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International Conference on eLearning Futures

Nau mai, Haere mai, Whakatau mai! Nga mihi mahana tenei.

Welcome to the Inaugural International Conference on elLearning Futures
(ICELF) hosted by Unitec Institute of Technology in Auckland, New Zealand.
Welcome one-and-all to beautiful Aotearoa — land of the long white cloud.

The ICELF conference focuses on elLearning strategies, policy, pedagogy,
research, technology and practice. At its core ICELF endeavors to promote
interdisciplinary collaboration and the conference will embody leading edge,
rigorous academic thinking. The programme provides ample opportunity for
stimulating debate, combined with panel sessions led by hand-picked expert
panelists reflecting on the main conference strands.

During this conference you will undoubtedly encounter innovative and
provocative eLearning thinkers as keynote speakers. | take pride in introducing
our 3 key note speakers: Steve Wheeler, Agnes Kukulska-Hulme and Judy
Kay. Steve will focus on the future of education and learning with specific
attention paid to how social media, mobile technologies and pervasive
computing are being used (or might be used) to enhance and extend learning
for all. Agnes will bring challenges regarding the idea of a learner-driven
curriculum, learner uses of mobile technologies, and what'’s different if learners
are allowed to decide what they would really like to learn. Judy will present on
some of the cutting edgework being done in her lab, linking that work to the
vision that drives the Computer Human Adapted Interaction Research Group.

My sincere thanks to gracious Dr Linda Keesing-Styles and the ICELF
Organising Committee for the sterling work done in the planning and
co-ordinating of the ICELF conference.

On behalf of Unitec’s Chief Executive, Dr Rick Ede, | want to welcome you to
our fantastic 55-hectare green campus at Mount Albert. | trust you will
experience the uniqueness and richness of our New Zealand culture in
picturesque Auckland, and the wonderful multi-cultural people of our vibrant
cosmopolitan city. We look forward to hosting you in our all embracing Kiwi
manner, and trust it will be an experience you will not forget!

Tena koutou! Tena koutou! Kia ora tatou katoa.
Leon Fourie
Executive Dean, Faculty of Creative Industries and Business
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SELF-DIRECTED LEARNING WITH MOBILE DEVICES: WHERE IS IT

TAKINGUS?

Agnes Kukulska-Hulme
Institute of Educational Technology, The Open University, UK

Professor of Learning Technology and Communication in the Institute of
Educational Technology at The Open University, UK, and President of
the International Association for Mobile Learning.

Agnes has been researching mobile learning since 2001. She is
co-editor of two books in this field - Mobile Learning: A Handbook for
Educators and Trainers (2005), and Researching Mobile Learning:
Frameworks, Tools and Research Designs (2009). Her recent work
includes editing special issues of ReCALL (2008) on mobile-assisted language learning, and
ALT-J (2009) and Open Learning (2010) on mobile and contextual learning. Agnes's original
discipline background is in foreign language teaching and learning and from this perspective

she has a long standing research interest in effective communication with technology and
human concerns in technology-mediated interactions. She has published a number of papers
on informal, learner-directed language learning.

Abstract

Educators aspire to instil a degree of self-direction in their students and are gratified to see
them act in self-directed ways. Self-direction is associated with highly valued traits such as
initiative curiosity, capability and self-knowledge, ever since Knowles (1950, 1975) began
expounding the notion of and ragogy and the idea of learner self-determination gradually
matured and garnered wider support (Hase & Kenyon, 2000, 2007). Or is self-direction simply
a desperate measure when the learning materials and instruction methods offered are not
what learners want? Digital learning and the proliferation of mobile technologies give learners
increased scope to determine their own goals and learning paths. In foreign language learning,
as in many other subjects, there are countless free digital resources as well as opportunities to
collaborate and learn informally with others. This talk explores the notion of a learner-driven
curriculum in language learning, derived from learner practices with mobile technologies and
the mobile behaviours and lifestyles that are such an important part of mobile learning. What is
different, or what needs to change, when learners are given new opportunities to decide what
they really need or how they want to learn? The talk draws on research studies and learner
experience, including projects at The Open University.



THE FUTURE OF SMARTER EDUCATION & ELEARNING

Dougal Watt
IBM New Zealand

Dougal Watt is the Chief Technologist for IBM New Zealand.
Dougal also leads both the Architecture Practice and Profession for
IBM Global Business Services New Zealand. IBM believes that
education will be the critical determinant of success for communities
in the 21st century.

Dougal has worked abroad in the UK and Europe in a broad range of
positions, including working as a CTO, Lead Architect and Business
and IT Consulting expert for clients in the telecommunications, manufacturing, government,
financial services, publishing and IT consulting industries.

Dougal has extensive international experience in business and IT consulting, project,
programme and senior management, has exceptional enterprise architecture skills, and is a
published author with considerable public speaking experience.

Abstract

We believe that education will be the critical determinant of success for communities in the
21%century. Looking into the next decade, the education industry will continue to face evolving
challenges. Changes in technology, commerce, politics and demographics will require
educational systems to adapt.

Signposts for the future are already visible - signalling significant changes to all segments of
education. These five signposts — technology immersion, personalised learning paths,
knowledge skills, global integration, and economic alignment — are rapidly converging to
produce a new and transformative paradigm that we call the “educational continuum”.

This continuum will further dissolve the traditional boundaries between academic segments
education providers, and economic development initiatives to create a single view of learning
skills development, and workforce training. The educational continuum creates a smarter way
of achieving national objectives.

To anticipate and embrace these challenges, educational leaders can take action now
tounderst and shifting dynamics and to transform their organisations to deliver better student
performance, greater workforce flexibility, and enhanced value to society.



LIFE-LONG AND LIFE-WIDE LEARNING ACROSS PERSONAL

DIGITALECOSYSTEMS

Judy Kay
University of Sydney, Australia

Judy is Professor of Computer Science at the University of Sydney,
Australia, and a principal on the Computer Human Adaptive Interaction,
CHAI lab, which conducts both fundamental and applied research in
personalisation and pervasive computing. Her personalisation research
aims to exploit the huge amounts of data available about people, from
conventional and emerging systems, to create useful mirroring tools
and user models that can support lifelong learning as well as
personalisation of future pervasive computing environments.

She has published extensively in the areas of personalisation and teaching and learning. She
has been a keynote speaker at major conferences:

UM'94, Boston, USA; IJCAI'95, Montreal, Canada; ICCE'97, Kuching, Malaysia; ITS'2000,
Montreal, Canada; AH2006, Dublin, Ireland, ITS'2008, Montreal, Canada; ECTEL2010,
Barcelona, Spain. She is on the editorial boards of journal UMUAI, User Modeling and User
Adapted Interaction, ACM TIIS Transactions on Intelligent Information Systems, Associate
Editor of International Journal of Artificial Intelligence in Education and IEEE Transactions on
Learning Technologies. She is president of the International Artificial Intelligence in Education
Society.

Abstract

Learners create digital footprints across the many devices in their current digital ecosystems
including mobile, portable, embedded, appliance and conventional computers. At present, we
make almost no use of such personal learning data. This talk will present an overview of
several research projects which aim to create new technology to support learning by exploiting
these digital footprints in new ways. It will present new embedded interactive tabletops that
can be used with personal mobile and portable devices. The talk will show how these can
provide new ways for people to learn to learn more effectively through collaboration and,
importantly, to learn to collaborate more effectively. Key to this is the capture of personal
learning data, under the learner's control, so that it can be transformed into Open Learner
Models. These can support meta-cognitive processes such as reflection, goal setting and
planning, as well as helping learners develop the associated meta-cognitive skills. Learners
can choose to make these models of their learning, or parts of them, available to others, for
example, teachers, facilitators and peers. At a very different level, is an ambitious vision to
integrate systematic definition of multi-year curricula with learner management systems. This
builds from a curriculum planning, mapping and monitoring system. This aims to evaluate the
curriculum, both as designed and as delivered. The unifying theme is to create technology that
supports learning and exploits the learner's digital footprints.
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ELEARNING AND TEACHER EDUCATION: CROSSING DIGITAL DIVIDES

Noeline Wright
The University of Waikato

Abstract - Prensky’s (2006) notion of digital natives appears to have been appropriated to mean
that every young person is digitally able. However, this assumption masks the point that these
digital skills are often used for informal, and often uncritical purposes. This links to a widely held
view that being able to use digital tools equates with thoughtful, critical use of information found
online. In the ICT module taught to the initial teacher education (ITE) secondary graduate cohort
at the University of XXXX, superficial understanding is exposed during a workshop in which
students’ online information-gathering skills is tested using a “’truth’ and validity detection on
the web” (TVW) activity. The task identifies some worrying overall patterns regarding these adult
learners’ behaviours regarding Internet information. For example, out of a cohort of 100 in 2011,
approximately 20% went beyond the provided website pages themselves to investigate the
veracity of the site. This activity identified a key need to continually make critical thinking an
explicit part of learning regardless of the source of information, the cohort and the learning
context. Interrogating online sources does not appear to be a standard practice for most of a
cohort that spans new graduates in their 20s through to career-changers in their 40s or 50s. Thus,
the digital divide can be reinterpreted as those who use metacognitive skills effectively to make
sense of what they read online, compared with those who remain uncritical consumers. It can be
argued that proficient digital natives are those who can effectively critique online texts and create
new meanings from them, rather than using a range of digital tools uncritically. This paper argues
that while technological tools may transform how we connect socially and engage with and share
information, this cannot be at the expense of explicit explorations of the fundamental technology
of critical thinking.

Introduction

In a paper examining assumptions about digital skills of younger generations, it is sensible to
begin with scoping the term ‘Digital Natives'. | will start with noting what’s happened to the term
over time, since it serves to illustrate assumptions about how the digital skills of younger
learners are positioned. Prensky initially intended the term as a metaphor for “describing the
differences that many people observed, around the turn of the century, between the attitudes
of younger and older people regarding digital technology” (2011, p. 450 of 5917"). He points
out that being technologically able does not mean the same thing as capabilities or knowledge
in terms of critical thinking. Instead, he intended the term Digital Natives to refer more to
students’ “comfort” with such tools. This is, therefore, about propensity, behaviour and access.
So how do those who are considered to be digitally comfortable, apply critical thinking when
digital sources are the first (and often only) place to go for information?

We can begin by tracing what one of the expectations is of New Zealand’s formal education

1. NB: this page numbering links to an epub text. The page numbers change according to how | oriented the iPad

and how large the font was. It is therefore necessary to add the whole pagination.



provision. It is that critical thinking is taught to students in that sector so that they, in turn, can
use those skills to achieve merit and excellence in NCEA?, and use them beyond school in
further education, work and life as independent, thinking citizens. Standard Two, for example,
in the New Zealand Graduating Teaching Standards, includes the expectation that graduating
teachers “know how to develop metacognitive strategies of diverse learners”
(http://www.teacherscouncil.govt.nz/te/gts/). And under Criteria 8 of the Registered Teacher

Criteria, it states that fully registered teachers can “assist ékongas to think critically about
information and ideas and to reflect on their learning” (found at
http://www.teacherscouncil.govt.nz/rtc/rtc.stm). These two elements in particular require ITE

programmes to find ways to introduce ITE students to concepts and approaches that can
support the achievement of those standards via as many contexts and conditions as possible.
The Key Competencies in the New Zealand Curriculum, notably Using language symbols and
text, Relating to others, and Thinking skills(Ministry of Education, 2007) also strongly link to
this.

It is with this background in mind that a module in a paper for the secondary graduate initial
teacher education (ITE) programme at the University of XXX is designed. The ICT module is
compulsory for the entire cohort, so regardless of subject area and prior ICT knowledge and
competence, every ITE student in that programme must participate. The lecturer in charge has
therefore designed the module with the following specific goals in mind:
o Understanding pedagogical purposes for using ICT is paramount (leading to the
module being called PICT, to privilege the pedagogical orientation)
o Approaches that privilege critical thinking and co-constructed knowledge are modelled
and made explicit (Loughran, 2006)
o Having authentic contexts and tasks within which learners can develop digital
proficiency are a means by which ICT tools can be embedded into learning.

