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Abstract 

Over the past 30 years, the teaching profession has embraced the notion of the teacher as a reflective practitioner, 

which has led to an increased emphasis on teacher education programs offering learning experiences that model 

and encourage reflective practice. Since that time, the idea of reflection has permeated all facets of education, 

including the dissertation supervision process.  This action research study explored the usefulness of a modified 

version of an exercise called the reflective approach to teaching practicum debriefing (RATPD) to encourage 

postgraduate dissertation students’ deep reflection on learning, primarily what they learned about research 

writing and dissertation supervision. While the RATPD strategy is a useful approach for encouraging student 

teachers’ deep reflection-on-learning, what was unknown, was its usefulness as a debriefing tool for postgraduate 

students who have completed their dissertation. Examples of the usefulness of the approach include the fact that 

(1) it encouraged postgraduate dissertation students to focus on the mechanics and affective of research writing 

and dissertation supervision and also consider “self as researcher” and (2) it encouraged students’ criticality and 

internalisation reflected in taking ownership of positive attitudes and behaviours— associated with the 

experience of research writing and dissertation supervision— as a part of their nature. 
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1. Introduction and Rationale 

This action research study aimed to ascertain the usefulness of a modified version of the reflective approach to 

teaching practice debriefing (RATPD) strategy in encouraging postgraduate dissertation students’ deep 

reflection-on-learning. 

This study is important for two reasons. Firstly, it contributes to the existing body of knowledge regarding 

the efficacy of reflective learning and teaching. Secondly, it provides postgraduate dissertation supervisors in all 

disciplines with a useful, practical, user-friendly reflective tool for evaluating students’ learning.  

This paper commences with a discussion of learning generally, learning by reflecting on the dissertation 

supervision process, evaluating students’ learning, and of the particular reflective approach utilised—not just to 

evaluate students’ learning—but to encourage their ability to reflect-on-learning. Next, the research which 

formed the basis of the paper is outlined and the findings and conclusions presented. 

 

2. Discussion of Key Concepts 

2.1. Learning (generally) 

While there is some consensus about learning being a process, there is no single universally accepted definition 

of the term, and there seems to be no agreement among scholars on this matter. However, there are a few 

common characteristics noted in the myriad of definitions, primarily the fact that it is about change in behaviour 

and is the product of an interaction between the person and the environment (Jarvis, 1996; Merriam and 

Caffarella, 1999). Merriam and Caffarella (1999) expand on this idea when they state that this way of thinking 

about learning is supported by social learning theory which posits that in addition to the behavioural and 

cognitive aspects associated with learning, people also learn by observing what takes place in a social setting. 

Jarvis (1996) is of the opinion that learning is a process. He is not alone in this understanding of learning; see, 

for example, McCulloch (2009), who sees learning as a process in which the student is involved in an ongoing 

engagement with the subject matter, the process of studying, and dialogue with other students. 

What has been hinted at in the foregoing discussion is the development of the mind as integral to the 

learning process and the mind is formed when the brain begins to store a variety of experiences. In like manner, 

the ’self’ (i.e., the ability to think, interpret sensations and give meaning to situations or events) which is also 

integral to the learning process, is formed as we have every day experiences. This idea is highlighted by Merriam 

and Caffarella (1999). These writers refer to the idea as cognitive orientation or information processing learning 

theory. The theory states that learning should not be viewed as primarily a stimulus-response activity, but as an 

activity involving thinking, interpreting sensations and giving meaning to situations or events. From birth, 
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humans interact with others in sociocultural environments and process information; these interactions also help 

to form ’self’. Jarvis (1996) states that learning involves encountering and understanding everyday experiences, 

internalising them and making them a part of us (self). Learning, however, does not only involve internalisation 

but externalisation, where the individual’s learned social characteristics interact with his/her environment. Social 

situations then provide avenues through which learning occurs (Gomez & Rico, 2007). An individual can 

respond to a social situation in one of two ways, by taking action to learn from it or withdrawing, in which case, 

non-learning occurs. An active response to a social situation will eventually facilitate some degree of learning. 

