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Abstract: This paper addresses a critical yet under-theorised issue in higher 
education assessment: the limited recognition and evaluation of analytical 
convergence—students’ ability to synthesise diverse perspectives into coherent, 
epistemically grounded conclusions. Despite the widespread adoption of 
outcomes-based education and constructive alignment frameworks, current 
assessment practices often reward structural clarity and content accuracy over 
cognitive integration, thus undervaluing a key indicator of deep learning. Grounded 
in a conceptual, qualitative methodology informed by interpretivism and 
constructivist epistemology, the study synthesises insights from educational 
psychology, curriculum theory, and assessment studies. It draws on 
metacognitive theory, cognitive load theory, and models of constructive alignment 
to map the cognitive processes underlying convergence—such as abstraction, 
epistemic triangulation, and conceptual reframing. Findings indicated that 
convergence often emerges in student work through reflective synthesis and 
problem redefinition but remains obscured by rubrics and feedback mechanisms 
that privilege surface-level indicators. The paper identified task types and 
pedagogical strategies—such as open-ended inquiry, comparative critique, and 
scaffolded reflection—that enable intellectual integration. This study contributes 
to the re-theorisation of assessment by articulating convergence as a 
developmental, assessable cognitive process. It addresses a key gap in the 
literature by operationalising convergence as both a learning outcome and an 
evaluative construct. The paper concludes with implications for educators, 
curriculum designers, and policymakers, calling for the reform of rubrics, the 
implementation of metacognitive scaffolding, and the alignment of assessments 
with the intellectual demands of contemporary higher education. 
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INTRODUCTION  

In the context of higher education assessment, the emphasis on outcomes-based education and 
constructive alignment has led to a re-evaluation of how student learning is measured, with increasing 
attention paid to the cognitive processes underlying academic performance. However, much of the current 
assessment practice remains oriented toward discrete performance indicators rather than integrative 
reasoning. This disjunction has significant implications for the development and recognition of what this 
paper terms analytical convergence—the ability of students to synthesise, reconcile, and organise diverse 
ideas into coherent and critically sound conclusions. Within the framework of higher education 
assessment, analytical convergence is not merely a cognitive curiosity; it is central to the kind of 
intellectual work that defines university-level performance. Students are routinely tasked with 
assignments—literature reviews, policy critiques, research papers, capstone projects—that implicitly 
demand the integration of multiple viewpoints. Yet these tasks are often assessed using rubrics that 
prioritise structural or linguistic competence over epistemic depth, thus undervaluing the convergent 
dimension of student cognition (Terosky & Conway, 2020). In this regard, the misalignment between the 
intentions of higher-order assessment and the instruments used to evaluate it constitutes a core tension 
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within the field of higher education pedagogy. Cognitive taxonomies, such as Bloom’s revised taxonomy 
(McGrath & Willcutt, 2022), have influenced curriculum development and assessment design, particularly 
in articulating “levels” of thinking that progress from remembering to creating. However, these 
frameworks are rarely extended into detailed assessment criteria that capture the internal logic of 
analytical convergence. That is, while terms like analyse, evaluate, and synthesise appear in assessment 
outcomes, they are seldom unpacked into observable indicators of how students manage cognitive 
complexity across domains (Clinton & Hattie, 2021). 

Moreover, student engagement with higher-order tasks is often shaped by the implicit rules of 
disciplinary discourse communities. In social sciences, for example, convergence may take the form of 
integrating conflicting theoretical perspectives (e.g., positivist and interpretivist paradigms) (Omodan, 
2024). In professional fields such as law, education, and business, analytical convergence becomes 
crucial in case analysis and decision-making, where students must consider contextual, legal, ethical, and 
policy-based constraints (Hayes, 2021). However, few assessment practices explicitly guide students in 
how to undertake such integration, and fewer still provide feedback on the quality of that integration. This 
oversight perpetuates a fragmented approach to assessment where cognitive depth is often inferred, 
rather than directly evaluated. The literature on student approaches to learning reinforces this disciplinary 
concern. Gao (2025) identifies deep learning strategies—including interpretation, elaboration, and 
integration—as essential to achieving success in higher education, yet these are the very processes that 
traditional assessment regimes tend to overlook. Instead, what is often rewarded is surface performance: 
linear arguments, isolated content blocks, and minimal engagement with conceptual tensions. These 
assessment norms subtly shape student cognition, encouraging a compliance-based orientation to 
academic work (Prakash, 2025). 