Because pedagogy is intended to be the driver of the module rather than the ICT, pedagogical
design and purpose is made as explicit as possible throughout the module. The ‘Truth’ and
Validity on the Web (TVW) workshop, as part of the first four-hour session, introduces the
graduate cohort to some of those abovementioned goals. Whitehead’s (2008) exploration of
linking how things were taught with how they were assessed, especially in relation to thinking
and literacy skills is also pertinent here. He argued that the “dynamic processes of teaching
and learning” (p.11) tend not to be linked to assessment in meaningful ways, and tend not to
be part of an holistic pedagogical design. The TVW workshop in the PICT module attempts to
link dynamic learning and teaching with self-assessment, while embedding the use of ICT
tools into authentic learning experiences. This design links to Mishra and Koehler’s (2006)
TPACK (ie the concept of technological pedagogical content knowledge where all three parts
are interconnected and integrated) framework, in which they argue that teachers’ ICT
professional development, when divorced from pedagogical and content knowledge, is empty.
In other words, if teachers learn about a specific ICT tool, they do not always learn of its

2. NCEA: the National Certificate in Educational Achievement. This is the national school qualification, achievable
at three levels.

3. Akonga is a Maori word for student
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educational affordances at the same time. This means they are less able to consider how,
when, or for what purposes a tool may be used in their subject contexts. The foundations of
the approach also link closely to Loughran’s (2006) articulation of pedagogical design in ITE
courses.

The process

For the past five years, the four-hour PICT session topics are repeated four times across two
Wednesdays to accommodate the entire cohort in one of the few teaching spaces that provide
individual computer access. One of these sessions is focused on thinking critically about web
sources. This has been continually refined over time, and now deliberately centres attention on
revealing the initial teacher education students’ existing habits, approaches and practices
related to extracting information from web sources, thus deliberately destabilising their
self-comfort and exposing to themselves their practices as users of Web-based information.
This session is designed to both identify gaps in their practices and build new knowledge to
apply to their teaching.

The session is designed to alert teacher education students to issues related to ‘truth’ (a
contested notion, which is why it is in single speech marks) and validity (in other words, their
practices in verifying the accuracy and reliability) as they relate to information available on the
Internet. The session is intended to achieve two things:
e Help the cohort fill any gaps in their own approaches to examining online resources
e Provide some ideas to adapt for their own pedagogical practices to students they
teach to be more informed users of online resources.

After a brief introduction and outline about issues teachers often articulate about students’ use
of online sources of information (such as, that students seem to just copy and paste from the
first source they find), the class was organised into six groups. The initial outline provides
context for the focus of the collaborative task, in which each group must review a specifically
assigned website. All groups answer the same four questions, albeit about different sites.
Within each group, each person is responsible for answers to one of the four questions. This is
achieved by contributing to a shared group GoogleDoc. Group members collaborated using
the chat function within the document and read what each other contributed while building a
whole set of answers. Simultaneously, they experience something of the collaborative
potential of GoogleDocs. Each group then used the collected answers to decide on a response
to a fifth question, designed to synthesise their thinking as a prelude to sharing with the wider
group. While the focus is on the content of the task, it is also intended to model the following:

o groupwork to build collective knowledge using technological tools

o using straightforward and efficient organisational strategies (ie organising groups and

task functions) to cover content

o tasks that require different levels of thinking

o co-construction

o self-evaluation.
The fifth question centred on the group’s ability to explain their thinking and processes they
used to examine the substance and veracity of their assigned website. During the whole class



feedback, the whole class viewed each site as individual groups briefly explained their
decisions about it. What the groups didn’t know in advance was that four of the sites are
spoofs, while two have overt political agendas: one is about holocaust denial, while another
announces itself to be about New Zealand men'’s rights.

The next section explores what happened and what trends emerged about levels of critical
thinking.

Emerging trends

Over three years, and three cohorts, common practices and patterns have emerged from this
task in which mainly digitally comfortable students have shown how they examine websites.
The most consistent factor across these cohorts is that these initial teacher education students
generally take these sites at face value. Feedback quite often focused on visual appeal or lack
of it, while some, even when they Googled information to check understanding, still failed to
treat sites with any suspicion, even when they couldn’t understand its purpose. In other words,
they often did not go beyond some basic searches to find out more.

The spoof site Save the Guinea Worm is a case in point. Even when the relevant group
discovered what a guinea worm is — often through the World Health Organisation site - they
seldom asked themselves questions like, ‘Why would there be a foundation to save a parasite
the World Health Organisation is trying to eradicate?’ They accept without question that the
site is genuine.

On the other hand, the site that the ITE students considered most obviously bogus is called
Help Save the Endangered Pacific Northwest Tree Octopus. However, they regularly based
this view on their belief that there was no such thing as a tree octopus, but failed to
demonstrate how they knew, why they didn’t believe the site’s content, or explain their
information literacy strategies/approaches in checking information. Instead, they iterated a
belief that because they didn’t think there was any such thing, then their point of view must be
true. They were thus unable to summon evidence to prove their position.

Another site, this time about Victorian Robots, was also taken at face value. Many have
admired it as a well organised if busy, site. Few have asked whether or not robots could have
existed in Victorian times, or if there was any other evidence to support or refute the site’s
claim. None have ever commented on the URL and why it is about bigredhair and not Victorian
robots.

The fourth spoof site is a fake cosmetic surgery site called the floral sculpture studio designed
by a conceptual artist rather than a cosmetic surgery company. While the initial URL appears
legitimate, navigating away from the page takes a reader to the URL that contains an artist’s
name: http://www.simonevanbakel.nl/floral/newcoll.htm. While this site is beguiling because it
of its clever layout, student teachers reacted more to the form of the site, rather than checking
any of its content, even when details on the site about procedures and staff are non-existent.
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The holocaust denial (http://www.biblebelievers.org.au/wasthere.htm) and NZ Men’s Rights

(NZMERA) (http://nzmera.orconhosting.net.nz/) sites are the two sites of most concern, given

the lack of critical examination by the ITE students over various cohorts. These sites are freely
available on the Web and present extreme views about their topics. The holocaust denial site
is coupled in Google with a line explaining that it is about providing “Facts that expose the
fraudulent extortion racket known as the holocaust of Jews”. The site itself is mostly text with a
few hotlinks. Dr E. R. Fields, the author, is revealed (after wider checking) as an active white
supremacist (http://bit.ly/hBO7gV). While students commenting on this site felt its language
was extreme, none went beyond it to find out about more the author. Again, they stayed with
their own opinions rather than venturing anywhere to search for evidence. Over three years,
five students (out of approximately 280 over that period) have ever commented on the
holocaust URL itself and what ‘biblebelievers’ might suggest to them. However, none actually
explored the term to find out.

The NZMERA site lists about five other mirror sites on the home page of the Black Ribbon
Campaign. Comments about the author’s (Peter Zohrab) views can be found in Victoria
University’s student publication Salient (2006)(http://www.salient.org.nz/features/a-mans-world)

and elsewhere (Farrar, October 26, 2009). For the entire time Zohrab’s site has been used
for this TVW task, only two students have used a search engine to find out more about him,
even though most students expressed disquiet about the tone and substance of the content on
the site. Again, the lack of curiosity and acceptance of sites is disturbing, given that these
ITE students will soon be teaching in our secondary schools.

Discussion

While the topic of this particular paper has been part of an ITE programme for a number of
years, it has not been formally reported before. This paper is a set of observations collected
over time about students’ practices and behaviours in this session and thus is not grounded in
a specific research methodology, but is an accumulation of reflection in/and on action (Craig,
2010). Because it is not the result of a deliberate research process, it is important to be clear
about this limitation. However, the ITE students’ practices over time have built a consistent
pattern of prior learning behaviour that mirrors what Clark (2011) observed when summarising
the findings of a longitudinal study into US tertiary students’ skills at critical thinking. Clark
observed that these students “were woeful at critical thinking, complex reasoning and written
communication” (para 1). In terms of Clark’s critical thinking claim, there is resonance between
this more rigorous report, and what is elaborated in this paper. Next, | explain what | consider
to be an omission in ITE students’ prior learning development, and, potentially, the ITE process
itself.

In order for anyone to develop critical thinking, they need to know the how of it. This is not an
innate or osmotic process. Instead, it is a process that needs to be deliberate, consistent, and
experienced across a wide range of contexts and for a wide range of purposes, over time. The
ITE cohorts entering the one-year postgraduate course generally consist of people who have
gained an initial degree, and/or who are career changers. An assumption that goes with such a
cohort of adults, is that (a) they are already able to think critically, and (b) they apply those
skills to their study. The TVW task unmasks that as erroneous.
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Perhaps this means we may need to overhaul our assumptions about ITE students’ prior skills,
and deliberately teach, across the curriculum, critical thinking processes. Through
experiencing specifically designed and contextual opportunities to put critical thinking
approaches into practice, ITE students may better learn to be more vigilant about checking any
sort of information, particularly web sources. This might also make them better prepared to
teach their own students how to think — with and without digital tools and sources. Also, by
making explicit the pedagogical design of any critical thinking session, the practice links
directly to Loughran’s (2006) theory of a pedagogy for teacher education. This theory expects
that the implicit becomes explicit, and is a way of developing reflection on action and critical
thinking about process. It is also intended to model for ITE students, ways of approaching
tasks to include critical thinking elements so they can adapt them for their own pedagogical
practices and classrooms.

One of the difficulties within ITE is integrating curriculum courses with ways of modelling the
New Zealand Curriculum’s Key Competencies while embedding ICT use. This embedding and
integration would link to Mishra and Koehler's (2006) TPACK framework of developing
technological competence in teachers alongside, and embedded in, pedagogical and content
development. Without the space to experiment with tools themselves, curriculum lecturers in
ITE programmes often struggle to model these practices alongside critical thinking activities.
Designing learning with technological tools is not straightforward, because it can also lead to
disruptions to preferred to pedagogies (Wright, 2010), and be constantly evolving as the
technologies evolve and update. Moreover, adding ICT tools to the existing content mix is also
challenging. Making wholesale changes to one’s practices is a tall order, even for
teacher-educators, yet finding ways to integrate ICT and the Key Competency of Thinking
Skills into programmes offered to ITE students is, of itself, critical. Halpern (1998) for example,
had this to say about the value of critical thinking:

The goal of helping students improve their critical-thinking abilities
represents a major change in the way the teaching and learning process
is viewed. The term critical thinking refers to the use of those cognitive
skills or strategies that increase the probability of a desirable
outcome--in the long run, critical thinkers will have more desirable
outcomes than "noncritical" thinkers (where "desirable" is defined by the
individual, such as making good career choices or wise financial
investments) (p, 450).

While Halpern wrote this late last century with the US context in mind, his point is still relevant
now. Given what Clark (2011) reported about tertiary students’ critical thinking in the US, little
has changed since Halpern expressed the above view.

Perhaps in the New Zealand context, the national focus on teaching effective literacy
strategies in secondary classrooms to develop students’ abilities with inference is our way of at
least partially addressing the need for deeper thinking. Perhaps too, a focus on critical thinking
through combining learning contexts with technological tool use, may enhance teachers’



understanding and practices about what it takes to get students to reach excellence in NCEA,
where demonstrations of critical thinking and inference are expected. Clark (2011) also argues
that it isn’t enough to have the ability to think critically: it must be used meaningfully and
regularly if it is to have learning value. It is, he says, “important to separate the disposition or
willingness to think critically from the ability to think critically” (p. 452, my emphasis). Teachers
therefore need to design opportunities for students to both develop and use their critical
thinking skills to solve problems, make decisions and answer meaningful questions. When
educators teach for thinking, it is a many-pronged goal:

o To understand new information and its provenance

o To use the approach/skill successfully to make meaning out of unfamiliar texts/problems

o To recognise when that skill might be next used

o To challenge existing assumptions.

