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Welcome to a new online
distributed context for learning

The recent outbreak of Covid-19 has
led to a steep learning curve for
many educators who hitherto had
perhaps been reluctant to use
digital technology both for teaching
ĂŶĚ�ƚĞƐƟŶŐ͕�Ğǀ ĞŶ�ƚŚŽƵŐŚ��ůĞŶĚĞĚ�
Learning (BL) is widespread. The use
of technology in class is certainly
not new and BL, in fact, arguably
dates back in ELT to Sharma and
�ĂƌƌĞƚ͛ Ɛ�;ϮϬϬϳ Ϳ�ĚĞĮ ŶŝƟŽŶ�ŽĨ��>�ĂƐ�Ă�
ĐŽŵďŝŶĂƟŽŶ�ŽĨ�ĚŝŐŝƚĂů�ŽŶůŝŶĞ�
resources, or a learning
management system (LMS), used
ƚŽŐĞƚŚĞƌ�ǁ ŝƚŚ�ƚƌĂĚŝƟŽŶĂů�ĨĂĐĞ-to-
face (f2f) teaching in the classroom.
As a result of the recent emergency
ƐŝƚƵĂƟŽŶ͕ �ŚŽǁ Ğǀ Ğƌ͕�ƚŚŝƐ�ŝƐ�ďĞŝŶŐ�
redefined as f2f teaching is no 
longer taking place in a ‘physical’
classroom, but is increasingly
moving to a face-to-face context
which is mediated by video
ĐŽŶĨĞƌĞŶĐŝŶŐ�ƐŽŌǁ ĂƌĞ�ƐƵĐŚ��ŽŽŵ͕ �
^ŬǇƉĞ͕�D ŝĐƌŽƐŽŌ�dĞĂŵƐ͕ �Žƌ�' ŽŽŐůĞ�
D ĞĞƚ͕ �ƚŽ�ŶĂŵĞ�ũƵƐƚ�Ă�ĨĞǁ ͘ �dŚŝƐ�ŝƐ�ƐƟůů�
a blended format, but it is a
ƋƵĞƐƟŽŶ�ŽĨ�ĂƐǇŶĐŚƌŽŶŽƵƐ�ĂŶĚ�
synchronous work being blended
rather than the digital and the
physical.

In many countries, and Italy is one
of these, this change came about
literally from one day to the next.
Teachers both in state and private
ƐĐŚŽŽůƐ͕ �ƵŶŝǀ ĞƌƐŝƟĞƐ�ĂŶĚ�ĐŽůůĞŐĞƐ�
found themselves having to manage
a whole new approach to teaching
which involved dealing with the
technological aspects and teaching
in different ways. In this new online 

distributed context one of the
ďŝŐŐĞƐƚ�ŚƵƌĚůĞƐ�ŚĂƐ�ďĞĞŶ͕ �ĂŶĚ�ƐƟůů�ŝƐ͕ �
how to manage assessment. This
ĂƌƟĐůĞ�ůŽŽŬƐ�Ăƚ�ƚŚĞ�ĚŝůĞŵŵĂ�ĂŶĚ�
proposes a system of Learning
Oriented Assessment (LOA), a term
coined by Carless (2007) in 2003, as
Ă�ƉŽƐƐŝďůĞ�ƐŽůƵƟŽŶ͘ �dŚŝƐ�ƐǇƐƚĞŵ͕ �ŝŶ�
ǁ ŚŝĐŚ�ƐƵŵŵĂƟǀ Ğ�ĂŶĚ�ĨŽƌŵĂƟǀ Ğ�
ƉƌĂĐƟĐĞƐ�ĂƌĞ�ĐŽŵďŝŶĞĚ�ĂŶĚ�
integrated into the learning cycle,
has been developed over four years
on an Advanced English for
Professional Purposes (EPP) course
at the University of Verona. It is a
cycle which moves from feedback
ŽŶ�ƐƵŵŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚ�ƚŽ�
ĨŽƌŵĂƟǀ Ğ�ƉƌĂĐƟĐĞƐ�ǁ ŚŝĐŚ�ŚĞůƉ�
learners progress towards improved
performance on their final tests.