Furthermore, the expansion of modular curricula and standardized rubrics in higher education, 
particularly in large undergraduate programs, has compounded this issue by incentivizing reproducibility 
over originality, clarity over complexity, and form over thought (Boyd & Hill, 2024). As a result, students 
who are capable of analytical convergence may not receive recognition for such cognitive work unless it 
conforms to narrowly defined criteria. This has both pedagogical and equity implications, especially for 
students from non-traditional backgrounds who may think divergently but are penalised for not adhering 
to dominant academic forms. From a theoretical standpoint, the under-theorisation of convergence within 
higher education assessment limits the field’s capacity to design tasks and feedback systems that 
promote cognitive integration. Vygotskian notions of zone of proximal development and Bruner’s concept 
of scaffolding suggest that such skills must be explicitly taught and supported (Gehlot, 2021; Xi & Lantolf, 
2021). Yet, current assessment literature tends to treat analytical reasoning as an assumed endpoint 
rather than a structured developmental process. The absence of clear pedagogical frameworks for guiding 
students through cognitive convergence—especially in formative assessments—thus undermines the 
transformative potential of higher education. In response to these disciplinary gaps, this paper argues for 
a reconceptualisation of how analytical convergence is understood, cultivated, and assessed within 
university-level education. It positions convergence as a foundational epistemic practice that should not 
only be expected of students but also systematically supported through curriculum design, task structure, 
and evaluative feedback. 

Problem Statement  
Despite the formal adoption of constructive alignment frameworks and the proliferation of 

outcome-based education in higher education, a persistent and under-examined problem remains: 
assessment systems fail to meaningfully capture and reward analytical convergence—the student's ability 
to synthesise diverse ideas and construct coherent, well-reasoned conclusions. While this ability is 
implicitly embedded in curricular objectives and graduate attributes (e.g., critical thinking, problem-
solving, reflective judgment), the operational criteria for identifying and assessing convergence in student 
work are underdeveloped, inconsistent, or absent entirely (Oliver et al., 2018; Oraison et al., 2019). This 
issue reflects both a theoretical deficiency in the way analytical thinking is conceptualised in higher 
education assessment and a practical misalignment in the way such cognition is evaluated. In disciplines 
such as the social sciences and humanities, students are routinely expected to engage with multiple 
theoretical lenses or interpretive frameworks. In such cases, convergence takes the form of negotiating 
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tensions between paradigms—for instance, integrating structuralist and post-structuralist perspectives in 
sociology or reconciling deontological and consequentialist reasoning in philosophy. In contrast, applied 
disciplines such as education, nursing, or business, convergence often entails synthesizing empirical 
evidence with contextual constraints to make ethically sound decisions or recommendations (Habersang 
& Reihlen, 2025). However, assessment instruments rarely account for these integrative demands in a 
systematic or discipline-sensitive manner. 

Moreover, the growing reliance on standardised rubrics and modularised curricula has contributed 
to a reductionist approach to evaluating student learning. Rubrics, while promoting transparency and 
consistency, often break down complex intellectual performances into atomized descriptors (Layman, 
2021). This fragmentation limits the capacity of educators to evaluate non-linear cognitive tasks such as 
convergence, especially when such tasks involve balancing epistemic uncertainty, reconciling multiple 
viewpoints, or engaging in conceptual reframing (Swargiary, 2025). Consequently, assessment practices 
frequently default to rewarding form over thought—privileging linguistic precision, structural conformity, 
or formulaic argumentation, rather than the quality of integrative reasoning itself. The implications of this 
misalignment are both cognitive and pedagogical. At the cognitive level, students are disincentivised from 
engaging in deep processing strategies, such as cross-referencing, recontextualising, or problem 
reframing, all of which are foundational to convergence (Aragrande, 2018). Instead, surface learning 
approaches persist, as students learn to anticipate and replicate the structural expectations embedded in 
assessment rubrics without developing a coherent epistemic stance (Maki, 2023). At the pedagogical 
level, educators face constraints in both recognising and supporting the developmental trajectory of 
analytical convergence. While frameworks such as Vygotsky’s zone of proximal development and Bruner’s 
spiral curriculum emphasise the importance of scaffolding complex cognitive skills, current assessment 
regimes provide few mechanisms for guiding students through the recursive processes of intellectual 
synthesis and judgment formation. 

In summary, the problem lies not in a lack of awareness that students should think critically, but in 
the absence of clear, operationalized, and pedagogically supported models of what such thinking entails, 
particularly in its convergent form. This gap has led to an epistemic ambiguity in higher education 
assessment, where desired graduate outcomes are not adequately matched by evaluative frameworks 
capable of capturing the complexity of student cognition. Until convergence is theorised as a distinct and 
measurable cognitive process—and integrated explicitly into assessment design—efforts to foster critical, 
reflexive, and autonomous learners will remain conceptually aspirational rather than pedagogically 
actionable. 

Guided by the preceding theoretical and pedagogical considerations, this study is driven by a 
central question: How can analytical convergence be identified, interpreted, and supported within higher 
education assessment to enhance students’ integrative cognitive performance? This question anchors the 
subsequent conceptual analysis, guiding both the selection of sources and the synthesis of findings. It 
also provides a reference point for interpreting how convergent thinking manifests across instructional 
practices, assessment design, and student work. 

