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Abstract

This study investigates professional development for online educators within a
transformative learning framework. A qualitative, action research method was adopted that
captured data from interactions between the researcher and participants, and which allowed
the generation of theory that could guide future design efforts. The project was conducted
online from Australia during 2002 and 2003 with two groups of participants drawn from a
Singapore polytechnic. Data were analysed utilising content analysis of transcripts,
interviews, and observations, with the researcher being an active participant in the project.

The findings which differentiated online from traditional educational contexts, and
which therefore are significant in terms of future design considerations were that since
interactions were all text-based and visible, participants were careful to provide reasoned,
reflective contributions. Furthermore, the archived interactions were available for
inspection by all participants, giving rise to more articul ate and constructive dialogues
while maintaining evidence of the human “presence”. Other findings related to supporting
an online community of adult learners by recognising the individuality of each learner and
their specific needsin terms of their experience, need for relevance and flexibility in the
learning activity, and valuing the sense of human connectivity. Offering of peer support
through a peer learning partnership model was found to be an effective way for learners to
support each other in atrusting, respectful, empathetic, non-threatening manner. Findings
indicated that the provision of exemplars, or models of good practice, supported situated,
authentic activity, and contributed to positive, motivated learners. The dynamic (constantly
changing, growing, adapting) nature of the Internet required facilitators to be continually
evaluating the learning situation in order to promote and nurture an atmosphere that
supported the development of new ideas, the challenging of old, the exploration of
alternatives, and support for changes in perspective and action. Evidence suggested that the
use of the Internet for learning and teaching could go some way towards addressing the
challenges of prejudice, discrimination, and celebrate the notion of difference.

From these findings, the literature, and the personal experience of the researcher, ten
design principles were formulated and, if considered in light of local contextual

characteristics, offer aframework for transformative approaches to professional



development for online educators. Further research to address the application of this

framework to other discipline areas, and other educational settings, is recommended.

Key indicators
transformation theory, transformative learning, online pedagogy, professional development,

online educators, online design framework, higher education
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Foreword — A Practitioner’s Jour ney

| find the great thing in this world is not so much where we stand, as in what direction
we are moving. Oliver Wendell Holmes

This thesis arose from my professional practice, my reading of the literature, and my
desire to make adifferencein the field of education. | believe the understanding | have
gained from this research has informed my practice, and will enable me to build capacity in
others.

My interest in information and communications technol ogies began not long after |
joined the University of Southern Queensland (USQ) in its Distance Education Centre
(DEC) in 1992. My final paper for aMasters degree (completed part-time, and at a distance
from 1992 to 1995) focused on the design considerations for developing hypermedia
courseware. This paper provided an opportunity for me to expand my existing skills and
knowledge, and to enter the world of academic writing and publishing when | had my first
article published in arefereed journal.

Astime went on, | observed a change in my conceptualisation of computer use.
Working with the staff of alocal school to develop a computer policy was a catalyst for this
change. A conference introduced me to the Internet and the possibilities of online learning
and teaching, particularly communications technologies. | commenced teaching onlinein
1997 — part-time, and in my “own time”. | met regularly with alike-minded colleague, to
talk and to write about our experiences, and to critique each other’ s work. Our expertise,
knowledge and confidence in the field grew. During that time | expanded my technical
skillsthrough arange of practical classes. Along with other colleagues at our institution, we
decided to run professiona development sessions through the Human Resource department
in order to put forward our beliefs about learning, and ways of using online technology to
enhance that learning. | developed a Web site to support this and consequently improved
my understanding of, and ability to use, the Internet.

Asmy doctora studies progressed (commenced in the middle of 1999), my views about

learning, and adult learning in particular, developed to include dimensions of dialogue,
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reflection, action, and social engagement. A strong influence on my thinking at that time
was the work of Pere (Father) Teilhard de Chardin, particularly his book The Phenomenon
of Man, written in 1955. He maintained that evolution had a definite direction, an
“Ariadne’ s Thread”, and that thread is the increasing complexity of living beings, the focus
of which istheir nervous systems and more precisely, their brains. Central to thisis thought
and reflection. His opinions about the interconnectivity of mankind and his concern with
establishing a global unification of human awareness as a necessary prerequisite for any
real future progress of mankind struck a chord with me.

In 2003, | attended the Transformative Learning Conference at Teachers' College,
Columbia University, New Y ork, and | was hooked! | heard Maxine Greene and Jack
Mezirow speak. | met with Patricia Cranton, Kathy King, John Dirkx, and many other great
namesin thefield. | was surrounded by positive, enthused, “transformed” educators — it
was indeed a transformative learning experience for me, and as Cohen (1997, p. 61) has
observed, “in order to practice and teach transformative learning, | had to experience
transformative learning’”.

On my return to Australia, | began working in earnest on my doctora write-up.
However, the more | wrote, the more | felt | needed to read, and the more | discovered. In
2004, | ran two online courses (twice) with postgraduate learners. | implemented many of
the strategies | had been hearing and reading about, | trialled, | critically reflected, |
discussed, debated and challenged. And the results were amazing. During the courses,
learners engaged in reflective practices and | noted significant changes in terms of their
confidence to challenge, explore, and push the boundaries. A series of professional readings
was used as journal and discussion prompts. Connections between theory and practice
became more explicit.

This research project emerged from a desire to marry the theories that resonated with
me, to a practical program of professional learning for teachers. It was also borne out of a
desire to make a difference, and for my work to lead ultimately to productive changein
professional learning experiences for adults. A tenet which underpins my educational
philosophy is the concept of learning as ajourney, rather than an isolated event. This belief
reflects alearning theory proposed by Fox (1983) called travelling theory. Travelling

theory expresses learning as ajourney through the countryside of knowledge with the
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teacher providing guidance rather than clear instructions on how to get from point to point.
The teacher may change into afellow traveller at any point, or points along the way. The
concept of learning as ajourney isnot anew one. In 1853, Hole (as cited in Candy, 1991, p.
57) observed that “education is not an affair of childhood and youth, it is the business of the
wholelife’. Indeed, the belief that learning is alifelong journey is the subject of much
interest and research in today’ s educational community. Conferences are dedicated to the
study of “lifelong learning” (e.g., Lifelong Learning Conference at Central Queensland
University), and many “lifelong learning” university centres have sprung up e.g., Centres
for Lifelong Learning at several UK universities. Learning can and should be alifelong
process that is promoted and supported from childhood and throughout adulthood, in

formal settings as well asinformal ones (Fraser, 2001).

Anderson and Kanuka (2003) say that they are convinced that “a networked society is
not afad and that we are at the beginning of a new erain human collective activity” (p. 7).
Raschke (2003) emphasises the ability of the internet to encourage and nurture a
partnership between those who teach and those who are taught and sees the internet as an
“incubator of knowledge” (p. 38). Perhaps the Internet can support the incubation of life
itself . ..

Only the educated are free. Epictetus (55 AD - 135 AD), Discourses



CHAPTER 1

| ntroduction

| anwho | am not yet . . . Maxine Greene

1.1 Background

Do we know what makes professional development for educators effective? Have
researchers and practitioners reached consensus about the characteristics of a successful
professional development experience? Isthere a“one size that fitsall” model of
professional development? A review conducted by Guskey (2003) of the characteristics of
effective professional development generally indicates the answer to these questionsis
“No”. In analysing 13 lists of the characteristics of effective professional development
published in the last 10 years by avariety of agencies, Guskey (2003) concluded that there
appeared to be little agreement between professional devel opment researchers and
practitioners on the criteriafor professional development “ effectiveness’ and that most of
the currently identified characteristics of effective professional development could be
described as being important in some cases, but possibly not in others.

This study focuses on professiona development for educators, specifically addressing
the professional development of educators engaged in learning and teaching in online
contexts (also referred to as “Internet-supported”, “web-based” or “e-learning” contexts).
Within this study, the e prefix means that the activity, or noun modified, is associated with
the electronic processes of the Internet and takes place on a“digital network that is
available any time/anywhere” (Anderson & Kanuka, 2003, p. 4) e.g., email, e-learning, e-
research, and e-community. The term “professional development” refers to a process of
engaging in continued learning to enhance knowledge of, skillsin, and attitudes towards
relevant practice and theory, and the educational contextsin this study relate to post-
compulsory settings e.g., polytechnics and universities.

Despite ahigh level of investment in online learning and teaching by educational

institutions and corporations worldwide, there is limited systematic research into what



constitutes an effective learning experience for adult online learners and their teachers.
Although the use of electronic mail (email) communication and computer conferencing
began over three decades ago, there remain questions about the value and quality of online
education (Harasim, 2000). Some practitioners have expressed concern that “the technology
isdriving the pedagogy” (Postle, Sturman, Cronk, Mangubhai, Carmichael, McDonal d,
Reushle, Richardson, & Vickery, 2003, p. 66). Reeves (2002, 1 2) refersto this asthe
“Trojan Horse notion” —the belief that if you let technology into the classroom,
pedagogical change emerges, rather than viewing technology as a means of supporting
sound pedagogy. Mayes (2002, section 1, 1 2) makes the point that “ new technologies don’t
lead inevitably to major change in education”. Laurillard (2002, p. 1) urges higher
education institutions to “meet the demands of the knowledge society and take full
advantage of the possibilities technology presents’ rather than perpetuating the
transmission model (the passing on of knowledge or information), which she believes has
prevailed in higher education “throughout fundamental innovations including writing,
books, computers, and the Internet”. Fowler and Mayes (1999, pp. 6-7) refer to thisasthe
“acquisition metaphor” or a*“representational view of learning” and voice concern about a
tendency to “design by imitation” where existing learning environments are transposed into
web-based learning environments with a*“lack of innovation or utilization of the power
inherent in technology-based learning”. Dede (2001, p. 29) asserts that “the most
significant influence on the evolution of education will not be the technical development of
more powerful devices but the professional development of wise designers, educators and
learners’.

Examples of professional development provision for teachersin relation to the use of
online technologies illustrate this point. Jacobsen (2002) reports on her Canadian
educational context where teachers are expected to educate future workers for the
knowledge erawho are self-directed, critical thinkers, capable of working in collaborative
teams. Teachers are also expected to have, as part of their teaching repertoire, sound
knowledge and skillsin using technology effectively for learning and teaching. However,
she reports that there has been considerable imbalance in the investment in educational
technology, with greater focus being given to technological production rather than

investment in technological implementation. In asimilar vein, at the schools level,



O’ Rourke (2003) notes that within Australia, all states and territories have made the use of
information and communication technologies (ICTs) a policy imperative for education and
have made large investments in infrastructure, both in terms of networking and hardware
provision. Thisin turn has influenced professional development provision for teachersin
relation to ICTs, with authorities offering extensive train-the-trainer models of professional
devel opment together with workshop opportunities, professional networks, conferences,
best practice schools, and seminars. Despite this commitment, significant concerns are still
being raised in relation to how technology is actually being used to enhance learning and
teaching, and whether teachers are ssimply reinforcing old pedagogy better suited to
production line type educational systems (Bigum, 2002; Herrington, Oliver, Herrington, &
Sparrow, 2000; Jones, 2001; Lankshear, Snyder, & Green, 2000; Luke, 2000).

It is apparent that how we prepare teachers to recognise the pedagogical implications of
effective technology use continues to be a significant challenge. It would be naive to
assume that all educators know how to use technology effectively and that the use of a
particular technology brings about changed or improved learning (Bates, 1999). Educators
in tertiary settings, for example, come from backgrounds as diverse as the settings in which
they practice. Expertise in adiscipline area may be considered by organisations, and by
educators themselves to be the primary prerequisite for becoming an educator. Growth and
devel opment as effective educators often tends to come from experience and trial-and-error
practice (Cranton, 1996), particularly when professional practitioners move to teach in
higher education environments. O’ Reilly and Brown (2001) note that even those with
learning and teaching qualifications are not necessarily supported by institutions to reflect
on their practice as part of their own professiona development. Teaching in these contexts
now has the added dimension of working with computer technologies. This study addresses
the challenge of how best to prepare educators to effectively teach in these contemporary
learning environments. Emerging online learning and teaching paradigms might have
similar characteristics to traditional (teacher-focused and directed, classroom based)
educational situations but preliminary research and anecdotal reports suggest that learning
and teaching in online environments is different in many important respects to traditional

environments (Darby, 2002; Steeples, Jones, & Goodyear, 2002). This study aims to



investigate the nature of these differences as they relate to professional development for

online educators, in order to make a contribution to existing research.

1.2 Significance of the Study

The study builds upon extant research into the professional development of educators
using technology in educational contexts. The magjority of previous studies have been
situated in classroom environments from school s through to tertiary institutions, both in
terms of the focus of the professional development, and the means of accomplishing that
development (e.g., Bigum, 2002; Jacobsen, 2002; O’ Rourke, 2003). This study will add to
the body of research on learning and teaching online, in that it is conducted predominantly
in an online environment. Using an action research framework, the study investigates how
best to prepare educators to teach (and learn) in online higher education environments.

Professional development designed for educators to develop their capacity for using
computer technologiesin their learning and teaching has passed through a number of
iterations. The first efforts in the 1970s and 1980s focused on the machines and the learning
of technology skills (Salmon, 2002). Educators could access support on how to use and
program the computer, often in a site away from their teaching location. The second wave
of professiona development (1980s to 1990s) responded to the realisation that technol ogy
integration had less to do with the technology and much more to do with learning and
teaching (Jacobsen, 2002). However, thiswave of professiona development focused
largely on specific computer applications (the software) and strategies for using the
technology tools, often occurred in lengthy workshops, but it was still removed from the
teacher’ simmediate work context. While accomplishing some skill development, this
approach did not bring about large scale changes in teaching practice and many teachers
continued to teach the way they had been taught, often perpetuating the transmission model
of education (Cranton, 1996; Jacobsen, 2001), or the banking system of education where
students are seen as passive consumers (Freire, 1976).

In the 21st century, the rapid changes in the nature of the workplace, work, the structure
of organisations, and the pervasive presence of networked technologies are requiring a shift
in focusin the world of education and training. A skill learned this week may be out of date



the next. Educators are required to prepare learners to be critical, self-directed,
collaborative individuals who are able to contribute meaningfully to their own “learning
organisations’ (Cranton, 2003; Jacobsen, 2002; King, 2003b; Laurillard, 2002). Itis
evident from the literature (explored further in Chapter 2) that a third wave of situated,
flexible professional development is emerging aimed at supporting and responding to the
individual needs of educators and to current and future contextual requirements (Jacobsen,
2002; Stein, Smith, & Silver, 1999; Swan, Holmes, Vargas, Jennings, Meier, & Rubenfeld,
2000).

This third wave of professional development calls for the transition from transmissive to
transformative approaches in education. The reasons for such atransition are strongly
promoted in contemporary adult education literature (Cranton, 2003; King, 2003b;
Laurillard, 2002). The transmissive approach refersto atraditional model of ateacher-
student relationship, where the teacher is the expert communicator of knowledge and the
student the recipient (Laurillard, 2002; The Tavistock Institute, 2002). The analogies “ sage
on the stage” or “teacher-centric” are often used to describe the transmission model of
education (McDonald & Postle, 1999). The transformative approach relates to learning
which occurs when an individual is empowered to reflectively transform their meaning
schemes in terms of their beliefs, attitudes, opinions, and emotional reactions.
Transformative learning is the process by which we call into question our taken for granted
habits of mind or mindsets to make them more inclusive, discriminating, open and
reflective in order to guide our actions. Thisiswhere the role of “guide on the side” or
“facilitator of learning” is adopted by the teacher — where the teacher’ stask is “less and less
to incul cate knowledge, and more and more to encourage [and challenge] thinking . . . to
become increasingly an adviser, a partner to talk to, someone who seeks out conflicting
arguments rather than handing out ready-made truths’ (Faure, 1972, pp. 77-78).

This approach reflects the principles of transformation theory which were formally
proposed by Mezirow (1991), and closely aigns with the principles of constructivism and
adult learning (Daley, 1997). Throughout this study, the terms “transformative” and
“transformation” are used interchangeably. Preliminary evidence suggests online settings
can provide “friendly” environments that will support learning contexts promoted by
contemporary educational theorists (Cranton, 1997; Jonassen, 1998; Knowles, 1990;



Mezirow, 1991) — collaborative, interactive learning communities that support and promote
transformative learning. Bonk (1999) observes that,
... online learning offers a chance for students to enter into dialogues about authentic
problems, collaborate with peers, negotiate meaning, become apprenticed into their
field of study, enter acommunity of experts and peers and generaly be assisted in the
learning process. (p. 410)

This approach to learning and teaching is not new, so why isit attracting such renewed
interest in the tertiary education arena? In the early 1900s, for example, the educational
theorist John Dewey (1916) supported an approach to education that would transform
schools, work organisations, and the society at large into more participative, democratic
cultures (Gregson, 1995). Dickinson (1992, 1 2) stressed the importance of finding new
ways of communicating and working together “to confront the problems that threaten the
lives of human beings, countries, even the planet itself”. The attempted transition, however,
isarelatively recent phenomenon in the higher education sector and has met with some
opposition (Raschke, 2003). What has hindered such ideas in the higher education
“classroom” setting? Raschke (2003, p. 110) claims that higher education, unlike other
“pillars of culture” or “sectors of the economy” has undergone little change over the last 80
years. He notes that despite significant cultural, social, economic, and political revolutions,
the view of learning and teaching in higher education “does not look or function much
differently from the way it did in the 1920s”. He believes that this resistance to new
systems of knowledge creation and distribution is linked more to the desire to sustain a
sense of privilege and aristocracy, than to afear of the loss of quality standards. He
observes that much of higher education has refused to join the “information grid” and that a
good deal of institutional resistance to technological transformation stems from a belief that
knowledge is nothing but “the transfer of information from one database or brain to
another” (Talbot, 1999, as cited in Raschke, 2003, p. 110). However, technol ogical
advances and changing societal, economic, and political expectations are strongly
influencing and encouraging the exploration of how tertiary educators “can go beyond the
acquisition of simple techniques to a deeper reflection on and understanding of their work”
(Cranton, 1996, p. vii).



Recent studies have supported this need for change. Cranton (1996) has observed that,

A strong theoretical and practical literature is [emerging] in adult education . . . itis
not informed by one perspective, but perhapsthat is not an ideal state given the
kal eidoscope of activities included under the adult education umbrella. We are,
though, witnessing a stage of development in the field that is reflective, critical, and
fairly comprehensive. That is, we are beginning to understand how adults learn and

how educators can foster, support, and challenge that learning. (p. 6)

The online environment may provide a setting for this to occur.

Samuelowicz (1999) argued that professional development activitiesin auniversity
should be directed at changing the beliefs of people aswell as altering teaching approaches.
Pelliccione (2001), in her study on implementing innovative technology in an Australian
university focused on two areas: the use of online technologies in learning and teaching by
teaching staff, and the mechanisms the university has established in order to realign
themselves with the information age. She identified the existence of transformational
leadership across al levels of the university as amajor factor in the promotion and adoption
of ICTs, strongly supported by the development of a professional learning community.
Pelliccione’ s (2001) research revealed that only through the synergy of university
(organisational) commitment and individual commitment could change take place.
Jacobsen (2002) reported on the Galileo Educational Network Association (GENA) project
conducted at the school and district level within the province of Albertain Canada.

GENA'’ s expert teachers successfully worked in schools in a mentoring capacity with
teachers and students to “co-create new images of engaged learning, technology integration
and professiona development”.

Given the limited amount of systematic research into what constitutes an effective
learning experience for online learners and teachers, it was necessary to extend earlier
studies and investigate how best to prepare educators to teach (and learn) in higher
education online environments. The overall purpose of this research wasto create a
balanced theoretical and practical approach, in the form of aframework which could
effectively support and guide the design of professional development for online educators

and which reflected current literature, and legitimate research outcomes.



1.3 Scope of the Study

1.3.1 Context
The study focused on the work conducted by myself in 2002 and 2003 with a polytechnic
located in Singapore. At thislocation, | acted in a consultative role as project manager and
key facilitator for polytechnic teachers in an online course on designing and facilitating
online learning and teaching.

The Ministry of Education (MOE) in Singapore introduced its Masterplan for IT in
Education in 1997 and concluded the initiative in 2002. The government subsequently
released its 2003-2007 Masterplanl| or “mp2” . The vision of mp2 isthat,

IT [Information Technology] will be pervasively and effectively used to enhance
educational processes and structuresto help realize the ability-driven paradigm. By
leveraging on IT asatool to customize education to meet the different needs and
abilities of our pupils, we will be able to support and develop lifelong learners aswe
work towards the overall vision of Thinking Schools: Learning Nation. (Educational

Technology Division, Singapore Ministry of Education, 2003, Philosophy, 1 4)

In response to the MOE initiative in Singapore, the polytechnic chose to facilitate the
use of technology throughout all facets of the organisation. Management at the polytechnic
decided to include online technology for learning and teaching as part of its strategic plan.
Under its Mobile eLearning (MeL) initiative, the polytechnic was the first in Singapore to
encourage all studentsto have their own notebook computers so that they could study,
interact, participate in online discussions, access Internet resources, submit assignments and
access I nternet laboratories from campus or home. In addition to a high-speed network,
each student has been issued with awireless card which alows them contact to the network
at any access point on campus. The polytechnic has an enrolment of approximately 20,000
and an academic staff of 850. All students are on-campus but the polytechnic expects to
fully integrate e-learning and e-services by 2005.

In 2001, the polytechnic approached the University of Southern Queensland (USQ) and
requested an online, facilitated course for 31 of its teachers, focusing on designing and

facilitating online learning and teaching. The course was delivered via Blackboard, a web-



based L earning Management System (LM S) and was offered over one semester in 2002.
NextEd Ltd, a company which specialised in providing online education infrastructure and
had an office located on the USQ campus, supplied the technological infrastructure and
support to deliver the course to the polytechnic. Data for this study were drawn from the
first offering to polytechnic teachers of this USQ facilitated, online course, and the
successive revision and offering of that course to a second cohort of 26 teachersin 2003.
The context is discussed further in Chapter 3.

1.3.2 Propositions

An apriori assumption in this study was that learning and teaching in an online
environment is different to learning and teaching in traditional educational settings. It was
argued that effective professional development for educatorsto teach in online
environments can be based on the principles of constructivist and transformative learning
theories and should be, in the main, conducted in an online environment.

This study evolved from a need to marry theory to a practical program of professional
learning for educators, and a desire for my work to contribute to productive changein
places of higher learning and in the learning experiences of students, particularly in the
online environment. The extent to which the outcomes of this study might apply beyond the
immediate sample is an important issue. These limitations are addressed later in this
chapter. It is an unrealistic expectation that a proposed framework is relevant to other users
in different educational environments. As new information is discovered and new questions
are raised, “early theories give way to redefined relationships and new generalizations”
(Bell-Gredler, 1986, p. 6). Nevertheless, as an outcome of this study, | propose to
conceptualise and articulate ways of sharing the findings, with the aim of building the
capacity of othersto work in online environments.

| chose this area of study because of the increased use, worldwide, of the Internet for
supporting learning and teaching, and the growing evidence that effective use of the
Internet can significantly improve the educational experiences of learners. My personal
experience and interest as an online educator, as a designer of online learning
environments, and particularly as someone involved in professional development for

educators working in these environments has influenced my topic choice. | continue to look
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for ways that my research, scholarship and teaching practice are connected. | share a belief
with Daley (1997) that these areas are intricately woven into the fabric of our role as
educators of adults. This belief is supported by a conceptual framework for scholarship
proposed by Boyer (1990) who was sponsored by the Carnegie Foundation for the
Advancement of Teaching in the USA to examine academic work within a university
setting. The Carnegie Foundation report proposed that university work be thought of as
having four separate, yet related, functions, these being the scholarship of discovery (what
we most often think of as scholarship, or the pursuit of knowledge for its own sake); the
scholarship of integration (making connections and drawing insights from discrete facts and
findings to interpret, draw together, and bring new insight to bear on original research); the
scholarship of application (which relates to the service role of the academic); and the
scholarship of teaching (not merely atechnical or routine activity, but a highly complex
activity of professional practice) (Boyer, 1990). This approach supports Laurillard’s (2002,
p. 20) proposal that universities must “realign research and teaching and aspire to teaching
methods that help students acquire the skills of scholarship” and must redefine “what
counts as higher learning by moving beyond a curriculum that teaches what is known to
one that teaches how one comes to know”. Thisinvolves moving from an “acquisition”
metaphor, to a“ participation” metaphor (Sfard, 1998, as cited in Fowler & Mayes, 1999, p.
7).

To my knowledge, no previous studies have focused on the complex task of formulating
atransformative approach that is presented in an online environment and that supports
professional development for online educators. This study draws together extant theoretical
viewpoints regarding professional development for educators, and the significance of
learning and teaching in online environments, and proposes an approach to professional
development for online educators. Many assumptions underlying the approach in this study
are compatible with existing theories and approaches for professional development for
educators. However, my study hasimplications for online learning and teaching practice.

Because the study is focused on the online environment, it was fitting to use the Internet
as anintegral component of the activities conducted. The Internet enables the tracking and
recording of many types of online activity. The main sources of datafor this study were

text-based discourses and the transcripts of these interactions were readily captured and
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stored as digital text files. Because of thisinstant transcription, cost and possibility of error

were reduced. Use of the Internet also enabled me to reach a diverse population sample that

may otherwise have been inaccessible due to the constraints of time, cost, and location.

1.3.3 Purpose, Objectives and Scope

The overall purpose of this research was to create an approach, in the form of a

framework which could effectively support and guide the design of professional

development for educators engaged in learning and teaching in higher education, online

contexts. A challenge for this project was how to go beyond the technical and practical.

With thisin mind, my study had six research objectives:

1

To identify the learning theories appropriate for the professional development of
educators (specificaly constructivism, adult learning, and transformation).

To identify the emerging principles of online learning and teaching (online
pedagogy).

To identify the key attributes of current professional development practice for
educators.

Using an iterative, cyclical process, to develop, implement, evaluate, and modify a
professional development course which embodies the principles and practices
identified in objectives 1-3.

To determine the factors which contribute to successful professiona development for

educators engaged in learning and teaching online.

The overall objective was:

6.

To formulate a framework for the design of transformative professiona development
for online educators, based on the devel opmental phases of this study.

The study drew upon extant theory, research, and practice.
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The study explored three areas of literature (see Chapter 2):
1. learning theories, including constructivism, adult learning and, in particular,
transformation theory (transformative learning),
2. learning and teaching in online settings (online pedagogy),
3. professional development for educators,
and reflected upon:
4. feedback and critical reflections from online learnerg/participants, and
5. the experience of several online teachers at USQ.
The core purpose of the study lies at the intersection of the three areas of work and amsto
propose a framework that guides the design of transformative professional development for

online educators. Figure 1.1 illustrates the scope of this study.

1. Learning P 2. Principles of
theories: - online learning &

constructivism, teaching
adult learning,
transformation

A\ 4

QUI“’OS@

ONLINE
DESIGN

/ (online pedagogy)

l

3. Professional development for
educators

Figure 1.1. Scope of the study.

Central to professiona development for educatorsis Cranton’s (1996) tenet that
educators are learners. She observes that the literature “applies equally to usaswe learn
about teaching. What we know about how our learners [learn] will be applied to how we
grow and develop as educators. We too, are adult learners’ (p. 6). King (2003b, p. 13)
supports this perspective by stating that the “ emphasis on the faculty as adult learnersis
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central to the new paradigm for professional development” asit helps us to understand their
needs and experiences better. Professional development should provide new insights,
stimulate critical reflection, and further the development of an educator’ s knowledge of
theory and practice. It isargued that professional development should therefore be
underpinned by Mezirow’s (1991) theory of adult learning - transformation theory.

1.4 Strengths and Limitations of the Study

A number of strengths and possible limitations to the study were identified as:

1. The study focused on the design of an online professiona development course
offered by one Faculty at USQ. However, the course selected for this study did
provide authentic examples of online learning and teaching and did focus on
broadening a collective understanding of best practice to do with professional

development for educators and online pedagogy .

2. The study followed an action research method. A common criticism of action
research isits lack of generalisability, or external validity. To some extent thisisa
legitimate criticism. This study was sourced from one institution outside the
Australian educational system - a Singapore polytechnic. Thisis because the cohort
needed to be “intact” and contained. Therefore, the application of the findings was
restricted to this group. Beyond that, reader generalisability (Merriam, 1998) means
that each reader will relate the findingsto their own existing “picture” of online
learning and teaching in their own educational institution or other context. The fact
that the study was located in both an Australian and an Asian setting may be

considered both a strength and a limitation.
3. Cultura (including linguistic) differences may have had an impact on shared
understanding and meaning of the participants and must be considered as having

some impact on the findings of the study.
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1.5 The Study in Outline

In this study, | collaborated with teachers from a polytechnic in Singapore to build the
capacity of the group in the area of online learning and teaching. The study investigated the
process of professional learning and change associated with the use of online technologies
in an ingtitution of higher education. Chapter 2 reviewsthe literature in this area. Views on
learning and teaching in online environments, and contemporary learning theory
(particularly transformation theory) are presented, along with key recommendations and
justification for particular approaches to professional development for educators. These
have also helped to focus the method and analysis strategies of the research.

Chapter 3 articulates the major issuesinvolved in the choice of research design and
related research methods. This chapter provides arationale for the methods chosen and
describes the participants, the methods of data collection, the types of datathat were
collected and the role of the researcher. For this research study, which is primarily
qualitative in nature, the concepts of vaidity, reliability, and generalisability are discussed.
The exploration of themesinitiated in the literature review continuesin this chapter with
the aim of creating a framework that can support and guide the design of professional
development for online educators. The description and application of a context-specific,
data analysis framework is introduced.

Chapter 4 describes the data analysis phase of the study. This chapter further elaborates
on the impact of the researcher roles, and the effect a contaminating variable has upon the
study. Limitations and issues are highlighted. The themes of learning and teaching in online
settings, professional development for educators in online settings, and transformative
approaches to professional development for educators in online settings provide useful
organisers under which to report the findings of the study.

Thefina chapter (5) articulates away forward, both in terms of aframework for online
design and the principles, practices and contextual considerations which define that
framework. The implications for individual s (educators and learners), and educational
institutions are discussed in light of the demands that they might face in facilitating

transformative professional development experiences for educators engaged in learning and



teaching in online contexts. Areas for subsequent research are explored and the chapter

concludes with areflective “epilogue”.

15
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CHAPTER 2

Literature Review

A word isnot acrystal, transparent and unchanged, it is the skin of aliving thought and
may vary greatly in colour and content according to the circumstances and the time in
which it isused. Oliver Wendell Holmes

2.1 Introduction

The purpose of this chapter isto explore the proposition, through relevant literature, that
the online environment can support a process of learning promoted by contemporary
educational theorists (Jonassen, 1998; Knowles, 1990; Mezirow, 1997) — learning which
Bonk (1999) suggests occursin collaborative, interactive communities where authentic
problems are investigated, meaning is negotiated, and |earners become apprenticed into
their field of expertise. The study islocated within abroad structure of existing theory and
knowledge relating to three themes which were introduced in Chapter 1 (Figure 1.1). These
themes are explored in this chapter by reviewing pertinent literature (see Figure 2.1):

1. theories of learning, including constructivism, adult learning and, in particular,
transformation theory (transformative learning),
2. learning and teaching in online settings (online pedagogy), and

3. professional development for educators.

1. Lear_ning B > 2. Principles of

theorle_zs.: il online learning &
constructivism, teaching
adult Iearnmg, (online pedagogy)
transformation

3. Professional development for
educators

Figure 2.1. Scope of the literature review.
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The first theme incorporates relevant learning theories and the impact of these theories
on the proposed framework for design. Given the relative “newness’ of this research area
(transformative professional development through online education), and the fact that the
theories guiding this area are still in developmental stages, arationale for the chosen
research method aso emerges. The second theme addresses |earning and teaching in online
environments. Focusis on a number of key principles that guide much of the current online
education work globally, and how these principles are applied to the design of the initia
course under investigation in this study. The third theme examines the literature on
professional development for educators which, in this study, acknowledges the need to
provide professional support that reflects the elements revealed in themes 1 and 2. Through
thisreview of the literature, gaps in extant theory and knowledge which require further
investigation are revealed. Opportunities to extend knowledge and theory are provided
through the research processes of the study.

2.2 Theories of Constructivism, Adult Learning, and Transformation
(Transformative L earning)

2.2.1 Constructivism

Jean Piaget (1896-1980) was one of the first theoristsin Western civilisation to explore
learning and knowledge structures with a model that viewed people as the “builders of their
own intellectual structures’. Another who also explored new views on the nature of
learning was Soviet psychologist Lev Vygotsky (1896-1934) who developed “dialectic
theory”, asocial learning perspective that describes how children learn through interaction
and dialogue with socialising agents (such as peers, teachers, parents), that is, viewing
human knowledge as socially constructed. While both Piaget and Vygotsky are prominently
mentioned in most texts as pioneersin the field of constructivist learning (Duffy &
Jonassen, 1992; Wilson, 1996), more recent theorists have extended their work by critically
examining the implications of the learning theory. One of the most notable proponents of
constructivism and the use of technology has been Seymour Papert (1980), who has
extensively discussed and illustrated the power of computers, when combined with

constructivist environments to educate children.
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Various forms of constructivism have emerged in the literature including radical, social,
physical, evolutionary, postmodern, and information-processing constructivism (Steffe &
Gale, 1995). Jonassen (1998) refers to the concepts of individual or personal constructivism
(individuals constructing their own cognitive structures as they interpret their experiences
in different learning situations), and social (learning with and from others) constructivism.
Whether learning is viewed as socially situated or whether it is considered to be an
individual construction hasimplications for the ways in which the learning processis
conceptualised.