^ƵŵŵĂƟǀ Ğ�ĂŶĚ�ĨŽƌŵĂƟǀ Ğ�
ĂƐƐĞƐƐŵĞŶƚ�ŝŶ�, ŝŐŚĞƌ��ĚƵĐĂƟŽŶ�ŝŶ�
Italy

/Ŷ�, ŝŐŚĞƌ��ĚƵĐĂƟŽŶ�;, �Ϳ�ŝŶƐƟƚƵƟŽŶƐ�
ŝŶ�/ƚĂůǇ͕��>�ŝŶ�ƚŚĞ�ƚƌĂĚŝƟŽŶĂů�ƐĞŶƐĞ�
has been increasingly introduced in
most twenty-first century 
ƵŶŝǀ ĞƌƐŝƟĞƐ͕ �ďƵƚ�ƚŚŝƐ�ŽŌĞŶ�ĞŶƚĂŝůƐ�
the use of an LMS to store slides
and documents for student access, a
ŶŽƟĐĞďŽĂƌĚ�ĨŽƌ�ĂĚŵŝŶŝƐƚƌĂƟŽŶĂů�
messages and exam results etc., and
discussion forums for learners to
develop topics covered in class. The
‘real’ teaching, it was always felt,
took place in the f2f context. This, of
course, is now changing rapidly.

As far as assessment is concerned,
ƵŶƟů�ƌĞĐĞŶƚůǇ͕�ƚŚĞƌĞ�ŚĂƐ�Ăůǁ ĂǇƐ�
been a clear-cut division between
ƚŚĞ�ƐƵŵŵĂƟǀ Ğ�ĂŶĚ�ĨŽƌŵĂƟǀ Ğ͘�, ŝŐŚ-
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stakes tests, such as the exams
taken by undergraduates as part of
their degrees, are one of the
ĞƐƐĞŶƟĂů�ƐƚĞƉƐ�ŝŶ�Ă�ƐƚƵĚĞŶƚ͛ Ɛ�ĐĂƌĞĞƌ�
at university and, as such, the
security of such tests is of
paramount importance. Exams are
preferably carried out in physically
ƉƌŽĐƚŽƌĞĚ�ƐŝƚƵĂƟŽŶƐ͕ �ǁ ŚĞƌĞ�ƚŚĞ�
security of the process can be
ĞŶƐƵƌĞĚ͘ �&ŽƌŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚ͕ �ŽŶ�
the other hand, which
supports learning by means
of tools such as feedback,
ƌĞŇĞĐƟŽŶ�ĂŶĚ�ůĞĂƌŶŝŶŐ�
scaffolding, has tended to be 
neglected and pushed into
the background. This has
happened, despite a wealth
ŽĨ�ƌĞƐĞĂƌĐŚ�ƐƵŐŐĞƐƟŶŐ�ŝƚƐ�
beneficial effects on learning 
(Black & Wiliam, 1998),
ƉŽƐƐŝďůǇ�ďĞĐĂƵƐĞ�ƟŵĞ�
constraints and the focus on the
ƐƵŵŵĂƟǀ Ğ�ůĞŌ�ůŝƩ ůĞ�ƐƉĂĐĞ�ĨŽƌ�ŝƚ͘ �

