be an ambivalence of the benefits of the 
changes to course design and delivery. 

6.5.2 Supporting and Challenging Students 

Students were completing this course and other courses in a new, fully online 

format that required technology, the ability to trouble-shoot connections and 

access resources. Some students were managing challenging clinical learning 

experiences with acutely unwell patients and the healthcare environment with 

regard to the use of personal protective equipment (PPE) protocols kept 

changing. This was further complicated by staff and students often being unable 

to travel to support their own family / whanau in times of illness or distress. 

Teaching staff had a heightened awareness of students requiring support and 

acknowledged the professional limitations and personal toll they felt and the 

importance of directing students to appropriate support staff within the university 

(Taha Tinana).  

Within this context, the intention was to design the course to prepare students 

for graduate practice. This involved introducing pharmacology resources used 

in clinical practice settings such as, the New Zealand Formulary (NZF), 
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Medsafe data sheets and the Best Practice (BPAC NZ) resources. Students 

were shown these in the first tutorial and were later required to find information 

in these resources in interactive activities and course assessments.  

We’re teaching them how to use those tools and how to use them 
appropriately, and how to analyse those tools or those bits of 
information. In the background, there are of course very 
structured, interactive, nicely scaffolded activities for them to 
complete as they go through the course. And as well they have 
an assignment which is very case study oriented, very applied so 
that it's not just theoretical. How things attach to receptors 
necessarily but talking about actual drugs with actual people and 
actual effects on the body. (P4) (Epistemic and Set design / Taha 
Wairua) 

In the previous course design, teachers noted a tendency for students to use a 

Google search to find medication information for course work, however, this 

often led to medications unavailable in New Zealand or to incorrect information 

about the medication. In the current design students were increasingly required 

to incorporate New Zealand Formulary (NSF) information on medications into 

their coursework, culminating in its use in the final exam. Supporting students in 

the use of resources used by New Zealand healthcare professionals 

demonstrated an authentic learning opportunity that provided accurate and 

relevant information expected to be used within current clinical contexts.  

6.5.3 Maintaining Design Continuity  

Continuity in learning design provided a stable context for both teachers and 

learners. For teachers there was an opportunity to establish clear and 

transparent learning outcomes, create assessments that would demonstrate 

achievement of outcomes, and curate content to progressively develop student 

knowledge and skills. For students, a stable, predictable learning environment 

provided guidance through the material to assessment points and to future 

professional practice. 

Maintaining design continuity within a course and across a programme requires 

time to plan integrated course components and develop resources. Sufficient 

time and expertise for initial and ongoing course development must be factored 

into programme administration and management.    
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So, any design, I think our teachers need to be themselves, they 
have to breathe their own personalities into things, and that's 
really important. But there has to be the pillars of the design on 
course and program level. Any changes to those will change the 
whole learning experience. That's what needs to be protected. 
(P17) (Epistemic and Set design) 

Therefore, when new teaching staff are brought into a course it is essential that 

they are orientated and inducted into the design for learning used and have a 

clear idea of the rationale for the placement and inclusion of learning activities 

(Epistemic design / Taha Wairua).  

Hopefully they look at the thing and go, “wow, these things are 
here for a reason. Right, I know what to do, and I know how it's 
working and why it's working”. (P12) (Set design) 

The focus on maintaining design consistency existed not only within a course 

but also extended across a degree programme. 

You actually are thinking, “what are the threads that go together 
even within a within a cohort” and then how do we design for a 
progressive learning experience for our students? (P17) 
(Epistemic design) 

Students are typically enrolled in a degree programme with all courses 

designed and positioned to facilitate graduate practice. Providing a consistent 

structure and design in a course can support students to navigate through all 

LMS course sites.  

They go in and it’s easy to navigate through the content. And they 
can see where they’re going with it, and they can see what 

they’ve done, where they’re going … And it all makes sense like 

there’s a rationale behind everything that’s on there... and why 
it’s there, and that’s not often found in courses. (P4) (Epistemic 
and Set design) 

Good design. I guess, you don't notice it...you notice bad design 
and unless you're comparing the two, I'm doing one course which 
is really nicely designed, and I only know it's nicely designed 
because I'm doing one that is not designed at all. Yeah, I think it 
is probably a hidden thing. (P12) (Epistemic and Set design) 
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As such, design continuity was optimal when it encompassed a HE institution-

wide approach. 

Our team working together and establishing some consistent 
practices and a consistent look and feel. Even having like icons 
and things to help guide the students that we can use 
consistently and that really, I think that really helps. (P12) (Set 
design) 

In addition, the creation of H5P interactive activities provided consistency in the 

design for learning. However, there is a danger of ‘content creep’ when an 

overall perspective of the course design was not present and a teacher new to a 

course decided to include additional content or remove content without 

awareness of key design course features consistent across other courses 

(Epistemic design).  

I really like the 5HP format in that you can make even better links 
than we were having with the blocks... it does need someone to 
have an overall manage that because I’ve seen other 5HP in 
[names another course] ... but I can see there’s a bit of 
divergence happening already... I think you need that 
consistency. (P3) (Set design) 

Attention to maintaining a consistent approach in design for learning 
requires stability of learning resources and, as in this case, was affected 
by continuity of teaching staff. There needs to be effective and clear 
communication of course priorities within a teaching team and a degree-
wide view of the scaffolding of content or skills to create a stable and 
predictable design for learning congruent with the components of an 
academic programme and higher education institution. 

6.5.4 Improvisational Theatre 

The move away from on-campus, co-located teaching to synchronous Zoom 

tutorials created challenges for the pharmacology course teaching staff. P4 

likened this to moving away from the spontaneous, improvisational classroom 

theatre that they loved (Green, 2022), and progressing towards a carefully 

planned and scripted, digitally-mediated approach that lacked freedom to 

respond in-the-moment as they previously could. This teacher felt apparent 

‘spontaneous’ responses to student learning needs required careful preparation 

for multiple aspects that students might enquire about and needed the prior 
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creation of potential resources that might not be used. Overall, this change in 

Set design (from on-campus to online tutorials) seemed to be perceived as 

affecting how the teacher might go about Epistemic design. P4’s comment 

below illustrates how the change on the mode of delivery was perceived as 

needing more planning and how this also affected the improvisational feel of 

how the Emergent / Co-creative activity often unfolded. 

That’s why face-to-face is somewhat easier as well. Because I’ve 
got other tools that are quickly brought to play. For example, I 
might start a discussion, or I might have an online clicker thing, 
or I might have some worksheets.... Or I could say, ‘hey let’s build 
up a table and we’ll each contribute to that table’, and those kinds 
of things are often ad hoc depending upon what kind of feedback 
I’m getting in the class. And where I see the gaps are, and online 
you have to have all that prepared ahead of time, right? And you 
have to assume that they’re needed when they may not be 

needed … But that ability to sort of say actually let’s create a 

table and do that out in your breakout rooms or whatever. For me 
that is quite challenging to do ad hoc without having prepared 
that and actually thought about that ahead of time. (P4) 

Nevertheless, during my observations of the tutorial I noticed moments when 

there was clear evidence of improvisation in the synergistic development of 

content with applications to realistic therapeutic uses in community contexts. An 

example was when P4 was discussing the use of respiratory medications to 

treat inflammation. P3 joined the conversation to bring in a real-life application 

describing their prior use of this type of medication while diving. This 

conversation was enhanced by a student participant whose expertise as a 

diving instructor contributed to practical uses of these medications with divers.  

Feelings of disconnect due to the change in mode of teaching delivery to the 

online environment were reported. P4 speaks about strategies used when 

developing course resources for students:  

it can feel frustrating when you don't know if they're engaging or 
not, and you don't have that human... connection. When I'm 
recording something online...I always pretend there's someone 
there... I try and smile and do gestures... it's kind of like role-
playing, that there's another human there... So, that is intentional. 
And I always say to myself before any lecture like and I've done 
this for years like my mantra is I'm happy to be here and 
everything's under control, even if it's not, and even if I'm not 
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happy to be there, like the persona [is] you're okay, you're cool. 
We got this, you know. Usually I don't, but no one knows that 
[Laughs]. I'm not sure how much that comes across, but that's 
my intention. (P4) (Taha Whānau) 

Despite experiencing feelings of loss in the move to a different teaching format, 

P4 incorporates elements of self-modulation to create a positive enjoyable 

teaching and learning environment, inviting learners to connect with them while 

also acknowledging there will be differing reasons that modulate student activity 

and engagement in the synchronous online tutorial. 

6.5.5 Student Activity and Indicators of Learning 

Typically, in an on-campus, co-located teaching session a glance around the 

room can enable a teacher to ‘read-the-room’ and potentially gauge levels of 

engagement. However, in the online environment such analysis occurs 

differently. Initial views of Zoom attendee participant tiles and preconceived 

notions of engagement can be misleading. While there were few students with 

their cameras on in the observed tutorial, interactions in the text chat indicated 

that others were engaged and following the topic.  

... as long as something's happening, I think that it makes it easier 
for us to be creating the space, you know what I mean? So, it's 
like we need that back and forth. (P4) 

Being able to connect in timely interactions with students supports their 

engagement with learning activities.  

The lecturer can provide immediate feedback during the 
workshop, or after the workshop, related to the topic. It's a good 
learning opportunity. (P13) 

Students commented on their initial lack of time management and subsequent 

development of such skills for course work and assessments. To support 

student learning, P11 noted the benefit of encouraging students to book 

appointments with writing advisors to create external scaffolding and “artificial 

checkpoints” in the lead up to assessment due dates (Social design / Taha 

Whānau). This enabled students to submit assessment on time and 
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demonstrated their developing knowledge and skills (Emergent / Co-creative 

activity / Taha Hinengaro).  

Overall, these themes suggested the academic staff recognised a clear need for 

change and enacted this by transforming face-to-face workshops into a modular 

online format. Academic staff adapted their approach to design and teaching by 

responding to students, including their expectations of student engagement 

within the course. In the following section I explore the themes generated from 

interviews with student participants.  

6.6 Case Analysis and Discussion - Students 

The interviews with four students took place on Zoom during the second 

semester of 2021 at the conclusion of the course. A focus group interview took 

place with SP4 and SP7, while individual interviews were conducted with SP5 

and SP6. Each student was navigating differing personal circumstances. SP4 

was considered essential workforce and had taken on additional shifts due to 

health staff shortages to attend to the pandemic emergency and therefore had 

limited time for coursework. SP6 had been stood down from their fulltime role 

during a Covid-19 lockdown resulting in additional time available to complete 

coursework. SP5 was at home during a regional lockdown and was 

homeschooling children. This resulted in their ‘fitting in’ pharmacology course 

work in the evenings when the children were in bed. Similarly, SP7 noted the 

challenge faced in managing their time and staying focused without regular 

contact with other students and teachers. The data from the interviews 

represented different situations, challenges and experiences. In the analysis, 

there were seven key emerging themes including awareness of extended 

boundaries in learning; students valuing agency and autonomy while engaging 

with course content; recognition of curated content and purposeful structure in 

course design; appreciation of interactions between students and teachers; the 

importance of conviviality; the benefits of rich, realistic teaching and learning; 

and the influence of being challenged and equipped for graduate professional 

practice. 
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6.6.1 Becoming Aware of Extended Boundaries 

As mentioned previously, as part of the course resources, there is an extensive 

study guide for students to work through course modules. This resource was 

often referred to by students for its usefulness and relevance, not only for a 

specific module, but as a reference tool for their (future) professional practice.  

I found the study guide really useful. I’d try and, not necessarily 
at the same time as the PowerPoints, but potentially a couple of 
weeks later, going through the study guide and I guess trying to 
rehash through there. I saved it on my computer and went 
through and highlighted what I thought were the important points 
of everything, with a gauge to using it as a bit of a reference tool 
later on. (SP6) 

Another student, who noted their challenge with dyslexia, appreciated the many 

options of resources available in different formats as beneficial for their learning. 

Additionally, this student noticed the use of interactive, online tasks within the 

LMS site to include voice-over explanations which were followed up with 

focused questions for students to answer. 

When I heard it was online I was actually quite upset, because of 
my situation with my dyslexia. I found it really difficult if I was 
going to have to read everything. But, then I went into the 
modules and noticed little voice things, I was really happy 
because then I could pause it, listen, pause it. So, I did that, I kid 
you not, maybe about five to 10 times at least for... one page. 
(SP5) 

The voice-over explanations provided support to this student as they expanded 

the visual course content by explaining the information. The provision of video 

resources provided a high level of flexibility to fit with student requirements.  

The fact that they have recorded, so I could go back to the 
recording and relisten and, you know, maybe write extra 
questions down...I’d say the flexibility of all the modules being 
open and you being able to choose, like, I’ll do the two really 
small ones. Because, I’ve only got, you know, tonight to go 
through it today because the kids have got sport tomorrow or 
whatever. (SP5) 

Students recognised that the course design provided multiple ways for 

engaging with content and supported their learning beyond the usual on-
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campus teaching session. A shift to fully online learning necessitated 

consideration of the technical infrastructure required to facilitate the extended 

boundaries of the learning environment.  

I did not have a good study space at home. So, I was studying in 
my car to try and get internet at, you know, at work. Or, at the uni 
sitting outside just to get internet. ...that’s something to remember 
is people’s situation, if you have a fully online course there has 
to be a way that it’s fully accessible for everyone. (SP4) 

Throughout the student participant interviews the benefits to learning were often 

mentioned when resources were available to enable flexible access in various 

formats and time, place and context could be decided by the student. In 

combination with pre-emptive brain priming on course topics, flexibility 

supported students to manage their learning alongside with their life load 

commitments of family/whānau, school or sports activities and part-time work.  

6.6.2 Students Value Agency and Autonomy 

This second theme includes aspects of andragogy (Knowles et al., 2020) and 

heutagogy (Blaschke et al., 2021) with students recognising their autonomy in 

organising their course schedules and valuing the agency this provided. 

Learning tasks infused with andragogical principles were those when learners 

were autonomous and self-directed – which included organising their time. For 

SP4 the experience was positive. Once they were able to settle into a routine 

and establish a schedule, they could see how the teachers had planned the 

course and resources to support them.  

It might seem really overwhelming to start with. But if you just 
take it a week at a time and use all the resources that they give 
you. ‘Cause, they’ve set it up for you to succeed. And, if you do 
it how they’ve planned it, then you will do well. (SP4) 

One participant struggled with continuing coursework while simultaneously 

supporting completion of schoolwork for school-aged children unable to go to 

school or after-school care due to the Covid-19 lockdowns. 

...a lot of times I was only able to do two afternoons and then 
nights, when they went to bed... I wasn’t absorbing it as much 
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when I was going ‘til two o’clock in the morning.... it was hard. 
(SP5) 

Another student experienced more freedom to focus on course work due to 

different circumstances and time away from regular employment due to the 

lockdown.  

I don't have family commitments ... I found it quite achievable. I 
was actually quite lucky though...   I’d pretty much finished the 
assignment and then, I think we were in lockdown for maybe a 
week before it was due... I was really glad that I wasn't working 
at all because, particularly the referencing was relatively new to 
me...  and going back and finding stuff that I could add in. So, I 
think I did a lot better on the assignment, than I might have 
otherwise. (SP6)  

A key factor in andragogy (Knowles et al., 2020) and heutagogy (Blaschke et 

al., 2021) is the personal sense of achievement that can come from learning. 

The students seemed to value a sense of achievement, which was evident in 

their motivations for learning,  

I’ve got a lot more drive to succeed at things...as you get older 
you realize life is running out. You want to do something decent 
with it ...but also, particularly because it's a degree where at 
some stage people's lives will be on the line... at some point you 
have to stop trying to get that extra mark... I think you can put in 
more effort than your life circumstances would allow… You have 
to understand what's achievable for you in your life situation at 
that time, and you have to learn where the off switch is. (SP6)  

Students’ motivations for learning included seeing a value in accomplishing 

course requirements and the enjoyment in learning. An essential element, the 

centrality of the students (Hase & Blaschke, 2021), was apparent in the learning 

process through their individual perceptions, experiences and circumstances 

within the learning environment. 

6.6.3 Purposeful Structure and Curated Content 

Student experiences within the previous years that had been characterised by a 

rapid move to online delivery for all learning appeared to help them distinguish 

between emergency and purposeful course design. SP4 identified the benefit of 

teachers curating course content rather than merely repeating the presentation 
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slide content. They liked the use of collaborative Zoom times to apply what had 

already been presented in course material, as it was apparent for SP4:  

Maybe covering the major points but also adding more questions 
in... like multi-choice or case studies that we could discuss... 
rather than having a big Zoom that covers probably a bit too 
much... for our brains to hold attention for. (SP4) 

The theme of careful curation and course structure was also evident in remarks 

about time management and length of online meetings. The length of time on 

Zoom was identified by SP7:  

I love that idea to be honest. Because, two hours, it is real easy 
to get side-tracked (laughter). But, if it was an hour and actually 
had specific things to focus on, it’d be great. Because, then I 
could actually get into it for the whole hour. (SP7) 

By providing resources beforehand, it could be possible to shorten the time of a 

Zoom session, using the “saved” time to focus attention on applying knowledge, 

as in case studies, which was acknowledged as beneficial. However, SP5 noted 

that often material presented in a live session was repeated in online resources, 

and recommended:  

For us to understand it more I think they need to take it up a 
different level like when they do in the actual classrooms... so 
then you almost feel like you’re delving more into it. (SP5) 

Students further acknowledged the benefits of using resources with direct 

relevance to clinical practice. “Best resource out of all with this course was the 

study guide. If anything, keep that [laughter], keep that in there” (SP7) and “that 

study guide is massive [laughter]. ...lots of medication and lots of things to 

know... something that you needed to know. We're looking after people's lives... 

[study guide] it was very helpful for studying”. (SP5) 

The students also appreciated course design that facilitated opportunities to 

check their understanding of content.  

I think the questions that are added at the very end ... make you 
either remember what you've just learned or go back and check 
something that you might have missed or whatever, are quite 
good. I almost feel like you can have more of those, or have them 
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go into a bit more detail... And that it's probably quite a good way 
to practice for the exam because some of those questions [are] 
quite similar to the type of questions you get, quizzes and stuff. 
(SP6) 

Some students found the design of assessments enhanced their understanding 

of the course content and supported their learning. Alignment of content with 

assessments to support learning was evident in SP6’s response:  

..having a really good, solid research-based assignment is quite 
useful and quite good. Because it allows you to go into as much 
detail as you want to. When I first looked at the assignment, I was 
a little bit surprised at it, because it was an assignment, but it's 
mostly just answering questions. But I started to look at it, after a 
while like that assignment is not so much testing you as such, but 
it's more of a learning tool. (SP6) 

Clear signposting in course websites helped students to keep on track, 

including by using self or auto-ticking to complete activities. This enabled 

students to easily gauge the work that remained for them to complete.  

I would just follow the way it went, the different modules...When 
we had that holiday week, kids were still at school that week, so 
I smashed two of those out. But, other than that, yeah, I just 
followed, like, followed the steps. I did like that it would tick... 
automatically after I’d finished. (SP5)  

During interviews, students discussed the value of being able to review content 

and return to learning resources multiple times, which assisted with the 

retention of knowledge.  

So, here’s the information, you’ve got a base-idea now... 
basically look over it again because you have to meet the 
standards of ticking all the boxes. So, you’ve covered it twice 
which is good because then I can remember it because I’ve 
covered it twice. (SP7)  

Students could also search for their own curated content, which was highlighted 

by SP5 who located resources to extend their knowledge of specific topics:  

...people on YouTube were explaining they just make it so much 
easier to understand. Because, they have the bright colours, and 
they’ve got the pictures... For example, they were going on about 
the adverse reactions, they were showing people being sick.... 
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And I don't know why but it sticks in your head, and that’s what 
stuck in my head. I was, like, yes, that’s right, that person had an 
adverse reaction, hearing loss... I remembered because of the 
picture. (SP5) 

These examples suggest that repeated engagement with learning content in 

novel ways can enhance learning and support the development of long-term 

memory. Offering opportunities for students to bring their own curated artefacts 

on related content might also contribute to enriching hybrid learning 

environments.  

Students appreciated the currency and usefulness of course resources. 

Honestly, those are great [referring to resources used in 
practice]. They’ve been one of the best things, is I like the fact 
that they actually said, “these the things you’re actually going to 
be using, so use them” ... It’s good to know that learning that we 
are doing is actually something that we’re going to be doing. 
(SP7) 

Participants noted the structuring of course websites and resources with content 

‘chunked’ into smaller amounts helped to focus learners who then had more 

time to engage with teachers in discussions about the practical application of 

content. These aspects were characteristics of hybrid learning environments 

that sought to facilitate engagement.  

6.6.4 Student-Teacher Interactions 

During my observation, teachers were often encouraging students to 

participate.  However, SP5 noted that despite encouragement to ask questions 

anonymously before a session, this was not useful as questions often arose in 

the moment while a teacher was presenting a topic.  SP5 identified the 

guidance given on the use of resources such as mind maps was very helpful. 

So, I did print out their maps... and that seemed to work a little bit 
better. But the only thing is I found if they put the mind maps then 
they need to actually explain the mind maps as well. (SP5) 

This student identified they were also managing dyslexia and found reading 
alone to be insufficient to support their retention of new information. 
Interactions between student and teacher in this case, included the teachers 
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embedding audio voice-overs within the online modules, as highlighted earlier 
in 6.4.1.   

For others, connections were enhanced by teachers being approachable and 

answering questions:  

if I had any questions or any concerns, they were always willing 
to help and also, I was on placement and it... was a question 
about a medication I gave a patient, but it wasn’t a medication 
we needed to know... I just felt like I could ask [names teacher] 
about it. And she answered it, and that was really helpful for her 
to go above and beyond but also be there to help. It was really, 
really good. (SP4) 

Some participants found personal interactions with teachers via Zoom boosted 

their motivation. For SP7, regular interactions with teachers had directly 

influenced their engagement with content and helped to maintain connections 

with their teacher:  

I’d rather [have] over encouragement than no encouragement. 
Because online learning is really, really hard so even just catch-
up Zooms or just little Zooms or anything at all. Because I just 
remember especially in the first couple of weeks of lockdown, I 
just had no motivation at all...I think Zoom call with [names a 
teacher], ...just gave me a little bit of motivation even for a couple 
of days...I’ve seen some faces, they’re feeling the same as me. 
They’re doing the same as me, I’m going to get back into it like 
everyone else and then, even once or twice a week. (SP7) 

Student participants consistently reported interactions with teachers were 

crucial to staying motivated. It appears co-presence whether physical or in a 

digitally-mediated capacity was essential to continued learning.  

6.6.5 Making it Light-hearted - Conviviality 

This theme revolved around students’ enjoyment in learning through the 

establishment of convivial connections with peers and teachers during activities. 

The uncertainty that pervaded lives during the pandemic made conviviality, 

where students experienced fun in learning activities, of high importance in 

supporting learning. Comments often related to sudden changes made in 

response to Covid-19 which called for:  
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Making it so light-hearted and everything, you know, just made 
us remember things so much better. (SP5) 

There were also references to the importance of making connections with peers 

online and later when meeting in person. 

We’d normally... discuss a few things within the little group that I 
worked with. So, yet again, that was another element to build on 
top of what we’d learnt. Especially during the first couple of 
weeks was get our heads together and try and wrap (laughter) 
my head around it. (SP 7) (Social design) 

Peer support was seen as beneficial to understanding the course content. 

Campus peer groups existed prior to the pandemic, but despite previous 

convivial experiences with supportive peers, the effects of isolation in 

lockdowns was evident, and appeared to stifle peer support outside of the 

scheduled Zoom tutorials. SP4 noted the importance of keeping these 

connections: 

Six of us are in a group chat and if we have any questions we’ll 
ask each other. But it was kind of more when we interacted in the 
Zoom. That was kind of the only time that we could really interact 
with each other, like, in a face to face... when we were in uni we’d 
always ask each other and be, like, hey how’s everyone going or 
feeling on this? But once lockdown hit, we kind of didn’t do that. 
(SP4) (Social design) 

Students described being identifiable during online sessions. The recording of 

Zoom sessions, combined with students’ being recognised when asking 

questions in sessions, had the potential for greater exposure and 

embarrassment:  

...whoever’s going to listen again they’re going to hear you 
again asking this question. And, I know they say, you know, no 
question is stupid, but you feel that way, like, when you’re 
asking it. And so, yeah. So, I mean, I found myself asking 
questions and felt like maybe I was the only one, like, there 
wasn’t many people asking questions. And so, I found it a lot 
less interactive than if you were in a class. I think it would have 
helped other students, but another part of me was thinking, oh 
my gosh, this is being recorded. And, you know, like, yeah, it’s 
definitely an embarrassment thing, it’s not comfortable to ask. 
(SP5) 
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While connection was seen by students as a helpful and important aspect of 

their learning they identified challenges to connections with peers and teachers 

and a sense of embarrassment about some of their interactions in this hybrid 

learning environment. In summary, the key aspects discussed in this theme 

included the benefits of humour to support retention of the content learnt and 

the importance of connection with peers and teachers. Students discussed the 

challenge of asking questions in recorded sessions knowing it had the potential 

to be embarrassing in an ongoing way; some may not have contributed as a 

result.  

6.6.6 Rich, Realistic Teaching and Learning 

This theme highlighted the benefit of having opportunities to use realistic 

resources and learn in settings that developed clinical knowledge and skills in 

preparation for professional practice. Participant data indicated proficiency in 

using clinical resources and clinical learning experiences and the excitement of 

‘lightbulb’ moments when students realised the depth of their knowledge were 

instrumental in their overall learning. 

Courses focused on preparing students for professional clinical roles introduced 

the details of professional practice. They noticed how key tasks in 

pharmacology supported an understanding of the medication classifications and 

therapeutic uses and the course study guide provided a useful reference. 

Students commented on learning to locate information about medications in the 

pharmacist resource ‘New Zealand Formulary (NZF)’ and the importance of 

taking time to understand medications before administration.   

...when you look in NZF and it says, like, you know, this 
medication is a sympathomimetic or it acts on this sort of cell. 
You can be, like, okay, well, I know that. I can read that word and 
be, like, okay. I might not know that medication, but I know how 
it acts on the body. And, knowing that terminology and also, like, 
where to look it up it’s, yeah, she’s [teacher] definitely succeeded 
in that. (SP4) 

In addition, the effectiveness of using practice-based, well-designed realistic 

resources, such as the pharmacology course study guide, were evident in 

student responses, as illustrated by SP6: 
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It's fairly well designed in that it expands your knowledge very 
well, but, as we were discussing earlier, it teaches you how to 
use those tools and how to research different things, and that sort 
of thing and it's not so much about rote learning. (SP6) 

Students also referred to needing to know about new information about 

medications and safe administration in the pharmacology course. For example, 

SP6 was surprised by the lack of rote learning or memorising in favour of 

knowing how to access and use resources available in practice:  

...this course has been about learning how to use tools, like 
getting a pretty broad pharmacological knowledge and 
expanding on the physiology as well. But learning how to use 
those tools which you would be using on the job. (SP6) 

SP7 who administered medications during their clinical learning experience 

realised how essential it was to know where to locate up-to-date information 

about the medication they were dispensing, so they could educate the patients 

who were prescribed the medication:  

Have a little bit more patience (laughter) in terms of taking a bit 
more time and making sure that, not only the patient understands 
it, but I understand it. In case it’s something I’m not that familiar 
with or knowing that I should probably seek further information 
on it. Just to make sure I’m giving what actually needs to be told 
to the patient and not try and pull it out of nowhere. (SP7) 

Participants were able to use the NZF resource and the course study guide 

within course assessments. SP4 reported enthusiastically that the study guide 

was an amazing resource: 

I got the study guide, which was an amazing resource. I printed 
it out, I paid money to print it just because... it was crazy. But it 
was probably the best thing I did. And, before the exam, went 
through all of it. Highlighted it, but then I went and did, like, a mind 
map and just branched off. And, as I was kind of doing it I kind of 
felt, I actually know, I can just write this word, and I know what it 
means. I don’t have to be, like, “oh no, I’ve written this word I 
have to go search it up”. ‘Cause, I guess, being online, you have 
the temptation to be, like, I just won’t study that because I can 
just search it up on Google or NZF or, you know, there’s always 
that temptation. But, with this I kind of knew it already, and I didn’t 
feel like I had to search it up. I knew the answer. It was kind of 
something small, but it just felt like I understood. (SP4) 
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Developing proficiency in using resources was understood. Theories and skills 

learnt in the university setting needed to be translated and practiced in clinical 

learning environments. SP4 pointed out:  

...on placement pharmacology really helped being on placement. 
‘Cause, I was on the [names ward] medical ward. And my 
preceptors would ask me what this medication was, why I’m 
giving it, what I need to look for. And, having already done some 
pharmacology I could answer some of those questions and 
understand why they are asking those questions. (SP4) 

Both, SP4 and SP5 commented on the importance of understanding the 

medications they were dispensing and their role as the final step in medication 

safety before administration:  

You have to know it because, as a nurse it’s your responsibility, 
you’re giving that medication. So, I guess, it’s a lot more 
pressure, for me I feel there’s pressure for me to learn it. (SP4) 

We’re definitely the safety net. I mean, not only for doctors, in 
general we’re the safety net for the patient ... it’s opened up my 
eyes to what I should know, and so now whenever I do look at a 
drug I’m already thinking I should check what’s in it. I should 
check what reactions would be. So, it’s definitely opened my eyes 
to what I should be looking at as well. Not only, is that what we 
use for that. (SP5) 

This theme has demonstrated students’ awareness of the need to incorporate 

resources and tools used in clinical practice settings into course resources. The 

knowledge gained in using the resources was recognised as requisite for safe 

practice; knowing where to locate specific information on medication 

administration was essential, including for patient health literacy education.  The 

course study guide was seen as particularly useful for summarising content, 

prompting recall, and developing an understanding of medications. Students 

appeared to have developed sound knowledge of medications administration to 

the point that they were able to apply this knowledge safely in their clinical 

practice. 
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6.6.7 Challenged and Equipped 

This final theme identifies the challenges and the importance of developing 

knowledge and skills in preparation for graduate practice. Some students felt 

apprehensive at the start of a course. For others, the challenges became 

evident when they reflected upon professional practice. They acknowledged 

there were gaps in their knowledge and spoke of a shift in their perspective on 

learning and interactions with people seeking healthcare. Students reported 

diverse and challenging clinical learning experiences but also recognised their 

developing capacity to act professionally.  