For this study, constructivism is based upon the assumption that meaning exists within,
in that learners build from experience and construct their own knowledge and meaning
(they are actively involved in making meaning), rather than relying on external
enlightenment - “an active process of constructing rather than acquiring knowledge” (Hung,
2001, p. 282). Constructivism is also viewed as a process that recognises the role that
society playsin the development of an individual (socia constructivism). It is proposed that
learners construct their own meaning from information and that one way of effectively
constructing that knowledge is through joint construction with other learners.
Constructivism can be considered atheory of learning (how people learn), and an
epistemologica concept (the nature of knowledge — a theory of knowing) that draws from a
variety of fields, including philosophy, psychology, and science. The proponents of
constructivism do not claim to have devel oped earth-shaking innovations in the area of
education; constructivism merely claims to provide a sound conceptua basis for some of
the things that inspired teachers have been doing without theoretical foundation (von
Glasersfeld, 1995).

With the advent of computer-based instruction and the ever-growing capabilities of
technology, researchers and educators are linking constructivism, and the use of technology
with learning. Within the field of instructional design and technology, constructivist theory
has become popular among theorists and practitioners who are creating and studying its
practical applicationsto learning. Many see strong support for the principles of
constructivist philosophy in computer-based learning environments. Use of technology,
particularly the Internet, can provide learning environments, contexts and authentic

“worlds” which students can experience and explore.
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2.2.2 Adult Learning

The principles of constructivism can be argued to be similar to that of andragogy, which
was originally defined as the “art and science of helping adults learn” by the adult learning
theorist, Malcolm Knowles (1975). Knowles, having re-examined his original assertions
about the unique characteristics of andragogy, now believesthat it is not ssimply atheory of
adult learning, but describesit as a situational model for human learning. As with
constructivism, the learner is centrally important to the learning process. Andragogical
principles include the need of the learner to be personally involved in the planning and
evaluation of instruction, the importance of learner experience and relevance to the learner
in providing the basis for learning activities, and a focus on content as process rather than
content as product (the process of learning is of greater value than acquiring the
knowledge). When examining these principles, together with the social context and history
of adult education, one can find many philosophical connections between adult education
theories and constructivism.

Because constructivist learning theory maintains that learning is a process of the learner
constructing meaning from experience, it is congruent with the adult learning concepts of
self-direction, transformative learning, and situated cognition (Merriam & Caffarella,
1999). It also connects directly to beliefs about the central role of learner “experience’ in
adult learning where the focus is on contextualising learning by providing instruction
directly related to the life experiences or the functional contexts of adult learners (Sandlin,
2000).

2.2.3 Transformation Theory (Transformative Learning)

In 1991, Jack Mezirow, in his study of adult learning formally proposed “transformation
theory” and “transformative learning”, the essence of which is grounded in constructivism.
Transformation theory is defined as “atheory of adult learning which attempts to describe
and analyze how adults learn to make meaning of their experience” (Mezirow, 1991, p.
198). In the preface to one of his books on the topic, Mezirow (1991) briefly explains the
history from which his theory emerged:

My approach to transformation theory has asits current context . . . constructivism,

critical theory, and deconstructivism in social theory and in al of the social sciences,
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law, literature, and art. Transformation theory also grows out of the cognitive
revolution in psychology and psychotherapy instigated by scores of studies that have
found that it is not so much what happens to people, but how they interpret and
explain what happens to them that determines their actions, their hopes, their
contentment and emotional well-being, and their performance. (p. xiii)
Ten phases of transformative learning were identified by Mezirow based on a national
study of women students returning to higher education (Taylor, 1998). The phases were:
1. A disorienting dilemma.
Self-examination with feelings of guilt or shame.

A critical assessment of assumptions.

Eal N

Recognition that one’ s discontent and process of transformation is shared and that
others have negotiated a similar change.

Exploration of options for new roles, relationships, and actions.

Planning of a course of action.

Acquisition of knowledge and skills for implementing one’s plans.

Provisionally trying out new roles.

© o N o O

Building of competence and self-confidence in new roles and rel ationships.

10. A reintegration into on€e’ s life on the basis of conditions dictated by one's new

perspective.

Mezirow’s (1991) theory has also been influenced by the work of theorists Karl Popper and
Paulo Freire. Popper focused on the generation of knowledge in that “new knowledge
involves a negation and transformation of past beliefs’, an ideathat Mezirow espoused in
his theory of transformation. Freire (1972) asserted that the major goal in education isto
develop conscientizacao (conscientization), or critical consciousness raising, by which
adults “ achieve a deepening awareness of both the sociocultural reality which shapes their
livesand . . . their capacity to transform that reality through action upon it” (Mezirow,
1991, p.40). Freire' s focus was more concerned with social transformation and social and
political liberation and activism, rather than persona transformation or individual change as
promoted by Mezirow (King, 2003b). Freire’ s goa was emancipation through education
where people would develop atheory of existence which views people “ as subjects, not

objects, who are constantly reflecting and acting on the transformation of their world so it
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can become a more equitable place for al to live” (Taylor, 1998, p. 16). Mezirow also gives
specific credit to the philosopher and critical theorist, Jurgen Habermas (1984), whose
theory of communicative action “provides the social theoretical context for the
transformation theory of learning” (Mezirow, 1991, p. 7). Habermas' view of
communicative rationality (where persons use language to reach democratic, cooperative
agreement based on mutua understanding), influenced Mezirow’ s interpretation of critical
reflection (Taylor, 1998).

According to Mezirow, all meaning is based on the learner interpreting experience, with
the critical dimension of an adult’ s learning being reflection, or the process of validating
ideas and assumptions based on prior learning. He believes the role of the educator isto
help the learner focus on, and examine, the assumptions that underlie their beliefs, feelings
and actions, assess the consequences of these assumptions, identify and explore aternative
sets of assumptions, and test the validity of assumptions through effective participation in
reflective dialogue. Mezirow (1991) states that transformative educators should help others,
and perhaps themselves, to move towards a fuller and more dependable understanding of
the meaning of mutual experiences. Transformation theory may be viewed as a subset of
constructivism within adult education. Grabov (1997) further redefined Mezirow’s view of
transformative learning by adding that learning is an intuitive, creative, and emotional
process. This “inner journey” was also explored by Boyd (1991) whose model of
transformation is grounded in the work of Carl Jung. Boyd' s view of transformative
learning is of ajourney of “individuation” defined as alifelong process of coming to
understand through reflection the psychic structures of ego, shadow, persona, and collective
unconscious that make up one’ sidentity (Taylor, 1998).

Catalysts for transformative learning, according to Mezirow (1997) are “disorienting
dilemmas’, situations that do not fit one's preconceived notions. These dilemmas prompt
critical reflection and in the event of a new experience, our existing meaning perspectives
(our central meaning structures) “act as a sieve through which each new experience is
interpreted and given meaning” (Taylor, 1998, p. 7). The interpretation of this new
experience may either reinforce existing perspectives, be rejected, or an existing meaning
perspective may be transformed to accommodate the new experience. Transformative

learning involves reflectively transforming the beliefs, attitudes, opinions, and emotional
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reactions that constitute our meaning schemes. Cranton (1996) observes that no other
person can teach someone self-awareness, athough another person can challenge, question,
support, and otherwise foster the process. Because transformative learning involves
challenging underlying assumptions, beliefs, and values that we have acquired through our
life experiences, it must essentially be directed by the self.

The concept of a“dilemma’ leading to “disorientation” (Mezirow, 1991) is not a new
one. In Dewey's (1933) work, he declared that the capacity to reflect isinitiated only after
recognition of a problem or dilemma and the acceptance of uncertainty. The “dissonance”
created in understanding that a problem exists engages the reflective thinker to become an
active inquirer, involved both in the critique of current conclusions and the generation of
new hypotheses. Dewey believed that traditional reinforcement of information only led to
superficial learning. He believed the educator to be responsible for creating learning events
in which the learner is presented with problematic situations that he/she would be
motivated to solve by learning. According to Dewey, learning was driven by the learner's
sense of “disequilibrium” (cognitive dissonance) when confronted with new experiences
and idesas, rather than by reinforcement of existing ideas. If real growth isto occur, the
learner must want to learn and be active in the learning process. The theoretical concept of
disequilibrium is at the heart of the work of many developmental theorists such as Bruner
(1960), and Piaget (1952).

What Dewey (1933) refersto as “ perplexity, hesitation, doubt”, Greene (1975) calls
“dislocations’, Brookfield (1987) refersto as“inner discomforts’, and Larrivee (2000)
identifies as “inner conflict” or “inner turmoil”, parallel transformation theory’s
disorienting dilemmas. Greene (1975) believes that alearner’s central concern iswith
“ordering [or bringing harmony to] his own life-world when dislocations occur” (p. 307) —
when the learner experiences “moments when the recipes he has inherited for solving
problems no longer seem to work”, or when “what was once familiar abruptly appears
strange”’ (Greene, 1997, p. 142) . The failure of recipe learning often leads to critical
reflection and perspective transformation (aworld view shift), amove “beyond what she
has been” (Greene, 1997, p. 139). She notes that “it is at moments like these that the

individual reaches out to reconstitute meaning, to close the gaps, to make sense once

again’.
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L earning becomes,
amode of orientation - or reorientation - in a place suddenly becoming unfamiliar . .
.[and] .. .if heisto learn, he must identify what is questionable, try to break
through what is obscure. Action is required of him, not mere gazing; praxis, not
merereverie. .. Only with the ability to be reflective about what he is doing will he
be brave enough to incorporate his past into the present, to link the present to a
future. (Greene, 1975, p. 308)

Greene (1988) refersto VirginiaWoolf’ s book, Moments of Being and makes reference
to Woolf experiencing certain shocks or “exceptional moments” which ended in a sense of
powerlessness. However, when Woolf was able to find a reason, she found she was “ not
powerless, | was conscious...that | should in time explainit” (Woolf, 1976, p. 72, as cited
in Greene, 1988, p. 183). Woolf came to realise that such sudden shocks were welcome and
she supposed that the shock-receiving capacity is what made her awriter. Greene (1988, p.
183) observesthat “it may well be that the same capacity is what makes people students
and, in time, reflective practitioners’. Greene (2001, p. 116) describes the experience as a
“sense of surprise. . . an acute sense that things may look otherwise, feel otherwise, be
otherwise than we have assumed”, and that suddenly the world may seem new with new
possibilities to be explored. However, the significance of these exceptional, inner
discomforts and dislocations, is of no consequence if issues of safety and trust in the
learning setting have not been considered (King, 2003a). Disorienting dilemmas must be
carefully monitored to ensure that their impact does not result in negative outcomes for the
learners. It is one thing to be disoriented but to have a“ compass’ or “map” on hand; it is
another situation entirely to be totally lost without any support or guidance.

Brookfield (1990, as cited in Cranton, 1994, pp. 16-18) has observed that,

adults can be particularly tenacious in holding on to their beliefs . . . routine, habit,

and familiarity are strongly appealing and for some, the conduct of life is a quest for

certainty, for asystem of beliefs and a set of values. . . that they can adopt and

commit to, for life.
These beliefs and values tend to be areflection of one's cultural and psychological
assumptions. Adults will resist contradictions to their beliefs and will deny discrepancies

between new learning and previous knowledge which may have provided “arationalization
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for an often irrational world” (Taylor, 1998, p. 6). In response to a challenge to their
assumptions, many learners entrench themselves even more firmly in their belief system
and become hostile or withdrawn in the learning environment. Assumptions give meaning
and purpose to who we are and what we do. Becoming aware of the implicit assumptions
that frame how we think and act is one of the most perplexing (and enlightening)
intellectual challenges we may face (Brookfield, 1995b). It is also something we
instinctively resist, for fear of what we might discover. Who wants to clarify and question
assumptions one has lived by for a substantial period of time, only to risk finding out that
they don’t make sense?

2.2.4 Application to Online Contexts

When taking into account the literature on transformation theory, and the characteristics
of transformative learning, there is an indication that online educational settings offer an
environment conducive to thistype of learning. Jacobsen’s (2002) study, which focused on
the adoption of the use of technology by school-based educators used Rogers' (1995)
model of the innovation-decision process. Rogers (1995, p. 163) model, consisting of five
stages outlines “ a process through which an individual passes from first knowledge of an
innovation, to forming an attitude toward the innovation, to deciding to adopt or reject, to
implementation of the new idea, and to confirmation of this decision”. These stages were
described by Jacobsen (2002) as knowledge, persuasion, decision, implementation, and
confirmation stages, are relevant to the adoption of online approaches to teaching and
learning, and appear to align with Mezirow’ s stages of transformative learning.

Two writers who have had particular influence on this study and who strongly support
and promote transformative learning in all educational settings (including online) are
Patricia Cranton and Kathleen King. Cranton (1994, p. 22) writes that transformation
theory has evolved into “a comprehensive and complex description of how learners
construe, validate, and reformulate the meaning of their experience’. King (2003b, p. 33)
further explains that transformational learning theory is“an educational theory that explains
how adults [can] have learning experiences that profoundly change their frame of reference,
or worldview”. King's (2003b) stages of the journey of transformation in her work on

technology adoption and use in higher education settings, are presented as:
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1. Fear and uncertainty (hesitant, fearful, uncertain, embarrassed, nurturing needed).

2. Testing and exploration (beginning confidence, testing, exploring, guidance,
challenges).

3. Affirming and connecting (affirming, connecting technology with education,
connecting learning experiences).

4. New perspectives (vision, new perspectives of teaching, new connections, new
strategies).

The challengeto an individua’slong held beliefsis particularly relevant to this study as

it explores the journey of experienced higher education teachers moving into anew realm

of learning and teaching — that which occursin online settings.

2.2.5 Concepts and Principles of Transformative Learning

The concepts evident in transformative learning have been topics of research and theory
building in the field of education for some time (Boyd, 1991; Boyd & Myers, 1988; Freire,
1972) and have evolved into “acomprehensive and complex description of how learners
construe, validate, and reformul ate the meaning of their experience”" (Cranton, 1994, p. 22).
These concepts can be discussed with a view to applying them in online contexts. The
process of transformative learning is not lock step nor rigid and involves a progressive
critical examination of beliefs that may previously have been unexamined and
unquestioned, to facilitate the development of “aframe of reference that is more inclusive
of diverse understandings, perceptions, and even realities’ (King, 2003a, p. 86). It has been
noted that the process of transformative learning islikely to occur aslearners“engagein
discussing the changes in perspective, considering new possibilities, and exchanging
insights’ (King, 20033, p. 86). King (2003a, p. 88) also remarks on the impact that
“hardship and sacrifice” can have in stimulating transformative learning experiences and
recounts how learning dilemmas in the lives of individuals can lead to life-changing
experiences and significant changes in perspective and action.

The main concepts in the theory of transformation focus on critical reflection, centrality
of experience, learner-centredness, and rational discourse (in contrast to everyday
discussions) (King, 2003a; Taylor, 1998). According to the tenets of transformative

learning, adult learners who are educators need to be reflective, critical thinkerswho are
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open to other perspectives and accepting of new ideas. Dialogue with othersis crucial.
Transformative learning and transformed practice involve critical self-reflection: an
articulation of assumptions about practice and a questioning of those assumptions. Critical
reflection can lead to changes in one’ s perspective on practice, or it can serveto confirm
current practices.

When an individual finds that their assumptions are invalid or constraining and revises
those assumptions, transformative learning takes place. Real change and growth in our
practice is an ongoing process of examining and questioning our assumptions, values and
perspectives. Cranton (1996, p. 95) observes, “We need to move beyond tinkering with
teaching and consider our fundamental beliefs and philosophies’. Mezirow (1991, p.117)
notes, “fostering reflective and transformative learning should be the cardinal goal of adult
education”. According to Cranton (1996), if educators are to turn their reflection on their
practice into transformative learning about their practice, many conditions need to bein
place — seeing that the “old ways’ simply do not work, a critical examination of the origin
of beliefs must occur, the educator must be ready to change, support must be available from
the organization and others, an alternative is possible, and a freedom from constraints can
be achieved. By engaging in critical reflection on practice, the educator becomes a model
for learners and develops an informed theory of practice. Rational discourse is “the medium
for critical reflection to be put into action, where experience is reflected upon and
assumptions and beliefs are questioned, and where meaning schemes and structures [may
be] transformed” (Taylor, 1998, p. 11).

Many educational theories which focus on critical reflection are based on the work of
Dewey (1933) who emphasised the importance of critical and reflective thinking, and the
vital role education should play. These ideas are as applicable today asthey are applied to
learning in online settings. Dewey indicated, “while we cannot learn or be taught to think,
we do have to learn how to think well” (Dewey, 1933, ascited in Boud & Walker, 1998, p.
191). He defined reflective thought as the “active, persistent, and careful consideration of
any belief or supposed form of knowledge in the light of the grounds that support it” and
believed that once begun, reflective thought should be a “conscious and voluntary effort to
establish belief upon afirm basis of reasons’ (Dewey, 1933, p. 6). According to Dewey,

reflective thinking required a continual evaluation of beliefs, assumptions and hypotheses
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against existing data and against other possible interpretations of the data. Resulting
decisions remained open to further scrutiny and reformulation. Engaging in critical
reflection brought commonly-held beliefs into question. Beliefs are convictions we hold
dearly, having confidence in their truth, while acknowledging they are not susceptible to
proof. Our beliefs shape our identity; hence shedding a dearly-held belief shakes our very
existence. For example, if ateacher triesto shed the belief that the teacher must be in
control to be effective, it means revealing uncertainty and vulnerability (Larrivee, 2000).

Larrivee's (2000) interpretation of the process of critical reflection is represented in
Figure 2.2.

LEVEL 4
DBecision Making
SRATEOES F PR

Eigrveniions, spesi Echpdors

LEVEL ¥
Interpretive
DE&ILY FRACTICE
Paiheres of arrengerg B, moles,
bupge leceractions

LEVEL 1

Framewerk

LN DETEI RS FRIMCIFLES
Cugniing bamewart: for belies o

LEVEL |
Philosophical
COE BELEFS
Ve W smeanivgs, aibics

Figure 2.2. Larrivee' s (2000) multi-level process for self-reflection.
(Source: Larrivee, B. (2000). Transforming teaching practice: Becoming the critically
reflective teacher. Reflective Practice, 1(3), p. 302).

Larrivee (2000) explains that one’ s philosophy of life embodies core beliefs which govern
all other levels and activities. Examining core beliefsisa critical aspect of self-reflection.
Becoming areflective practitioner requires teachers to face deeply rooted personal attitudes
concerning human development in terms of human nature, human potential and human
learning. Level 2 of Larrivee'smodel (“Framework”) suggests a person’ s way of
organising basic beliefs including the theories subscribed to by that individual. An

individual’s “framework” enables the person to attach meaning to what is happening. The
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next level represents how the underlying principles of an individual’ s framework are put
into practice and where beliefs and theories influence how an individual behaves. The last
level represents single acts of behaviour based on moment-by-moment decision making.
Reflective practitioners challenge assumptions and question existing practices, thereby
continuously accessing new lenses to view their practice and alter their perspectives. Asde
Chardin commented in 1955, “reflectioniis. . . the power acquired by a consciousness to
turn in upon itself...no longer merely to know, but to know oneself; no longer merely to
know, but to know that one knows” (p. 164).

Larrivee' s (2000) work has similar concepts to that of Mezirow’s (1991) description of
transformative learning. She proposes a structure for understanding the development of a
critically reflective teacher which can be applied to reflective practice in online educational
settings. The structure consists of 3 stages:

1. Current Practice — examination, questioning, challenging, desire for change.
2. Fear —struggle, inner conflict, surrender, uncertainty, chaos.
3. Transformation — perceptual shift, reconciling, personal discovery, new practice.
Larrivee (2000) notes that,
... our operating values steer how we behave on adaily basis to pursue educational
goals and student outcomes. They also define the lines we will and will not cross.
Values are our ideals, hence they are subjective and arouse an emotional response . .
. We develop mental habits, biases and presuppositions that tend to close off new
ways of perceiving and interpreting our experiences. (p. 296)
Although emphasising the importance of experience, she cautions that we must be aware
of its* potential for distortion” because of its cultural and personal biases.

When education islinked to transformative learning, it results in an autonomous and
developmental learning process where learners exhibit the following characteristics — co-
operation, mutual respect, individual creativity, flexibility, rational criticism, inner-
directedness, and independence. These characteristics are appropriate for learning in
online environments. The major descriptors of the theory include emancipation,
autonomy, critical reflection, equity, self-knowledge, and participation. Transformative
learning involves an individual reflectively transforming the beliefs, attitudes, opinions,

and emotional reactions that constitute meaning schemes. However, proceeding through
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this process may not be easy. There may be quite a distinction between what we profess
to believe in, and our valuesin action - those which actually guide our behaviour (Senge,
Kleiner, Roberts, Ross, & Smith, 1994).

Associated with transformative learning is emancipatory learning, which has
continued to be agoal of adult education, including adult learning in online educational
contexts. Emancipatory learning is the process of removing constraints - of freeing
ourselves from forces that limit our options and our control over our lives, forces that
have been taken for granted or seen as beyond our control. Mezirow (1990, p. 18) defines
emancipatory education as “an organized effort to help the learner challenge
presuppositions, explore alternative perspectives, transform old ways of understanding,
and act on new perspectives’. According to Cranton (1994), the educator may try to
foster emancipatory learning, but it may not occur - the learner must be ready to question
basic assumptions. She notes, “emancipatory learning is a difficult and often painful
process’ (p. 7).

Little of what adults want to and need to learn involves revisions of basic assumptions
and beliefs or transformations of perspectives. Mezirow (1991, p. 223) explains, “not all
learning is transformative. We can learn smply by adding knowledge to our meaning
schemes or learning new meaning schemes...and it can be a crucially important
experience for the learner”. King (2003a, p. 87) supports this view by noting, “in
providing transformative learning opportunities, we need to delicately balance the value
we place on transformative learning and the learner’ s decision whether or not to pursue
it”. Dirkx (1998, p. 11) notes that it would be “naive and silly for us as educators to think
... we can dways foster transformation” and “persons will sometimes experience
learning as transformative in spite of our actions’. However, if education isviewed as the
means by which individuals and societies are shaped and changed, the fostering of such
learning should remain a critical aim of adult education in all learning contexts.

Self-directed learning is an important component of transformative learning. The
individual chooses to examine his or her practice and retains control over the process, in
particular how they set their own learning goals, select their own learning methods, and
evauate their progress (Brookfield, 1995a). Becoming self-directed learners can involve

reconsidering and perhaps changing beliefs and assumptions about education. Cranton



30

(1996) notes that Brookfield (1986) led this shift in thinking with his book Understanding
and Facilitating Adult Learning. Cranton (1996, p.ix) observes that Brookfield,
“challenged the notion that educators assume the role of *automatons’ meeting the
expressed needs of self-directed adults, a notion that then had had a stranglehold on
practice, theory and research for decades’. In 1987, Brookfield wrote Developing Critical
Thinkersthat further contributed to the field by providing a practical guide to stimulating
alternative ways of thinking and learning. Candy (1991) also contributed to our
understanding of self-directed learning with his analysis and integration of philosophical,
theoretical, and research-based views of self-directed learning. If educators experience a
situation where control is delegated to them, there may be resistance because they wish to
“hear from an expert”. Moving from instructor-centred or subject-oriented learning to
self-directed learning is an important transition that requires support and scaffolding
along the way. The challenges associated with becoming a self-directed learner are
particularly relevant for the goals of this study.

Adults should gain personal autonomy in their development as learners and as
educators. Candy (1991, p. 113) writes that “an autonomous person is able to assent to
rules, or modify or reject them, if they are found wanting”. An educator who is able to
agree to rules, and modify, or reject them is an educator who is open to questioning and
modifying his or her own assumptions, values, and beliefs about practice. Candy (1991, p.
118) summarises the characteristics of heteronomy and autonomy. The features of
heteronomy include egocentrism, unilateral respect, conformity, rigidity, blind faith in
authority, other-directedness, and dependence. Characteristics of autonomy include
cooperation, mutual respect, individual creativity, flexibility, rational criticism, inner-
directedness, and independence. Mezirow (1997, p. 11) considers that the goal of adult
education is“to help theindividua become a more autonomous thinker by learning to
negotiate his or her own values, meanings, and purposes rather than to uncritically act on

those of others’.
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2.3 Learning and Teaching in Online Settings - Principles of Online
Pedagogy

One of the propositions of this study is that the online setting appears to offer a context
that can support quality learning environments as described in Section 2.2. A research
project titled Online Teaching and Learning in Higher Education: A Case Study (Postle et
al., 2003) explored the emergence of online learning and teaching in higher education and
traced the adoption of flexible learning approaches at the University of Southern
Queendand (USQ). Thereport revealed that thereis a belief amongst some at USQ that an
online pedagogy, supported by appropriate online instructional design exists. To date,
however, this online pedagogy has not been articulated in any recognised, formal way.
Postle et al. (2003, p. 24) state that aformal expression of online pedagogy might be
considered “the holy grail, an elusive, but cherished prize that might solve the dilemmas
and contradictions of online education”.

Steeples, Jones, and Goodyear (2002) have stressed that they have not been able to
articulate an ideal online pedagogica framework, rather “the point is to suggest the kind of
architecture that such conceptual entities ought to have’ (p. 331). In the USQ Faculty of
Education, preliminary work has been conducted on developing a “ pedagogical
framework” to guide the work of educational practitioners. This framework has not been
extended to include online pedagogy but many of the principles evident in the existing

framework provide a firm platform for such considerations.

Based on the insights and methodol ogical approaches derived from scholars
(researcherd/practitioners) working in the field of online learning, and by reflection on
practice, the researcher has extracted a number of key principles that guide much of the
current online work globally (Anderson & Elloumi, 2004; Gunawardena & Zittle, 1996;
Kimball, 1998; King, 2003b; Liber, 2000; Wenger, 1998). The principles defined in this
chapter reflect the view that “good teaching is good teaching” (Ragan, 1998) or “an
excellent e-teacher is an excellent teacher” (Anderson & Elloumi, 2004, p. 290) because the
researcher believes that there are enduring premises about good teaching which transcend

all learning and teaching approaches and contexts. These principles are al'so consistent with
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what is known about the needs of adult learners (Knowles, 1990), and the principles of

transformative learning (Mezirow, 1991). The key principles are:

1

An effective, cohesive electronic community (e-community) of learners should be
established with a strong sense of “ presence”.

Learning should be situated through the provision of authentic, meaningful
activities and timely feedback.

3. Critical reflective practiceis crucid to the learning process.

4. Learning should be interactive, collaborative and social with the learner central to

S.

the learning process.

Dynamic, lifelong learning opportunities must be encouraged and supported.

These principles seem to offer a“friendly” context for transformative approaches to

learning and teaching, and have guided the design of the course (Design 1) that is the focus

of theinitial part of this study (described in Chapter 3). An elaboration of these principles

follows.

2.3.1Principle One: An Effective, Cohesive e-Community should have a

Strong Sense of “ Presence”

The importance of developing an el ectronic community (e-community) of learnersis

based upon assumptions as to what matters about learning and what is the nature of

knowledge, knowing, and knowers. Four premises have been identified by Wenger (1998)

and they are that:

1

Learning is fundamentally a social phenomenon which reflects our own deeply
socia nature as human beings—that is, we are social beings.

Knowledge is a matter of competence with respect to valued enterprises, for
example, singing in tune.

Knowing is amatter of participating in the pursuit of such enterprises, that is, of
active engagement in the world.

Our ability to experience the world and our engagement with it as meaningful is
ultimately what learning is to produce.
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The term “practice” is sometimes used as an antonym for “theory”. Wenger's (1998) use of
the term,
... does not reflect a dichotomy between the practical and the theoretical, ideals and
reality, or talking and doing. Communities of practice include all of these, even if
there are sometimes discrepancies between what we say and what we do, what we
aspire to and what we settle for, what we know and what we can manifest. We al
have our own theories and ways of understanding the world, and our communities
of practice are places where we develop, negotiate, and share them. (p. 48)

Thereis aneed to shift the mindset from focusing on training teachers to manage
technical and administrative aspects of online learning and teaching, to recognising that
online technology has the potential to support communities of learners in the socia activity
of learning, and to provide an environment that supports transformative learning. A sense
of community in learning is an important element because learning is a matter of belonging
aswell asanintellectual process, involving the heart as well as the head (Wenger,
McDermott, & Snyder, 2002). The concepts of “presence” (often referred to as “social
presence”’) and “ambience” are considered by many as essential elements of a successful
online learning community (Gunawardena & Zittle, 1996; Kimball, 1998). Kimball (1998)
stresses the importance of the use of “metaphors’ and the creation of ambience to engender
the concept of “community” and shared understanding of space. Kimball also mentions the
importance of managing “culture” in an online environment and the need for aclear role
definition from the outset. Are the participants peer learners? Team members? Neighbours
in alearning community? Travellers on ajourney together? What are the expectations of
the teacher? Expert? Supporter? A guide to other resources? Navigator? Pelz (2004, section
C, 12) defines social presence in an online environment as the situation where “ participants
help establish a community of learning by projecting their personal characteristicsinto the
discussion - they present themselves as ‘real people’”. He outlines three forms of social
presence:

1. Affective - expression of emotion, feelings, and mood.

2. Interactive - evidence of reading, attending, understanding, thinking about other's

responses.



3. Cohesive - responses that build and sustain a sense of belonging, group

commitment, or common goals and objectives

Garrison, Anderson and Archer (2000) devel oped a conceptual model of online learning
that focuses on the learning and teaching transaction. They refer to it asa*community of
inquiry” model with teachers and learners as the key participants in the educational process.
The model proposes that deep and meaningful learning occurs through the interaction of
three components: social presence (the ability of learners to project themselves socially and
affectively into acommunity of inquiry), cognitive presence (ability to construct meaning
through sustained communication), and teaching presence (ability to design and manage
learning sequences, provide subject matter expertise, and facilitate active learning). These
concepts align closely with the principles of transformative learning. A clear understanding
of the different roles and relationships of online participants guides behaviour in the e-
community. Hung and Chen (2001, p. 5) suggest that online learning may be a possible
platform for situated or contextual learning which is fundamentally “not constrained by
specific locations and classrooms but can be infused into varying learning situations’. They
also note that,

... knowledge lies less in databases than in people... The more creative we can get in
connecting people through the Internet, the larger the pool of diverse expertise we can
rally...learning is about dialoging in matters that we need to understand or that trouble
us. not just dialoging with anyone, but with those who can challenge us, those who
can provide us with adifference. (Hung & Chen, 2001, p.10)

2.3.2 Principle Two: Learning is Stuated, Authentic, Meaningful and Timely
The concept of situated learning - that “knowledge is created and made meaningful by

the context in which it isacquired” (Farmer, Buckmaster, & LeGrand, 1992, p. 46) - is
embedded in the learning theories of constructivism and transformation, which are explored
previoudy in this chapter. Situated learning, as Jonassen (1994) explains, is learning that
occurs when students work on authentic and realistic tasks that reflect the real world and
are guided by expert practitioners. Studies of differencesin the performance of novices and
experts (Billett, 1993) demonstrate that experts organise their base of constructed

knowledge in order to recognize patterns and solve problems in new situations. Through
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experience, experts amass a rich index of cognitive structures that they can easily recall and
use. A method for helping novices to acquire expertise is cognitive apprenticeship (Brown,
Collins, & Duguid, 1989). In cognitive apprenticeship, experts model the strategies and
activities needed to solve problems, and coach learners with appropriate scaffolds (physical
aids and supporting materials), gradually decreasing assistance as, through continued
practice, learners internalise the process by constructing their own knowledge base and
understanding.

Skills and knowledge are best acquired in context. Previoudly it was thought that in
order to make skills and knowledge more generalisable, most learning should be general
and separated form the context of everyday life. Now, however, many researchers argue
that context is critical for understanding and thus for learning, for context gives meaning to
learning. The task for educatorsis to create multiple meaningful contexts for learning, so
that learners can have the experience of applying knowledge in avariety of contexts, and to
form their own means of transferring skills form one context to another (Lave & Wenger,
1991). If knowledge is decontextualised, then it becomes, as described by Jonassen (1994),
inert, and the student learns anew concept but is unable to utilise it because there isno
realistic context for its use. Boud (1999) promotes the idea that much academic
development takes place informally in locations where academics spend most of their time:
in departments, professiona settings, and research sites. He recommends that formalised
approaches to academic development should also be located “ primarily in sites of academic
practice” (1 3). Laurillard (1996), however, draws our attention to the terms “first order”
and “second order” constructs and explains how it is difficult in some knowledge areasto
provide “authentic experiences’ and that teaching at timesis “mediated learning — allowing
students to acquire knowledge of someone else’s way of experiencing the world” (p. 29).