In summary, learning involves information processing and occurs through experience and interaction with a 

sociocultural milieu. All learning begins with some experience, primary or secondary. Primary experiences are 

immediate and personal, secondary experiences are relayed information or experiences that might be someone’s 

interpretation of an event or situation; and since learning occurs through experiences in a social situation, the 

individual’s perception of that situation gives meaning to the experience (Long, 1990). This summary provides a 

useful framework for our brief discussion of how people learn by reflecting on the dissertation supervision 

process 

 

2.2. Learning by reflecting on the dissertation supervision process 

The summary suggests that to learn involves information processing, primary and secondary experiences and 

interaction with a sociocultural milieu. Firstly, it is now a fact that reflection is a cognitive activity that requires 

the ability to mentally process information. Vilkinas (2008) studying the supervision of Ph.D./Research Students' 

Theses made the point that, for dissertation supervisors, the ability to reflect on practice provide  opportunities to 

learn from  previous experiences and to inform future behaviours and to assess their performance critically, 

reflect on their assessment, and learn from it thus constantly improving their academic supervision capability. 

The activities outlined here by Vilkinas (2008) are all cognitive and involves the processing of information about 

various aspects of the dissertation supervision process. While it is excellent that dissertation supervisors engage 

in reflection to learn, Naydene, Guruvasagie, and Vitallis (2011) speaking about supporting doctoral learning 

states that it is also a role of the supervisor to enable the student to reflect on, and analyse own work. It is this 

cognitive processing of information, which is the focus of this study, as participants did engage in mental 

processing which (as will be shown later) was displayed in their responses to the questions asked during the 

employment of the modified RATPD strategy. 

Secondly, the summary also points out that learning involves both primary and secondary experiences. 

Primary experiences are immediate and personal and secondary experiences are relayed information (Long, 

1990). Primary and secondary experiences are inextricable facets of the dissertation supervision process. This is 

so because, at various stages, the student will have primary experiences taking the form of interacting with the 

supervisor, carrying out a literature search and review and writing the actual dissertation. The student will also 

have secondary experiences, for example, the supervisor relaying information which may include recommending 

a particular methodology or commenting and suggest changes to a draft chapter. 

Thirdly, learning also involves interaction with a sociocultural milieu. In other words, the resources that are 

available to students and the teaching approach utilised by supervisors such as the apprenticeship approach 

Albertyn and Bitzer (2011) and task focused, Vilkinas (2008), are aspects of the milieu which aid learning.  

Given the nature of learning generally, and specifically learning via reflection in the dissertation supervision 

process, how should students’ learning be evaluated? This is the focus in the next section of this paper. Answers 

to this question are important since fundamentally, this study is about evaluating students’ learning but doing so 

using a reflective strategy. 

 

2.3. Evaluating students’ learning in the dissertation supervision process. 

Ferris and Hedgcock (1998) state that through regular evaluation, the teacher is better able to prepare work with 

students’ learning needs in mind and will be able to address individual problems when they arise. Moreover, the 

process, if carried out effectively, will eventuate into students’ progress and the improvement of teaching 

(James-Reid, 1983).  While this can be true of the dissertation supervision i.e., evaluation of the dissertation 

supervision process can lead to the supervisor being prepare to address individual problems and improve the 

supervision process, Yousefl, Bazrafkan, and Yamani (2015) in their study of the  dissertation supervision 

process in medical education in Iran, state that ineffective evaluation of students and their writing occurs. A 

critical element of the evaluation process is reflection in and on action and students’ and supervisor under-

utilization of these aspects of evaluation can result in several challenges in the research supervision process. The 

writers did not highlight examples of these specific challenges.   