Some students mentioned initial feelings of apprehension about courses. For 

example, SP4 described how a friend’s experience had affected him:  

I heard the negative things going into it. I heard that it was the 
hardest paper that you’ll do throughout your three years... And 
so, I was really, really nervous about doing it... It was so much 
better than what I was expecting. So, it definitely exceeded my 
expectations. It wasn’t as difficult, but I think that’s the way it laid 
out in comparison to how my friend had done it before, to how it’s 
laid out now. I think that really helped. (SP4) 

Prior to SP4’s enrolment the pharmacology course had been extensively 

reformatted for online delivery. Despite expectations, SP4 had a positive 

experience:  

I feel like that changes how people come to it, like your attitude 
towards learning. Especially in Covid like you’ve got to be 
motivated. You’ve got to be the one doing it ‘cause it is online 
you have to initiate that studying. You’ve got to be the one to ask 
questions, to engage in the Zooms. Yeah. So, I think for the 
biggest thing that helped my success was, even though I had the 
expectation that this was going to be hard, it was that I needed 
to work hard. (SP4) 

Self-realisation and professional growth are markers of emerging preparation 

for graduate practice. Key to this is a deliberate intent to put in the time and 

effort required to learn: 

Challenging on how you’re trying to start to teach yourself as well 
at the same time, because it’s online, you having to try figure 
out... how you study, I found that really challenging, I had to figure 
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out my way of absorbing the information. Which is why I went to 
YouTube and watched all those, that were really good. And, then 
obviously writing down, all my notes and, re-reading and 
relistening over. I listened so many videos it’s not even funny. 
(SP5) 

In summary, this theme identified a growing awareness of professional 

challenges in clinical settings and student insights into their capacity for 

graduate practice. They recognised their ‘productive struggle’, acknowledged 

gaps in knowledge and the importance of becoming reflective practitioners.  

6.7 Summary – Pharmacology Quintain 

The Case Study 2 (CS2) Quintain (see Figure 6.5) offered a synthesis of design 

for learning aspects analysed in the data. In comparison to case study 1, 

differences were highlighted in relation to Set and Epistemic design with the use 

of a Zoom classroom, PowerPoint presentations, and teachers located in their 

home offices. Contextual aspects at the periphery included disciplinary-specific 

epistemic content and Covid-19 lockdown restrictions changing during course 

delivery.   

Figure 6.5 

Case Study 2 Pharmacology Quintain: Productive Hybrid Learning 

Environments 

 

(Refer to 4.2.1 for overview of Quintain structure) 
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The productive, hybrid learning environment findings in CS2 indicate Epistemic 

design is successful when the volume of material is manageable and can be 

accessed and activities completed in an order aligning with student preferences 

and personal circumstances. Academic staff who were interviewed advised that 

this required an overall strategy to ensure continuity of design for learning 

existed within and across a course, a degree programme and an institution-wide 

approach was taken to LMS design and formatting. 

Second, Set design is most effective when course material is structured, and 

scaffolded to support development of knowledge, skills and practice with tools 

used in graduate practice. In this case, the study guide was also a key resource 

for future practice. The use of the NZF resource aligned with current, clinical 

practice. Design within the learning modules followed a predictable format to 

minimise cognitive load in navigating the LMS, and the emphasis was placed on 

developing an understanding of medications and therapeutic administration. 

Third, Social design thrived when there was recognition of the personal and 

professional challenges experienced, and the need for effective communication 

between teaching-team members to improve the learning environment. While 

some teachers reported disappointment at the loss of spontaneity in responding 

to students, there was evidence that the improvisational theatre format invited 

and supported student interactions with teachers and the topic.  

The findings indicate a desire for interactions with teachers and peers, however 

the requirement for physical isolation during lockdown periods had a moderating 

effect on the ability to maintain connections. This is an interesting aspect; with 

the widespread use of mobile phones, social media and technology, there are 

increasingly greater opportunities to maintain connection.    

Across this case, students appeared to appreciate the design for learning that 

supported them in the context of their personal circumstances as they had the 

freedom to create a learning pathway aligning with their interests and clinical 

learning experience foci. In contrast, academic staff identified the benefit of a 

consistent approach, supported by predictable design formats, stable learning 

resources, continuity of staff, and effective communication to enable current and 
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new staff to develop a clear understanding of course content that incorporated 

effective design for learning strategies. 

The findings suggest productive, hybrid learning environments can be created 

through planned and thoughtful curation of content alongside purposeful 

structure and modular formats to construct a stable learning environment able 

to weather societal and global challenges. The next chapter explores productive 

learning occurring within a hybrid social work course. Observations occur during 

a face-to-face, overnight live-in noho marae learning environment. 
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Chapter 7. Case Study 3: Indigenous Learning 

Practices 

 

7.1 Introduction 

Case Study 3 – Social Work presents a social work course founded on a te ao 

Māori worldview and kaupapa (foundation) with the design for learning 

incorporating indigenous ways of knowing and being. Fifty-nine students were 

third year and mostly enrolled in the Bachelor of Social Work with a few 

students (unknown number) completing a social policy major. This distance 

course had been redesigned by the course coordinator (P1) prior to the Covid-

19 pandemic.    

In the course redesign P1 noted a deliberate intent to celebrate Māori culture 

and take a strengths-based approach to Māori people and culture. It is well 

known that racism continues to exist in healthcare organisations in Aotearoa 

New Zealand with Māori unfairly discriminated against. The course begins with 

students reflecting on their own culture and positionality “So who are you?” (P1) 

before exploring Māori culture and how “Māori fit” in Aotearoa New Zealand 

within current political systems and healthcare policies. 
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This design for learning strategy challenges students in the first four weeks of 

the course to consider racism, white privilege and identities. 

“you call yourself a Kiwi? Do you call yourself a New 
Zealander?... if so, Why? [If] your heritage is overseas... why 
aren’t you looking at that?” (P1) 

The course includes a three-day, live-in noho marae (overnight stay on a 

marae). The course coordinator provides context to assist students develop an 

awareness of the reasons Māori were protesting by giving a brief history of te 

Tiriti o Waitangi, Māori renaissance between the 1960s and 1970s and the 

protests, occupations and police raids in this period. This period was 

emphasised in this course with other decades of Māori development taking a 

central focus in other courses. Students are asked to consider these events, 

their identity and responses to past and current events. Students are introduced 

to a range of models used within Social Work practice and of particular 

relevance to tāngata whenua (Māori people). They are encouraged to use Te 

Whare Tapa Whā, “try it on themselves and work with it... then they gain 

confidence” within their social work practice (P1). 

Analysis of this case study included data from the noho marae I attended to 

observe one group of students, artefacts within the course LMS site, and 

interviews with two students (SP 1 and SP2) and three social work academic 

staff (P1, P6, and P7). Findings from the case study have been previously 

reported in Green, Ruwhiu, Carvalho and Sheridan (2023) and is presented in 

this chapter. 

This chapter explains the researchers’ presence within the case study, provides 

a brief overview of the background surrounding the writing of the publication, 

and sets the scene for data collection. The publication follows. This chapter 

finishes with a synthesis of Case Study 3 – Social Work findings through the 

quintain as in Chapters 5 and 6.  

7.2 Researcher Presence in this Case Study 

In Case Study 3 – Social Work, I attended the noho marae and interacted with 

staff and students. P1 advised that to maintain the kaupapa (foundation) of the 
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noho time it was important for me to observe and be part of the activities to 

avoid a division with students. P1 was clear in describing the research project to 

the students in a LMS recorded video interview in the course site. I was 

introduced at the beginning of the noho marae and explained my research and 

presence over the following three days. P1 invited questions and gave students 

the opportunity to say if they did not want me to observe them. No students 

requested this. Along with observations of the noho marae, data were collected 

from the LMS course site and interviews with students and teaching staff (P1, 

P6 and P7). 

My observations during the noho marae were analysed using a process of 

review and refinement by P1, P6 and P7 (see Appendix 8 analysis of the 

introductory ‘mihimihi’ teaching session). The data analysis approach included a 

refinement of the accuracy of details capturing the teachers’ learning design 

intent in each session. Trustworthiness and validity of data analysis were 

evidenced through a process of repeated reviews by my supervisors (LC, NS). 

7.3 Background to the Social Work Case Study Publication 

The researcher and supervisors contributed a chapter to Learning Design 

Voices (2023) edited by Jaffer, Govender and Czerniewicz. The book is a 

compilation of innovation in blended learning design for teaching and learning 

practice, Chapters targeted innovation in local context-dependent higher 

education institutions.  

Jaffer, T., Govender, S., & Czerniewicz, L. (Eds). (2023). Learning Design 

Voices. EdTech Books. https://doi.org/10.59668/279 

I led the conception, development and writing of a chapter that synthesised 

aspects connected to this case study. Specifically, the chapter focussed on the 

productive, hybrid learning environment that enacted authentic pedagogies 

grounded in indigenous tradition, creating a space for reflection and 

transformation for health professional and graduate student practice.  

https://doi.org/10.59668/279


 

207 

Green, J. K., Ruwhiu, P. A., Carvalho, L. F., & Sheridan, N. (2023). Indigenous 
learning practices: Creating reflective spaces for growth and 
transformation. In T. Jaffer, S. Govender, & L. Czerniewicz (Eds.), 
Learning Design Voices. Ed Tech Books. CC BY 

This was an opportunity to present a culturally authentic approach to 

decolonising the curriculum, learning environment and health professional 

education for practice. The publication examined the social work course using 

the ACAD Framework as a tool for analysis, identifying Set, Epistemic, and 

Social Elements and the resulting Emergent / Co-creative outcomes evident 

through discussions with lecturers and students and analysis of course 

artefacts. The published chapter discusses the benefits of incorporating 

indigenous practices in higher education learning environments within the 

health profession rather than a specific discipline. The publication was written 

for an international audience with potentially limited knowledge of Aotearoa 

New Zealand with te reo (Māori language) explanations provided for context. 

The teaching team (P1, P6, and P7) were participants in this research and their 

tangata whenua perspectives on indigenous ways of knowing and being were 

crucial to maintaining authenticity. Their insights guided refinements in the 

observation protocol and in the analysis and interpretation of the noho marae 

learning activities (described in Chapter 4 Methodology - Section 4.2.5 and see 

Appendix 8). P1 had social work knowledge and embedded cultural knowledge 

within this discipline. To maintain the anonymity of this author we removed any 

reference specifically identifying them. We acknowledged their contribution in 

confirming accuracy of events and through critical review of drafts. The chapter 

represents a culturally grounded, social work case study. 

7.4 Indigenous Learning Practices: Creating Reflective Spaces 

for Growth and Transformation (Book chapter) 

7.4.1 Abstract 

Western ways of “knowing” and “being” have dominated higher education for 

many centuries, contributing to the perpetuation of existing practices and voices 

within political and economic systems. In higher education / university / 

wānanga contexts, there is a need for learning design approaches that invite 

https://creativecommons.org/licenses/by/4.0/


 

208 

educators and learners to engage in diverse knowledge practices other than 

those associated with Western traditions, especially for learners who would 

benefit from education grounded in indigenous learning practices. This chapter 

focuses on a course that is founded on an indigenous te ao Māori worldview to 

illustrate the significant learning that can occur in an authentic, locally situated 

and context-specific practice environment. Its learning design showcases a way 

of decolonising the curriculum, learning environment and health professional 

education and practice. Interviews and observations with teaching staff and 

students informed the analysis of this hybrid learning environment. Taking an 

ecological approach grounded in practice theory, the analysis draws on the 

Activity-Centred Analysis and Design framework to examine how an 

assemblage of elements (including tools, tasks and social design elements of 

the course) influences its emergent activities. Four distinct learning activities 

from the noho marae (overnight stay) are described and evaluated using a 

learning design framework through an iterative process of “zooming in” and 

“zooming out”. The chapter provides operational details for learning design and 

argues that authentic, locally contextualised, culturally respectful learning 

practices can be highly effective for learners and their subsequent graduate 

practice. This design is in alignment with UNESCO’s Sustainable Development 

Goals (SDGs) of good health and well-being (SDG3) and quality education 

(SDG4). 

7.4.2 Introduction 

The United Nations (UN) Sustainable Development Goal (SDG) number 4 

centres on “ensuring inclusive and equitable quality education” to support 

learning that improves societies (United Nations, n.d.; United Nations DESA, 

2021). In this chapter, we argue that in order to address “inclusive and equitable 

quality education”, learning experiences need to be relevant to all learners, not 

just to those from a dominant group. This calls for learning designs that address 

and develop culturally meaningful learning opportunities. 

This chapter focuses on a case study extracted from a larger, multiple case 

study investigating the design of productive, hybrid learning environments in a 

university in Aotearoa New Zealand. The term “hybrid” is used to denote the 
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incorporation of a variety of digital and material elements, coexisting in varying 

configurations within postdigital designs for learning (Fawns, 2019; Goodyear, 

2020). 

The case described here involves a course founded in te ao Māori (see 

glossary), a Māori worldview that incorporates innovative use of learning 

design, including curated forum discussions and “he rangitaki” (reflective online 

journaling) within a learning management system (LMS), as well as a nohoanga 

marae (Walker, 2012) – a face-to-face, overnight marae-based, live-in 

environment that provides the setting for learning activities built into the course 

design. This case illustrates how the richness and breadth of knowledge, social 

norms and cultural practices can enhance learning environments, and argues 

that this can positively influence graduate practice. The use of authentic 

pedagogies that are grounded in indigenous traditions allow cultural traditions to 

be maintained in higher education settings and can have significant beneficial 

impacts on the academic journeys of all learners. 

In this course, which is part of an undergraduate programme within the health 

and wellbeing disciplines, the lecturer embedded principles in the learning 

design to decolonise the curriculum and the learning environment, as well as 

education and practice in the health profession. Interviews for this study were 

undertaken by the first author with the lecturer-designer, teaching staff and 

students along with data from which were combined with observations of 

learning activity in digital and physical spaces. Findings revealed key elements 

of learning design that allowed the course to be fully contextualised and 

relevant to learners in Aotearoa New Zealand. 

The chapter discusses some innovative pedagogical strategies, such as the 

learner considering “Ko wai au? Who am I?” in relation to understanding their 

place within a wider context, engaging with their line of descent traced back 

from an ancestor, and viewing decolonisation through the lenses of Tangata 

Whenua (people of the land) and Tangata Tiriti (people of the Treaty of 

Waitangi) in a safe and supported learning environment. 
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Overall, this chapter examines core design elements that seem to support the 

enactment of authentic, locally contextualised, culturally respectful learning 

practices in a university course. These operational elements can contribute to 

highly effective learning practices and beyond; that is, not just for higher 

education / university / wānanga learners, but also in their subsequent 

professional practice, thus embodying the UNESCO SDGs of good health and 

well-being (SDG3) and quality education (SDG4). 

The next section introduces the analytical lenses used in this study. Then, a 

short overview of the Aotearoa New Zealand context and te ao Māori (the Māori 

world) are provided before the discussion of specific learning sessions. We 

conclude the chapter with recommendations for learning design that aim to 

support authentic, locally contextualised, culturally respectful learning practices, 

and our areas for future research. 

7.4.3 Analytical Lense 

The analysis of this hybrid learning environment takes an ecological approach, 

grounded in practice theory. Drawing on the Activity-Centred Analysis and 

Design (ACAD) framework (Goodyear & Carvalho, 2014), the analysis identifies 

core design elements in the course which seemed critical to the unfolding 

authentic, locally contextualised, culturally respectful learning activity. 

ACAD differentiates between “designable components” (or the components that 

are open for changes through design), and those that are not (such as the 

emergent activity of students) (Goodyear & Carvalho, 2014). Designable 

elements are represented by the epistemic, set and social design dimensions of 

the framework (see Figure 7.1). Epistemic elements revolve around the 

organisation of knowledge, the sequencing and pacing of information, and the 

resources that are provided for meaning making. Set elements refer to items, 

such as physical and digital tools or artefacts that are present in a learning 

situation, including how elements may be positioned within a learning space. 

Social design considers how learners are organised, and may range from 

individuals, pairs, triads, small groups, classes or entire cohorts. The 

coalescence of these three designable aspects supports co- creation of 
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knowledge at learn time, when learners interact with the specific assemblage of 

elements put together by their lecturer. This last aspect is an important feature 

of this framework, in that those who design for learning cannot fully predict or 

control what might occur when a specific group of learners comes together in a 

specific learning context. Lecturers can however – through their design 

decisions – nudge learners in certain directions. They do so through their choice 

of elements in epistemic, set, and social design. 

Figure 7.1 

The ACAD Framework 

 

Note. Adapted from Goodyear, P., & Carvalho, L. (2014). Framing the analysis of complex 

learning environments. In L. Carvalho & P. Goodyear (Eds.), The architecture of productive 

learning networks (p. 59). Routledge. https://doi.org/10.4324/9780203591093 

In order to theorise the relationship between design elements and emergent 

practices, four distinct learning activities from the noho marae are described 

with specific details outlining the learning design, intended outcomes and 

analysis of a session using a learning design observation template adapted 

from Fawns et al. (2021) and the iterative process of “zooming in” and “zooming 
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out” (Goodyear, 2020; Nicolini, 2012). The process and focusing questions are 

provided in Appendix 8. 

Walker (2012) has emphasised the importance of the way in which guest 

observers understand themselves when entering indigenous spaces. An 

observer from a culture different to that of a case study could misinterpret the 

significance of what they observe. Walker argued that the researcher should 

allow their perspective to be informed by those of the culture in which the case 

is situated. It is essential for Tangata Tiriti researchers to acknowledge 

guardianship, rather than ownership of analysis of this course’s design for 

learning. The research team includes Tangata Whenua and Tangata Tiriti 

investigators and this chapter is written in consultation with the Tangata 

Whenua course designer-lecturer. Consultation with collaborators steeped in te 

ao Māori knowledge seeks to balance the potential risk of overlooking 

significant cultural interpretations. 

7.4.4 The Aotearoa New Zealand Context – Tangata Whenua and 

Tangata Tiriti 

Aotearoa New Zealand is distinct from other countries in regard to Te Tiriti o 

Waitangi and The Treaty of Waitangi. The intention of this agreement was the 

formation of a respectful bicultural partnership; however, these historical 

documents are regarded as a current social contract that strengthens 

relationships between Tangata Whenua and Tangata Tiriti (Ruwhiu, 2019). Te 

Tiriti o Waitangi was signed in 1840 by 42 Māori chiefs and a British Crown 

representative. Over the following four years, Te Tiriti o Waitangi travelled from 

one end of the country to the other and was signed by 513 male and 13 female 

Māori chiefs by 1844. It outlines the relationship between the two tangata and 

guarantees the rights of Māori and the responsibility of the British monarch 

(Wilson et al., 2021). 

Tangata Whenua refers to the people of the land as the first arrival people in 

Aotearoa New Zealand. Tangata Tiriti denotes the people of the Treaty, 

referring to the second arrival people in Aotearoa New Zealand, who signed a 

treaty with Tangata Whenua in 1840. 
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Despite the good intentions outlined in the agreement, Māori have had to 

continuously and increasingly challenge institutional racism and the effects of 

colonisation throughout Aotearoa New Zealand, particularly since the late 1980s 

in respect to the policies of the government and its institutions (Ramsden, 1993; 

Walker, 1986). This is evident in both the education and health systems. At 

present, the Waitangi Tribunal are investigating more than 200 claims accusing 

the Crown of operating a sick, racist health system that fails Māori. The Health 

Services and Outcomes Kaupapa Inquiry (Claim WAI 2575) at Tūrangawaewae 

marae in Ngāruawāhia heard from claimants, some of whom were health 

professionals, that Māori die earlier and suffer worse health outcomes than 

other ethnic groups (Waitangi Tribunal, 2019). The effects of 181 years of 

control by the Crown has resulted in marked social and health disparities (Came 

et al., 2020). 

Māori continue to experience the intergenerational effects of colonisation and 

discrimination. It is through partnership that understandings are cemented and 

actions that build equity for Māori in social and health systems are taken. It is 

the everyday work of health practitioners and others that contribute to this 

agenda. This case is centred on mana enhancing practices, which respect a 

person’s authority and status, and recognises the centrality of emotions, 

reflection and spirituality within te ao Māori. It is through acknowledgement of 

the consequences of colonisation and by a deliberate effort to develop a 

partnership based on understanding that health practitioners (and others) can 

develop respectful interactions with people seeking healthcare support (Ruwhiu, 

2019). 

7.4.5 A Course that Enacts te ao Māori Worldview 

This course is part of an undergraduate programme within the health and 

wellbeing disciplines at a university in Aotearoa New Zealand. Students are 

distributed across many geographical locations within the country. The course is 

offered as a third-year, 12-week (mostly) online course and caters for around 60 

students. It involves one lecturer and two supporting teachers. Students start 

the course with four weeks of asynchronous, online learning and then meet in 

person for a nohoanga marae weekend learning experience. The remaining 
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weeks of the semester are delivered asynchronously, online. Ethics approval for 

this research requires that specific details about the participants, courses and 

university remain anonymous. We differentiate the participants in this research 

by referring to the lecturer and course designer as “Kaiako 1”, the supporting 

teachers as “Kaiako 2” and “Kaiako 3” respectively, and the student participants 

as “Student 1”, “Student 2” and “Student 3”. 

Te ao Māori (the Māori world) is evident throughout the learning design of this 

course. The course environment includes both physical and online components. 

The course website on the LMS (the “Set design” component in the ACAD 

framework) is organised according to weekly topics, each of which begin with 

an introduction to the topic, its kaupapa (underlying foundations) and relevance 

with images to support the narrative. There is also a karakia (prayer) and a 

whakatāuki (proverb), written in Māori and English and narrated in Māori by 

Kaiako 1 on audio, as well as a short video presentation by the Kaiako 1 and a 

variety of resources in different mediums (written, video, images) for course 

participants to access. Figure 7.2 is a screenshot from the LMS course site.  
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Figure 7.2 

Screenshot of the course site in the LMS 

 

 

These elements allow students to engage with indigenous ways of knowing and 

being from the very beginning of the course within the online environment, even 

before students arrive at the physical, marae learning space. They seem to 

somehow set the tone, for what is to come and introduce students to Māori 

aspirations for society and, more specifically, for health and well-being services. 

Thematically, the course is divided into three sections (Epistemic design): Ko 

wai au? (Who am I?); Ko wai koe? (Who are you?); and lastly, a space to 

consider what has been learnt. Ko wai au? encourages each student to gain an 
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understanding of who they are in Aotearoa New Zealand as they learn more 

about historical discourses and the Māori renaissance. This is the first kete 

(basket) of knowledge, introduced via the LMS and lays a foundation for the 

second experiential kete of learning, during the noho marae (overnight marae 

stays) event. Throughout the noho marae each of the kaiako share their 

knowledge and experiences, considered a taonga (treasure), with students who 

gain a deeper understanding of Māori concepts and practices. The third kete of 

knowledge brings the many threads of the course together and students are 

able to reflect on what they have learned. 

The concept of whanaungatanga (connectedness, establishing connections and 

relationships) is essential for te ao Māori and is enacted through different 

design elements. For example, at the beginning of the course, Kaiako 1 creates 

a forum space (Set design) for peer-to-peer connection and discussions. This 

comes in the form of a task (Epistemic design) where students, who usually 

know only a small number of others, are prompted by questions, facilitating their 

connection with others: 

So, what did you think of the learning package? And what are 
some of the highlights, or what are some of the challenges in that 
space there? So, it's all kind of designed to be interactive. 
(Kaiako 1) 

There is also careful consideration given to how to keep the group connected. 

For example, if there is insufficient activity on the forums, Kaiako 1 delays 

introducing the next topic because her kaupapa (foundational principle) requires 

that “we all move together, move forward together. No one is left behind” 

(Kaiako 1). This is a te ao Māori value, grounded on the importance of the 

collective, where being still and waiting allows for others to catch up – and for all 

to move together as a group (Social design). Kaiako 1 reported that this focus 

on the collective allows students to engage and expand their ideas, building on 

each other’s contributions. This is seen in the kaiako’s recollection of student 

forum posts: 

I’m really addicted, like I can’t wait to get up in the morning to 
see, to read all of the posts, … read all of the forums. The other 
thing is they are… creating their own resource. So, it’s expanding 
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their critical thinking where one peer puts up this and the other 
peer puts up: “Wow, I never really thought of it like that!” So, 
they’re building that “Oh okay. I can think of it like this” … they’re 
sharing experiences as well. (Kaiako 1) 

Whanaungatanga allows for connections between students and teachers. In 

Western contexts introducing oneself is important, but the concept of 

whanaungatanga within te ao Māori goes deeper than an initial introduction. It is 

about acknowledging connections to the present and the past, physical and 

spiritual. This stands distinct from higher education contexts with an emphasis 

on transactional rather than transformative relationships between learners and 

teachers. 

Throughout this case, there are many examples of co-construction of 

knowledge. Within te ao Māori, the concept of ako (to teach and to learn) 

represents the reciprocal nature of learning for both the student and the kaiako. 

An exchange from learner to teacher and teacher to learner is demonstrated as 

an “ako” interchange. For example, connections with Kaiako 1 are established 

in a weekly reflective journal called “He rangitaki”, written by the student and 

responded to by the kaiako. The term “He rangitaki” is used to describe the 

reflective state. These include personal reflections on the weekly topic, 

including reflecting on experiences, feelings and emotions. The rangitaki are not 

marked for a grade but are instead assessed on words of encouragement, 

wonderment and support are given to the learner. In what follows, we examine 

four learning sessions that foreground some of the core principles in the course. 

7.4.6 Whanaungatanga 

The concept of whanaungatanga (connectedness) is an essential starting point 

in the noho marae and extends the online connections made in the previous 

four weeks via the LMS (Set design). About 30 students brought bedding into 

the wharenui (large meeting and sleeping space) and set up their sleeping 

space before undertaking the first learning activity. This was led by one of the 

three kaiako (teachers) and took place on the marae ātea, the grassed area in 

front of the wharenui (Set design), which is an important and traditional 

welcoming space in whanaungatanga. 
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The intention of this activity is to decrease anxiety when meeting others for the 

first time (Epistemic design) and for it to be an enjoyable experience. Creating 

connections between learners who may have interacted in online forums but 

who have not met in person is important. Whanaungatanga helps to establish a 

shared sense of belonging within the group. Attending the noho marae – being 

in a traditional Māori space in a supportive environment – allows students to 

challenge themselves and be challenged by others. 

And I think, don't be nervous, for the foreigner. You will know 
much, much more than you expect, or that the other students 
expect. There’s quite a lot of information about the Māori people, 
about Māori culture, so it all just opens up your mind. Go to the 
marae and don't be frightened and then at the beginning, I feel 
like “Oh my God what's the marae look like? What can I do in the 
marae?” I know nothing. So, at the beginning I’m so frightened. 
But now, I want to say to other people, to other students, “Don't 
be afraid, just open your mind, you will learn.” (Student 1) 

The initial task is undertaken by students in groups of 12–15 (Social design) 

and is based on where students are living during the semester. Each group 

forms a circle, a collective rhythm is established by two thigh slaps and two 

hand claps, then one person starts by inserting their name and an action, while 

maintaining the rhythm. Each person in the group includes their name and 

action and repeats the names and actions of all those who have gone before 

them. There is much hilarity, and at times frustration, as the pattern is broken 

and the group must start from the beginning again. These “errors”, however, 

provide opportunities to learn by practicing each other’s names. The activity is 

relaxing, fun, energising and creates an excellent platform for the start of the 

workshops. 

Well, for me, as an internal student, it was the first time I'd meet 
any of the distance students … it was a really fun easy way to 
just take the edge off a bit because being around a bunch of new 
people, even if it is all lovely ... students it is always going to be 
terrifying. Especially in a place that is not somewhere I would 
normally be. (Student 2) 

The association of an action with a person’s name serves as a memory aide 

throughout other noho activities. Each group is challenged to create a short 

performance that represents their geographical region. Performances are 
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presented on the first evening before each person recites their mihimihi (to 

acknowledge the manawhenua, the people of the marae) and their pepeha (an 

introduction about their connections to family, locations, the environment and 

spiritual elements that establish connections between the visitor and the people 

of the marae).[2] Standing to say their mihimihi and pepeha, each person is 

supported by their group of peers and this collegiality shows the development of 

tangible connections, which is a key outcome of this activity. The assemblage of 

elements within the design for learning coalesces to influence the emergent 

activities. The activity in the digital environment (Set design) plants the seed for 

connections to be established (Social design), but it is within the marae (Set 

design) that these connections are deepened and strengthened so that a sense 

of conviviality and belonging can emerge, reflecting continuity between what 

students experience as part of their interactions in the digital and the physical 

settings. 

Whanaungatanga is centred on connections and early on in the noho there are 

formal introductions. Students are provided with links to resources to help them 

prepare their mihimihi and pepeha ahead of time. Preparation enables students 

to connect with their ancestral history and during the noho marae many 

students commented on the significance of this for them personally. Throughout 

the whanaungatanga activity on the first evening, the manawhenua (marae 

hosts) are continually making connections between the details that each student 

is communicating about their ancestry, heritage and the geographical places 

they have connections with. 

Some of the emergent, undesignable aspects in this learning activity, as 

understood by Goodyear et al. (2021), can be seen in the development of a 

sense of belonging and collaboration. Students exercise their autonomy, for 

example, by using their preferred social media app to connect with each other 

while they are travelling to the noho marae; the use of their preferred device, 

app or software to develop their mihimihi and pepeha; and in the collegiality that 

is evidenced in the giving and receiving of acknowledgements that occur during 

mihimihi introductions. 
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This was the first noho that this teaching team had facilitated as a group. There 

had been discussions, meetings and plans made in preparation for this event. 

During the sessions, the three kaiako were “checking in with one another and 

noticing the levels of energy, noticing group dynamics … Working together 

collectively as a tight teaching group” (Kaiako 1). As the kaiako became aware 

of changing energy, they “huddled” to review the dynamics and to re-design in 

the moment. The term “huddling” was used as a cue to find a quiet space and 

debrief about the previous activities, notice any student of concern and plan or 

adjust the activity coming up. Essentially, the huddle is designed to regroup and 

give the kaiako a chance to catch up, re-evaluate, ensure that students who 

may need following up with are identified, and prepare for the next activity or 

workshop. 