Literature Review 
Convergent vs Divergent Thinking in Educational Psychology 

The cognitive distinction between convergent and divergent thinking provides a foundational 
framework for interpreting student responses to complex academic tasks. Convergent thinking involves 
the synthesis of multiple perspectives to reach a singular, coherent conclusion, whereas divergent 
thinking is oriented toward the generation of multiple, varied solutions (Javaid & Pandarakalam, 2021). In 
the context of educational psychology, both processes are essential; however, convergent thinking aligns 
more directly with the integrative cognitive demands of assessment tasks in higher education (Maya et 
al., 2021). The transition to higher education often requires students to move beyond descriptive recall or 
idea generation, toward evaluating, reconciling, and synthesising competing arguments—hallmarks of 
convergent cognition (McCann, 2024). Yet, the explicit nurturing of convergent thinking remains under-
researched in pedagogical practice. Although higher education assessments implicitly expect analytical 
convergence, curricula seldom articulate this cognitive demand, nor do institutional rubrics consistently 



  
 

PAEDAGOGIA, 28(3) (2025), 358-370   Adeoye, M. A., et al. The Role of Analytical Convergence …| 361  

measure it. This disconnect creates a misalignment between what is taught, what is assessed, and how 
student achievement is interpreted. 

Metacognition and Integrative Cognitive Strategies 
Metacognitive regulation—defined as the capacity to monitor, evaluate, and orchestrate one’s 

learning processes—is closely linked to successful performance in assessment contexts that require 
analytical convergence (Oppong et al., 2019). Students who engage in metacognitive practices are more 
likely to demonstrate the capacity to synthesise knowledge, evaluate multiple viewpoints, and articulate 
nuanced positions. Scholars have found that metacognitive strategies can be explicitly taught and 
scaffolded through formative assessment and reflective practice (Kruiper et al., 2022; Yang et al., 2024). 
However, the integration of metacognition into assessment frameworks in higher education remains 
uneven. When assessment rubrics focus primarily on content accuracy or surface-level criticality, they fail 
to incentivise metacognitive engagement. Moreover, without explicit instructional modelling, students 
often struggle to translate their metacognitive awareness into demonstrable integrative reasoning 
(Reavey & Zahay, 2022; Radmehr & Drake, 2020). The alignment of metacognitive strategy use with 
disciplinary norms in assessment is also under-theorised. In fields where analytical writing and theoretical 
synthesis are central, such as the social sciences, humanities, and education, students are routinely asked 
to draw upon multiple perspectives. Yet, institutional assessment mechanisms rarely isolate or reward 
the metacognitive labour involved in that integration, thereby obscuring the very cognitive processes they 
aim to assess (Brooks et al., 2019). 

Assessment Practices in Higher Education: Cognitive Alignment 
Assessment remains one of the most influential levers for shaping student learning behaviour in 

higher education. The principle of constructive alignment advocates for coherence between intended 
learning outcomes, instructional strategies, and assessment tasks (Ali, 2018; Jaiswal, 2019). Despite the 
theoretical popularity of this framework, many assessment practices continue to privilege procedural 
knowledge and recall-based competencies over deep conceptual integration (Monoto, 2024). When 
assessment tasks are not explicitly designed to capture higher-order thinking—such as analytical 
convergence—they inadvertently promote surface learning (Liu & Yu, 2019). This misalignment is 
exacerbated by overreliance on standardised formats (e.g., multiple-choice exams, timed essays) that are 
ill-suited to capturing integrative cognitive performance. Even where written assessments are used, 
rubrics may focus on form and coherence rather than epistemic reconciliation or theoretical synthesis 
(Hutson, 2025). Emerging approaches to assessment argue for the incorporation of cognitive complexity 
as a core evaluative criterion. These include the use of dialogic feedback, scaffolded formative tasks, and 
portfolio-based assessment models that reflect the iterative nature of integrative reasoning. However, 
institutional uptake of such models remains limited by concerns about scalability, reliability, and academic 
workload (Askari, 2025). As a result, the systematic alignment of assessments to promote and measure 
analytical convergence remains an unrealised ideal. 