Having said these, self-evaluation seems to feature prominently in the literature which examines evaluating 

students’ learning in the dissertation supervision process.  For example, Vilkinas, (2008) arguing for an 

‘integrator’s model’ of dissertation supervision implies that supervisors should themselves first engage in self-

evaluation by observing his or her behaviour and reflecting on the observations and doing so, leads to personal 



Journal of Education and Practice                                                                                                                                                      www.iiste.org 

ISSN 2222-1735 (Paper)   ISSN 2222-288X (Online)  

Vol.10, No.33, 2019 

 

31 

and scholarly growth and development as educators. Maunder, Gordon-Finlayson Callaghan (2012) exploring 

the supervision of Master’s students undertaking qualitative research dissertations made the point that  one role 

of the supervisor is to ‘scaffold’ students’ learning by encouraging them to self-evaluate by reflecting on own 

ideas, defending decisions made  and act on feedback provided. 

Writers such as Rowe (1984), James-Reid (1983) and Ferris and Hedgcock (1998) all agree that students’ 

learning and their responses to learning activities need to be evaluated. These writers and others, like Bryant 

(1992), also agree that written or mental records should be made of skills students have acquired and those on 

which they are working. This suggests the need for a system or method of recording the skills students have 

acquired or those on which they are working. 

This is important, for this study is not only concerned with a strategy for recording skills students learned 

but (as will be shown later in this paper) with encouraging a written reflective approach to the process. 

According to Sparapani (2000), questions regarding students’ response to various learning activities are 

central to the evaluation process. However, these questions should not only focus on the achievement of 

cognitive skills but also on the affective. 

From the foregoing discussion, it seems the use of written records of students’ evaluation and the use of 

questions which help to solicit learned cognitive and affective skills, are critical elements of the process of 

evaluating their learning. Minott (2012), took up these ideas and activities and utilised them in his reflective 

approach to teaching practice debriefing (RATPD). 

 

3. What Constitutes the RATPD? 

At its core, the reflective approach to teaching practicum debriefing (RATPD) as it is originally titled, is a 

student-centred evaluation strategy aimed at encouraging student teachers to reflect-on-learning. The approach is 

grounded in Schön’s (1983) reflection-on-action and the idea of Zeichner and Liston (1996) which states that 

reflective learning and teaching must involve the use of questions. The approach is utilised during student 

teachers’ practicum debriefing tutorials. 

As indicated in the foregoing discussion, the use of questions is a central tenet of the RATPD. Three 

reflective questions make up the approach. These are: 

1. What have you learned about teaching? 

2. Has the observation caused any changes in your beliefs, values and assumptions about teaching? 

3. What have you learned about ‘self’ as teacher? 

For this study, the questions were modified to fit the context and participants, i.e., postgraduate dissertation 

students. The questions used were: 

1. From your recent research writing and supervision experience, what have you learned about each aspect 

i.e., research writing and supervision? 

2. To what extent has your recent research writing and supervision experience caused changes in your 

beliefs, values and assumptions about these aspects i.e., research writing and supervision? 

3. What have you learned about ‘yourself’ as a researcher? 

Minott (2012) claimed it is through these reflective questions that the RATPD strategy is enacted and which 

he also used to guide discussions during teaching practice debriefing sessions. He refers to the three questions as 

‘reflective’ because firstly, they emerge from his understanding of reflective teaching.  He quotes Zeichner and 

Liston (1996)  

If a teacher never questions the goals and the values that guide his or her work, the context in which he or 

she teaches, or never examines his or her assumptions, then it is our belief that this individual is not 

engaged in reflective teaching (p. 1). 

Then defines reflective teaching as involving a questioning disposition and critically thinking about one’s 

teaching techniques, personal goals, values, beliefs, assumptions about teaching, and the teaching context. This 

means that the desire and willingness to question and to think critically must come naturally or be cultivated 

through practice. Secondly, and more importantly, they helped to encourage student teachers to critically think 

about what they had observed in schools during their practicum and their learning and behaviours as potential 

teachers.  

The modified questions utilised in this study are akin to the original questions in that they encouraged the 

participants to examine, not just the cognitive and the affective aspects of the research dissertation supervision 

process, but to reflect on ‘self’ as a learner and more importantly, self as a researcher. 