7.4.7 Aotearoa Identities, Racism, Privilege and Historical Trauma 

Acknowledging personal privilege, cultural identity and heritage are key to 

understanding the position that a health professional holds in a therapeutic 

relationship with a person seeking healthcare (Ramsden, 1993). The design of 

the task described in this section addresses this theme. Similar to the previous 

task, this task connects and extends themes that have been introduced within 

the online environment by way of video presentations, historical documents, 

news reports and forum discussions (Epistemic design). During the initial four 

weeks of the course, Kaiako 1 foregrounds literature and other sources of 

knowledge relating to historical trauma as a result of colonisation to heighten 

the learners’ awareness of significant events that have shaped Aotearoa New 

Zealand identities. 

The task builds on whanaungatanga (connectedness) as students reflect on 

some of the initial course concepts (Epistemic design) in pairs or triads (Social 

design). Kaiako 3 takes the group outside and using ngā rakau (wooden poles, 

1.3m in length) (Set design) speaks in te reo Māori, demonstrating a series of 

actions with the rakau that greet components of the marae and of the 

environment that nourishes us. The students then move to a smaller space and 

stand shoulder to shoulder holding their rakau in front of them (Set design). 

Following the instructions of Kaiako 3, they move either their rakau or their 
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position in the circle, leaving the rakau where it is. Not following instructions or 

dropping the rakau leads to exclusion from the circle. Both of these activities are 

linked to the “space” each individual occupies, symbolising privilege, inclusion 

or exclusion from the group (Epistemic design). 

Because this was the first time we can (sic.) utilise this format, 
and the first workshop of the day, the plan was to … further 
whanaungatanga development amongst the students. This is 
why we first sat down to discuss some of the concepts within the 
learning packages, before going outside. (Kaiako 3) 

The kaiako explained that the purpose of this task was to heighten the students’ 

spatial awareness, their position within space, and to potentially raise 

awareness of an unconscious bias towards privilege. Students’ experiences 

were expanded in subsequent group discussions, where they worked through 

feelings and emotions in relation to these concepts and the relevance of this 

experience to prior course content (Emergent / Co-creative activity). 

Growth doesn't happen in comfortable places. … my role … was 
to push, push, push, push students, a little bit outside of the 
comfortability zone and evoke emotions as well and help them to 
critically think … it's not to say that I have all the answers, 
because I know myself that I don't have all the answers. (Kaiako 
3) 

A student participant acknowledged the positive outcomes of the challenge: “[I]t 

was uncomfortable but in a good way as well you know. It's good to be 

uncomfortable, we need to have these uncomfortable conversations to move 

forward.” (Student 2) 

Throughout this session, the kaiako was observing, 
acknowledging group dynamics and responding to specific 
aspects: “I was recognising the differences within the groups and 
saying okay, what is another strategy I could utilise to bring out 
or make the learning more applicable to the respective groups”. 
(Kaiako 3) 

The inclusion of visual, auditory and kinaesthetic elements in this session 

foregrounds a design for learning that is inclusive of a variety of learning 

modalities that when combined contribute to each person’s learning, deepening 

their understanding of the importance of health contexts, finding connections, 
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being aware of the influence of privilege, and showing respect when working 

alongside Māori. 

7.4.8 Decolonisation – Mana Enhancing Practice 

A significant concept discussed in this course is decolonisation. Initial course 

resources and tasks present key information on Aotearoa New Zealand’s 

historical and recent colonisation experiences (Epistemic design), and the 

influence of the Māori renaissance in responding to these experiences. In 

acknowledging these realities as a basis for this session, Kaiako 1 emphasises 

decolonisation as “a process by which people peel away the psychological and 

spiritual effects of colonisation through a facilitated journey of learning the truths 

of their history” (Bell, 2006, p. 14). 

Kaiako 1 asks students to consider the impact of colonisers on Māori, knowing 

that for each student their ancestors may represent colonisers and/or the 

colonised. To acknowledge the feelings and emotional responses that may be 

elicited, the kaiako creates a physically and spiritually safe environment within 

the wharenui that recognises the sacredness of the space and the presence of 

tūpuna (ancestors), both in the images that adorn the walls and within the 

memories of past and present. Kaiako 1 provides a workbook, prepares the 

learners with a whakataukī (proverb) “Hikitea te ha”, which represents the 

breath (to breathe in and to breathe out). This helps to connect students with 

the environment through deep breathing: to connect with the earth, to create a 

safe place to be vulnerable and for spiritual elements to be acknowledged (Set 

design). Kaiako 1 notes that: 

[T]his physical space was very important, to get the full effect 
they needed to be in a place that is sacred, reverent and holds 
the mana of the marae. The whare is that place which opens up 
the portals of emotions. (Kaiako 1) 

Such design for learning infuses personal and spiritual aspects which reach 

beyond cognition and content towards a holistic approach to learning and 

understanding. 
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Another task of connection was to ask the learners to choose a space they 

preferred inside the wharenui and to compose a letter to their tūpuna, view them 

in their mind’s eye, and express their feelings (Epistemic design). 

Before discussing what they had written with a peer (Social design), the kaiako 

introduced “Mana Enhancing Practice” which centres on engaging with a person 

through listening, understanding and respecting cultural differences (Ruwhiu, 

2001; Ruwhiu, 2019). This practice involves initiating a conversation to identify 

and co- construct a space “between”, identifying behaviours and body language 

that indicate distress and preferred responses to acknowledge and provide 

support. This negotiated understanding creates therapeutic “rules of 

engagement” in which the learners can meet, share, listen and support each 

other during their conversation about their ancestors as they initiate restorative 

healing processes (Epistemic and Social design). The course workbook guides 

the learners through each of the aspects within this session. 

During the observation session, the researcher (and first author of this chapter) 

noticed students commenting that as they were listening to peers’ accounts of 

what they would say to their ancestors, they were at times upset, but the peer 

listener was able to recognise the distressed behaviour and to act in a way that 

the sharer had indicated was appropriately supportive. And then students 

reflected, and wrote, and spoke of their ancestors. 

This was connecting to their inner self but knowing that their 
ancestors and tūpuna were present and they could call on them 
and have a conversation with them. It then led into having 
conversations with each other… and thirdly, connection with the 
environment was an important grounding activity. (Kaiako 1) 

This session illustrates a design for learning that supported spiritual, emotional 

and conversational learning outcomes that were personally and professionally 

significant for the learners. With Aotearoa New Zealand being a bicultural 

country, the opportunity to understand Māori and non-Māori cultural values and 

practices within higher education courses allows graduates to develop 

knowledge that will help them to respectfully support and care for ethnically and 

culturally diverse populations. Mana enhancing practice acknowledges the 

personal, spiritual and natural influences on a person. It enables a co-created, 
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safe, therapeutic space within which the person seeking help identifies what is 

culturally appropriate for them and guides the health professional in how to best 

support their health and wellbeing (Walker, 2012). Indigenous-oriented design 

for learning brings a richness of knowledge and understanding that has validity 

for learners and teachers within a primarily monocultural learning landscape. 

7.4.9 Te Ao Māori Worldview – Pā Harakeke Framework 

The course design also includes Harakeke, a metaphor used by Māori for 

whānau (wider family), which signifies collective wellbeing and protection. The 

Harakeke plant (Figure 7.3) has the three central fronds representing the rito 

(child) at the centre, with awhi rito (parents) protecting on either side, and 

tūpuna (grandparents) as the outer leaves providing protection, shelter and 

support for whānau (Watson, 2020; Wilson et al., 2021). In Aotearoa 

New Zealand, the Pā Harakeke framework has been used within supervision 

and counselling, where the person seeking help is acknowledged as the rito. 

Within te ao Māori, there are tikanga (correct cultural practices) around 

harvesting and use that ensure the health and wellbeing of people and of the 

harakeke plant. 

Figure 7.3 

The Harakeke Plant (New Zealand Flax, Phormium Tenax) 
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Kaiako 2 introduces learners to the Pā Harakeke by way of a karakia (prayer) 

and a waiata (song), combined with hand and arm actions to represent 

components of the plant (Epistemic design). The kaiako suggests that learners 

consider applying the model to their personal health and wellbeing as a way of 

becoming familiar with the model that they might later use in practice. 

The design of this task includes time for describing and viewing workbook 

diagrams of the harakeke plant, including the ground and stones around the 

roots which can signify challenge and strength, and their influence on plant 

health (Epistemic design). The whole group is then invited to go outside to look 

at harakeke plants growing around the marae. They are asked to form small 

groups around the garden to examine specific aspects of the plants and to 

make comparisons between harakeke plants in different locations (Social 

design). The whole group then gathers to review what they have observed. The 

kaiako encourages them to look at the many different components of the 

harakeke plant and the differences in the health of plants in different locations – 

analogies for people seeking healthcare, their whānau relationships and the 

environments within which they are living (Emergent / Co-created outcomes). 

The group acts out each of the components of the harakeke plant, identifying 

which part of the plant they are signifying and then describing their thoughts and 

feelings about their role within the ecosystem. 

Key aspects of the design for learning in this activity include: the harakeke plant 

as a learning “tool”, the experiential and “hands-on” nature of being out of a 

classroom, interacting with the environment and interacting with their small 

group. The use of Pā Harakeke as a metaphor and model for whānau work, 

combined with various activities including waiata, hand and arm actions, 

discussions, field work in examining plants and their habitats, and the 

embodiment of harakeke, culminate in deep learning and the application of a 

model for graduate practice. 

The kaiako facilitated this session three times and noted that 
each group brought differing levels of energy. This allowed her 
to “work to the group strength, e.g., the quiet group were deeply 
reflective whereas the more outgoing group [included] bigger 
personalities [who] are happy to ‘act out’ and do things 
differently”. (Kaiako 2) 
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Course participants represent a diverse range of learners, who will soon 

graduate, and support the health and wellness of people from multicultural 

backgrounds in Aotearoa New Zealand. Indeed, the experiential learning that 

has occurred through this course seems to significantly contribute to the 

development of students’ personal and professional practice, as some of the 

student quotes illustrate: 

I just feel like we explored so much. Not just in terms of learning 
stuff but spiritually as well … the introduction of Pā Whakawairua 
which I've actually used as part of my self-care plan for 
placement. So, will be using that moving forward. So, exploration 
of self, but also of your place in New Zealand society and me 
specifically being Tangata Tiriti, what that means for me and my 
practice. (Student 2) 

The learnings were amazing, had some tangitangi (enlightening) 
moments when things came to light through this course. Looking 
back to move positively forward for the now and future 
generations of our people is the goal! (Student 3) 

Overall, the hybrid design of this course allows for multiple elements, such as 

audio, video and text-based elements that can be used effectively in the online 

environment; it also retains the key aspect of kanohi ki te kanohi (face-to- face) 

in the flesh within the noho learning experiences. In addition, Kaiako 1 

highlights the influence that this course can have on graduate practice 

outcomes: 

So, if you're comfortable in who you are, where you come from, 
your cultural positioning inside Aotearoa, your obligations and 
responsibilities to Te Tiriti o Waitangi, then that's a huge 
foundation to be able to go out and help others. (Kaiako 1) 

7.4.10 Recommendations for Hybrid Learning Environments 

The case presented here illustrates how educators might include indigenous 

principles as part of their learning designs. This is particularly important for 

teachers in indigenous or bicultural contexts, where considering traditions, 

values and cultural practices might similarly be incorporated to ground teaching 

activities into authentic, local and context-relevant, learning environments. 
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For this course, noho marae attendance is a requirement of the degree and of 

professional registration. As such, Covid-19 restrictions might necessitate 

postponement of this activity until physical distancing requirements cease. 

However, in other learning contexts, if a move to online delivery is necessitated 

due to the pandemic restrictions, the following suggestions below provide 

alternatives to capture elements of experiential learning from this course. 

 Plan for introduction activities that allow students to share a little bit 

about themselves – for example as an introduction forum or an online 

bulletin board linked to the LMS (“Some things about me ...”). 

 Consider the space that your activity could take place in – which 

environment would be conducive to wellbeing? For learning? Plan for 

alternatives depending on, for example, the weather. 

 Look for opportunities that support learners to experience the 

concepts – for example, by provoking emotive responses, creating visual 

memories, providing learning opportunities that move beyond reading a 

text or watching a video or listening to an expert. 

 Create elements for virtual learning – with the use of video tours and 

live, wearable webcams, one person could visit a site (e.g. a harakeke 

plant) and the learner observers could direct where the person with the 

webcam goes via a live stream video platform. 

 Consider altering the social design of an activity to accommodate 

online breakout rooms for discussion on key points.  

 Develop online brainstorming activities (e.g. JamBoards, Miro Board) 

to bring together feedback from learner breakout rooms and support a 

whole-class discussion.  

 Consider what concepts have already been presented and 

discussed – what variations in set, social or epistemic design could you 

make in a “review of the concepts” activity? 

 Work collectively as a teaching team to support in-the-moment 

responses to changing dynamics within the learning environment. 

 Consider a “Plan B” with an alternative Set – and how elements in 

social and epistemic design can still be responsive to the learning 

situation to support a rapid pivot. 
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7.4.11 Conclusion – Book Chapter 

Western ways of “knowing” and “being” have influenced higher education for 

centuries and contribute to perpetuating particular knowledge practices. There 

is, therefore, an urgent need for alternative learning designs that honour 

indigenous ways of knowing and being, and which invite educators and learners 

to engage in diverse practices. In this chapter, we have argued that authentic 

learning experiences need to be relevant to all learners, not just to those from a 

dominant group, and we have illustrated how learning design can address and 

develop culturally meaningful learning opportunities. 

The analysis in this chapter showcases a hybrid learning design, grounded in 

an authentic Māori context. The chapter discusses key elements of learning 

design that allow students to experience learning activities as fully 

contextualised and relevant to learners in Aotearoa New Zealand. Core 

pedagogical strategies, such as the learner considering “Ko wai au? Who am 

I?”, allow students to develop a deeper understanding of their place within a 

wider context, engaging with their line of descent traced back from an ancestor, 

and to view decolonisation through the lenses of Tangata Whenua (people of 

the land) and Tangata Tiriti (people of the Treaty of Waitangi) in a safe and 

supported learning environment. Such examples suggest ways in which 

indigenous knowledge can surface through learning design, ensuring inclusive 

and equitable, quality education that is more likely to support diverse practices 

and contribute to more inclusive societies. Future work will continue to analyse 

design features that contribute to productive learning in hybrid learning 

environments within higher education. 

7.5 Summary of Chapter - Social Work Quintain 

This chapter advances the investigation of productive, hybrid learning 

environments by presenting indigenous, Māori learning practices in the context 

of marae-based learning. By creating spaces for reflective growth and 

transformation in student perspectives and practice, this learning design 

advances the call to recognise the far-reaching benefits of incorporating 



 

229 

culturally authentic, inclusive education to enhance preparation for graduate 

and professional practice. 

In contrast to the two previous cases, the course in this case was able to 

proceed with the design for learning intact and unaffected by Covid-19 

restrictions. This included asynchronous delivery of content through the 

semester, followed by a synchronous, in-person noho marae experience. The 

case study quintain (see Figure 7.4) guided collection and analysis of data 

within the course LMS, throughout the noho marae proceedings and in the 

interviews with teachers before and after the noho marae, and in the student 

focus group discussion after the noho experience.  

Figure 7.4 

Case Study 3 Social Work Quintain: Productive Hybrid Learning Environments 

 

Note. Refer to 4.2.1 for overview of Quintain structure 

Course content included Aotearoa identities, decolonisation, with learners 

considering who they are, and what they would say to their ancestors. For those 

students who were not of sole Māori descent their ancestors were both 

colonisers and those who were colonised. During this activity, students 

considered rights-based professional practice and how they might enact the 
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human rights principles of human dignity with people in their care in a mana-

enhancing way. 

The chapter presented a course that was founded on te ao Māori principles and 

indigenous learning practices. The chapter directly contributed to a broader 

view of productive, hybrid learning environments by addressing the research 

questions: What are the characteristics of productive, hybrid learning 

environments in higher education health contexts? How do students and 

academic staff characterise productive, hybrid learning activities withing HLE? 

And how do learning design elements, in HLE, influence and support student 

experiences?  

The research findings across the three design aspects indicated Set design was 

the most effective when it embedded te ao Māori principles of whanaungatanga 

(creating connections) and ako (reciprocal learning between students and 

teachers) in experiential learning activities incorporating environmental and 

wairua (spiritual connection) aspects and acknowledging the role of these in 

planetary and personal wellbeing. There was a clear focus on reflecting on 

learning for professional growth. Epistemic design was successful when it was 

scaffolded and asynchronous delivery of content was extended in synchronous 

sessions and conveyed learning concepts through karakia (prayer), waiata 

(song), physical actions, conversations and observations. Social design was 

effective when it used fun, repetition, was relaxing and energising, 

acknowledged challenging personal experiences and enabled peers to support 

each other in mana-affirming ways (listening, understanding, respecting cultural 

differences). 

Themes related to students and teachers who indicated a willingness to 

embrace culturally respectful and inclusive practices while acknowledging 

individual challenges. In response to this, Kaiako (teachers) were continuously 

checking student energy levels and group dynamics to proactively redesign in 

the moment.  

Across the case, the issues that emerged as shaping productivity included the 

physical marae location; a clear sense of whanaungatanga to welcome and 
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include students from diverse cultures, backgrounds and locations; and 

acknowledgement of the potential for transformative professional growth when 

learning incorporated an understanding of patient health and wellbeing in 

relation to the environment and ecosystem. 

The findings collectively suggest productive, hybrid learning environments are 

evident when authentic, locally contextualised, indigenous knowledge practices 

are embedded into design for learning in higher education professional courses. 

The three design elements coalesced to support emergent, co-created 

outcomes for students to attain professional graduate practice.  

The following chapter focuses on the cross-case analysis and discussion of all 

three case studies in this research. 



 

232 

Chapter 8. Discussion 

8.1 Introduction 

This chapter discusses the research findings and draws on literature that has 

been reviewed. The cross-case analysis approach taken to interpreting the 

findings enabled similar patterns to be understood and differences between the 

three cases (CS1 Nursing; CS2 Pharmacology; CS3 Social Work) to be more 

deeply explored and interpreted. The overarching synthesis supports coherency 

in understanding the characteristics necessary to develop and maintain 

productive hybrid learning environments in higher education health. The cases, 

their contexts and specific quintain contextual influences have been considered. 

The need for productive hybrid learning environments in healthcare courses in 

Aotearoa New Zealand and beyond is argued on the basis of new research 

findings providing compelling evidence.    

8.2 Quintain Contextual Influences on the Case Studies 

The quintain has guided the research and analysis (see Figures 8.1, 8.2, 8.3) 

and provided a framework for identifying and assessing the key elements in 

each of the three cases. An awareness of the historical, educational, discipline-

specific or learner-related factors influencing the periphery or broader context 

within which the research is situated was maintained. 
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Figure 8.1 

Case Study 1 Nursing Quintain: Productive Hybrid Learning Environments 

 

Figure 8.2 

Case Study 2 Pharmacology Quintain: Productive Hybrid Learning 

Environments 
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Figure 8.3 

Case Study 3 Social Work Quintain: Productive Hybrid Learning Environments 

 

Historically, clinical learning experiences in all professional healthcare courses 

in Aotearoa New Zealand have scheduled planned dates and times determined 

by regional healthcare authorities. As a result, the structure of healthcare 

courses typically accommodated professional practice weeks. This was evident 

in the nursing course (CS1), however the social work course (CS3) occurred 

prior to the clinical learning experiences which were scheduled in subsequent 

semesters. In contrast, the pharmacology course (CS2), which included nursing 

and other health science students, had always followed a 12-week semester 

timetable independently of the clinical learning experiences.  

Typically, clinical learning experiences occurred at similar times year-on-year in 

a semester. However, as students in these cases were based in three regional 

locations, the weeks for clinical learning experiences seldom aligned across the 

whole student cohort. It became apparent that a rigid, sequential calendar 

format in the pharmacology course (CS2) had resulted in some students 

missing large amounts of content during full day workshops because they were 

absent from campus completing clinical learning experiences. This issue 

students faced in pharmacology combined with Covid-19 requirements required 

a course redesign.  
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All three cases had similar educational contexts with clear foci on preparing 

students for graduate practice. Design decisions to include learning resources 

in practice settings enabled this goal. However, educational contexts differed. In 

CS3, the course was designed for distance delivery allowing learners to stay in 

their regions and traveling for a two-day, marae-based experiential learning 

component. In CS1, the course was divided into three-blocks of on-campus 

theory and simulation labs. The purpose was to provide key knowledge and 

skills necessary for clinical learning experience blocks. The modular, 

redesigned format of the CS2 course provided a stable delivery despite differing 

clinical learning experience requirements and Covid-19 restrictions, and offered 

greater flexibility increasing student agency and a reduced need for staff travel 

between campuses.  

The disciplinary context necessitated students in healthcare professional 

degrees developing knowledge and skills in safe and supported, realistic, 

learning environments. The intent was to maintain the safety of people seeking 

healthcare while the students were guided in providing effective care in 

preparation for graduate practice. During clinical placements, students are 

mentored by facility registered healthcare professionals and supervised by 

university-appointed staff.  

Table 8.1 summarizes the historical, educational, learning design and 

disciplinary contextual influences across all three cases. 

Table 8.1 

Contextual Influences Within and Across Case Studies 

Context Historical  Educational  Learning 
Design 

Disciplinary  

CS1  
Nursing 

Influenced by 
clinical 
learning 

experiences 

Preparation 
for graduate 

practice 

On-campus & 
clinical learning 

experiences 

Mentored & 
supervised by 

RNs 

CS2 
Pharmacology 

Followed 12-
week structure 

Modular design Professional 
support for 
student 

development 

CS3  
Social work 

Prior to field 
education 

experiences 

Distance & 
marae learning 

experience 

Supervised by 
registered 

professionals 
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The following section provides an overview of each case and reflexivity across 

cases before discussing the multiple case study findings as a whole and 

integrating these into the broader body of design for learning research. 

8.3 Case Portraits 

Case Study 1 focuses on a year three Bachelor of Nursing course featuring a 

combination of asynchronous and synchronous design for learning including an 

observed simulation session. These students (N = 152) and teachers (N = 3) 

located across three geographical regions had experienced significant periods 

of differing Covid-19 lockdowns during which travel was restricted, and no on-

campus teaching was permitted until just before the simulation session 

occurred. Teachers had managed a rapid pivot to fully online delivery; students 

and staff were navigating personal, family/whānau health, sickness, wellbeing 

and educational challenges; and clinical learning experiences had been 

disrupted and were challenging with unwell patients, potential for transmission 

of Covid-19 to healthcare staff, changing healthcare protocols as new 

information came to light, and students required to don a N95 mask for an entire 

shift. Among these complexities, teachers adjusted to changing dynamics to 

facilitate student learning (See Appendix 9 Multiple case study analyst notes on 

this case). 

Case Study 2 focused on a year two Bachelor of Health Science asynchronous 

pharmacology course and observed tutorial session. This course was 

transformed to provide flexible access for 175 students to accommodate 

changing clinical learning experience requirements for most students (n = 172) 

who were in the undergraduate nursing programme. Course design facilitated 

all students’ access to the learning materials through changing levels of Covid-

19 lockdowns occurring between August and December 2022, and through the 

variations of access to clinical learning experiences during the semester (See 

Appendix 9 Multiple case study analyst notes on this case). 

Case Study 3 focused on a year 3 Social Work course with mostly 

asynchronous learning and the inclusion of a face-to-face, overnight, marae-

based, live-in noho marae experience. The students (N = 59) mostly engaged 



 

237 

with the course coordinator asynchronously through the learning management 

system during the initial four-weeks of the semester as they completed learning 

materials and discussion forums. For the two consecutive noho marae offerings, 

the cohort was divided into two-groups. Observations occurred in one of these 

noho marae learning events. The timing of this course was in the first semester 

of 2021. Although there were Covid-19 lockdowns during the semester, 

restrictions had been lifted in time for the planned noho marae, resulting in 

limited disruption to the course’s learning design and delivery (See Appendix 9 

Multiple case study analyst notes on this case). 

8.4 Cross-Case analysis 

While there can be an impetus to find similarities across the cases, Stake 

(2006) emphasised the importance of identifying their differences. He 

highlighted the importance of examining cases to establish their unique 

situational characteristics. The previous three chapters explored the unique 

characteristics of each case framed as a quintain. To synthesise and augment 

understanding in cross-case analysis, Stake recommended returning to the 

original thesis research questions for examination of aspects most prominent in 

the data from the cases. Through analysis and interpretation of these findings I 

can meaningfully respond to my overall research question: What are the 

characteristics of productive hybrid learning environments in higher education 

undergraduate health contexts? I can respond also to my research sub-

questions: How do students and academic staff characterise productive learning 

activities within hybrid learning environments? How do learning design 

elements, in hybrid learning environments, influence and support student 

experiences?   

In what follows, the cross-case analysis discusses commonalities and 

differences across cases and then interprets their meaning and implications for 

the design of productive, hybrid learning environments in higher education 

undergraduate health contexts. 
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8.5 Cross-Case Patterns of Similarity 

The similarities between the cases centred primarily on course design and the 

teaching teams’ ability to work synergistically, collaborate and effectively 

manage issues that arose. Participants across the cases reflected on the 

importance of supporting students throughout their learning by providing rich 

learning experiences mirroring experiences typically found in professional 

practice. The principles of effective learning design (Goodyear, 2020) were 

evident in the three cases. This is consistent with courses developed with 

significant learning designer input and which are required to meet standards set 

by the regulatory professional body.  

8.5.1 Course Design – The Importance of a Consistent and Predictable 

Format 

Cross-case analysis found productive, hybrid learning environments had a 

consistent and predictable format (Kaupapa) which signposted key information 

to guide learners through the course content. Across cases, courses included 

activities to prepare learners for key aspects commonly organised by topic 

within the Learning Management System (LMS) and typically included 

interactive activities, videos, and media publications. These types of artefacts 

and guiding processes that aligned with findings from Bridges et al. (2020), 

Plaza del Pino et al. (2022), and Reid-Searl et al. (2019) appeared to prime 

learners to reinforce existing knowledge or to start creating knowledge before 

applying it in groups or as a whole cohort. Additionally, as contended by Hase 

and Blaschke (2021a), the incorporation of curated content purposefully placed 

within a course supported student agency and application of knowledge beyond 

the initial learning context. 

Digitally-mediated course design effectively supported meaningful interactions 

between students and teachers. In CS2 teachers anticipated a loss of tangible 

connection with students due to the move from full day workshops to 

asynchronous delivery. However, six months later in the observed tutorial, 

spontaneous connections were evident in the text chat, audio and video 

interactions. Similarly, in CS3, the kaiako (lecturers/teachers) design for 

learning intentionally included ice-breaker activities to leverage off preexisting 
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student peer connections and to initiate group formation for the remaining noho 

marae activities. These findings are supported by Jenssen et al. (2024) who 

scheduled group times and faculty checkpoints to connect with students, and 

Fox and O’Maley (2023) who provided intentional support for learners in 

problem solving and reflective group critical thinking.  

All cases suggest purposeful course design and experiences of shared 

engagement can ameliorate and overcome potential challenges in relational 

connections.  

However, participant data highlighted a clear risk to effective course design in 

relation to ‘content creep’ whereby new content is included in a course without 

consideration for why, how and where it fits, and of the impact on student 

workload if other course content is not consequently removed. Design decisions 

must be communicated clearly between teaching staff and presented during the 

induction of new teachers. The research found in all cases time pressure often 

prevented important team conversations and professional development 

preparation (Green, 2022). This points to a need, prior to the employment of 

new staff, for teaching staff to identify the knowledge, skills, teaching 

methodologies, and andragogical and heutagogical learning strategies used in a 

course. During the employment process, a prospective staff member could 

complete a self-audit to identify proficiency and opportunities for professional 

growth. As part of my journey in this research project, I became aware of the 

need for, and have developed a novel, self-auditing tool as a way to identify 

opportunities for targeted professional development for new staff in HE health 

contexts (see Appendix 10). 

Another key idea in course design highlighted by participants was the 

importance of flexible design to support transitions to address Covid-19 

requirements. Teachers recognised the need to prepare ‘plan b’ teaching 

options to facilitate in-the-moment responsiveness to emergent aspects 

occurring during digitally- mediated teaching sessions. One participant (P17) 

noted the latent risk to mistake purposeful design for a “Panic-gogy” (Kamenetz, 

2020) mindset associated with a rapid pivot to fully digitally-mediated learning 

formats. This emphasises the importance of acknowledging and addressing 
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temporary challenges while consistently moving towards intentional hybrid 

learning design. 

8.5.2 Teaching Team 

The importance of effective teaching team collaboration was evident in all 

cases. For cases two and three, a consistent team teaching in the same 

location either co-located on campus or on Zoom demonstrated synergy. One 

participant likened the teaching team dynamic to spontaneous, improvisational 

theatre. Across cases, the collaboration within these teaching teams began with 

orientation and induction of staff to the design for learning.  

In CS3, the team met for orientation immediately before starting the noho marae 

to discuss what was proposed. During the noho marae there were regular, 

impromptu ‘huddles’ to plan, discuss, evaluate and debrief learning sessions. In 

CS2, the rationale for location and inclusion of content and activities within the 

LMS was agreed by specialty-differentiated and geographically separated staff. 

This was essential to support cohesion and maintenance of design. For CS1, 

with a staff member new to coordination and novice sessional staff on other 

campuses, there was an imperative for induction and orientation to simulation 

pedagogy as a means to maintaining the integrity of course design.  

These findings are consistent with those of Doran et al. (2022) who found 

teacher familiarity with pedagogy was imperative for effective implementation. 

Reid-Searl et al. (2019) emphasise the importance of educators having a clear 

understanding of the pedagogy to effectively guide and coach learners, and 

Esposito and O’Sullivan (2020) highlighted the need for faculty to have ongoing 

professional development to ensure they understand best practice. 

In alignment with the literature review findings, academic staff in this research 

also acknowledged the challenge of learning and teaching remotely (Bennett et 

al., 2022). This included trouble-shooting technical and connectivity issues 

(Esposito & Sullivan, 2020), creating emotionally safe learning environments 

(Baixinho et al., 2022; Doran et al., 2022; Reid-Searl et al., 2019), and 

effectively assessing student competence for clinical practice (McGovern, 2019; 

Plaza del Pino et al., 2022; Rambaree et al., 2023). These aspects often 
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occurred in the moment as an issue became apparent. Participants noted 

pressure on available time had resulted in insufficient time for professional 

development on the use of technology in courses.   