From the literature on situated learning, authentic activity, and constructivism,
Herrington et al. (2000) have identified nine characteristics to guide the design of online
learning environments. In describing these characteristics, they stress the importance of
using authentic contexts, authentic activities with real-world relevance, and authentic

assessment in online pedagogy.
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Herrington et al. (2000) note that,
... the[online learning] context needs to be all-embracing, to provide the purpose
and motivation for learning, and to provide a sustained and complex learning
environment that can be explored at length. It needs to encompass a physical
environment which reflects the way the knowledge will be used [and] to provide the
opportunity for studentsto be effective performers with acquired knowledge, and to
craft polished, performances or products in collaboration with others. It also requires

the assessment to be seamlessly integrated with the activity . . . (pp. 7-9).

2.3.3 Principle Three: Critical Reflective Practiceis Crucial to the Learning
Process

Critical reflective practice, asdiscussed in Section 2.2.5, lies at the heart of the
contemporary learning theory of transformation. Donald Schon (1991) suggested that the
capacity to reflect on action so as to engage in a process of continuous learning was one of
the defining characteristics of professional practice. He argued that the model of
professional training which he termed “technical rationality” - of charging students up with
material in training schools so that they could apply it when they entered the world of
practice - has never been a particularly good example of how professionals “think in
action”, and is quite inappropriate to practice in today’ s learning organisation and global
environment. To be able to reflect in action (while doing something) and on action (after
you have done it) should be important features of any learning activity. Schon (1991)
observes that every practitioner continually makes judgments while in action and these
judgments are often intuitive, and based on a continuously changing set of criteriaand
circumstances. Critical reflection refers to “questioning the integrity of assumptions and
beliefs based on prior experience” (Taylor, 1998, p. 9).

Some literature (Boud & Walker, 1998; Brookfield, 1987; Tennant & Pogson, 1995)
suggeststhat critical reflection isthe key to learning from experience. Educators learn
about teaching by talking about their experiences, becoming aware of the assumptions and
expectations they have, questioning these assumptions, and possibly revising their
perspectives. This processis considered by many in the field of adult education to be the
basis of an educator’ s development. Sparke & Skoyles (1998) suggest that the value of the
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process of reflection isits ability to unearth hidden feelings, values and agendas with the
possibility of increasing understanding of the self in relation to the wider political, socia
and institutional context within which professional action takes place.

In order to understand this process, we need to observe what we do, critically question
ourselves, and reflect on our actions within our own context (Cranton, 1996). Atherton
(2002) argues that “real” reflective practice needs another person as mentor or professional
supervisor, who can ask appropriate questions to ensure that the reflection has purpose and
direction. Mezirow (1991) seesreflection, critical reflection, and critical self-reflection as
the distinguishing characteristics of adult learning and central to his theory of
transformative learning (Dirkx, 1998). Mezirow (1991) noted that:

Even more central to adult learning than elaborating established meaning schemesis
the process of reflecting back on prior learning to determine whether what we have
learned isjustified under present circumstances. This [reflection] isacrucial
learning process often ignored by learning theorists. (p. 5)

Thisis supported by Laurillard (2002) who believes that teachers have to develop their
model of the learning process well beyond the traditional “transmission model” and be
reflective practitioners involved in transformative learning practices. Laurillard (2002,
p.20) observes that education has tended toward a skills-driven product in the past at the
expense of promoting reflective, thoughtful, engaged teachers and learners. The result has
been “individuals unprepared to be practical change agents during atime of needed
change.” Cranton (1996) suggests that the educator who engagesin critical self-reflection
on practice and questions that practice almost inevitably modifies that practice. She
believes that an educator who is not critically self-reflectiveis not likely to stimulate
critical reflection practices among their own learners. Larrivee (2000, p.293) believe that
unless teachers engage in critical reflection and ongoing discovery they stay “trapped in
unexamined judgments, interpretations, assumptions and expectations’. She also stresses
that “critical reflection isnot only away of approaching teaching —it isaway of life”
(Larrivee, 2000, p. 306). Sparke and Skoyles (1998) make the point that:

All teachersthink about their practice, whether in the form of general musings on
the way home from school or for the purpose of seeking to influence their future

actions, but focusing reflections, injecting criticality and challenging oneself in
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order to effect change, requires a disciplined approach and conscious attention to
the process itsalf. (p. 2)
This significant evidence in the literature of the value of critical reflection has strongly

influenced the design of the courses under review in this study.

Use of Critical Incidents

Theidentification and analysis of significant episodes or “critical incidents” provides
learners with an effective strategy for operationalising the concept of critical reflection
(Brookfield, 1994; Killen & McKee, 1983; Tripp, 1993). Tripp (1993, p. 8) observes that,
“acritical incident is an interpretation of the significance of an event. To take something as
acritical incident is avalue judgment we make, and the basis of the judgment is the
significance we attach to the meaning of the incident”. The use of critical incidents strongly
supports the contemporary theories of constructivism and transformation, which seem to be
well suited to online methods of learning and teaching. Tripp suggests that by focusing
their attentions on such incidentsin a structured and analytical way, teachers can develop
their own “grounded theory”, in that they can theorise about aspects of their practice rather
than trying to apply academic theory to their experience. It provides an approach to the
investigation of practice and the enhancement of professiona judgment. Tripp perceives
that thisis avery powerful technique if reinforced by the processes of action research (data
gathering, wider reflection, action and evaluation), asisthe case in this research study.

Tripp (1993, as cited in Sparke & Skoyles, 1998, p. 2) suggested a 4-step approach to
the analysis of acritical incident:

1. Describe an incident from professiona experience e.g., an event in a synchronous
chat activity, an interchange with afellow learner. The suggestion isto choose
something interesting, annoying, inspiring, thought-provoking, challenging, or
typical.

2. Suggest an explanation within an immediate context.

3. Ask questionsthat delve deeper into the meanings behind the incident, such as
different ways of thinking about the incident, consideration of personal theoretical
approaches and values that influence judgement.

4. Consider the implications thisincident might have for future practice.
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Brookfield (1995a) has applied the critical incident method in trying to help studentsto
think over what they really mean by learning and give learners an opportunity to focus on
their own experiences. Brookfield (1995a) believes that the critical incident techniqueis
especially appropriate for teachers or individuals who are interested in developing learning
of others. Before asking othersto learn or think, teachers should be aware of their own
assumptions (Soini, 2000). Burgum and Bridge (1997) describe their use of critical
incidents with midwifery students to work through events occurring in everyday clinical
practicein order to explore professional judgement through reflection, interpretation,
opinion and wisdom. Brookfield (1994, p. 192) indicates that learners tend not to be
intimidated by being asked “to talk about eventsin their own lives. . . about which, after
all, they have more knowledge than anyone else”.

Herrington and Oliver (2002) describe the application of reflective activity in an online
program, a Graduate Certificate in Online Teaching and Learning offered by their
institution. They suggest that the inclusion of reflective practice in online learning

... enables teachers to encourage a process for examining past and reframing future
actions, to assist students to engage in a cycle of reflection and action, and ultimately,
to enhance the chances of those students to become lifelong learners. (p. 319)
Williamson and Nodder (2002, Conclusion section, 1 1, 2) report on the use of reflection in
an online course which uses an industry-based project as its main assessment requirement.
They note the importance of providing “areflective learning space where students are able
to explore perceptions and build knowledge through experiential dialogue in a setting that
allowed them to reflect on both dialogue and on the learning that had already taken place”.
In designing opportunities for reflection in an online environment, Williamson and Nodder
(2002) observe that
... the discussion board goes beyond supporting the learning experience extending its
potential to recreate experientia learning environments and support the students to
learn in ways appropriate to themselves and their situation. The choice of such
learning activities aligns well to an overall graduate profile where the student is being
guided to develop areflective approach to their acquisition of knowledge and ability

to reason. (Conclusion section, 1, 2)
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2.3.4 Principle Four: Learning should be Interactive, Collaborative, Social
and Learner-centred

Postle et a. (2003) report in their study that respondents to a staff survey conducted at
USQ stated that the adoption of online approaches to learning and teaching provides an
increased opportunity for interaction, particularly between teacher and student, and between
students, both synchronously and asynchronously. Synchronous and asynchronous
el ectronic communication tools (discussion groups, email, and virtual chats) provide
environments for collaborative group learning, where learners can actively exchange ideas
and co-construct their knowledge within the context of an online learning community
(Gunawardena & Zittle, 1996; Wenger, 1998). The fundamental premiseisthat the learner
is central to the learning experience. Collaborative learning hasitsrootsin socia
constructivism (Garrison, 1997; Jonassen, 1998), addresses “the strong socio-affective and
cognitive power of learning on the Web” (Harasim, 2000, Section 4.1, 1 1), and aligns with
the principles of transformation theory.

The tension between delivering content resources which are essentially one-way
communications (articles, books, videos, lectures) and providing two-way interaction
around those resources which make it meaningful to learnersisidentified by Kimball
(1998). She observes that thereis more to developing arelationship amongst an online
group than sharing access to afile folder and that there is a clear distinction between
collaborative and cooperative work athough the terms are often used synonymously. By
vertical cooperation we can mean splitting up the work, solving sub-tasks individually and
combining the final resultsinto the final product. However, during collaborative learning,
cooperation which is called horizontal cooperation might occur. Horizontal division of
labour is often spontaneous, and it might occur when people really work together to
construct shared meaning about the world through interaction with others, and to produce a
joint commitment to shared goals. A focus on “conversation” rather than the presentation of
factsis recommended by Liber (2000) as being a critical strategy in the promotion of
learning. Thisis further supported by the fact that businesses in the 21% century require
employees who are competent in participating in team activities and environments.

Interactive and collaborative learning provide ideal opportunities for peer learning
(Anderson & Boud, 1996; Boud, 1999; Boud & Middleton, 2003). Peer learning may be
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construed as a “two-way reciprocal learning activity” (Boud, Cohen, & Sampson, 2001)
and refers to networks of learning relationships, among students, facilitators, and others.
Anderson and Boud (1996) consider the advantage of peer learning isthat it offers atwo-
way, reciprocal learning experience and the opportunity for participants to teach and learn
with and from each other in both formal and informal ways, with mutual, interdependent
benefits. They emphasise that the focusis “on the learning process, including emotional
support learners offer each other, as much as the learning task” (p. 16). In academic
settings, peer learning builds on a collegia view of academic work (Boud, 1999). Another
form of peer learning has been termed “vicarious learning” by McKendree and Mayes
(1997, 1 1) —“the chance to observe. . . peers participating in discussions as learners’
which helps the observers “to model the basic task of |earning more effectively” (Mayes,
2002, section 4, 1 3). In online environments, participants are able to interact with the
content, with their peers (e.g., in problem solving and generative writing activities), with
expertsin the field and with their facilitator (Reushle & McDonald, 2004).

2.3.5 Principle Five: Dynamic, Lifelong Learning Opportunities must be
Encouraged and Supported

Online technologies are well suited to dynamic approaches to managing learning of a
transformative nature where learning and teaching is seen as an ongoing process rather than
aprogram with afixed start and end point. Good teachers have always been open to
changing their teaching methods and practices based on student input and online
environments provide a context which can foster this change. The importance of
widespread participation by learnersin the design of their own learning has been
recognised (Kimball, 1998). As a basic example, in an online environment, it is easy to
provide additional reading materials based on learner interest instead of having to rely on a
textbook ordered weeks or months before a course begins.

Online technology can provide space for continuing conversation among learners and
others about what is working and what is not working in the learning environment. This
dialogue can continue after the formal elements of a course cease and ongoing rel ationships
may develop in many different ways. The need was evident in an evaluation of online
postgraduate programs at USQ conducted by Reushle, Cleary, and Mangubhai (2004). The
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raw data reveal ed requests by participants to “harness and foster a sense of alumni
professional involvement” beyond the boundaries of online courses and programs in order
to “evolve amore dynamic place. . . to contribute to the knowledge-base [and bring] the
experiences of alumni in the field and their ongoing learning back into the USQ knowledge
pool”. In keeping with Cranton’s (1996) tenet that educators are learners, she suggests
that, “to be a critically self-reflective educator isto be alifelong learner” (1994, p. 229).

2.4 Professional Development for Educators

A significant literature exists in the area of professional development for educators. As
discussed in Chapter 1, for this study the term “professional development” refersto a
process of engaging in continued learning to enhance knowledge of, skillsin, and attitudes
towards relevant practice and theory. This review focuses primarily on professional
development for online educators in tertiary educational contexts (that is, post-compulsory
settings e.g., polytechnics and universities). Concern was noted in Chapter 1 about the
imbalance in investment in educational technology with the focus being given to
technological production rather than technological implementation. How technology is
being used and whether teachers are smply reinforcing old pedagogy better suited to
production-like, educational environments also requires exploration. Salmon (2000, The
rock 1, 1 2) observes that “millions of words have been written about the technology and its
potential, but not much about what the teachers and learners actually do online”.

Professional development for educators might be considered as “ a continuous process of
improvement to promote high standards of . . . achievement and responsible citizenship
which will increase the capacity of all members of alearning community to pursue lifelong
learning” (Michigan State Board of Education, 2001, p. 1). Professional development can
also refer to the total formal and informal learning experiences and should help educators
not only learn new skills but also develop new insightsinto pedagogy and their own
practice, and explore new or advanced understandings of content and resources.
Unfortunately, professional development for educators has long been seen as skillstraining

—how to write objectives, how to use technology, how to construct multiple choice tests.
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Professional development should include personal growth. As mentioned previoudly,
central to all professional development for adult educators should be Cranton’s (1996) tenet
“educators are learners’. Professional development should provide new insights, stimulate
critical reflection, and further the development of an educator’ s theory and practice. The
educator who is not alearner becomes “an assembly line worker implementing well-worn
habitual tricks and techniques to process learners’ acquisition of knowledge and skills”
(Cranton, 1994, p. 228).

Professiona development for tertiary educators should be informed by the strong
theoretical and practical literature emerging in adult education, and needs to acknowledge
the realities of working in higher educational environments. The adult learning principles of
relevance and situated practice need to be taken into account and used to address issues of
flexibility and “just-in-time” training. As Cranton (1996) notes,

adult educator roles, the settings within which adult educators work, and the nature
of adult educators' preparation for their practice are diverse. No one theory of adult
learning informs all educators. No one model describes educator practice. No one
paradigm underlies adult educator research. No one philosophical perspective
determines the goals and responsibilities of adult education. Most educators identify
themselves with their subject area, their clientele, the type of organisation within
which they work, or even the medium they employ such as computer technology

rather than with adult education as a profession or discipline. (p. 4)

What we do not often do, notes Cranton (1996, p. 4) is consider that we are all adult
learners, that is, “learners in the discipline of adult education”. As educators of
adults, we share a common purpose of wanting to promote learning in others by
being better practitioners. This purpose supports the collegia nature of academic
work and promotes a more localised approach to professional development
activities, including an emphasis on peer learning with colleaguesin one’ s own field
(Boud, 1999). Online technology has the potentia to support professional
development where learning can be customised for individual needs, and to make
learning convenient for educators. Learning can be “just-in-time” when educators

need it most. The online environment can provide a confidential setting in which
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with colleagues across diverse contexts, and participate in interactive and
collaborative knowledge generation.

2.4.1 Peer Learning Relationships

Eisen (2001, p. 30) suggests that a peer learning partnership role in professional
development contexts is one which “promotes joint reflection and reciprocal learning
between professionals’. The peer learning partnership model seems to be suited to
professional development in online environments and supports the importance of concepts
such as shared meaning, critical reflection, centrality of experience, learner-centredness,
and rational discourse, all of which are highly valued in transformative learning practices.
The peer learning model is considered more appropriate than the traditional mentor-protégée
relationship which is often perceived as hierarchical and, as Shapiro et al. (1978, as cited by
Eisen, 2001) indicates, tends to foster a power imbalance and a one-way flow of
information from the mentor to the novice. This*“one-way” arrangement, Eisen (2001)
notes, is not suitable for groups of professionals asit fails to affirm and tap into their own
expertise. She indicates that one of the challenges of adult education is finding the most
effective ways to stimulate adults’ thinking and “energize them to enter new realms of
inquiry and experimentation”. Eisen (2001, p. 31) notes that the use of the peer learning
relationship model in professional development promotes “sharing of partners experience
through action and reflection in the context of actual practice’. In order to facilitate
“liberatory, transformative learning” in adults, she recommends the use of dynamic
learning methods such as coaching, problem-posing, experiential learning, and dialogue.
The point that people in workplaces often have explicit contacts for learning, either
determined by structural relationships or created informally, has been made by Boud (1999)
is hisdiscussion of reciproca peer learning. Boud and Middleton (2003) discuss the
concept of informal, horizontal or sideways learning and development in which problem
solving occurs through interactions among peers and not through more formal learning
support. They view this process as sets of “overlapping communities of practice as well as

informal networks contingent on work flow and organisational practices which may change
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...overtime” (p. 201). An economic advantage of using the peer learning model isthe
opportunity to use existing, in-house resources and expertise.

The literature review suggests that involving teachers as researchers and placing strong
emphasis on critical reflection and reconstructing practice are necessary components of
successful professional development programs. The shifting focus of professional
development as being a personal reflective activity is encapsulated by Cranton (1997) when
she observesthat,

... adefining condition of being human is that we have to understand the meaning of
our experience. For some, any uncritically assimilated explanation by an authority
figure will suffice. But in contemporary societies, we must learn to make our own
interpretations rather than act on the purposes, beliefs, judgments, and feelings of
others. (p. 5)

2.5 Implications for the Study, and Concluding Remarks

In Chapter 1, six research objectives were proposed with the primary purpose of
formulating a framework for the design of transformative approaches to professional
development for online educators. Three of the objectives have been explored through a
review of the literature:

1. Toidentify the learning theories appropriate for the professional development of
educators (specifically constructivism, adult learning, and transformation).

2. Toidentify the emerging principles of online learning and teaching (online

pedagogy).
3. Toidentify the key attributes of current professional development practice for
educators.

It isevident in the literature that the emerging characteristics of contemporary online
pedagogy, and the concepts and principles of the adult learning theory of transformation,
have significant intersecting features. This suggests that an approach to professional
devel opment that takes account of transformation theory, when applied in an online
environment may result in designs that will lead to improved learning outcomes for

educators. However, there are gapsin the literature articulated by the following questions:
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1. How can the concepts and principles of online pedagogy, transformation theory, and
professional development for educators, be brought together to provide effective
and efficient transformative approaches to professional development for online
educators?

2. What evidence supports this?

These questions relate to research objective (4) which proposes the use of an iterative,
cyclical process, to develop, implement, evaluate, and modify a professional development
course which embodies the principles and practices identified in objectives 1-3. This
process will be addressed through a qualitative action research method which is described
in Chapter 3, and findings and conclusions will be discussed in Chapters 4 and 5.
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CHAPTER 3

M ethod

The greatest thing in thisworld is not so much where we are, but in what direction we
are moving. Oliver Wendell Holmes

3.1 Introduction

The purpose of this study was to create a framework to support and guide the design of
professional development for online educators in higher education settings. The design of
the framework resulted from an analysis of empirical data collected from participants at the
Singapore polytechnic, combined with the theoretical bases which emerged from areview
of the literature (Chapter 2), and the practical, online education experience of the
researcher. Because the study focused on a“new” area of research (online education) where
literature and related theory are still in developmental stages, there was a need to adopt a
method that was heuristic and creative in design. A qualitative research design with afocus
on personal experience and introspection was selected. This decision was supported by the
work of Sherman and Webb (1988, p. 5) who state that “the aim of qualitative research is
not verification of a pre-determined idea, but discovery that leads to new insights.. . . with
[a] focus on the natural setting”. Data that are gathered using qualitative methods tend to be
“rich, personal, close to the real world, and contain a depth of meaning that more abstract
forms of evidence lack” (Sowden & Keeves, 1988, p. 513). In the future, this study may be
followed by quantitative studies to gain more precision in outcomes and findings. To recap,
the study had six research objectives:

1. Toidentify the learning theories appropriate for the professional development of
educators (specifically constructivism, adult learning, and transformation).

2. Toidentify the emerging principles of online learning and teaching (online

pedagogy).
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3. Toidentify the key attributes of current professional development practice for
educators.

4. Using an iterative, cyclical process, to develop, implement, evaluate, and modify a
professional development course which embodies the principles and practices
identified in objectives 1-3.

5. To determine the factors which contribute to successful professional devel opment
for educators engaged in learning and teaching online.

The overall objective was:

6. To formulate aframework for the design of transformative professional
development for online educators, based on the developmental phases of this study.

The purpose of this chapter is to present background information relevant to the method

used in this study, arationale for the method used, and to describe the method in detail.
This chapter begins by outlining the context for the study, followed by a description of the
research approach or method, including the role of the researcher. A justification for the
research design is followed by a discussion of the phases of the study which are described
in detail under the following headings:

Phase 1: Theory Application and Testing (Evaluating Design 1).

Phase 2: Theory Refinement and Modification (Formulating and Implementing

Design 2).
Phase 3: Theory Generation (Evaluating Design 2, and Formulating Design 3).

Data collection procedures and sources of data are addressed within each phase. 1ssues of
validity, reliability, and generalisability, as well as the protocols for ethical behaviour are
discussed. Data analysis procedures are briefly identified and are elaborated upon further in
Chapter 4.

3.1.1 Context
The study focused on the work conducted by myself in 2002 and 2003 with adult
educators at a polytechnic located in Singapore. In 2002, teaching staff from USQ provided
an online course for 31 polytechnic teachers on designing and facilitating online learning
and teaching. Following an evaluation of thefirst offer of the course, a second offer was

prepared and delivered to anew cohort of 26 polytechnic teachersin 2003.
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The Singapore polytechnic was selected for this study for the following reasons:

1. The participants were from one teaching context associated with the consultative
work conducted by the researcher. Thus, the polytechnic was a convenient location
in which to conduct the research.

2. The polytechnic was adopting a blended or hybrid approach to learning and
teaching. In this context, “blended” or “hybrid” was defined as the combination of
face-to-face and digitally-based |earning experiences for students. At the time, USQ
was also investigating the implementation of a blended/hybrid approach to learning
and teaching.

3. USQ was expanding into the global education market where online technol ogy
provides a powerful vehicle for enabling high quality educational experiencesto be
offered to a diverse range of clients. Working with an institution located in
Singapore provided an opportunity for USQ personnel to explore international
learning and teaching needs, requirements and methods.

4. The participants had similar characteristics to other clients (or potential clients) of
USQ, that is, adult learners teaching in tertiary contexts but whose disciplines are
not necessarily in the area of education, thus allowing for wider application of the
findings.

3.2 Approach

The aim of this research was to enable informed decisions to be made about action and
practice rather than to merely describe what was occurring from an outsider’ s point of
view. As noted by Greene (1988), research of thiskind “cannot be carried out by people
who see themselves as detached, neutral observers concerned with the kinds of observation,
measurement and prediction that are presumed to be unbiased, [and] unaffected by the
inquirer’ s vantage point or location in the world” (p. 175).

3.2.1 Action Research

An action research method was used because its interactive focus and potential for

involvement suited the context and objectives of the study. An additional reason was that
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action research allowed for a strong link between theory and practice. The term action
research is used to represent the extensive family of approaches to inquiry which draws on
different research traditions but are all participative, grounded in experience and action
oriented. Reason and Bradbury (2001, p. 1) define action research as “a participatory,
democratic process concerned with developing practical knowing in the pursuit of
worthwhile human purposes’. The basis of the research was “ participation” characterised as
reflexive, systematic inquiry, stimulated in part by ongoing collegial communication
between researcher and participants. This research method pursued action (or change) and
research (or understanding) at the same time.

Because this study is closely linked to practice and involves the researcher as an active
participant, it may be regarded as “participatory action research”. This perspective attempts
to break down some of the polarisation between the scientific and alternative paradigms
and moves forward, informed by both. Reason and Bradbury (2001, p.7) state that the
participatory world view, “places human persons and communities as part of their world,
both human and more-than-human embodied in their world, co-creating their world”. Thus
a participatory world view moves ourselves into the larger web of life and is able to draw
on various traditions of inquiry, depending upon the purpose and aims of the inquiry. This
broad based epistemological position was favoured in this study asit not only embraced
both constructivist and critical positions, but |eft scope to consider new relationships or
explanations that might be of a more universal perspective and of use to the broader
teaching profession. The action research method, which can be developed out of a range of
theoretical positions, sits comfortably within this perspective. The method allows
practitioners to achieve better research outcomes from their practice without undermining
the changes their practice is intended to achieve (Dick, 1993).

When selecting a research method, it is often hard to achieve replicability (able to be
repeated), generalisability (global relevance), and responsiveness (local relevance) at one
time: you often need to trade one off for the other. More traditional methods of research
tend to sacrifice responsiveness in the interests of achieving replicability, thus making it
unsuitable as a change technique. Action research values responsiveness over replicability,

otherwiseit isvery difficult to achieve action as part of the research. Despite this, the
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intention in this study was also to achieve some replicability so that the resulting
framework could be considered for other contexts.

The basis of action research is involvement, improvement, change and action (McNiff &
Whitehead, 2002). In the mid 1940s, Kurt Lewin (1948) constructed a theory of action
research, and emphasised the importance of participation and collaboration where research
isaimed at understanding and generating practical applications and solutions to real world
problems (Reber & Reber, 2003). Lewin (1951) described action research as a series of
spirals or iterations involving planning, acting, observing, reflecting, revising and
implementing. In other words, the process aternates between action and critical reflection
and provides ameans for professionals to critically reflect on their practice (Denscombe,
2003; Zuber-Skerritt, 1996). Action research has been described as both “an approach to
problem-solving and a problem-solving process’ and is “ adaptive, tentative and
evolutionary” (Burns, 1994, pp. 294, 303).

The choice of an action research method for this study was further supported by the fact
that the study proceeded in an iterative, cyclical way involving degrees of theory testing,
modification, application and further refinement. The study was one where | subjected my
professional practice to critical scrutiny with the aim of improving that practice. It was by
being deliberate and intentional about this process that |earning about the situation was

maximised.
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Thisis equivalent to what Gummesson (1991) calls the “hermeneutic spiral”, where each
turn of the spiral builds on the understanding at the previous turn, and Damme (1998)

illustrates as the iterative, cyclical nature of action research (Figure 3.1).
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Evolving Theory of Practice

Existing assump tions, New knowledge, Re-examined,
values, mental modek — assump tions, ———— renewed, revised — j
guiding values assump tons

Figure 3.1. Theiterative nature of action research.

(Source: Damme, S. (1998). The “outcomes’ challenge: An action research approach to
evaluation in community program development. The Action Evaluation Project, The Aria
Group. Retrieved 6 January, 2005, from
http://www.aepro.org/inprint/conference/damme.html)

Action research is an emergent process that takes shape as understanding increases. It is
this - the responsiveness to the situation, and the striving for real understanding - which
supported action research as an appropriate method for this study.

It was difficult to isolate a samplein a controlled setting as it was assumed, in this
situation, that al participants would have access to the same learning experiences and
would not be able to operate in a controlled environment. In addition, although there was a
plan for this research, there had to be opportunity to change or adapt the method to reflect
the emerging data. The evolving nature of action research provided this flexibility. The
research design was also a case study because of its focus on a particular real-life situation,
selected purposefully, not randomly, and because of the personal role the researcher played
in the data collection and analysis. The case study is a useful method for exploring an area
of practice not yet well researched or conceptualised (such as online pedagogy) athough it
does have the limitation of being non-generalisable (Merriam, 1998). The newness and

characteristics of online learning and teaching suggested that a research approach that
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enabled the “voices’ of many participants to be articulated, and opportunities for
participants to reflect on their learning and experience, was most appropriate. This again
supported the choice of an action research method.

In summary, the research approach was a participatory paradigm designed around a core
strand of action research where the research was conducted with the participants, rather
than on or about them. This was articulated to the participants through the analogy of

travellers together on ajourney of discovery and learning.

3.2.2 Role of the Researcher

My rolein this study was that of a collaborative practitioner researcher, with some
elements of participative observation (Murphy & Torrance, 1987). Because | was the
principal teacher of the course and manager of the project, | actively participated in the
process and conducted the research while delivering the course.

Hopkins (1987) argues for a“teacher researcher” concept on the basis that traditional
educational research has been less than adequate in terms of helping teachers to improve
their practice. Thisis supported by Stake (1987) who found that the results of educational
research were often too specific or too general and contained few signposts for action. As a
conseguence, teachers often regard educational research as something irrelevant to their
lives and see little interaction between the world of the educational researcher and the
world of the teacher (Hopkins, 1987). Conners (1991) noted in his study that this indeed
holds true for Australian teachers who rated participation in academic research projects
towards the bottom of alist of preferred methods to gain or improve teaching or
administrative skills. It is possible, therefore, that teachers in other contexts may hold
similar views. As mentioned previously, a concern that guided the research design of this
study were consideration of how the participants would directly benefit from engaging in

the study and how the design could emphasi se research with the participants, not on them.



Thetwo roles that | assumed in this study are outlined in Table 3.1.

Table3.1
Role Clarification of the Researcher

Project Manager/Principal Teacher

Collabor ative Practitioner
Resear cher/Participant
Observer /Reflective Practitioner

Design aprofessional learning program
for teachers

Design professional learning processes
based on review of the literature,
previous research and personal
experience

Organise and conduct various discussion
forums and synchronous chats

Analyse online contributions and
changes that occurred in participants
attitudes, beliefs and practices

Request participants to post reflections
about the course activity and readings

Analyse participants reflections about
their professional learning

Engage in regular email contact with
participants

Analyse data created in these sources

Plan and conduct showcase of projects at
end of course

Submit research papers to journas and
conferences

Maintain adatabase in relation to
administration of course

Maintain a personal reflective journal
in relation to participation in course,
and progress of course. Thisincludes
reflecting on one’'s own practice
(participation and progress) as an
educator.

Reflective Practitioner

In my role as a collaborative practitioner researcher, | needed to be areflective
practitioner (Schon, 1991). My participation in the research study was central to the study
in that my presence formed part of the research design. Schon (1991) distinguishes between
reflection in action (thinking that takes place in the midst of practice, rather than after the
event), and reflection on action (reflection after practice has been completed), and
acknowledges the cycles of thought that take place and the link with, and impact on, action.
Cowan (1997, as cited in Jolly, 1999) extends Schon’s work and a so discusses reflection
for action which is anticipative where the learner establishes priorities for subsequent
learning and action. It was anticipated that the use of reflective activity would assist the
participants and me (as the practitioner) to better understand professional practice by

enabling us to understand, research and evaluate practice. The justification for reflection
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was that it would help avoid the danger of being the servant of routine. It would allow the
participants and me to interrogate our practice and to seek inspiration to improve that
practice. In keeping with an action research method, the study needed to be practical and
personal and related to this reflection on practice.

Freire (1972) proposed the relationship between reflection and action and the
Aristotelian notion of praxis, which he concluded was reflection and action upon the world
in order to transform it. Freire (1976) argued that reflection does not precede action, but
takes place at the same time and as such they constantly and mutually illuminate each other.
Praxis can lead to “ conscientisation or the awakening of critical consciousness which arises
from humans simultaneously being engaged in the world and transforming that world,
resulting in further informed action” (Freire, 1973, p. 19). He believed that “the pursuit of
full humanity cannot be an individualistic pursuit but must take place through dialogue with
human beings united by their action and their reflection upon that action and upon the
world” (Freire, 1972, p. 75). Freire’ sviews led to calls for combining research and teaching
(Kincheloe, 1991). The use of journals as data-gathering instruments by participants and the
researcher enabled further reflection to occur. Maintaining areflective journal, notes King
(20033, p. 93), enables the “ self-dialogue that runs across the page.. . . [t0] . . . bring to our
consciousness beliefs, values and assumptions we may never have articulated before”. van
Halen-Faber (1997, p. 52) refers to the connections between critical reflection and narrative
(through the keeping of journals, diaries, and logbooks) as “ discovering new meaning
arising out of old stories’. Oldham (2002) highlights the value of maintaining alearning
journal as being “a personal process which encourages the learner to be honest and open in
their self appraisal” (p. 5).

When assuming such an integrated role, there is “aways a horizon of pre-understanding
on the part of the researcher, even as there is a horizon of pre-understanding in the situation
being studied” (Greene, 1988, p. 176). Thus, the study was also influenced by reflection to
action which occurred before the action took place (Butler, 1992). In other words, my
expertise in, and knowledge of the area, guided the design and direction of the study and
promoted higher levels of understanding and more in-depth analyses of the outcomes. This
is described by Sowden and Keeves (1988, p. 514) as a process of induction in that “some

of the orientating constructs — informed by the prior knowledge, the experience, and the
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values of the investigator — have been put forward and operationalized and matched to the
body of field data’. This, notes Sowden and Keeves (1988), has the advantage of “focusing
and reducing the data that could be collected”.