 

4. Research design  

This study utilised an action research approach which allowed me to ascertain the usefulness of a modified 

version of the reflective approach to teaching practice debriefing (RATPD) strategy in encouraging postgraduate 

dissertation students’ deep reflection-on-learning. Primarily what they learned about research writing and 

dissertation supervision.  As a research framework, action research was utilised because it is an extension of 
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reflective practice since critical reflection on practice feeds the research findings (Schön, 1983). It allows 

researchers to address issues relevant to their practice, effect change to practice, and actively involves research 

participants in the research process (Denscombe, 1998). Deep reflection involves critically thinking about the 

cognitive and affective aspects of learning and ‘self’ as a researcher. To achieve the study’s aim required actions 

such as critically reflecting on the practice of research writing and dissertation supervision and involving the 

students in the process. These activities were facilitated by using an action research framework. 

 

4.1. Research question 

The study was guided by a broad research question, ‘How useful was a modified version of the reflective 

approach to teaching practice debriefing (RATPD) strategy in encouraging postgraduate dissertation students’ 

deep reflection-on-learning. Primarily what they learned about research writing and dissertation supervision? 

 

4.2. Participants 

The participants for this study were two postgraduate students at the University of Bristol UK. They recently 

completed their master’s dissertation. The participants were Nathan and Delilah (pseudonyms). The production 

of a dissertation was a very important part of their education and training and is a requirement for the completion 

of the master’s degree in education at the university. 

In selecting the students for the study, I used purposeful convenience or opportunity sampling —they were 

my students—and considered them “information- rich.” Guba and Lincoln (1998) state that “information-rich 

participants” can illuminate or provide a great deal of insight into the issues of importance to any research. An 

examination of the findings and the responses of the participants reveal that they were able to provide in-depth, 

relevant, and unique perspectives on the research issue. 

 

4.3. Data Collection and Ethical Issues 

Participants were invited to take part in the study via a face-to-face meeting. They were told about the nature of 

the research and how the data would be utilized and promised anonymity. They were also told that their names 

would not be included in the report. This was adhered to, for no mention of their correct names is made in this 

report. Both agreed to participate. After submitting their dissertation, they were given the three reflective 

questions and told to take a few weeks to think critically about the questions and to formulate their responses. 

They were to email their response to me, which they did, within a week. 

 

4.4. Data Analysis Process  

The responses to the questions were analyzed using content analysis aided by the Nvivo software. This meant 

that an analysis was done on each participant’s views, as was a cross-examination of emerging categories to 

discern findings common to all. I also used direct interpretation of the data, which involved looking at each and 

drawing meaning from the responses (Creswell, 1998 and Powell and Renner, 2003). Essentially, I read through 

the responses to the three questions asked and found the ideas that recurred. These ideas and words became the 

main categories or themes (Creswell, 1998; Powell & Renner, 2003). 

For example, an examination of the responses to reflective question 1 revealed words and phrases such as 

‘writing that clearly communicates’ being organised’ ‘knowing the research purpose or aim’, ‘planning’ ‘logical 

writing’ and ‘challenges to writing’. From these and others I created a main category ‘Mechanics of research 

writing and dissertation supervision’.  Responses to reflective question 1 also include words and phrases such as 

‘feeling frustrated’ ‘motivation-draining’, ‘keeping calm’, ‘going for holidays’, ‘encouragement from supervisor’ 

and ‘being shown the way’, from these I created another main category, ‘The affective of research writing and 

dissertation supervision.  

Responses to reflective question 2 revealed phrases such as ‘learning along the way’ and ‘forming beliefs’ 

which suggest that beliefs, values and assumptions were being developed. Responses also include words and 

phrases such as ‘, ‘I now realise that…’ I now know that’ and ‘this as caused changes in these areas to a great 

extent’ which suggest that beliefs, values and assumptions were changed.  