Conclusion

This paper has attempted to demonstrate that designing an opportunity for ITE students to
experience using ICT tools while examining content in websites, can illuminate gaps in critical
thinking practices. It can also model pedagogical purposes and approaches these ITE
students might wish to adapt when teaching their own students how to be more actively critical
about sources of information. As well, the paper has attempted to illustrate how ICT tools can
be integrated into a group task that exposes non-critical practices that appear to be constant
across cohorts over time, and demonstrates that for learning to proceed, sometimes learners
need to be made aware of the shortcomings of their own practices. Furthermore, the paper
also argues that by exposing these gaps in critical thinking practices related to expectations of
digital literacy in ITE students, there is a chance that the cycle of “woeful” (Clark, 2011) critical
thinking practices may be broken, and that so-called ‘digital natives’ are not just comfortable
with digital tools, but regularly use them critically.
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DESIGN FOR VIRTUAL PROFESSIONAL LEARNING AND DEVELOPMENT:

INFINITY AND BEYOND

Hazel Owen
Ethos Consultancy NZ

Introduction

Few would deny the fundamental importance of ongoing Professional Learning and
Development (PLD) for educators, but the question that continues to be debated is the form
that PLD might take. It appears that the design of PLD often fails to recognise the potential
offered by emerging elLearning pedagogies, in particular those that are underpinned by
'situated learning' where the process of human development, cognition and context are not
considered separate factors.

This paper provides a theoretical grounding to and description of the Virtual Professional
Learning and Development (VPLD) pilot, and 2) briefly synthesises main findings from the
in-depth evaluation conducted.

Literature review

Three theoretical perspectives have been influential in the design of learning experiences,
including for PLD: the behaviourist, the cognitive and the sitatuative (Mayes & de Freitas,
2004).

Design from a behaviourist perspective focuses on task-analysis and on writing a set of

learning competencies that learners meet by completing structured activities and receiving
feedback. Assessment concentrates on the overt demonstration of knowledge or skill
components.

Design from a cognitive perspective stresses individual conceptual development within a

discipline domain, with learning outcomes couched in meta-cognitive requirements such as
self-directed learning. Interactive activities are important for a learner’s construction of their
own knowledge through experimentation and reflection, and assessment emphasises broad
understanding of concepts, often assessed over time.

Design from the situative perspective includes sociocultural theory, which has its foundations
in the work of Vygotsky (1986). Underpinning this theory of human development is the
hypothesis that higher order functions develop through the social interaction of an individual

with the external social world (Tharp & Gallimore, 1988), which includes people, objects, and
events in various physical settings (Kublin, Wetherby, Crais, & Prizant, 1989). Design informed
by sociocultural theory centers around collaborative learning communities that undertake
scaffolded activities, and formulate and solve real-world problems. As such, assessment
includes elements of participation, peer assessment and authentic practices (Mayes & de
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Freitas, 2004).

One of the potential advantages of situative learning design is the overt recognition that
participants require ownership and control over how, where, when and with whom they
communicate. Such design may also enable learners to “to test ideas by performing
experiments, to ask questions, collaborate with other people, seek out new knowledge, and
plan new actions” (Sharples, 2000, p. 3). A range of other benefits arise from these
affordances. For example, there are increased opportunities to scaffold practitioners to
become more focussed critical thinkers who apply theories and concepts to their own practice
(Hauge, 2006), while also developing a record of learning over time (Smith & Tillema, 2003).
Sharing this learning record (especially reflections) with trusted mentors and peers can
increase insights (DiBiase, 2002), creativity, design, and planning skills (Brown, 2002). In
addition, where relevant, active involvement from the practitioner's wider community, including
employers and professional organisations, can be encouraged (Hallam et al., 2008). Staff may
also be encouraged to adopt new pedagogies, technologies, tools, and vocabulary by the
influence of 'champions', and the ‘viral’ effect of sharing effective practices (Moses, 1985).

PLD, with the features described above, can be augmented when translated into a (mainly)
online or 'virtual' format. ICT has the potential to enhance learning and teaching through an
“‘increasingly fluent use of media and communications methods and novel distributions of
collaborative activity and relationships” (Goodyear, 2005, p. 83), with learning enabled at any
time and in any place. With the formation of online Communities of Practice (CoPs) a strong
sense of community and group identity can be developed in spaces such as blogs and other
social networking sites, and can involve a high level of sharing and participation. As such, a
VPLD initiative underpinned by a situative perspective is likely to include:

. Dynamics that aid building rapport and trust;

. Choice around modes of working;

° Personalisable spaces;

° Opportunities to work collaboratively;

° Models, exemplars and scenarios that illustrate a wide range of approaches;

° Active learning through engagement with authentic tasks;

° Opportunities to be immersed / learning by doing;

. Flexibility to select interactions and resources that suit learning and cultural

preferences;
. Timely, relevant feedback; and
° Design that enables participants who have specific needs (for example, low vision)
(Adapted from JISC, 2009)

The shift to a VPLD model, however, is not a simple process and requires wider
understandings around expectations of what PLD should be and what it should provide (JISC,
2009), as well as discussions as to how education institutions are going to support and
recognise practitioners who wish to participate in VPLD. In addition, other factors that can
influence the uptake of such a model are:

. Participants' contexi(s), attitudes, and beliefs;
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Practitioners' capability and experience in virtual spaces;
Comfort with the programme design;

Time pressures;

Access to appropriate technology and connectivity; and
Opinions of peers.

Description and evaluation of the VPLD programme pilot

From 2009 to December 2010 the VPLD programme pilot was initiated and supported by the
Ministry of Education New Zealand, who also funded the project. The five principle objectives

were to:

Provide contextualised, personalised professional learning that could be accessed by
all educators regardless of location;

Foster online CoPs;

Develop an approach to PLD underpinned by mentoring;

Raise student achievement of learning outcomes, partly by ensuring a strong student
focus; and

Be sustainable (financially and environmentally) and scaleable.

This section describes the VPLD programme, and examines some of the main findings and the

lessons learned.

Data collection

To evaluate this project, it was necessary to generate a rich, examinable body of data that
would permit an in-depth investigation into the design and facilitation of the VPLD pilot,
including influential external factors. Five questions were developed to guide the data analysis
and interpretations:

How are participants' opinions of the value of the VPLD pilot affected by participation
in the VPLD CoP?

How does working with a mentor affect participants' opinions about their own efficacy
and teaching practice?

Which external factors have an effect on access to and satisfaction with the VPLD pilot
programme?

What are the observed effects on participants over the course of the VPLD
programme?

What are participants' opinions about the effects of shifts in their teaching practice on
their students' achievement and engagement?

Tools used to collect data included (but were not limited to) online surveys, blog postings,
discussion forum postings, chat history, recordings of the synchronous sessions in Adobe
Connect, and emails.

The quantitative data were exported into Excel, analysed and interpreted.
A qualitative approach was used to interpret the open-ended survey responses.
Recurring words were noted as possible emergent themes and used as codes.
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Comparative methods of analysis were used during coding (Charmaz, 2008).

Participants

The VPLD pilot programme was formed around the development of the capability of ten NZ
educators - nine secondary and primary school teachers and one tertiary teacher - from a
variety of locations ranging from Kaitaia to Canterbury, as well as from a range of disciplines.
The practitioners were from diverse backgrounds, ethnicities and cultures.

VPLD programme
The integral principles and aspects of the VPLD initiative are represented in Figure 1, and
some of these are unpacked briefly in the following section.

Figure 1. Integrated aspects of VPLD model (to view the full size mindmap, click here)
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Teachers’ Professional Learning: Contextualised, Personalised PLD

One of the key benefits of the VPLD model is that PLD is contextualised within a participant's
education institution. Learning outcomes are negotiated by the practitioners, and the goals and
skills that they identify are directly related to the students with whom they are working. They
are also scaffolded to access and share PLD focussed on the needs of their students and
school community. In turn, this helps align planning with government priorities and initiatives
such as National Certificate of Education Achievement (NCEA), Ka Hikitia: Maori Education
Strategy, Pasifika Education Plan, and other key initiatives.

As a result, the content, tools and meaning of the PLD are subsumed within the teacher's
function of being part of their own school's/institution's community, rather than being the
central focus as can happen with more traditional approaches to PLD via generic workshops.
Furthermore, by participating in PLD that is blended, the teachers themselves are being
immersed in a learning environment that models the principles, facilitation, design, and
evaluation that could potentially be applied to enhance their own students’ outcomes.

Social learning and mentoring

In line with the findings provided by the Te Kotahitanga project, teachers are provided with
opportunities to engage in dialogue with peers and/or one or more mentors. Each educator
meets with their mentor online using the Web conferencing tool, Adobe Connect, or Skype,
once a month for between forty-five to ninety minutes. These exchanges are complemented by
interactions within a social networking space (Ning), and through access to their own 'sandpit'
courses in the MoE learning management system, Moodle. During monthly meetings a variety
of subjects are discussed (including what they have been working on with their students,
student learning outcomes, and how students have been reacting). Participants also identify
areas of support they need. This provides an opportunity to encourage self-access to
resources such as online readings and exemplars of effective practice, or to provide 'just in
time' tailored resources via personalised 'how to' videos and critique.

The VPLD model seeks to foster the formation of an online CoP. After consideration of issues
around ease of use and non-hierarchical roles that would enable all group members to
contribute equally, a decision was made to establish an online space in Ning. The space was
initially populated with discussions, activities, resources and information that were targeted at
engaging new participants. At a face-to-face meeting in December 2009 participants were
supported through the sign up process, and were encouraged to create a profile, and explore
the spaces and tools. An extended discussion around the possible purposes and protocols of
the online space led to some key decisions; for example, one was to keep the community
closed except to individuals invited from the wider education community because participants
felt that they could be more honest and open in a 'safe' space with people that they knew.

An integrated model of virtual professional development that relies on learning and working
collaboratively is likely to require an initial meeting face-to-face; Milligan (1999) in fact
suggests that it is vital, although once a working relationship is established “face-to-face
contact need not occur frequently” (p.16). As part of the VPLD pilot there were two face-to-face
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meetings, one in December 2009, and the second in June 2010. Alongside the face-to-face
meetings a variety of other community building strategies were employed such as sending out
a monthly newsletter that highlighted discussions and contributions in the online Community
space, as well as showcasing the work of community members. There were also
all-community webconferencing sessions, either to mark, for example, the end of the year, or
with a specific topic or skills focus.

Findings
The findings from the in-depth evaluation of the VPLD programme show that VPLD
participants demonstrated:
 Moves toward becoming more reflective self-critical practitioners;
o Shifts in teaching approaches and beliefs about learning that influenced facilitation,
whereby sessions became more student-directed and led;
¢ Design of pedagogically sound blended programmes of learning;
e Evaluation / action research of student learning outcomes:
¢ Increasing engagement of students;
o Trialling of strategies, approaches, activities and tools recommended / modelled by
VPLD community members;
¢ Independent formation of CoPs and/or offer of mentoring and PLD to colleagues
(seven of the ten teachers); and
o Upskilling, and associated improvement in confidence.

The significant level of engagement and development demonstrated by nine of the ten
teachers suggests that the VPLD approach is flexible enough to suit the myriad needs of
educators as learners. However, something that took time to recognise was that, while some
participants immediately started to produce visible, measurable results, others required time to
process internally and to become a part of the community, thus creating the illusion that they
were less engaged. However, it was found that with consistent guidance and support, as well
as increasing confidence, levels of visible engagement gradually increased.

Participants were encouraged to collect evidence of the impact of shifts in practice as
perceived by the students, as well as feedback to use for further changes, and (although
problematic because the variety of influences within each learner’s environment) influence on
student achievement of learning outcomes. Anecdotal evidence indicated increased student
engagement and greater achievement of learning outcomes; one teacher commented:
"Personally, | only need to see the achievement, attitude and engagement of my students to
know that | am on the right track". Another reported after trialling a maths intervention which
included the used of concept videos and Facebook:

Comparing test scores, there was an average of 18% improvement on the December
test results, ranging from -3% (he missed a page!) through to 50% improvement. It
should be noted that it was a very small population - 17 students - that | had
December data to compare. Of note was that the three most improved students were
the three who were most enthusiastic and consistently involved with the combined
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Facebook-video-online homework model. Other students had scored highly in the
December test, but still improved their scores by 11%.