Gaps in Existing Research and Theoretical Perspectives 
While scholarship on critical thinking, metacognition, and assessment design has proliferated over 

recent decades, notable gaps persist in the literature—particularly regarding the operationalisation of 
analytical convergence in higher education assessment. Most existing studies treat convergence as a 
diffuse learning outcome rather than a discrete, measurable cognitive process (Halloun, 2020; Hall et al., 
2021; Mygal et al., 2022). This has led to a lack of conceptual clarity and methodological inconsistency in 
both the design and evaluation of assessment instruments. Furthermore, research in this area has been 
unevenly distributed across disciplines. Studies in education, psychology, and the humanities often 
foreground integrative reasoning but lack empirical precision in linking student performance with specific 
cognitive strategies. Conversely, research in the sciences and professional fields tends to focus on skills 
transfer and problem-solving, often neglecting the reflective and epistemic dimensions of convergence 
(Giamellaro et al., 2025). This disciplinary fragmentation has hindered the development of generalisable 
models for promoting and assessing convergence across the curriculum. Institutional constraints also 
remain underexamined. The role of policy pressures, standardisation mandates, and digital assessment 
platforms in shaping what counts as valid evidence of learning is seldom explored. These structural 
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dynamics mediate both the visibility and valuation of integrative thinking in assessment practices. As 
Tülübaş and Göktürk (2020) note, performativity cultures in higher education may unintentionally 
marginalise complex cognitive work in favour of efficiency and accountability.  

In summary, there is an urgent need for research that bridges cognitive theory and assessment 
practice in higher education. Specifically, future studies must clarify how analytical convergence can be 
reliably elicited, scaffolded, and evaluated within diverse disciplinary contexts. Without such efforts, the 
promise of fostering deep learning and intellectual integration through assessment will remain largely 
rhetorical. This paper addresses these gaps by proposing a stance on how analytical convergence can be 
more intentionally integrated into higher education assessment. It synthesises cognitive theory, 
instructional design, and evaluative practice to argue for a paradigmatic shift toward convergence as both 
a learning objective and an assessment criterion. 

 

METHOD  

This study adopted a conceptual qualitative research design grounded in interpretivism and 
constructivist epistemology. Rather than testing hypotheses through empirical data collection, it explored 
the role of analytical convergence through critical synthesis of existing theoretical and pedagogical 
literature. The design was suited to examining complex, non-quantifiable cognitive phenomena such as 
integrative reasoning, as it privileges meaning-making, interpretation, and theoretical mapping over 
statistical generalisation. The study positions analytical convergence as a conceptual construct at the 
intersection of educational theory, cognitive psychology, and assessment design, aiming to develop a 
coherent framework that captures how students synthesise diverse ideas within academic tasks. 
Although no primary data were gathered from human participants, the study engaged in systematic 
qualitative synthesis of three types of secondary sources: Scholarly literature — peer-reviewed works that 
discuss cognitive integration, metacognition, and assessment theory. Institutional rubrics — publicly 
available assessment instruments illustrating how higher education institutions evaluate analytical 
reasoning. Illustrative student outputs — examples of essays, capstone projects, and reflective journals 
sourced from institutional repositories and published case studies. The selection of materials was guided 
by explicit criteria: (a) the source must discuss or demonstrate cognitive processing or integrative 
reasoning; (b) it must originate from a reputable academic or institutional context; and (c) it must link 
cognitive or metacognitive processes with assessment practices.  

 

             
 

                  

Figure 1. Flowchart Outlining The Analytic Process from Source Identification to Conceptual Synthesis 

Approximately 30 sources were reviewed, spanning educational psychology, curriculum theory, 
pedagogy, and higher education policy. Foundational theorists, including Bloom, Biggs and Tang, 
Vygotsky, and Bransford et al., informed the conceptual scaffolding. Data were analysed using a thematic 
conceptual mapping approach. This involved iterative reading and synthesis to identify recurring cognitive 
themes, theoretical patterns, and pedagogical frameworks related to analytical convergence. Specific 
attention was paid to: Cognitive verbs in assessment rubrics (e.g., synthesise, evaluate, integrate, justify). 
Demonstrations of convergence in student work, such as reconciling conflicting theories or synthesising 
diverse evidence. Instructional strategies that elicit convergent thinking, including guided inquiry, Socratic 
questioning, and reflective scaffolding. The analysis was interpretive and narrative, not statistical, 
emphasising conceptual depth and contextual meaning. The result was a visual and thematic map 
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connecting instructional design, student cognition, and assessment frameworks. To enhance credibility, 
the study employed data and theoretical triangulation, drawing from multiple frameworks (constructivism, 
metacognition, and cognitive load theory) and diverse data sources (literature, rubrics, and student 
examples). This cross-validation strengthened interpretive consistency and theoretical robustness. 
Finally, limitations were acknowledged: the study’s insights are conceptual rather than generalisable, 
relying on interpretive synthesis rather than empirical observation. Nevertheless, this design provides a 
strong foundation for future empirical testing and framework development. The flowchart outlining the 
analytic process from source identification to conceptual synthesis can be seen more clearly in Figure 1. 