Responses to reflective question 3 revealed words and phrases such as ‘patience and calm’, ‘I should be 

more realistic’ and ‘there is still a gap between me and a real researcher’. From these and others, I created the 

category of criticality and internalisation. From this process of analysis, I constructed an understanding of the 

usefulness of the modified RATPD strategy in encouraging postgraduate dissertation students’ deep reflection-

on-learning primarily, what they learned about research writing and dissertation supervision. 

 

5. The usefulness of a modified RATPD (Results and Discussion) 

I use the three reflective questions as a template to guide this section of the paper. 
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5.1. From your recent research writing and supervision experience, what have you learned about each aspect i.e., 

research writing and supervision? 

Examination of the responses to this reflective question reveals its usefulness in two ways. Firstly, the question 

revealed what participants learned about the mechanics of research writing and dissertation supervision.   This 

includes understanding various research elements (tradition or paradigm of reporting research, logical research 

writing, literature review, methodology and mastery of the language); research planning (pliable, difficulty, 

piloting); purpose and organisation and communicating ideas clearly through writing. 

My first impression is that research writing is different from essays. There is a tradition or paradigm of 

reporting research and it involves logical writing. To design and conduct feasible research, I put much 

effort into the literature review and my supervisor helped me a lot on methodology. The two parts are 

important for research writing as well, serving as a conceptual framework (Delilah). 

About research, I have learned that it should be carefully planned. At the same time, it is impossible to 

foresee all the aspects of it, I mean, how it will go in reality, so the researcher should be ready to adjust 

and even change the design of the research if needed. Piloting is essential to check if everything goes the 

way it has been planned (Nathan).  

Research should be done with purpose. I had not understood that before, although I have worked with 

scientists in a previous job. By purpose I mean, the researcher should clearly understand why he/she does 

the research and what he/she wants to achieve. Otherwise, everything is just blurred and starts to break 

into random parts which are not connected, and you might be just lost. Being organized is core when 

doing research. It should be carried out step by step, and every step should take you closer to your 

purpose (Nathan).  

The need for postgraduate research students to develop knowledge and understanding of the mechanics of 

research writing and dissertation supervision is a theme and area of discussion in the literature. For example, 

Lategan (2014) is of the opinion that—among many things— the education and training of researchers 

(including postgraduate students) should aid them to understand the formal research process. Maunder, Gordon-

Finlayson and Callaghan (2012) argue that the supervision of qualitative master’s dissertations should be seen as 

an apprenticeship into qualitative research. This, by extension, suggests the need to understand the mechanics of 

the research writing and dissertation supervision process and Dowling, Gorman-Murray, Power, & Luzia (2012) 

state that doctoral education is central not just to the production of knowledge but to producing the next 

generation of researchers and here too I will add, who has knowledge of the mechanics of the research writing 

and dissertation supervision process. 

It is obvious from the responses that participants in this study gained knowledge about the mechanics of 

research writing and dissertation supervision.  However, without the opportunity to surface this knowledge via 

reflection, what was learned and known would have remained at the students’ subconscious level.  

An area of developing interest in the research literature, subsumed under the category of the mechanics of 

research writing and dissertation supervision and raised by one participant, is that of the writing challenges faced 

by international students in the UK and elsewhere whose ‘mother tongue’ is not English. The UK hosts 432,001 

inbound international students while sending 34,025 British students overseas in 2016 (United Nations 

Educational, Scientific, and Cultural Organisation, 2016). 

…The mastery of language is demanding in research writing. English is not my mother tongue. 

Sometimes it is hard for me to hit the target words of what I want to express in research writing. Or, I 

cannot write in an appropriate way, for example, to use the proper academic literacy, when to use the 

first-person pronoun and when not to, etc. (Delilah). 

Aside from the fact that reflective question 1 resulted in Delilah surfacing her knowledge via reflection in 

this area, her thoughts here seems to give credence to that of Li and Vandermensbrugghe (2011) who raised the 

alarm that there is evidence that writing support is particularly needed for international research students who 

have to tackle the challenges of thesis writing in English as their second language in Western academic settings. 