To support and enhance teaching competence and academic citizenship, 

teaching staff incorporated their own and other research into their courses 

(Green, 2022). This allowed staff to use research findings to develop evidence-

based practice resources and, in so doing, effectively guide students in the use 

of resources within clinical practice settings.  

8.5.3 Supporting Students 

Throughout the cross-case analysis, the data indicated considerable benefit 

from providing tangible support for students. Taha Tinana, a pillar in the 

Aotearoa Design for Learning framework, represents the importance of support 

to provide a sense of safety for students who were feeling isolated, anxious, or 

challenged by life circumstances. Isolation was noted to be both physical and 

metaphysical with students no longer able to glance around a room for support, 

instead needing to scroll through small, often blank, participant tiles in a Zoom 

session. Bennett et al. (2022) also noted the effect of extended screentime on 

students’ ability to focus. Students valued opportunities to develop tangible 

connections with each other and feel less isolated, which was achieved by 

being on campus or marae.  

Students also expressed challenges in coping with the amount of coursework 

and managing completion dates. The resultant cognitive load was compounded 

by Covid-19 related anxiety and stress associated with challenges in managing 

personal, work and whānau responsibilities. Tabatabaee et al. (2024) suggest 

learning in challenging clinical environments can be effective when learning 

design strategies scaffold clinical knowledge content from simple to complex 

ideas and concepts and apply familiar scenarios and examples such as those 

evident in the three case studies.  Scaffolding student learning processes was 

important and included recorded explanations of course material by teachers 

and established checkpoints in the intervals prior to assessment due dates. 
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These strategies seemed effective in supporting students to manage time and 

reducing course-related stress.   

Challenges in accessing resources was multifactorial and extended beyond the 

course design to practical aspects of student support. Isolation was also evident 

in the technological challenges students faced in accessing and engaging with 

course materials and teaching sessions. For some students, lack of internet 

access or no available space at home resulted in less-than-ideal study locations 

such as sitting in their car outside closed university buildings (Czerniewicz & 

Carvalho, 2023).  For others, challenges were a result of insufficient device size 

and capability. It was apparent that diverse access to course resources was a 

result of many factors and extended beyond course design to practical aspects 

of student support. The precarious nature of students’ personal circumstances 

was found to influence access to learning, which was consistent with research 

conducted by Bennett et al. (2022) on housing instability, accessing course 

material from publicly available internet sources, and Zoom fatigue. 

Interactions with teachers ameliorated some of the challenges. This was evident 

in the rapport between teachers and students, and in the shared and often 

spontaneous humour that occurred. Intentional efforts were made by teachers 

to incorporate student experiences and cultural knowledge. This aligns with 

research by Fox and O’Maley (2023) and Mattingly (2021) who suggested this 

type of teacher intent can support deep learning. Teachers made deliberate 

efforts in large cohort Zoom sessions to thank and name students who engaged 

in text and voice chat responses. These types of actions where students were 

acknowledged for their contributions would arguably help students feel they 

were ‘seen’ and valued by teachers. Additionally, teachers made concerted 

efforts to be approachable and embracing of student perspectives and 

contributions, striving to create physically and emotionally safe spaces for 

learning. Such strategies adopted by teachers supported students though 

diverse and often individual experiences and challenges. 

The impact of Covid-19 resulted in students across these cases experiencing a 

variety of challenges including reduced mobility due to lockdown constraints 

(Bennett et al., 2022; Jenssen et al., 2024; Kumpula & Krumwiede, 2023); 
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reduced ability to engage in clinical learning experiences and campus-based 

labs (Esposito & Sullivan, 2020); video recorded sessions resulting in potential 

ongoing embarrassment of questions students asked (Bennett et al., 2022; 

Carroll & Morse, 2022; Mills et al., 2022); and managing personal and 

whānau/family Covid-19 related illnesses (Mills et al., 2022).  

The literature and the current study findings confirmed targeted and deliberate 

support can create a sense of safety amidst isolation and anxiety. It can also 

provide a scaffolded approach to enhance clinical learning experiences and 

ameliorate some of the challenges students face with technology and 

engagement in learning sessions. However, the cross-case analysis identified 

additional challenges, such as students working part-time with extended hours 

in essential healthcare roles during the pandemic and being unable to attend 

teaching sessions. In addition, some students were homeschooling their 

children on top of their regular course work. These challenges required students 

to schedule their own learning around their children’s learning and impacted 

their ability to complete coursework.  

8.5.4 Characteristics of Effective Teaching and Learning for Graduate 

Practice 

Preparing students for graduate practice is a key focus in each case. Typically, 

preparation occurred by incorporating resources used in practice settings, 

including realistic and complex simulations or scenarios which mirrored 

professional practice situations. In addition, emphasis was placed on 

experiential learning that applied theoretical concepts and knowledge to the 

provision of healthcare by these students. The inclusion of varied learning 

resources and experiences was discussed by participants as being key to 

effective learning for graduate practice.  

Teacher participants consistently noted the importance of using frameworks, 

documentation and equipment commonly encountered during clinical learning 

experiences. Student participants also reported developing knowledge and 

skills while using resources to plan and document care. These findings 

confirmed the importance of learning in preparation for graduate practice that 
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reflected current clinical practice contexts as reported by Esposito and Sullivan 

(2020); Kumpula and Krumwiede (2023); Moore and Campbell (2021).  

Preparation for graduate practice was consolidated through learning events 

incorporating opportunities for practice to develop proficiency, noted for 

example by Reid-Searle et al. (2019) in relation to increased confidence in 

providing intimate patient care as a simulation progressed. Proficiency 

development was seen in CS1 during the cyclical simulation phases; in CS2 

with the repeated exposure to, and use of, the New Zealand Formulary online 

tool to find details of medication administration and management; and in CS3 

where the students provided and practiced mana-enhancing interactions with a 

peer.  

Learning activities requiring completion within realistic time periods assisted 

students to develop organisational and time management skills, such as the 

deteriorating patient simulation (CS1). This enhancement was consistent with 

research findings reported by Carroll and Morse (2022) and Moore and 

Campbell (2021) where time-pressures supported clinical realism as students 

worked collaboratively in complex professional practice scenarios.   

A key finding similar across the cases related to the professional growth of 

students. This was about the inclusion of activities that challenged students to 

equip and support incremental development of knowledge and skills in 

preparation for graduate practice. The interactive nature of simulations (CS1) 

and experiential learning (CS3) pushed students out of their comfort zone, 

evoking emotions and the challenge to think critically. Students recognised 

certain learning events were “uncomfortable but in a good way” (SP2). Similarly, 

it was noted that questioning prompted and stretched students’ thinking to 

promote deep learning. These findings in the present study align well with 

Esposito and Sullivan (2020), Plaza del Pino et al. (2022) and Reid-Searl et al. 

(2019) who noted the benefits of simulations to challenge thinking by using a 

combination of pre-briefing, briefing, simulation, debriefing to augment and 

synthesise learning. 
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However, the emotionally charged nature of these experiences required 

recognition of the potential for anxiety and stress in simulations and 

acknowledged the imperative to provide a safe place to make mistakes safely 

while avoiding patient harm (Carroll & Morse, 2022; Esposito & Sullivan, 2020; 

Plaza del Pino et al., 2022; Reid-Searl et al., 2019). This was evident when a 

CS1 participant highlighted the importance of maintaining a balance between 

positive challenge and providing support to students who experience anxiety as 

they develop knowledge and skills. 

In summary, it is within the Emergent / Co-creative, non-designable elements of 

the cases that synthesis of learning is evident.  The coalescence of knowledge 

and experience gained through teaching, the resources used, varying learning 

experiences, and collaborations with peers and healthcare professional 

colleagues in practice environments, informed students’ clinical decision-making 

and professional practice development. Student participants expressed 

satisfaction in their growing awareness of professional capabilities. 

Opportunities to develop their meta-cognitive critical thinking through intentional 

challenge was seen by students and teachers as necessary in the development 

of confidence in clinical decision-making and in their professional practice. The 

next section will explore some of the key differences in the findings of the cross-

case analysis. 

8.6 Cross-Case Key Differences 

Stake (2006) emphasised the importance of consideration of the differences 

between cases to also gain a more nuanced understanding of a complex social 

phenomena under investigation. During cross-case analysis, three key areas of 

difference became apparent in the broad categories of design for learning, the 

teaching team and support for students.  

8.6.1 Course Design 

Each course design brings together an assemblage of multiple elements. 

However, when the ecology of a learning environment is disrupted, course 

design may require adjustments or redesign. For example, by enabling a 

flexible delivery, structure and engagement, educators may have increased 
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capacity to adjust to unpredictable or necessary emergency changes. 

Potentially, the primarily asynchronous format in CS3 provided a more flexible 

design for learning enabling it to proceed as planned. This flexibility, in the end, 

did not influence the noho marae activity since there was a lifting of travel 

restrictions prior to scheduling the noho marae which allowed students to travel 

to the lower North Island location.  

Similarly, the flexible asynchronous course design in CS2 afforded students 

agency to create bespoke content completion timelines to align with their 

personal circumstances. As noted earlier, this proved invaluable when Covid-19 

lockdowns disrupted much of Aotearoa New Zealand and restrictions were in 

place in the Auckland region from August until December 2021. There was 

obvious benefit in a design for learning that could accommodate changes to 

government-mandated societal and health restriction policies.  

While flexible course design enabled both CS2 and CS3 to proceed as planned, 

CS1 presented very differently. In contrast, CS1 course design did not afford 

flexibility when a rapid pivot was required. The required Covid-19 related 

changes necessitated a redesign of learning sessions and ongoing uncertainty 

for the potential to meet in-person or be co-located on campus for simulation 

labs.  These redesign challenges were also encountered by Bennett et al. 

(2022) and Esposito and Sullivan (2020) in their discussion surrounding rapid 

pivots. Across the three case studies, it became apparent that a hybrid, modular 

format can provide continuity of learning in a stable and predictable manner 

while empowering student agency, flexibility of access to learning resources 

and enabling responsiveness to societal challenges such as Covid-19 

restrictions. 

8.6.2 Teaching Team – Cross-case Differences 

Although the cross-case analysis identified common themes around teaching 

team consistency. Significant differences between cases appeared in the 

importance of ongoing effective communication and the challenges of teaching 

at distance with limited pedagogical knowledge or professional development. A 

key difference between cases was the prior experiences of, and involvement in, 
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team teaching. The most experienced and stable team was CS2. Staff had 

worked together over several years and, in the revised modular course design 

format, each staff member had contributed to the development of specific 

content modules. In the observed session, one person taught the topic tutorial 

while another managed the Zoom meeting platform and monitored the text chat. 

Their verbal interactions worked synergistically to support student knowledge 

acquisition and augment the learning environment.   

CS3 drew together people who had worked together previously in other aspects 

of the degree but this was the first time they had collaborated and delivered a 

noho marae as a group. Each individual took responsibility for preparing, 

delivering and debriefing specific activities which students rotated through in 

small groups. Then they collaborated in whole group activities such as the 

evening mihimihi (introductions), the welcome from the marae kaumātua 

(elders), and the final debriefing session. The frequent teaching team check-ins 

were similar to the collaborations undertaken by Kumpula and Krumwiede 

(2023) where regular debriefings, reviews, planning and discussions supported 

effective co-teaching, even by distance.  

This suggests ongoing communication and debriefing is key for teaching teams 

to set the scene for productive learning environments. However, team 

communication does not guarantee pedagogical effectiveness, which can also 

be influenced by teaching staff’s breadth of skill and experience. CS1 had a 

staff member experienced in learning delivery but new to coordinating the 

course who had never facilitated this particular simulation and debriefing. 

During the semester, they were supported by two new staff members, each 

separated geographically by campus. None of the teaching team had seen the 

proposed simulation session in-action and professional development was 

limited to one, online meeting to review the planned, on-campus simulation. 

They each delivered the simulation for the students on their campus. During the 

CS1 observation of the nursing simulation, only the observed campus teacher 

was supported by a non-course teaching staff member who managed the 

technical aspects of the manikin’s deteriorating vital signs. The other campus 

teachers facilitated their simulations on their own. Carroll and Morse (2022) 
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noted that staff who are unfamiliar with teaching strategies, such as this 

planned simulation, tend to stay with what they know and may avoid the risk of 

designing or facilitating new learning experiences. This highlights the 

importance of providing targeted professional development to staff so they are 

familiar with, and able to facilitate with confidence, new learning strategies for 

students. 

Teaching staff in CS2 and CS3 were able to share the workload whereas in 

CS1, the course coordinator took on most of the organisational and planning 

workload and was supported by the new staff as their contract hours permitted. 

This appeared to be a large, additional commitment of time for this coordinator 

with limited opportunities to plan or consult for a rapid redesign. Sudden 

transition in course design was also identified by Bennett et al. (2022) and 

Esposito and Sullivan (2020) who noted limited capacity for specific staff 

development. 

While each of these cases involved variations in teacher involvement and 

support, it was apparent there was a willingness to try something novel; to plan 

and organise beforehand but simultaneously acknowledge the improvisational 

aspects that emerged in teaching moments. These teachers modelled ‘daring to 

try’. They did not know the outcome and were often surprised by positive 

outcomes - despite not feeling in control of what was occurring. This was a clear 

example of Emergent knowledge as outlined in the ACAD framework where 

teachers created a design for learning that nudged learners in a hoped for 

direction without confidence of what outcomes might emerge through the co-

creation of knowledge. 

8.6.3 Supporting Students 

Support for students was essential in all learning but differed in format across 

cases, depending on the learning design. In CS3, the specificity and relevancy 

of support was evident in the first four weeks of fully online delivery. The 

designed opportunities for support, through engagement in learning activities, 

included purposefully waiting for all students to complete one module before 

moving on to the next where “no one is left behind” (P1). This support aligns 
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with te ao Māori values, grounded on collectivism – to move forward as one, 

demonstrating support for all students.  In addition, at the beginning of the noho 

marae where the learning design included co-located, live-in, experiential 

learning, the group activities were designed to build on and support connections 

that had begun in the first four weeks of LMS online activities. Many students 

had not previously met in co-located physical campuses. The experiential 

activities developed by the Kaiako (lecturer/teachers) enabled students to feel 

tangible support and connections as they continued through the noho sessions. 

Student participants reported their experience during the noho built on the 

whanaungatanga (connectedness) that had begun in the initial weeks of the 

course. These design elements seemed to have been carefully crafted to 

honour indigenous principles for learning. 

In contrast, the CS2 course had been specifically designed for flexible delivery, 

providing students with agency to access content modules in an order and time 

suiting their personal schedules. This design feature provided autonomy in 

learning choices and supported students heutagogically (Blaschke et al., 2021). 

Heutagogical design empowered students to create non-linear learning 

pathways, helping these students to accommodate significant and diverse 

disruptions for their planned clinical learning experiences.  

Conversely, effective support for students in CS1 was challenging. This related 

primarily to a design for learning centred on co-located, on-campus teaching 

using specialised equipment which afforded minimal flexibility. This case was 

characterised by a rapid, emergency pivot online in response to Covid-19 

lockdown restrictions and throughout the semester the course coordinator was 

unsure if on-campus sessions would be possible. As such, it was a semester of 

constant transition due to the unpredictable and changing Covid-19 restrictions, 

combined with the need to reconfigure a hybrid learning design which included 

redevelopment of learning materials for fully online synchronous and 

asynchronous delivery. Student participants also noted the loss of collaborative 

conversations due to the absence of on-campus labs. The resulting lack of 

flexibility in this course’s design for learning had the potential to diminish 

productivity. 
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The CS1 teaching staff were concerned about how best to provide tangible 

support to students who had disruptions to clinical learning experiences, were 

caring for people with Covid-19, and were wearing N95 masks and personal 

protective equipment for shifts as they provided nursing care to seriously ill 

people. In addition, these students experienced stress related to the risk of 

becoming infected with the virus, the potential of transmitting the virus to their 

whānau (family) or close contacts, in combination with technical challenges and 

the cognitive load of learning in a fully, digitally-mediated context. These 

experiences were underpinned by the uncertainty of when things would return 

to ‘normal’. While support for these students was offered through university 

student care teams, there was a greater level of anxiety and stress for learners 

in the nursing and pharmacology cohorts. Creating culturally and 

psychologically safe learning environments enabled students to work through 

challenging experiences mentioned above (Bennett et al., 2022; Carroll & 

Morse, 2022) which are a key component of productive, hybrid learning 

environments.  

Teachers in all three case studies identified the imperative to support students 

and colleagues navigating ever-changing societal and health circumstances. In 

addition, some teachers demonstrated flexibility and a willingness to traverse 

the unknown to adjust their course content and delivery to meet the needs of 

the learning environment in response to their student cohort. 

Cross-case analysis of differences revealed flexible course design increased 

capacity to adjust to unpredicted or necessary changes. Conversely, inflexible 

design required significant redesign and limited the teaching staff’s ability to 

effectively adjust to unpredictable circumstances. There was also a clear benefit 

to having an experienced and stable teaching team who could work 

synergistically and capitalise on their teaching strengths. However, when this 

was not possible, strategic and supportive leadership and team collaboration 

could compensate in areas of challenge. The findings acknowledged the 

imperative of teachers’ pedagogical knowledge, skills and prior experiences in 

creating stable teaching and learning environments. An essential characteristic 

of co-creation and emergence was teacher willingness to innovate and 
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improvise in teaching sessions. Finally, this cross-case analysis of key 

differences between the three cases highlighted the importance of providing 

varied and intentional levels of support to students, recognising the 

unpredictable challenges they might face, and giving students agency to 

determine a personalised, non-linear pathway through the learning environment 

and content. 

8.7 Synthesis of Cross-case Analysis and Discussion 

This research has sought to understand what characterises productive, hybrid 

learning environments in higher education health contexts in Aotearoa New 

Zealand by incorporating aspects of māoritanga and Te Whare Tapa Whā. In 

the course of this research, the preliminary design principles presented in 

Green et al. (2020) and in Chapter 7, (Green, 2022) have been revised through 

careful analysis and interpretation of findings of all three cases and in the cross-

case analysis. I now propose 11 design principles to inform the design of 

productive, hybrid learning environments in health education. The first principle 

refers to using consistent, stable, predictable formats (Kaupapa) in course 

design. This includes design elements signposting key information and 

structured guidance to learners. Having clear and clean layout is a well-

researched principle for website design of a course (Set design), where 

navigation and layout should subtly guide and not overwhelm a learner 

(Carvalho & Saunders, 2018). Such consistent, stable and predictable structure 

can also be crucial in terms of sequencing and pacing information to learners, 

for example through resources that will guide learners through key ideas 

(Epistemic design; Mayer, 2014). 

The second principle highlights the importance of providing curated content to 

support agency and application of knowledge beyond the initial learning 

context. Enabling students to have choice in what, when and how they engage 

with learning activities is a key precept of heutagogy (Blaschke et al., 2021; 

Hase & Blaschke, 2021a). Purposeful selection of teaching content and realistic 

activities provided opportunities for students to contribute to the learning of their 

peers through problem solving and critical thinking which prepared students for 
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the reality of professional clinical contexts and graduate practice (Emergent / 

Co-creative learning, Taha Hinengaro). 

The third principle identifies the foundational influence of belonging and 

connection with peers and teaching staff. Purposeful course design and 

shared engagement can ameliorate relational connection challenges. The 

profound influence of conviviality in learning (Social design, Taha Whānau; 

Illich, 1973) and convivial technologies (Set design, Taha Tinana; Gourlay et al., 

2021) has long-lasting effects on enjoyment of learning, memory, and 

development of trusting relationships that can enable students and staff to 

navigate challenges (Social design, Taha Whānau; Emergent learning, Taha 

Hinengaro; Reid-Searl et al., 2019). When faced with challenges, humour and a 

shared sense of being in the moment with each other supported tangible 

engagement and connection (Fox & O'Maley, 2023; Green et al., 2023; Moore 

& Campbell, 2021). 

The fourth principle highlighted the benefit of a course design format comprising 

hybrid, modular formats which can provide continuity of learning 

responsive to societal challenges. Changes in societal, educational, health or 

personal circumstances for teachers or students requires a flexible response in 

teaching and learning (Set design, Taha Tinana; Epistemic design, Taha 

Wairua; Carroll & Morse, 2022; Esposito & Sullivan, 2020). Such flexibility is 

exemplified in hybrid modular course design formats. Adjusting content delivery 

for student group or staffing requirements, or reconfiguring teaching resources 

and supporting hybrid learning environments, enables productivity.  

The fifth principle focuses on the teaching team and notes the importance of 

teachers who communicate effectively and work collaboratively, so they 

can synergistically capitalise on individual strengths. When staff or 

students are regionally or internationally dispersed, effective communication 

supports engagement (Egonsdotter et al., 2020). Effective communication 

within teaching teams is influenced by the length of time the team has worked 

together and the levels of experience with teaching modalities (Social design, 

Taha Whānau; Green et al., 2023). There is a clear advantage for teaching 

teams with consistent staffing. For those with newer or less experienced staff, 
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effective communication and collaboration capitalising on staff expertise are 

markers of productive, hybrid learning environments.  

An essential sixth principle for productive, hybrid learning environments centres 

on the support of teaching staff through targeted professional 

development (PD). The depth of pedagogical awareness has been identified 

as a key component of course design implementation (Doran et al., 2022; Reid-

Searl et al., 2019). Identification of individual PD needs can be facilitated using 

a self-audit during staff orientation and induction (see Appendix 10) and might 

include coaching on best practice, IT support, or video tutorials (Esposito & 

Sullivan, 2020). Enabling staff to identify and develop teaching skills specific to 

hybrid learning environments, contributes to productivity. 

The seventh principle is foundational in creating a sense of community and 

safety to support students to navigate unexpected challenges. This points 

to the influence of course design on socially mediated relationships. During the 

data collection period, there were multiple, unanticipated challenges that arose 

from the Covid-19 pandemic (Social design, Taha Whānau; Carroll & Morse, 

2022; Doran et al., 2022). Tangible connections can be intentionally developed 

and facilitated by teaching staff to create productive, hybrid learning 

environments irrespective of the cause of the disruption. 

Additionally, the efforts of teaching staff to intentionally support students by 

developing rapport, valuing student contributions and providing practical 

support is the eighth principle. Course design can incorporate opportunities for 

teacher engagement to offer student-specific interactions. In the literature, this 

involved teachers memorising and addressing students by name (Social design, 

Taha Whānau; Woodley, 2020), including activities that built trust (Taha Tinana; 

Kumpula & Krumwiede, 2023), and subliminal development of relationships as 

peers offered support (Reid-Searl et al., 2019). Key to these outcomes is 

teacher and pedagogical intentionality for the learning environment to be 

productive. 

For support to be appropriate, timely, relevant and safe for students, principle 

nine notes the importance of providing intentional variations in levels of 
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support to build connection and to create a culturally and psychologically 

safe learning environment. This refers to the importance of course design 

providing nuanced support for students and enabling teachers to be responsive 

to student needs. Teachers can create a culturally safe learning environment 

through initiating deliberate and empathetic interactions (Social design, Taha 

Whānau; Bennett et al., 2022) and by establishing guiding principles of 

engagement (kawa) whereby students can interact with each other, sharing 

their perspectives and experiences without fear of shame or risk of 

embarrassment (Taha Tinana; Carroll & Morse, 2022). Course design can lay 

the foundation for this; teachers can craft it into reality. 

Principle ten focuses on the imperative to mirror aspects of clinical settings 

with interactive, experiential activities that challenge students and evoke 

emotions through collaboration and critical thinking. These aspects are 

particularly important for design elements preparing students in healthcare 

professional degree contexts (Baixinho et al., 2022; Carroll & Morse, 2022; 

Moore & Campbell, 2021). Novice graduates will also be registered by a 

professional body and as such will be expected to apply their critical thinking 

and clinical reasoning skills to patient care (Emergent / Co-creative activity, 

Taha Hinengaro). Therefore, productive, hybrid learning environments in HE 

health contexts will include practice as students in scenarios, activities and 

situations that mimic reality in preparation for graduate practice (Set design). 

Principle eleven highlights the importance of scaffolding in learning to develop 

students’ knowledge and skills through experiential learning and 

incremental application of theory into practice. Building on students’ prior 

knowledge is an essential part of constructing knowledge (Emergent / Co-

creative learning, Taha Hinengaro; Reid-Searl et al., 2019), and designing 

learning to challenge students through incremental phases of growth can be 

transformative (Epistemic design, Taha Wairua; Doran et al., 2022; Mills et al., 

2022; Tabatabaee et al., 2024).  Scaffolding such as this is a key feature of 

productive, hybrid learning environments. 
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The following table (see Table 8.1) provides an overview of findings in the 

cross-case analysis and emerging principles of productive, hybrid learning 

environments in HE health contexts. 
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Table 8.2 

Overview of Cross-Case Analysis – Synthesis 

 Patterns of Similarity Key Differences PHLE Emerging Principles 

Course Design  Preparation of learners. 
o Commonly organised by topic 
o Interactive activities, media, 

publications 

 Support meaningful interactions. 
o Scheduled group times 
o Intentional support, teacher 

check-ins 
o Group problem solving, reflective 

and critical thinking 

 Communication of course design. 
decisions and underlying pedagogy. 
o Induction of staff  
o The issue of time pressure 
o Self-audit of knowledge and skills 

proficiency (teaching 
methodology, learning strategies, 
andragogy, heutagogy) 

 Flexible course design increases 
capacity to adjust to unpredictable 
or necessary changes. 

 Inflexible course design requires 
significant redesign to adjust to 
unpredictable or necessary 
changes. 

 Consistent, stable, predictable 
formats (Kaupapa) signpost 

key information to guide 
learners.  

 Curated content supports 
agency and application of 
knowledge beyond the initial 
learning context. 

 Purposeful course design and 
shared engagement can 
ameliorate relational 
connection challenges. 

 Intentional, hybrid course 
design can transition course 
delivery and respond to 
emergent challenges. 

 Hybrid, modular formats can 
provide continuity of learning 
responsive to societal 
challenges. 
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 Patterns of Similarity Key Differences PHLE Emerging Principles 

Teaching Team  Consistency of teaching staff. 

 Ongoing, effective communications. 

 The challenge of distance and 
technology. 

 Lack of time for professional 
development.  

 Experienced teams can work 
synergistically and leverage staff 
strength  

 Effectiveness of new teams can 
be enhanced through regular and 
clear communication, leveraging 
strengths, reviewing, debriefing 
and engaging in ongoing 
conversations. 

 Pedagogical stability/ 
effectiveness is highly dependent 
on the teaching teams’ knowledge, 
skills and prior experiences. 

 Ability to share workload 
o 2 case studies shared, 1 did not 

 Willingness to innovate and 
improvise 
o Can support co-creation and 

emergence of knowledge 

 Teachers who communicate 
effectively and work 
collaboratively, and 
synergistically to capitalise on 
strengths. 

 Support teaching staff through 
targeted professional 
development. 
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 Patterns of Similarity Key Differences PHLE Emerging Principles 

Supporting 
Students 

 Sense of safety. 
o Isolation leading to anxiety 

 Managing the amount of 
coursework. 
o See Tababtabaee (2024) 

scaffolding in clinical 

 Report supports learning, value 
student contributions, intentional 
support. 

 Challenges. 
o Decreased mobility with 

lockdowns  
o Decreased opportunity to 

engage 
o Recordings perpetuate 

potential embarrassment 
o Working with patients in 

precarious healthcare 
contexts, home schooling 
children, whānau health 

 Varying and intentional levels of 
support 
o Indigenous perspective of 

collective 

 Build on connections with 
tangible support 

 Student’s autonomy, agency, 
empowered to create non-linear 
paths for their learning 

 Unpredictable learning 
contexts, challenging clinical 
learning experiences, health 
and whānau challenges, and 
technology challenges. 
o Can lead to greater levels of 

stress 

 PHLEs create a sense of 
community and safety. This 
supports students to 
navigate unexpected 
challenges. 

 Intentional student support 
develops rapport, values 
student contributions and 
provides practical support. 

  PHLEs have intentional 
variations in levels of 
support to build connection 
and to create a culturally 
and psychologically safe 
learning environment. 
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 Patterns of Similarity Key Differences PHLE Emerging Principles 

Characteristics 
of Effective 
Teaching & 
Learning for 
Graduate 
Practice 

 Resources used in clinical 
settings 
o Clinical frameworks, 

documents, equipment 

 Experiential learning apply 
theory to practice 

 Scaffolded development of skills, 
nurtured, repeated practice 
o Incremental development of 

knowledge and skills 

 Realistic time constraints 
o Clinical realism  

 Interactive and experiential 
activities, questioning to promote 
deep thinking 
o This pushes students out of 

comfort zone, evoking 
emotions, and challenging 
students to think critically 

  Mirror aspects of clinical 
settings with interactive, 
experiential activities that 
challenge students, evoke 
emotions through 
collaboration and critical 
thinking. 

 Develop student’s 
knowledge and skills 
through experiential learning 
and incremental application 
of theory into practice. 
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8.8 Understanding Productive Hybrid Learning 

Environments in Health Courses 

The social constructivist lens in this research values the essential role of the 

people involved and their perspectives and takes into consideration how they 

interacted with each other in their learning contexts. To gain a dynamic view of 

these contexts, an ecological frame of reference was essential, as it enabled 

the exploration of hybrid learning environments and their consideration as 

complex, enmeshed assemblages, which were evident in the nexus of people, 

technology, sociocultural and sociomaterial factors in postdigital HE learning 

contexts.  

My understanding of the case studies, through the inductive analysis and 

interpretation of research data, was informed by networked learning (Hodgson 

& McConnell, 2019) and through the use of the ACAD framework (Set, Social, 

Epistemic and Emergent / Co-creative activities) (Goodyear & Carvalho, 2014), 

and Te Whare Tapa Whā (Taha Whānau, Taha Tinana, Taha Hinengaro and 

Taha Wairua) (Durie, 1985). 