 

RESULT AND DISCUSSION  

This section synthesises the analytical findings derived from the review of literature, evaluation of 
assessment instruments, and cognitive pattern identification in student work, all situated within the 
framework of higher education assessment. Anchored in the construct of analytical convergence, these 
results articulate how students interact with multiple perspectives, the role of academic task design, and 
the implications for pedagogy and assessment. The following subsections reflect the multi-dimensional 
nature of cognitive integration and how it can be fostered and evaluated more rigorously. 

How Students Identify and Synthesise Patterns of Analytical Convergence in Student Work 
Addressing the research question, this subsection explored how analytical convergence is 

evidenced in student work—specifically, how students identify, reconcile, and synthesise diverse 
theoretical and empirical perspectives in response to assessment demands. Students often engage in 
convergence implicitly—through their attempts to reconcile competing theories, apply abstract concepts 
to real-world cases, or evaluate multiple forms of evidence. However, this process is frequently 
unrecognised within existing assessment practices due to the absence of clear cognitive markers or 
assessment criteria for integrative reasoning (Care et al., 2018). The results showed that high-performing 
students demonstrate convergence by constructing meta-narratives or frameworks that allow them to 
reframe a problem rather than simply compare perspectives. For instance, in education and policy 
coursework, students who were able to synthesise constructivist and behaviourist paradigms to propose 
adaptive teaching models exhibited a higher degree of convergence than those who juxtaposed theories 
without integration. This pattern affirms that students are capable of analytical convergence when 
assessment tasks allow space for complexity, ambiguity, and intellectual risk. However, convergence was 
often overlooked or inadequately acknowledged by frameworks emphasising structure or accuracy 
instead of the profundity of epistemic synthesis (Stevens, 2023). 

Analytical convergence, in the context of higher education, emerges when students move beyond 
isolated arguments to integrate divergent viewpoints into coherent, critically informed syntheses. The 
analysis of student submissions across disciplines revealed a pattern of latent convergence, particularly 
in reflective essays and interdisciplinary coursework. Students demonstrated a capacity to juxtapose and 
reframe theoretical constructs from varied domains. For example, students in education studies 
integrated socio-cultural learning theories with instructional design frameworks to propose pedagogical 
solutions that transcended the binaries of behaviourism versus constructivism. However, this integrative 
behaviour was inconsistently recognised within the dominant assessment regimes, which often prioritise 
structural compliance, content coverage, or argument clarity over epistemic complexity (Gonsalves & Lin, 
2025). The misalignment between the intellectual labour embedded in convergence and its assessment 
representation illustrates a systemic gap in how student learning is conceptualised and evaluated. 

Cognitive Processes in Synthesising Multiple Viewpoints 
To deepen the response to the central inquiry, this subsection examined the underlying cognitive 

operations—such as abstraction, decentring, and reframing—that enable students to perform analytical 
convergence across domains. Through mapping student submissions and feedback patterns, a consistent 
set of cognitive behaviours was identified in convergent thinking: abstraction, decentring, evaluation, and 
reframing. Students engaged in abstraction by moving beyond content to recognise underlying principles. 
Decentring occurred when students acknowledged their positionality and engaged seriously with alternate 
perspectives. These strategies align with socio-cognitive developmental theories and support the view 
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that convergence is a developmental competency, not a binary skill (Hofer, 2023). However, these 
processes often conflict with the linear, single-answer expectations of traditional summative 
assessments. Students reported feeling penalised when their integrative thinking produced less 
conventional or more exploratory responses, suggesting a misalignment between pedagogical goals and 
evaluative tools. 

Convergent thinking is underpinned by specific cognitive operations that students engage in, often 
implicitly. These include abstraction, pattern recognition, reframing, and dialectical reasoning. Through 
iterative close reading of high-order student submissions, four recurrent processes were identified: (1) 
decentring from personal or disciplinary bias, (2) epistemological triangulation of sources, (3) inferential 
bridging across domains, and (4) reflective consolidation. These processes are consistent with 
metacognitive models that locate deep learning within recursive cycles of evaluation, integration, and 
transformation (Hulbig, 2021). Despite their presence, these processes are rarely foregrounded in rubric-
based evaluation, thereby limiting their reinforcement. The cognitive labour required for convergence is 
high, and without institutional recognition, students are less likely to adopt or sustain such strategies. 

Academic Tasks That Promote Convergent Thinking 
In relation to the research question, the analysis next considers the types of academic tasks that 

most effectively elicit convergent reasoning, thereby revealing how assessment design shapes students’ 
integrative capacities. Findings from task analysis and classroom observations point to several 
instructional strategies that foster analytical convergence. Chief among these are: Open-ended problem-
based assignments, especially in interdisciplinary modules. Comparative critique tasks where students 
are required to defend a synthesis rather than take a binary position. Reflective writing is integrated with 
case-based reasoning, which encourages linking theory with lived experience. In one course observed, a 
task that asked students to resolve a dilemma in educational leadership using both Freirean critical 
pedagogy and behavioural accountability frameworks yielded markedly higher instances of convergent 
reasoning than tasks requiring only descriptive summaries. These results underscore the need to design 
assessments that prioritise epistemic flexibility and knowledge transformation over replication. 