Li and Vandermensbrugghe (ibid) suggest the use of writing groups to provide ongoing support to international 

research students in a cooperative peer learning environment and offers some ways this could be achieved.  

Secondly, reflective question 1 also revealed what participants learned about the affective of research 

writing and dissertation supervision.  They used words and phrases such as ‘frustration’ ‘motivation-draining’, 

‘it feels like disaster’ ‘supporting supervisor’, ‘taking a break- going for holidays’ ‘keeping calm and focus’ 

which all point to the emotions associated with research writing and dissertation supervision, well-being, 

disposition and  the need for support.  A quotation from Nathan brings to light the emotionality of the process.  

He states: 

Research [can be] frustrating and motivation-draining. I mean, when the survey or interviews are done 

and suddenly there is a suspicion that the questionnaire or interviews need to be done again because there 

were some poorly designed questions, it feels like a disaster. Because you have put so much effort into 

making [the] people complete the questionnaire that you don’t really want to do it again (Nathan).  
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Nathan goes on to point out the need to attend to one’s well-being and having an appropriate disposition by 

making the point that it is important ‘to take a break—go on holidays’ for doing so helps to ‘freshen’ the mind 

and that he has learned to ‘keep calm and focus and just do the job even if there is so much information to get 

through that at times seems even impossible to do’ (Nathan).  

Both Nathan and Delilah learned about the need for supportive supervision, not just in aiding students to 

understand the mechanics of the research process but to engage in supporting them emotionally. 

About supervision, I have learnt that it’s aimed at academic support. I mean, the supervisor helps the 

upcoming researcher to respond to the demands of the academic world, for instance, what are the rules of 

writing, of conducting the research, of presenting it to other academics. However, I have realized, that 

supporting involves encouraging the student to keep going. Of course, the supervisor should not be a 

‘mum’ but he/she should help by giving advice and helps the students from getting lost because not 

knowing is the scariest thing. So, the supervisor shows the way, eliminating the unknowing parts 

(Nathan). 

Professors who are chosen to supervise dissertations are important to students’ research writing as well. 

I’m lucky that my supervisor teaches me and encourages me a lot in this process. Some of my classmates 

seldom hear from their supervisors, who are too busy to conduct the responsibility of supervision 

(Delilah). 

Schulze (2011) researching— among many things— the encouragement and emotional support received by 

research students in a South African University state that this should include actions such as sandwiching 

criticism between positive comments, i.e., starting and ending written feedback given to students with positive 

comments. These are actions— as a dissertation supervisor— to which I am personally committed, vehemently 

practice and encourage all supervisors to employ, as appropriate.   

 

5.2. To what extent has your recent research writing and supervision experience caused changes in your beliefs, 

values and assumptions about these aspects i.e., research writing and supervision? 

The second question asked about changes to beliefs, values, and assumptions about research writing and 

dissertation supervision.  The examination of the responses to this reflective question reveals its usefulness in 

that it encouraged participants to think affectively, by targeting their values, beliefs, and assumptions concerning 

research writing and dissertation supervision. 

One participant pointed out that the experience greatly changed her beliefs, values, and assumptions about 

research writing and dissertation supervision. 

To a great extent. Firstly, I now realise that I should never be too optimistic or ideal when I write about 

research. Research writing is another tough work after conducting actual research. Secondly, not all can 

become researchers and not all researchers can write well about their research. Research writing could 

also be engaging (Delilah).  

For supervision, a student should and could depend on the supervisor, who is the one that assures the 

former is moving in the right direction. However, the student should not wait to be fed. Instead, he or she 

should investigate independently in a proposed direction. The supervision is actually like a beacon for 

boats in the sea. Also, different supervisors may have their preferred styles of supervision. It is not wise 

for students to compare horizontally. The allocation is random. Students should focus on how to achieve 

supports from their supervisors and write well about their research (Delilah). 