3.3 Procedure

The procedure of conducting the research in a number of phases was tied closely to the
six research objectives. Richard Hackman (as cited in Frost & Stablein, 1992) comments
that “one lesson we learn is about the value of staying very close to the phenomenon oneis
studying, rather than doing scholarly work at arm's length ... the research question

[objective] should drive the methodology” (p. 75).

3.3.1 Phases of the Study

The study consisted of three phases and is exemplified by an adaptation of an action
research framework, originally developed by Salmon (2002, p.201) and illustrated in Figure
3.2. This adaptation of Salmon’s framework, based on Kemmis' (1982) work, was
considered a suitable basis for this study because it had already been applied successfully to
alarge-scale online action research study in a higher education business school.

The phases of my study (see Figure 3.2) consisted of:

Phase 1. Theory application and testing (evaluation of Design 1).

Phase 2: Theory refinement and modification (formulation and implementation of
Design 2).

Phase 3: Theory generation (evaluation of Design 2, and formulation of aframework
for design — Design 3).

Phases 1 and 2 provided much of the preliminary data for the main part of the study in
Phase 3. Analysis was to be conducted in acyclical way throughout the three phases of this
study. The emerging insights and identification of trends shaped and refined the focus of
the subsequent course designs. This process of merging phases of data collection with data
analysis has been strongly supported by Miles and Huberman (1994) because of the
opportunitiesto reveal gapsin the data, and allow hypotheses and relationships to emerge
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beforeit istoo late to gather additional relevant data. These phases fit well with qualitative,
action research which is most appropriate “in human resource development for building
new theory . . . and for exploring uncharted territory” (Swanson, Watkins, & Marsick,
1997, p. 2).

The phases of the study, illustrated in Figure 3.2, are then discussed in terms of

1. process, and

2. procedure of data collection.
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Phase 1: Theory Application and Testing - Defining the Problem, Formulating and
Implementing Design 1

Phase 1 of this study involved the initia definition of the problem which wasto design
and deliver aprofessional development course for agroup of tertiary teachersin the area of
designing and facilitating online learning and teaching (e-learning). Phase 1, therefore,
provided historical datain order to “set the scene” for the main part of the study and could
be regarded as the “initial hypothesis’ for the study. For Phase 1, data were gathered from
four sources:

1. negotiations with the client (Singapore polytechnic) to ascertain needs and

requirements,

2. areview of the technological infrastructure of USQ,

3. areview of pertinent literature,

4. the experience and reflection on practice of several key online teachers at USQ

(including the researcher).

Research objectives (1), (2), and (3) were addressed in Phase 1. Asreported in
Chapter 2, key principles of effective professional development for online educators were
derived from theories of adult learning, identification of key concepts, and principles of
online learning and teaching (online pedagogy), and key attributes of current professional
development practice, particularly for adult educators teaching in online contexts. In
determining the concepts and principles, | needed to be mindful of the practicality of
theory, as articulated by Wenger (1998. p. 9): “[A theory] isnot arecipe: it does not tell
you just what to do. Rather, it acts as a guide about what to pay attention to, what
difficulties to expect, and how to approach problems’.

The refinement and distillation of these concepts and principles led to Design 1, as
illustrated in Figure 3.2. Design 1 was offered to a group of 31 Singapore polytechnic
teachers and was intended to equip participants with relevant knowledge and skills to meet
the needs of their own students as they moved into the e-learning environment. The course
utilised online delivery with afocus on learning through application in negotiated, authentic
workplace projects. The aim was to have learners gain knowledge and skillsin online
teaching by experiencing the online environment as alearner with a group of professiona
colleagues, and to gain knowledge and skills in the conceptualisation, instructional design,
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development, delivery and evaluation of online materials. The course integrated substantive
content, interactive online activities, key professional readings, active online discussion,
and negotiated work-based projects.

Phase 1 of the study also addressed the first iteration of research objective (4) and
represented the first offer of the professional development course (see Figure 3.2,
Implementing Design 1 - “Theory application and testing”). The online component of the
course was preceded by a 3-day orientation visit | made to the polytechnic. The main focus
of the visit was to establish rapport (establish “socia presence”’) with the group and provide
an introduction to the course design, and to the facilitators. Each participant received an
Orientation Book. The pedagogical principles which shaped the custom-built course, along
with relevant examples, were articulated to the participants, as were the aims and objectives
of the course. USQ’ s expectations, background, and requirements were outlined. A number
of “ice-breaking” activities were conducted to put the participants at ease with the
facilitator and with each other. The group was divided into sub-groups and digital photos
were taken of each sub-group. Various concerns were addressed e.g., the responsibilities of
participants who intended taking leave during the course, and technical issues such asthe

slow response rate of the technological infrastructure (server).

Phase 2: Theory Refinement and Modification

During the implementation of the first offer of the course, online activity was facilitated
and monitored by four members of a USQ teaching team (myself included), with each
assuming alead role at various points in the course. The course culminated in another on-
site, face-to-face session which enabled participants to present their completed course
materials to one of the members of the USQ team. Data were gathered throughout the offer
of Design 1 and the outcomes from the analyses shaped Design 2. The analyses were
presented in several reports which are outlined, in detail, in Chapter 4, Section 4.2.1.

From these reports, the researcher presented the findings (reported in Section 4.2) as
pedagogical, administrative and technical recommendations. According to these
recommendations and after a further examination of the literature, a refinement and
modification of the theoretical basis resulted in Design 2 (see Figure 3.2, “Theory
refinement and modification”, and refer to Appendix B9, Proposal for Design 2).
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Design 2 was offered to a group of 26 participants from the Singapore polytechnic. In
order to focus on the central design theme of “participation”, eight Co-Facilitators (Co-
Fors) who were participants in Design 1 at the polytechnic volunteered to act in
supporting rolesin Design 2. The Co-Fors each assumed a peer learning partnership role
(Anderson & Boud, 1996; Boud, Cohen, & Sampson, 2001; Boud & Middleton, 2003;
Eisen, 2001) which was considered more appropriate than the traditional mentor-protégé
relationship which could have been perceived as hierarchical and fostering a power
imbalance with a one-way flow of information. The “one-way” arrangement was not
considered suitable for these participants as it failed to affirm and tap into their own
expertise (Eisen, 2001). This view was supported by the participantsin Design 2 who
rejected even the use of the term “mentor” because of its authoritarian connotation in
their context. The Co-Fors shared ideas and experiences with the course participants by
providing local contextual information, workplace examples, and support through online

and face-to-face activity.

Phase 3: Theory Generation

Phase 3 included the monitoring of the implementation of Design 2, the analysis of data
collected from an evaluation of Design 2, an updated review of current literature, along
with practitioner reflection on practice. Thisresulted in “theory generation”, addressed
research objective (6): “To formulate a framework for the design of transformative
professional development for online educators, based on the developmental phases of this

study” (Design 3), and constituted the main outcome of the study.

3.3.2 Validity, Reliability, and Generalisability
The scientific or positivistic research paradigm assumes that the only way to generate
valid information is through the application of arigorous methodology that follows a strict
set of established rules and procedures (Kincheloe & McLaren, 1994). However, Kvale
(1996, p. 229) suggests, “In modern science the concepts of generalisability, reliability and
validity have reached the status of a scientific holy trinity”. He also proposes that these
concepts “ appear to belong to some abstract realm in a sanctuary of science far removed

from the interactions of the everyday world”. In quantitative research, the concepts of
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reliability and validity are used to judge and evaluate statistical findings. Because of the
nature of qualitative studies, many qualitative researchers, such as Lincoln and Guba (1985)
and Denzin and Lincoln (2000), have reclaimed ordinary language terms to discuss the
credibility, trustworthiness, rigor and truth-value of their findings. Byrne (2001, p. 1) notes
that in qualitative research, it isimportant to assess the findings for “plausibility and
believability”.

| considered these perspectives and, despite this study being primarily qualitativein
nature, chose to refer to the following “traditiona” conceptsin order to review the data
collection and analysis methods:

1. validity (am | measuring what | think | am measuring? Are the data accurate and
reflecting truth and reality? Are the constructions plausible and believable to those
who constructed them? | s the researcher credible, that is, suitably qualified and
experienced to conduct the research?).

2. reliability (are my instruments consistent in their measurement?).

3. generdisability (can the outcomes from this study be replicated in or transferred to
other cases and contexts?). As mentioned previously, ensuring generalisability isa
challenge when working with a case study within a qualitative research framework.

My rolesincluded researcher and teacher in this study and | therefore participated in the
learning and teaching activities. Ethical dilemmas could have arisen from my dual role as
researcher and active participant in the process. To maximise research objectivity, care was
taken to ensure that my opinion did not influence outcomes. Validity of the research
depended partly on how well results reflected the participants meanings and
understanding. In order to manage the issue of subjectivity, use was made of:

1. Reflective journals, maintained by myself, and by the participants (see Appendix
D1).

2. Peer de-briefers, who helped me identify how my own worldview and experiences
might be influencing the research. A peer debriefer’ sroleisto provide afresh
perspective for analysis and critique. This person should be a colleague outside the
immediate context of the study but should have some knowledge of the method,

content, or theory to challenge the researcher's assumptions regarding the findings
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(Byrne, 2001). Two colleagues, one familiar with the study, and another removed
from the study, provided this support.

3. Participant (member) checks of transcripts, analyses, and interpretations. This was
built into the study, either with follow-up interviews or questions by email
communication.

Validity and reliability of the identified themes, trends and understandings were
established through the triangulation of the multiple data sources. Considerations related to
both the usefulness and accuracy of the research findings followed by further testing of
findings would involve additional cycles of collaborative validation and theory testing,
modification and refinement. Thiswould go beyond the time frame of the current study but
would strengthen validity and reliability claims. | was guided by the criterion of
“redundancy” in that, at a certain point in my data analysis, | found that | was gaining no
new information relevant to my research objectives, even with additional observations,
interviews, or documentary examinations. Therefore, | analysed the data until redundancy

was achieved.

As mentioned in Chapter 1, a possible limitation of the study could be its lack of
generalisability, or externa validity. This study was sourced from one institution outside
the Australian educational system - a Singapore polytechnic. Therefore, the application of
the findings was restricted to this group. Beyond that, reader generalisability (Merriam,
1998) means that each reader will relate the findings to their own existing “picture” of
online learning and teaching in their own educational institution or other context. The fact
that the study was located in both an Australian and an Asian setting may be considered
both a strength and a limitation.

3.3.3 Data Source - Participants
The participantsin this study were tertiary teachers from a polytechnic in Singapore.
Data were gathered from three groups (see Table 3.2):
1. From the 26 teachers from the polytechnic who participated in Design 2, a sample
of 16 participants was purposefully selected. According to Maxwell (1996, p. 70),
“thisis a strategy in which particular settings, persons or events are selected

deliberately in order to provide information that cannot be obtained well from other
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choices’. To provide arepresentative cross-section from the polytechnic, the
participants were drawn from arange of discipline areas, age groups, cultures, and
an attempt was made to ensure gender balance. Personal experience alerted me to
the possibility that differing views could emerge from such differences. Participants
were drawn from the areas of Business and Accountancy, Mathematics and
Computing, multiple Engineering strands, Film and Media Studies, Marine and
Offshore Technologies, and Information Communication Technologies (see
Appendix C5), representing the countries of Singapore, Malaysia, China, USA, and
Australia

2. Eight Co-Facilitators (Co-Fors) participated as studentsin Design 1 and then
assumed a peer learning partnership role (Eisen, 2001) with colleaguesin Design 2.
Five of these Co-Facilitators volunteered to participate in the study.

3. Two USQ teachers (including myself) and one instructional designer were selected.

Table3.2

Details of Participantsin Research Study

Participants from Co-facilitatorsfrom USQ Participants
Design 2 Design 2

16 participants 5 Co-facilitators purposefully | 2 USQ teachers (course
purposefully selected selected from the total group | facilitators) and 1

from the total group of of 8 instructional designer
26

3.3.4 Data Sources and Data Collection
Asit isimportant to maintain detailed documentation (Miles & Huberman, 1994), a
number of documents were used to keep records of activities and data collected. Examples
of the documentation are available as appendicesin this report:

1. Contact summary document (Appendix C1). This document recorded information
associated with each participant in the study. The document also recorded
memoranda and information of importance which was noted as events arose.

2. Contact summary (Post-Sudy Activity, 2004) document (Appendix C2). This

document recorded information associated with participants from post-study activity
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in 2004. The document also recorded memoranda and information of importance
which was noted as events arose.

3. Document summary form (Appendix C3). Thisform was used to maintain a concise
record of al documents of relevance to the study e.g., transcripts of discussion
forums, synchronous chat sessions, email correspondence, etc. Thisform aso

recorded notes about each document.

Data collected from the evaluation of Design 1, and the monitoring and evaluation of
Design 2, were derived from a number of electronic text sources:
focus group report.
reflective journals.
online discussion forums, particularly critical incidents.
synchronous chat archives.
responses to standard web-based evaluation questionnaire.
unsolicited feedback.

semi-structured, online interviews

N o o bk~ v Dbd P

The online data collection facilities used in this study presented a new way of looking at
an old challenge. Experiencein this study suggests that using the Internet isavery
promising method of conducting research and gathering data. The participants were not
availableto be interviewed in aface-to-face situation (because of their location overseas),
so the interviews were conducted using the synchronous chat facility within the Blackboard
Learning Management System. Thus the online environment was used to conduct
interviews about online learning experiences. Participants had used this facility to take part
in the course and were familiar with the environment and did not feel threatened by it. For
researching the field of education, this method of data collection enables the researcher to
gain easy accessto across-cultural, remote (asin location) and international sample, as
well as save the expense and delay of regular postage and other distribution methods.

1. Focus Group Reports

Focus groups were conducted at the polytechnic at the end of Design 1 by polytechnic
personnel. Data collected from these groups contributed to the design of Design 2. Powell,



66

Single, and Lloyd (1996, p. 499) define afocus group as “agroup of individual s selected
and assembled by researchersto discuss and comment on, from persona experience, the
topic that is the subject of the research”. The main purpose of conducting focus groupsin
this study was to offer an open forum to draw upon participants' attitudes, feelings, beliefs,
experiences, and reactions to the course design and learning outcomes. Within focus
groups, consistent, shared views of participants can emerge, as well as the identification of
inconsistent, false, or extreme views.

The groups were organised by a polytechnic staff member who held a management and
facilitatory role within the polytechnic and had worked with the design team from the
inception of Design 1. It isrecognised that because this person held a position of some
authority within the polytechnic organisational structure, a possibility existed of bias
occurring. Participants in the focus groups may not have felt inclined to reveal their true
feelings about particul ar issues with this staff member present. However, participation in
the focus groups was optional. A report from the focus groups was prepared by the

polytechnic staff member and provided to the researcher (Appendix B6).

2. Reflective Journals

As*“critical reflection” lay at the heart of this study, |, as the researcher and the teacher,
maintained areflective journal throughout the implementation of Design 2 (Appendix D1).
Thejournal was viewed as a container of experience, expressed by Williamson (1997, as
cited in Kerka, 2002, 1/ 1) as holding “experiences as a puzzle frame holds its pieces.. . . [in
that the] . . . writer begins to recognize the piecesthat fit together and, like the detective,
sees the picture evolve’. Participants were asked to maintain ajournal throughout their
learning journey which would illustrate their learning experiences. They were asked to
record notes, descriptors, and metaphors (e.g., “light at the end of the tunnd”, “light bulb
going on”, “seeing the world in adifferent light”, or “drowning in information”). They
were also asked to provide examples of occurrences that prompted the noting of these
thoughts. Given the persona nature of journals, acknowledging that writing for an audience
can inhibit reflection, and the critical, evaluative approach participants were expected to
adopt (which may have been challenging for some), these were treated as private

documents, unless the participants chose to share them with me.
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3. Critical Incident Online Discussion Forums

Throughout the implementation of Design 2, several critical incident activities
(Brookfield, 1994; Tripp, 1993) were developed in the online discussion forums which
enabled me (as researcher/observer participant/teacher) to focus on issues that arose during
the online learning and teaching process. As discussed in Chapter 2, acritical incident isan
interpretation of the significance of an event. The critica incident activities encouraged the
participants to reflect on, and in, action. For example, the incidents focused on the topics of
interaction, participation, and the use of the virtual chat facility. Identifying these incidents
as“critical” arose out of dialogue occurring between learners, and the facilitators, in the
discussion areas (asynchronous or synchronous), or through private email sent to the
facilitator. Learners were then challenged to explore their “assumptive worlds’ (Brookfield,
1994, p. 193) by discussing eventsin their own lives within a safe, trusting environment.
To ensure this supportive environment was established, first the facilitator modelled the
process of critical reflection by criticaly reviewing my own assumptions and meaning
perspectives on the various topics. Data from these incidents were recorded, in text, in the
discussion forums. These incidents were analysed for common responses, and to identify
themes and categories. These themes and categories helped formulate questions to be

explored further in the interviews.

4. Synchronous Chat Archives

Several synchronous (in real time), text-based, electronic chat sessions were conducted
with the participants during Design 2. This medium provided another method of data
collection where the researcher assumed the role of observer and participant, posing a series
of focus questions. The archived transcripts were analysed to determine categories and

themes that guided the development of the interviews.

5. Responses to Standard Web-based Evaluation Questionnaire

Participants were strongly encouraged to submit responses to the standard online
questionnaire at the end of the offer of Design 2 (Appendix B10). Thisinstrument required

responses on a 5-point Likert scale, and to severa open-ended questions.
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6. Unsolicited Feedback

Unsolicited feedback (emailed comments) from participants was collected for analysis
(Appendix B11). Preliminary investigation indicated that the comments might contribute to

the emergent categories and themes.

7. Semi-structured Online Interviews

The interviews were primary methods of data collection. A bank of interview gquestions
was generated guided by the researcher’ s understanding of three stages in transformative
learning. The aim was to identify signs of perspective and action change. These stages were
evident in the work of Greene (1975), and Mezirow (1991). The three stages were:

1. Didocation (Greene)/Dilemma (Mezirow).
2. Deconstruction (Greene)/Questions and issues to be addressed (Mezirow).
3. Reconstruction, Regeneration, and Rediscovery (Greene)/Identification of sources
to address the questions and issues (Mezirow).
Table 3.3 illustrates how | considered the work of these two authors and used their concepts
to identify the stages. This enabled me to impose some structure on the devel opment of the
interview questions, aligning them with the apparent stages of perspective and action

change, despite the artificial nature of the divisions between each developmental stage.
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Table 3.3

Framework for Interview Questions Based on the Work of Greene (1975), and
Mezirow (1991)

Stage | Greene (1975) Mezirow (1991)

1 Didocation (experience dislocation, | Experience adisorientating dilemma

shock, inner discomfort)

Unfamiliar, questionable, obscure
experiences, failure of “recipes’ for
learning; “exceptional” moments

Undergo self-examination (sometimes
feelings of guilt or shame)

2 Deconstruction (deconstruct) Questiong/issuesto be addressed:
A new order for understanding Conduct acritical assessment of
resulting from fearful or enigmatic | internalised role assumptions and feelings
engagements of a sense of alienation from traditional
socia expectations
Making sense and earnest effortsto
raise consciousness and awareness | Recognise that one’ s discontent and
process of transformation are shared and
Questioning, imagining, evolving that others have negotiated a similar
change
Explore options of new ways of acting
3 Reconstruction (reconstruct), I dentification of sourcesto addressthe

regeneration (regenerate) and
rediscovery (rediscover)

A focus for new perspectives, and
insights

Process of reconstructing meaning
and re-ordering perceptions

Bringing of harmony to on€e'slife-
world

Moving beyond where one has been
Relishing a sense of incompl eteness

— developing a conscious sense of
possibility of what might be

guestions/issues:
Plan a course of action

Acquire knowledge and skills for
implementing one's plans

Make provisional effortsto try new roles
and to assess feedback

Build competence and self-confidence in
new roles and relationships

Reintegrate into society on the basis of
conditions dictated by the new
perspective.
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The interview questions consisted of both generic questions (asked of all the
participants) and specific questions (asked of some participants). The specific questions
were generated after initial datafrom all participants were collected and examined. The
interview schedule contained a series of pre-planned and sequenced questions which were
followed by less structured and open-ended follow-up questions (probes) to collect deeper
understandings and insights. Examples of the questions are in Table 3.4. Each question was
coded to relate to the stages of the transformative learning process (identified in Table 3.3),
and was assigned an identifier:

S1: Stage 1 (S1.1, S1.2, and so on);
S2: Stage 2 (S2.1, S2.2, and so on); and
S3: Stage 3 (S3.1, S3.2, etc.).

A complete record of the interview questionsis provided in Appendix A4.

Table 3.4
Examples of Interview Questions Aligned to the Stages of Transformative Learning

Stages Examples of I nterview Questions

S1.1. You mentioned that you were “sceptical” about the value of
synchronous chat. Why were you sceptical ? What expectations did you have
of virtual chat before participating in the course?

.2. Can you identify an event or incident during the course that

1l |si2c identif incident during the USQ hat led
you to change your opinion about anything to do with online learning and
teaching? If so, briefly describe. How did it make you feel ?

S1.7. Y ou mentioned your resistance to e-learning and then later you said
that you could see “some bright light” — can you please elaborate? How did
this make you feel?

S2.2. Y ou mention that you are “beginning to see anew light” in the use of
virtual chat. You say that we need to “pin down” how and when to use it
meaningfully. What further thoughts have you had re knowing “how and
when to use” chat?

S2.3. Arethere any barriers to implementing your philosophy of teaching in
an online environment? If so, what are they and what are the effects of those
barriers.

S2.5. Do you think e-learning is different to face-to-face learning and
teaching? If so, in what ways?
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S3.1. Do you think the USQ course has assisted your preparation for the
online environment? If so, how? If not, why not?

S3.3. Has your perception of e-learning changed at all since your
3 involvement in the USQ course? If so, how? If not, please elaborate.

S3.5. What additional skills and knowledge do you feel you need in order to
use the online environment more effectively? How might you gain these?

The advantage of semi-structured interviews s that there is both structure (ordered
guestions) and no structure (open-ended probes), thus allowing the predetermination of data
that would be gathered as well as being able to follow the unexpected asit arose.

As mentioned earlier, the use of aweb-based interface was considered an appropriate
method to collect data. Because the Internet is avail able to anyone with appropriate access,
data could be collected 24 hours a day which recognised the individual contexts (including
time zones) of the participants. The researcher could provide links to additional materials
online such as information about the purpose of the study. Study participants aso had
access to my online contact information which provided a convenient and instant post-
participation method of communication. Security was monitored, as entry to the instrument
was password protected and only accessible to those individuals who had been involved in
the course. As noted by Anderson and Kanuka (2003, p. 89), “assuring confidentiality and
explaining the techniques to protect the privacy of participants are important components of
obtaining informed consent and building trust”.

The interviews were conducted with a sample of seven participants enrolled in Design 2
and with four Co-Facilitators. The interviews were conducted using the synchronous chat
facility within the Blackboard L earning Management System (LMYS). Participants had used
this facility during the implementation of the course and so were familiar with it. The
guestions used in the interviews were validated prior to use through a process of iterative
review conducted in collaboration with two experienced educators at USQ. The interview
guestions aimed to explore the participants’ experiences of the course designed to foster
transformative learning and examine whether transformative learning had occurred as a
result of these experiences. Part of the interview explored retrospective attitudes, that is,
participants were asked to reflect on their assumptions, values, and beliefs about practice

prior to the commencement of the course.
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The outcomes of the interviews were available through the digital archivesin the
Blackboard LMS (see Appendix D3 for a sample of an interview transcript). To assure
confidentiality, thisLMS was password protected and enabled one-to-one interviews to be
conducted synchronously (at the sametime) in a“closed” el ectronic environment through
the use of Group Pages and the virtual classroom facility. All of these “conversations” were
conducted in text which provided an instant and accurate transcript of the interactions, thus
removing the traditional intermediate step of transcribing in preparation for analysis. Group
Pages enabled me, as the researcher, to assign the interviewee, and interviewer (me), to a
group with al the facilities available to us (synchronous chat, email, discussion board, and
file transfer). The interview transcripts were viewed by participants for validation and
approval. Participants were invited to edit the transcripts prior to analysis. The exchanges
between the participant and interviewer (me) were equally secure as they occurred within
the Group Page facility. The anonymity of interview participants was protected. All
identifying information was stripped from the transcribed interview after validation,
quotations used for publication were framed in such away that the individua’ s identity was
masked, and coded identifiers were assigned where necessary. The transcripts of the
interviews were analysed for common and emergent themes using a constant comparison
method (Cresswell, 2003; Glaser & Strauss, 1967), and sorted into major themes and
recurring patterns of meaning.

The purpose of the interviews was “to understand themes of the lived daily world from
the subject’ s perspective” (Kvale, 1996, p. 27) and to reconstruct personal learning
experiences. Although alist of topics and question categories were used to structure the
interview session, it was anticipated that the results from each interview would be unique.
The direction each interview would take would be influenced by the nature of the
individual’ s current knowledge of learning and teaching, particularly online. The open-
ended, semi-structured nature of the questioning allowed me “to respond to the situation at
hand, to the emerging worldview of the respondent(s), and to new ideas on the topic”
(Merriam, 1998, p. 74). Questions were avoided that made participants uncomfortable for
any reason, or reflected negatively on them, or required them to consult records or other

information sources (Kvale, 1996).
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The emergent design nature of qualitative research and, in this case, action research,
dictated that the interview questions could change as the interview evolved. During the
orientation workshops, and prior to the commencement of the course, participants had been
asked to record details of their own teaching philosophies. Questions asked in the interview
aimed at finding out what conceptions of learning and teaching the participants held, and
initially they were asked to describe their own learning journey in the course | conducted
(Design 2). They were then invited to offer information about any changes that may have
occurred in their own teaching philosophies, their knowledge of learning and teaching, their
perceptions about what types of learning they aimed at developing in students, how they
went about devel oping this type of learning, how they assessed student learning, and how
they evaluated their courses.

Interviews, like al social interactions, are co-constructed, meaning that both the
interviewee and the interviewer shape the context of the dialogue and what is (and is not)
said. When drawing inferences from this data, | needed to be mindful of that. Interview
transcripts were analysed to look for recurrence (common responses) and therefore to
identify themes and categories. Changes in philosophies and behaviours were also
recorded. From the emerging data, a comparison was developed of the relationship between
participants' learning experiences, their learning and teaching philosophies and conceptions
and how they have worked, and will work, with their own students. These interviews were
also intended to be areflective activity that would reveal the participants' insights and aim
to lift their awareness of changesin their teaching philosophy and their practice. Participant
(member) checks were built into the study with some follow-up email contact and brief,

informal interviews.

3.3.5 Ethical Issues
Ethical clearance was gained from USQ and the Singapore polytechnic prior to the
commencement of the study. Informed consent for involvement in the study was obtained
from the participants and from the senior manager (Director of the Centre) at the
polytechnic. Informed consent consisted of a Consent of Participant letter (Appendix Al),
emailed to the participants for response. As this study was conducted with a number of

overseas participants, it was not feasible to get a signature of consent, so the participants
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were asked to place their response at the bottom of the returned emailed letter. A similar
letter was sent to the teachers (facilitators) who had participated in both Designs 1 and 2
(see Appendix A2). A follow-up email was used, where required to encourage maximum
participation in the study (Appendix A3). The USQ University Ethics Committee approved
this method for seeking consent. Voluntary participation was assured because participants
had to respond to the emailed consent letter. Participants were informed they could leave
the study at any time, without penalty or disadvantage. Examples of questions asked of the
participant and Co-Facilitator (Co-For) groupsin the interviews are included in this report
(Appendix A4). These questions did not breach areas of personal sensitivity.

To achieve confidentiality and anonymity, all participant responses were coded and
those codes were assigned for the identification of quotesin thisreport (e.g., PO1). The
transcripts of interviews were analysed for common and emergent themes and sorted into
major categories. The transcripts, once analysed, were placed in alocked cupboard and will
be stored for the required period of time (7 years). The electronic version of those
transcripts were then deleted (i.e., destroyed) as hard copies have been retained in the
locked cupboard. The same process was used for the self-reflective journal data, the
transcripts from the various discussion forums, the compl eted web-based questionnaires
and the collected, unsolicited feedback data.

3.4 Data Analysis Framework

In order to organise and anayse data from Design 2, the framework in Table 3.3 based
on the work of Greene (1975) and Mezirow (1991) was considered. On examination, it was
determined that there were a number of paralel themes evident in the later works of
Larrivee (2000), Jacobsen (2002), and King (2003b) which more closely reflected the
context of this study in terms of its technological focus. These works were used to
formulate an elaborated data analysis framework (Table 3.5). In addition, the extensive
work of Cranton (1996, 1997, 2003) was consulted. Throughout the process of framework
development, and in line with the research conducted by King (2003b), it was decided that
the stages would be used as a guide to understanding the participants experiences and
would not be used as a“rigid script” (King, 2003b, p.35).
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Table3.5
Scholarly Work which Contributed to the Elaborated Data Analysis Framework
Stages Greene Mezirow Larrivee Jacobsen King
(1975; 1997) | (1991) (2000) (2002) (2003b)
1 Didlocation Disorienting Struggle Knowledge Fear
dilemma
Inner Inner conflict Persuasion Uncertainty
discomfort Self-examination
Surrender
Uncertainty
Chaos
2 Deconstruction | Critical self- Examination Decision Testing
assessment
Earnest efforts Questioning Exploring
toraise Recognition
consciousness | discontent and Challenging Affirming
and awareness | process of
transformation are | Desire for
Questioning shared change
Imagining Explore new
wayss of acting
3 Reconstruction | Build competence | Transformation | Implementation | Connecting
and self-
Regeneration confidencein new | Perceptual Shift | Confirmation New
roles Perspective
Rediscovery Reconciling
Plan a course of
New action Personal
perspectives discovery
and insights Acquire
knowledge and New practice
Conscious skills
sense of
possibility of Make provisional
what might be | effortsto try new

Reconstructing
meaning

Re-ordering
perceptions

Moving beyond
where one has
been

roles and to assess
feedback

Reintegrate into
society
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The original category descriptions provided by these scholars were further combined, to
provide a synthesi sed representation of their work. This process enabled a context-specific
framework to be generated and presented as, for ease of reference, the Data Analysis
Framework (Table 4.4). The Data Analysis Framework was used to guide the analysis of
the data to determine whether (and to what degree) participants had experienced
transformative learning and perspective and action change. Evidence was al so sought of
events that may have “triggered” this change. The application of the Framework is
discussed in Chapter 4. The analysis of the data collected from Design 2 passed through
five interrelated stages, that of data screening, data reduction, matrix display and
examination, conclusion drawing, and reporting the findings (adapted from Sowden &
Keeves, 1988). These stages are elaborated on in Chapter 4.

3.5 Concluding Remarks

This chapter has defined the methodological context in which the current study has been
conducted. It provided arationale for the methods chosen and described how these have
been devised to suit the emerging area of electronic observation and research. The research
purpose, goals and questions were used as starting points to design an appropriate method,
which in turn indicated the strategies most appropriate for data collection and generation.
The chapter has also addressed the participants, the methods of data collection, the types of
data that were collected and the role of the researcher. The formation of a context-specific,
data analysis framework (Table 4.4, Data Analysis Framework) was introduced and is
discussed in Chapter 4.

Issuesin relation to validity, reliability, and generalisability have been raised and
addressed in the context of this research. The next chapter addresses the processes of data

analysis, and the findings that emerged from the analysis of the data.
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CHAPTER 4

Analysis and Findings

A moment’sinsight is sometimes worth alife's experience.  Oliver Wendell Holmes

4.1 Introduction

In this chapter, the focusis on the analysis of the data and the findings which emerge
from that data. Data collection proceeded throughout the phases of the study, as described
in Chapter 3. To reiterate, the procedure of conducting the research in a number of phases
wastied closely to the six research objectives. These phases, illustrated in Figure 3.2, were:

Phase 1: Theory application (formulation of Design 1).
Phase 2: Theory refinement and modification (formulation and implementation of
Design 2).
Phase 3: Theory generation (evaluation of Design 2, and formulation of aframework
for Design 3).
Research objectives (1), (2), and (3), were addressed in Phase 1; research objectives (4),
and (5) were addressed in Phase 2; and the results of Phase 3 addressed research objective
(6). The research objectives are outlined in Section 1.3.3, and details of the participants and

data sources are in Chapter 3, sections 3.3.3 and 3.3.4 respectively.

4.1.1 Purpose of Data Analysis
Data collection and analysis occurred iteratively throughout the phases of this study. As
successive pieces of data were gathered, the emerging insights and identification of trends
shaped and refined the focus of the subsequent course designs. Many authors (e.g., Bogdan
& Biklen, 2003) support an ongoing process of analysis which isin accordance with the
action research method used in this study (see Figure 3.1).
In Phases 1 and 2 of the study, the main purpose of the analysis of data collected after

the completion of Design 1, was to inform the development of Design 2. In Phase 3, the
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purpose of the data analysis, which followed the implementation of Design 2, was to
contribute to the blueprint for Design 3, and thus the framework for the design of
professional development experiences for online educators. Analysis was conducted
primarily to determineif transformative learning had taken place by examining how the
learners had participated in the course, and the nature of outcomes. In order to understand
the nature of the progressive analyses which occurred in this study, refer to the six research

objectives outlined in Section 1.3.3 and the action research method illustrated in Figure 3.1.