Within the theoretical framing of this research, a postdigital perspective allowed 

me to conceive digital technologies as an inherent part of people’s everyday 

living (Jandrić et al., 2018). Digital technologies influence what people do and 

how people learn in health disciplines, through their engagement in simulation 

scenarios while in interaction with resources and peers in a LMS, or when 

confronting the difficulties to connect/download resources or access to devices 

during a pandemic. The adoption of a networked learning stance was crucial 

and helped me to conceptualise relations between multiple elements of a 

learning environment so I could search for relationships between people and 

elements in a course design as I tried to understand how these contributed to 

the emergent activity of students. The ACAD framework (Goodyear & Carvalho, 

2014) provided a way to breakdown such complexity of learning situations in 

local contexts, foregrounding relations between dimensions of design and the 

learning activity that emerges at learn time. However, the ACAD framing alone 

did not consider cultural influences and perspectives. The Aotearoa Design for 
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Learning Framework has been developed as part of this research to incorporate 

the holistic elements of the Te Whare Tapa Whā framework (Durie, 1985) with 

the ACAD components and, in so doing, it provides a holistic view of teaching 

and learning in the Aotearoa context.  

8.9 Summary of Chapter 

This chapter discusses a cross-case analysis which identified four areas of 

similarity across the three cases. These are considerations for how the courses 

were designed, the way in which the teaching team collaborated and addressed 

challenges, the foundational need to support students throughout HE learning 

pathways, and the importance of learning experiences clearly linked to 

professional practice settings so that graduating students are well prepared for 

professional roles. The key areas of difference in these cases reflect variations 

in the design for learning as each course navigated specific disciplinary, 

historical and educational contexts. This encompasses design decisions to 

leverage hybrid learning capabilities, adjusting to rapid pivots in course design 

in response to changing Covid-19 restrictions, accommodating and adjusting to 

new staff with varying levels of skills and experience and differing abilities to 

maintain responsive support for students in hybrid learning environments. 

Through the cross-case analysis process, I have also identified key principles of 

productive, hybrid learning environments in HE health contexts in Aotearoa 

New Zealand.  

The following chapter will present the thesis conclusions and recommendations 

for productive, hybrid learning environments in higher education health 

contexts.  
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Chapter 9. Conclusion and Recommendations 

9.1 Introduction  

Courses in higher education (HE) have been incorporating digital technologies 

for many decades. This study began with an interest in understanding what 

characterised productive learning environments, especially those involving the 

use of technology to enhance teaching and learning specifically within HE 

courses in health disciplines. In academic environments, a one size-fits-all 

approach to learners and learning has predominated despite programmes 

enrolling diverse domestic and international student populations (Aumua & 

Tominiko, 2016). Improvements in learning environments are related to the 

increasing portability of technology combined with the ability to adapt 

technologies to meet learners’ requirements in varying settings such as health 

education. The potential for personalised learning empowering learners’ agency 

to make choices related to their learning has become a realistic expectation. For 

all learners to be successful, their individual learning needs require innovative 

solutions that move beyond a one-size-fits-all approach.  

The Covid-19 pandemic challenged the delivery of courses and programmes in 

higher education health contexts (Green et al., 2020; Hodges et al., 2020). This 

was apparent in courses designed primarily for teaching on-campus in co-

located classrooms. As a result of pandemic restrictions on movement and 

gatherings, academics who were expert at delivering teaching sessions in 

traditional, on-campus formats were suddenly required to pivot their teaching to 

fully online course delivery. There were also disruptions to students’ 

experiences as they navigated a rapid shift to distance learning, often in large 

Zoom classrooms, alongside the constant worry of exposure to the virus and 

the health and societal challenges this posed. Findings from this multiple case 

study found teachers with a clear understanding of learning pedagogy and a 

willingness to improvise could enhance learning capacity in unpredictable 

circumstances. In addition, flexible course design resulted in co-creation of 

knowledge, a marker of productive, hybrid learning environments.   
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This chapter presents my reflexivity within the thesis, summarises key study 

findings and presents new knowledge, outlines limitations and future 

implications for education in health contexts and recommendations for further 

research.  

9.2 Key Findings 

This research identifies the characteristics of productive, hybrid learning 

environments in HE health contexts as seen by students and academic staff 

across a multi-campus university in Aotearoa New Zealand. The research was 

guided by asking: 

“What are the characteristics of productive, hybrid learning environments in 

higher education undergraduate health contexts?” 

 “How do students and academic staff characterise productive learning 

activities within hybrid learning environments?”  

 “How do learning design elements in hybrid learning environments 

influence and support student experiences?”  

The findings showed productive, hybrid learning environments in higher 

education undergraduate health contexts provided rich, realistic learning 

opportunities supporting learner agency as essential preparation for graduate 

professional practice. The development of an effective teaching team requires 

attention to onboarding, induction, assessment of teaching skill proficiency and 

orientation. Staff with a known level of proficiency and expertise in HE learning 

environments, in combination with ongoing team planning, professional 

development and debriefing, can establish a teaching dynamic supportive of all 

staff, despite variation in skills, to create productive, hybrid learning 

environments. 

This research identified the characteristics required for productive hybrid 

learning environments are predicated on cogent decisions in the design for 

learning phase prior to course or session delivery. When designing for learning, 
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priority is commonly placed on securing the resources needed to support the 

teaching and learning without sufficient consideration given to the pedagogy 

(the underlying philosophy) of teaching and learning. This consideration is 

necessary to guide decisions made, the learner, the teachers, and the expected 

learning outcomes. Key to establishing a productive, hybrid learning 

environment is the preparation of students, faculty, and resources.  

Five key findings of the project are presented below with reference to the 

relevant taha in Te Whare Tapa Whā.  

9.2.1 Stable Modular Course Design Supports Connections with 

Learners  

The study found the purpose of design for learning was to create an 

environment that supported learning in a planned and structured way, which is 

consistent with other research (Carvalho & Saunders, 2018; Moore & Campbell, 

2021). It became evident that a major benefit of a modular design was the 

ability to respond flexibly in unexpected circumstances, such as when Covid-19 

requirements imposed restrictions on meeting together or travelling. Students 

were able to adjust the order of their learning content to align with their 

individual needs and personal circumstances. This finding highlighted the 

importance of developing new course content or revising existing content into 

discrete bundles to accommodate student preferences. A highly responsive 

modular format could respond to unplanned changes and align with 

heutagogical principles by enhancing student agency.  

9.2.2 Curated Content Supports Learner Agency for Knowledge 

Application.  

[Taha Wairua – Beliefs about what students need to learn from a broad view] 

Learning content supports students to apply their knowledge in clinical learning 

experiences and later as registered healthcare professionals. Professional 

courses must prepare students for healthcare practice settings. The importance 

of teachers purposefully considering what content to include and how to best 

present it was evident in each of the cases. At times this occurred during the 
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course design phase with clinical subject-matter experts collaborating with 

learning design staff in the development of course resources. However, staff not 

involved in the development, or who were new to teaching in the course, or who 

lacked understanding of andragogy and heutagogy, tended to revert to familiar 

teaching and learning methodologies consistent with the ‘Sage on the stage’ 

(King, 1993). In the middle of an emergency Covid-19 pivot, staff may eschew 

design for learning principles and heutagogical practices to manage pressing 

challenges. This can compromise learner agency with a consequential loss of 

co-creative knowledge development and collaborative learning. This finding 

highlights the imperative for all teaching staff to have a clear understanding of 

design for learning principles, combined with andragogical and heutagogical 

practices, that are foundational in a course so they can confidently teach in 

congruence with these design features. 

9.2.3 Build Connections and Community to Sustain Learning.  

[Taha Whānau – Relationships to assist teaching and learning]  

The importance of building connections and developing a sense of community 

is a feature common in learning contexts within the extant literature (Doran et 

al., 2022; Jenssen et al., 2024; Reid-Searl et al., 2019). Teachers made 

conscious choices about enacting connectivity and community for students in 

their courses. In CS3 this process exemplified a te ao Māori principle, waiting 

until most students had completed a module before opening the next so that all 

could move together as a collective. In CS2, valuing student contributions was 

evident in the way learner contributions in the observed online workshop were 

encouraged and built on by teachers. Whereas, in CS1, the teachers were 

acutely aware of the challenges students had faced during their clinical learning 

experiences and acknowledged the potential discomfort of performing patient 

assessments using simulation while observed by peers and teachers. Although 

a teacher might have a session plan mapped against teaching time, the 

significance of being flexible in the face of changing circumstances within the 

session was central to students experiencing productive learning. This finding 

highlighted the importance of teachers recognising the influence of inter- and 
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intrapersonal interactions in teaching contexts and adjusting their support to 

meet individual students’ needs. 

9.2.4 Synergistic Effect of Effective Teaching Team Collaborations.  

[Taha Tinana – The setting has psychosomatic influences on those involved in 

teaching and learning] 

Effective communication within teaching teams can be a challenge when staff 

are located across campuses and regions. The Covid-19 pandemic with 

restrictions on travel and the requirement of physical distancing, supported a 

widespread acceptance of the use of online meeting spaces, such as those 

supported by Zoom, as teaching and meeting spaces. Teaching teams who 

were able to identify individual staff expertise and effectively communicate 

teaching plans, were able to synergistically capitalise on teaching strengths and 

enjoy their collaboration to create productive learning environments.  

A key aspect of this is the shared understanding of underlying pedagogy within 

a teaching team highlighting the need for teaching staff to recognise and access 

professional development specific for their identified learning needs. The use of 

the self-assessment tool developed in this research, ‘Readiness for lecturing in 

hybrid learning environments’, enables staff to identify their strengths and areas 

for development. Professional development targeted at recognised areas for 

development can enable staff to have a clear idea of what is proposed, what is 

important, and how they can best contribute to a teaching session. The 

significance of this finding is first recognising and then addressing professional 

development needs so staff can work synergistically in teaching sessions to 

create a productive learning environment. 

9.2.5 Supported Challenge Leverages Emotional and Cognitive 

Processes.  

[Taha Hinengaro – Thought processes and cognitive changes occurring through 

co-creative activities] 

This finding indicates the importance of designing incremental and supported 

challenges similar to those encountered by graduate students in their 
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professional practice. Prior to exposure to clinical learning experience, these 

types of unfolding scenarios support collaboration, critical thinking, and can 

evoke strong emotional responses which, when well-supported, can enhance 

memory (Carroll & Morse, 2022; Reid-Searl et al., 2019). It is these distinct 

memories developed in productive, hybrid learning environments as learners 

created knowledge that supported retention and recall for future practice. 

The study findings, collectively, can be framed under overarching principles of 

design for learning for hybrid productive environments in health care courses: 

 Taha Wairua – Beliefs about what students need to learn from a broad 

view  

 Taha Whānau – Relationships to assist teaching and learning 

 Taha Tinana – The setting has psychosomatic influences on those 

involved in teaching and learning. 

 Taha Hinengaro – Thought processes and cognitive changes occurring 

through co-creative activities. 

9.3 Significant and Original Contribution to the Field 

This is the first systematic literature review and doctoral research project 

applying the ACAD Framework as part of synthesis analysis to focus on 

nursing, pharmacology and social work in higher education health contexts. In 

summary, my original research found conclusively that:  

 Productive, hybrid learning environments incorporate rich, realistic 

learning supporting agency to prepare learners for graduate professional 

practice. 

 An effective teaching team is predicated on recognition and assessment 

of their teaching proficiency in HE hybrid learning environments.   

 The development of a novel Aotearoa Design for Learning framework 

which included culturally relevant design considerations can supplement 

design elements not previously evident in the ACAD framework. 

There were also three major contributions to new knowledge. 



  

268 

9.3.1 Principles to Guide Future Design 

This research has identified 11 principles to guide course design based on 

heutagogical principles incorporating rich, realistic learning in productive 

learning environments to prepare students for graduate professional practice. 

Learning experiences that evoked the realistic challenge of clinical 

environments in a graduated format supported students’ agency to critically 

consider the patient situation, collaborate with peers and create solutions to 

address issues and optimise effective patient/client outcomes. Achieving this 

during the Covid-19 period with the many disruptions to teaching plans was a 

testament to the design for learning and teaching staff’s ability to adapt in 

response to the changing pandemic mitigation requirements in the cases 

studied.  

Principle 1 Use consistent, stable, predictable formats (kaupapa) in course 

design. 

Principle 2 Curate content to support agency and application of knowledge 

beyond the initial learning contexts.  

Principle 3 Purposeful course design and shared engagement can ameliorate 

relational connection challenges.  

Principle 4 Hybrid, modular formats can provide continuity of learning 

responsive to societal challenges. 

Principle 5 Teachers who communicate effectively and work collaboratively can 

synergistically capitalise on individual strengths. 

Principle 6 Support teaching staff through targeted professional development. 

Principle 7 Create a sense of community and safety to support students to 

navigate unexpected challenges. 

Principle 8 Provide intentional support for students by developing rapport, 

valuing student contributions and providing practical support. 
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Principle 9 Provide intentional variations in levels of support to build connection 

and to create a culturally and psychologically safe learning environment. 

Principle 10 Mirror aspects of clinical settings with interactive, experiential 

activities to challenge students and evoke emotions through collaboration and 

critical thinking. 

Principle 11 Develop student knowledge and skills through experiential learning 

and incremental applications of theory into practice. 

9.3.2 A New Self-auditing Tool.  

To support effective teaching teams, the novel, self-assessment audit tool can 

enable staff to identify their personal teaching strengths and highlight areas for 

targeted professional development. The opportunity for new or existing staff to 

review their proficiency can enable a teaching team to plan the varying roles 

and responsibilities of each person and align these with their individual skills. 

Reviewing how a session is going during and after it is completed, providing 

opportunities for staff to reflect, critique and strategize teaching sessions and 

course design, and identify areas for staff professional development. In this 

way, staff can iteratively review design for learning and maintain or move 

courses towards becoming productive, hybrid learning environments. 

9.3.3 Novel Aotearoa Design for Learning Framework 

The Aotearoa Design for Learning Framework used in conjunction with the 

Activity-Centred Analysis and Design (ACAD) framework (Goodyear & 

Carvalho, 2014) offered a mātauranga Māori perspective in course design. This 

novel addition could support design of courses through unique considerations 

for teaching and learning in Aotearoa New Zealand. The importance of including 

indigenous knowledge practices and frameworks offered an authentic, 

contextually relevant and locally situated learning to enhance Western ways of 

‘knowing’ and ‘being’ dominant in HE settings.  In addition, for students in 

courses leading to professional healthcare roles, contextual relevance was 

incorporated by use of a framework commonly used by healthcare professionals 

in this country. 
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The novel Aotearoa Design for Learning framework can assist teachers and 

learning designers in the creation and implementation of HE courses that not 

only consider Set, Social, Epistemic and Emergent / Co-creative design aspects 

(Goodyear & Carvalho, 2014) but also include culturally relevant design 

considerations not previously evident in the ACAD framework. This 

development enables teachers to nudge learners towards hoped-for yet not 

designable emergent, co-creative elements contributing to productive, hybrid 

learning environments in HE health contexts. 

9.4 Limitations 

Qualitative research has the potential to explore the lived experiences of 

identified phenomena. A potential limitation of this multiple case study was the 

narrower focus on teaching staff working in higher education learning 

environments in Aotearoa New Zealand (Stake, 2006). However, the narrow 

focus allowed me to develop a deeper and richer understanding of the 

complexities of these learning environments. Moreover, the design for learning 

strategies identified in this research have contributed to developing knowledge 

beyond the HE and national contexts to be also used in policy documents.  Van 

der Graaf et al. (2021) in an EU Education Report, acknowledged the concept 

of designing for transitions during emergencies (Green et al., 2020) providing 

evidence of the usefulness of this research to international contexts beyond the 

immediate cases and Aotearoa New Zealand.    

Interactions with the participants in qualitative research has the potential to 

compromise the validity of the data due to the closeness of research 

relationships and collaborations that ensue in gathering data (Carpenter, 2018). 

There was a risk of participants consciously or unconsciously wanting to please 

the researcher by providing what might be perceived to be the ‘right’ response. 

These risks in the researcher’s role were mitigated through strategies such as 

providing participants with the proposed interview schedule and encouraging 

them to select the order and aspects that were covered. In this qualitative, 

multiple case study, identification of the researcher’s insider perspective, biases 

and values was acknowledged (see Chapter 4.3.5). My reflexivity throughout 
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this research sought to make transparent the accuracy and trustworthiness of 

the research findings (Braun & Clarke, 2022; Creswell & Creswell, 2023).  

A limitation of this research, referred to throughout, surrounded responding to 

the Covid-19 pandemic restrictions. Initially, I had planned to interview individual 

and focus group participants and observe teaching sessions in person. As a 

result of Covid-19 lockdown requirements, most interviews were conducted 

using online meeting software. It was not possible to have anticipated the 

seismic shift that occurred in countries globally necessitating an increased use 

of technological solutions, including online meeting platforms. However, 

individual and focus group interviews were recorded and transcribed, and it was 

possible to identify participants and confirm the accuracy of data with ease. 

Another limitation could have been my presence observing interactions. 

However, my image appeared as one of the participant tiles when I was 

observing the pharmacology tutorial. In this session the spotlight focused on the 

person speaking rather than the other participants. This allowed my presence to 

be minimal and less intrusive. There was widespread acceptance of the use of 

online meeting software as the pandemic period progressed. 

9.5 Areas for Further Research 

This thesis identifies essential features of productive, hybrid learning 

environments in undergraduate HE health contexts, building on literature that 

elicited productive insights, and has taken a postdigital stance where 

technology and human factors are inextricably enmeshed. In the dissemination 

of the study findings, I will share design for learning features with HE teachers 

to create health context courses that are productive and as a catalyst to 

advance hybrid learning environments. 

Further research prioritising design for learning is needed to include ways of 

incorporating a Māori cultural lens using of the Aotearoa Design for Learning 

Framework in other HE courses. Western ways of knowing and being have 

dominated HE contexts yet, globally, students represent diverse cultural 

heritages and knowledge practices. There is an imperative for international 

research to co-create design for learning frameworks to incorporate other 
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cultural lenses to complement the ACAD framework. Understanding the 

applicability of the Aotearoa Design for Learning Framework in the design of 

courses might be an area for future studies. 

A manageable way to audit existing courses, in relation to the ACAD and 

Aotearoa Design for Learning frameworks (existing, and new), could be through 

a phased approach. A review at institutional and overall programme levels is 

warranted. Future research could focus on the refinements of self-auditing tools 

to support educators.  

And finally, research focusing on assessing the usefulness of the ‘Readiness for 

lecturing in hybrid learning environments’ (see Appendix 10) has the potential to 

be of benefit to improving the effectiveness of teaching teams in HE health 

contexts. 

9.6 Final Thoughts 

I set out to discover what characterised productive, hybrid learning 

environments in HE undergraduate courses health contexts. Along the way I 

had the privilege to observe various assemblages of task, people and tools, 

including the influence of a variety of course artefacts.  I have listened to the 

many stories and perspectives of a wide range of people involved in teaching 

and learning. 

I have loved the opportunity to undertake real world research on a topic I am 

engaged with every day in my academic work. By focusing on undergraduate 

courses in HE health contexts, my participants, supervisors and I have identified 

contributors to productive, hybrid learning environments. With an everchanging 

landscape in HE, there is an imperative for courses to be agile, adaptable, 

flexible and productive. This study has identified core principles, and practical 

initiatives to support teachers as they design for learning in courses, enhance 

learning experiences and outcomes for students, and prepare students for 

graduate professional practice. 
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Appendices 

Appendix 1 Definitions of CAMELOT Domains 

 

(Source: Munthe-Kaas et al., 2024, p. 11) 
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Appendix 2 Article Source Details (21 Studies) 

Author Year Title Country Design Sample 
size 

Participants 

Archer-Kuhn et 
al. 

2020 Inquiry-based learning as a facilitator to student 
engagement in undergraduate and graduate social work 
programs 

Canada  Mixed method 52 UG & PG Social work  

Baixinho et al. 2022 Participation of nursing students in evidence-based 
practice projects: Results of two focus groups 

Portugal Qualitative 15 UG nursing Year 4 

Bennett et al. 2022 Creating spatial, relational and cultural safety in online 
social work education during Covid-19 

Australia Reflection on teaching 
experience 

No 
details 

UG Social work 

Bridges et al. 2020 Learning environments for interprofessional education: A 
micro-ethnography of sociomaterial assemblages in team-
based learning 

Hong 
Kong 

Qualitative, micro-
ethnography 

437; 13 UG multi-disciplinary 
health professional 
degrees 

Carroll & 
Morse 

2022 Engaging learners in productive struggle: Escape rooms as 
a teaching tool 

USA Pilot study 

 

90-150 UG Nursing 

Domyancich-
Lee et al. 

2022 Teaching Note—Comics in the classroom: Teaching with 
graphic novels 

USA Narrative account of 
teaching strategy 

No 
details 

UG Social work 

Doran et al. 2022 "Teaching in Circle" with student nurses contributes to 
experiential understanding of cultural safety 

Australia  Qualitative 388 UG Nursing Year 1 

Egonsdotter et 
al. 

2020 Child protection and cultural awareness: Simulation-based 
learning 

Sweden Mixed method 176 UG Social work 

Esposito & 
Sullivan 

2020 Maintaining clinical continuity through virtual simulation 
during the Covid-19 pandemic 

USA Qualitative 17 UG Nursing Year 3 BN 

Fox & O’Maley 2023 'If you don't have a relationship with your tutor...you don't 
care about the subject': revisiting the role of the teacher - 
getting off the 'sideline' and 'meddling in the middle' 

Australia  Qualitative 8 UG Social work Year 2 
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Author Year Title Country Design Sample 
size 

Participants 

Jenssen et al. 2024 Impact of COIL: Learning from student nurses in Norway 
who collaborated with U.S. students 

Norway 
(& USA)  

Qualitative 15 UG Nursing 

Kumpula & 
Krumwiede 

2023 Facilitating a virtual international experience for 
undergraduate students: Creating global awareness and 
connection 

USA Qualitative 42 UG Nursing 

Mattingly 2021 Fostering cultural safety in nursing education: Experiential 
learning on an American Indian reservation 

USA Qualitative  
(intrinsic case study) 

Unclear UG Nursing 

McGovern 2019 Improving undergraduate competence in multicultural 
gerontology practice with fresh pedagogies: A digital 
storytelling case example 

USA Qualitative 25 UG Social work & 
Interdisciplinary 

Mills et al. 2022 Evaluation of a First Peoples-led, emotion-based 
pedagogical intervention to promote cultural safety in 
undergraduate non-Indigenous health professional 
students 

Australia Mixed methods 
intervention design 

102 UG Nursing 

Moore & 
Campbell 

2021 Effectiveness of an escape room for undergraduate 
interprofessional learning: a mixed methods single group 
pre-post evaluation 

Australia Mixed methods 50 UG Interprofessional 
healthcare students 

Nunev  2020 Club forms of activities and creation of educational 
environment promoting the development of social work 
students 

Bulgaria Quantitative 130 UG BSW;  
PG MSW 

Plaza del Pino 
et al. 

2022 Use of high-fidelity clinical simulation for the development 
of cultural competence of nursing students 

Spain  Qualitative 56 UG Nursing Year 4 BN 

Rambaree et 
al. 

2023 Enhancing cultural empathy in international social work 
education through virtual reality. 

Sweden Qualitative 38 UG Social work Year 1 

Reid-Searl et 
al. 

2019 Using simulation to prepare neophyte nursing students to 
deliver intimate patient care 

Australia Qualitative 29 UG Nursing Year 1 

Woodley  2020 Stone Soup: A metaphor to create an inclusive learning 
environment within nursing education 

USA Evaluation of 
educational innovation 

258 UG Nursing 
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Appendix 3 Tagging to Theme Development 

Appendix 3.1 NK Tag Hierarchy 
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Appendix 3.2 Coding Table Showing Round 1 & 2 Codes 
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Appendix 3.3 Initial Themes and Codes  
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Appendix 3.4 Initial Themes and Subthemes 

Design for learning Details included (v1) 
(20250207) 

Revisions (v2) (20250209) 

D4L Establishing the 

learning space 

Preparation of resources 
and faculty 
Modelling behaviour 
Decreasing power 
differentials 
Interprofessional practice 
Supportive for deep 
learning 
Stakeholder involvement 
Rules of engagement 
(kaupapa) 
Overcoming challenges of 
learning space 
Timings 
Safe learning spaces 
(psychologically, culturally, 
safe mistakes, colonised, 
peer support; Countered: 
Mills - fire!) 

D1.1 Preparation of resources, 
students, faculty & teaching 
space 
D1.2 Modelling behaviour 
D1.3 Decreasing power 
differentials 
D1.4 Preparation for inter/intra 
professional practice 
D1.5 Supportive for deep 
learning 
D1.6 Stakeholder involvement 
D1.7 Rules of engagement 
(kaupapa) 
D1.8 Overcoming challenges 
of learning space 
D1.9 Timings, synch/async, 
scheduling 
D1.10 Safe learning spaces 
(psychologically, culturally, safe 
mistakes, colonised, peer 
support; Countered: Doran - 
fire!) 

D4L Effective 

teaching/facilitation 

is paramount 

Faculty professional 
development - needs 
assessments 
Staffing, Fluid roles 
Ako - reciprocity 
Appropriate and timely 
feedback 
Clear communication 
Pedagogical requirements 
Sequencing of content 
Subliminal learning 

D2.1 Faculty professional 
development - needs 
assessments 
D2.2 Staffing, Fluid roles 
D2.3 Ako - reciprocity 
D2.4 Appropriate support and 
timely feedback 
D2.5 Clear communication 
D2.6 Pedagogical 
requirements 
D2.7 Sequencing of content 
D2.8 Subliminal learning 

D4L Intentional 

challenge 

Designed, purposeful 
challenges for students 
Controlled disorientation 
Visceral 
Increased cultural 
awareness 
Challenge → prepared for 
professional practice 

D3.1 Designed, purposeful 
challenges for students 
D3.2 Controlled disorientation 
and disequilibrium 
D3.3 Visceral 
D3.4 Increased cultural 
awareness 
D3.5 Challenge → prepared for 
professional practice 
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Design for learning Details included (v1) 
(20250207) 

Revisions (v2) (20250209) 

D4LContributors to 

productive learning 

environments and 

conviviality (Social 

aspects) 

Comradery 
Empathy 
Connectedness 
Subliminal friendships 
Cohesion 
Laughter 

D4.1 Comradery 
D4.2 Empathy 
D4.3 Connectedness 
D4.4 Subliminal friendships 
D4.5 Cohesion 
D4.6 Laughter 
D4.7 Enhanced learning 

D4L Heutagogy - an 

uncommon 

experience 

Student agency 
Autonomy 
An uncommon experience 

D5.1 Student agency 
D5.2 Autonomy 
D5.3 An uncommon 
experience 

 

Preparation for professional practice 

PPP Rich, realistic 

learning and 

teaching 

Equipment, props, 
documents, cases, 
resources 
Simulation 
Evidence-based practice 
Patient outcomes 
Database use 
Socialising into 
professional role 
Competence 
Reflection (blogs) 
Effective interprofessional 
communication 
MaskEd jumpstarts 
professional practice 

P6.1 Equipment, props, 
documents, cases, 
resources 
P6.2 Simulation and 
debriefing 
P6.3 Evidence-based 
practice 
P6.4 Patient outcomes 
P6.5 Database use [move to 
6.1] 
P6.6 Socialising into 
professional role 
P6.7 Competence 
P6.8 Reflection 
P6.9 Effective 
interprofessional practice 
P6.10 Effective professional 
practice 
P6.11 Evidence of 
productive learning 

PPP 

Transformational 

learning 

Revealing personal bias 
(safely) 
Historical trauma 
Power imbalance 
Making a difference 
Constellations increase 
awareness 
Patient-as-expert 

P7.1 Revealing personal 
bias (safely) 
P7.2 Historical trauma 
P7.3 Power imbalance 
(privilege/oppression) 
P7.4 Making a difference 
P7.5 Professional 
conversations - increased 
awareness 
P7.6 Patient-as-expert 
P7.7 Knowledge 
application/expanded 
P7.8 Culturally safe practice  
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Appendix 3.5 Initial Theme Generation 
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Appendix 3.6 Potential Themes 
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Appendix 4 Participant Documents 

Participant Information Sheet (A) 

Research Project: Productive hybrid learning environments 

INFORMATION SHEET (Individual Interview) 

Researcher Introduction: My name is Jenny Green. I am a researcher and 

doctoral candidate at Massey University, Auckland. I have been involved in 
nursing education for over 15 years and have seen a move from the occasional 

use of technology in learning to the present where there has been an urgent 
need to move to an online environment in times of lockdown due to Covid-19 

restrictions.  

 

Project Description: For the purposes of this study, a hybrid learning 
environment is one in which there are both online and face-to-face interactions 
within a course. In any educational setting there are many aspects that support 
learning, collaboration and connections between students and educators. There 

are also aspects that create challenges to productive learning activity and co-
creation of knowledge. I am interested in finding out from you what contributes 

to your learning, or teaching, when technology is part of the learning 
environment. Productive learning environments involve digital and material 

tools, pedagogy and people engaged in collaborative work to co-create through 
knowledge building processes. What makes it a productive hybrid learning 

environment for you? Data will be collected through an individual/small group, in 
person or video meeting, at a time and place to fit in with your schedule.  

 

Data Collection:  

The study is collecting a variety of data through observation of xxxxx sites and 
classroom sessions (audio recorded), interviews and focus groups. Data 

collection will be carried out by me as the researcher or by a research assistant. 

 

Invitation: You are invited to participate in this doctoral research project which 
is being conducted at xxxxxx. Your participation is entirely voluntary, and you 

have the right to withdraw at any stage prior to commencement of data analysis. 
If you choose to withdraw, any information collected from you will be removed 

from the study. 

 

Your voluntary involvement in this study will involve participation in an 
individual, online, informal video interview lasting about 30-60 and 15-minutes 

reviewing, editing, and commenting on the interview transcript, if you wish. 

 

An assigned research participant ID will be used to refer to your contribution 
and maintain your anonymity. During the interview, I will start by briefly 
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introducing the key factors in the study and you will have an opportunity to 
clarify these.  

Our discussion of your experiences will be led by you and will follow the 
thoughts, ideas, and topics you present in the stories of your experiences. You 
will control how much you share and whether you wish to keep talking about 
any aspect of your experience.  

At any stage, if you are uncomfortable, the interview will stop and only continue 
if you are comfortable with how it will proceed. The interview will be recorded 
with your permission. The recording will be identified by an assigned research 
participant ID to maintain your anonymity. I will be the only person with access 
to the original recording, and I will ensure complete confidentiality. If you wish 
the recording to pause or stop, please feel free to say so at any point. 