The challenges of the digital
context

dŚĞ�ƐŝƚƵĂƟŽŶ�Ăƚ�ƉƌĞƐĞŶƚ͕ �ŚŽǁ Ğǀ Ğƌ͕�
in Italy as in many other places,
makes the previous procedures
untenable. Living in a world where
many have been abruptly
introduced to the digital context has
ůĞĚ�ƚŽ�ĐŽŶƐŝĚĞƌĂƟŽŶƐ�ŽĨ�ǁ ĂǇƐ�ŝŶ�
which assessment can be
implemented online. It is crucial to
be aware of the stakes on the one
hand, and therefore to safeguard
ƚŚĞ�ƐĞĐƵƌŝƚǇ�ŽĨ�ĞǆĂŵŝŶĂƟŽŶƐ͕ �ďƵƚ�Ăƚ�
ƚŚĞ�ƐĂŵĞ�ƟŵĞ�ŝƚ�ŝƐ�ŝŵƉŽƌƚĂŶƚ�ƚŽ�
ensure the online tests meet the
ĚĞƐŝƌĞĚ�ĂŝŵƐ�ĂŶĚ�ƚŚĂƚ�ƚĞƐƟŶŐ�
validity is also catered for.

dŚĞ�ƋƵĞƐƟŽŶ�ŽĨ�ŚŽǁ �ƚŽ�ĚŽ�ƚŚŝƐ�ŝƐ�
ĐƌĞĂƟŶŐ�ŚĞĂĚĂĐŚĞƐ�ĨŽƌ�ŝŶƐƟƚƵƟŽŶƐ�
and ministries alike and there is a
race to find the best online 
proctoring systems possible.
Whereas oral tests can be
conducted via video conferencing
ǁ ŝƚŚ�ƌĞůĂƟǀ ĞůǇ�ůŝƩ ůĞ�ĐŚĂŶŐĞ͕�ƚŚŝƐ�ŝƐ�
ŶŽƚ�ƐŽ�ĨŽƌ�ǁ ƌŝƩ ĞŶ�ĞǆĂŵƐ͘ �Y ƵĞƐƟŽŶƐ�
ƐƵĐŚ�ĂƐ�ŚŽǁ �ƚŽ�ŵĂŶĂŐĞ�ǁ ƌŝƟŶŐ�
abound and it has been said

repeatedly that the simple transfer
ŽĨ�ƚƌĂĚŝƟŽŶĂů�ƐƵŵŵĂƟǀ Ğ�
assessment procedures online is not
enough. The asynchronous nature
of the online work means that
ƐĞĐƵƌŝƚǇ�ĂŶĚ�ĐŚĞĂƟŶŐ�ĂƌĞ�ďŽƚŚ�ŬĞǇ�
ŝƐƐƵĞƐ�ĂƐ�ŝƐ�ĐĂŶĚŝĚĂƚĞ�ŝĚĞŶƟƚǇ�ĨƌĂƵĚ�
(Xiong & Suen, 2018).

Many, in fact, tend to separate
ƐƵŵŵĂƟǀ Ğ�ĂŶĚ�ĨŽƌŵĂƟǀ Ğ͕�ƚƌĞĂƟŶŐ�
them as completely different 
processes, which are unrelated to
each other. Hamp-Lyons (2007: 487)
spoke of “two cultures of
assessment: a learning and an exam
culture”, underlining precisely this
ƐĞƉĂƌĂƟŽŶ͘ �/Ŷ�>K�͕ �ŚŽǁ Ğǀ Ğƌ͕�ƚŚĞǇ�
are seen as two sides of the same
ůĞĂƌŶŝŶŐ�ĐŽŝŶ͕ �ǁ ŝƚŚ�ŝŶĨŽƌŵĂƟŽŶ�ĨƌŽŵ�
ƐƵŵŵĂƟǀ Ğ�ƚĞƐƚƐ�ŝŶĨŽƌŵŝŶŐ�ƚŚĞ�
learning process and leading to
ƌĞŇĞĐƟŽŶ�ĂŶĚ�ŐŽĂů�ƐĞƫ ŶŐ͘�

�ŽŵďŝŶŝŶŐ�ĨŽƌŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚ�
for�ůĞĂƌŶŝŶŐ�ǁ ŝƚŚ�ƐƵŵŵĂƟǀ Ğ�
assessment of learning is one way,
then, of reinforcing learning and
ƉƌĞƉĂƌŝŶŐ�ĨŽƌ�ƐƵŵŵĂƟǀ Ğ�ƚĞƐƚƐ�
Ğī ĞĐƟǀ ĞůǇ�ĂƐ�ǁ Ğůů͘��ĞƐŝŐŶŝŶŐ�ƚŚŝƐ�
type of framework means exploring
the affordances of both the digital 
and the f2f contexts to exploit them
Ğī ĞĐƟǀ ĞůǇ͘���ƐǇƐƚĞŵ�ŽĨ�>K�͕ �ǁ ŚĞŶ�
adopted as part of a process of