Being part of the VPLD community was ranked highly by participants although the benefits
identified varied, which became apparent in the responses to - “What has been the highlight,
for you of being part of the VPLD community?”. These included:

e Impact(s) on student learning;

e Opportunity to work with a mentor:

e Opportunities to network;

e Provision of platforms for sharing ideas, practice and experiences:

e ‘Cross fertilisation’;

e Access to online spaces / resources; and

e Recognition of work and achievement(s)

Prior to the VPLD initiative several teachers felt isolated, and were keenly aware of the
apparent lack of support and understanding around what they were attempting to achieve with
students. The following comment captures the powerful effects of working as part of a
community: "knowing that | am one of a team with a common sense of purpose serves to
reinforce the positive aspects of what | am doing. We are all pioneers, and it always pays to
know your neighbours. There is no cavalry out here". Isolation can be difficult to work with,
especially in rural schools with few teachers, so it was particularly important for participants to
have a sense of being part of a community of professional practitioners. Furthermore, because
the VPLD CoP formed over time it offered a 'sandpit' - a safe environment in which educators
could 'play' and find their voice, thereby trialling roles and approaches before trying them with
students and direct peers. A growing sense of security and trust also led another participant to
say that they felt a sense of “security because as | have gotten to know people in the group |
have become less inhibited in contributing ideas".

The extended duration of the VPLD appears to have had a deep, lasting effect on teaching
practice (Ham, 2009), as well as offering opportunities to forge lasting relationships. A clear
example of how well the VPLD pilot was received is: “Thanks for the opportunity. I've learned
much and been inspired over time, without pressure of instant results. That's what PD should
be about”. Another participant commented "l realized just how valuable and important being
involved in a group like this [is] and the contributions and assistance that can take place both
ways". Therefore, as is identified in some of the effective practiced literature (e.g. JISC, 2009),
participants were encouraged to adopt new pedagogies, technologies, tools, and vocabulary
partly from the ‘viral’ effect of sharing effective practices within an online CoP (Moses, 1985).

Part of the sustainability of the VPLD model is the fostering of mentoring roles. Participants
were therefore encouraged to start mentoring colleagues where the inclination and requisite
existed. It was interesting to see the variety of forms that consequent initiatives took; a shared
feature though was that they were built around communities - either within a physical context
or across locations — and around a specific discipline.
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Barriers

During the course of the pilot project it became obvious that among the VPLD teachers there
was not equality of access to the technology itself, or in the level of technical support. Previous
studies have shown that external factors have an extensive impact on access to and
satisfaction with learning experiences (e.g. Owen, 2010). While participants' ICT skills and
experience could be augmented, some negative factors were technical (bandwidth and
hardware / software) and could not be resolved by the mentor or VPLD community. There were
also issues around the blocking of essential sites in a school setting. For the bigger picture of
scaling the VPLD model to a nationwide initiative these factors have several implications. The
regular virtual meetings and sessions rely on video, audio, and screensharing. Once ultrafast
broadband has been rolled out in New Zealand, bandwidth should not be an issue. However,
suitable functioning hardware (microphones, headphones, and webcams, for example) also
need to be available. Therefore, there is an associated cost implication to the school (Shea,
Pickett, & Li, 2005), while there also needs to be an attitudinal shift in the more rigorous
blocking of sites in education workplaces.

Another barrier that was consistently identified was lack of time to participate (which is in
keeping with the findings of research conducted recently in New Zealand - for example, Ham,
2009). Therefore, it is strongly recommended that funded release time be provided for any
practitioner wishing to participate in PLD of this nature. A caveat might also be that, as one
participant mentioned, "it does depend on the teachers/participants enthusiasm to follow
through with what is being suggested".

Conclusion

Implications to date indicate that PLD design underpinned by the situative perspective has the
potential to alter educators' professional identity and practice (Hughes, 2008), and can raise
awareness for the need for, and planning of, associated upskilling (Hallam et al., 2008). Using
such a perspective can lead to the development of meaningful, sustainable PLD opportunities
that acknowledge 1) affective factors - community, belonging and relationships; 2) a
personalised, contextualised curriculum; and 3) an experience where ‘training’ in discrete
‘stand alone’ skills takes second place to a teacher's own learning journey. Participation in
such a programme, however, does not promise a 'quick fix' because the process or attitudinal
shift, and its translation into practice tends to be slow and gradual due to the human factors
involved.

It is essential that practitioners have input into initial planning and decision-making,
identification of their own and of student needs, design, choice of tools, resources, and the
piloting of innovations developed. Credible mentors and CoP members need to facilitate and
support the process, alongside timely PLD and technical support, just-in-time training, problem
solving, and all-important release time. 'Champions' are also vital to support the planting of
initial seeds of new thoughts and spreading ideas. These aspects are, however, only parts of a
much bigger picture. A range of other influences at institutional and/or governmental level,
including conflicting messages, can affect the results of any initiative.
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It has been shown that there are affordances built into the VPLD approach that encourage and
enable teachers to move at their own pace, in a supported, supportive environment, with
access to all that they need to scaffold their learning journey. Thus, if it is accepted that student
outcomes frequently mirror teacher performance (although this is a somewhat simplistic
relationship), it would therefore follow that if teachers can be mentored and guided in their own
continual professional development and thinking around learning and teaching philosophy(ies),
there is a strong potential that the overall learning experience for students can be enhanced.
However, it is still incumbent upon the wider education structures to act to minimise constraints
that discourage, prevent or enforce.

References

Brown, J. O. (2002). Know thyself: The impact of portfolio development on adult learning. Adult
Education Quarterly, 53(2), 228-245.

Charmaz, K. (2008). Grounded theory as an emergent method. In S. Hesse-Biber & P. Leavy
(Eds.), Handbook of Emergent Methods (pp. 155-170). New York: The Guilford Press.
DiBiase, D 2002, ‘Rationale for using ePortfolios’. Retrieved March 14 2009 from
http://portfolio.psu.edu/about.

Goodyear, P. (2005). Educational design and networked learning: Patterns, pattern languages
and design practice. Australasian Journal of Educational Technology, 21(1), 82-101.

Hallam, G., Harper, W., McCowan, C., Hauville, K., McAllister, L., & Creagh, T. 2008,
Australian ePortfolio Project - ePortfolio use by university students in Australia: Informing
excellence in policy and practice. Brisbane, Australia: QUT Deaprtment of Teaching and
Learning Support Services.

Ham, V. (2009).Outcomes for teachers and students in the ICT PD School Clusters
Programme 2005-2007 - A national overview. Wellington: Ministry of Education. Retrieved
from  http://www.educationcounts.govt.nz/ data/assets/pdf file/0011/48764/921 Outcomes

2005-07.pdf.

Hauge, T. E. (2006). Portfolios and ICT as means of professional learning in teacher
education.Studies in Educational Evaluation, 32(1), 23-36.

JISC (2009). Effective Practice in a Digital Age: A guide to technology enhanced learning and
teaching. Retrieved from http://www.jisc.ac.uk/practice.

Kublin, K. S., Wetherby, A. M., Crais, E. R., & Prizant, B. M. (1989). Prelinguistic dynamic
assessment: A transactional perspective. In A. M. Wetherby, S. F. Warren & J. Reichle (Eds.),
Transitions in prelinguistic communication (pp. 285-312). Baltimore: Paul H. Brookes.

Mayes, T., & de Freitas, S. (2004). JISC e-Learning Models Desk Study: Review of e-learning
theories, frameworks and models. Retrieved from

20


http://portfolio.psu.edu/about
http://www.educationcounts.govt.nz/__data/assets/pdf_file/0011/48764/921_Outcomes%202005-07.pdf
http://www.educationcounts.govt.nz/__data/assets/pdf_file/0011/48764/921_Outcomes%202005-07.pdf
http://www.jisc.ac.uk/practice

http://www.jisc.ac.uk/uploaded documents/Stage%202%20Learning%20Models%20(Version
%201).pdf.

Milligan, C. (1999). Delivering Staff and Professional Development Using Virtual Learning
Environments Edinburgh: Heriot-Watt University. Retrieved from
http://www.jisc.ac.uk/media/documents/programmes/jtap/jtap-044.pdf.

Moses, |. (1985). Academic development units and the improvement of teaching.Higher
Education, 14(75), 100.

Owen, H. (2010, October). The Trials and Triumphs of Adapting a Tertiary face-to-face Course
to Online Distance Mode.Practice and Evidence of Scholarship of Teaching and Learning in
Higher Education, 5(2), 137-155. Retrieved from http://www.pestlhe.org.uk/index.php/
pestlhe/article/view/93/206

Sharples, M., Taylor, J., & Vavoula, G. (2005).Towards a Theory of Learning for the Mobile Age
[Electronic Version].Retrieved April 15 2008 from http://www.mlearn.org.za/CD/papers/
Sharples-%20Theory%200f%20Mobile.pdf.

Shea, P, Pickett, A., & Li, C. (2005).Increasing access to Higher Education: A study of the
diffusion of online teaching among 913 college faculty. The International Review of Research in
Open and Distance Learning, 6(2), 1-8. Retrieved from
http://www.irrodl.org/index.php/irrodl/article/viewArticle/238/493

Smith, K., & Tillema, H. (2003).Clarifying different types of portfolio use.Assessment and
Evaluation in Higher Education, 28(6), 625-648.

Tharp, R. G., & Gallimore, R. (1988).Rousing Minds to Life: Teaching, Learning, and Schooling
in Social Context. Cambridge: Cambridge University Press.

Vygotsky, L. S. (1986). Thought and language (Rev ed.). Cambridge, MA: The MIT Press.

21


http://www.jisc.ac.uk/uploaded_documents/Stage%202%20Learning%20Models%20(Version%201).pdf
http://www.jisc.ac.uk/uploaded_documents/Stage%202%20Learning%20Models%20(Version%201).pdf
http://www.jisc.ac.uk/media/documents/programmes/jtap/jtap-044.pdf
http://www.pestlhe.org.uk/index.php/%20pestlhe/article/view/93/206
http://www.pestlhe.org.uk/index.php/%20pestlhe/article/view/93/206
http://www.mlearn.org.za/CD/papers/%20Sharples-%20Theory%20of%20Mobile.pdf
http://www.mlearn.org.za/CD/papers/%20Sharples-%20Theory%20of%20Mobile.pdf
http://www.irrodl.org/index.php/irrodl/article/viewArticle/238/493

KEEP THE LAUGHS COMING! IMPLEMENTING A NEW LMS

Penelope Neuendorf & Margaret O'Connell
Canberra Institute of Technology

Abstract - Implementing a new online learning environment (OLE) for a large Australian
vocational education and training (VET) institute is a major undertaking. Keeping teachers and
students engaged and enthusiastic is a challenge, not to mention the “buy-in” of support staff,
including ICT staff, librarians and educational developers. This paper looks at the laughs and the
tears of our unique eLearn rollout and our continuing philosophy of engagement, in particular
through the professional development of staff across all areas on the institute.

Overview

Implementing a new online learning environment (OLE) for a large Australian vocational
education and training (VET) institute is a major undertaking. Selecting the right system is
only a small part of the journey. Our decision to not only replace the OLE, but to replace it with
a new multifaceted and fully integrated learning environment, increased the complexity.
Keeping the teachers and students engaged and enthusiastic was a challenge (see for
example Slay, 1999; Ellis & Phelps, 2000; Jackson & D’Alessandro, 2004), not to mention the
range of support staff, including ICT staff, librarians and educational developers. This paper
looks at the laughs and the tears of our unique rollout and our continuing philosophy of
engagement.

The newly implemented learning environment consists of three different products seamlessly
integrated, to provide staff and student with an holistic online learning experience. The
environment is named eLearn in an effort to move away from brand names and consists of
Moodle (LMS), Wimba (virtual classroom and audio tools) and Equella (digital repository).
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Figure 1.System components of eLearn.

Change management strategies were devised and implemented to ensure not only a smooth
rollout but also an increased uptake and renewed enthusiasm for online learning (Martin,
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Quigley & Rogers, 2005). Our unique approach to the rollout included strategies to engage
and support the innovators,early adopters (Jacobsen, 2000: 452-3), early majority, late
adopters and laggards (Rogers, 1995) across all levels of the institute.

A key risk factor for the rollout of a new system such as this is often the lack of adequate
updates for teaching staff and students. In response to this, a communications strategy, staged
rollout, and a consultative and customised professional development program, which included
weekly online forums and mandatory training in the new system, were implemented.

The biggest challenge throughout the implementation was addressing and supporting cultural
change. The overlapping project phases served as a guiding factor in planning and
implementing both the communication and professional development approaches (see Figure
2). These initiatives are further discussed in the following sections together with the in-house
implementation, and governance and policy issues, and were paramount in managing cultural
change across the institute.

Phase 3 - Integration & Staged implementation

Oct 2009 - Oct 2010

Figure 2.0verlapping project phases of eLearn.