You will be invited to review the transcript of your interview and comment on it. 
You will be offered a summary of the findings at the conclusion of the project. 
You can contact the researcher Jenny Green at j.k.green@massey.ac.nz 

Data Management 

The privacy of your identity will be strictly maintained during and after the study, 
including in any publication of the findings from this research. Soft copy files will 
be stored on password protected computers. Transcripts will use assigned 
research participant IDs, thus all collected information will be kept confidential. 
No names will be included in the research report as part of the overall results.  

After analysing the data, all hard copies will be safely stored at a secure 
Massey University data storage room for 5 years and then destroyed in 
accordance with Massey University regulations. The researcher, Jenny Green, 
will be the only person who knows your identity. The assigned research 
participant ID will be used to refer to your contribution in the interview. Dr Lucila 
Carvalho, the supervisor of the study will have access only to anonymised data. 

Participant Identification and Recruitment 

To participate in this study, you must: 

o Be a student or staff member associated with the xxxx, xxxx;  
o Be over 16 years; 
o Complete and return the Participant Consent Form – note that, to 

maintain your privacy and the anonymity of your contribution, gender 
and the ethnicity(ies), with which you most closely identify will only be 
referred to by your assigned research participant ID in the report. 

A variety of participants, students, lecturers, and xxxxxxx staff associated with 
the courses or learners, are needed for this study to provide a breadth of data 
which will contribute to credible findings. 

  

mailto:j.k.green@massey.ac.nz
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Participant’s Rights 

You are under no obligation to accept this invitation. If you decide to participate, 
you have the right to: 
 decline to answer any question; 
 withdraw from the study (before, during, or up to two weeks after data 

collection); 
 ask any questions about the study at any time during participation; 
 provide information on the understanding that your name will not be used; 
 be given a transcript of our interview to comment on, edit, and approve for 

use; 
 be given access to a summary of the project findings by providing your 

contact details on the transcript release form; 
 ask for the recording device to be turned off at any time during the 

interview; 
 seek support from appropriate people outside of the study for any personal 

issues that arise as a result of participating. 
Project Contacts 

Jenny Green j.k.green@massey.ac.nz is carrying out this project as a 
requirement for the Doctor of Philosophy in Nursing Education under the 
supervision of Dr Lucila Carvalho, who can be contacted at 
l.carvalho@massey.ac.nz Both the researcher and the supervisor are happy to 
discuss any concerns you may have about participation in the project. 

This project has been reviewed and approved by the Massey University Human 
Ethics Committee: Northern, Application NOR 20/61.  If you have any concerns 
about the conduct of this research, please contact Dr Fiona Te Momo, Chair, 
Massey University Human Ethics Committee: Northern, telephone 09 414 0800, 
x 43347, email humanethicsnorth@massey.ac.nz  

  

mailto:j.k.green@massey.ac.nz
mailto:l.carvalho@massey.ac.nz
mailto:humanethicsnorth@massey.ac.nz
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Participant Consent Form (A) 

Productive hybrid learning environments 

INDIVIDUAL PARTICIPANT CONSENT FORM 

I have read or have had read to me in my first language and understand the 
Information Sheet attached. I have had the details of the study explained to me, 
any questions I had have been answered to my satisfaction and I understand 
that I may ask further questions at any time. I have been given sufficient time to 
consider whether to participate in this study and I understand participation is 
voluntary and that I may withdraw from the study at any time before, during, or 
up to two weeks after data collection.  

(Please tick your chosen response) 

1. I agree  / do not agree  to the interview being recorded.   

2. I would like  / would not like  to review the interview transcript and 
have an opportunity to comment on it.  

3. I agree to participate in this study under the conditions set out in the 
Individual Interview Information Sheet. 
 

Declaration by Participant: 

 

I _________________________   hereby consent to take part in this study. 
                   Print full name  

 
 
Contact Email: ________________________________________ 
 

Signature: _______________________  Date: ________________  
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Participant Information Sheet (B) 

Productive hybrid learning environments 

FOCUS GROUP SHEET 
Researcher Introduction: My name is Jenny Green. I am a researcher and 
doctoral candidate at Massey University, Auckland. I have been involved in 

nursing education for over 15 years and have seen a move from the occasional 
use of technology in learning to the present where there has been an urgent 
need to move to an online environment in times of lockdown due to Covid-19 

restrictions.  

 

Project Description: For the purposes of this study, a hybrid learning 

environment is one in which there is both online and face-to-face interactions 
within a course. In any educational setting there are many aspects that support 
learning, collaboration and connections between students and educators. There 

are also aspects that create challenges to productive learning activity. I am 
interested in finding out from you what contributes to your learning, or teaching, 

when technology is part of your learning environment. Productive learning 
environments involve digital and material tools, pedagogy and people engaged 
in collaborative work to co-create through knowledge building processes. What 

makes it a productive hybrid learning environment for you? Data will be 
collected through individual or small focus group video meetings at a time and 

place to fit in with your schedule.  

 

Data Collection:  

The study is collecting a variety of data through observation of xxxx sites and 
classroom sessions (audio recorded), interviews and focus groups. Data 

collection will be carried out by me as the researcher or by a research assistant. 

 

Invitation: You are invited to participate in this doctoral research project which 

is being conducted through xxxxxx. Your participation is voluntary and you have 
the right to withdraw prior to group discussion, or cease your contributions 
during the discussion, but you cannot withdraw your contribution after the 

meeting because this would affect the interpretation of the group dynamic. If 
you choose to withdraw, any information collected from you will be removed 

from the study. 

Your voluntary involvement in this study will be in a group, online, informal video 
discussion lasting about 60 minutes and 15 minutes to review emerging themes 
after analysis via email, if you wish.  

An assigned research participant ID will be used to refer to your contribution and 
to maintain your anonymity. During the interview, I will start by briefly introducing 
the key factors in the study and you will have an opportunity to clarify these.  

Our discussion of your experience will be led by you and will follow the 
thoughts, ideas, and topics you present in the stories of your experiences. You 
will control how much you share and whether you wish to keep talking about 
any aspect of your experience.  



  

334 

At any stage, if you are uncomfortable, the interview will stop and only continue 
if you are comfortable with how it will proceed. The interview will be recorded 
with your permission. The recording will be identified by an assigned research 
participant ID to maintain your anonymity. I will be the only person with access 
to the original recording and I will ensure complete confidentiality. If you wish 
the recording to pause or stop, please feel free to say so at any point. 
 
You will be invited to review the themes arising from the discussion and have an 
opportunity to comment on them. If you choose to review these themes you will 
be asked to respond to this invitation via email. 

You may receive a summary of the findings by contacting the researcher, Jenny 
Green, at the conclusion of the project. You can contact Jenny at 
j.k.green@massey.ac.nz 

Data Management 

The privacy of your identity will be strictly maintained during and after the study, 
including in any publication of the findings from this research. Soft copy files will 
be stored on password protected computers. Transcripts will use assigned 
research participant IDs, thus all collected information will be kept confidential. 
No names will be included in the research report as part of the overall results.  

After analysing the data, all hard copies will be safely stored at a secure 
Massey University data storage room for 5 years and then destroyed in 
accordance with Massey University regulations. The researcher, Jenny Green, 
will be the only person who knows your identity. The assigned research 
participant ID will be used to refer to your contribution in the interview. Dr Lucila 
Carvalho, the supervisor of the study, will have access only to anonymised 
data. 

Participant Identification and Recruitment 

To participate in this study, you must: 

o Be a student or staff member in the xxxxx;  
o Be over 16 years; 
o Complete and return the attached Participant Consent Form – note that, 

to maintain your privacy and the anonymity of your contribution, gender 
and the ethnicity(ies), with which you most closely identify will only be 
referred to by your assigned research participant ID in the report. 

A variety of participants, students, lecturers, and xxxxx staff associated with the 
course, are needed for this study to provide a breadth of data which will 
contribute to credible findings. 

In recognition of your time and effort, you will receive a $20 voucher for a 
supermarket in Aotearoa/New Zealand of your choice. 

  

mailto:j.k.green@massey.ac.nz
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Participant’s Rights 

You are under no obligation to accept this invitation. If you decide to participate, 
you have the right to: 
 decline to answer any question; 
 withdraw from the study (prior to group discussion, or cease your 

contributions during the discussion, but you cannot withdraw your 
contribution after the meeting because this would affect the interpretation 
of the group dynamic); 

 ask any questions about the study at any time during participation; 
 provide information on the understanding that your name will not be used; 
 be given access to a summary of the project findings by emailing your 

contact details to the researcher; 
 ask for the recording device to be turned off at any time during the 

interview; 
 seek support from appropriate people outside of the study for any personal 

issues that arise as a result of participating. 
Project Contacts 

Jenny Green j.k.green@massey.ac.nz is carrying out this project as a 
requirement for the Doctor of Philosophy in Nursing Education under the 
supervision of Dr Lucila Carvalho, who can be contacted at 
l.carvalho@massey.ac.nz Both the researcher and the supervisor are happy to 
discuss any concerns you may have about participation in the project. 

This project has been reviewed and approved by the Massey University Human 
Ethics Committee: Northern, Application NOR 20/61.  If you have any concerns 
about the conduct of this research, please contact Dr Fiona Te Momo, Chair, 
Massey University Human Ethics Committee: Northern, telephone 09 414 0800, 
x 43347, email humanethicsnorth@massey.ac.nz  

  

mailto:j.k.green@massey.ac.nz
mailto:l.carvalho@massey.ac.nz
mailto:humanethicsnorth@massey.ac.nz
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Participant Consent Form (B) 

Productive hybrid learning environments 

FOCUS GROUP PARTICIPANT CONSENT FORM 

I have read or have had read to me in my first language and understand the 
Information Sheet attached. I have had the details of the study explained to me. 
Any questions I had have been answered to my satisfaction and I understand 
that I may ask further questions at any time. I have been given sufficient time to 
consider whether to participate in this study and I understand participation is 
voluntary and that I may withdraw from the study at any time prior to group 
discussion, or cease contributions during the discussion, but I cannot withdraw 
my contribution to the group dynamic.  

(Please tick your chosen responses) 

1. I agree  / do not agree  to the focus group being recorded.   

2. I would like  / would not like  to review the themes arising from the 

focus group discussion and have an opportunity to comment on them.  

3.  I guarantee confidentiality of information and agree to not disclose the 

identities of other participants in the Focus Group unless this is agreed to 
by the individual group members. 

4. I agree  / do not agree  to participate in this study under the 

conditions set out in the Focus Group Information Sheet. 

Declaration by Participant: 

I _____________________________________   hereby consent to take part in 
this study. 
                   Print full name  

Contact Email: ________________________________________ 
 

Signature: _______________________  Date: ________________  
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Participant Information Sheet (C) 

Research Project: Productive hybrid 
learning environments  

INFORMATION SHEET (Lecturer – Classroom and xxxxx Site Observation) 

Researcher Introduction: My name is Jenny Green. I am a researcher and 

doctoral candidate at Massey University, Auckland. I have been involved in 
nursing education for over 15 years and have seen a move from the occasional 

use of technology in learning to the present where there has been an urgent 
need to move to an online environment in times of lockdown due to Covid-19 

restrictions.  

 

Project Description: For the purposes of this study, a hybrid learning 
environment is one in which there is both online and face-to-face interactions 

within a course. In any educational setting there are many aspects that support 
learning, collaboration and connections between students and educators. There 

are also aspects that create challenges to productive learning activity and co-
creation of knowledge. I am interested in observing learning design elements in 

your xxxxx site and classroom lecturing space.  

 

I would like to observe your course’s xxxxx site to look specifically at the 
following learning design elements: 

 

o Set design: The design of elements in hybrid learning space (both online 
and face-to-face) – including digital and material tools, resources and 
artefacts, the furniture or learning items used, how items are positioned in 
xxxx;  

o Epistemic design: The design of learning tasks – organisation of 
knowledge, considerations about ways of knowing, the selection, 
sequencing and pacing of information, the provision of resources to 
support students’ learning activities; 

o Social design: The design of social arrangements for students – including 
group work, dyads, scripted roles, divisions of labour, the nature of 
collaboration, and student roles in group activities; 

o Co-creation and co-configuration activity at learn time: Co-creation of 
knowledge that emerges within a learning experience and activity, the 
agency of learners.  

I would like to look at these learning design features and activities in both the 
xxxxx site and in your classroom lecture space.  

 

Data Collection:  

My focus would be on observing the enactment of course design – for example 
focusing on how various elements (digital and material resources, types of 
learning tasks, and specific group arrangements) come into play and are 
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orchestrated during face-to-face or virtual sessions. Data collection will be 
carried out by me as the researcher. 

A short video presentation of this research will be included on the xxxx site.  

In the physical classroom setting, I will focus my observations on the lectern 
side of the room. To opt out from these observations students might choose to 

sit on the opposite side of the room. A reminder will be given at the beginning of 
the sessions in which the researcher is present.  

If this is in a physical space and face-to-face lecturing, I will either use the audio 
from the lecture capture recording or use a microphone worn by the lecturer to 
record her/his presentation. 

If the lecture is in a Zoom room, I will observe the enactment of the learning 
design features and visit breakout rooms of only those students who have 
indicated their consent to participate. 

In the xxxx site, I will focus my observations on elements of the platform and 
activity by students (e.g. entries in the discussion forum). To opt out from these 
observations, the students are requested to please send me an email indicating 
their decision to opt out. I will not have access to assessment submissions and 

grades. 

Invitation: I would like to invite you to participate in doctoral research project 

which is being conducted at xxxxxxx. Your participation is entirely voluntary, and 
you have the right to withdraw at any stage prior to commencement of data 
analysis. If you choose to withdraw, any information collected from you will be 
removed from the study. 

Your voluntary involvement in this study will involve the researcher observing two 
to five hours of lecture-time in your course and reviewing your course xxxxx site 
to observe learning design features.  

At any stage, if you or the students become uncomfortable, the observation will 
stop and only continue if you are comfortable with how it will proceed. I will 
ensure complete confidentiality. 

You will be invited to review and comment on emerging themes after analysis. 
You will be offered a summary of the findings, at the conclusion of the project. 
You can contact the researcher Jenny Green at j.k.green@massey.ac.nz 

Data Management 

The privacy of your identity, and that of the course, will be strictly maintained 
during and after the study, including in any publication of the findings from this 
research. Soft copy files will be stored on password protected computers. All 
collected information will be kept confidential. No names will be included in the 
research report as part of the overall results.  

After analysing the data, all hard copies will be safely stored at a secure 
Massey University data storage room for 5 years and then destroyed in 
accordance with Massey University regulations. The researcher, Jenny Green, 
will be the only person who knows your identity. An assigned research 
participant ID will be provided to refer to your contribution and to maintain your 
anonymity. Dr Lucila Carvalho, the supervisor of the study will have access only 
to anonymised data. 

mailto:j.k.green@massey.ac.nz
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Participant Identification and Recruitment 

To participate in this study, you must: 

o Be a student or staff member in the xxxxx; 
o Be over 16 years; 
o Complete and return the Participant Consent Form – note that, to 

maintain your privacy and the anonymity of your contribution, gender 
and the ethnicity(ies), with which you most closely identify will only be 
referred to by your assigned research participant ID in the report. 

A variety of participants, students, lecturers, and xxxxx staff associated with the 
course, are needed for this study, to provide a breadth of data which will 
contribute to credible findings. 

Participant’s Rights 
You are under no obligation to accept this invitation. If you decide to participate, 
you have the right to: 
 withdraw from the study (prior to, or during, or up to two weeks after 

classroom observation); 
 ask any questions about the study at any time during participation; 
 provide information on the understanding that your name will not be used; 
 ask for the recording device to be turned off at any time during the lecture; 
 be given a transcript of the lecture audio to comment on, edit, and approve 

for use; 
 be given access to a summary of the project findings by providing your 

contact details on the transcript release form; 
 seek support from appropriate people outside of the study for any personal 

issues that arise as a result of participating. 
Project Contacts 

Jenny Green j.k.green@massey.ac.nz is carrying out this project as a 
requirement for the Doctor of Philosophy in Nursing Education under the 
supervision of Dr Lucila Carvalho, who can be contacted at 
l.carvalho@massey.ac.nz Both the researcher and the supervisor are happy to 
discuss any concerns you may have about participation in the project. 

This project has been reviewed and approved by the Massey University Human 
Ethics Committee: Northern, Application NOR 20/61.  If you have any concerns 
about the conduct of this research, please contact Dr Fiona Te Momo, Chair, 
Massey University Human Ethics Committee: Northern, telephone 09 414 0800, 
x 43347, email humanethicsnorth@massey.ac.nz  

  

mailto:j.k.green@massey.ac.nz
mailto:l.carvalho@massey.ac.nz
mailto:humanethicsnorth@massey.ac.nz
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Participant Consent Form (C) 

Productive hybrid learning environments 

LECTURE SPACE / xxxxx SITE OBSERVATION - CONSENT FORM 

I have read or have had read to me in my first language, and I understand the 
Lecture Space/xxxx Site Observation Information Sheet attached. I have had 
the details of the study explained to me. Any questions I had have been 
answered to my satisfaction and I understand that I may ask further questions 
at any time. I have been given sufficient time to consider whether to participate 
in this study and I understand participation is voluntary and that I may withdraw 
from the study at any time before, during, or up to two weeks after data 
collection.  

(Please circle your chosen response) 

1. I agree / do not agree to the researcher observing my lecture space.   
2. I agree / do not agree to the researcher accessing my course xxxxx site. 
3. I agree / do not agree to participate in this study under the conditions 

set out in the Lecture Space/xxxx Site Observation Information Sheet. 

Declaration by Participant:  

I _________________________   hereby consent to take part in this study. 

                   Print full name  

Email: ________________________________________ 

 

Signature: _______________________  Date: ________________  

(Please print and complete and sign and scan, OR complete electronically 
and sign, and return to j.k.green@massey.ac.nz Following this, I will 
contact you to arrange a time to observe your lecture space. Thank you.) 

 

  

mailto:j.k.green@massey.ac.nz
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Participant Information Sheet (D) 

Research Project: Productive hybrid learning 
environments  

INFORMATION SHEET (Student – Classroom & xxxxx Site Observation) 

Researcher Introduction: My name is Jenny Green. I am a researcher and 

doctoral student at Massey University, Auckland. I have been involved in 
healthcare education for over 15 years and have seen a move from the 

occasional use of technology in learning to the present where there has been 
an urgent need to move to an online environment in times of lockdown due to 

Covid-19 restrictions.  

 

Project Description:  

I am wanting to find out what works best in hybrid learning environments, those 
with both online and face-to-face interactions within a course. What learning 
design aspects will support your learning, collaboration and connection with 

other students and your lecturers?  

 

I am interested in observing your course’s xxxxx site to look specifically at the 
following learning design elements: 

 

o Set design: The design of elements in hybrid learning space (both online 
and face-to-face) – including digital and material tools, resources and 
artefacts, the furniture or learning items used, how items are positioned in 
xxxx ;  

o Epistemic design: The design of learning tasks – organisation of 
knowledge, considerations about ways of knowing, the selection, 
sequencing and pacing of information, the provision of resources to 
support students’ learning activities; 

o Social design: The design of social arrangements for students – including 
group work, dyads, scripted roles, divisions of labour, the nature of 
collaboration, and student roles in group activities; 

o Co-creation and co-configuration activity at learn time: Co-creation of 
knowledge that emerges within a learning experience and activity, the 
agency of learners.  

 

I would like to look at these learning design features and activities in both the 
xxxxx site and in your classroom lecture space. I will have guest access to xxxx 
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which will allow me to have access to course content but will prevent me from 
seeing your assessment submissions and grades. 

 

Data Collection:  

The study is collecting a variety of data through xxxxx site and classroom 
observations, audio recording, interviews and focus groups. Data collection will 

be carried out by me as the researcher or by a research assistant. 

 

Invitation: You are invited to participate in this doctoral research project which 

is being conducted at xxxxx. Your participation is entirely voluntary, and you 
have the right to withdraw at any stage prior to commencement of data analysis. 

If you choose to withdraw, any information collected from you will be removed 
from the study. 

 

In the physical classroom setting, I will focus my observations on the lectern 
side of the room. To opt out from these observations you might choose to sit on 
the opposite side of the room during these sessions. A reminder will be given at 

the beginning of the sessions in which the researcher is present.  

 

In the xxxx site, I will focus my observations on elements of the platform and 
activity by students (e.g. entries in the discussion forum). To opt out from these 

observations, please send me an email indicating your decision to opt out.  

You can contact the researcher Jenny Green at j.k.green@massey.ac.nz 

Data Management 

The privacy of your identity will be strictly maintained during and after the study, 
including in any publication of the findings from this research. Soft copy files will 
be stored on password protected computers. All collected information will be 
kept confidential. No names will be included in the research report as part of the 
overall results.  

After analysing the data, all hard copies will be safely stored at a secure 
Massey University data storage room for 5 years and then destroyed in 
accordance with Massey University regulations. The researcher, Jenny Green, 
will be the only person who knows your identity. An assigned research 
participant ID will be provided to refer to your contribution and to maintain your 
anonymity. Dr Lucila Carvalho, the supervisor of the study will have access only 
to anonymised data. 

Participant Identification and Recruitment 

To participate in this study, you must: 

o Be a student or staff member in the xxxxx; 
o Be over 16 years; 
o Complete and return the Participant Consent Form – note that, to 

maintain your privacy and the anonymity of your contribution, gender 
and the ethnicity(ies), with which you most closely identify will only be 
referred to by your assigned research participant ID in the report. 

mailto:j.k.green@massey.ac.nz
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A variety of participants, students, lecturers, and xxxxx staff associated with the 
course, are needed for this study, to provide a breadth of data which will 
contribute to credible findings. 

 
Participant’s Rights 

You are under no obligation to accept this invitation. If you decide to participate, 
you have the right to: 
 withdraw from the study (prior to classroom observation by choosing to sit 

away from the lectern (in face-to-face sessions) or by emailing the 
researcher to opt out of the study (xxxxx and Zoom); 

 ask any questions about the study at any time during participation; 
 provide information on the understanding that your name will not be used; 
 ask for the recording device to be turned off at any time during the lecture; 
 be given access to a summary of the project findings by emailing your 

contact details to the researcher; 
 seek support from appropriate people outside of the study for any personal 

issues that arise as a result of participating. 
Project Contacts 

Jenny Green j.k.green@massey.ac.nz is carrying out this project as a 
requirement for the Doctor of Philosophy in Nursing Education under the 
supervision of Dr Lucila Carvalho, who can be contacted at 
l.carvalho@massey.ac.nz Both the researcher and the supervisor are happy to 
discuss any concerns you may have about participation in the project. 

This project has been reviewed and approved by the Massey University Human 
Ethics Committee: Northern, Application NOR 20/61.  If you have any concerns 
about the conduct of this research, please contact Dr Fiona Te Momo, Chair, 
Massey University Human Ethics Committee: Northern, telephone 09 414 0800, 
x 43347, email humanethicsnorth@massey.ac.nz  

  

mailto:j.k.green@massey.ac.nz
mailto:l.carvalho@massey.ac.nz
mailto:humanethicsnorth@massey.ac.nz
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Participant Consent Form (D) 

Productive hybrid learning environments 

(Text to be posted on xxxxx, and scripted as part of a video) 

LECTURE SPACE / xxxxx SITE OBSERVATION - CONSENT FORM 
(Student) 

Unless you contact the researcher to indicate your decision to opt out of the 
study, it will be assumed that you have read or have had read to you in your first 
language, and you understand the Lecture Space/ xxxxx Site Observation 
(Student) Information Sheet attached. You have had the details of the study 
explained to you. Any questions you had have been answered to your 
satisfaction and you understand that you may ask further questions at any time. 
You have been given sufficient time to consider whether to participate in this 
study and you understand participation is voluntary and that you may withdraw 
from the study at any time prior to classroom observation by contacting the 
researcher and asking to opt out.  

In the physical classroom setting, the researcher will focus their observations on 
the lectern side of the room. To opt out from these observations you might 
choose to sit on the opposite side of the room during these sessions. A 
reminder will be given at the beginning of the sessions in which the researcher 
is present.  

In the xxxxx site, the researcher will focus their observations on elements of the 
platform and activity by students (e.g. entries in the discussion forum). To opt 
out from these observations, please send the researcher an email indicating 
your decision to opt out. 

Jenny Green (PhD researcher): j.k.green@massey.ac.nz  

 

 

  

mailto:j.k.green@massey.ac.nz
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Appendix 5 Interview Schedules 

Productive Hybrid Learning Environments 

Interview Protocol – Lecturers / Learning Facilitators / Tutors 

This is a semi-structured interview protocol designed to examine lecturer, learning facilitator and 
tutor perceptions of their interactions and learning processes within the environment and of the 
course in general. The hui process will provide a kaupapa for the interview.  The types of 
questions I intend to ask include: 

A. Mihi / whakawhanaungatanga / kaupapa 
Welcome, connections 

Purpose of this interview 

B. History with the environment 
How long have you been involved in this course?  

When was the current hybrid format of this course established?  

What were the initial drivers for offering this course in this format? 

Contextual aspects – Historical, Educational, Discipline, Learner population, Relevant research.  

C. Perceptions of the environment  
How would you describe the learning environment of this course to someone who has never 
heard of it? 

What would be the most important information a new lecturer/tutor should know about the 
learning environment of this course?  

What should one do (or be prepared to do) before facilitating learning in this hybrid learning 
environment course? 

Can you tell me three words that define this learning environment? 

D. Value of the environment 
What makes this learning environment special? Why is this learning environment meaningful? 

How does the learning environment affect your professional experience, your skills, your 
feelings, your inspiration, and/or your professional identity?  

Can you give me an example of a significant event, moments of lecturing or facilitation, and/or 
experiences you have had within this course’s earning environment? Why was this significant?  

E. Interactions with the environment 
What would successful engagement in learning look and sound like to you?  

Did you plan any special features or do you use strategies to promote student/staff interactions? 

Describe an average visit to the learning environment? What activities or interaction would you 
expect to have within this learning environment? 

What is the most useful feature/aspect of the course learning environment? Why do you think 
this is important? 

F. Interactions with other members 
How do you collaborate with other teachers in this environment? What strategies do you use to 
make this a successful collaboration? How can you tell if they are effective? 

How do you think your facilitation of this learning environment affects or influences interactions 
between people involved in the course?  

G. Learning    
How does the course’s learning environment promote/encourage learning?  

How do you think that learning takes place within this learning environment?  

What do students learn as a result of their participation within this learning environment? 

H. Background 
Please respond to any of the following… 
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Which decade were you born in? 

What is your occupation? Length of time working in HE? Length of time in this role? 

What is your highest qualification? 

[ ] Level 1 - 4 Certificate 

[ ] Level 5 Diploma 

[ ] Level 6 Diploma  

[ ] Bachelor’s Degree or Level l7 qualification 

[ ] Bachelor Honours Degree or Postgraduate Certificate/Diploma 

[ ] Master’s Degree 

[ ] PhD 

[ } other… 

Gender Identity: 

[ ] Female 

[ ] Male 

[ ] Gender diverse  

[ ] Choose not to answer 

Which ethnic group do you belong to? __________________________ 

I. Poroporoaki 
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Productive Hybrid Learning Environments 

Interview Protocol – Designers of the Learning Environment 

This is a semi-structured interview protocol designed to examine learning designer perceptions 
of the design for learning, interactions and learning processes occurring within the environment 
and of the course in general. The hui process will provide a kaupapa for the interview. Below 
are some of the aspects we might discuss. Feel free to highlight which ones you feel are most 
important. 
A. Mihi / whakawhanaungatanga / kaupapa 
Welcome, connections 
Purpose of this interview: The reach of technology extends beyond on-off campus at MU. There 
are now intrinsic connections between digital, material, social as an ecology of aspects, in 
multiple spaces, where people are co-present. I’m interested in hearing your view of this 
hybridity and how it influences your engagement with students, teaching staff, and with learning. 
Focus is on social work, nursing and sports exercise nutrition courses. 
B. History with the environment 
How long have you been involved in development of xxxx courses?   
When was the current hybrid format of these courses established?  
What were the initial drivers for offering this course in this format? What were the motivations 
and expectations? 
Relevant contextual aspects – Historical, Educational, Discipline, Learner population, Relevant  
research.  

C. Perceptions of the environment  
How would you describe the current learning environment of the xxxx courses? (Three key 
words) 
What would be the most important information a new designer or lecturer should know about 
these learning environments?  
D. Value of the environment 
What makes these learning environments special? Why makes them meaningful? 
How do the learning environments affect your professional experience, your skills, your feelings, 
your inspiration, and/or your professional identity?  
Can you give me an example of a significant event, moments of design collaboration and/or 
experiences you had while designing this course’s earning environment? Why was this 
significant?  
E. Interactions with the environment 
What special features, or strategies, promote participant engagement and interactions? How 
can you tell if they are effective? 
What is the most useful feature/aspect of the course learning environment? Why do you think 
this is important? 
Describe an average visit to a learning environment? What activities or interactions would you 
expect participants to have within this learning environment? 
F. Interactions with other members 
How do participants collaborate within this environment?  
What features of this learning environment support successful collaboration? What strategies 
are used? How can you tell if they are effective? 
How do you think your design of this learning environment affects or influences interactions 
between people involved in the course?  
G. Learning    
How does the course’s learning environment promote/encourage learning?  
How do you think that learning takes place?  
What do you believe that people learn as a result of their participation within this learning 
environment? 
Any other aspects you would like to discuss in your design for learning? 
H. Background 
Please respond to any of the following… 
Which decade were you born in? 
What is your occupation? Length of time working in HE? Length of time in this role? 
What is your highest qualification? 