ĐŽŶƟŶƵŽƵƐ�ĂƐƐĞƐƐŵĞŶƚ�ĂŶĚ�
ĚĞǀ ĞůŽƉĞĚ�ƐǇƐƚĞŵĂƟĐĂůůǇ�
over a whole course, may be
one answer to the problem of
transferring the assessment
process online. The University
of Verona chose to pilot an
ŝŶŶŽǀ ĂƟǀ Ğ�>K��ƐǇƐƚĞŵ�ŽŶ�ŝƚƐ�
ƌĞůĂƟǀ ĞůǇ�ŶĞǁ ��Ěǀ ĂŶĐĞĚ�
English EPP course, and the
results have been promising.

English for the world of work and
LOA

English for the World of Work was
first held in the 2015-2016 academic
year and was designed to meet the
needs both of university students
entering the world of work and
those who were already at work but
needed further language support.
The course is task-based, delivered
in a blended context, which has
easily adapted to the new
ĐŽŶĚŝƟŽŶƐ�ŽĨ�ŚĂǀ ŝŶŐ�ĨϮĨ�ůĞƐƐŽŶƐ�ǀ ŝĂ�
Zoom. The different modules focus 
ŽŶ�ĚĞǀ ĞůŽƉŝŶŐ�ƌĞĂůŝƐƟĐ�ƚĂƐŬƐ�ƐƵĐŚ�ĂƐ�
ǁ ƌŝƟŶŐ�Ğī ĞĐƟǀ Ğ�ĞŵĂŝůƐ͕ �ĂŶĚ�
developing a social media profile for 
sites such as LinkedIn and
Instagram, which may then be
ƐŚĂƌĞĚ�ǁ ŝƚŚ�ƉŽƚĞŶƟĂů�ĞŵƉůŽǇĞƌƐ�Žƌ�
ĐůŝĞŶƚƐ͘ ��ĞĐĂƵƐĞ�ŽĨ�ƚŚŝƐ�ƉƌĂĐƟĐĂů�

“Many, in fact, tend to separate
ƐƵŵŵĂƟǀ Ğ�ĂŶĚ�ĨŽƌŵĂƟǀ Ğ͕�ƚƌĞĂƟŶŐ�

them as completely different 
processes, which are unrelated to

each other. In LOA, however, they are
seen as two sides of the same

learning coin.”
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focus on developing an awareness
and mastery of the language
required to become competent in
professional skills, the assessment
was designed to reflect this with 
ƌĞĂůŝƐƟĐ�ƚĂƐŬƐ�ďĞŝŶŐ�ĐŚŽƐĞŶ�ĨŽƌ�ƚŚĞ�
Į ŶĂů�ǁ ƌŝƩ ĞŶ�ĂŶĚ�ŽƌĂů�ƚĂƐŬƐ͘ �

dŚĞ�ƐƵŵŵĂƟǀ Ğ�ĂŶĚ�ƚŚĞ�ĨŽƌŵĂƟǀ Ğ�
are integrated into the learning path
of the course in the following ways:

1. One review quiz per module
(used to review language areas
and other content) gives
learners the opportunity to
ŝĚĞŶƟĨǇ�ƉƌŽďůĞŵ�ĂƌĞĂƐ�ĂŶĚ�ƐĞƚ�
learning goals based on
the in-built feedback;