4.1.2 Issues Encountered During Data Analysis

It is essential to recognise and discuss the issues that were encountered during the data
analysis phase, and how they might impact on the analysis and findings. My multi-faceted
role of collaborative practitioner researcher within the study involved designing the
research guidelines that were used throughout the project. Asthe “project manager” and
principal teacher, | wasin aposition to influence the experiences of the participants (and
therefore in a position of power). | had a clear agenda for the project to support and
facilitate transformative learning with the aim for participants to experience the
development of acritical perspective, or possible change in perspective of profession and
practice. As previousy mentioned in Chapter 3, ethical dilemmas could have arisen during
the analysis stage from my dual role as researcher and active participant in the process. In
order to manage the issue of subjectivity, use was made of peer de-briefers, and participant
(member) checks of analyses, and interpretations. Member checks were built into the study,
either with follow-up interviews with the participants or questions by email
communication. In addition, the Co-Facilitators played an important role in the member
check process by participating in synchronous chat sessions with the researcher during the
implementation of Design 2, in order to discuss the validity of proposed activities for the
course.

During the conduct of Design 2 (around week 5 of the 10-week course), an event
occurred that could not have been planned for (a contaminating variable). Many people
worldwide contracted the potentially fatal respiratory illness known as Severe Acute
Respiratory Syndrome (SARS). This caused education officials in Asiato close educational
institutions for more than 2 million students. This forced students off-campus, and all of the
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teachers at the polytechnic in Singapore which was the focus of this study. Some teachers
were quite prepared to move immediately into a“virtual campus’ environment and
participate in the USQ course, online. These teachers continued to teach some of their
students using technol ogies such as Web cameras, audio-video phones, web-conferencing
software, instant-messaging tools, and multimedia applications (Borja, 2003). One
participant in the program observed:

... the SARS crisis— [was] why it was difficult for me to concentrate more on [the

course]. Maybe the course could have lasted longer? (PO5)

Interestingly, the occurrence of this unplanned event also contributed to some changein
perspective:
| realized that Virtual Chat is very useful when it’s not possible to have F2F classes,
like when the Poly was closed for 3 dayslast month. (P15)

Although the polytechnic was only closed for afew days, the follow-up health
precautions (e.g., having to check the temperatures of every student prior to entering
an examination room) impacted upon the learning environment for several weeks,
causing many of the participants in the course to fall behind in their course
activities. To address thisissue, the planned time frame for the course of 10 weeks
was extended to 12 weeks by placing the course “on hold” for a 2-week duration.
The researcher recognised the possibility of this unplanned disruption as being a
potential distraction and interference with the validity and reliability of data

analyses.
4.2 Phases 1 and 2 — Findings and Recommendations
4.2.1 Data Sources and Participants
Design 1 was based on:

1. Therequirements of the client (the polytechnic).
2. Thetechnological infrastructure at USQ.

3. The experience and reflection on practice of several online teachers at USQ.
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4. Reviews of current, relevant literature.

Most of the negotiations with the client (the Singapore polytechnic) were conducted prior
to the researcher’ s involvement in the project. Over a period of several months, discussions
occurred between the client, the senior managers from the researcher’ s Faculty, and the
company which provided the technological infrastructure and support to deliver the course
to the polytechnic (NextEd Ltd). The researcher was brought into the project as a member
of the four-member design and teaching team, once these initia negotiations had been
completed, and for that reason is unable to report on theinitia discussions. Details of the
design and development processes for Design 1 are historical and beyond the scope of this
study. However, areport (Appendix B1) exemplifies some of the interactions which
occurred during the design and development phase. After the implementation of Design 1,
an evaluation of the course was conducted.

Phase 2 of the study included this evaluation of Design 1. The recommendations which
emerged from the evaluation informed the creation of Design 2. The evaluation data of
Design 1 were presented in six reports:

1. A report (Orientation Workshop Survey — Design 1) prepared by polytechnic
personnel at the conclusion of the face-to-face workshop for PDO1 Design and
Facilitation of e-Learning which reflected participants opinions of the Workshop
(Appendix B2).

2. A report (Orientation Workshop Review — Design 1) prepared by the researcher
after conducting the face-to-face workshop for PDO1 Design and Facilitation of e-
Learning (Appendix B3).

3. A report (Review Teleconference of Evaluation Outcomes of PD01 Design and
Facilitation of e-Learning - Design 1) generated after a teleconference was
conducted between polytechnic management personnel and USQ Faculty of
Education managers and teachers (Appendix B4).

4. A report (Final Session of PDO1 Design and Facilitation of e-Learning — Design 1)
prepared by one of the USQ teachers (not the researcher) who attended the
culminating face-to-face session in Singapore (Appendix B5).

5. An éelectronically generated report (Online Evaluation Feedback — Design 1) of
online evaluation feedback from course participants (this is automatically generated



81

within the Blackboard LMS) (Appendix B6).

6. A report (Focus Group Evaluation Outcomes of PDO1 Design and Facilitation of e-
Learning — Design 1) generated from focus groups conducted at the polytechnic by
local personnel. This report provided data on perceived needs and requirements for
course modification (Appendix B7).

Another report (Recommendations for Future Developments of PDO1 Design and
Facilitation of e-Learning — Design 1) was prepared after one member of the polytechnic
management team travelled to USQ from Singapore and participated in two days of
meetings with USQ Faculty managers and teachers (Appendix B8). Recommendations
which informed the development of Design 2 resulted from an analysis of the datain the
reports, along with further references to the literature and reflection on practice. These
recommendations were formulated by the researcher in consultation with members of the
Design 1 teaching team, polytechnic management personnel, and staff from NextEd Ltd.
After scanning the recommendations data, the teaching team (including the researcher)
noted emerging themes and grouped the data under three headings — pedagogical
recommendations (i.e., learning and teaching requirements), administrative
recommendations (e.g., course duration time, and hours allocated each week) and
technological recommendations (e.g., technology infrastructure and training requirements),

and presented them to the member of the polytechnic management team for ratification.

4.2.2 Pedagogical Recommendations
These recommendations are related to learning and teaching issues:

1. The concept of “process as content” where the learners’ experience the content
(learning and teaching in an online context) by becoming part of that content was
essential to the success of the design. Strong support for thiswas evident in the
evaluation report prepared by the USQ teacher (Appendix B5) who attended a
culminating on-site, face-to-face session where participants presented their

completed course materials:
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The most valuable part of the course [was] the fact that they were put in a
position where they ‘experienced’ what it was like to be an online learner . . .

they seemed to learn much from this.

Support was aso evident in the report of focus group outcomes (Appendix B7)
conducted at the polytechnic at the completion of Design 1.
The online experience is very useful. It has helped staff to know what
they ought to look out for when implementing e-learning themselves.

Real application to current project implementations was a strength.

2. The course should have a professional development focus. It should have a
problem-based, project-based approach, aiming for the practical application of
theoretical concepts. Thiswas articulated in the focus group report (Appendix B7):

There isaneed for more concrete, discipline-specific examples to

ground understanding of instructional principles/concepts/idess.

3. The course should use “champions’ or mentors selected from participantsin Design
1 to support the new cohort “on the ground” in providing relevant, workplace
examples, and a strategy for pacing the program (see the focus group report,
Appendix B7):

[The participants] suggested that some polytechnic staff might be used
as course tutors. [ This] would have a huge impact on some who have
limited teaching experience and are less familiar with basic ideas on

learning and teaching.

4. A blended/hybrid approach should be used consisting of an initia series of face-to-
face workshops of 3 days' duration followed by a 10-week online facilitated course.
It was proposed that the program would be concluded with a videoconference
conducted between the Singapore and USQ sites. This was supported in the focus
group report (Appendix B7) which indicated:
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The ‘faceto face’ orientation session was extremely useful and helped
immensely in preparing the participants for the course. It must be
retained in future courses. It enabled an important sense of group to

OcCcur.

5. The opinions of the format, conduct and outcomes of the face-to-face workshop
were mixed (Appendix B2):
| was looking forward to a more concrete overview of the 15 week program e.g.
asummary of each module to motivate, excite and prepare the group for the

online training.

| think the facilitator has achieved her objectivesin setting expectations right
and making participants think more positively about learning and teaching

online.

Half-day F2F and half-day online interaction format for orientation would have

been useful.

Despite these comments, general satisfaction with the conduct of the face-to-face

workshops was positive, asis evident in Table 4.1.

Table4.1
Ratings on Satisfaction with Face-to-face Workshops (N = 14)

Response Categories | Number of % of Total
Responses

Strongly Agree 2 14.29

Agree 9 64.29

Undecided 2 14.28

Disagree 1 714

Strongly Disagree 0 0




6. The participants should be required to design for their own blended/hybrid context —
that of predominantly face-to-face activity, with some flexible components. Again,
support for thisin the focus group report (Appendix B7) was evident:

We must address the need for staff to design courseware which
integrates face-to-face and online modes rather than focus purely on

online learning.

4.2.3 Administrative Recommendations
These recommendations from Design 1 are related to administrative matters:

1. The participants from the polytechnic should be allocated a defined number of study
hours per week. Managers of each discipline section (School) at the polytechnic
should be strongly encouraged to make this alocation and monitor its
implementation. The number of hours was determined by the polytechnic, and
confirmed when a member of the polytechnic Management Team travelled to USQ
from Singapore (Appendix B8):

The polytechnic participants have been allocated 4 hrs/wk study time.

2. Theduration of the course should be no longer than 10 weeks (Appendix B8),
excluding the initial face-to-face workshops, with a strict adherence to timelines.
The evaluation report generated from the focus group activity (Appendix B7)
indicated:

[The participants] were appreciative of the ‘flexibility’ offered but
realise this has its downside as things can ‘ drift alittle’ if there are few
deadlines.

However, the preferred start time was debatable with most participants
acknowledging that there was no ideal time. Some expressed the need to
have the course during term time rather than crossing into vacation periods.
Others suggested that vacation time, which would be uninterrupted by

teaching time, was a better aternative. Eventually, it was decided that the
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course would commence at the same time as semester 1 2003 (3 March) at
USQ and conclude on 9 May at the latest, to enable USQ teachersto align
with the teaching of other USQ courses.

3. A preferred number of participants and teachers was articulated by the polytechnic
(Appendix B8):
Similar number in cohort asfirst offer — 25-30 participants [and] 4 hours
“contact” time provided by two USQ teaching staff per week.

4.2.4 Technical Recommendations

These recommendations rel ate to issues associated with technical infrastructure and
requirements:

1. The polytechnic requested that a later version of the Learning Management System
(Blackboard version 5) be used to deliver the course materials. This version was not
in use at USQ but was the version used by the polytechnic. Some trialling and
debugging by NextEd technical staff had to occur prior to the offer of Design 2.
This caused some minor difficultiesin the testing phase, but they were soon

overcome by the technical staff from both institutions.

2. Dueto the size of electronic files and lengthy download times, the polytechnic
reguested that the amount of online reading materials be limited to key readings
(Appendix B8):

Explore slow downloads — are .pdf filestoo large? Consider making all .pdfs as
optically read rather than scanned to reduce file sizes OR provide readings [to

polytechnic] to make hard copies for participants.

The pedagogical, administrative, and technical recommendations were considered by the
design team, integrated into the design, and implemented in Design 2 for the orientation

workshop, course materials, and learning and teaching strategies.
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4.3 Phase 3 — Procedures Used to Analyse Datafrom Design 2

Phase 3 of the research design involved the evaluation of Design 2 which addressed
research objectives (4), “Using an iterative, cyclical process, to develop, implement,
evauate, and modify a professional development course which embodies the principles and
practices identified in objectives 1-3”, and (5), “to determine the factors which contribute to
successful professional development for educators engaged in learning and teaching
online”. The final aim of Phase 3 was to address research objective (6), “to formulate a
framework for the design of transformative professiona development for online educators,
based on the developmental phases of this study”.

The main data analysis technique used in Phase 3 of the study was the analysis of
content created through I nternet-based activity. In content analysis, indicators are defined
and searched for in the content being investigated. These indicators are then classified,
interpreted as descriptive data for the researcher to create a deeper understanding of the
content, and are sometimes counted. However, this conceptual simplicity often hides
practical complexities related to the subjective interpretations necessary to qualify and
guantify the content created in Internet-based activity (Anderson & Kanuka, 2003).

The key to content analysisis clear identification of the object of the investigation. The
process of demarcating and labelling avariable in content analysisisreferred to as
“coding”. The coding of a qualitative research study isimportant, asit operates as a
labelling, retrieval and organising device. In this particular study, | was not interested in
investigating surface questions which are easily measured such as “How often doesa
participant post in the discussion forum?” What | was searching for were the latent
variables, referred to by Colford (1996, p. 40) as the hidden “interior being”. Measuring
latent content is inherently subjective and interpretative (Rourke, Anderson, Garrison, &
Archer, 2000). Latent variables of interest included evidence of some change in action or
behaviour e.g., “I have actually cancelled a [face-to-face] class. . . and conducted the
lesson via chat sessions’ (P03); an indication of creative or critical thinking e.g., “1 think
discussions should be part of assessment . . . if | strongly believe in the value of discussion”
(PO4); or evidence of some perspective transformation e.g., “| have learnt to be more

encouraging and give positive strokes’ (PO1).
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Content analysis procedures used for this study constituted four interrelated steps
(adapted from Sowden & Keeves, 1988):

1. Datascreening (drawing the data together).

2. Datareduction and creating the initial key words for coding.

3. Displaying datain a matrix.

4. Interpretation of the matrix.
In keeping with the action research approach, these steps were not sequential but formed
part of an iterative method that occurred, and re-occurred, throughout the process of
analysis. Mutual relationships and internal structures of categories are more clearly
displayed through the process of systematic sifting and comparison (Hammersley &
Atkinson, 1995). The four steps of data analysis are addressed in terms of the tasks
associated with each step. Reporting of the findings will be included as a separate, yet

interrelated process.

4.3.1 Data Screening - Drawing the Data Together
Thefirst cut of the data occurred immediately after leaving the field (and completing

Design 2). The aim of the study was to address research objective (6) which wasto
formulate a framework for the design of transformative professional development for
online educators. Three stages in transformative learning, indicating signs of perspective
and action change had been identified in the work of Greene (1975), and Mezirow (1991),
illustrated in Table 3.3. The researcher again used this framework to initially screen the
data to detect evidence of participants’ experiencing these stages. To reiterate, the three
stages were:

1. Didocation (Greene)/Dilemma (Mezirow).

2. Deconstruction (Greene)/Questions and issues to be addressed (Mezirow).

3. Reconstruction, Regeneration, and Rediscovery (Greene)/ldentification of sources

to address the questions/issues (Mezirow).

First, the raw records were brought together from the reflective journals, discussion
forums, synchronous chats, the standard web-based evaluation questionnaire, and
unsolicited feedback. Each participant was assigned a coded identifier e.g., PO1 (Participant
1), P02, through to P16; and COFO01 (Co-Facilitator 1), COF02, through to COF05. These
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identifiers, along with detailed profiles of each participant (including gender, age, cultural
and discipline backgrounds, and personal interests), were recorded, recognising that such
variables may influence the data collected, and any subsequent analyses. The profile data
was collected from enrolment records, orientation workshop activities, and the participants
statements of introduction in the course. In addition, data in the various reports prepared by
the facilitators were examined, and also assigned a coded identifier e.g., FO1 and FO2.

The process of data screening focused on beginning to make sense of the data, in order
to tell the story of what had occurred. The main intention in Step 1 was to identify
participants comments which exemplified the indicators of the stages of transformative
learning identified in the Greene and Mezirow work (Table 3.3). Instances were coded, in
the raw data, with the following letters: S1: Stage 1, S2: Stage 2, and S3: Stage 3. These
were termed baseline data and were designed to capture starting points. Determining if the
comments were true examples of the stages was a subjective process for the researcher.
Such screening could not be value-free, with the values of the researcher influencing and
shaping the development of the research. To addressthis, a critical friend was consulted to
check the researcher’ s decisions and to provide some validation and objectivity. This
critical friend was not involved in the study, but had some knowledge of the study. The
following criteriawere used to check validity, based on the guidelines recommended by
Sowden and Keeves (1988) and Riffe, Lacy, and Fico (1998):

1. Leve of intercoder reliability of 80% was sought.

2. The same section of the data was considered to represent a point.

3. For each point, the same key word, selected from alist of key words was used by
both coders.

4. Each coder’ sinterpretation of the same point was deemed to be the same or closely

similar.
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The validity of the coding procedures was estimated using aformulaillustrated in Figure
4.1. A 77% agreement in coding of the data was achieved when thisfirst cut of the data was

carried out.

vdidity = Number of agreements
Total number of agreements and disagreements

10/13
= 7%

Figure 4.1. Checking the validity of coding procedures.

A similar procedure was used at intervals throughout the processes of coding and analysis
of the data. It was evident from the initial screening of the data that participants
experiences represented all stagesidentified in the Greene and Mezirow work. This process
of coding according to the stages of transformative learning, isillustrated in Tables 4.2a,
4.2b, and 4.2c. Tables 4.2 (a, b, and ¢) and 4.3 used data collected from the synchronous
chat transcripts.

To identify evidence in the data that participants were experiencing Stage 1 of the
transformative learning process, | searched for words that suggested a sense of dislocation,
hesitance, uncertainty, or inner discomfort. | determined that words and phrases such as
“sceptical”, “resistant”, and “do not think | need” were indicators of this stage of the
process (Table 4.2a).
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Table4.2a

Indicators of Transformative Learning and Corresponding Evidence in the Data —

Sage 1l

Stage | Greene (1975) Mezirow (1991) Participant Comments

1 Didocation Experience a | started off alittle sceptical about the

(Sl) (experience disorientating value of online synchronous chats.
dislocation, dilemma (COF01)
shock, inner
discomfort) Undergo self- | do not think | need the

examination synchronous chat feature with

Unfamiliar, (sometimes feelings | my students. For those who are
guestionable, of guilt or shame) “task-oriented” and appreciate
obscure a“lot of structure” the chat
experiences, room is not for them. (PO1)
failure of
“recipes’ for | wasresistant to e-learning before |
learning; attended the 2-day course. My main
“exceptional” concerns were motivation and
moments information management. (PO3)

I concluded that Stage 2 of the transformative learning process would entail the use of

language that suggested a questioning, testing outlook where participants indicated that

they were beginning to consider other possibilities. | determined that phrases such as

“beginning to see new light”, and words such as “exciting”, “interesting”, and “hope”

would indicate that participants were experiencing this stage of the learning process (Table

4.2b).
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Table 4.2b

Indicators of Transformative Learning and Corresponding Evidence in the Data —

Sage 2

Stage | Greene (1975) Mezirow (1991) Participant Comments

2 Deconstruction | Questions/issuesto | ...after these few sessions, I'm

D (deconstruct) be addr essed: beginning to see new light!

( ) There is something unique
A new order for | Conduct acritica and exciting about this
understanding assessment of medium... if we can pin this
resulting from internalised role down we can then begin to
fearful or assumptions and know how and when to use it
enigmatic feelingsof asense | meaningfully... (COF01)
engagements of alienation from

Making sense and
earnest effortsto
raise
CONSCiousness
and awareness

Questioning,
imagining,
evolving

traditional social
expectations

Recognise that

one’ s discontent
and process of
transformation are
shared and that
others have
negotiated a similar
change

Explore options of
new ways of acting

Y our idea of chats with guest
speakers sounds very
interesting. | think it will
appeal to students. (PO1)

After the course, | see some bright
light and hope to do something for my
module. (PO3)

An indication that participants had experienced Stage 3 of the transformative learning

process was harder to find at this stage of the analysis. It became evident that further data

collection would need to occur in order to explore this stage further. However, asthiswas

the first cut of the data, some suggestion that participants had reached this stage was

detected and some new perspectives were emerging e.g., “1 think thereis atime and place

for online chats’, and “. . . it isimportant especially for the full online course” (Table 4.2c).
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Table4.2c

Indicators of Transformative Learning and Corresponding Evidence in the Data —

Sage 3

Stage | Greene (1975) Mezirow (1991) Participant Comments
3 Reconstruction | dentification of sources

(S3)

(reconstruct),
regeneration
(regenerate) and
rediscovery (rediscover)

A focusfor new
perspectives, and insights

Process of reconstructing
meaning and re-ordering

to addressthe
guestiong/issues:

Build competence and
self-confidence in new
roles

Plan a course of action

Acquire knowledge and

| enjoyed virtual chat
very much, | felt that it
bring [sic] us closer -- It
issocial presence, a
sense of belonging to the
team. It isimportant
especialy for the full on-
line course. (PO3)

skills for implementing
one's plans

perceptions

Bringing of harmony to
one'slife-world Make provisiona efforts
to try new rolesand to

Moving beyond where assess feedback
one has been
Build competence and
self-confidence in new

roles and relationships

Relishing a sense of
incompleteness —
developing a conscious
sense of possihility of
what might be

Reintegrate into society
on the basis of conditions
dictated by the new
perspective.

Theinitial screening was aso used, in line with Ely, Anzul, Friedman, Garner, and
McCormack Steinmetz’s (1991, p. 140) suggestion, to “establish and check emergent
hunches, trends, insights, and ideas’. It became evident from the initial screening that there
were several themes emerging that required clarification through follow-up action. The
process of reaching this conclusion and identifying the “gaps’ isillustrated in Table 4.3 by
taking a participant comment from Table 4.2a and following it through the gap
identification stage.
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Table 4.3

Data Screening and Identifying the “ Gaps”

Participant Literal Meaning Validation: M eans of

Comment Interpretation | Making, Link to | Further Data | Gathering
and Table3.3 Required Further
Commentary Data

| do not think | Changed from (S1) 1. Why were Follow-up

need the definitefeeling | uncertainty yOu SO sure, Interview

synchronous chat | that chat would initialy, that

feature with my not be useful to | discomfort you did not

students. For consideration need the

those who are that use of guest | questionable synchronous

“task-oriented” speakerswould | events feature with

and appreciatea | be useful. your students?

“lot of structure’
the chat roomis

not for them.
Your ideaof chats | Changein Then self- 2.You
with guest teacher/learner | examination: suggested that
speakers sounds | focus—from examiningown | the use of
very interesting. | concern about practice “guest
| think it will teacher speakers’
appeal to students. | timetable to guestioning own | might be
(PO1) interest in the beliefs useful. Why
appeal chat would this be
would haveto s0?
students

Asdiscussed in Chapter 3 (section 3.3.4), abank of interview questions was generated
to address the gaps and the need for clarification of some participants statements. The
guestions were constructed according to the work of Greene and Mezirow (Table 3.3) and
the three stages of the transformative learning process, and assigned the identifiers S1.:
Stage 1 (S1.1, S1.2, and so on); S2: Stage 2 (S2.1, S2.2, and so on); and S3: Stage 3 (S3.1,
S3.2, etc.). A record of al the questionsis available in Appendix A4. The interviews were
conducted using the synchronous chat facility within the Blackboard L earning Management
System. The transcripts were automatically generated while conducting the interviews
which made the process of screening the responses relatively straightforward. The use of
this technology removed the time consuming work associated with transcribing interview

data. The coding process commenced while the data was still being collected and evolved
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as particular issuesraised in the initial interviews were then pursued in follow-up emails.
Inconsistency checks between interview and transcript were unnecessary. However,
member checks of the researcher’ sinterpretation of participants’ views and perspectives
were carried out with some of the participants. The data from these interviews was added to
the raw data already assembled, and put through the process of data screening described

previoudly.

4.3.2 Data Reduction and Creating Key Words for Coding
The primary task in data reduction was that of coding which aimed to establish order by
categorising the data that had been generated and collected (Moustakas, 1994; Seidman,
1998; Sowden & Keeves, 1988).
Step 2 involved three tasks:

1. Refinement of theinitial work of Greene (1975) and Mezirow (1991) (Table 3.3) by
consulting other authorsin the field. This resulted in an elaborated data analysis
framework (Table 3.5) as described in Section 3.4.

2. The development of the Data Analysis Framework (Table 4.4).

3. The selection of key words and phrases using the Framework. The description of
this process follows (Tables 4.5a, 4.5b, and 4.5¢).

Asexplained in Section 3.4, the framework called, for convenience, the Data Analysis
Framework, was used to guide the analysis of the data to determine whether (and to what
degree) the participants comments showed evidence of any perspective and/or action
changei.e., transformative learning. The category descriptions provided by scholarsin the
field (Table 3.5) were combined and condensed to be represented in the Data Analysis
Framework (Table 4.4).
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Data Analysis Framework
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Stages

Indicators

1 A dilemma, dislocation,
or inner discomfort

Then:
salf-examination

Uncertainty; suspicion; fear; shock; unease;
uncertainty; discomfort; ambiguity; disorder;
guestionable events; “exceptiona” moments

Examining own practice, considering own values
and beliefs, feelings of guilt or shame

2 Exploration of issues
and posing of questions

Deconstruction

Then ...

Struggle; shared discomfort; testing; critical self-
assessment; deconstructing ideas, values and beliefs;
exploring options for new ways of acting and doing;
guestioning, imagining, raising consciousness and
awareness; challenging; recognising one’ s feelings
are shared and others have negotiated a similar
change; indicating adesire for change

Reorientation - affirming; decision making;
reconstituting meaning; sense making; exploring
new ways of acting

3 | dentification of sources
to help answer the
questions
Reconstruction

I mplementation

Regeneration and
rediscovery

Change or shift in perspective/action; new
perspectives and insights; reconstructing meaning;
planning a course of action; confirmation;
generation; implementation; acquisition of new
knowledge or skills; building of competence,
understanding and confidence; personal discovery;
assumption of new role/s; assessment of feedback;
harmony

New practice

Moving beyond where one has been; developing a
sense of what might be

The Data Analysis Framework was used to further reduce the datain order to determine

the key words and phrases which would exemplify the stages of the transformative learning

process. In order to facilitate data reduction, | used a* helicopter view” approach to my data
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analysis by attempting to go deeper and deeper into the data, at all times reducing and
refining the words and phrases.

Theidentifiers S1, S2, and S3 continued to be used as the coding categories to represent
the stages of the transformative learning process. One of these identifiers was assigned to
each word and phrase as well as the code for the participant (P01, COF01, etc.) who had
said the word or phrase. At all times, research objectives (5) and (6) were there to guide the
motivation for the analysis activity:

To determine the factors which contribute to successful professional development for
educators engaged in learning and teaching online, and to formulate a framework for

the design of transformative professional development for online educators, based on
the developmental phases of this study.

This method of coding enabled me to focus on essentia features of the study as they
developed. This process fitted well within the spiral character of an action research
framework and followed an analytic induction method where the research problem was
constantly refined, expanded, and modified as further data were obtained (Miles &
Huberman, 1994; Sankaran, 2001). Categories were built by sorting and theorising to make
sense of the data gathered. However, reflection by the researcher on this analysis strategy
resulted in some dissatisfaction. Phrases were initially identified in the data and then
reduced to key words (Table 4.5).
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Table4.5
Example of Key Phrases and Identification of Key Words

Key Phrases Key Words

Started little sceptical about value of chat | sceptical

... was frustrating to see comments frustrating
flying all over the place. . .

...alot of timel felt was “wasted” . . . wasted
Felt more positive positive
More inclined to promote promote

Specific, unique attractions and benefits | attractions
benefits

The researcher found the reduction of these statements to fine-coded key words tended to
lose a sense of the whole, aswell aslosing participants voicesin summaries. Ely et al.
(1991) suggest asking questions such as: What is the smallest meaningful chunk of
narrative that | will call a category? What concept doesit imply? What categories will help
me to organize the essential aspects of what iswritten here? Feedback from the critical
friend reference group suggested keeping participants statements intact as much as
possible during the analysis and using bol dface type to indicate the key word or phrase.

Tables 4.6a, 4.6b, and 4.6¢ illustrate the identification of key words and phrases as they
relate to the 3 stages of the Data Analysis Framework. Words taken from five participants
(representing 30% of the total participant group), and five Co-Facilitators (100% of the
total co-facilitator group) are presented in these tables. The words and phrases selected
were considered, by the researcher, to broadly characterise the three stages of the
transformative learning process e.g., words such as sceptical, reluctance, blame,
uncomfortable, and concern linked closely to the concept of experiencing some form of
“disorienting dilemma’ (Mezirow, 1991) asillustrated in Table 4.6a.



Table 4.6a

Identifying Key Words and Phrases: Stage 1 (N/Participants = 4; N/Co-Facilitators = 5)
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Stages

Data Analysis Framewor k (2004)

Key Wordsand Phrases

1

A dilemma

Uncertainty; suspicion; fear; shock;
unease; uncertainty; discomfort;
ambiguity; disorder; questionable
events; “exceptional” moments

Self-examination:

Examining own practice, considering
own values and beliefs, feelings of
guilt or shame

sceptical (COF01, P06, P16)
frustrating (COFO1)

do not need (P01)
surprised (COF02)
chaos (COF03)
irrelevance (COF03)
reluctance (COF04)
blame (COF04)

issues (COF01)
uncomfortable (COF05)
concern (COFO05, PO3)
resistant (PO3)

time consuming (P01)

little focus, little control (COFO01)

very ashamedly (PO6)
grew more convinced (P01)

Indications of a*“deconstruction” phase (Greene, 1975) or adesire to explore issues, make

sense of, seek explanation for, and understand issues were evident in comments such as

“need to pin thisdown”, “help my colleagues overcome this ‘fear

“new light”, asillustrated in Table 4.6b.

, and beginning to see
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Identifying Key Words and Phrases. Stage 2 (N/Participants = 2; N/Co-Facilitators = 3)
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Stages

Data Analysis Framewor k (2004)

Key Wordsand Phrases

2

Exploration of issues and posing of
guestions

Struggle; shared discomfort; testing;
critical self-assessment;
deconstructing ideas, values and
beliefs; exploring options for new
ways of acting and doing; questioning,
imagining, raising consciousness and
awareness,; challenging; recognising
one' s feelings are shared and others
have negotiated a similar change;
indicating adesire for change

Then...

Reorientation - affirming; decision
making; reconstituting meaning; sense
making; exploring new ways of acting

need to pin this down (COF01)
were participants conscripted against
their will? (COF02)

more concrete examples (COF05)
help my colleagues overcome this
“fear” (COFO5)

greater need for good design . . .
good needs analysis

(COF01)

new light (P03, COFO1)

unique, exciting (COF01)

felt more positive (COF01)

avoid competition (COF05)

insightful and enlightens me on how
higher learning objectives can be
achieved through technology (P07)

At the sourcing of answers to the questions stage of the learning process (Stage 3), words

and phrases such as “more inclined to promote [synchronous chat]”, “learn more

effectively working collaboratively”, and “deeper appreciation of the potential” were
evident (Table 4.6¢).



Table 4.6¢c
Identifying Key Words and Phrases: Stage 3 (N/Participants = 3; N/Co-Facilitators = 3)
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Stages

Data Analysis Framewor k (2004)

Key Wordsand Phrases

3

I dentification of sourcesto help
answer the questions,
Reconstruction, implementation,
Regeneration and rediscovery
Change or shift in perspective/action;
new perspectives and insights;
reconstructing meaning; planning a
course of action; confirmation;
generation; implementation;
acquisition of new knowledge or
sKills; building of competence,
understanding and confidence;
personal discovery; assumption of
new role/s; assessment of feedback;
harmony

New practice

Moving beyond where one has been;
developing a sense of what might be

... have cancelled aclass and
conducted the lesson via chat
sessions (PO3)

.. . perception for me has changed . .
. useof theforum. . . ingtillsthe
sharing of knowledge with each
other and ideas (P05)

specific and unique attractions and
benefits (COF01)

... can’'t overemphasise the learning
value of a good discussion (P04)
more inclined to promote the use of
thisfacility (COF01)

. was an eye-opener (COF02)
deeper appreciation of the potential
(COF02)
allowsfor learner-centred learning
(COF02)
learn more effectively working
collaboratively (COF04)

A challenge for the researcher was how to ensure that identified key words and phrases

were a genuine exploration and representation of the insights emerging from the study. To

attain acceptable levels of validity, these were checked by three members of acritical friend

reference group (Lincoln & Guba, 1985). The critical friends were invited to participate

based on their expertise, interest in the study, and willingness to provide advice, support,

resources, and provocative questions (Kember, Ha, Lam, Lee, Ng, Yan, & Yum, 1996).