Communications strategy

The communications strategy was necessarily multi-pronged (see for example Martin, Quigley
& Rogers, 2005; Whelan & Bhartu, 2007). The “eLearn story” was told from many perspectives
in an effort to ensure all areas for the institute were aware and informed of the implementation
and the associated project phases in a timely way. Along with the abovementioned road show
presentations, regular all-staff email bulletins were sent, as were project updates to relevant
institute committees. In addition, project managers and team members attended a range of
staff and committee meetings, training sessions, other staff development programs (such as
staff induction workshops) and executive and management forums.

The “eLearn story” was itself staged in tandem with the implementation. The story began with
“eLearn is coming” and moved through to “eLearn is here”. Its success proves that the
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transformational power of storytelling. The storytelling process was a dynamic and entertaining
one that drove the swell of enthusiasm for the new OLE.

eLearn professional development program

With the previous OLE, teaching staff were frustrated with its lack of speed and limited
capabilities, with some teaching areas opting to not use it at all. Our aim was to address
change from a transformational, empowering, enabling and educational perspective; each
provides powerful tools to assist with the complexities inherent in many change situations
(Steel, 2005: 1). We were able to turn this “change challenge” into a series of successes
through our communication strategy.

The communication strategy involved a road show style presentation in parallel with the
planning and pilot phases of the implementation (Figure 2, Phases 1 and 2). This presentation
was delivered at key management meetings, centre meetings and staff meetings. The new
features of the system were highlighted and put into a learning context to demonstrate the
benefits for students and teachers. Similar presentations were delivered to upper management
and institute support areas to ensure complete buy-in at all levels. This was especially
important at executive level when competing priorities threatened the project’s resources and
timelines (Macchiusi and Trinidad, 2000).

A challenge for all institutes is promoting and managing the quality of online courses
(McNaught, 2001; George & Wood, 2003) At our institute, 7,000 subjects come into the system
every six months. Mandatory training prior to access gave us the opportunity to explain the
new OLE and give hints and tips without getting bogged down in educational theory. A learning
design template was designed with set columns and included suggested features that would
optimise the educational experience of the course. This gave early adopters and innovators a
starting point from which to work, rather than simply a ‘blank slate’. This served to
acknowledge teachers’ previous online work, ensuring their engagement with the system and
willingness to generate new and innovative online subjects.

Professional development not only increased staff competency and capability in eLearn but
also was a pivotal point for cultural change in online learning. We can indeed identify with the
broader contextual changes highlighted in Jackson and D’Alessandro (2004: 461-463), these
being increased time pressure on teaching staff, unpredictable availability of resources and
support, increased (yet arguably variable) teaching innovation, increased e-learning maturity,
student pressures, and increased expectations on support staff to mainstream innovations. In
response to these change factors it was important that the professional development strategy
be endorsed by the institute’s academic board as well as the committee responsible for the
institute’s overall ICT strategy, to ensure ongoing commitment to confront these changes
head-on. Staff professional development included all employees; teachers, administrative staff
and technical staff, including the CEO.

One strength of the professional development was the marketing and delivery of the training.
The training was always upbeat and engaging. Delivery was customised to each group upon
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request. Customisation most often involved focusing on those features of most benefit to the
learning cohort for which teachers were designing their online subject. To illustrate, one
example was the Certificate 3 in Aged Care. In this course, teachers got together to devise an
overall look and feel and educational philosophy across all subjects, which not only produced a
professional-looking course, but engaged all teachers in some online activity, including those
who had not previously taught online.

Training consisted of a series of three two-hour workshops, developed to introduce academic
and administration staff to design techniques and principles of delivery of educational material
using the elLearn environment. This is not a new strategy; Monash University used a similar
approach with the implementation of WebCT (Weaver, Button & Gilding, 2002: 1). However,
we made the training mandatory, which was endorsed by the institute’s academic board. Staff
members were unable to access the live system until they had attended the first orientation
session, which provided an overview of the system along with its key integration features. All
staff where given access to their own development course and were encouraged to work
through the guided activities in the workshops. This approach helped to also identify other
related professional development needs,

To compliment the face-to-face workshops, an online self-paced course was designed to
increase access for part-time, casual and ‘time poor’ staff members. For six months we
delivered face to face workshops up to four times a week, including sessions after business
hours. During this time we trained over 300 staff members, close to fifty percent of the staff
population.

The innovators and early adopters filled the majority of these sessions for the first two months.
Another round of road show presentations brought the early majority in. These presentations
aligned with the development of the live eLearn environment which incorporated pilot group
feedback and suggested changes and improvements to some system functionality, in
particular to the digital repository (see Figure 2, Phase 3). Emails to managers with
congratulations to those who had successfully completed the training then prompted the late
adopters to engage in the training sessions. It was the ceremonial closing down of the old
system and not having access to the new system that prompted the laggards to finally dip their
toes into the new system.

Now some six months into using eLearn we see the occasional laggard, but these are now few
and far between. New staff members are using the online self-paced orientation course to
acquire basic knowledge and gain access to the system. Currently we are developing the
online self-paced course into a publicly accessible course that will enable new staff members
to have access to the training before they are fully indoctrinated into other necessary human
resource systems.

As with Martin, Quigley & Rogers (2005: 135), the implementation was set up as a rolling
launch. The three-stage rollout was designed to help customize the environment to the

25



institute’s needs. Such customisation required feedback from teaching staff and learners in
authentic teaching and learning situations. The first stage was a pilot environment. Volunteers
were called for from different areas of the institute. The pilot group were given the freedom to
develop course material and layouts. To give structure to the pilot, scenarios were developed
to make sure they were using all the tools available, especially new features such as wiki and
audio tools. Feedback features were made available within the pilot environment to enable
ongoing discussion and commentary between the pilot group and the project implementation
team. One example of an outcome of the pilot was the inclusion and exclusion of system
features and how features would work best in an integrated way, for example, between the
digital repository and the LMS components.

The second stage was a development environment that formed part of the live environment,
for exclusive use by institute staff. Innovators and “power users” were invited to start
developing and delivering in the new environment first off. Around 20 teachers were involved
initially in the development environment. This development environment was also used for the
professional development workshop series.

Feedback on aspects of the pilot and development environments was considered when
moving to the third stage, a full production environment and a priority business system of the
institute. The existing learning environment was used in parallel with eLearn for a six-month
period (equivalent to one semester) to enable time for teaching staff to switch over to eLearn.

To ensure Centre (Faculty) buy-in, centre-specific transition plans were formed in consultation
with the centre management teams. Plans included centre based training sessions, which
ranged from one-off workshops to a six-week ‘developing digital literacy’ course. This
approach was very successful for the teaching centres who undertook this training. Factors
enabling success included level of readiness in the Centre to move to elLearn, having key
online mentors in the Centre to support other teachers, and existing knowledge and
experience with teaching online. Other teaching centres less successful did not have one or
more of these factors present.

In conjunction, additional funding was acquired for centre based professional development. To
distribute the funds, expressions of interest were sort for centre based projects. As with other
large scale professional development initiatives (McNaught, 2001), the aim of the projects was
to establish a high quality online course and online learning leaders within each of the centres.
The project teams were supported by educational and graphic designers. The projects were
showcased at an institute professional development day to demonstrate the capabilities of
eLearn and of the staff involved. These projects acted as intensive development opportunities
for teaching teams and proved highly successful. One example involves the three teaching
teams of the trades training centre of the institute. One team was funded to initially develop a
range of resources that could be used simultaneously online and in the workshop setting.
While showcasing their project to other teaching teams, they collectively devised a process of
sharing teaching resources, subject templates and online teaching tips, which saw two more
teaching teams use elLearn with the students (these being mainly apprentices). The overall
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result was a centre, one previously averse to online teaching and learning, became a leader in
online teaching and learning practice of the institute.

In-house implementation

The elLearn environment consists of three products but its uniqueness comes from it being an
integrated, in-house implementation. This means that the hardware for each of the systems is
hosted within the institute, as opposed to an external hosting service.

A major challenge facing the implementation was the time it took for the external vendors to
familiarise themselves with, and negotiate, the organisational context. It was important not only
for the system itself to be seamlessly integrated but that it also integrate with other
organisational systems, in particular, the student information management system. The
implementation timeline from procurement to a live production environment was a challenge,
as teaching staff in particular were motivated and excited about the prospect of a new system
but didn’t have immediate access. We were able to turn this challenge into a success by
extending the professional development opportunities for staff, which enabled them some level
of system access. We also involved the innovators into our decision-making around system
features and policy aspects in order to keep them motivated and on-side. Not only were these
individuals our innovative champions, they were also our loudest critics.

Key project requirements were used to measure the success factors of implementing eLearn.
The first requirement was integration. This three-way integration had not been attempted
elsewhere previously but was a critical factor to the success of the project. Proprietary names
of each of the components were not used when demonstrating, showcasing or training in the
system, and an overall name concept was used to brand the integrated solution, eLearn.
Users are unaware of when they are moving from system component to the next. This
in-house branding enabled us to tell and retell “the elLearn story” as part of our change
strategy.

The second requirement was migration. The migration of content from the previous system to
the new system was imperative and an important factor when showcasing the system. A key
success factor in implementing the new system was automating the migration of existing
subjects and their content. This addressed a primary concern of teachers that they would not
have time to transfer their subject resources and online processes to the new environment.
Part of the professional development strategy was to show teaching staff how their nominated
content had been migrated and how to rearrange it and update it for delivery. A basic migrated
subject took as little as twenty minutes to refine for delivery.

The third and fourth project requirements were data privacy and digital rights management.
Staff needed to be assured that they had the power to enable other people to see their
resources. They also needed assurance that staff and student information was well-protected
and that system roles were clearly defined. With regards to digital rights, it was imperative from
an institute point of view that digital objects could be managed in an effective way. This
development has seen the institute formulate new policies regarding digital rights
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management. In response to this ongoing need, customised reports are being refined by the
external vendor to assist with these obligations. An example of this is the ‘course size’ report,
which allows us to identify and monitor large courses within the course management
component of elLearn. This provides us the opportunity to educate teachers on the
effectiveness of the repository and move items from their online course into it. This shows how
we can both manage and value objects (as well as our copyright obligations) through multiple
components in the one system.

The fifth and final key requirement was flexibility in learning design. The institute delivers a
wide variety of qualifications from trade certificates to bachelor programs. The OLE learning
design template needed to be easily adaptable for staff to cater for variations in the
educational intent of courses, as well as the varied level of digital literacy exhibited by teaching
staff. This approach has put much pressure on the educational design team and seen some
fundamental changes to the way in which the team responds to a broad range of teaching
needs and requests. As a result, for example, reusable and more adaptable themes and
templates are being developed in consultation with teaching teams to help smooth this
transition. One example of this is our Trade Training Centre whereby working with one area
had an immediate flow on effect for the whole centre. Not only did this work promote a
whole-of-Centre look and feel but also uncovered a much greater need for basic digital
literacytraining. This remains an on-going challenge, as Weaver, Button & Gilding (2002)
concur, as the educational design team must confront a range of digital literacy needs prior to
engaging teachers on learning design aspects in the online environment.

Governance and policy

Business processes and institutional policies needed to be adapted to deal with the diverse
functionality of the new system, while being careful to not set up barriers to engaging teaching
staff to develop their online subjects (cf. McNaught, 2001: 437). New processes and policies
were devised to take into account the technical, educational and business needs of the system
and serve to “future proof” the environment as these needs change over time. To facilitate this,
an executive eLearn steering committee worked closely with the project management team,
who in turn liaised with the project team and the external vendors. The executive committee
also advocated for the project at key institute committees including, in particular, the
committee responsible for ICT infrastructure and the Academic Board.

In addition, implementing a system of this nature meant that the project team was large. The
sheer size of the project team was a challenge in itself. The initial project team included five
project managers each with different responsibilities, two of whom were system business
owners and two representing external vendors. Management processes needed to be
established from the outset and maintained throughout the implementation. This was
facilitated by weekly project meetings, intensive planning sessions and kick-off workshops, all
of which included the external vendors.