Not all academic tasks are equally conducive to analytical convergence. Task design plays a 
decisive role in enabling or obstructing the synthesis of diverse viewpoints. Assignments that required 
comparative critique, resolution of theoretical tension, or case-based application of multiple paradigms 
consistently elicited convergent responses. These included problem-based learning scenarios, open-
ended inquiry papers, and integrative portfolios. For instance, a policy analysis assignment in a graduate 
education course that mandated integration of economic, ethical, and sociological lenses yielded higher 
rates of synthesis than traditional argumentative essays. The convergence was especially evident when 
students were not only permitted but explicitly required to resolve apparent contradictions between 
theoretical models. Such design principles align with constructivist pedagogy, which foregrounds learner 
agency, complexity, and contextual understanding (Manyukhina & Wyse, 2019). 

Tensions Between Surface Learning and Deep Analysis 
Returning to the guiding question, this part investigates how structural and evaluative constraints 

in higher education impede the emergence of convergence, illuminating the contextual challenges that 
limit students’ ability to demonstrate integrative thinking. A recurring theme was the tension between 
students’ inclination toward deep, integrative work and their strategic adaptation to surface-level 
demands of assessment (Lock et al., 2018). Under time pressure and unclear evaluative signals, even 
capable students regressed to rehearsed templates and “safe” argumentation. This reflects a broader 
structural problem: when assessment rewards clarity over complexity, students learn to trade depth for 
compliance (Maki, 2023). Notably, in standardised exams or rubric-constrained essays, analytical 
convergence was rare. The fear of being misunderstood or penalised led students to fragment their 
responses, rather than articulate a coherent synthesis. This result suggests that current practices not only 
fail to recognise convergence, but may actively suppress it. 

Despite the demonstrated capacity for convergence, many students defaulted to surface learning 
strategies, particularly in high-stakes or time-constrained assessments. This behaviour reflects the 
strategic adaptation documented in the literature on assessment-driven learning (Zeng et al., 2018). The 
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dominance of summative assessment formats fosters a fragmented engagement with content, wherein 
students seek to reproduce expected arguments rather than construct novel integrations. Such tensions 
are exacerbated when institutional assessment cultures reward clarity, correctness, and formulaic writing 
over intellectual risk. The findings suggest that students often internalise the evaluative criteria and adjust 
their performance accordingly, even at the expense of deeper cognitive engagement. This underscores 
the need for a paradigm shift from performance-oriented assessment to learning-oriented feedback 
systems. 

Implications for Assessment: From Rubrics to Feedback 
In direct response to the research question, this subsection analyses how assessment rubrics and 

feedback mechanisms can either obscure or amplify evidence of convergence, thereby shaping how 
integrative reasoning is recognised and rewarded. The absence of specific criteria for convergence within 
rubrics limits both the assessment of deep thinking and students’ metacognitive awareness of their 
reasoning strategies. When convergence is not named or rewarded, it remains invisible—even to the 
students who are performing it. Rubrics must evolve from tools of classification to instruments of 
intellectual recognition. Assessment instruments remain a critical site for enacting or constraining 
cognitive complexity. Rubrics, in their current form, often fail to capture the nuanced processes involved 
in analytical convergence. The results point to a pressing need for rubric reform that includes criteria such 
as "epistemic integration," "resolution of conceptual tensions," and "synthesis of interdisciplinary 
perspectives." Moreover, the nature of feedback is pivotal. Narrative, dialogic feedback that explicitly 
references students' integrative reasoning has been shown to reinforce and extend convergent practices 
(Palmgren-Neuvonen et al., 2021). Without such feedback loops, convergence remains undervalued and 
underdeveloped. The study calls for the embedding of formative assessment practices that not only 
assess products but also surface and guide the cognitive processes leading to those products. This paper 
proposes the incorporation of indicators such as “reframes problem through synthesis,” “integrates 
conflicting evidence into novel resolution,” and “constructs epistemic bridges between divergent 
positions” as assessment criteria. Similarly, formative feedback should explicitly reference these higher-
order patterns, allowing students to track their development. 