Using the guidelines previously outlined (Sowden & Keeves, 1988), validity and

reliability were again checked using the same formula as was used in Figure 4.1. The

critical friend, unrelated to the study, but with some knowledge of the study, again coded a

sample of the data. | also used a quantitative approach by determining the frequency of

responses, asillustrated in Table 4.7.
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Table4.7
Frequency of Responses

Key Wordsand Phrases | Frequency of
Responses

sceptical 5

frustrated 2

very little focus 3

felt more positive 5

attractions, benefits 3

4.3.3 Displaying Data in a Matrix

The use of matrix displays enables the summarising of information “ so that patterns are
evident in aform that can subsequently be used in the presentation of results’ (Sowden &
Keeves, 1988, p. 520). The key words and phrases were aligned with the stages of the
transformative learning process used in the matrix display of the Data Analysis Framework.
| continued to reflect on whether the use of transformative learning strategiesin Design 2
had changed the participants’ attitudes about learning and teaching — particularly online
(perspective transformation - attitudes, beliefs and understandings), and if their approaches
to learning and teaching, particularly online, had changed (action transformation -
behaviour/practice).

| looked for evidence that would indicate that participants had moved through the stages
(or some of the stages) of transformation. | screened for similarities and differencesin
perception, thought, judgment, feelings, and actions. This process of analysis entails an
initial disassembling through coding, then a reassembling as descriptive findings or theories
(Webb & Glesne, 1992). It isimportant to devise ways of developing and testing the ideas
that emerge from the analysis (Hammersley & Atkinson, 1995). Data that appeared to be

most central to the analysis was worked on with a view to clarifying meaning and exploring
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relations with other categories. The aim was to identify the effects the course design had
had on perspective and action transformation.

To exemplify the process of relating participant responses to the stages of transformative
learning, | have selected six members of Design 2 (three co-facilitators and three
participants) and documented their responses. This was a purposefully selected sample
which reflected a cross-section of age, gender, cultural background, and discipline area
(i.e., area of content expertise such as Engineering, Film and Media Studies, Business and
Accountancy). The data has been collected from a number of sources, as outlined in Section
3.3.4, but has mainly focused on data relating to the synchronous chat activities.

The sample included:

1. A Malaysian male co-facilitator (COF01) with a sound interest in learning and
teaching and strong support for the success of the project.

2. An Australian male co-facilitator (COF02) with a strong interest in pedagogy and
staff development.

3. A Singaporean female co-facilitator (COF03) with afocus on the technical aspects
of course design and a cautious view of the pedagogical processes employed in
delivering the course.

4. A Singaporean female participant (PO1) who hoped to learn about developing e-
learning courseware, and who showed evidence of some perceptual shift.

5. A Singaporean femal e participant (PO3) who expressed some resistance to the idea
of e-learning prior to the commencement of the course.

6. A Singaporean male participant (PO4) who tended to play the role of the “Devil’s
Advocate’ throughout the progress of the course, and referred to himself asthe
“cynic”.

Using amatrix, | assigned their contributions according to the stages of transformative
learning in the Data Analysis Framework (Tables 4.8a, 4.8b, and 4.8c). Interpretation of the
dataincluded in this matrix along with observations made by the researcher on each stage

contributed to articulating the findings of the study.



Table 4.8a

Data Analysis Framework to Trace Transformative Learning Devel opment (Co-Facilitators and Participants) — Sage 1
Stage Indicators COFO01 COF02 COFO03
1 A dilemma Started little sceptical about value ... surprised some staff did not you are the recognized instructor,
Uncertainty; suspicion; of chat - whether participants participate not me

fear; shock; unease;
uncertainty; discomfort;
ambiguity; disorder;
guestionable events;
“exceptional” moments

Self-examination:
Examining own practice,
considering own values and
beliefs, feelings of guilt or
shame

benefited

frustrating (comments al over the
place. .. littlefocus. . . little
control by the convener/moderator .
.. lot of time “wasted” on getting
acclimatized . . . people fiddling
with the features)

must surely be something “unique
and special” about this [electronic
communication] to keep them at it
for so often and for so long.

If I have fixed (and closed)
opinions, | tend to look ONLY for
and at responses which are similar
to mine.

If | share and othersdon't, | stop
sharing

[I haved] . .. need for online
facilitation skills and technical
skills

lack of immediacy which comes
from body language and other
cues

things don't get chaotic in af2f
class, but it tendstodo soin a
virtual chat

if purpose of chat is social, chaos
and irrelevance are good.
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Stage

Indicators

PO1

PO3

P04

A dilemma
Uncertainty; suspicion;
fear; shock; unease;
uncertainty; discomfort;
ambiguity; disorder;
guestionable events;
“exceptiona” moments

Self-examination:
Examining own practice,
considering own values and
beliefs, feelings of guilt or
shame

do not need synchronous feature
with my students.

For those who are 'task-oriented'
and appreciate a'lot of structure' the
chat room is not for them.

online teaching and learning very
time consuming processes; hard to
achieve the teaching objectives.

| have ample F2F time with
students

Chatting - lot of interruption from
the members and the instructor was
hardly able to focus the group on
the topic.

so much more time needed in
preparation.

was good socializing though.

resistant to e-learning

[my] main concern [is student]
motivation and information
management.

have online discussions to
encourage my students to express
themselves online.

if | share and nobody gives
feedback or comments, I'll
eventualy stop.

if I want honest feedback, and |
only get positive ones because
others are afraid of offending me,
I'll contribute less.
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Five of the 6 participants selected from Design 2 experienced some form of “dilemma’ at the beginning of the offer of the course. However,

one of the participants (P04) showed no evidence of unease, uncertainty, suspicion or fear of working in the online environment. This person,

however, had had a significant amount of experience working in this environment and was interested in moving quickly into more advanced

stages of online pedagogy.

Table 4.8b
Data Analysis Framework to Trace Transformative Learning Development (Co-Facilitators and Participants) — Stage 2
Stage | Indicators COFO01 COFO02 COFO03
2 Exploration of issuesand | [Theissues may be] internal, other experiences | had with on- Instructor set the pace, the

posing of questions
Struggle; shared
discomfort; testing; critical
self-assessment;
deconstructing ideas, values
and beliefs; exploring
options for new ways of
acting and doing;
guestioning, imagining,
raising consciousness and
awareness, challenging;
recognising one' s feelings
are shared and others have
negotiated a similar change;
indicating a desire for
change

individual self-imposed barriers eg.
teacher mindsets ... teacher
resistanceto try... comesin many
forms... eg. “can’t be done, have
been done before and didn’t work,
won't work, no time, what’s the
point...

beginning to see new light!

something unique and exciting
about this medium... if we can pin
this down can begin to know how
and when to use meaningfully.

something more beyond "novelty"
element?

Writing demands
greater/thought/reflection

line learning were pretty awful

students more likely open up
using computer than mouth.

Were they (participants)
conscripted against their will and
maybe did not want to learn
anything about it?

participants followed. (instructor-
led)

need not be alecture - series of
dialogs between the instructor and
students (instructor-led)
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Then ...

Reorientation - affirming;
decision making;
reconstituting meaning;
sense making; exploring
new ways of acting

commonly held perception of our
students (short attention spans and
want instant gratification) - wonder
if we, as teachers, do them injustice
if we"label" them (believe students
incapable of reflecting on their
understandings, and engaging in
critical discourse for purpose of
going beyond information
exchange?)

since then felt more “ positive”
about the environment...

allowed me to reflect on the
experience and articulate my own
feelings...

most impact from experience
itself —that is, being an on-line
student.

good to ‘revisit’ some of the
educational theory.

[Need] more thinking about how
to do technical modules (like
engineering) on-line. -whole issue
of symbols and maths notation a
problem and holds back
development in area

It was evident from the data that not all participants moved past Stage 1 of the transformative learning process. The researcher did attempt to

pursue this further through an interview but was unsuccessful due to the unavailability of the member. Not surprisingly, this situation

continued into Stage 3 of the process.
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Stage

Indicators

PO1

PO3

P04

Exploration of issuesand
posing of questions
Struggle; shared
discomfort; testing; critical
self-assessment;
deconstructing ideas, values
and beliefs; exploring
options for new ways of
acting and doing;
questioning, imagining,
raising consciousness and
awareness, challenging;
recognising one' s feelings
are shared and others have
negotiated a similar change;
indicating a desire for
change

Y our idea of chats with guest
speakers sounds very interesting. |
think it will appeal to students.

did not expect discussion is so
much a part of e-learning. | was
looking forward to learning more
multimedia tools.

Discussion forum atool to help
the studentsto learn.

The student’ |l go in automatically
once they get addicted to it.

Online discussion result in
sharing of ideas, ...create team
spirit, harmony & trust among
themselves.

use asynchronous communication
to provides a 'great environment'

to promote higher order thinking,
develop independence in learners

need to motivate or to activate a
“start” button of our learners.

How we lead them? How you
make sure that they arein the
right track?

.. . asynchronous communication
could help motivated learner, but
on the other hand how to deal
with the un-motivated (sic)
learner?

how get less-than-ideal students.
. . to become motivated learners

USQ course turned out alittle
worse than | predicted. Most
participants found the readings
too much/tough discussions could
beimproved . .. facilitators
could more actively encourage
critical discussions?

The culture here may have made
it tough for someone to comment
negatively on someone of a
higher rank.

... would have helped if
participants could be selected
more carefully. There should be
some interest/enthusiasm. purely
voluntary, and they have to know
what to expect (readings,
discussions, etc)

level of discussion ispoor in my
opinion. Lack of critical
thinking...there's ageneral fear
of ‘criticising’ (culture?)...there's
too much ‘vicarious learning'.
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Then ...

Reorientation; affirming;
decision; reconstituting
meaning; sense making;
exploring new ways of
acting

[My perception of online teaching
isthat it is] exciting, agrowing
trend and need.

| grew more convinced of the
usefulness of discussion.

| see some bright light and hope
to do something for my module

| guess the student's maturity
level isamain issue. To othersit
might have been traumatic

“literature tells us that distance
education students who evaluate
their courses amost always
express strong satisfaction for the
personal attention and assistance
they received from their faculty
mentors.” | am still waiting to see
if thisistrue, at least for my case.

Table 4.8c
Data Analysis Framework to Trace Transformative Learning Development (Co-Facilitators and Participants) — Sage 3
Stage | Indicators COFO01 COF02 COFO03
3 | dentification of sources time and place for online chats vote for having Chat availablein

to help answer the
guestions, Reconstruction,
implementation,
Regeneration and
rediscovery

Change or shiftin
perspective/action; new
perspectives and insights;

reconstructing meaning;

specific and unique attractions and
benefits

since | have been moreinclined to
promote the use of this facility...

importance of user interface and the
need to constantly consider the
experience from learner’s

Bb 6

sense of “group”; importance of
timely feedback; importance and
effectiveness of discussion
forums

whole business of discussion
boards as a medium for social
constructivism was an eye-
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planning a course of action;
confirmation; generation,;
implementation; acquisition
of new knowledge or skills;
building of competence,
understanding and
confidence; personal
discovery; assumption of
new role/s; assessment of
feedback; harmony

New practice
Moving beyond where one

has been; developing a
sense of what might be

perspective.

Value of personal experience of
going thru’ a chat session. And
subsequent reflection and
discussion about the experience.

Need for more “elearning friendly”
policies, recognition of online
developmental efforts, greater
understanding of skillsand time
required to enable + foster more
meaningful online facilitation...

... more convinced of value of good
design and facilitation of
meaningful activities using
discussion forums ...

greater need for good design,
greater need for good needs
analysis

new competency skillsrelated to
online facilitation, greater need to
design active learning opportunities
(thru” meaningful and engaging
activities/assignments). ..

need to design to enable
constructivist learning and
collaborative learning approaches.

opener.

[I have a] deeper appreciation of
the potential [of online]

e-learning allows for learner-
centred learning and socia
constructivist learning, possibly
more so than in the
‘conventional’ setting.

Already alot of peer-to-peer help
goes on but is not that visible to
the lecturer — on-line just bringsit
out in the open more. Students
feel that their circle of peer
helpersis expanded in on-line
mode.

makes you more sympathetic to
needs and frustrations of learners.
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Stage

Indicators

PO1

PO3

P04

I dentification of sources
to help answer the
guestions, Reconstruction,
implementation,
Regeneration and
rediscovery

Change or shiftin
perspective/action; new
perspectives and insights;
reconstructing meaning;
planning a course of action;
confirmation; generation;
implementation; acquisition
of new knowledge or skills;
building of competence,
understanding and
confidence; personal
discovery; assumption of
new role/s; assessment of
feedback; harmony

New practice
Moving beyond where one

has been; developing a
sense of what might be

| learn that | should writein away
that invites students to think.

| learn that to be more encouraging
and give positive strokes.

Y es, more persevering to
incorporate it in my teaching.

Communication with studentsis
more efficient now.

Time for online teaching need to be
generously allocated in the staff
schedule. Perhaps also employ full
time developers to do the site for
big modules

Enlightening, time-consuming,
interesting, tiring

the challenge for meis how to
enthuse the students to use the
forums in such away that benefits
them in the module.

| enjoyed virtual chat very much,
| felt that it bring uscloser . . . It
issocial presence, a sense of
belonging to the team. It is
important especially for the full
on-line course.

| have actually cancelled a class
on apilot test and conducted the
lesson via chat sessions

The eventua outcome was rather
disappointing but | will be trying
it out again

| have students coming to me
with the all the supplementary
materials they get from the other
web sites. It isvery positive,
students want to know more,
students search for their own
answers. With e-environment,
students are more resourceful.

...I think my view on online
teaching became more positive...it
could be due to seeing how much
USQ has been doing in that area.

| used to be alittle more sceptical .

going thru the programme, I'm
not quite a convert, but I'm more
positive. | think an effective
course is possible, but tough

the main fear of doing exams
online is the security issue... but
as someone who believes that
exams should carry a minimal
weight, the incentive to cheat
would beless...... I'm not against
paper-based exams, but | think
too much emphasisis placed on
them

| think discussions should be part
of the assessment. if strongly
believe in the value of discussion.

Can't over-emphasise the learning
value of agood discussion.

Opinion of chats?
Hasn't changed. I’ ve done chats
before which were bad, and I’ ve
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done good ones.

[need] systemic changesin
administrative policies before we
can effectively go on to the next
level of large-scale or full
implementation.

.. . thisissue of motivation and
incentive for the facilitator would
have to be addressed sooner or
|ater...

There was evidence that some participants reached Stage 3 in the transformative learning process.
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4.3.4 Interpreting the Matrix — Looking Back to Look Forward

Consistent with the action research framework, | revisited the research objectives, and
considered two questions to determine what the data were telling me:

1. Did the data demonstrate that participants had experienced some or all of the
stages of transformative learning?

2. If so, how did the data demonstrate this?

From these questions, | reflected further on whether the adoption of transformative
learning strategies in Design 2 had changed the participants perspectives (attitudes,
beliefs, understandings) about learning and teaching — particularly online, and if their
approaches (action, behaviour, practice) to learning and teaching, particularly online, had
changed.

Most participants experienced some perspective transformation as aresult of the
course. However, some of the participants showed little evidence of change in
perspective. There were indications that how participants perceived related prior
experience influenced the likelihood of whether they would experience perspective or
action transformation as a result of Design 2. For example, one member, when referring
to the virtual chat facility, stated:

It's strange how things don’t get chaotic in af2f class, but it tendsto in avirtual
chat.
and

... you are the recognized instructor, not me...

There was little evidence to suggest that this participant experienced transformation of
perspective or action throughout the duration of the course. The differences between the

sampled members areillustrated in Figure 4.2.
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Figure 4.2. Sample of participant progressin course according to Data Analysis
Framework.

Because the sample of Design 2 members was a purposefully selected sample reflecting a
cross-section of age, gender, cultural background, and discipline area, the researcher feels
justified in being able to relate these interpretations of the data generaly to the rest of the
participantsin Design 2.

In generd, there were quite different transformative learning outcomes among the
most and least developed participants. For example, those participants who had
previously experience Design 1 (that is, the Co-Facilitators) were more likely to explore
perspective and action change than their first-time colleagues. Developmental stage
appeared to influence participants experience of transformative learning, the nature of
the support they required and their use of particular strategies. However, this was not
alwaysthe case. Three first-timers showed evidence of considerable perspective change
as the course proceeded.

The affective nature (feelings and emotions) of transformative learning influences
critical reflection. Some of the participants noted a specific time when they reached these
realisations; other experience gradual changes, and a few broached new ideas because of
the interview discussions. An articulation of assumptions about practice and a
guestioning of those assumptionstook place. King (2003a, p. 203) notes that “when

assumptions are found to be invalid or constraining and when those assumptions are
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revised, transformative learning takes place”. Some assumption revision was evident
when participants noted,
| wonder if we, asteachers, do [our students] an injusticeif we “label” them . . . and
thus believe that they are incapable of sitting back, reflecting on their
understandings, and engaging in, what Garrison describes as, “critical discourse for

purpose of going beyond information exchange” ? (COF01)

... | realise that the use of the forum to discuss topics and ideas has helped to be
ableto ingtil the sharing of knowledge with each other and ideas. Learning from
each other | find is easier in the online mode as long as the community of learnersis
willing to share and have the same attitude of wanting to learn from others as well.
(POS)

After the experience of the online chat event + subsequent discussions on the
asynchronous group discussion forum —which allowed me to reflect on the
experience and articulate my own feelings. . . since then | have been more inclined

to promote the use of thisfacility . . . (COFQ1)

Once | had decided whether perspective and action transformation was evident, | again
enlisted the support of the research peer de-briefers (three colleagues) to examine the
validity and reliability of my interpretations. Once these general interpretations had been
made about the data, it was necessary to consider a further two questions:

1. What findings could be extrapolated from the data?

2. What did the findings mean (interpretation), and what issues were apparent?

4.4 Findings and Interpretations

The fundamental purpose of data analysisisto articulate the findings from the study
and to provide an interpretation of those findings. This also enables issues to be revealed
and sound conclusions to be drawn from the evidence available. In Chapter 1, the purpose
and scope of the study wasiillustrated in Figure 1.1. This figure showed that, at the
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intersection of three areas of work lay a proposed framework that would enable the
exploration of the online environment in terms of its effectiveness in offering
professional development for educators using transformative learning approaches. These
three areas of work (learning and teaching in online settings, learning theories,
particularly transformation theory, and professional development for educators) were
then reviewed in Chapter 2 through pertinent literature. The findings for this study can be
explored through those three areas of work and discussed in terms of:

1. Learning and teaching in online settings.

2. Professiona development for educators in online settings.

3. Transformative approaches to professional development for educatorsin online

settings (Figure 4.3).

: 2. Professional
1. Learning & < > development for
teaching in online educators in online
settings settings

3. Transformative
approaches to professional
development in online settings

Figure 4.3. Scope of findings of the study.

Although | had access to much feedback from learners | worked with in the post-study
period of semesters one and two, 2004, | have felt an ethical caution in terms of how far |
can go to reveal such views (these people had not been invited to be participantsin this
study and had not signed consent forms). Therefore | made a decision to report statements
that individual participantsindicated | could use in writing up this study. In doing so, |
have referred to these participants as PS01, PS02, (Post-Study 01, Post-Study 02), etc. in

the findings which follow.



116

4.4.1 Learning and Teaching in Online Settings: Findings

In Chapter 1, | considered that although online learning and teaching models might
have similar characteristics to “traditional” (teacher-focused and directed, classroom
based) educational situations, online environments are different to traditional educational
settings. From the data, it is evident that the question is not so much one of difference,
but more of defining principles that set online contexts apart from other learning contexts.
It isnot that the critical concepts of online education are different from other forms of
education, but the way in which these concepts are operationalised (put into action) that
sets the online learning environment apart from other learning contexts. It is not that the
use of technology has resulted in an improved quality of learning, but that sound
pedagogica approaches embedded in these defining principles can positively impact
learning and teaching conducted in settings that rely on technology to support the

learning processi.e., online environments. It is evident in the data that:

1. The text-based nature of dialogue in online learning environments makes interaction
and discussion between learners and facilitators visible and accessible, but because it
occursin a password-protected Learning Management System, the discourse remains
secure and safe. This permanent record of dialogue provides an excellent resource for
(and indicator of) reflective professiona devel opment activities, and maintains evidence
of the “human” presence. In the study, participants made these observations:

[Itis] ... more secure [in online environments] to talk and share opinions. | can

read the postings of others and it allows me time to reflect on what has been said

and get a clearer view of what has been said. (P05)

Already alot of peer-to-peer help goes on but is not that visible to the lecturer —
onlinejust brings it out in the open more. Students feel that their circle of peer
helpersis expanded in the online mode. (COF02)
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2. The Internet enables participants to access large amounts of information quickly and
easily, supporting a learner-centred, and learning centred approach, as noted by one of the
Co-facilitators:
| have students coming to me with supplementary materials they get from the other
web sites... students want to know more, students search for their own answers.

With the e-environment, students are more resourceful. (PO3)

3. Use of the written word enables learners to provide reasoned, reflective comment
which involves the disciplined and rigorous higher order thinking processes of analysis
and synthesis (Kanuka & Anderson, 1998; Lapadat, 2002). Garrison (1997, p. 5) notes
that, “in higher education, writing is crucial to thinking about complex issuesin a
meaningful manner”. The online learning environment established in this study was
primarily text-based where the written word was the principal form of communication.
Thisvisibility of text-based interactions enables |earners to experience transformative
approaches to learning by reflecting on others' contributions, and crafting responses that
are personally meaningful and that build and elaborate upon existing ideas. Participantsin
online learning environments are writing for areal audience of their peerswhich
motivates them to express their perspectives clearly. The contributions are recorded in the
permanent course transcript which is an added incentive to express on€e' s thoughts clearly
and succinctly. Furthermore, social and cognitive meaning construction occurs as
Lapadat (2002, p. 12) points out, “not one conformist or homogenized viewpoint
emerges, but, rather, multiple strands weave together . . . [dynamically] in a
collaboratively constructed and unique fabric”. Thislink between meaning and
motivation is supported through observations made by two participants from courses |
facilitated in the post-study period:

It surprised me how much time | was willing to spend on the reflective assignments

—writing and rewriting as | worked out how | felt about a particular experience. It

wasn’t amatter of ‘getting it don€’. | wanted to do it. It was meaningful. (PS04)

My Evaluation Reflection is self-driven, | write the whole thing without

referencing, and then have to return to the literature to referenceit. | feel powerful,
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for thisvery reason, | submit it for assessment — it is mine, not a synthesis of the

thoughts of others. | feel agreat sense of ownership of my assignments too. (PS09)

4. The online environment supports learning as acommunity activity. Dialogue or
discourse (learnersto learners; learners to facilitator/s) is vital to sustaining the learning
community and maintaining a sense of connected, human presence. Participants in the
study made the following comments which support a community-based approach to
professional development:

Online discussion with classmates will not only result in sharing of ideas, but will

also create team spirit, harmony & trust among themselves. . . (P0O3)

Learning from each other | find is easier in the online mode as long as the
community of learners are willing to share and have the same attitude of wanting to
learn from others. . . the use of the forum to discuss topics and ideas has helped to
be able to instill the sharing of knowledge with each other and ideas. (P05)

5. Learning in an online environment should be learner- and learning-centred (focused on
the learner rather than the teacher, and on learning rather than teaching). In addition, the
promotion of self- or inner-directed learners who are independent and examine their own
practice and retain control over the processis very important in transformative learning.
A comment from a co-facilitator illustrates this point:

... the essence of thelearning . . . isthe importance of user interface and the need

to constantly consider the experience from alearner’s perspective. (COF01)

6. The online learning environment has potential in terms of attending to issues of
diversity. Use of the Internet for learning and teaching can address the challenges of

prejudice, and discrimination, and cel ebrate the notion of difference.
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A participant in the study noted:
[The Internet can] provide the risk-free learning environment for the students to
express themselves freely without any prejudice, that they will not be embarrassed,
that they will be complimented . . . (P12)

Participants from the post-study period observed:
[Online environments have g . . . liberating effect for quieter students, who now
haveasay ... (PS04).

| really enjoyed meeting and working with students from varied international
backgrounds and settings - thisis akey strength . . . | was able to gain perspectives
on anumber of educational issues from four different continents - fantastic!

(Anonymous)

4.4.2 Professional Development for Educatorsin Online Environments:
Findings
A number of findings emerged in terms of professional development for educators

working in online environments. It is evident in the data that:

1. Professional development for online educators must accommodate the needs of adult
learners. Thisincludes the significance of learner experience and relevance of learning
activities, the importance of flexibility, and afocus on content as process rather than
content as product (the process of learning is of greater value than acquiring the
knowledge). A comment from a participant supports this finding:
.. . the most impact was from the experience itself — that is, being an online student
... it makes you more sympathetic to the needs and frustrations of |earners.
(COF02)

The most valuable part of the course seemed to be the fact that they were put in a
position where they ‘experienced’” what it was like to be an online learner. (FO1,
Appendix B4)
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2. The provision of exemplars in online courses supports and enhances the professional
development experience for online learners by providing models of good practice. It was
evident from the data that participants placed significant value on the provision of
exemplars and considered that more needed to be provided in future designs:
... heed more concrete examples to show the advantages of using PBL (especially
in our Electronic Engineering context). (COF05)

What to avoid eg. too much text, consideration of cognitive load... how to enhance
eg. use of examples, meaningful graphics. .. (COF01)

... greater use of real-life examples (including student responses). (P07)

3. Because online environments can accommaodate dynamic (constantly changing,
growing, adapting) activity, educators need to continually evaluate the learning situation
in order to promote and nurture an atmosphere that supports the development of ideas,
exploration of aternatives, and encourages change in perspective and action.
What is holding participants back from participating (No time? Other priorities?
What else?). How might the Co-Fors encourage participation?. . . [Facilitators] to
email al participants — then CoFors to contact their teams. Are the participants
reading the discussion forums and Announcements? Be more explicit with tasks —
what and by when . . . Prioritise readings. (FO1, Appendix D1)

4. The peer learning partnership model is an effective way for learners to support each
other in atrusting, respectful, empathetic, non-threatening manner. The boundaries of
participants' rolesin the learning process tend to be blurred in online environments. The
peer learning, two-way reciprocal model (Boud, Cohen, & Sampson, 2001) provides an
opportunity for participants to teach and learn with and from each other in formal and
informal ways. Support for a peer support model was indicated by several participants:

| think the co facilitators was (sic) very successful. (Anonymous)
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They [the co-facilitators] were very helpful in participating in the forums as they
were more experienced, they had done it before. (Anonymous)

Mine [the co-facilitator] provided technical guidance which was helpful.

(Anonymous)

I am much more motivated through interaction with people rather than the web.

Mentors are very helpful. (Anonymous)

However, these comments contrasted with some concerns with the experience:
The co-fer ideawas a good one, but only very few contributed and was (sic)
helpful. (Anonymous)

The co-facilitating model we used helps ... | guessthereal test isif an effective
‘community of learning’ can be formed. (Anonymous)

The cofer could help to encourage more critical thinking. ‘if apeer can do it, maybe
i can too’. (Anonymous)

| do not personally think that their presence had any impact or bearing to my new

found faith in eLearning If any, their impact is negligible. (Anonymous)

A comment from a co-facilitator, when asked to describe their experience, expressed
conflicting views:
... disappointing (lack of response), frustrating, difficult (to know when to
comment and when to leave well alone), enlightening (to see who participated and

when). (Anonymous)

Finding ways of encouraging partnersto “go the extramile” given the considerable time

commitment required to work closely with a peer, emerges as an issue.
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One suggestion by a participant in the study was the need to:
recognig/e] that co-fersisafull time job, just like instructional designers ... aslong
as such activities are done as a “ part-time” basis, you can never get the type of

dedication required to pull it through. (Anonymous)

Training for peer learners, and a*“small stipend” to offset the considerable time
commitment are suggestions which have been made by Eisen (2001, p. 34). This might

go some way towards addressing resourcing issues raised in the findings of this study.

4.4.3 Transformative Approaches to Professional Development for
Educatorsin Online Settings: Findings

In this study, transformative learning practices have been described as |earner-centred
and related to learning which occurs when an individual reflects on assumptions and
expectations and is empowered to transform their beliefs, attitudes, opinions, and
emotional reactions. Mezirow (1991) has described transformative learning as the
process of adults learning to make meaning of their experience. With thisin mind, itis
evident in the data that:

1. The human element is critical to an authentic, online learning experience. The role of
the educator isto help the learner focus on, and examine, the assumptions that underlie
thelir beliefs, feelings and actions, assess the consequences of these assumptions, identify
and explore alternative sets of assumptions, and test the validity of assumptions through
effective participation in reflective dialogue e.g., facilitating dialogue to explore
participants beliefs about “ unmotivated” students and how to address thisissue.
[A problem is] change management and some staffs' reluctanceto . . . consider
other options to the methods they've used for many years, to their mind successfully
... they [seg] the current problems [as] unmotivated students ... successes [come]
through finding individuals [with] interest in new possibilities and conducting pilots
with them . .. (COF02)
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2. Reflection is one of the main tenets of transformative learning. It is evident in the data
that the online environment provides a fertile ground for transformative, authentic,
reflective practice to occur. In order to experience growth and development, participants
need a predisposition for change and transformation and be prepared to consider that their
“old ways’ may not work, to critically examine their beliefs and values, and be ready to
change if those beliefs and values are found to be wanting in some ways. Theaim isto
develop an informed theory of practice. Two participants from post-study courses noted:
| think, for the first time, | can now truly see the richness of an online learning
experience — the potential of what can be. . . Here, | can interact with others, both
academics and colleagues, either in areal sense or vicarioudly, to test ideas and
reach new understandings. Through reflection, | can then consider the multiple
perspectives that I’ ve been exposed to, and come to some understanding of where
my own truths lie. These truths become part of me, and change the way | act in the
real world. They aren’t merely a string of abstract facts that slide in and out of my
consciousness with equal ease. They stick . . . | feel confident in saying what |
learned in this course will stay with me, not just filter in and out of my
consciousness like some random piece of information. Reflection was the core
process that achieved that. (PS04)

The course isimpacting on my teaching, | am far more conscious of the things | do,
and am trying lots of new things, particularly collaborative learning . . . My Design
Reflection was not hypothetical, | am pretty determined to see this through into the

new work programme — it is one opportunity for change. (PS09)

3. Authentic activity is essential for adult learners participating in professional
development in online environments with the need to view learning as a process, not a
product. A problem-based, project-based approach to professional development must be
considered. Several comments in reports support this:
All participants at the session indicated they wanted a more practical course. What
we have provided istoo theoretical although they realise the place of theory.

Because they have other demands on their time they want us to provide more of the
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‘how’ and less of the ‘why’. Related to thisis arequest for more ‘exemplars so that
they can more readily relate the theory with the practice . . . Some suggested we
should begin the course by outlining the nature of the task and then ‘feed in’ the
course materia asit’s needed-could this be an appeal for more ‘ problem-based’
learning? . . . Need for more concrete, discipline-specific examples to ground

understanding of instructional principles/concepts/ideas. (FO2, Appendix B5)

4.4.4 Principles of Transformative Online Pedagogy

In Chapter 2, | identified five guiding principles for the design of effective learning
experiences for online environments. These principles were determined by reflecting on
experience and practice, reviewing relevant literature, and referring to previous research
activity. Following my critical reflection on the data in this study, and the findings which
have emerged and been reported in this section of Chapter 4, along with afurther review
of current literature, | have redefined the principles to comprehensively address the
design of transformative professional development for online educators. Theintention is
not to focus on the content of any particular course or program but on developing a set of
guiding principles that can be applied to online educational contexts. The redefined
principles (Principles 1-10) are:

1. The CHE factor. Central to transformative online pedagogy are the concepts of

Connectivity, Humanness and Empathy.

2. Learning in an online environment is learner-centred (focused on the learner
rather than the teacher) and learning centred (focused on learning rather than
teaching).

3. Immerseto converse - reflectionis critical. Critical reflection is essential to
transformative online learning. In order to reflect authentically, alearner will be
immersed in the learning environment, have opportunities to dialogue with others,
and to be able to relate concepts to their own context.

4. Learning in atransformative online environment is a community activity.
Dialogue (discourse) (learnersto learners; learners to facilitator/s) isvital to

sustaining the learning community and maintaining a social presence.
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5. Online educators are learners and learners are online educators — the boundaries
of participants' roles are blurred in online environments.

6. VIP Communication. Communication in the online environment is Visible,

I nstant, and provides a Permanent record.

7. Interpret and respond to signs of change. In transformative online learning
contexts, the environment consists of static (prefabricated) and dynamic (constantly
changing, growing, adapting) content. Educators must interpret signs of changein
the learning environment and respond accordingly to encourage dynamic growth.

8. Lead by example - create a model experience. The provision of exemplars or
model s supports and enhances the online experience for learners and support
transformative learning processes.

9. A successful online learning environment will not just happen. It needs to be built,
managed, and nurtured.

10. Motivation and preparation —in order to experience growth and development,
participants in an online educational setting need a predisposition for change and
transformation.

In Chapter 5, each of these principlesis considered in terms of its characteristics or
qualities, its relationship to extant theory, activities that exemplify the principle, and its

relevance to learners, facilitators and/or designers.