[ ] Level 1 - 4 Certificate 

[ ] Level 5 Diploma 
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[ ] Level 6 Diploma  

[ ] Bachelor’s Degree or Level l7 qualification 

[ ] Bachelor Honours Degree or Postgraduate Certificate/Diploma 

[ ] Master’s Degree 

[ ] PhD 

[ ] other… 

Gender Identity: 

[ ] Female 

[ ] Male 

[ ] Gender diverse  

[ ] Choose not to answer 

Which ethnic group do you belong to? __________________________ 

I. Poroporoaki 
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Productive Hybrid Learning Environments 

Interview Protocol – Academic support staff  

(Advisers, Librarians, Student support) 

This is a semi-structured interview protocol designed to examine learning designer perceptions 
of the design, interactions and learning processes occurring within the environment and of the 
course in general. The hui process will provide a kaupapa for the interview and the aspects that 
we might discuss. 
A. Mihi / whakawhanaungatanga / kaupapa 
Welcome, connections 
Purpose: In university courses we now have a variety of learning resources and ways of 
learning. There are combinations of face-to-face and online interactions, digital and materials 
resources, individual and collaborative group activities. This combination of all the varying 
elements is known as a hybrid learning environment.  I’m interested in hearing your view of this 
hybridity and how it influences your engagement with students and with learning. My focus is on 
social work, nursing and sports exercise nutrition courses. 
B. History with the environment 
How long have you been supporting students in xxxx courses?  
What is the nature of the support that you provide – specifically for social work, nursing and 
sports exercise & nutrition courses?  
Contextual aspects you are aware of: Historical, Educational, Discipline, Learner population, 
Relevant research.  
C. Perceptions of the environment  
How would you describe the course learning environments for the students who seek your 
support? 
Thinking about the students that you support – who are they? In what ways are they similar? In 
what ways are they different?  
What are the challenges that students face? Suggestions for solutions. 
What are the challenges that lecturers/tutors face? Suggestions for solutions. 
What are the challenges that people in your role face? Suggestions for solutions. 
What would be the most important information a new (student support person) should know 
about the learning environments of courses in the xxxxxxx division?  
What is key for you, in terms of preparation, before supporting students in xxxx hybrid learning 
environment courses? 
Can you tell me three words to indicate what is most important for supporting students? 
D. Value of the environment 
What makes the xxxxx learning environments special? In what ways do you see that these 
learning environments meaningful to the students? 
How does supporting students in these learning environments affect your professional 
experience, your skills, your feelings, your inspiration, and/or your professional identity?  
Can you give me an example of a significant event, moments of student support and/or  
experiences you had in supporting students in courses that use hybrid learning environments? 
Why was this significant?  
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E. Interactions with the environment 
Can you talk about the ways in which you interacted within hybrid learning environments to 
provide support to students or lecturers? 
Did you plan any special features, or do you use strategies to promote student interactions? 
Describe a student’s average visit to the learning environment? What activities or interaction 
would you expect participants to have within this learning environment? 
What is the most useful feature/aspect of the course learning environment? Why do you think 
this is important? 
F. Interactions with other members 
How do you collaborate with students/teachers in this environment?  
What strategies of this learning environment make this a successful collaboration? How can you 
tell if they are effective? 
How do you think the design of this learning environment affects or influences interactions 
between people involved in the course?  
 G. Learning    
How does the course’s learning environment promote/encourage learning?  
How do you think that learning takes place within this learning environment?  
What do people learn as a result of their participation with you and within this learning 
environment? 
H. Background 
Please respond to any of the following… 
Which decade were you born in? 
What is your occupation? Length of time working in HE? Length of time in this role? 
What is your highest qualification? 

[ ] Level 1 - 4 Certificate 

[ ] Level 5 Diploma 

[ ] Level 6 Diploma  

[ ] Bachelor’s Degree or Level l7 qualification 

[ ] Bachelor Honours Degree or Postgraduate Certificate/Diploma 

[ ] Master’s Degree 

[ ] PhD 

[ ] other… 

Gender Identity: 

[ ] Female 

[ ] Male 

[ ] Gender diverse  

[ ] Choose not to answer 

Which ethnic group do you belong to? __________________________ 

I. Poroporoaki 
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Productive Hybrid Learning Environments 

Focus Group / Interview Protocol – Students 

This is a semi-structured interview protocol designed to examine students’ perceptions of their 
interactions and learning processes within the environment and of the course in general. The 
hui process will provide a kaupapa for the interview.  The types of questions I intend to ask 
include: 
A. Mihi / whakawhanaungatanga / kaupapa 
Welcome, connections 
Purpose of this interview 
B. History with the environment 
How did you first come to be involved in this course?  
What motivated you to become involved in this course? 
How long have you been involved in this course?  
What were your expectations of your involvement?  
C. Perceptions of the environment  
How would you describe the learning environment of this course to someone who has never 
heard of it? 
What would be the most important information a new student should know about the learning 
environment of this course?  
What should one do (or be prepared to do) before entering the learning environment of this 
course? 
Can you tell me three words that define the environment? 
D. Value of the environment 
What makes this learning environment special? Why is this learning environment meaningful? 
How does the learning environment affect your professional experience, your skills, your 
feelings, your inspiration, and/or your professional identity?  
Can you give me an example of a significant event, moments of participation, and/or 
experiences you had within this course’s learning environment? Why was this significant?  
E. Interactions with the environment 
How often do you log in to visit the xxxxx site? 
During an average week, how many hours would you spend in the learning environment?  
(Face-to-face compared to Digital spaces) 
What is the first thing you do once you log in/visit?  
Describe an average visit to the course meeting spaces (Classroom & xxxxx site). What 
activities or interactions would you do or have within the course learning environment in an 
average visit?  
What is the most useful feature/aspect of the course learning environment? Why do you think 
this is important? 
F. Interactions with other members 
Do you collaborate with other students? What strategies do you use to make this a successful 
collaboration? Are these strategies similar to those you use outside the course’s learning 
environment – if not, how do they differ?  
How do you think your participation in the course’s learning environment affects or influences 
other students?  
Do you feel you know any other students well? What influences this? 
G. Learning    
How does the course’s learning environment promote/encourage learning?  
What have you learned as a result of your participation within the course’s learning 
environment?  
How do you think learning takes place within this environment?  
H. Background 
Please respond to any of the following… 
Which decade were you born in? (range) 
What is your occupation? 
What is your highest qualification? 

[ ] Level 1 -4 Certificate 

[ ] Level 5 Diploma 

[ ] Level 6 Diploma  

[ ] Bachelor’s Degree or Level l7 qualification 
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[ ] Bachelor Honours Degree or Postgraduate Certificate/Diploma 

[ ] Master’s Degree 

[ ] PhD 

[ } other… 

Gender Identity: 

[ ] Female 

[ ] Male 

[ ] Gender diverse  

[ ] Choose not to answer 

Which ethnic group do you belong to? __________________________ 

I. Poroporoaki 
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Appendix 6 Final Themes 

Case Study Themes 

Case Study 1 - Nursing 

Teachers: 

Supporting and challenging students 

Designing for teamwork and maintaining continuity 

Bringing research into authentic learning spaces 

Student activity and indicators of learning 

Students: 

Becoming aware of extended boundaries in learning 

Students value agency and autonomy 

Purposeful structure and curated content 

Disrupted connections with peers and lecturers 

Rich, realistic teaching and learning 

Challenged and equipped 

Case Study 2 - Pharmacology 

Teachers: 

Transformations in course design 

Supporting and challenging students 

Maintaining design continuity 

Improvisational theatre 

Student activity and indicators of learning 

Students: 

Becoming aware of extended boundaries in learning 

Students valuing agency and autonomy 

Purposeful structure and curated content Student-lecturer interactions 

“Making it light-hearted”- Conviviality 

Rich, realistic teaching and learning 

Challenged and equipped 
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Case Study Themes 

Case Study 3 – Social Work 

Published in Book Chapter: 

Aotearoa New Zealand Context – Tangata whenua and Tangata Tiriti 

Enacting a te ao Māori worldview 

Whanaungatanga 

Aotearoa identities, racism, privilege and historical trauma 

Decolonisation – Mana-enhancing practice 

Te ao Māori worldview – Pā harakeke framework 
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Appendix 7 NOR 20-61 Ethics Approval 

From: humanethics@massey.ac.nz 
Sent: Tuesday, 2 February 2021 8:18 am 
To: Jenny.Green.7@uni.massey.ac.nz 
Cc: Human Ethics; Carvalho, Lucila; Sheridan, Nicolette 
Subject: Human Ethics Application NOR 20/61 Approved 

HoU Review Group 
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Dr Lucila De Carvalho 
Prof Nicolette Sheridan 
Researcher: Jenny Green 

Title: Productive hybrid learning environments: A multiple-case study in 
higher education health contexts 

 

Dear Jennifer 

Thank you for the above application that was considered by the Massey 
University Human Ethics Committee: Human Ethics Northern Committee at 
their meeting held on 02/02/2021. 

On behalf of the Committee, I am pleased to advise you that the ethics of 
your application are approved. 

Approval is for three years. If this project has not been completed within 
three years from the date of this letter, reapproval must be requested. 

If the nature, content, location, procedures or personnel of your approved 
application change, please advise the Secretary of the Committee. 

If you wish to print an official copy of this letter. Please logon to RIMS 
(http://rims.massey.ac.nz), and under the Reporting section, View Reports 
you will find a link to run the Ethics Committee Report. 

 

Yours sincerely 
Professor Craig Johnson 

Chair, Human Ethics Chairs' Committee and Director (Research Ethics) 

mailto:humanethics@massey.ac.nz
mailto:Jenny.Green.7@uni.massey.ac.nz
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Appendix 8 Field Notes - Observation Protocols 

CS1 Nursing 
Aspects to be observed will be considered using the ACAD framework. 

Figure 1. ACAD Framework 

(Adapted from Goodyear, P., & Carvalho, L. (2014). Framing the analysis of complex 

learning environments. In L. Carvalho & P. Goodyear (Eds.), The architecture of productive 

learning networks (p. 59). Routledge. https://doi.org/10.4324/9780203591093) 

o Set design: The design of elements in hybrid learning space (both 
online and face-to-face) – including digital and material tools, 
resources and artefacts, the furniture or learning items used, how 
items are positioned in space;  

o Epistemic design: The design of learning tasks – organisation of 
knowledge, considerations about ways of knowing, the selection, 
sequencing and pacing of information, the provision of resources for 
meaning-making; 

o Social design: The design of social arrangements for students – 
including group work, dyads, scripted roles, divisions of labour, the 
nature of collaboration – in the group space or in assessment, the role 
of the learner as a recipient, participant or as creators of knowledge. 

Co-creation and co-configuration activity at learn time: Co-creation of 
knowledge that emerges within a learning experience and activity, the 
agency of learners. 
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Learning Design Template  
(Tim Fawns) 

(27/04/22)  
Researcher observation notes in black, Researcher comments in blue.  

P9 comments; P10 comments 

Session 2: Management of the post-operative trauma patient – SimLab    

Description Scenario-based simulation using a hi-fidelity manikin, that demonstrates post-surgical, patient deterioration 
over a series of five phases. Nine students work in pairs, with one pair focusing on each of the phases. 
Students have just completed six-weeks of clinical learning experiences, some of which may have provided 
experience in assessment and management of patient deterioration. Some students may not have previously 
being involved in a similar patient situation.  The quad – I think that there is information about what this is in the 
workbook.  

P9- ? What’s the quad? 

The quad refers to a diagram in Dreifeurst’s workbook (p. 269, Fig. 1 Challenging taken-for-granted 
assumptions.)  

Right thinking 

Wrong action 

Right thinking 

Right action 

Wrong thinking 

Wrong action 

Wrong thinking 

Right action 

As teachers were novice facilitators in this type of scenario, with a PD session for staff prior to the simulations, 
they appear unaware of this diagram explaining potential assumptions within simulations.  

Task design / instructions: The scenario is focused on management of a chest drain for a patient who has L) fractured ribs, L) 
haemopneumothorax, and a surgically repaired, internal fixation of fractured L) femur. 

Rose’s scenario (the patient) is introduced to the group 

The facilitator leads the group through each of the phases and presents the changes that occur between these. 

Student actors record key patient, scenario details as provided by the facilitator as a handover at the beginning 
and between each of the phases.   
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Set design Simulation space with hi-fidelity manikin on a ward bed, set up resembles a post-operative ward, bed space. 

Available equipment includes, commonly used documentation charts, Vital signs equipment (blood pressure 
cuff and sphygmomanometer, thermometer, stethoscope), Electronic monitoring showing oxygen saturation in 
each of the phases. Chest drain and drainage bottle, IV therapy, Dressings on wounds,  

Use of a large (3m x 1.5m) whiteboard, various coloured markers to identify specific aspects. (See Figure 5.4 
white board image)  

Social design Initial whole group briefing (9 students, 2 facilitation staff, 1 manikin “Rose”) 

Students work in pairs for a phase of this scenario. 

The whole group debriefs the experience using the DML simulation debriefing tool from Dreifuerst’s Debriefing 
for Meaningful Learning article. 

Dreifuerst, K. T. (2012). Using debriefing for meaningful learning to foster development of clinical reasoning in 
simulation. Journal of Nursing Education, 51(6), 326-333. https://doi.org/10.3928/01484834-20120409-

02. 

Dreifuerst, K. T. (2015). Getting started with debriefing for meaningful learning. Clinical Simulation in Nursing, 
11(5), 268-275. https://doi.org/10.1016/j.ecns.2015.01.005   

Timing 

● When will it run? 

● How many hours each 
student’s time this 
should take up 

● How will they pace their 
engagement? 

This two-hour sim lab occurs the day after two online teaching sessions focused on Shock and trauma. The 
simulation time is divided up into 10-minute briefing; 30–60-minute progression through five-phases; 45 minute 
structured debrief. 

Please review my timings. I note on your scenario 10-30-45 minute sections but wondered if the phases had 
taken longer than this.  

P9 I ignored the lesson plan timings- aimed for 45min scenario leaving us a solid hour to debrief 

https://doi.org/10.3928/01484834-20120409-02
https://doi.org/10.3928/01484834-20120409-02
https://doi.org/10.1016/j.ecns.2015.01.005
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Learning before / during / 
after 

 

Learning before: Class teaching session the day before (Zoom) presents he deteriorating patient, LMS provides a self-directed 
workbook, links to video case study, textbook, articles, and consideration of application of knowledge to clinical 
learning experience experiences and settings.  This appears to prime the learners for the simulation lab 
scenario. P9- is this the quad?? 

Timing of this simulation session was disrupted due to COVID-19 requirements occurring during clinical 
learning experiences. P9 “They came in ‘dry’ really.” 

Learning during: The day after the Zoom teaching session, students come into the simulation suite and are guided through the 
five phases of this patient scenario by the facilitator’s handover; by asking questions of the patient – responded 
to by the facilitator posing as “Rose”; Students discuss with their partner their assessment, recorded 
observations, and actions.  

Some students work synchronously with one focusing on some aspects and the other on different ones, e.g. 
one student undertakes all the recordings while the other, completes the documentation and feeds back to their 
peer. 

The facilitator may jump in with a hint, when required…E.g., … 

P9, do you recall what you might have said, if the pair needed prompting? 

P10 “What is your EWS score? Happy with that? Anything you need to do?”  

P9 Talk them through the ABC, trying to reorientate them to what they they’ve done well and where to go next, 
or to direct them. “Ok, so what are you looking for with the Chest drain?’” “What do you want to do?” “Do you 
want to call someone?” “Where are you up to?” “Ok, what are you thinking?” 
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Learning after: The students met as a whole group and worked through the DML worksheet to guide the simulation debrief.  

The facilitator used a large whiteboard to collate feedback from the group regarding: the issue; why it is an 
issue and related risks this presents for the patient; consideration of how this might affect other body systems; 
appropriate nursing interventions. The use of specific-coloured pens helped to delineate between these key 
aspects. E.g., Black pen used for Key problems/issues that the patient presented with, Red pen was used to 
identify risks, Green pen was used to identify nursing interventions for each problem/issue and ongoing 
assessments to track improvement or further deterioration. 

For each issue identified by the students, the facilitator leads them through a series of clinical reasoning cycles 
as they considered pertinent information to guide nursing care. 

P9 we put it all back together in the ABCD order to help them restructure their approach to a deteriorating pt in 
future. “I love the mind-mapping of this, and we could have gone that way, or that way or that way!” 

Intended outcomes: At the end of this simulation, the learners / participants will have: 

 Prepared a patient for ongoing postoperative recovery 

 Recognised and responded to changes in a patient’s condition 

 Communicated effectively with the client, family and the interdisciplinary team.  

Rationale P9, P10, please add your thoughts and include your initials at the end of any statement. 

Rationale physical: Collaboration with healthcare team members is essential for effective patient care. This scenario and the five, 
sequential phases that include deterioration of the patient’s condition provide multiple opportunities for the 
learners to identify issues, assess, document, monitor and escalate care when appropriate.  

Rationale social: Rarely does a nurse work in isolation in a post-operative, patient care situation. This simulation requires the 
learners to work collaboratively in a pair with the patient as a key member of the healthcare team as they 
contribute to the unfolding scenario.  

P10 And dealing with socialised medical hierarchies within the acute setting that might be played out under 
stress (i.e. hospital over capacity) – i.e. keeping it real  



  

361 

361 

Rationale outcomes: The debriefing session supports reflective thinking on actions and outcomes that occurred during the 
simulation. It creates an opportunity for the group of learners to clarify key patient issues; identify taken-for-
granted assumptions, which may, or may not be accurate; and apply a Socratic questioning technique to 
support learners to identify correct thinking and actions within a patient care scenario. The whole exercise is 
designed to foster an iterative process of reflective thinking and clinical reasoning.  

P9 we put it all back together in the ABCD order to help them restructure their approach to a deteriorating pt in 
future 

Evaluation  

 At the conclusion of the simulation and the debriefing each group has developed a summary overview on the 
whiteboard, and in their handout, of key patient problems, risks, effect on other body systems and ideal nursing 
actions. The facilitators have guided the learners through a reflective process that elicits incorrect thinking that 
can be challenged, discussed and the group has identified priority patient-focused, nursing interventions to 
assess, recognise, manage and ameliorate patient deterioration for the person in the scenario and across to a 
range of varying patient circumstances.  

P9 This was the only face-to-face session in the whole semester due to COVID-19 disruptions. We picked 
something broad to capture cohesive content 

(From Goodyear, 2020: Design and co-configuration for hybrid learning: Theorising the practices of learning space design. BJET, 51(4), 1045-1060.) 
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Focusing Questions when 
‘ZOOMING IN’ 

Observations 

Doings and 
sayings: 

What are people doing 
and saying? 

What are they trying to 
do when they speak 
and act? 

 

Within the simulation lab, the facilitator provides instructions for how the session will proceed and 
sequentially gives patient scenario details for five phases of patient deterioration. 

The facilitator gives patient details and information at the beginning of the simulation that resembles a 
typical change-of-shift, nursing handover.  

The students are noting patient and scenario details into their DML worksheets. 

The simulation technician (supporting teacher) uses a remote digital tablet device to edit the manikin’s 
vital signs status to reflect deterioration across the five phases of the scenario. 

In each phase, a pair of learners engage with ‘Rose’ the manikin patient, undertake nursing 
assessments and actions and record these details in clinical, patient-assessment documents. The 
facilitator voices Rose’s responses to learner questions during each phase. The simulation technician 
edits the patient parameters to show a gradual deterioration in status and wellbeing. 

Phase 1: Learner pair engages with Rose, assess and document their observations. 

Phase 2: Learner pair engages with Rose, assess and document their observations. 

Phase 3: Learner pair note the patient’s leg wound dressing is “intact with no break-through oozing”, 
they identify the chest drain issue of “swinging with no bubbles”. There are whispers, but no audible 
conversation, between the pair regarding the patient. They are prompted by the facilitator to “phone a 
friend” and tap into the knowledge of the rest of the group who are sitting and observing. The result is 
that the documented recordings indicate an Early Warning Score of 7 and the House Officer is 
contacted. 

Phase 4: The learner pair ask questions of Rose to increase their understanding of her current 
condition. One of the pair picks the stethoscope up from the equipment available and listens to Rose’s 
thorax. Their assessment and discussion with each other indicate that Rose’s condition is deteriorating. 
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The learner documenting the findings says that the EWS is 9 which indicates the need to contact the 
registrar doctor. They use the available ‘air-phone’ to contact the registrar and using a communication 
tool (ISOBARR) that is available in the resource documents, they give a detailed handover of Rose, and 
her current deteriorating status and the pertinent clinical details.  

Phase 5: ARRGH! I got consumed in the sim and didn’t note down what they did or said. Are you able to 
add in the types of things the pairs were doing or saying in this phase please? 

P9 most groups were flapping in this stage. Questions about O2 application if they hadn't already 
decided to up it. I threw lifelines to most groups after they had done the set of Obs- “what are you going 
to do while you wait for the Reg to turn up? Can you push the emergency bell?” that kind of thing. Most 
students haven't actually thought about interventions they can do or how long is too long to wait for the 
doc that is ‘on their way 

Interactional 
order: 

How are participants’ 
positions (with respect 
to each other) 
negotiated and 
resisted? 

The pairs move between Rose - the patient, and the table with the charts on it. The rest of the sim lab 
group (10 people) are seated around the edge of the simulation space. 

A general invitation is given by the facilitator for a pair to nominate themselves for each phase.  

Timing and 
tempo: 

How do their doings 
and sayings flow in 
time? How do they 
coincide and form 
sequences? What 
rhythms do they form? 

In each phase there is discussion between each pair. The initial pairings discuss fairly quietly and at 
time sporadically. As the simulation develops, and learners become aware of the expectations there is 
increased fluidity in their actions and reactions to patient assessment and deterioration. The student 
who had previously been in an ICU clinical learning experience moved into the flow of patient 
assessment in line with what they had experienced (this was communicated to the researcher in a later 
focus group interview).  

Are there any other rhythms you are aware of? P9 nah they either do what they were role modelled in a 
really similiar situation 
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Bodily 
choreography: 

What sorts of things 
are made present 
through bodies and 
how are bodies 
configured by the 
practice? 

The simulation manikin ‘Rose’ becomes the centre of attention, the pairs move around the bedspace, 
navigating between patient assessment and documentation of findings in the patient charts provided.  

Any other comments?... 

Tools and 
artefacts: 

What tools and 
artefacts are used? 

What effects do they 
have? 

How does their 
presence shape what 
is done and not done? 

The initial pair use the patient charts, BP cuff, Thermometer, Check Patient-controlled analgesia (PCA) 
pain relief and provide education on how to use this. 

There is an initial focus on documents and documentation of findings with minimal recognition of patient 
deterioration. 

Subsequent pairs benefit from seeing the previous pairs’ nursing care and build on this by including 
more focused assessment and consideration of the patient’s deteriorating state.  

A latter group use the ISOBARR communication handover tool (laminated sheet) to organise their 
patient information to escalate patient care with a doctor. P9 

Practical 
concerns: 

What do the 
practitioners care 
about? 

What do they see as 
the main object of the 
activity? 

What are your thoughts on this? What is important to you in the simulation and in the developing phases 
of deterioration?... 

P9- i want to see head to toe assessments for a baseline. I know we teach them this is 165 and I know 
they are conditioned out of it in clinical because the role modelling isn't there. This shouldn't be the 
case. I want them to see how their assessment skills can save their (the pts) bacon and can add to 
better articulation of their (or a better picture for differentials) problems when escalating care. Earlier 
assessment = early intervention. 

If it is going pear shaped  tag different students in and out quietly without being obvious, not removed 
from the scenario, rearranged and brought them back in later. 
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Normativity 
and creativity: 

How do practitioners 
justify what they do? 

What regime of 
accountability or 
principles applies? 

How are breakdowns 
resolved, and new 
variants of practice 
generated and agreed 
upon? 

Your thoughts and comments?... P9 I'm tired, cant decipher the question lol.  

We pick something realistic, 2 or 3 patients merged into a tidy scenario – focus on the key issue e.g. 
chest drain, making sure that students are familiar with chest assessment, heat-to-toe assessment, 
identification and escalation of the deteriorating patient.  

We run through the scenario and plot EWS so we don't inadvertently lead them down the wrong path or 
throw red herrings at them. We genuinely want them to be successful in the scenario- its not about the 
students killing the manikin each time- in fact i stopped short at that each time- what's the learning in 
that failing.  

Stabilisation: How are novices 
socialised? 

Do participants identify 
with a community of 
practice? 

What doings, sayings, 
and artefacts are used 
to make practices 
durable and able to 
travel between sites? 

The use of the DML worksheet can provide consistency of debriefing across multiple campus sites.  

Many students will have witnessed patient deterioration and MET call responses in their clinical learning 
experience settings. This simulation draws on these prior experiences and on knowledge that has been 
covered in class teaching sessions and in their workbooks. Any other comments or corrections? 

P9 362 is structured ABCD, we give a lot of theory to deterioration, deteriorating pt lecture immediately 
prior and the students know they're doing a deteriorating pt scenario but hardly any of them have a 
game plan. If they can walk out with a game plan approach to a real deteriorating pt then objective met 
from my point of view.  

They have had 265 to be intro’d to the manikin and what its capable of. Ayla and I ran exactly the same 
scenario and documentation across campuses- the variables are teacher approach and then students. 

(From Goodyear, 2020: Design and co-configuration for hybrid learning: Theorising the practices of learning space design. BJET, 51(4), 1045-1060.) 
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Focusing Questions when 
‘ZOOMING OUT’ 

Observations 

What connects the ‘here and now’ of the 
practice to the ‘there and then’ of other 
practices? 

How are bundles of practices (“chains 
and assemblances of situated practices” 
Nicolini, 2012, p. 232) kept together? 

Interest is on the types of opportunities 
for action in emergent activity that social, 
set, and epistemic might lead to (my take 
on what was written). 

The final debriefing session using a whiteboard to map out the various problems that this patient is 
experiencing, draws the threads together of previous learning in bioscience, pathophysiology, 
pharmacology, knowledge of long-term conditions and acute exacerbations. This process reminds the 
students of knowledge that they have or may need to revise and links them back to focusing on the 
ABCDE of emergency management: Airway, Breathing, Circulation, Disability, Exposure/Escalation. 

 

Please add your thoughts, comments, and any details missing?  

P9 I try to keep it safe. I know especially with those third years, you don’t pair up an introvert and an 
extrovert. Or, have a super dominant pair after a quiet pairing. So that the students feel okay within the 
simulation. “You’ve done well! Where do you want to go next?” I’m aware of not wanting to take over.  

How does the practice reproduce existing 
arrangements in the organisation and 
more broadly? 

How does it contribute to change? 

 

This simulation mimics the reality of patient deterioration and can provide a schema for nursing 
assessment and action that learners can apply in similar, future situations.  

Contribution to change.  

Please add your thoughts, comments, and any details missing?  

P9 contribute to change recognising as an individual practitioner that picking up a stethoscope is good.  

How did the practice come to be as it is 
now? 

An expert in the nursing department has been successfully using the DML worksheet with simulations 
and learners. There has been a deliberate effort to support staff, unfamiliar with this debriefing process, 
to develop their understanding and skills in facilitation of simulation debriefs.  

Please add your thoughts, comments, and any details missing?  

P9 – Names P10] and I are looking at integrating Kerry Reid-Serle’s tag team elements into 

simulations to give them better structure and less faff.  
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When to stop ZOOMING OUT: when you 
can provide - 

1. A convincing explanation of why the 
practice is as it is, and not otherwise. 

2. An account of how the local practice 
has non-local effects. 

What counts as convincing depends upon 
the audience and its concerns: theorising 
is also a situated practice. (p. 1053) 

Why do you believe the practice is as it is? 

P9- habits? Novices fumbling around doing their best? Not sure i understand the question. 

 

What non-local effects do you see that go beyond this course context?  

P9 contribute to practice change recognising as an individual practitioner that picking up a stethoscope 
is good. 
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CS2 Pharmacology 

Aspects to be observed will be considered using the ACAD framework. 

Figure 1. ACAD Framework 

(Adapted from Goodyear, P., & Carvalho, L. (2014). Framing the analysis of 
complex learning environments. In L. Carvalho & P. Goodyear (Eds.), The 
architecture of productive learning networks (pp. 48-70). Routledge. 
https://doi.org/10.4324/9780203591093) 

o Set design: The design of elements in hybrid learning space (both 
online and face-to-face) – including digital and material tools, 
resources and artefacts, the furniture or learning items used, how 
items are positioned in space;  

o Epistemic design: The design of learning tasks – organisation of 
knowledge, considerations about ways of knowing, the selection, 
sequencing and pacing of information, the provision of resources for 
meaning-making; 

o Social design: The design of social arrangements for students – 
including group work, dyads, scripted roles, divisions of labour, the 
nature of collaboration – in the group space or in assessment, the 
role of the learner as a recipient, participant or as creators of 
knowledge. 

Co-creation and co-configuration activity at learn time: Co-creation of 
knowledge that emerges within a learning experience and activity, the 
agency of learners. 
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Learning Design Template  

(Tim Fawns) 

07/09/21 

Session 1: SSEN Zoom Tutorial (Session 3 – Modules 5-6) (Recording: 214.202 Online Session 3 (xxxxx.ac.nz)) 

Description Tutorial (57 mins) 

Task design / instructions: Expectation that students are likely to have completed the modules already, but if they haven’t, L2 does 
a 10 min review of key foundation points before moving on to questions students might have. 

Set design PowerPoint slides that link to module content – Video presentations and H5Ps. 

Social design 30 students in the Zoom room; off campus, some at home or other locations, joining via a Zoom link. 

Timing 

 When will it run? 

 How many hours each student’s 
time this should take up 

 How will they pace their 
engagement? 

During this time the campuses are experiencing rolling Covid-19 lockdowns and clinical learning 
experiences are occurring at different times across the campuses and within campuses depending on 
lockdown restrictions.  

All modules are open and available for completion at a time that suits the individual student.  

Pacing is guided by a Study Schedule that outlines ideal timings for completions. 

This tutorial is scheduled to occur at the end of a series of modules, in a catch-up week break before the 
next modules start. 

Learning before / during / after 

Learning before: Module 5: Drugs and the autonomic nervous system: Study guide, presentations, review questions at 
the end of the presentation; Weekly activity; Work on relevant part of the assignment. 

Module 6: Drugs and the respiratory system: Study guide, presentations, review questions at the end of 
the presentation; Weekly activity; Work on relevant part of the assignment. 
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Learning during: Purpose is to review content expected to be completed before the end of the mid-semester break and to 
answer any final assignment questions. Acknowledgement that some students will not yet have 
completed modules [there are rolling clinical learning experiences occurring on one campus]. 

Content groups medications into memorable visuals, examples, and stories. 

Student input and responses are regularly sought. 

Review of Module 5: Parasympathetic nervous system cf Sympathetic nervous system.  

Reminders of content learnt in Year 1; links made to potential clinical presentations. 

Review of Module 6: Respiratory drugs 

Mindmap showing the main types of medications, those regularly used, and others that may be used for 
specific purposes/situations. 

We also, usually talk about the New Zealand formulary and trying to link them to that clinical kind of 
resource. So, trying to just get them to think about that and apply it so that it doesn't become just a 
theory course, but that hopefully they're going to be able to make links. (P4) 

Learning after: Use learning so far to work on and complete assignment due at the end of this week. 