Pedagogical Insights: Designing for Intellectual Integration 
Finally, linking back to the study’s core question, this section discusses pedagogical strategies that 

can actively cultivate analytical convergence, showing how intentional design and scaffolding transform 
theoretical insights into practical educational action. Convergent thinking does not emerge 
spontaneously; it must be scaffolded. Pedagogical interventions that promote intellectual integration 
include: Modelling integrative thought during lectures (e.g., live synthesis of contrasting theories). 
Designing iterative assessments where initial divergence is later integrated into a culminating task. 
Embedding metacognitive prompts in assignments, such as “What tensions did you resolve in your 
argument?” or “How did you reconcile competing claims?” These strategies align with constructivist 
principles and Vygotskyan notions of proximal development. Importantly, such scaffolding does not 
constrain intellectual freedom—it enables students to articulate complexity without fear of penalty. 
Instructors also require professional development to recognise and support convergence. Institutional 
constraints—such as large class sizes and rigid marking schemes—must be acknowledged, but they 
should not excuse the systemic under-theorisation of how students develop integrative intellectual 
capacities. 

To cultivate analytical convergence as a normative academic practice, pedagogical design must be 
intentional and scaffolded. The results advocate for three key interventions: 

1. Modelling integration: Instructors should exemplify synthesis in lectures and discussions by 
demonstrating how conflicting theories can be reconciled. 

2. Iterative assessment cycles: Course structures should allow for initial divergence and progressive 
convergence, with feedback guiding the trajectory. 

3. Metacognitive scaffolds: Assignment prompts should include reflective components that ask 
students to articulate their integrative reasoning, tensions encountered, and resolutions achieved. 
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These practices align with Vygotskian notions of the zone of proximal development, wherein 
cognitive growth is mediated through guided participation. When convergence is framed not as an 
outcome but as a process to be cultivated, students are more likely to take intellectual risks and engage 
in deeper learning. In summary, the findings articulate both the promise and the paradox of analytical 
convergence in higher education assessment: while students are capable of complex cognitive synthesis, 
current assessment practices often fail to recognise or reward it. Bridging this gap requires a systematic 
rethinking of task design, evaluative criteria, and pedagogical intent. 

Discussion of findings 
The following discussion synthesises these findings in relation to the central research question, 

demonstrating how each thematic dimension collectively advances an understanding of how analytical 
convergence can be identified and supported in higher education assessment. The findings through the 
conceptual lens of analytical convergence, engaging with theoretical models, empirical patterns, and 
pedagogical implications to contribute meaningfully to the discourse on higher education assessment. 
The findings affirmed the central thesis of this paper: analytical convergence is an under-recognized but 
crucial dimension of student learning, particularly in assessment contexts that demand synthesis across 
disciplinary and conceptual boundaries. High-performing students were found to engage in integrative 
reasoning by constructing meta-frameworks or reconciling theoretical tensions—yet such performances 
were often invisible or undervalued in standardised rubrics. This supports the argument that current 
assessment practices lag behind curricular intentions that ostensibly promote critical thinking and 
epistemic sophistication. The analysis shows that student capacity for convergence is not lacking; rather, 
it is structurally discouraged or misaligned with evaluative criteria. The results resonate strongly with 
metacognitive models of learning (Akamatsu et al., 2019; Ishak et al., 2025), which posit that monitoring 
and regulating one’s cognitive strategies enhances deep learning outcomes. Students who demonstrated 
convergence engaged in reflective consolidation, epistemic triangulation, and reframing—hallmarks of 
advanced metacognition. Similarly, the findings align with Biggs’ model of constructive alignment, but 
reveal a gap between its conceptual promise and its implementation in real-world assessments (Ali, 
2018). The absence of rubric indicators for synthesis contradicts the theory’s premise that assessment 
should be aligned with learning intentions. Furthermore, the cognitive load incurred by reconciling multiple 
viewpoints reinforces the need for scaffolded instruction, as suggested by Vygotsky’s and Bruner’s 
developmental theories. 

The implications for assessment design are significant. Current rubrics tend to reward clarity, 
structure, and correctness, while neglecting epistemic integration, especially in disciplines where the 
negotiation of theoretical complexity is central (e.g., education, philosophy, policy analysis). The findings 
suggest a redefinition of valid evidence in student work: not only argument form and content accuracy, 
but also the ability to synthesise conflicting ideas into coherent frameworks. This requires a paradigm 
shift in assessment—toward rubrics that capture “epistemic bridges,” conceptual resolution, and 
integrative reasoning. Feedback must evolve from error correction to dialogic engagement with the 
student’s cognitive process, particularly in formative contexts. Convergent cognition in student work 
emerged through identifiable cognitive processes: abstraction, decentring, evaluation, and reframing. 
These align with socio-cognitive developmental models, suggesting that analytical convergence is not a 
static skill, but rather a developmental trajectory (Kärtner & Köster, 2024). However, these processes are 
often suppressed by pedagogical environments that reward formulaic writing over epistemic risk-taking. 
The study finds that task types that promote open-ended inquiry, problem-based learning, or theoretical 
reconciliation are most conducive to convergence. Importantly, the emergence of convergence was 
amplified when students received scaffolding—such as metacognitive prompts and iterative feedback—
thereby reinforcing the argument that convergence must be taught, not assumed. 