4.5 Concluding Remarks

In Chapter 4, areview of the purpose of dataanaysisin this study has been provided,
along with the steps taken to conduct the data analysis. A summary of the findings and
recommendations from the implementation and evaluation of Design 1 has been given.
The latter sections of the chapter have then described the steps taken to conduct the
anaysis of data collected from Design 2 which has led to the findings of this study. An
interpretation of these findings has enabled the researcher to articulate factors which
contribute to transformative professiona development for educators engaged in learning

and teaching online. Ten principles are outlined and will be elaborated upon in Chapter 5.
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These principles form the basis of the framework for the design of professional

development for online educators using transformative learning approaches.
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CHAPTER 5

Conclusions and Recommendations

A mind that is stretched by a new experience can never go back to its old dimensions.
Oliver Wendell Holmes

5.1 Introduction

In Chapter 1, the study began with the question: What are the characteristics of
effective professional development for educators engaged in learning and teaching in
online contexts? It was prompted by adilemma — a“ disorienting dilemma’ (Mezirow,
1991) that suggested to me that learning and teaching in online environments is different
to learning and teaching in traditional educational environments, and offers a potentialy
useful setting for transformative professional development. This study has explored that
difference, and determined the contributing factors to successful professional
development for online educators. Those factors have been evident in data gathered and
analysed (reported in Chapter 4), supported by relevant literature (described in Chapter
2), and merged with the experiences and reflections of myself as a collaborative
practitioner researcher. The findings from this investigation both confirm conclusions
from previous research, as well as uncover some unexpected results when viewed within

atransformative learning framework.

In Chapter 4, the findings and recommendations from Phases 1 and 2 of the study
were outlined. The data analysis process for Phase 3 of the study was discussed,
limitations and issues highlighted, and the findings of the analysis were described. From
these findings, | have identified ten principles that define a transformative approach to
professional development for online educators. The principles are described in detail in
this chapter, together with the contextual issues that need to be considered in conjunction

with these principles. By reflecting on these principles and the contextual considerations,
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| have been able to formulate a framework that can support and guide the design a

transformative approach to professiona development for online educators.

In addition, | have since facilitated two online courses with educators enrolled in
postgraduate studies in 2004. Through this facilitative activity, | have been able to further
test and refine the design principles prior to describing them in their present formin this
chapter. There are some limitations to generalising the results of the present investigation,
and concerns that require and warrant further study are identified. Chapter 5 concludes

with areflective epilogue.

Evidence in this study suggests that the online educational setting can provide an
environment conducive to transformative learning. In fact, evidence indicates that the
online environment may have some advantages over other educational contextsin terms
of achieving transformative learning outcomes. This transformation focuses on change
which exists in two forms — the transforming of perspective (how people view the world
and their work), and action (how thistrandates to their practice). As previously
discussed, the process of transformative learning reflects the “vital experience of learners
critically examining their understanding and new knowledge and transforming and
integrating new perspectives’ (King, 2003a, p. 85). The study also reflects the journey of
discovery and transformation that | have made in my development as an adult educator,
and supports the tenets referred to in previous chapters that “educators are learners”
(Cranton, 1996) and “learning isajourney” (Fox, 1983).

5.1.1 Contribution to the Field

What is unique about this study isthat it has brought together three distinct areas of
work. It has taken transformation theory and applied the tenets of that theory in an online
environment to provide professional development for online educators. The study has
contributed to the field of contemporary educational theory, specificaly in the areas of
adult learning, and transformative learning. The findings also contribute to the principles
of online pedagogy, and professional development for online educators. Whereas Cranton
(1994, 1996, 1997, 2003) has worked extensively with professional development for
contemporary educators, and King (2003a, 2003b) with educators working with
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technology in continuing higher education fields and in English as Second Language
contexts, my study relates specifically to transformative learning in the online
environment. Some of the measures used in this study have been successfully used and
validated in previous investigations, but this study has been conducted primarily in an
online setting, focusing on professional development for educators working in online
contexts.

The findingsin this study reflect King's (2003b) work with the professional
development of adults using educational technology. She found that participants
consistently revisit what they did (learning activities) and who they worked with
(relationships) as the catalysts for experiencing transformative learning outcomes. The
focus on dynamic activity rather than static content, emphasised in this study, is also
supported by Herrington et al. (2000) who noted that the primary focusin an online
learning environment is on the activity that |earners complete, and that activity does not
supplement alearning environment - it is the environment. It was apparent in my study
that learning is not a one-off event, which reflects King's (2003b, pp. 98-99) opinion that,
“transformation is a process; it does not happen in an isolated flash of amoment . . .
transformation is a fundamental shift in how adults understand, perceive, and make sense
of their world”.

Asaside issue which could be the focus of another study, the use of the online
facilities (email, synchronous chat, and discussion forums) to collect data suggests that
using the Internet is avery promising method for conducting research. Using an online
Learning Management System to collect data enabled the researcher to gain easy, secure
access to a cross-cultural, remote (as in location) and international sample, and to use the
online environment to conduct interviews about online learning experiences. The
participants had used this facility to take part in the course and were familiar with it. In
addition, it saved the expense and delay of regular postage and other distribution
methods. This method of data collection has been documented by Anderson and Kanuka
(2004) who note that although a benefit of web-based interactionsis the elimination of
the transcribing process, it must be acknowledged that the transcription task is transferred

to the participant.
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5.1.2 The Influence of Post-Sudy Facilitative Activity
This study formally concluded in 2003, but the facilitative (teaching) work | have

undertaken in 2004 with learners studying in the online Masters program at USQ has
greatly impacted on my identification of the principles discussed in section 5.2, and my
current view of transformative learning. In 2004, in my own personal journey as an
educator and learner, | experienced “the turmoil, the conflict, the uncertainty, and the
chaos’ which enabled “ personal discovery to emerge” (Larrivee, 2000, p. 306) in terms
of transformation as an educator, and alearner. | experienced several “ah-ha’ moments
leading me to formulate my own solutions to educationa questions. This personal shift
can be compared to Larrivee's (2000) view of critical reflective practice where | have
been able to restructure my way of thinking and change my overall perspective of
learning and teaching in the online context. My experiences have enabled me to recognise
the power of reflection, as described by de Chardin (1955) and mentioned in Chapter 2:

... the power acquired by a consciousness to turn in upon itself . . . no

longer merely to know, but to know oneself; no longer merely to know, but

to know that one knows. (p. 164)

This reflective experience has allowed me to discover and begin to structure my own
study of, and beliefs about, knowledge and knowing — my own epistemology. This
growth of myself as an educator reflects King's (2003a) advice when she notes that
transformative learning provides an opportunity for us (as educators) to work as co-
learners with adult learners and to explore our own understandings and meaning
structures. Thisis not to suggest that my learning journey isover —itis, | believe, just
beginning, an experience shared by Dirkx (1998, p. 11) who remarked, “The more | learn
about transformative learning, the more | regard it as away of being rather than a process
of becoming”.

In this chapter, | have also included data gathered from learners who were enrolled in
post-graduate courses | facilitated in 2004. As mentioned in Section 4.4, | have reported
statements that individual participantsindicated | could use in writing up this study and
referred to these participants as PS01, PS02, and so on (Post-Study 01, Post-Study 02,

and so on).
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5.2 Reviewing the Journey — Principles that Underpin the
Transformative Online Terrain

The purpose of this section isto first review the journey that this study has taken.
Thiswill set the scene for describing the principles which | have identified that guide
transformative online learning experiences for adult educators. In Chapter 1, | considered
whether learning and teaching in an online environment was different to learning and
teaching in traditional educational settings. However, this preoccupation with proving
difference between various learning environments has provided little useful evidence in
recent years. McDonald and Reushle (2000) observed that studies conducted in the last
decade have tended to explore the effectiveness of online pedagogy by comparing online
experiences and results with face-to-face activities using similar learning materials. The
No Sgnificant Difference Phenomenon (Russall, 1999) reported on the findings of
hundreds of research reports, summaries, and papers on the impact of technology in
distance education, but here too the focus was most often on comparisons between on-
campus and distance learning. This approach to researching the value of online
innovation has been challenged by many, including McGreal (2000) who makes this
observation about The No Sgnificant Difference report:

Without exception, all their criticisms of online learning can be applied to
face-to-face teaching as appropriately asthey can to online learning. The
report compares an ideal face-to-face teaching situation with imperfect
online experiments. (1 8)
He goes on to repeat many of the conclusions of the report, but adds “face-to-face” next
to “online” e.g.,

... online teaching [face-to-face] teaching istime and labor intensive. . .

High quality teaching online [face-to-face] requires smaller student-faculty ratios. .
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The good news is that high quality online [face-to-face] instruction can occur . . . if

professors take the time and effort to maintain the human touch of attentiveness. . .

This tendency to compare the perfect with the imperfect has also been considered
inadeguate by others such as Herrington et al. (2000, p. 3) when they note that “many of
these studies make a considerable effort to define the innovation, but not the * traditional’
method”. In fact the “traditional” method of learning and teaching can range from a
teacher talk (transmissive), whole class, face-to-face context to an independent,
correspondence-style learning environment, with many permutations in between. Twigg
(2001, p. 4) suggests that we need new approaches that go beyond producing “no
significant difference”. Rather than comparing online learning with traditional higher
education, Twigg (2001) asks, how can we identify new models and talk about what
onlinelearning is, and what is better rather than what is “as good as’?

Asindicated in the findings of Chapter 4 (Section 4.4.1), the issue is not so much one
of difference, or a“collision of world-views’ as expressed by Garrison (1997, p. 3), but
more of defining principles that set online contexts apart from other learning contexts. It
is not that the critical concepts of online education are different or that the use of
technology has resulted in an improved quality of learning, but that sound pedagogical
approaches embedded in these defining principles can positively impact learning and
teaching conducted in settings that rely on technology i.e., online environments.

In Chapter 2, | identified a set of guiding principles for the design of effective learning
experiences for online environments. These principles were determined by reviewing
relevant literature, previous research activity, and by reflecting on experience and
practice. The principles outlined in Chapter 2 of this study were:

1. An effective, cohesive e ectronic community (e-community) of learners should be
established with a strong sense of “presence”.

2. Learning should be situated through the provision of authentic, meaningful

activities and timely feedback.

3. Critical reflective practiceis crucial to the learning process.

4. Learning should be interactive, collaborative and socia with the learner central to

the learning process.
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5. Dynamic, lifelong learning opportunities must be encouraged and supported.
These five principles are very relevant to learning in an online context. However, it is
noted that the essence of the five principles can, in fact, be applied to all learning
contexts, if one applies a constructivist perspective to learning and teaching. The
following 10 principles elaborate upon these general principles and are more specific to
transformative approaches to professional development for educatorsin online
environments.

Asexplained in Chapter 4 (Section 4.4.4), the 10 redefined principles have emerged
from the analysis of datain this study, the findings which have emerged, reflection upon
previous work, afurther review on the work of other practitioner/researchers (the
literature), and from my critical reflections as a researcher and online practitioner. These
10 principles underpin effective online pedagogy, reflect the tenets of transformative
learning, and support transformative approaches to professional development for online
educators:

1. The CHE factor. Centra to transformative online pedagogy are the concepts of
Connectivity, Humanness and Empathy.

2. Learning in an online environment is learner-centred (focused on the learner
rather than the teacher) and learning centred (focused on learning rather than
teaching).

3. Immerseto converse - reflectionis critical. Critical reflection is essential to
transformative online learning. In order to reflect authentically, alearner will be
immersed in the learning environment, have opportunities to dialogue with others,
and to be able to relate concepts to their own context.

4. Learning in atransformative online environment is a community activity.
Dialogue (discourse) (learnersto learners; learnersto facilitator/s) is vital to
sustaining the learning community and maintaining a social presence.

5. Online educators are learners and learners are online educators — the boundaries
of participants' roles are blurred in online environments.

6. VIP Communication. Communication in the online environment is Visible,

I nstant, and provides a Permanent record.
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7. Interpret and respond to signs of change. In transformative online learning
contexts, the environment consists of static (prefabricated) and dynamic
(constantly changing, growing, adapting) content. Educators must interpret signs
of change in the learning environment and respond accordingly to encourage
dynamic growth.

8. Lead by example - create amodel experience. The provision of exemplars or
model s supports and enhances the online experience for learners and support
transformative learning processes.

9. A successful online learning environment will not just happen. It needs to be built,
managed, and nurtured.

10. Motivation and preparation —in order to experience growth and devel opment,
participants in an online educational setting need a predisposition for change and
transformation.

In the next sections, each of these principlesis considered in terms of :

1. Itscharacteristics or qualities.

2. ltsrelationship to extant theory.

3. ltsrelevanceto learners, facilitators (managers/teachers), and designers.

4. Practical examples or operational activities.

Other evidence for these statements has been reported in Chapter 4 as data which support
the findings of the study.

5.2.1 Principle 1 — The CHE Factor: Connectivity-Humanness-Empathy

| propose that the CHE factor (with the qualities of Connectivity, Humanness, and
Empathy) isthe central tenet of effective and successful transformative online learning
and teaching. The significance of these three qualitiesis not exclusive to the online
learning environment but they are critical in establishing and maintaining the “presence’
factor in online settings, as discussed in the original guiding principles (Principle 2,
Section 2.3.1). As part of the transformative learning process, online educators will assist
learners to question assumptions underlying their structures of understanding or to realise
aternatives to their ways of thinking and living. This must be done with care and
sensitivity. Brookfield (1994, p. 179) notes, “It is no good encouraging people to
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recognize and analyze their assumptionsif their self-esteem is destroyed in the process”.
Viewing “trusting” relationships as the foundation of rational discourse, “relational
knowing”, and a catalyst for helping learners validate new perspectives and deal with the
discomfort of change (Mezirow & Associates, 2000, p. 225) influences how an online
learning environment is conceived, perceived, and managed by all members of that online
community. King (2003a, pp. 89-90) refers to this stage in the learning process as
“building safety and trust” which can be communicated in “word, attitude and
environment”. The creation and maintenance of the human touch throughout the online
learning experience encourages learners to feel they are members of a safe, supportive,
productive learning community. Twigg (2001) notes that human contact is necessary for
more than just learning and that “encouragement, praise, and assurance that [learners] are
on the right learning path are also critical feedback components’ (p. 15).

Learner feedback gathered during this study, and aso during post-study facilitative
activity, has highlighted the importance of these human qualities being present in an
online environment. L earners have described the online experience by using the
following words and phrases:. “ sense of connectedness’ and “sharing”, enabling the
“construction of new understandings and relationships’, “exhilaration”, “euphoria’,
“inspiration”, and “passion”. Learners from post-study activity have described:

... thefeeling of connectedness —almost asif our brains were networked in the

chat session . . . gave me a sense of real consciousness expansion . . . (PS06)
and

... group interaction is based in concepts such as mutual respect, safety, and

willingness to share a bit of self . . . caring, respectful human relationships are a

necessary ingredient. (PS08)

Garrison et al. (2000) report on descriptors that can be attributed to both social presence
and “teacher immediacy” (the nonverbal behaviours that reduce the “ distance” between
teachers and learners). They include “closeness’, “warmth”, “affiliation”, “attraction”,
and “openness’. These words all point to affective interaction where the expression of

emotion, feelings, and mood are defining characteristics of presence.
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The CHE factor is of relevance to online learners, facilitators, and designers. Empathy
and understanding (facilitator-learner, learner-learner, and learner-facilitator) are critical
emotions that are highly valued by participantsin an online learning environment. This
position (and the supporting evidence) challenges the perception that human-computer
interaction onlineis an impersonal, individua activity. Rourke et al. (2001) report on
several studies that focus on computer mediated communication and itsusein
educational settings and its capacity to support highly affective interpersonal interactions.
Given the appropriate online environment, learners and teachers can live inside each
other’s minds, and souls, if they choose. They can drop in on each other at any time of the
day, or night — like friendly neighbours, and the boundaries between formal and informal
learning often disappear. A participant from post-study activity observed that,

What technology affords us is the opportunity to reach out without the need for
touch or eye contact. Perhaps we are challenging the notion that you can see a
person's soul in their eyes, and that in fact, the soul transcends the physical to such

an extent that you can feel and touch it even through a chat on the computer. (PS06)

Kassop (2003, point 9, 1 2) reports on similar experiences, where,
... oneinstructor after another note the surprisingly close relationships that they
have developed with their online students . . . my online teaching experience
disproves the notion that online courses are impersonal and do not foster
relationships. . . | till regularly receive emails from [a student] severa states away

who took an online course with me severa years ago.

Table 5.1 provides details of practical activities (operational activities) for Principle 1 —
The CHE Factor.
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Table5.1

Principle 1 — The CHE Factor: Connectivity-Humanness-Empathy

Principle Operational Activitiesfor Learners, Facilitatorsand Designersin
Transformative Online Environments

1. The“CHE”" e Design an online environment where interaction and

factor: collaboration is considered model behaviour (learner,

facilitator, designer). For example, use familiar discourse and
Connectivity- visual imagery which promotes a sense of sharing and
belonging, such as:

Humanness- o Talk to you tomorrow
Empathy o Seeyou inthe forums
o Meet you in the “coffee shop” or by the “water
cooler”

although avoid hardwiring old models into a new medium
(Kimball, 1998) (facilitator, learner)

e Design electronic (online) discussion groups and electronic
synchronous chats to encourage on-going interaction amongst
learners (facilitator, designer)

e Use small online groups within large groups (facilitator)

e Use peer learning partnerships where experienced and
inexperienced learners support each other online (facilitator)

e Usepersona email to support, guide, reassure and generally
remind learners of the importance of their presence (facilitator)

e Beflexiblewith timelinesin the design and facilitation
(facilitator, designer)

e Vaueindividual differences, affirm the individual and
recognise multiple perspectives and realities (King, 2003a)
(learner, facilitator, designer)

e Design the online environment using photos, audio welcomes,
conversational tones (in text) (facilitator, designer)

e Provide learners with opportunities for personal reassessment
to explore beliefs, values, knowledge, skills, and abilities. The
belief in the essentially failed self can distort the minds and
lives of learners (Cohen, 1997).
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5.2.2 Principle 2 — Focus on the Learner and Learning

Recognising the importance of the affective (feelings and emotions) side of learning
places the online learner and learning firmly at the centre of the educational experience.
This factor could be regarded asimplied in Principle 1, and asignificant factor in any
learning environment. However, considering the learner (and not the teacher/facilitator)
and learning (not “teaching” or “transmitting”) as central to the learning processis so
important in an online adult learning environment and can require a complete change of
mindset on the part of the adult learner, and the teacher. Learners must be actively
involved in and responsible for their own learning (Lim, 2001). Traditional modes of
didactic instruction, which view students as passive learners and the teacher asthe sole
provider of information, are not adequate in providing learners with the necessary
capabilities to exist in the global 21% century. Teachers need to embrace and celebrate the
diversity that learning in such an environment can promote and be conscious of
generalisations and the stereotyping of learners. Unproven assumptions about diversity in
terms of culture, age, gender, learning preference, and so on, can lead to missed learning
opportunities.

In alearner-centred online environment, there is an emphasis on adult learners
becoming increasingly proficient at learning from each other and at assisting each other
to learn in problem-solving groups (Kassop, 2003). The educator functions as a facilitator
and as a provocateur rather than as an authority on subject matter, with the learner asthe
“primary agent in the learning process’ (King, 2003a, p. 85). The online facilitator
models the critically reflective role expected of learners. Idedlly the facilitator changes
from authority figure to co-learner by progressively transferring her leadership to the
group as it becomes more self-directive (Cranton, 1997).

Transformative learning is an emotional, creative and often intuitive process (Grabov,
1997) for the learner — it involves significant shiftsin one’s world view — changing one’s
assumptions, beliefs and values - a change of perspective and of action. As mentioned in
Chapter 1, the transformative approach is learner-centred and relates to learning which
occurs when an individual is empowered to reflectively transform their meaning schemes
in terms of their beliefs, attitudes, opinions, and emotional reactions. The process must

come from within the individual — it cannot be directed by another. As discussed in
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Chapter 2, adults may resist contradictions to their beliefs and will deny discrepancies
between new learning and previous knowledge. In response to a challenge to their
assumptions, many adult learners will entrench themselves even more firmly in their
belief system and become hostile or withdrawn in the learning environment. Brookfield
(1990, as cited in Cranton, 1994, p. 16-18) has observed, “adults can be particularly
tenacious in holding on to their beliefs .. . . routine, habit, and familiarity are strongly
appealing and for some, the conduct of lifeisaquest for certainty, for a system of beliefs
and a set of values. . . that they can adopt and commit to, for life”. Evidence in this study
and post-study activity favours an approach to adult learning and teaching in the online
environment, with afocus on the learner, dialogue, learning partnerships, the emotional
aspects of online learning and teaching, and the co-construction of knowledge. A
participant in post-study activity observed that:

[This course] gives avoiceto the learner, gives space for thinking and reflection,

and allows genuine co-construction of learning . . . (PS05)

Table 5.2 provides details of practical activities (operational activities) for Principle 2 —

Focus on the learner and learning.
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Principle 2 — Focus on the Learner and Learning

Principle Operational Activitiesfor Learners, Facilitatorsand Designersin
Transformative Online Environments

2. Focuson e Design problem-based and case-based |earning activities, and

thelearner role-plays (facilitator, designer) that enable |learners to focus

and learning on their own contexts. Complex and sustained activities can

guide learning in entire online courses of study, where the
activity does not supplement the course - it is the course.
Incorporate in its design a metaphor based on arealistic and
authentic context to preserve the complexity of the real-life
setting (Reeves, Herrington, & Oliver, 2002)

Provide opportunities for learnersto participate in online
debates which require them to assume an active role so that
they are able to reflect on their own perspectives and those of
others. (learner)

Design project work to be completed online by teams. This
encourages learners to actively participate in alearning
community (learner, facilitator, designer).

Design and structure group-learning, learner-focused activities
(e.g., peer assessment, collaboration and interaction)
(facilitator, designer)

Be conscious of generalisations and the stereotyping of
learners. Ensure that assumptions about the characteristics of
learners (in terms of culture, age, gender, etc.) are supported
by sound evidence (learner, facilitator, designer)

Establish learners' needs and goals and modify activitiesto
address these (Iearner, facilitator, designer)

View learners as autonomous, independent, self-motivated
managers of their own time (Berge, 2000) (learner, facilitator,
designer).

Design assessment that enables |earners to negotiate
requirements with the facilitator (learner, facilitator, designer)

Provide the opportunity for learners to examine an online task
from different perspectives, using a variety of resources
(facilitator, designer)
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5.2.3 Principle 3 - Immerse to Converse: Reflection is Critical

In order to facilitate transformative learning, educators need to assist learnersto
become aware and critical of their own and others' assumptions. Learners need practice
in “recognizing frames of reference and using their imagination to redefine problems
from a different perspective” (Cranton, 1997, p. 10). Cranton (1997) notes that adult
learners need to be supported to participate effectively in discourse which is particularly
relevant in the online context used for this study where discourse through text occurred
with no visual or auditory cues. Discourse is necessary to validate what and how one
understands, or to arrive at a best judgment regarding a belief. In this sense, “learning isa
social process, and discourse becomes central to making meaning” (Cranton, 1997, p.
10). Learners need support to actively engage the concepts presented in the context of
their own lives and critically assess the justification of new knowledge.

The importance of critical reflection in the online learning environment has been
strongly promoted in the original set of guiding principles outlined in Chapter 2 (see
Principle 3). Critical reflection is afundamental tenet of transformation theory. Learning
technology cannot by itself facilitate a change in our meaning perspective leading to
perspective transformation or a shift in world view. Being immersed or situated in an
authentic online learning and teaching environment (as outlined in Principle 2 of the
original set of guiding principles), accompanied by reflection on that experience, and
shared discourse about that experience, enables participants to consider new perspectives
of learning and teaching. The belief that context is critical for understanding and thus for
learning remains an essential ingredient for successful online learning outcomes.

In order to embrace work-based learning and action learning principles, L efoe (2000)
supports professional development that aims to immerse the user in the environment, or
place the teacher in the learner’ s shoes. Brookfield (1993) has made the point:

In particular, | argue that regularly experiencing what it feelsliketo learn
something unfamiliar and difficult is the best way to help teachers empathize with
the emotions and feelings of their own learners as they begin to traverse new

intellectual terrains. (p. 21)
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Instruction on how to use the online environment must be located within an online
environment. This approach is supported by Osborn and Johnson (1999, p. 1) who refer
to a“work embedded professional development approach” and O’ Rellly, Ellis and
Newton (2000, p. 3) who promote “ staff development in an authentic context” rather than
staff devel opment resources and activities “at arm’ s length to the needs of the staff”
(O'Reilly & Brown, 2001, Staff immersion program section, 1 1).

Consistent with Mezirow’s model of transformative learning, perspective
transformation is a process that includes reflection-on-learning and reflection-in-learning
and the related changes of perspective behaviour (Boud & Walker, 1998; King, 2003b;
Schon, 1987). Candy (1981, p. 5) suggested over 20 years ago that we should not be so
much concerned with the content of programs for professional development for educators
but should be more interested in a strategy whereby “teachers might be encouraged to
reflect on their own structures of meaning, to explore and perhaps modify, their personal
and professional value systems’. Brookfield (1995b, Hunting Assumptions section, 1 1)
supports the process of critical reflection on theory and practice and makes the point that
“unexamined common sense is a notoriously unreliable guide to action”.

How to engage in the process of critical reflection can be misinterpreted in an online
context. Boud and Walker (1998) suggest that reflection must not be restricted to matters
outlined by the teacher within the teacher’ s “comfort zone”. In fact, the nature of
reflective activities may lead to “ serious questioning and critical thinking, involving the
learnersin challenging the assumptions of the teachers or the learning context in which
they are operating” (Boud & Walker, 1998, p. 193). Online facilitators need to be aware
that reflective activity can be both an intellectual and emotional process. Adult learners
need to be able to express themselves and to know that such expression, and discussion of
it, islegitimate and accepted (Boud & Walker, 1998). My advice to my learnersis—when
you are afacilitator in a contemporary, reflective online “ classroom”, leave your ego at
the door. Differences of power or status, or oppressive behaviour need to be addressed
and resolved in order to actively engender an online environment based on respect and
trust.

Should alearner’ sreflective activities be “assessed” ? Boud and Walker (1998, p. 193)

note that “ students expect to write for assessment what they know, not reveal what they
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don’t know”. | suggest reflective journals or diaries not be directly used as part of the
assessment strategy in online learning environments, because of their potentially personal
nature. Reflective activities may result in a*“journey for which neither the instructor nor
the learner can chart or predict the outcome” (Stein, n.d., §9). The learner’ sanalysis and
interpretation of such journals can be assessed as long as the reflective writing is judged
in terms of pre-determined, explicit criteria made available to the learner from the outset
of the activity. Evidence gathered from participants in online, post-study activity support

the importance of critical reflection:

My reflection is self-driven, | write the whole thing without referencing, and then
have to return to the literature to reference it. | feel powerful, [and] for this very
reason, | submit it for assessment — it is mine, not a synthesis of the thoughts of
others. | feel agreat sense of ownership . . . (PS09)

Reflection is half the learning process. It is only now, ironically, upon reflection
that | ‘get it’. The gift of agood online facilitator isto give the learner’ stimeto
reflect and discover for themselves. (PS06)

Table 5.3 provides details of operational activitiesfor Principle 3.
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Table 5.3

Principle 3 — Immerseto Converse: Reflection is Critical

Principle Operational Activities for Learners, Facilitators and Designers
in Transformative Online Environments

3. Immerseto e Learn about online learning by being an online learner

conver se: (learner)

Reflection is

critical e Useactivities such as critical incidents (which, by their very

nature cannot be planned), metaphor analysis, concept
mapping, ongoing journal writing and reflection records to
capture significant events which have occurred in the online
learning environment and to encourage critical reflection and
experience in discourse (facilitator, designer)

e Uselearning contracts, group projects, role play, case
studies, and simulations to enable online learners to
undertake “action research” projects. Adult online learners
need to be frequently challenged to identify and examine
assumptions, including their own (Cranton, 1997).
(facilitator, designer)

5.2.4 Principle 4 — Learning is a Community Activity

In atransformative and constructivist online environment, which focuses on
interaction and collaboration, it isan ideal setting for a sustained, supportive learning
community. Promoting a sense of community onlineis closely aligned to the concept of
“presence” as discussed earlier in this chapter (Section 5.2.1). The concept of
“community”, whether it isin an educational context or in other spheres of life, is highly
valued by society. Hung and Chen (2001) argue strongly for the centrality of the concept
of learning community when adopting online approaches. They suggest that the “learning
management system” provided by the technology has seen enterprising teachers begin to
think about the organisation and management of learning and teaching quite differently.
Peer-to-peer support is not new or atypical. In aphysical community, you are seen and
your presence is evident and registered in the minds of others. In avirtua community,
with the lack of visua cues, you must make a determined effort to communicate with
othersin order to establish your existence. However, once that communication occurs, the

online environment makes the circle of peer support more visible and evident.



145

Much research has been conducted over the last decade into the relationship between
the physical separation of adult learners in educational programs and higher dropout
rates. Research has revealed that such separation and its resultant reduction in the sense
of community, leads to feelings of disconnection, isolation, distraction, and lack of
engagement (Rovai, 2002) and is often amajor contributor to attrition (Morgan & Tam,
1999). Rovai (2002, Background section) further reports that research has provided
evidence that

strong feelings of community may not only increase persistence in courses,
but may also increase the flow of information among all learners,
commitment to group goal's, cooperation among members, and satisfaction
with group efforts... Additionally, learners benefit from community
membership by experiencing a greater sense of well being and by having an
agreeable set of individuals to call on for support when needed. (1 5)

Virtually every community that exists for any length of time has to have a notion of place
or an event, where people gather in the physical world. These places and events punctuate
the life of the online community, give it vibrance, and help sustain it. Regardless of the
strategies employed by the teacher, the decision to join an online community appears to
rest with the “will” of theindividual (Brook & Oliver, 2003). Members need a reason to
come back, time and time again, to an online community. Data gathered for this study,
and evidence from post-study activity, indicate that the establishment of a supportive
learning community is highly valued in the online context.

Johnson and Johnson’s (1985, as cited in Andres, 2002) research indicates that
cooperative learning experiences promote higher achievement than do competitive and
individualistic experiences. Kimball (2001) notes the importance of creating a community
where participants can “share their deegpest thoughts and feelings about their own
persona growth and its relationship to their role as educators’. The UNESCO Task Force
on Education for the Twenty-first Century website has been established to further debate
and reflect on the ideas expressed in Learning: the Treasure Within, the 1996 report to
UNESCO of the International Commission on Education for the Twenty-first Century.
The UNESCO report is promoted as “a powerful pleafor viewing education in a broader
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context”. On thiswebsite, it is stated that education throughout life is based upon four
pillars: learning to know, learning to do, learning to live together and learning to be.
Delors (2004, Introduction section) in the introduction on the website, states:

It isthe view of the Commission that, while education is an ongoing process

of improving knowledge and skills, it is aso - perhaps primarily - an

exceptional means of bringing about personal development and building

relationships among individuals, groups and nations. (1 4)

“Learning to live together”, as one of UNESCO’s central pillars of learning in the 21%
century states that an essential tool for education is a suitable forum for dialogue and
discussion which promotes an awareness of the similarities and interdependence of all
people. No distinction is made in terms of educational context and the researcher believes
that these findings and statements are equally applicable to online learning environments.
Despite coming from one educational ingtitution, the adult learners in this study were
brought together from a diverse number of discipline areas and cultural groups. As part of
this study, one of the variables was the conduct of an initial workshop on sitein
Singapore. It became evident at that workshop that many of the participants knew very
little about each other. However, a shared sense of identity emerged and strengthened
thelr communal identity. During the face-to-face workshops, learners were able to
interact with teachers and fellow students which encouraged the participants to consider
issues from multiple perspectives. The feedback from participants supporting the
inclusion of the workshops in the program suggests that for this context, a*“mixed mode”

or “blended” approach to online learning may be appropriate:

... dl participants found our [orientation] sessions. . . very helpful. This could be

one of the must haves for any future courses . . . (Anonymous)

Thisfinding is of interest to the researcher given the multicultural profiles of the adult
learners at USQ and the institution’ s vision to be aleader in transnational education. In
many Asian contexts, a sense of community takes precedence over the individual. Asian

students often prefer sharing ideas and co-operating rather than competing.
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In response to my question, “Why have online discussions?’ a participant in the study
responded,
To encourage my students to express themselves online. Especially for Asian

students who are not used to voicing their problems in public. (PO3)

The Kuwait culture from which USQ also draws students, is strongly relationship based,
and teachers need to concentrate on creating a learning community and a sense of
presence. A student working in the Middle Eastern region observed that
building arelationship is more important than content or assignment due dates to
students in Kuwait. (PS10)

It is apparent from the facilitative work | have undertaken in 2004 with learners
studying in the online Masters program that the notion of an ongoing community of
learners and a learning community relates well to the idea of “future orientation”
(Misanchuk & Anderson, 2001, Characteristics of Community section, 1 6). Online
learners have indicated a strong interest in participating in alearning community that
spans an entire program of study, and is not specifically related to the coursesin which
they are enrolled. In fact, some have indicated a desire for the development of an online
“alumni” which extends beyond the boundaries of graduation which will enable
participants to maintain and nurture professional associations and relationshipsin order to
“share and generate knowledge in a mutually supportive and reciprocal manner”
(Misanchuk & Anderson, 2001, Characteristics of Community section, 9). Online

participants from post-study activity have noted:

The interactive element has made me much more motivated and interested in the
learning materials. Getting to understand material from everyone else’ s perspective
has been an incredibly worthwhile and efficient way for me to get my head around

the material and develop my own perspective. (Anonymous)

...the concept [of online learning] is akin to avirtual campus that | can enter from

my desktop . . . in which communities of practice are intentionally cultivated so that



I may interact and collaborate in the construction of new understandings and

relationships. (PS05)

Table 5.4 provides details of operational activities for Principle 4.