Use tutorial content to support beginning modules yet to be completed. 

Intended outcomes: To provide another way to look at and consider the course content that brings a variety of aspects 
together into a succinct whole – both visually in the slides and mindmaps and also in the discussion, 
explanations and linked examples/stories.  

Rationale 

Rationale physical: Course has been designed in an asynchronous, modular format to accommodate unpredictable 

lockdown disruptions to clinical learning experience and attendance on campus.  

Observed tutorial occurs on Zoom to allow synchronous attendance for those able to attend and 

recorded for those unable to attend and also for later review by any course participant. 
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Rationale social: Interactions with students maintained positive affirmation, included humour, acknowledged great 

questions and comments from students.  

Lecturers gave time after asking questions for the student responses to show in the chat or on audio – 

not rushed. 

At no time, were negative comments made about cameras being off, or lack of/delay in responses.  

Lecturers kept light-hearted rapport with each other and with students.  

Rationale outcomes: To present dense material in an easy-to-understand, visual and story-related way. 

Evaluation 

 This one-hour tutorial brought together detailed course content and repackaged it in an informative, 
visual and memorable way. Students were invited to, and did, contribute to the learning throughout both 
in text, audio and video image formats. 

Summary resources (mindmaps, summarising slides) were provided to supplement content available in 
the course resources and for the purpose of review for later assessment.   

(From Goodyear, 2020: Design and co-configuration for hybrid learning: Theorising the practices of learning space design. BJET, 51(4), 1045-1060.) 
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Focusing Questions when ‘ZOOMING IN’ Observations 

Doings and 

sayings: 

What are people doing and saying? 

What are they trying to do when they 

speak and act? 

 

Lecturers 1 (P3) & 2 (P4) dual presenting, taking separate topics.  

Someone with mic on, another student identifies who it is, and L2 asks them to 

please mute, smiling and humoured “unless you want to say something, then 

please say so”.  

Reminds participants to please use the chat to ask questions, or turn mics on to ask 

questions, but otherwise remain on mute.  

A participant reminds presenters that the Zoom host can mute people. L2 ask L1 to 

monitor this. 

2 students in same location have camera on, all others no camera. 

L2 “Sorry my chicken is making a racket outside, it’s really hard to concentrate” 

laughter and smiles from visible students and L1. 

You know, we didn't say anything about no one having their cameras on I don't 

think. And that was like I that was an intention of mine. Like, I wasn't going to 

admonish anyone for not engaging in the way that we wanted them to. Like I 

probably got off after and thought, you know, none of them had their cameras on. 

But for them? I wanted them to know that, hey, I'm happy for you to be here and I'm 

happy to be here and my chickens are squawking in the background, but we're all 

happy to be here. (P4) 

Interactional 

order: 

How are participants’ positions (with 

respect to each other) negotiated and 

resisted? 

L1 introduces the session and hands over to L2. 

L2 anticipated L1 would show the slides  live, professional handling of situation 

with L2 finding the slides and making a self-deprecating humorous comment.  

Timing and 

tempo: 

How do their doings and sayings flow in 

time? How do they coincide and form 

sequences? What rhythms do they form? 

L2 pauses after sections of content to check how it’s going for students – text 

responses, visual thumbs up on camera, L2 celebrates this “Yay!” and 

acknowledges student feedback by incorporating their response and their name into 

the narrative. 
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Bodily 

choreography: 

What sorts of things are made present 

through bodies and how are bodies 

configured by the practice? 

L2 presenting from home with background blurred; L1 presenting with white wall 

behind. 

L2 is using hands to describe, tone of voice, humour to complement their 

presentation.  

Tools and 

artefacts: 

What tools and artefacts are used? 

 

 

 

 

What effects do they have? 

 

How does their presence shape what is 

done and not done? 

Graphic images, mindmaps, reference to previous courses and other modules in 

this course.  

L2 talks to the images and explains it in relation to body nerve pathways and 

responses, then links these to medications that can either stimulate or inhibit these 

pathways.  

Effects are: student questions, student embellishments on content, student and 

lecturer recounting of examples and stories. 

The presence of these tools serves as a visual and memory aide for dense, 

important, body system responses, combined with medication uses and actions 

content. 

For instance, asthma, you can actually go in and see step by step what the 

management is and where the different inhalers fit into the process. With the online 

sessions and some of the presentations, but also more in the assessments we tried 

to integrate this. So, that actually they have to go and look at the New Zealand 

formulary list, look what the interaction might be, and maybe go to the Medsafe data 

sheet for their main source of information, rather than Googles’ drugs of the world. 

(P3) 

Practical 

concerns: 

What do the practitioners care about? 

 

What do they see as the main object of 

the activity? 

Relating the topic to known concepts, lived experiences of “Fight or flight” and “Rest 

and digest”. Checking student understanding. 

Supporting students to understand the systems and then apply knowledge of 

medication actions on these systems – either mimicking or inhibiting.  
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It's more that you need to know where to go and find the information, be able to 

interpret it. And hence the New Zealand Formulary. (P3) 

Normativity and 

creativity: 

How do practitioners justify what they do? 

What regime of accountability or principles 

applies? 

How are breakdowns resolved and new 

variants of practice generated and agreed 

upon? 

Acknowledges that the topic is challenging, key is the slide (Tutorial 1) shown at the 

outset that identifies the differences between these two nervous system pathways 

and effects.  

L2 unexpectantly needs to share slides and does this seamlessly. 

L2 computer battery low, able to connect to power with minimal disruption to flow of 

tutorial and is an example of what many are currently experiencing as a result of 

Covid-19 lockdowns and increased use of technology. 

L2 has included pictures because they acknowledge they can’t remember a list of 

drugs but need pictures to help them – normalising use of the resource and 

acknowledging potential student challenges. 

Our intention of trying to just do the best we could at that time grappling with 

technology, trying to look human, that something's didn't work out. We're like, well, 

you know, we're all. We're all just doing our best here. But on the other hand, trying 

to at least appear professional. My intention going in was I know this is not going to 

be perfect, just like any lecture. That's a rookie mistake. Come on, P4. Why? Why 

isn't it plugged in? Inside I would have been sweating. (P4)  

Stabilisation: How are novices socialised? 

Do participants identify with a community 

of practice? 

 

What doings, sayings, and artefacts are 

used to make practices durable and able 

to travel between sites? 

Gentle reminder about mics, muting, questions in chat or live.  

Lecturers regularly invite students to contributions to the content discussions and 

ask questions. The student and lecturer responses indicate a learning community 

without explicitly naming this. 

Images, mindmaps to explain content and for students to use as revision material.  

Tutorial recorded for those unable to attend and for later review by any student in 

preparation for assessments.  
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In the study guide - ‘Helpful Hints in Studying Pharmacology’ 

Be an active learner – take notes as you work your way through the modules. 

Research shows that students who take notes remember information better. The 

act of translating new information into words or pictures helps form new pathways in 

the brain, making it easier for our brain to store and retrieve the information. You do 

not get the same benefits with passive learning, where you just listen to or read 

information.’(P3) 

We introduce them in the second online session, we actually take them through 

how to use the New Zealand formulary and what information is available and then 

for their assignment there is a question that they have to actually go and find, which 

is the funded drug or whatever. Just sounds odd but at least they need to go to the 

right area. What cautionary advisory labels are associated with that drug? (P3) 

(From Goodyear, 2020: Design and co-configuration for hybrid learning: Theorising the practices of learning space design. BJET, 51(4), 1045-1060.) 
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Focusing Questions when ‘ZOOMING OUT’ Observations 

What connects the ‘here and now’ of the practice to the ‘there 

and then’ of other practices? 

 

 

How are bundles of practices (“chains and assemblances of 

situated practices” Nicolini, 2012, p. 232) kept together? 

Interest is on the types of opportunities for action in emergent 

activity that social, set, and epistemic might lead to (my take on 

what was written). 

 

L2 makes links between content discussed and clinical presentations, refers back 

to year 1 course content to provide context, and links forward to other topic 

modules and upcoming assessments. 

Discussion and visuals bring together already learned content in a cohesive and 

memorable format for students to use if they find them helpful. 

Students are regularly invited to respond to questions or to ask questions. There 

is regular student input to the content details and these are acknowledged by 

lecturers and built on in emergent activities to develop and enhance knowledge. 

So, we're only looking at New Zealand drugs. We're looking more at the ones for 

different conditions and what the common ones are to treat those or help manage 

those conditions. Hopefully when they go out onto placement and things they can 

then then use it to find information in the future and things. (P3) 

How does the practice reproduce existing arrangements in the 

organisation and more broadly? 

How does it contribute to change? 

 

This tutorial brings together students from the entire cohort, into a zoom session. 

In previous years this might have occurred on individual campuses with campus 

cohorts. The purposeful, reformatting of this course into a modular, hybrid format 

now accommodates student attendance either synchronously or later in 

asynchronous observation of the recording.  

Hybrid format provides a stable format that supports student engagement 

irrespective of regional lockdowns or clinical learning experience requirements.  

How did the practice come to be as it is now? Previous year lockdowns... plan to move to modular format. Beginning of 2021 

with lockdowns again, solidified plan to move to flexible, modular delivery for 

semester 2.  

So, I think I have made it more applied, also I include a lot of the questions now. I 

actually try and get them to think about. “So, someone's going to get constipation. 

What are we going to do about it?” Where can they find information? Well, they 
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can go there. The other resource, which I introduced, which wasn't being used 

was the best practise articles. Those New Zealand resources, when we first had 

the assignment, you know we'd be getting different drugs being used that were 

American drugs and all sorts of things that. (P3) 

When to stop ZOOMING OUT: when you can provide - 

3. A convincing explanation of why the practice is as it is, and 

not otherwise. 

4. An account of how the local practice has non-local effects. 

What counts as convincing depends upon the audience and its 

concerns: theorising is also a situated practice. (p. 1053) 

[Do you think that these responses provide a convincing explanation of what is 

occurring in the tutorial? ....] 

I thought it seemed to reflect what, ... obviously you're coming from a slightly 

different viewpoint than I'm used to, but it made sense. (P3) 

I read through and the only thing that I thought may have been missing was we 

also, usually talk about the New Zealand formulary and trying to link them to that 

clinical kind of resource. (P4) 
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CS3 Social Work 

Aspects to be observed will be considered using the ACAD framework. 

Figure 1. ACAD Framework 

(Adapted from Goodyear, P., & Carvalho, L. (2014). Framing the analysis of complex learning 

environments. In L. Carvalho & P. Goodyear (Eds.), The architecture of productive learning 

networks (p. 59). Routledge. https://doi.org/10.4324/9780203591093) 

o Set design: The design of elements in hybrid learning space (both 
online and face-to-face) – including digital and material tools, resources 
and artefacts, the furniture or learning items used, how items are 
positioned in space;  

o Epistemic design: The design of learning tasks – organisation of 
knowledge, considerations about ways of knowing, the selection, 
sequencing and pacing of information, the provision of resources for 
meaning-making; 

o Social design: The design of social arrangements for students – 
including group work, dyads, scripted roles, divisions of labour, the 
nature of collaboration – in the group space or in assessment, the role 
of the learner as a recipient, participant or as creators of knowledge. 
 

Co-creation and co-configuration activity at learn time: Co-creation of 
knowledge that emerges within a learning experience and activity, the agency 
of learners.
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Learning Design Template  

(Tim Fawns) 

10/04/21 

Session 1: Mihimihi - Intro of ngā kaiako and JG researcher  

Description We met in the wharenui.  

The first exercise was to get the students into groups by region so because most students don’t know 
each other. 

The groups then went outside formed a circle.  

And using a rhythm with two thigh slaps and two clicks of the hand, And then the person’s name with 
a hand or body gesture. 

One person does this, and then the second person with a slap on the thigh, clicks of the hands 
connects their name with an action. Then return to the first person their name and actions, going 
around the circle each time adding one new person and returning to the beginning.  

The group was able to go around the entire group, stumbling a few times, but beginning at the first 
person when that occurred. By the end the participants had said each person’s name multiple times 
along with their chosen name action. 

Task design / instructions: The instructor gave the instructions and demonstrated with two of the kaiako 

Set design Outside the front on the marae ātea grass area 

Social design Groups of 12 to 15 

Timing 

● When will it run? 

● How many hours each student’s time 
this should take up 

● How will they pace their engagement? 

 

First activity in noho marae 

30 mins 
 

Guided by kaiako / teacher 
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Learning before / during / after  

Learning before: know people are from your region 

Learning during: lots of laughter 

Learning after: Go in your group and work out a skit to show everyone else where you are from  
Later tonight you will perform your skit and all stand together to give your mihimihi while supported by 
everyone from your region.  

Intended outcomes:  

Rationale P1 responses and perspectives in blue; Researcher perspectives in black. 

Rationale physical: Students are moving around, they are interacting, they are concentrating on each other. 

Rationale social: Students are getting to know each other’s name and being able to remember via repetition but also by 
rhythm  

Rationale outcomes: Relaxing the students with each other, creating laughter, fun and getting to know the other peers in 
their group who they will be working with the duration of their time.  

Evaluation   

 By then end of the session, the students know the names of all of the people in their region, which is 
also, a third of the entire noho marae group’s names.  

(From Goodyear, 2020: Design and co-configuration for hybrid learning: Theorising the practices of learning space design. BJET, 51(4), 1045-1060.) 
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Focusing Questions when ‘ZOOMING IN’ Observations 

Doings and 

sayings: 

What are people doing and saying? 

What are they trying to do when they speak 

and act? 

There is much laughter and discussions between people in the circle. 

They are trying to mimic the person’s action for their name and maintain the 

rhythm of the activity. 

Interactional 

order: 

How are participants’ positions (with respect 

to each other) negotiated and resisted? 

Random, self-selected space in the circle. 

Limited opportunity to opt-out of involvement. 

Timing and 

tempo: 

How do their doings and sayings flow in time?  

How do they coincide and form sequences?  

 

What rhythms do they form? 

The activity creates a constant rhythm that needs to be maintained by individuals 

going around the circle. 

Errors mean that the process begins at the first person. While this ‘error’ has the 

potential to seem to be a negative, it actually enhances the point of the activity 

which is repetition to help with remembering people’s names. 

Rhythm of the name chant 

Bodily 

choreography 

What sorts of things are made present 

through bodies and how are bodies 

configured by the practice? 

Bonding, collective, dependence, humour, enjoyment 

Developing a sense of team, shared experience. (These aspects will be drawn on 

later in regional skit and team support during mihimihi) 

Tools and 

artefacts: 

What tools and artefacts are used? 

What effects do they have? 

How does their presence shape what is done 

and not done? 

Voice, body movements, marae ātea space 

 

Practical 

concerns: 

What do the practitioners care about? 

What do they see as the main object of the 

activity? 

This is hugely important at the start of the noho marae, the students have brought 

all their bedding in, they have set up their sleeping spaces and now it is to 

eliminate any further anxiety around not knowing their peers. By doing this 

exercise outside and in front of the whare shows the students that the marae atea 

can also be somewhere where whanaungatanga happens, it is relaxing fun and 

energised to suit the start of the workshops.  
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Normativity 

and creativity: 

How do practitioners justify what they do? 

 

What regime of accountability or principles 

applies? 

 

How are breakdowns resolved and new 

variants of practice generated and agreed 

upon? 

This was done by checking in with one another and noticing the levels of energy, 

noticing the group dynamics and moving from one space to another.  

Working together collectively as a tight teaching group.  

 

We used the ‘huddle’ where are continuously checking in with each other.  The 

schedule for the morning was supposed to be our kaumatua and kuia doing a talk 

on the whare and the whakapapa however, [names kaumatua] had to attend a 

meeting so we (the teaching team) huddled and we came up with a plan that 

involved the kaumatua at a later time, and ensured flow when setting up and 

starting our workshops.  

Stabilisation: How are novices socialised? 

 

Do participants identify with a community of 

practice? 

What doings, sayings, and artefacts are used 

to make practices durable and able to travel 

between sites? 

Examples of practice demonstrated by Kaiako 

Repetition, explanations 

Identify with a community of participants from the same region. 

 

Multiple repetition meant that the names of people were associated with an 

action, and this prompted remembering the person’s name beyond the activity 

time and throughout the entire noho marae. Supports potential ongoing 

interactions of these people within their region on return to home. 

(From Goodyear, 2020: Design and co-configuration for hybrid learning: Theorising the practices of learning space design. BJET, 51(4), 1045-1060.) 
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Focusing Questions when ‘ZOOMING OUT’ Observations 

What connects the ‘here and now’ of the practice to the ‘there 

and then’ of other practices? 

How are bundles of practices (“chains and assemblances of 

situated practices” Nicolini, 2012, p. 232) kept together? 

Interest is on the types of opportunities for action in emergent 

activity that social, set, and epistemic might lead to (my take on 

what was written). 

Makes links between the person’s name and their prior involvement in forum 

discussions. 

This activity enables ongoing association of a person’s name with the action they 

chose to go with their name. Supports group cohesion, participant membership, 

and an ongoing sense of support that was drawn on through strong emotive 

experiences in the remainder of the noho marae time.  

How does the practice reproduce existing arrangements in the 

organisation and more broadly? 

How does it contribute to change? 

It brings together people who may know each other from their class involvement 

at their campus. However, a significant number of students are studying at 

distance and may have not met anyone, including people who may live in 

proximity to them. 

How did the practice come to be as it is now? This is the first noho marae that this teaching team has been in place, therefore 

there was planning up to the day and the call for huddles.  

When to stop ZOOMING OUT: when you can provide - 

1. A convincing explanation of why the practice is as it is, and 

not otherwise. 

2. An account of how the local practice has non-local effects. 

What counts as convincing depends upon the audience and its 

concerns: theorising is also a situated practice. (p. 1053) 

Students know the names of all of the people in their region, they are interacting 

with their group. The beginning of getting to know others in their cohort and 

developing connections to carry through the rest of the course. 
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Appendix 9 Multiple Case Study Analyst’s Notes  

CS1 Nursing 
Synopsis of case: 

This is a study of a 3rd year nursing 
course (152 students), geographically 
spread across three regions. Teachers 
redesigned the course to mostly online 
delivery due to COVID-19 restrictions. 
Observations of on-campus simulation 
scenario, and interviews with students 
and academic staff.  

Case findings: 

I. Set Design successful when: 
Seamless integration of learning 
activities and clinical learning 
experience schedules 

II. Epistemic Design successful 
when: Explicit alignment between 

clinical scenarios and vertically 
sequenced programme 
competencies. 

III. Social Design successful 
when: Peer mentoring and prompt 
supervisory feedback are 
embedded across all hybrid 
modalities to create a cohesive 
clinical learning community. 

 

Uniqueness of case situation for 
multicase research: 

Findings indicate broad consensus that 
authentic patient cases and integrated 
feedback loops constitute the principal 
drivers of productivity.  

Divergence in views on acceptable 
levels of digital workload and feasibility 
of sustained supervisory presence. 

Relevance of case for cross-case 

themes: 

Theme 1 (Research Question): High 
relevance 

Theme 2 (Sub-question 1): High 
relevance 

Theme 3 (Sub-question 2): High 
relevance 

Possible excerpts for cross-case 
report: (Section...) 

5.5.1 “It’s a safe place” 
5.5.1 “Okay you’ve done well” Q 
prompts 

5.5.2 Learning design integrity, “so 
worth investing” 

5.6.2 “more focused” (SP12) 

5.6.2 Agency “trial and error...” 
(SP11) 

5.6.5 “Practice... before real” 
(SP10) 

General influences on PLE: 

Learners need strong emotional safety 
(mental wellbeing, financial pressure, 
time constraints) to engage with 
learning. 

Simulation safety and effective priming 
for learning essential yet at risk with 
novice staff.  

Situational influences: 

COVID-19 restrictions, rolling 
lockdowns 
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Commentary:  

While emergent learning is the goal, it requires deliberate scaffolding, tailored 
LMS content, strategies to mitigate physical and meta-physical isolation. 

Designing clear pathways for applying learning to professional practice 
remains a critical priority.  

The findings suggest productive hybrid clinical learning exists when authentic 
scenarios, competency-aligned tasks, and structured social support operate 
synergistically. These three mechanisms translate into practical design 
features that can be recognised and sustained. 

Source: Stake (2006) https://www.guilford.com/add/forms/stake.pdf 
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CS2 Pharmacology 

Synopsis of case: 

This is a study of a 2nd year pharmacology 
course, primarily including nursing 
students (172/175). The course was 
redesigned in response to historical and 
educational factors and then rapidly 
transformed in response to the global 
COVID-19 pandemic. Observations of 
course resources, an online tutorial 
session, and individual interviews and 
focus groups provided data for analysis. 

Case findings: 

I. Set Design is successful 
when: course material is 
structured and scaffolded to 
develop knowledge and skills, 
combined with practice with tools 
used in professional contexts. 

II. Epistemic Design is 
successful when: learning 
material is purposefully 
organised into flexibly accessed 
components, selected according 
to student preferences and 
requirements. 

III. Social Design is successful 
when: Communication between 

staff and students is clear, 
collaborative and empathetic. 

 

Uniqueness of case situation for multicase 
research: 

Findings indicate a consensus for 
maintaining interactions with teachers and 
peers which had been moderated by 
pandemic restrictions.  

Findings suggest that andragogical and 
heutagogical design provides freedom for 
students to create their own learning 
pathway through course material. 

Findings indicate that a consistent design 
approach cand create a stable, predictable 
format with effective strategies for 
learning.  

Despite the ubiquitous nature of devices 
providing the ability to connect remotely, 
students expressed feeling isolated. 

Relevance of case for cross-case themes: 

Theme 1 (Research Question): High 
relevance 

Theme 2 (Sub-question 1): High relevance 

Theme 3 (Sub-question 2): High relevance 

Possible excerpts for cross-case 
report: (Section...) 

6.5.3 Teachers design 
“Hopefully…” (P12) 

6.6.1 Flexibility access and 
resources (SP5) 

6.6.1 Tech challenges (SP4) 

6.6.4 “I’d rather [have] over 
encouragement than no 
encouragement.” 
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General influences on PLE: 

Incorporation of effective learning design 
strategies to augment hybrid learning 
experiences. 

Academic staff willing to redesign their 
course material 

Situational influences: 

COVID-19 Rolling lockdowns 
and challenging clinical learning 
experience requirements 
throughout the semester. 

Institutional & programme wide – 
scaffolding & LMS layout 
predictability 

Commentary:  

When viewed as a whole, the findings suggest that productive, hybrid learning 
environments can be created through planned and thoughtful curation of 
content creating a purposeful structure and modular formats that can result in 
a stable learning environment able to weather societal and global challenges. 
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CS3 Social Work 

Synopsis of case: 

This is a study of a 3rd year social 
work course (60 students), 
geographically spread across 
Aotearoa New Zealand. There are 
4-weeks of asynchronous learning 
followed by an in-person noho 
marae. Weekly topics are 
thematically represented by 3 kete 
(baskets) of knowledge: Ko wai au? 
Who am I?; Ko wai koe? Who are 
you?; Reflecting on learning 

Synchronous noho marae, live in 
experience observed and reported 
on in book chapter. 

Case findings: 

I. Set Design successful when: 

synchronous activities leverage off 
asynchronous by incorporating 
experiential, environmental, spiritual 
aspects and te ao Māori principles, 
acknowledging their combined role in 
planetary and personal wellbeing.   

II. Epistemic Design successful 
when: learning is scaffolded so that 

content delivered asynchronously is 
extended in synchronous sessions. 

III. Social Design successful when: 
learning is convivial, transformative 
and emotionally rich when it 
acknowledges personal challenges 
and enables peer support and 
collaboration in mana-affirming ways. 

 

Uniqueness of case situation for 
multicase research: 

Findings indicate that course design 
that honours indigenous ways of 
knowing and being, enacts te ao 
Māori principles and incorporates 
diverse learning practices can 
create inclusive and equitable 
quality education. 

The first 4-weeks are key to set the 
tone for what follows and to 
introduce students to Māori 
aspirations for society and health 
and well-being services. 

Relevance of case for cross-case 
themes: 

Theme 1 (Research Question): High 
relevance 

Theme 2 (Sub-question 1): High 
relevance 

Theme 3 (Sub-question 2): High 
relevance  

Possible excerpts for cross-case 
report: (Section...) 

7.4.5 “No one is left behind” (P1) 

7.4.7 “Uncomfortable but in a good 
way” (SP2) 

7.4.9 “So, if you're comfortable in who 
you are, where you come from, your 
cultural positioning inside Aotearoa, 
your obligations and responsibilities to 
Te Tiriti o Waitangi, then that's a huge 
foundation to be able to go out and 
help others.” (Kaiako 1) 
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General Factors (influences): 

Asynchronous learning and 
synchronous noho marae continued 
as planned without COVID-19 
lockdown disruptions.  

Kaiako immersed in te ao Māori and 
able to create an authentic, 
culturally respectful and inclusive 
context within the course and the 
noho for students of many cultures 
to develop their knowledge and skill 
for professional practice. 

Situational Factors (influences): 

Ako interchanges and transformative 
relationship between students and 
teachers. 

During the noho, Kaiako (teachers) 
were huddling and working 
collaboratively as they checked 
student energy levels and noticed 
group dynamics  redesign in the 
moment. 

Physical location on the marae, 
welcomed by kaumātua (leading 
elders). First time experience on a 
marae for some students. 

Commentary:  

Productive, hybrid learning is evident in the collaborations and growing sense 
of connection with peers and teachers, when learning takes an ecological 
perspective by transforming student understanding of patient populations and 
of their experiences of health and wellbeing within the environment and 
ecosystem. 

Source: Stake (2006) https://www.guilford.com/add/forms/stake.pdf 
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Appendix 10 Readiness for lecturing in HLE (Self-auditing tool) 

Location / Space Yes / 
No 

Novice Advcd 
Beginner 

Competent Proficient Expert Comments / 
Requests for help 

 I have a room/space in which I can close the 
door to talk and teach 

       

 I have a mentor to support me over the next 6 
months 

       

 I have been asked to sit in on a Zoom teaching 
session to observe 

       

Learners         

 I can actively engage learners during on-
campus sessions. 

       

 I can actively engage learners during online 
sessions. 

       

 I can facilitate group work on-campus        

 I can facilitate group work in Zoom breakout 
(BO) rooms 

       

Session planning        

 I can write competency-based learning 
outcomes (Lenburg et al., 2009) 
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 I can include 4A aspects: Anchoring the topic, 
Adding detail, opportunity for the learners to 
Apply the content and include an Away 

component. (Vella, 2008) 

       

 I can determine what content is appropriate for 
synchronous and/or asynchronous learning 
sessions 

       

 I can plan synchronous learning sessions        

 I can plan asynchronous learning sessions        

 In session, I have a strategy to resist answering 
my own questions 

       

 I can develop a run sheet for a session so that 
another colleague could teach it if I am unable 
to. 

       

Technology         

 I can navigate documents and resources on 3 
screens  

 

       

 I know how to use Alt + Tab to switch 
presentation windows 

       

 I can support learners to split their screen to 
have Zoom on one half and something else on 
the other half. 
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 I can log an IT helpdesk request for.... [list the 
usual various requests] 

       

 I know the phone number for urgent IT help 
desk assistance 

       

Zoom meetings        

 I can create a Zoom meeting and adjust the 
settings to allow for: videos on, use of 
annotations / whiteboard/Alternative hosts/ 
recording to web-based video storage / 
Document uploads 

       

 I can paste prepared text chat into Zoom text 
chat 

       

 I can paste documents into text chat        

 I can apply a non-distracting background to my 
camera view 

       

 I can create pre-learning activities that scaffold 
learners to prepare them for the teaching 
session. 

       

 I am able to troubleshoot participant access, 
technical issues during a Zoom session 

       

 I can create a convivial learning environment.        
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Zoom Participants        

 I can monitor the participant panel to rename, 
mute and monitor the participant reactions to 
manage the space 

       

 I can monitor the chat text panel, and respond 
with emoticons, text, share documents 

       

Zoom Break Out (BO) Rooms        

 I can manage breakout rooms: setting up, 
allocating participants, moving participants, 
broadcast messages, share main screen to BO 
rooms, close rooms 

       

 I can send broadcast messages to ppnts in BO 
rooms 

       

 I can share the main Zoom room screen to BO 
rooms 

       

 I can allocate participants to BO rooms        

 I can move participants between BO rooms        

 I can send presenters/lecturers to a BO room        

Online External Engagement Tools         

 I can locate the year group engagement tool 
resources, e.g. PollEv site, Kahoots, Padlets 

       



  

394 

394 

 I can set up engagement activities, e.g. PollEv 
questions 

       

 I can decide on the most appropriate learning 
activity, e.g. Clickable image, Upvote, MCQ – 1 
answer, MCQ multiple answers, Word cloud, 
Text wall 

       

 I can respond, in the moment, to correct and 
incorrect answers to engagement activities, e.g. 
PollEv questions 

       

Learning Management System (LMS)        

 I can add the Zoom Room URL link to an image 
in the LMS course site. 

       

 I can embed a file into a LMS course site 
section using the embed file process. 

       

 I can setup and edit a LMS Book (used for topic 
content in workshop or in lab) 

       

 I can copy HTML coding from processed Zoom 
room video recording to embed video in LMS 
course section 

       

 I know how to time forum posts so that weekly 
posts are sent on a set day/time each week. 

       

 I am aware of requirements for LMS Course 
Rollover 
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 I have scheduled the annual updating of LMS 
course resources 

       

Assessments        

 I can align assessments with course learning 
outcomes 

       

 I can create assessment briefs for students        

 I can create short instructional, assessment 
overview videos for students 

       

 I can develop marking rubrics and differentiate 
grade band gradations 

       

Andragogy (Malcolm Knowles)        

 I can incorporate an adult learner’s need to 
know 

       

 I can identify self-directed, autonomous content 
for learners 

       

 I can incorporate learners’ prior knowledge        

 I can leverage learners’ readiness for learning to 
optimise engagement in the learning process 

       

 I can consider contextualising the content to a 
learner’s relevant experience 

       

 I can incorporate a learner’s motivation to learn        
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Heutagogy (Blaschke, Bozkurt & Cormier, 2021)        

 I can find ways for a learner to decide, what, 
when, where and how they learn the course 
content (Agency). 

       

 I can develop learning resources that offer 
learners agency. 
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Appendix 11 Publication – Green (2022) 
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Appendix 12 Publication – Green et al. (2020) 
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Appendix 13 Publication – Green et al. (2023)  
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