2. Two assignments are
provided per module to
enable learners to carry
out a task (such as
ĐƌĞĂƟŶŐ�Ă��s Ϳ�ǁ ŚŝĐŚ�ŝƐ�
graded as part of the
ĐŽŶƟŶƵŽƵƐ�ĂƐƐĞƐƐŵĞŶƚ�
ƉƌŽĐĞĚƵƌĞ͕�ďƵƚ�ǁ ƌŝƩ ĞŶ�
or oral feedback is also
provided on an
individual basis and
learners then review
their work
independently and
include it in the dossier
ƐĞĐƟŽŶ�ŽĨ�ĂŶ�Ğ-ƉŽƌƞŽůŝŽ�
(described below);

3. dǁ Ž�ƌĞŇĞĐƟŽŶ�ƚĂƐŬƐ�ĂƌĞ�
also provided both on the
learning process and on the
content of the module, which
are also included in the e-
ƉŽƌƞŽůŝŽ͘

How this is integrated into the other
work is shown in the overview of
Module One below (see Figure 1).

dŚĞ�Į ŶĂů�ƐƵŵŵĂƟǀ Ğ�
assessment, which is also
task-based, consists of an
Ğǀ ĂůƵĂƟŽŶ�ŽĨ�ǁ ƌŝƩ ĞŶ�ĂŶĚ�
oral work. In line with the
socio-ĐŽŐŶŝƟǀ Ğ�ŵŽĚĞů�ŽĨ�
the Common European
Framework of Reference
(CEFR), it takes a criterion
-related approach to the
final tasks, beginning
ǁ ŝƚŚ�Ă�ŚŽůŝƐƟĐ�Žǀ ĞƌĂůů�
ŝŵƉƌĞƐƐŝŽŶ�ŽĨ�ƚŚĞ�ǁ ŚŽůĞ�ƉŽƌƞŽůŝŽ�
and then focusing on language
ƌĞƐŽƵƌĐĞƐ͕ �ƚĞǆƚ�ŽƌŐĂŶŝǌĂƟŽŶ͕ �
ƌĞĂĚĂďŝůŝƚǇ�ĂŶĚ�ĐƌĞĂƟǀ ŝƚǇ͘�

Figure 1: Contents of Module One.

Spoken language, on the other
hand, is assessed by means of a 5-
ŵŝŶƵƚĞ�ƉƌĞƐĞŶƚĂƟŽŶ��ŽĨ�ŽŶĞ�ĂƐƉĞĐƚ�
ŽĨ�ƚŚĞ�ĐŽƵƌƐĞ�ŽĨ�ƉĂƌƟĐƵůĂƌ�ŝŶƚĞƌĞƐƚ͘ �
dŚŝƐ�ƟĞƐ�ŝŶƚŽ�ƚŚĞ�ǁ ŽƌŬ�ĚŽŶĞ�ŽŶ�

Figure. 2: The LOA framework.

ƉƌĞƐĞŶƚĂƟŽŶ�ƐŬŝůůƐ�ŝŶ�ƚŚĞ�ĐŽƵƌƐĞ͕�
and what is being assessed is the
ability to give a professionally
ĚĞǀ ĞůŽƉĞĚ�ƉƌĞƐĞŶƚĂƟŽŶ�ĂƐ�ǁ Ğůů�ĂƐ�
the ability to use spoken language
Ğī ĞĐƟǀ ĞůǇ͘�

&ŽƌŵĂƟǀ Ğ�ĂŶĚ�ƐƵŵŵĂƟǀ Ğ�ŝŶ�Ă�
single cycle

LOA is a further instance of a
‘blend’ in this course. The
ƐƵŵŵĂƟǀ Ğ�ƉƌŽǀ ŝĚĞƐ�ƚŚĞ�
ƐƉƌŝŶŐďŽĂƌĚ�ĨŽƌ�ĨŽƌŵĂƟǀ Ğ�ƉƌĂĐƟĐĞƐ�
which then lead back to final tests 
in which performance is measured.
The system is scaffolded by f2f 
ǁ ŽƌŬ�ŝŶ�ĐůĂƐƐ͕ �ǁ ŚĞƌĞ�ƌĞŇĞĐƟŽŶƐ�ĂƌĞ�
ĐĂƌƌŝĞĚ�ŽƵƚ�ŝŶŝƟĂůůǇ�ĂƐ�ŵŽŶŝƚŽƌĞĚ�
breakout room discussions and
then developed autonomously. In
the first module, for instance, 