Nathan, on the other hand, pointed out that the process aided his development of beliefs, values and 

assumptions about research writing and supervision. He stated, ‘I had no beliefs or assumptions about both areas 

as I had never done research before. But to be honest, I really didn’t expect anything – I just did as it was going, 

learning on my way and forming my beliefs on this way too’ (Nathan).  

 

5.3. What have you learned about ‘yourself’ as researcher? 

The third question asked was, ‘what have you learned about “self” as researcher?’ Examination of the responses 

to this reflective question reveals its usefulness, in that it encouraged participants to be self-critical and 

internalise, that is, to identify attitudes or behaviours as a part of their nature (internalisation) (Jarvis, 1996). 

After I achieved the phased objective of writing my dissertation, I enjoyed the process. It was a fruitful 

process from research design to product presenting, although there are also several times of frustration. I 

have some personalities of a researcher, but not all. There are still gaps between me, an apprentice, and 

real researchers. If I were to become a researcher, I would like to conduct collaborative research instead 

of working alone. As research is a lonely career, it would be better if I had my alliance. I would be a 

perfect partner in the team (Delilah). 

I liked that I was very patient and calm, that I started in advance, that I decided to do difficult research 

although I had doubted this because it seemed very complicated compared to those which my classmates 

were doing… However, as a researcher, I should be more realistic. I have learnt that as a researcher I 
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would like to do research but at the same time to be able to tell about it to those who can use the results of 

my work. What I liked about myself is that I was very organized, and I could manage a lot of data. 

However, here I should give credits to my previous work experience – I was a journalist and a science 

journalist. So, I have learnt that as a researcher I like to make my research trustful and credible. I want it 

to be bulletproof! Overall, I am satisfied with my attitudes and approaches to being a researcher (Nathan).  

These quotations confirmed that participants were encouraged to internalise the experience of research 

writing and dissertation supervision through a question concerning ‘self’. 

 

6. How useful was the modified RATPD strategy in encouraging postgraduate dissertation students’ 

deep reflection-on-learning?  

The presentation and discussion of findings demonstrate: 

 Reflective question one encouraged participants to reveal what they learned about the mechanics and 

affective of research writing and dissertation supervision; 

 Reflective question two encouraged participants to think affectively by targeting their beliefs, values, and 

assumptions in relation to research writing and dissertation supervision;   

 Reflective question three encouraged participants to be self-critical and internalise i.e., identifying and 

taking ownership of positive attitudes and behaviours as a part of their nature. 

 

7. Conclusions and Limitation 

The study was guided by a broad research question, ‘How useful was a modified version of the reflective 

approach to teaching practice debriefing (RATPD) strategy in encouraging postgraduate dissertation students’ 

deep reflection-on-learning. Primarily what they learned about research writing and dissertation supervision? 

The results proved that the modified RATPD strategy aided in encouraging postgraduate dissertation 

students’ deep reflection-on-learning. It also encouraged students to not only focus on the mechanics of the 

research writing and dissertation supervision (as important as this is), but also to consider the affective and ‘self 

as student and researcher’, which are major facets of deep reflective learning. These results confirm Minott’s 

(2012) conclusion that the RATPD is a useful reflective evaluation strategy. 

For reflective dissertation supervisors who engage in, and benefit from a critical assessment of their 

supervisory capability, the RATPD strategy should be an integral part of their repertoire. This is so because it is 

another way to get their students to feedback and by reflecting on the feedback enable them to determine what 

aspects of their supervisory capability are suitable and what may need attention to become more effective 

(Pearson and Brew 2002). 

When considering this study and its contributions, the following limitation must be borne in mind. The 

study examines the use of a modified version of the RATPD strategy to evaluate learning from a narrow 

perspective, that is, one supervisor and two postgraduate dissertation students. While this narrow perspective 

made the study both manageable and achievable, it precludes large-scale generalization of the findings. However, 

readers are left to make own judgement regarding generalization. 
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