The introduction of the digital repository component was a highlight and was sold to staff as a
way to manage their resources, enabling easy version control, as well as copyright
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responsibilities. The key challenge with the repository revolved around its setup and
establishing intuitive workflow procedures that were not time-consuming, nor overly
bureaucratic. Migrated resources made up much of the digital objects and enabled teaching
staff to see their materials within the system in full working order, thus helping them
understand the resource management process more readily. The repository has been
successfully implemented as a key part of eLearn, and contains over 70,000 items.

The institute has a Teaching and Learning Plan to which the project’s professional
development strategy was aligned and was sold to the teaching centres’ management teams
as one way to fulfil their obligations to the plan.

Conclusion

Implementing an online learning environment can be a fun and empowering experience for all
concerned. If asked to give advice to another institute about to start such a process we would
highlight to the importance of selling the project concept. Through the eLearn story we were
able to generate the critical mass Rogers (1995) describes is required to drive such an
implementation. The presentation and delivery of the roadshow presentations and the
professional development have made our implementation a success. Of equal importance is
the support from the executive, as described by Macchiusi and Trinidad (2000), and we concur
that while institutional leaders present a vision for change, it is primarily teachers — and
ultimately learners — who are change agents in our increasingly digital world.
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WORKING WITH STUDENT DIVERSITY IN AN ONLINE PROGRAM

Luisa Signor & Catherine Moore
Swinburne University of Technology

Abstract - The case study described in this paper illustrates the importance of the role that
informed learning design plays in the planning, development, and implementation of online
programs when educating diverse student cohorts. Within the context of this paper student
diversity refers to: personal and geographical demographics, work and life experiences and
consequent skill bases. This diversity was prevalent in the open-access, online undergraduate
Bachelor of Technology program and can be attributed to the different backgrounds of the
students many of which enter the program via non-traditional pathways. A significant number of
people working in the Information and Communication Technology (ICT) industry within Australia
do not have higher education qualifications in the field; however for career advancement, they
are seeking credentialing. Likewise, employers are pursuing professional development
opportunities for their staff within their own ranks since higher education ICT programs Australia
wide have failed to attract school leavers in recent years. In contrast, the Information Systems (IS)
program discussed in this paper, has experienced exponential growth of over 80% since 2007
attracting large cohorts of mature-aged students studying while employed. These students enter
the program with a variety of skills, experience and learning styles challenging the educators to
establish strategies andadaptive learning designs to cater for this diversity. The paper discusses
the practice-led design adopted for online learning and teaching with emphasis on working with

student diversity.

Keywords - Diversity, e-Learning, open access, online education

Introduction

The inclusion of online education at many universities worldwide has led to research studies
which investigate different aspects of e-learning. One aspect explored in this paper is the
diversity of students in online education.

Online education with its potential for flexible delivery attracts non-traditional entry students
such as mature-age students who are balancing study with work and family (Coldwell, Craig,
Paterson & Mustard, 2008). These students come from diverse backgrounds not only in terms
of geographic locations, technical skills, and access to online connectivity but also in relation to
timeframes they can devote to study due to their other commitments (Elias, 2010).

The literature revealed other areas of diversity such as the cultural backgrounds of students
(Anderson & Simpson, 2007; Liu, Liu, Lee & Magjuka, 2010), and students’ preferred learning
styles (Donnelly & O’Rourke, 2007; Signor, 2009). Not all identified areas of diversity fall within
the scope of this paper, for example the issue of cultural diversity will be explored in future
research. This paper focuses on diversity in terms of student backgrounds and experiences,
geographical locations and students’ preferred learning styles.
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An online Information Systems (IS) undergraduate program at an Australian university (in
partnership with Open Universities Australia (OUA)) forms the case study for this paper. The IS
program guarantees open access entry to any person i.e. there are no formal tertiary entry
requirements. The outcome is significant variance among the student cohorts in terms of their
personal and geographical demographics, work and life experiences and subsequent skill
bases. This reality led to many challenges faced by the educators particularly in terms of
catering for differences in student backgrounds and learning styles. As members of the
academic team involved in the original on-campus provision of this program, the online
transition and ongoing pedagogical development for learning and teaching to diverse cohorts
was a high priority.

Growth of the online program.

Student enrolments in the program have grown by 80% since 2007 in direct contrast to the
declining trend in Information Technology (IT) enrolments in universities Australia wide as
reported by the Department of Education, Employment and Workplace Relations (2009), see
figure 1. A possible explanation for the growth in this program may be the demographics of the
cohorts. The cohorts have been observed as predominantly Australian mature-age students.
Supporting this observation is the OUA Annual Report as reported by Open Universities
Australia (2008), which stated that 90-95% of students studying ICT through OUA are
Australians who are 25 years and older. In light of this information, these mature-age students
are likely to be balancing work and life commitments with their studies and may be drawn to
the flexibility offered by online education in relation to time and place of study (Stephenson,
Brown & Giriffin, 2008).
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Figure 1: DEEWR vs IS program statistics according to Equivalent Full Time Student Load
(EFTSL)

Learning in relation to technology is considered extremely important to Australian employers
as it can enhance employees effectiveness hence improve the performance of the company
(Australian Employment & Workplace Relations, 2008). The continued growth in the IS
program is seen as meeting an otherwise unmet need by mature-age candidates, who either
desire to credential their existing work-based experience or are looking to enhance their career
and employability prospects.
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Diversity of students.

The open access feature of the program is the ‘no entry requirements’ such as prerequisite
studies. This feature guarantees the student cohorts entering the program bring with them
assorted skill bases, varied online accessibility and a mixture of preferred learning styles. The
multiplicity of students led to developments in online learning design and teaching practices.
As a result a range of pedagogically based initiatives to support students in the program were
developed.

Work and Life Experiences

The program’s typical cohort include students retumning to study for the first time after
numerous years and students who wish to receive formal academic qualifications to
supplement their industry experience. Many students are not in a position to stop employment
in order to physically attend a university. The IS program is filling this otherwise unmet gap in
Australia. The aim of the program is to create credentialed information systems professionals
who add value to an organisation with their critical thinking skills and ability to liaise with
colleagues and stakeholders, including clients.

The use of interactive, collaborative online activities within the program draws upon students’
individual experiences and skill bases. Students are encouraged to develop a theoretical
understanding of the information systems discipline to underpin their skill development. This
has facilitated successful career outcomes and provides a foundation for lifelong learning. A
primary focus for future research into this program will be to explore student outcomes in terms
of their learning and career prospects. An example of this is the following feedback, in the form
of an unsolicited email, received from a student in 2009:

“I have full time work now and it is all thanks to this course. A really big thank you...for
making it possible for me to study at home in a rural location and gain a fantastic job
as a result”.

Meyers and Jones (1993) active learning principles was used to inform the use of case studies
for student team dynamics and collaborative learning. In mirroring on-campus practices the
active learning approaches include small groups in online tutorials and the use of industry
sourced and real world scenarios such as case studies and relevant assessment tasks.
Options are available for students to base their assessments on their own work-related
scenarios or, to cater for students who may not be currently employed, case studies are
provided which emulate real-life scenarios that encourage analysis and problem solving.

As discussed previously, the program’s student cohorts are primarily mature-age students and
are valued for the wealth of experience each student brings with them. To capitalise on this,
teamwork and communication skills are facilitated via online communication within
collaborative settings which enable group discussions drawing from industry experience.
Students are encouraged to share their experiences as they relate to the subject matter. This
results in value-added collaborative online tutorials where students stimulate conversation by
bringing in their understandings around the concepts being taught. Students without the
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benefit of on-the-job experience are engaged into conversations by their peers with relevant
and up to date experiences which assist them in sense making of content. Learning activities
direct and support students towards collaborative communication throughout their studies. For
example semi-structured synchronous online chats, asynchronous discussion threads, email
and use of Skype for peer support.

Location and Accessibility

Online education attracts students whose residential location makes it difficult or impossible to
attend face-to-face institutions (Signor, 2009). This is evident with many students in the
program enrolling from local, rural and international locations.

One of the program’s philosophies is to be accessible for all students, no matter where they
are or what technical resources are available to them (an important issue in the Australian
context). Accessibility equity is a moral consideration for educators (Anderson & Simpson,
2007) particularly when delivering online education where students have limited access to
online resources. Subsequently it is not assumed students in the program have equal access
to the Internet or latest software versions. Therefore to ensure content availability for all
students, a CD-Rom containing a complete mirror of a unit's Website capturing all static
content is offered as an alternative resource.

Learning Styles

Students in the program approach learning in different ways. These approaches may be
viewed as preferred learning styles although it should be noted that each person is
multifaceted and unique. Attempts to categorise people as having specific learning styles can
be difficult however many researchers have attempted to do so by developing frameworks as
measurements (Cuthbert, 2005; Honey & Mumford, 1992; Kolb, 1981). This section will not
follow a particular learning style framework but will address learning styles more generically in
terms of the students’ desired pace of progression through unit material, variety in viewing unit
material and in the types of assessment.

One strategy employed to enhance student learning was the development and implementation
of learning objects into the curriculum. A learning object can be a single file such as an
animation, a video clip, a discrete piece of text or URL, or it can be a collection of
contextualised files that make up a learning sequence (Oliver, Wirski, Wait & Blanksby, 2005).
Learning objects offer a new conceptualisation of the learning process - rather than traditional
lectures and tutorials, they provide smaller, self-contained, portable or reusable units of
learning presented in manageable segments (Moore & Wallace, 2003). To encourage student
reflection on their learning progress many of the learning objects contain self-assessment
activities.

It was observed that learning objects afforded students a degree of flexibility to choose which
areas within a unit to study as appropriate to their needs. For example, depending on each
student’s prior knowledge, they have the option to skip any learning object in which they are
already proficient, allowing more time to focus on their learning needs. This feature is

34



particularly relevant for students currently employed within the IT industry due to their work
experience. Students through tutor guidance are given control, responsibility and ownership
for their learning within a structured environment in which they can develop self-directed
learning skills.

Recognising the need to support students with different learning styles, many of the units
within the program include virtual lectures with video components and text-based transcripts.
Students who prefer the spoken word can listen to the video. Students who prefer the written
word can read the transcripts. Students are also able to view the lectures at their own pace,
revisiting sections as required.

Virtual lectures are complemented by virtual tutorials conducted via online discussion threads
or online chat sessions. However it was noted early on that static text based content did not
suit the learning styles of all students therefore virtual tutorials using Mimio software (an
electronic white-board that records voice, images and text) were developed to provide
step-by-step worked solutions to complex problems. The incorporation of Mimio files allows
students to view a pre-recorded white-board presentation of a worked example along with
verbal explanations which are further unpacked during chat room sessions.

Conclusions and Further Research

Contemporary literature (coupled with the evidenced growth in the online program discussed in
this case study) points to the growing demand for online education for students with diverse
backgrounds. It has been shown that online programs teaching to diverse student cohorts can
be successful in a tertiary environment, where explicit planning and development has been
undertaken.

The planning and development for delivery of flexible learning materials which cater directly for
student diversity must be a key focus of the underlying learning design philosophy. Imperative
to this philosophy is to provide collaborative communication which affords accessibility for all
students. As part of the communication strategy, educators proactively facilitate an inclusive
environment that encourages the sharing of experiences amongst students.

This case study has illustrated an aspect of innovation in learning design for a highly successful,
nationally recognised online and open-access undergraduate program (Australian Learning &
Teaching Council, 2010). Future areas for research include cultural diversity and the need for
equity for students with learning impediments and disabilities. In addition, exploration into the
student outcomes in terms of their learning, career prospects and satisfaction within the
program will form a key component of further analysis of this case study.
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UNDERSTANDING FACILITATOR WORKLOAD IN AN E-LEARNING

FUTURE

Josephine Bourke & Karen Kane
The Open Polytechnic of New Zealand

Abstract - Expectations of online facilitators can be high, with some writers indicating that they
need to variously be subject matter experts, technology experts, counsellors, facilitators and
adept at online social networking. This represents a significant skill set for any one person, and
although there is no agreement that the online facilitator should fulfil all these roles, they are
likely to retain responsibility for overall delivery. Online facilitators are being challenged by
institutional and learner expectations. They may be required to log in every day, respond to their
students both individually and in groups, and monitor their student progress using online
applications. In addition, they can be dealing with differing student expectations and learner
inexperience with the required technology. Course design can facilitate better outcomes, but
this needs to be tempered by greater understanding of the fluidity of class numbers. Despite the
growing body of research into e-learning, there remain gaps in our understanding of the factors
which affect facilitator workload. There is growing realization that facilitator/ learner interaction is
a contributor to successful results. Therefore, there needs to be more understanding of the
pressures of online facilitation and appropriate workloads. This paper describes the experience
of one online facilitator working in an undergraduate course (at level 5 in the New Zealand
context), with a focus on vocational education as a contribution to greater understanding of the
practicalities of facilitating in an online environment.