which focuses on developing a
social media profile of each 
ƉĂƌƟĐŝƉĂŶƚ͕ �ƚŚĞ�ůĂŶŐƵĂŐĞ�ĨŽĐƵƐ�ŝƐ�
‘describing professional strengths
ĨŽƌ�ƚŚĞ�ǁ ŽƌŬƉůĂĐĞ͛ ͖ �Ă�ƐƵŵŵĂƟǀ Ğ�
progress quiz is provided towards
the end of the module, with
learners being given this task to



20

��dĞƐƟŶŐ͕��ǀ ĂůƵĂƟŽŶ�Θ��ƐƐĞƐƐŵĞŶƚ�dŽĚĂǇ� Issue 3

20

review both the language and skills
work.

Figure 3: /ŶƐƚƌƵĐƟŽŶƐ�ĨŽƌ�Ă�ƐƵŵŵĂƟǀ Ğ�
progress quiz.

dŚĞ�ƚĂƐŬ�ŝŶƐƚƌƵĐƟŽŶƐ�ƐĐĂī ŽůĚ�ƚŚĞ�
ƉƌŽĐĞƐƐ�ďŽƚŚ�ŽĨ�ŝŶƚĞƌƉƌĞƟŶŐ�
ĨĞĞĚďĂĐŬ�ĂŶĚ�ŽĨ�ƐĞƫ ŶŐ�ƌĞĂůŝƐƟĐ�
ŐŽĂůƐ͕ �ƐŬŝůůƐ�ǁ ŚŝĐŚ�ŽŌĞŶ�ŶĞĞĚ�ƚŽ�ďĞ�
ĚĞǀ ĞůŽƉĞĚ͘ �̂ Ğƫ ŶŐ�ŐŽĂůƐ�
ĐŽŽƉĞƌĂƟǀ ĞůǇ�ŚĞůƉƐ�ƚŽ�ĚŽ�ƚŚŝƐ͕ �ĂŶĚ�
learners can be encouraged to learn
from the feedback that is provided.
As the course progresses, however,
the emphasis moves towards
ŝŶĐůƵĚŝŶŐ�ƐƵĐŚ�ƌĞŇĞĐƟŽŶƐ�ĂŶĚ�ŐŽĂůƐ�
ŝŶ�ƚŚĞ�ƉŽƌƞŽůŝŽ͘ �

&ŽƌŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚ�ĂůƐŽ�ĞŶƚĂŝůƐ�
ŝŶĨŽƌŵĂƟŽŶ�ŐĂƚŚĞƌŝŶŐ�ĨŽƌ�ƚĞĂĐŚĞƌƐ͕ �
however, and the quizzes also
inform their planning process as key
ƉŽŝŶƚƐ͕ �ƐƵĐŚ�ĂƐ�ƌĞƉƌĞƐĞŶƚĂƟǀ Ğ�
ůĂŶŐƵĂŐĞ�ƉƌŽďůĞŵƐ͕ �ŵĂǇ�ŽŌĞŶ�
emerge and form the basis for
further f2f work.

ZĞŇĞĐƟŽŶƐ�;ƐĞĞ�&ŝŐƵƌĞ�ϰ�ďĞůŽǁ Ϳ�ĂƌĞ�
also carried out in a similar way and

Figure 4 ͗ �̂ ĂŵƉůĞ�ƌĞŇĞĐƟŽŶ�ƚĂƐŬ͘

ƉĂƌƟĐŝƉĂŶƚƐ�ĂƌĞ�ƌĞƋƵŝƌĞĚ�ƚŽ�
complete a minimum of six such

ƚĂƐŬƐ�ŝŶ�ƚŚĞŝƌ�ƉŽƌƞŽůŝŽƐ�ĨŽƌ�ƚŚĞ�Į ŶĂů�
ƐƵŵŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚ͘ ��

/Ŷ�ƚŚŝƐ�ǁ ĂǇ�ƐƵŵŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚƐ�
in the form of review quizzes and
assignments throughout the course
ŝŶĨŽƌŵ�ƚŚĞ�ĨŽƌŵĂƟǀ Ğ�ƉƌŽĐĞƐƐ�ŽĨ�
developing the learning process and
ƐĞƫ ŶŐ�ŐŽĂůƐ�ƚŽ�ƚĂŬĞ�ůĞĂƌŶŝŶŐ�
forwards. One major component of
the assessment process is the e-
ƉŽƌƞŽůŝŽ�ǁ ŚŝĐŚ�Őŝǀ ĞƐ�ůĞĂƌŶĞƌƐ�ƟŵĞ�
to develop their awareness of
language knowledge and skills all
the way through the course.

The e-ƉŽƌƞŽůŝŽ

dŚĞ�ƉŽƌƞŽůŝŽ�ŝƐ�ĚĞǀ ĞůŽƉĞĚ�ĂƐ�ĂŶ�Ğ-
ƉŽƌƞŽůŝŽ�ŽŶůŝŶĞ�ĂŶĚ�ŝŶĐůƵĚĞƐ͗

1. Ă�ƉĞƌƐŽŶĂů�ƉƌŽĮ ůĞ�ƐĞĐƟŽŶ͕
2. �Ă�ŐŽĂů�ƐĞƫ ŶŐ�ƐĞĐƟŽŶ͕ �ĂŶĚ
3. �ƚǁ Ž�ŽƚŚĞƌ�ƐĞĐƟŽŶƐ͕ �ƌĞŇĞĐƟŽŶƐ�

and dossier (mainly used for
ƐƵŵŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚͿ͘ �

dŚĞ�ƉŽƌƞŽůŝŽ�ŝƐ�ĐƌĞĂƚĞĚ�ĂƐ�ĂŶ�

ongoing task and can become part

ŽĨ�ƚŚĞ�ƉĂƌƟĐŝƉĂŶƚ͛ Ɛ�ƉƌŽĨĞƐƐŝŽŶĂů�
toolkit at a later stage. It is also used

ĨŽƌŵĂƟǀ ĞůǇ�ĂƐ�ƌĞŇĞĐƟŽŶƐ�ĂŶĚ�
ĂƐƐŝŐŶŵĞŶƚƐ�ĂƌĞ�ǁ ƌŝƩ ĞŶ͕ �ĚĞǀ ĞůŽƉĞĚ�
and discussed in the f2f context and
goals are set, before the content is
ĂƐƐĞƐƐĞĚ�ƐƵŵŵĂƟǀ ĞůǇ�Ăƚ�ƚŚĞ�ĞŶĚ�ŽĨ�
the course. It provides a context for
ƚŚĞ�ƚǁ Ž�ĞůĞŵĞŶƚƐ�ŽĨ�ĨŽƌŵĂƟǀ Ğ�ĂŶĚ�
ƐƵŵŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚ�ƚŽ�ĚŽǀ ĞƚĂŝů�
well throughout the process of
ĐŽŶƟŶƵŽƵƐ�ĂƐƐĞƐƐŵĞŶƚ͘

Conclusion

This LOA system, honed over the
ǇĞĂƌƐ͕ �ŚĂƐ�ƉƌŽǀ ĞĚ�ŚŝŐŚůǇ�Ğī ĞĐƟǀ Ğ͘�/ƚ�
integrates assessment into learning
in a task-based approach which is
ƉĂƌƟĐƵůĂƌůǇ�ƐƵŝƚĞĚ�ƚŽ�ƚŚĞ�
professional nature of this EPP
course, but the framework could
easily be transferred to different 
blended learning contexts. Whilst
ƚŚĞƌĞ�ŵĂǇ�ƐƟůů�ďĞ�ƐŽŵĞ�ŝƐƐƵĞƐ�ŽĨ�
ĞǆĂŵ�ƐĞĐƵƌŝƚǇ͕�Ă�ĐŽŶƟŶƵŽƵƐ�
assessment approach enables such
ŝƐƐƵĞƐ�ƚŽ�ďĞ�ŝĚĞŶƟĮ ĞĚ�ƉĞƌŚĂƉƐ�ŵŽƌĞ�
ĞĂƐŝůǇ͕�ĂŶĚ�ƚŚŽƐĞ�ŵŽƟǀ ĂƚĞĚ�ƚŽ�

develop a document
such as an e-
ƉŽƌƞŽůŝŽ͕ �ǁ ŚŝĐŚ�ĐĂŶ�
be used outside the
context of the
ĐůĂƐƐƌŽŽŵ͕ �ĂƌĞ�ŽŌĞŶ�
ŚŝŐŚůǇ�ŵŽƟǀ ĂƚĞĚ�ƚŽ�

present their own work in the best

�ŶƐǁ Ğƌ�ƚŚĞ�ƋƵĞƐƟŽŶƐ�ŝŶ�ƚŚŝƐ�ƋƵŝǌ�ƚŽ�ƌĞǀ ŝĞǁ �ƐŽŵĞ�ŽĨ�ƚŚĞ�ŝŵƉŽƌƚĂŶƚ�ƉŽŝŶƚƐ�ĨƌŽŵ�ƚŚĞ�ŵŽĚƵůĞ͘

ZĞĂĚ�ƚŚĞ�ĨĞĞĚďĂĐŬ�ĐĂƌĞĨƵůůǇ�ĂŶĚ�ƚŚĞŶ�ƚĂŬĞ�ƚŚĞ�ƟŵĞ�ƚŽ�ƐĞƚ�ƚŚƌĞĞ�ƐƉĞĐŝĮ Đ�ΖƐŵĂůůΖ�ƐƚƵĚǇ�ŐŽĂůƐ�ŽŶ�ƚŚĞ�ďĂƐŝƐ�
of this:

e.g. '/�ǁ ŝůů�ǁ ƌŝƚĞ�ŽŶĞ�ĞǆĂŵƉůĞ�ƐĞŶƚĞŶĐĞ�ŝŶĐůƵĚŝŶŐ�ƚŚĞ�ǁ ŽƌĚ�ΖƚĂĐƞƵůΖ�ǁ ŚĞŶ�/�Į ŶŝƐŚ�ƌĞĂĚŝŶŐ�ŵǇ�ĞŵĂŝů�
tomorrow morning.'

What have you learned in this lesson?

Write your thoughts in this discussion and comment on at least two other people's ideas.

1. t ŚĂƚ�ĂƌĞ�ƐŽŵĞ�ŽĨ�ƚŚĞ�ƋƵĂůŝƟĞƐ�ǇŽƵ�ŶĞĞĚ�ƚŽ�ĚŽ�ǇŽƵƌ�ũŽďͬ �ďĞ�Ă�ŐŽŽĚ�ƐƚƵĚĞŶƚ͍

2. t ŚĂƚ�ĂƌĞ�ƐŽŵĞ�ŽĨ�ƚŚĞ�ŵŝƐƚĂŬĞƐ�ƉĞŽƉůĞ�ŵĂŬĞ�ǁ ŚĞŶ�ƉƌĞƐĞŶƟŶŐ�ƚŚĞŵƐĞůǀ ĞƐ�ŽŶůŝŶĞ͍ �
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way possible. LOA applied in such a
way may be one way forward in this
ƉĂƌƟĐƵůĂƌ�ƐŝƚƵĂƟŽŶ�ǁ ŚĞƌĞ�
ƚƌĂĚŝƟŽŶĂů�ƐƵŵŵĂƟǀ Ğ�ĂƐƐĞƐƐŵĞŶƚƐ�
cannot simply be transferred
Ğī ĞĐƟǀ ĞůǇ�ƚŽ�ŽŶůŝŶĞ�ĐŽŶƚĞǆƚƐ͘
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