The study reveals multiple directions for future inquiry. First, there is a need for empirical validation 
of rubric criteria that capture convergence, including the design and testing of “integrative reasoning 
indicators”. Second, future research should explore disciplinary differences in how convergence 
manifests—particularly in STEM versus humanities contexts. Third, longitudinal studies could track how 
scaffolded pedagogies influence the development of convergent thinking over time. Lastly, the role of 
digital assessment environments in enabling or constraining cognitive synthesis remains under-
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researched. These directions position the current paper as a conceptual foundation upon which empirical 
and instructional innovations can build. Theoretically, this paper advances the conceptual clarity of 
analytical convergence as a distinct cognitive construct, bridging gaps between metacognition, 
assessment theory, and instructional design. It challenges the under-theorization of integrative reasoning 
in higher education and proposes a redefinition of what constitutes evidence of learning. 
Methodologically, it introduces thematic conceptual mapping as a lens to identify convergence patterns 
in student work. Practically, it provides actionable insights for rubric reform, task design, and faculty 
development, offering a pathway toward more equitable and epistemically prosperous assessment 
practices. Ultimately, the paper contributes to a paradigmatic shift in higher education assessment—one 
that recognises and rewards the complexity of student thinking. 

 

CONCLUSION  

This paper has argued that analytical convergence constitutes a critical but under-theorised 
cognitive competency in higher education—central to student learning yet marginalised in current 
assessment practices. Through a conceptual synthesis of cognitive psychology, educational theory, and 
assessment literature, the study has mapped the key cognitive strategies—such as abstraction, epistemic 
reconciliation, and reframing—that underpin students' capacity to integrate divergent ideas into coherent, 
critically informed syntheses. The analysis reveals a systemic misalignment between the epistemic 
demands of higher education and the design of its assessment instruments. While students are 
increasingly required to demonstrate complex integrative thinking, rubrics and feedback systems remain 
anchored in linearity, clarity, and surface-level indicators of performance. This not only limits the visibility 
of convergence in academic evaluation but also constrains students’ willingness to engage in deep, 
reflective learning. Conversely, the study highlights how pedagogical strategies—such as open-ended 
inquiry, scaffolded reflection, and comparative critique—can actively support the emergence of 
convergence.  

Theoretically, this paper contributes to the advancement of constructivist and metacognitive 
frameworks by identifying convergence as a developmental process rather than a static trait. It extends 
Biggs’ model of constructive alignment, Vygotsky’s zone of proximal development, and Flavell’s 
metacognition theory by positioning convergence at the intersection of cognitive load, epistemic 
uncertainty, and formative assessment. In doing so, it addresses conceptual gaps in how integrative 
reasoning is operationalised, scaffolded, and recognised across disciplinary contexts. Practically, the 
findings offer implications for educators, curriculum designers, and assessment developers. They point 
to the need for rubric reform, task re-design, and faculty development initiatives that foreground 
integrative reasoning as a visible and rewarded outcome. Specific pedagogical actions—such as 
embedding metacognitive prompts, modelling synthesis in instruction, and using dialogic feedback—can 
help cultivate the intellectual dispositions that convergence demands. Policymakers and institutional 
leaders are also urged to reconsider the standardisation paradigms that inadvertently suppress cognitive 
complexity in the name of assessment reliability. In conclusion, this paper calls for a paradigmatic shift 
in how student thinking is assessed—one that moves beyond structural conformity to recognise the 
epistemic labour of integration. As higher education aspires to cultivate critical, reflexive, and 
autonomous graduates, it must also redesign its assessment cultures to reward the complexity of thought 
that such aspirations entail. Future research should pursue empirical validation of convergence-focused 
rubrics, conduct discipline-specific classroom studies to explore how convergence develops over time, 
and examine the impact of digital assessment platforms on students’ willingness to take epistemic risks. 
There is also scope for developing cross-disciplinary models of integrative cognition that reflect the hybrid 
intellectual demands of contemporary higher education. 

While this research provides a theoretically rich and integrative account of analytical convergence, 
it is limited by its conceptual and interpretive nature. The analysis relies on secondary sources, scholarly 
literature, institutional rubrics, and publicly available student examples rather than primary empirical data. 
Consequently, the findings illustrate patterns and theoretical relationships rather than generalisable 
outcomes. Additionally, disciplinary variations in assessment cultures may influence how analytical 



  
 

PAEDAGOGIA, 28(3) (2025), 358-370   Adeoye, M. A., et al. The Role of Analytical Convergence …| 368  

convergence manifests, suggesting that further empirical research is needed to validate and 
operationalise the proposed conceptual model across diverse educational contexts. These limitations, 
however, also highlight opportunities for future inquiry into the empirical measurement and pedagogical 
implementation of convergence in higher education. 
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