Keywords - online facilitation, pedagogy, class size, vocational education

Introduction

Provision of online learning opportunities is becoming more popular as this approach to
education finds an increasing role in the 21st century (Orellana, 2006). Alongside this
popularity is a lack of complete understanding of the facilitator role in e-learning. Originally
only four roles4(Berge, 1995) and five competencies5(Salmon, 2003) were reported. These
have expanded to over five hundred (Bawane & Spector, 2009) — a considerable skill
repertoire for anyone. It is hardly surprising, therefore, that the workload of an online
facilitator is not always clearly understood. This is because both a variation in the individual
factors and a change in their compound interaction have significant effects on that workload.
Four of the most significant factors are learner expectations, technology, course design and
class size. Each merits individual consideration.

Learner expectations can cause difficulties when dealing with those who are accustomed to
the often instant response of the social network, and who might not appreciate having to wait

1. Pedagogical, social, managerial and technical
2. Understanding of online process, technical skills, online communication skills, content expertise and

personal characteristics
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for a reply from their facilitator. This may be particularly problematic in managing online
forums, where learners post questions for discussion but are not necessarily prepared to
engage in a lengthy interaction with other students (Hughes & Daykin, 2002). Facilitators
may have a different view, allowing discussion to develop and for the students to take more
responsibility for the learning (Berge, 1995).

Technology can be a problem for online course facilitation, with both learner access and
learner experience contributing to difficulties. Firstly, the issue of hardware disparity can be
significant. When a learner has older or slower technology available than the facilitator, e.g. a
dialup 56kb modem only, there are often problems in delivery time and material display.
Secondly, even if they have adequate hardware, the level of software knowledge may hamper
their ability to respond, either in terms of time or complexity. When the software used is new
for the learner, finding operational answers can be frustrating and time-consuming. In some
instances, access to technical support is available for the learner, but this is limited.

Research supports the concept that good design is an important factor when presenting any
course, but it has particular importance with online work (Hughes, Ventura, & Dando, 2007).
According to Berge (1995), the technology must not take over from the requirement to have
well designed learning goals and objectives, and it is also worth noting that good learning
design cannot replace good facilitation or appropriate course content (Edwards, Perry, &
Janzen, 2011). Whereas the pedagogical requirements of teaching are the same, online
course design needs to be superior because the ability of the teacher/facilitator to compensate
for poor design is constrained.

Despite the growing body of research into e-learning, there remain gaps in our understanding
of the number of students which constitute a manageable online class (Orellana, 2006).
Although some research indicates that between ten and twenty students are sufficient for any
facilitator to manage in a single online class (Orellana, 2006; Salmon, 2003), others report a
considerable variation in class size (Orellana, 2006). It is clear, however, that the larger the
class size, the less the facilitator time that can be allocated to individuals (Lynch & Paasuke,
2010).

Method

In order to better understand some of the factors involved in facilitator workload, the
experiences of one online facilitator were documented across three iterations of the same
course, “Transforming Learning Experiences”, at the Open Polytechnic. The course was at
Level 5 on the NZQA framework which is equivalent to first-year university level. The goal of
the course was to provide an introduction to current practice and thinking in e-learning. Class
sizes for the three iterations were 12, 23 and 32 respectively.  While entry to it was open, the
course was recommended for learners who were involved in education and who worked with,
or designed for, adult learners either in tertiary or community education, or in a workplace.
Some relevant work experience was expected of the learner, as was access to the internet,
although only basic computer skills were specified.
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The focus for the learners was to obtain the skills necessary to enable them to effectively
facilitate and design courses online (mainly skills based modules) for their own industries.
The course iterations were entirely online and included considerable forum work, with students
being required to participate in online group collaboration every second week. All iterations
had three assessments, each of which included some group activities. The students on this
course were all part-time, primarily vocationally- or industry- focussed learners, and (in most
cases) not used to studying at higher levels on the framework.

Findings

Expectations

In this course, the facilitator found that the required online presence was greater than first
anticipated. On the basis that online learners need less support than their face-to-face
counterparts, the facilitator tried to keep a low profile in the online forums. Even when it
seemed that the learners might benefit from more input, such as intervention, this was resisted,
having regard to the need for students to self-direct. While this may be true for others, it was
clear that in this course many students still felt that their need for guidance was not fully met by
the course material, online readings or peer-to-peer interaction. The facilitator found that the
learner-centred focus of the course was not necessarily what the students expected. They
wanted the facilitator to take the lead similar to classroom-based contact teaching. This was
obvious from both the level of student contact made with the facilitator and the post-course
feedback.

Technology
There was a wide disparity in student capability regarding the technology. Pre-enrolment

information indicated that the course was to be run online, but suitability for enrolment was
largely based on self-assessment of technological capability. This meant that some students
found the course extremely challenging as they struggled to cope with the technology. This
was evidenced by students complaining that the technology was not working for them, when in
fact their own skill was the limiting factor.

Course design
Whereas adequate course design minimises confusion on the part of the learner in (a)

accessing the information efficiently and (b) interpreting assessment questions correctly, on
this course, many students expressed difficulty in doing so. Whether this was due to design
difficulties, instructional inadequacy or user inadequacy was not clear.

Class size

Class size had an identifiable impact on the ability of the facilitator to fully engage with the
learners. When the class size was small, there was more time to appropriately-monitor
individual student activity, particularly within the forums. However, as the class size grew, the
facilitator was more and more pressured to keep up with learner demand. The largest class
involved three times as many groups as the smallest class, tripling the organisational setup
and student response time. At the end of the day, the only way to sustain successful
management of the largest course was to work from home, on top of a day in the office — a
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tolerable solution in the short term only.

Conclusion

The experience of the facilitator in this project confirmed the significance of each of the main
factors highlighted. Differences in the parameters of each had a big impact on the overall
workload. When these differences were compounded, the workload became unsustainable.
It was clear that this course could not be successfully delivered without any input from a
facilitator, and the greatest demand for facilitator time was on a one-to-one basis. Not
surprisingly, therefore, as class size increased, meeting the need for one-to-one interaction
depended on the facilitator working longer hours. Whereas this may be a short-term solution,
it is neither desirable nor sustainable.
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MLEARNING PRAXIS: A PRAGMATIC GUIDE TO IMPLEMENTING

MOBILE LEARNING

Thomas Cochrane
Unitec Institute of Technology

Abstract - This paper explores approaches to implementing mlearning that focus upon using
student-owned mobile devices to enable student-generated content (Bruns, 2008) and
student-generated learning contexts (Luckin, et al., 2010). The author explores how this can be
achieved and supported within the context of the variety of mobile devices available and used by
students today. The paper evaluates the current options for mobile devices, and discusses an
mlearning design framework that can be used to implement social constructivist pedagogy using
mobile web 2.0 on a variety of student-owned mobile devices with a minimum of technical
expertise from the course lecturer/s. This is informed by drawing upon examples from over thirty
mlearning projects implemented by the author during the past five years, evaluated within a
participatory action research methodology. Examples of mobile web 2.0 implementation outlined
include integrating into the curriculum the student use of: Twitter, mportfolios, VODCasting (for
example mobile videos uploaded to YouTube and Vimeo), PODCasting, the use of mobile codes,
geotagging, geolocation, and Augmented Reality.

Keywords - mlearning, communities of practice, social constructivism

Introduction

Mlearning is a rapidly developing form of computer assisted learning that is defined by its
focus upon the mobility of the learner, and consequently the potential to frame learning within
authentic situations and bridge multiple learning contexts, on and off campus, linking formal
and informal learning. This is best achieved by focusing upon the unique affordances of mobile
web 2.0 tools rather than replicating on a small screen what can be achieved on larger less
mobile computing devices such as laptops and desktop computers.

Beyond the LMS - Pedagogical Transformation

Mlearning provides a catalyst for moving from a lecturer-directed pedagogy (Kukulska-Hulme,
2010), often characterised by a focus upon the institutions LMS (Learning Management
System), to a student-centred social constructivist pedagogy where the focus is upon enabling
student-generated content (Bruns, 2008) and student-generated learning contexts (Luckin, et
al., 2010). Traxler (2011) defines five types of learning scenarios where mlearning has had
significant impact on learning:

1. Contingent mobile learning and teaching, where learners can react and respond to their
environment and their changing experiences, where learning and teaching opportunities are
no longer pre-determined beforehand.

2. Situated learning, where learning takes place in surroundings that make learning
meaningful.

3. Authentic learning, where learning tasks are meaningfully related to immediate learning
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goals.

4. Context-aware learning, where learning is informed by the history, surroundings and
environment of the learner.

5. Personalised learning, where learning is customised for the interests, preferences and
abilities of individual learners or groups of learners. (Traxler, 2011, pp. 6-7)

Web 2.0 Appropriation

The researcher’s mlearning strategy has focused upon enabling the pedagogical use of
elearning tools beyond the LMS, with a particular focus upon developing rich-media
student-generated eportfolios. The use of Wireless Mobile Devices (WMDs) utilising the
affordances of web 2.0 has been a core catalyst in enabling these student-generated
eportfolios.

WMDs

Initial mlearning projects between 2006 to 2010 (Figure 1) focused upon developing mlearning
projects using Wireless Mobile Devices (WMDs) provided by the institution and loaned to
students throughout the length of each project, typically spanning one to two semesters.
These projects formed research cycles within a longitudinal research project using a
participatory action research methodology (Swantz, 2008).

WMD Projects 2006 to 2010
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Figure 1: WMD project development 2006 to 2010.
The thirty project iterations led to the development and refinement of a variety of supporting
documentation and processes including: acceptable use agreements for participants in the
WMD projects, processes for organizing the distribution and collection of WMDs for the
projects, an agreement with the institutional computer supplier to purchase loan devices for
the project participants, and storage and re-imaging of the devices between successive
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projects. The researcher worked with lecturers to choose appropriate WMDs for each different
course context, ensuring these were based upon innovative pedagogical and curriculum
alignment embedded within each of the projects.

The 2011 projects focused upon leveraging student-owned devices and building international
collaboration into the projects. The experience of managing and implementing over thirty
mlearning projects using a wide variety of devices between 2006 and 2011 has enabled the
researcher to create an mlearning design framework that is essentially device independent,
focusing on a common web 2.0 platform rather than on the devices themselves.

The WMD projects between 2006 and 2009 identified six Critical Success Factors for the
implementation of mobile web 2.0 (Cochrane, 2010a, 2010b). Critical success factors were
initially identified from an extensive literature review of mlearning research publications.
Subsequently these were compared to the author’s 2006 to 2009 mlearning project outcomes,
using critical incident analysis, participant reflections via regular blog posts and VODCasts,
and comparing participant pre and post project survey responses and focus group questioning.
Key themes were identified in the early projects that the subsequent project iterations
confirmed, leading to the identification of six critical success factors. The six critical success
factors were then used to inform the subsequent 2010 and 2011 mlearning projects. These
have relevance for any educational technology adoption where the focus is upon social
constructivist pedagogy or a ‘living curriculum’. The six critical success factors include:

1. The pedagogical integration of the technology into the course and assessment.
Lecturer modeling of the pedagogical use of the tools.
Creating a supportive learning community
Appropriate choice of mobile devices and web 2.0 social software.
Technological and pedagogical support.
Creating sustained interaction that facilitates the development of ontological shifts,
both for the lecturers and the students, bridging the pedagogy-andragogy-heutagogy
continuum (Garnett, 2010; Luckin, et al., 2010) from lecturer-directed pedagogy to
student-directed heutagogy.

o a0k w N

A comparison of these critical success factors with those identified via the literature review in
earlier mlearning research confirmed the focus upon pedagogical integration, with supporting
identification of lecturer modeling, creating supportive learning communities, and the
appropriate choice of supporting technologies also featuring in other mlearning research. The
WMD projects therefore established the critical nature of the development of supporting
communities of practice (COPs) around technology adoption (Cochrane & Bateman, 2011;
Cochrane & Narayan, 2011).

Student Owned Devices

Pre-project surveys of 2010 participating students found that on average 90% of students
owned a camera phone (though the majority were ‘feature phones’ rather than ‘smart phones’),
and student laptop ownership ranged from 75% to 90% across the project groups. To create a
sustainable model for the integration of mlearning within courses a focus upon student-owned
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devices is necessary (Traxler, 2010, 2011), and now achievable with the devices that virtually
every student already own — a camera phone. Supporting student-owned devices brings
significant implementation and support issues, explored in the following sections.

The nature of mobile computing (Wireless Mobile Devices or WMDs) is a far more rapidly
changing market than that of desktop or laptop computing. The life span of mobile devices is
typically less than a year, rather than the 2-3 years of traditional computers. Students rapidly
lose interest in ‘last-years’ model. Therefore the future of WMD uptake is clearly to focus upon
creatively supporting student-owned WMDs (smart phones, tablets, and netbooks). Student
owned WMDs are potentially disruptive, pedagogical transforming devices.

Mobile devices allow students to access and store images and information of their
own choosing and perhaps create and distribute new images and information
independently of the lecturers and of the university. The long-term consequence
must be to challenge the authority of the curriculum and the institutions of formal
learning. (Traxler, 2010, p. 10)

However, Laurillard’s (2007)definition of mobile learning emphasizes the critical pedagogical
design input of the teacher: “M-learning, being the digital support of adaptive, investigative,
communicative, collaborative, and productive learning activities in remote locations, proposes
a wide variety of environments in which the teacher can operate” (Laurillard, 2007, p. 172). To
achieve this, lecturers need to be brought up to speed with embedding the use of these tools
within their own teaching. Facilitating Departmental COPs that investigate the pedagogical
integration of WMDs is critical, particularly as the WMD landscape is such a rapidly
changing/developing market. An implementation strategy is presented based upon the
researcher’s unique expertise and experience in utilising WMDs for enabling
student-generated content and student-generated contexts, rather than an approach focused
upon the delivery of course content to small screen devices.

The Mobile Device Market

A focus on student-owned WMDs presents a wide range of devices that an mlearning strategy
must be designed for. With the rise of mobile application ecosystems many mobile web 2.0
application developers provide apps with similar functionality for the main mobile platforms.
Mobile application ecosystems include: the iTunes Store for dissemination of iOS WMD
applications and media, the Android Market for Android WMD devices, and the Nokia Ovi
Store for Symbian based smart phones. These mobile ecosystems bridge information, content
and productivity with laptop or desktop computing via web 2.0 platforms, creating a mobile
learning framework that can be easily appropriated by a wide range of educators enabling
mainstream adoption of mlearning in tertiary education. At the time of writing (GSMArena,
2011; Perez, 2011), the largest mobile app ecosystems include:

o iOS (Apple iPhone, iPod Touch, and iPad) iTunes App Store with 500000+ apps.

e Android Market for AndroidOS-based smart phones and tablets with 250000+

e  Symbian Ovi Store with 30000+ apps

o Blackberry App Store with 20000+ apps
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e Windows Phone7 with 9000+ apps

The 2011 iOS economy encompasses a range of mobile devices including the iPod, the iPod
Touch, the iPad, and the iPhone. Apple has built up a significant lead over competing mobile
ecosystems (Android, Blackberry, Symbian, Windows Phone7, WebOS) in developing a
mature mobile ecosystem. Whitney (2011) quotes Jack Kent, an IHS mobile media analyst,
"Apple, in contrast, has been able to maintain advantage by leveraging its tightly controlled
ecosystem--combining compelling hardware and content with the capability to offer consumers
a trusted, integrated, and simple billing service via iTunes" (Whitney, 2011, p. 1). While Apple
is often decried for making this iOS ecosystem tightly controlled and closed, the more “open”
Google-owned Android mobile ecosystem has been playing catch-up and recently suffered a
spate of malware attacks within the Android Market (Kirk, 2011). The Android Market, the
equivalent of the iTunes App Store, is reportedly vulnerable to over seventy types of malware
(Browning, 2011). Getting the best out of the Android ecosystem currently remains the domain
of power users capable of tweaking and updating the OS to get the best out of it. In contrast,
Nokia’'s Symbian ecosystem was recently described by its CEO as a “burning oil platform”
(Ricknas, 2011), resulting in a partnership with Microsoft's Windows Phone 7 OS that has yet
to attract significant market share. In comparison, the iOS ecosystem presents a maturing,
safe and user-friendly environment supported by over 500000 apps, including 75000+ iPad
apps, making it the popular mobile platform choice in education. However, the iOS economy is
not without its foibles, chief among these is the restrictive file structure imposed upon iOS apps
that requires application developers and users to develop creative ways of sharing content and
data between applications, often relying upon cloud-based services. The next iteration of
Apple’s iOS (i0S5) significantly reduces that reliance of the iPod Touch, the iPhone and the
iPad upon a desktop or laptop running iTunes, as iOS5 will enable direct wireless interaction
and synchronisation with Apple’s new iCloud web-based service.

An MLearning Design Framework

This section introduces an mlearning design framework (Table 1) that can be used to
implement social constructivist pedagogy using mobile web 2.0 on a variety of student-owned
mobile devices with a minimum of technical expertise from the course lecturer/s.

The WMD case studies indicated the critical role of the level of pedagogical integration of the
technology into the course criteria and assessment. This involves scoping and planning
appropriate course activities and assessments based upon the chosen pedagogical model
(social constructivism), creating pedagogical alignment (Biggs, 2003). The point of acceptance
into course integration of the mobile web 2.0 tools is typically reached as lecturers realize the
flexibility of learning context and feedback that these tools facilitate. Learning activities
typically begin as translations of more traditional paper based activities into a mobile web 2.0
alternative (Herrington & Herrington, 2007). As lecturers become more acquainted with the
possibilities afforded by mobile web 2.0 tools more creative learning activities are developed
and integrated into the courses. A key tool used to facilitate redeveloping course outlines has
been Google Docs (http://docs.google.com) for collaborative course and assessment planning

between the course lecturers and the technology steward (researcher). As a result, a design
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framework was developed to guide the integration of mobile web 2.0 tools into the courses.
This framework was developed iteratively over the life of the research. The framework
emphasizes that curriculum integration must start with the learning practice that is to be
achieved (as illustrated in Table 1); aligning and choosing appropriate mobile web 2.0
affordances with this goal. Following such a design framework will ensure that the technology
is not the primary focus, or that good pedagogy is retrofitted to technology. The researcher’s
design framework for each of the projects is shown in Table 1. The framework table format is
based loosely on that suggested by Sharples et al. (2009).

Table 1. MLearning project design framework

Learning Practice Mediating Circumstances

Social Constructivism Context Technology Agent

Lecturer Community of | Lecturer professional | Face to face Lecturers as peers, with

Practice development, pedagogical | Scaffolded using LMS researcher as technology
brainstorming Smartphone steward

Web 2.0 services

Student and lecturer | Pedagogical integration | Face to face Students as peers,
Community of Practice and technical support Scaffolded using LMS Lecturer as guide and
Smartphone pedagogical modeler, with
Web 2.0 services the researcher as

technology steward

Collaboration Group projects Social networking, | Google Docs, student
Collaborative documents peers
Sharing Peer commenting and | Web 2.0 media sites, | RSS, student peers,
critique eportfolio creation lecturer
Student content creation Student individual and | Smartphone with camera | Student and peers
group projects and microphone, content

uploaded to web 2.0 sites

Reflective Journal of learning and | Web 2.0 hosted Blog Personal appropriation,
processes, recording formative feedback from
critical incidents lecturer

Learning Context Bridging Linking formal and | Smartphone used as | Student interacting with
informal learning communications tool and | context, peers, and

content capturing lecturers

The framework guided the choices of technologies to mediate social constructivist learning
environments within the projects that enable student-generated content and
student-generated contexts, focusing upon online web 2.0 platforms rather than the mobile
devices themselves. The implementation and impact of this framework has been reported in
over forty publications across the variety of course contexts as indicated in Figure 1 (for
example: (Cochrane, 2011; Cochrane & Bateman, 2009; Cochrane, Bateman, Cliffin, et al.,
2009; Cochrane, Bateman, & Flitta, 2009)). The design framework grew out of the
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collaborative mlearning project plans developed by the researcher and course lecturers
modifying the course outlines and assessments for each mlearning project using shared and
co-edited Google Docs. The development of these course plans began as brainstorming
sessions within the lecturer communities of practice established by the researcher for lecturer
professional development in mlearning, prior to instigation of the projects with the course
students. These mlearning project plans were refined and reflected upon as collaborative
peer-reviewed conference papers with the researcher and course lecturers becoming
co-authors of these papers. The course mlearning project plans and subsequent research
outputs became a shared repertoire of resources developed by the lecturer mlearning
communities of practice, reifying the practice of the lecturer COPs and becoming boundary
objects that were shared between the lecturer communities of practice within the five case
studies as pedagogical mlearning integration examples. An example of the generation of this
shared repertoire between three of the case studies is the collaborative 2009 EDULearn09
conference paper (Cochrane, Bateman, Cliffin, et al., 2009) that reflected upon three 2009
mlearning project plans: the 2009 second year Diploma of Contemporary Music project, the
2009 second year Diploma of Landscape Design project, and the 2009 third year Bachelor of
Product Design projects.

The resultant design framework maps the unique affordances of mobile web 2.0 with social
constructivist frameworks to create a shift along the Pedagogy-Andragogy-Heutagogy (PAH)
continuum. The design framework extends the work of Luckin et al. (2008; 2010) on learner
generated contexts and bridging the PAH continuum, and develops a practical design
framework for implementation from these concepts. The design framework focuses upon
desired pedagogical outcomes first, and then maps the affordances of WMDs to these
outcomes ensuring that the mlearning projects were driven by pedagogy rather than merely
the latest technology.

Examples of mobile web 2.0 implementation

Examples of mobile web 2.0 implementation outlined include integrating into the curriculum the
student use of: Twitter, mportfolios, VODCasting (for example mobile videos uploaded to
YouTube and Vimeo), PODCasting, the use of mobile codes, geotagging, geolocation, and
Augmented Reality. Student and lecturer feedback is used to illustrate the impact of mobile
web 2.0 implementation and the pedagogical changes (Garnett, 2010) that result. These
examples draw upon the transformative disruption to instructivist content delivery pedagogy
that student owned WMDs can enable.

Twitter

Essentially a text-based asynchronous communication and collaboration tool, Twitter can be
used on any cell phone via SMS. New Zealand is one of several countries that provide specific
short codes for SMS posting of Tweets
(http://support.twitter.com/groups/34-apps-sms-and-mobile/topics/153-twitter-via-sms/articles/

14226-how-to-find-your-twitter-short-code-or-long-code). Because Twitter is asynchronous
and records messages in a users microblog it presents a collaboration and communication tool
that can be used particularly well across geographic and time zone barriers — enabling
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international collaboration and community building. Twitter has also been successfully used by
the researcher to enhance face-to-face classroom discussions, and to enhance student
engagement during presentations via an interactive ‘backchannel’. Following like-minded
peers or international experts via Twitter can lead to serendipitous learning (unplanned but
fortuitous links and interaction) (Buchem, 2011). For example, an international collaborative
project using Twitter in 2009 facilitated by the researcher created an internet ‘superstar’ of one
of the student participants (Cochrane, 2010c).

Mobile ePortfolios

Mobile blogging can be achieved via MMS (Multimedia Messaging Service) to any blog host
(for example: Typepad, Blogger, Wordpress), online photo host (for example: Picasaweb,
Flickr), or video host (for example: YouTube, Vimeo) that supports email upload of text, images
and video. An MMS message is essentially an email and can be sent to any email address
without setting up an email account on the users cell phone. Media attached to an MMS
becomes embedded content in the users web 2.0 site when sent to their email upload address,
usually found in the users preferences or account settings for the site. A 2008 Product Design
student used their mportfolio to showcase their design skills, resulting in a design job offer by
an exclusive international design company (Cochrane & Bateman, 2010). Mobile VODCasting
and PODCasting can be used to create enhanced multimedia eportfolios of student-generated
cont