Table5.4

Principle 4 — Learning isa Community Activity
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Principle

Operational Activitiesfor Learners, Facilitatorsand Designers
in Transformative Online Environments

4. Learningisa
community
activity

Provide formal and informal activitiesin an online
environment to develop a sense of community, especially
at the beginning of a course e.g., introduction forums,
home pages, and small group activities that focus on the
process rather than an outcome. (facilitator, designer)

Make email an integral part of the online learning
community and use it creatively to maintain contact with
participants, prompt activity, and promote a caring, safe
environment for learning. (learner, facilitator)

Explicitly state, and actively model the recognition and
acceptance of difference in terms of perspectives, values,
beliefs, etc. (facilitator)

Ensure there is a sense of substantive, meaningful purpose
for the existence of the online community e.g.,
participating in interactive, collaborative activities that are
tied to assessment requirements. The notion that an online
community can be solely about coming together to talk is
questionable. (facilitator, designer)
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5.2.5 Principle 5 — Merge the Roles of Educators and Learners. Blurring the
Boundaries in Online Contexts

Theroles of participants (teachers and learners) in online learning contexts are
different to those roles adopted in conventional, instructivist learning environments. In
online constructivist settings, where the learner is viewed as central to the learning
process, the teacher often adopts the role of a peer learner offering aternative
perspectives. The teacher can assume the role of companion, or fellow traveller in the
learning situation (Hung, 2001; Jonassen, 1998). This environment places both the
learner (and the teacher) on alevel setting without the dominance of authoritative
influences. Research and anecdotal evidence suggest that many adult learners are looking
for opportunities for dialogue and more involvement in their learning. Laurillard (2002,

p. 22) argues for the idea of a“conversational framework” for learning which she
believes captures the essence of university teaching as an “iterative dialogue between
teacher and student(s)”. The online environment provides the opportunity to engage
students by exploiting “the communicative, interactive, and adaptive capabilities of the
technology” to facilitate this iterative dialogue. Online learning environments using
constructivist approaches support “active learners, who construct knowledge, rather than
passively absorb it” (Andres, 2002, 1 1). Learners are encouraged to work together to be
problem solvers who refine their questions and search for answers. The emphasisis on
knowledge use for the real world (Palloff & Pratt, 1999).

The changed role for ateacher moving from atraditional to a constructivist learning
situation is particularly relevant when describing contemporary online learning contexts.
Instead of relying solely on ateaching process where information is dispensed, the
teacher’ s role has been extended to embrace constructivism in order “to arrange
conditions in which learning can occur” (Collins 1999, p.10). For the teacher this requires
“a consequentia shift from the person culture typified by the academic freedom and
lecturer autonomy, to arole culture” (McDonald & Postle, 1999, Roles, 1 1). The changes
include moving “from ateacher in front of a classroom to afacilitator who is one with the
participants and whose primary role is to guide and support the learning process”
(Gunawardena, 1992, p. 61); “from purveyor of knowledge to facilitator of personal
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meaning making” (Jonassen et al., 1995); and from “sage on the stage” to “guide on the
side” (Airasian & Walsh, 1997). In online constructivist learning situations, the teacher
assumes the role of mediator, modeller, and motivator (Airasian & Walsh, 1997),
consultant, advisor-counsellor, researcher and resource provider, expert questioner and
provocateur, and member of a peer learning team sharing control with the learner as
fellow-learner (Goodyear, Salmon, Spector, Steeples & Tickner, 2001; Herrington et a.,
2000). 2. The peer learning, two-way reciproca model (Boud, Cohen, & Sampson, 2001)
illustrates the network of learning relationships that occurs among students, facilitators,
and othersin an online setting and the opportunity for participants to teach and learn with
and from each other in formal and informal ways.

The multiple roles of the online facilitator illustrate that teachers are very important to
learners studying online. An NCVER report (NCVER, 2003a) notes that rather than
removing teachers from the learning equation, integral to the whole process of online
learning are interactive, responsive teachers. The notion of the “cookie cutter” teacher
(Serim, 1996, How Will Y ou Learn section, 1 6) who was provided with an adequate
curriculum to produce adequate results for many people is athing of the past.

Promoting and fostering transformative learning in an online environment requires the
educator to set the stage and provide opportunities for critical reflection. The online
context with tools such as discussion forums and synchronous chat facilities provides an
excellent environment where learners can examine their beliefs and debate how their
values, assumptions, and ideologies have come to be constructed. Cranton (2003)
suggests that a transformative educator should not impose their own views on others.
They need to question, challenge, support, and open up aternative views — they need to
foster the process of transformative learning.

Spender (2000) observes that:
Our future prosperity depends upon students coming up with new ideas —
with using their intellectuality and creativity to solve problems, generate
new methodologies. . . our old knowledge transfer system is more of an
obstacle than a help. In aknowledge society, the emphasis shifts from the
teacher to the student . . . where the teacher and the student work together to

produce new information; where the teacher is another resource assisting the
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student to solve problems and to come up with new ways of doing things.
(p. 18)

A participant from post-study activity noted that online environments have altered the
role of the learner in the learning process and that some have experienced
ashock that they no longer are driven by their teachers to gain knowledge and

skills, but guided and assisted. Some symptoms that have been noted are denial,

strong emotion, resistance and withdrawal, surrender and acceptance. (PS10)
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Table 5.5 provides details of operational activities for Principle 5.

Table 5.5

Principle 5 — Merge the Roles of Educators and Learners: Blurring the Boundariesin

Online Contexts

Principle Operational Activitiesfor Learners, Facilitatorsand Designers
in Transformative Online Environments

5. Mergethe e Provide opportunities for learners to assume facilitative

roles of rolesin online environments promoting a sense of

educators and ownership and self-direction. This can be in the form of the

learners learners facilitating group activities with their peers (peer

learning relationships). (learner, facilitator, designer)

Provide opportunities for peer editing and peer evaluation
to give learners the opportunity to view evaluation and
assessment criteria with fresh eyes, to critically review the
work of others, and to get the benefit of a perspective other
than the facilitator’s. (learner, facilitator)

Be aware that facilitator interaction in discussions can
provide some moderation and direction but should not
control the discussion. When the facilitator becomes part
of the “team” activity, they become less of a provider and
more of a participant (Harasim, 2000) in the activities.
(facilitator, designer).

Work as a member of the learning team and embrace the
new role culture (facilitator, designer).

Create a balance of independent, interactive and
interdependent course activities. This may take more time
than designing face-to-face activities (Collins & Berge,
1996).

5.2.6 Principle 6 —“ VIP” Communication: Online Communication is
Visible - | nstant — and provides a Permanent Record

The synchronous (e.g., virtual chat) and asynchronous (e.g., discussion forums)

communication tools for online interaction can create avisible, instant, and permanent

text-based record. The permanent visibility of discourse sets online learning

environments apart from other settings and provides an excellent opportunity for
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formal, vicarious learning where participants in the learning process can “watch”
otherslearn (Bandura, 1986; McKendree & Mayes, 1997). Despite the visibility, the
environment also enables a certain degree of anonymity. Disinhibition (Suler, 2002) is
one of the more frequently mentioned effects of online learning. It is sometimes
described as the increased likelihood that a shy student will speak up, for example, or
that students will be more forthright. This aligns with Lapadat’s (2002, Introduction,
3) observation that online environments “democratize” participation in that the teacher
islesslikely to dominate, and the learners have equal opportunity to contribute to
discussions, assuming the variables of technology access, language usage, and typing
skills are reasonably equitable. Postle et al. (2003) report that a survey respondent in
their research study suggested there are gender and equity benefits arising from the use
of an online learning environment:

Operating in the online environment means that bodily differences and

socia values attached to visible differences are invisible and irrelevant -

teachers and learners online construct themselves through text in the

discussion forums, for example (distinctions of gender, ethnicity, body

shape or impairment, accent or speech styles ‘don’t matter’ — visual cues of

difference are missing) and the challenge is to know more about online

sociality and the ‘ special circumstances' of learners. (section 5.3.3, 1 7)

An advantage of communication in the online environment isits focus on the written
word. As Kassop (2003, point 2, Writing intensity), points out, “for many years, our
colleaguesin the English department have. . . [said] . . . that the best way to teach
students how to write more effectively is to have them write more often”. Communicating
in an environment that is primarily text-based using the written word has made this adage
areality. A post-study participant noted that

... an advantage of discussion boards. . . [is] students can go back to the discussion

boards when they have time and catch up on what has been happening. (PS01)
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Another post-study participant observed the value of vicarious learning by making the

comment that

| began to see how much | really learned from what others had to say both in

formal and informal learning contexts. (PS03)

In addition, communication in online learning environments needs to be clear and

carefully crafted in order to be sensitive to the nuances of different cultural expectations

and interpretations. Table 5.6 provides examples of text-based activities for the online

environment.

Table 5.6

Principle 6 — VIP Communication: Visible - Instant -Permanent

Principle Examples of Text-based Communication Activitiesin
Transformative Online Environments

6.VIP e Maintain atext-based record of experiences throughout a

Communication: learning period to develop permanent and visible evidence

Online of alearning journey e.g., through alearning log or diary.

communication Events of significance become apparent and recognisable

isVisble- when they can be re-read and reflected upon in order to

Instant —and make meaning of those experiences. (learners)

providesa

Permanent e Work collaboratively to negotiate and reach consensus on

record shared rules of engagement, and develop guidelines for the

responsibilities of group members. (learners, facilitators)

Provide reasoned, reflective comment through the use of
the written word. This can involve the disciplined and
rigorous higher order thinking processes of analysis and
synthesis. In higher education, writing is crucial to
thinking about complex issues in a meaningful manner
(Garrison, 1997). Rational discourseis at the heart of
transformative learning. (learners, facilitators)

Use the text-based, online environment to participate in
“conversations’ that can occur over a period of days. The
flow and direction of the discussion is permanently
captured in visible, permanent text. This enables review,
revision, and reflection on the activity. (facilitators,
learners)

Conduct online, role-playing activities in groups with each
group member assuming a different role e.g., in a post-
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study activity, the researcher used the concepts of de
Bono’s (1999) six thinking hats to stimulate online group
debate over several daysin order to view an authentic
problem from multiple perspectives, and propose
solutions. (facilitators, learners)

e Have group representatives present summaries to an entire
“class’ areaenabling learnersto analyse and then
synthesise awide variety of material. This permits learners
to feel involved in the larger group while maintaining the
interaction and focus in smaller groups. (facilitators,
learners)

5.2.7 Principle 7 — Interpret and Respond to Sgns of Change

Asdiscussed in Chapter 2, societal expectations of education in the contemporary
world have changed to reflect the knowledge society where technological advances have
encouraged and enabled pedagogica change. This change has been reinforced by the
move to online education. The changes encourage educators (including the researcher) —
even force them, to question, critically reflect upon and re-evaluate their existing teaching
practice. Innovative models of online pedagogy including situated learning, authentic
content and contexts, and accessto real life examples and experts, do mean that people
need to discuss and work together to formulate solutions. Assessment activities can be
integrated into ongoing activities and not be separated from them. The online
environment is a perfect “incubator” for these activities to occur.

Cranton (1997, p. 7) observes that “we do not make transformative changes in the way
we learn as long as what we learn fits comfortably in our existing frames of reference”.
Adults can be quite persistent in holding on to their values and beliefs and, as Brookfield
(1990, p.15) points out, “routine, habit, and familiarity are strongly appealing” and “for
some, the conduct of lifeisaquest for certainty, for a system of beliefs and a set of
values. . . that they can adopt and commit to”. Cranton (1994, p.18) observes that adults
will resist contradictions to their beliefs and will deny discrepancies between new
learning and previous knowledge. In response to a challenge to their assumptions, many
learners (and educators) will entrench themselves even more firmly in their belief system

and become hostile or withdrawn in the learning environment. Traditional pedagogies can
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trand ate to online practice easily with emphasis on content driving the learning
environment and the roles of the teacher and learners. Activities can be individual, and
don’t need to be situated in real life examples. Communication can be limited to teacher-
learner.

Aswith transformative learning, change is a process, not one single event. The online
learner must be prepared to move from alinear learning mode with the teacher as
presenter, to an adaptive learning approach which incorporates the idea of alearning
cycle. According to Mayes (2002), this concept of alearning cycle acknowledges that
learning is not a one-off process but involves “continuous (even lifelong) revisiting and
tuning of concepts and skills’ (Section 2, 1). This process consists of three main
elements, phases, or stages - conceptualisation, construction and dialogue. Mayes (2002)
suggests that the conceptualisation stage involves an interaction and contact with other
peopl€’ s concepts, thus generating an interaction between the learners pre-existing
cognitive framework and anew position. It involves the process of coming to an initial
understanding. Thisisfollowed by a construction stage where the learner builds and
combines concepts through the use of meaningful tasks, into a new knowledge. Lastly,
the consolidating or dialogue stage enables the testing of the new understandings. Thisis
the stage when expertise begins to appear, and the learner begins to use the new
understanding within the context of real application. In online practice, this means being
involved in asocia context with other online learners, and engendering the use of

dialogue and interactivity in the learning environment.
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Table 5.7 provides details of operational activitiesfor Principle 7.

Table 5.7

Principle 7 — Interpret and Respond to Sgns of Change

Principle Operational Activitiesfor Learners, Facilitatorsand Designers
in Transformative Online Environments

7. Interpret and e “Read” thelearning environment regularly and be prepared

respond to signs to adapt and change according to the context. Thisisan

of change ongoing process which occurs throughout the learning

experience. (facilitators)

o Refer to evaluation data gathered in formal and informal
ways in order to revise course offerings. Provide facilities
in online courses for informal feedback (through the use of
a dedicated discussion area), private email comment, and a
formal process for course evaluation where data can be
collated and presented in a meaningful format.

5.2.8 Principle 8 — Lead by Example: Create a Model Experience

The provision of exemplars for learners and the modelling of appropriate activity and
behaviour continue to be powerful ways to encourage and foster learning in the online
environment. A central element in Imershein's (1977, influenced by the work of Kuhn,
1970) theory of organizational change was his belief that exemplars provide group
members with concrete models for their activities and an opportunity for developing a
shared understanding of these activities and the roles of people involved in the activities.
Campbell (1977, as cited in Candy, 1981, p. 89) observed that “training for adult
education ought to demonstrate, indeed to epitomize, the principles inherent in adult
education”. Evidence in this study strongly supports the desire of online participantsto
have access to exemplary materials and “model” answers, particularly those that are
pertinent to their discipline or area of work. Berge (1996) stresses the importance of the
facilitator emulating (and encouraging) appropriate behaviour in order to establish clear
norms for participation. In the case of online learning, this can relate to establishing rules
and standards of netiquette (internet etiquette). Thisis supported by Kimball (2001, p. 8)
who stresses the importance of spending more time “being explicit about mutual

expectations”.



158

Those advocating the adoption of flexible teaching-learning in higher education
settings often argue that the main reasons for non-adoption of change can be directly
linked to the lack of skills of the participants or to alack of knowledge or understanding
of the nature of the change. Thisisadeficit view of change, which assumes that the
organisation’s members need to acquire the “new” knowledge and skillsin order to
achieve the aims of the change. Imershein's (1977) framework is not consistent with this
deficit view of change. It suggests that the members of an organisation are guided by
what they understand can be achieved, given their shared understanding of the nature of
the activities and tasks they perform, and their understanding of the roles and
responsibilities of members within the organisation. They do not deliberately set out to
sabotage an innovation. They will seek new ways of doing thingsif they collectively
perceive that things require improvement (Reushle & Postle, 1999). An online participant
noted,

| hope to be able to emulate yourselves in the conduct of my own modulein the e-

component aspects. (P08)
A post-study participant made the observation that

... learning some of the tactics used by the example set was probably more

important to my learning context than the tasks themselves. (PS01)

Written communication, Porter (2004) notes, “must be amodel for your learners.. . .
because [it] may be studied and interpreted long after you send it . . . [and] . . . must be
able to stand up to scrutiny by avariety of readers’ (p. 22).
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Table 5.8 provides details of operational activities for Principle 8.

Table5.8

Principle 8 — Lead by Example: Create a Model Experience

Principle Operational Activitiesfor Learners, Facilitatorsand Designers

in Transformative Online Environments

8. Lead by e Provide quality models or exemplars as a basis from which

example: Create to build sound online learning experiences. The belief that if

amodel technology is used, pedagogica change will emerge has not

experience been justified. Equally, “if you build it, they will come”
approach to online may very well result in poor outcomes.
(facilitators)

Ensure the “first words’ provided set tone and
expectations, and provide models for online
communication for learners. Use words such as
“welcome”, “shared”, “learning journey”, “exciting”,
“experience”, and “fun”. (facilitators)

e Provide model answers, responses to assessment questions,
or quality project reports from previous course offerings.
(facilitators)

e Provide guidelines for online etiquette (“netiquette”) such
as models of behaviour in group activity, and procedures
for sending, receiving, and responding to email messages.
Have learners participate in a collaborative activity where
guidelines for online engagement are negotiated by the
whole group. (facilitators, learners)

e Model facilitation techniques to provide sound examples
for learners. (facilitators)

5.2.9 Principle 9 — Build, Manage, and Nurture the Learning Environment
Because the learners are remote physically to the learning context, it is necessary to
“build” an environment. Tools such as synchronous discussion boards, group pages, and
email facilities must be used in away that helpsto convey to learners that the
environment is not just drifting but there is some purposeto it all.
To build and manage efficient online learning environments, Kimball (1998) has

identified some strategies which are very pertinent to the framework in this study. As
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introduced in Chapter 2, some of these strategies include the managing of metaphor,
meaning, culture, time, and collaboration. She suggests choosing metaphors to define
spaces for different kinds of interactions (e.g., water cooler, or coffee time) to create a
“rich mental construct” about various activities. A focus on “atmosphere” and
“ambience’ is of paramount importance and requirements and expectations must be
explicitly stated in terms of communicative styles (risky, focused, fast-moving, academic,
conversational) and behaviours (supportive, reflective, challenging, team focused).
Kimball (1998) has identified atime situation she refers to as the “rolling present” where
learners’ perceptions of what is current can be quite different. Learners can be working
“on anumber of fronts” and Kimball (1998) notes that this can be a difficulty in an online
context where there is a need to alow some flexibility while, at the same time, keeping
on track and with some common sense of purpose. The online teacher must be very aware
of the need to build and manage the learning environment in away that the group feels
part of alearning community which is making progress. Time-based goal posts or
milestones can provide this structure in the form of study or progress charts, regular
group and personal electronic contact, and scheduled synchronous chat activities. The
tension between delivering content resources and creating a motivating, productive online
learning environment continues to be of concern and as noted by Kimball (1998), “there’s
more to devel oping arelationship among a collaborative learning group than sharing
access to [an electronic] folder”. Through the use of the “journey” analogy, the learner
can assume the role of “explorer” where the teacher sets up specific “landscapes’ in
which the learner can then be encouraged to explore certain issues or concepts.

Reliability of the online setting is another critical issue that cannot be ignored in
nurturing a successful online environment. Cashion and Palmeri (2002) have found that
significant deterrents to a high-quality online learning experience for students are
problems with technology and access to the internet. Their research found that students
believe technical systems and issues are the areas most in need of improvement and that

quick and easy access to technical support iswhat learners value.
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In an evaluation conducted by Reushle et a. (2004), a respondent noted that,
... USQiswell aware that technology must strive to be as seamless as an f2f
environment. Most problems were taken care of within 24 hours, oftentimes less,
and at onetime | even received atelephone call all the way from Australia,

querying about the problem | was experiencing. (Anonymous)

In their study, Cashion and Palmieri (2002) also identified another feature students
believe congtitutes a high-quality online learning experience was the importance of
responsive teachers who exhibited high levels of interactivity, availability, and who
negotiated response times which they subsequently adhered to. As mentioned previously,
merely building alearning environment does not guarantee that they will come
(Manktelow, 2004). Working successfully and effectively in an online environment
reguires the educator to enjoy their work, to keep up with trendsin design and
information, to feel comfortable with using the tools of the Internet, and to be an efficient

online researcher (Porter, 2004).
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Table 5.9 provides details of operational activities for Principle 9.

Table5.9

Principle 9 — Build, Manage, and Nurture the Learning Environment

Principle Operational Activitiesfor Learners, Facilitators and Designers
in Transformative Online Environments

9. Build, e Maintain astructured folder and file system in which to

manage, and store online interactions, messages, responses, and other

nurturethe course data. Because an online environment is primarily

learning text-based, record keeping can be quite complex.

environment (facilitators)

If the facility isavailable, “prioritise” discussion forums
by moving some toward the bottom of the screen as topics
are dealt with and by archiving other forums in an attempt
to reduce download times. (facilitators)

Use facilities such as the “ Announcements’ facility, and
group email to keep learnersinformed. (facilitators)

Regularly monitor the online learning environment and
respond to queries, and concerns. Within aday or so, with
aclassof fifty learners, amultitude of online
communications can be generated. (facilitators)

Ensure technical difficulties experienced by learners (and
facilitators) are addressed quickly and efficiently.
(facilitators)

5.2.10 Principle 10 — Motivation and Preparation: A Predisposition for

Change and Transformation

Evidence suggests that those with a greater predisposition for accepting change are

more likely to experience perspective and action transformation. Taylor (1998) reports on

anumber of studiesthat reveal that some learners have a greater predisposition toward

change than others. He reports on a study into fostering transformative learning
conducted by Pierce (1986, as cited in Taylor, 1998) and notes that those who

experienced the greatest degree of change in perspective were those learners who came to

the educational context with recent experiences of critical incidencesin their lives.
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These findings may be transposed to this study, and to the development of the
framework for design. Some of the participants in this study may have come to the course
which was the focus of this study with greater levels of readiness for transformative
approaches than other less experienced learners. Those more prepared appeared more
open and receptive to change. Wenger, McDermott, and Snyder (2002) describe five
stages of development through which a community of practice may pass over time:
potential, coal escing, maturing, stewardship, and transformation. Although these authors
arereferring to “learning communities’, these findings have some bearing on this study.
Within any course with “timeline parameters’, it cannot be assumed that al learners will
achieve the maximum outcome. Thisis supported in the doctoral work of Harris (2002)
who found that there were dramatically different transformative learning outcomes
among the most and least devel oped students. She concluded that developmental stage
appears to influence a students' experience of transformative learning, the nature of the
support they require and their use of particular strategies.

Because some teachers believe that their particular learning environment has
constructivist attributes, it does not mean it has and in fact, many current learning
situations may merely be traditional teaching in “different clothes’. Findingsin this study
indicate that this could be the situation at the polytechnic in Singapore where some
participants have indicated that their philosophy of teaching is grounded in constructivist
principles, but they are, in fact, reverting to their more traditional ways of teaching.
Muirhead (2004) has noted that students who are cognitively immature may not actively
participate in online discourse and may look for the provision of the “right” answer,
viewing knowledge not as critical thinking but as a collection of information. Many of
the learners in the educational context within which this study was conducted come from
traditional Asian educational systems where concrete thinking is encouraged. The
constructivist learning methodol ogies can be a challenge for some. Some of the
participants in the study had expectations of instruction, and felt that the teacher was not
teaching, for example, “you are the recognized instructor, not me. . . it’s strange how
things don’t get chaotic in af2f class, but it tendsto do so in avirtual chat . . .” (COF03).
Some of the participants believed that they would need to discard any, and all craft
knowledge they had about teaching, and that they would have to learn how to teach all
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over again. Some participants feared that what they knew about teaching was no longer
valued, reflecting what Collins (2000) found in her study with faculty personndl:
Many faculty feel a deep sense of discomfort and ill-ease . . . often stems from a
fear that they cannot cope with the technical requirements, that they must learn to
teach all over again and lose their role as the * dispenser of knowledge' in the
course. (18)
Again, the move to embrace constructivist approachesis merely an extension of the more
traditional approachesto learning and teaching.

In addition, the high level of written (text-based) English that is needed for online
learning might pose another chalenge. Individual self-imposed barriers such as mindset
can also contribute to aresistance to try, for example, “it can’t be done”, “it has been
tried before and it didn’t work”, “it won’t work”, “we have no time”, “what’ s the point”,

and “Why try? It causes too much pain” (COFO01).

Emancipatory learning has remained a goal of adult education through time and across
cultures. The educator may try to foster emancipatory learning, but it may not occur - the
learner must be, in some way, ready to question assumptions (Cranton, 1994).
Emancipatory learning is the process of removing constraints - of freeing ourselves from
forcesthat limit our options and our control over our lives, forces that have been taken for
granted or seen as beyond our control. Mezirow (1990, p. 18) defines emancipatory
education as "an organized effort to help the learner challenge presuppositions, explore
aternative perspectives, transform old ways of understanding, and act on new
perspectives'.

Similarly, the influence of the facilitator may have a significant impact upon the
learner’ s outlook to the learning experience. Highly motivated, committed, enthused,

knowledgeabl e facilitators can strongly impact on learner attitudes and related outcomes.



165

Table 5.10 provides details of operational activities for Principle 10.

Table5.10

Principle 10 — Motivation and Preparation: A Predisposition for Change and

Transformation

Principle

Operational Activitiesfor Learners, Facilitatorsand Designers
in Transformative Online Environments

10. Motivation
and
preparation: A
predisposition
for change and
transfor mation

Build aworking/learning climate that is positive,
supportive, “safe’, tolerant, respectful, nurturing, and
participatory. For some, the online environment is new,
exciting, but somewhat confusing, and not all participants
will be prepared for change. (facilitators)

Provide some initial face-to-face contact with participants,
if required by the learning and teaching context.
(facilitators)

Provide opportunities for demonstrations (modelling),
sharing of innovative ideas, development of formal and
informal support networks, discussion, questions, risk
taking, raising of concerns —“no question is adumb
question”.

Focus on building a collegial, learning community where
ideas can be cultivated, exchanged, tested and eval uated,
elaborated upon, and applied.
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5.3 Principles + Context = ?
A Practitioner’s Guide to Online Design for Transformative
Professional Devel opment

In Section 5.2, ten principles were identified that set online environments apart from
other learning environments. These principles provide the foundation for achieving the
primary goal of this study which isto formulate a framework for the design of
transformative approaches to professional development for online educators. Principles,
however, cannot exist in a vacuum. Principles need to be identified and then applied in a
particular context. In adesign situation, the principles outlined in section 5.2 must pass
through a contextual screen which will then enable an appropriate framework for design
to emerge. This contextual screen represents the factors unique to the educational context
in which the design is being applied. This does not imply that the specific characteristics
that are unique to that context must remain fixed and unable to be changed. To
successfully apply these principles, the context may need to be fluid and responsive in
order to create an effective learning environment.

The contextual screen isdescribed in terms of three themes:

1. The contextual “conditions’ — the organizational philosophy, “high level
pedagogy” (Steeples, Jones, & Goodyear, 2002), organizational policies,
structures, procedures and resources, discipline and/or content areas.

2. The*“travellers’ —the learners, teachers (facilitators, tutors), and other support
personnel (providing administrative, technical, and additional learning support)
located in that context.

3. The contextual “roadblocks’ —the specific challenges and constraints that can

influence the progress and directions of the learning journey.

Thus, we have the equation:

Principles + Contextual Screen = Online Design.

This equation is represented graphically in Figure 5.1.



PRINCIPLES

1. The CHE factor - Connectivity,
Humanness and Empathy.

2. Learning to be learner-centred and
learning centred

3. Immerse to converse - reflection is
critical.

4. Learning in a transformative online

environment must be a community activity.

5. Online educators are learners and
learners are online educators.

6. Communication in the online
environment is VIP - Visible, Instant and
provides a Permanent record.

7. Educators need to be able to interpret
signs of change in the learning
environment and respond accordingly to
encourage dynamic growth.

8. The provision of exemplars or models
supports and enhances the transformative
online experience for learners.

9. An online learning environment must be
built, managed, and nurtured.

10. Participants need a predisposition for

change and transformation.

CONTEXTUAL
SCREEN

“Conditions”
Organisational philosophy,
policies, structures,
procedures, resources,
discipline areas

“Travellers”

Diversity in learners,

teachers, technical,

administrative, other
learning support

“Roadblocks”

Challenges and
constraints

ONLINE
DESIGN

Transformative
approach to
professional

development for

online
educators

Figure 5.1. Reushle framework for the design of transformative approaches to professiona development for online educators.

167



168

A design framework cannot be prescribed and used as arecipe or asa“one sizefits
al”. The framework provides a catalyst for action, not a recipe for success. Given what |
know about online learning and teaching (my experience), what others have proposed in
terms of sound pedagogical practices both generaly and online (the literature), and what
has emerged from this research study, this framework for online design represents my
hypothesi s about how to achieve transformative approaches to professional development
for online educators. The framework (Figure 5.1) can be regarded as a*“roadmap” for
design but this does not suggest that the path is a simple, one lane country road. It also
does not suggest that there is only one road to follow. It can, in fact, be a“multi-lane
superhighway with plenty of interconnections” (American Society for Training &
Development, n.d.). If learning is alifelong journey, no learning destination can be
defined or accurately predicted. In fact, Dirkx (1998, p. 11) notes that transformative
learning has “neither adistinct beginning nor an ending. Rather, it represents a potential

that is eternally present within [us] and our learners’.

5.3.1 The Contextual Screen — Conditions, Travellers, and Roadblocks

The “ Conditions’

Organisational philosophy, policies, existing infrastructure, requirements of
accrediting bodies, procedures, and resources are the conditions which are areality in
most learning and teaching environments. In some instances, these organisational
characteristics can create barriers to the adoption of the principles discussed in Section
5.2. Learning and teaching contexts, such as discipline or subject areas, sizes of classes,
physical facilities and resources, and working conditions all contribute to the

environment “conditions’ that influence learning design.

The*“ Travelers”
The travellersrefer to the people who exist within a particular context, or are related to
that context. They include the learners (who may be located on a certain campus, or who

may be scattered across the globe in diverse locations), the facilitators (teachers, tutors,
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instructors, trainers), the administrative and technical support personnel, the management
of the organisation, learning support services, and many others. Every learning context
will have adifferent mix of learners, and personnel providing academic, administrative
and technical support, and the successful coordination of thislearning community can be
acomplex process. This notion of “individual difference” iscritical to the design e.g.,
educators’ and learners’ psychological and pedagogical preferences will play an

important part in influencing how they engage in the learning process.

The* Roadblocks”

In al learning contexts, challenges and constraints occur that can impact upon the
success of learning and teaching experiences. These challenges do not necessarily
indicate a problem and may, in fact, result in positive outcomes according to the diverse
learning contexts in which they occur. Challenges and constraints in the online
environment can include:

1. The challenge of building a transformative learning community where learners are
physically separated.

2. The challenge of maintaining a cost-effective and sustainable transformative
learning environment.

3. The challenge of digning alearning environment which subscribes to
constructivist and transformative learning principles with alearning management
system that reflects atraditional view of classroom-based teaching.

4. The tension between flexibility, and interactive and collaborative learning.

5. The need for organisational management to recognise the complexities of learning

and teaching in online environments

1. Building a transformative learning community where learners are physically
separated.
In the online environment, learners are not only physically separated but interact with
each other through the use of text-based discussion boards, synchronous chats and email,
without seeing or hearing each other, and mostly without the requirement to be online at

the same time. Given the affective nature of forming and maintaining a sense of
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community in an online environment, the lack of visual cues may place extrademands on

both facilitators and learners (Rovai, 2002).

2. Designing a transformative learning environment that is cost effective and
sustainable.

The fact that online education brings with it increased opportunities for interaction
impliesincreased levels of participation on the parts of both the teacher and learner. This
raises the issue of workloads, cost effectiveness, and sustainability. Highly interactive
online discussion requires low teacher/learner ratios, creating a higher resourcing cost for
the university. The University of Phoenix, which targets working adults, has alearning
and teaching model that places great value on small class size, and stipulates that class
participation is mandatory. Interaction is conducted asynchronously, through threaded
discussions that place a high emphasis on learner participation and interaction. For online
classes, the University recognises that facilitating class discussions requires a high level
of faculty involvement, and classes are typically kept to about nine students per class.
The university covers the additional faculty cost by charging more for online courses than
campus courses. The course completion rate is 97% and graduation rate is 65% (De Alva
& Slobodzain, 2001). Hence the tension exists between cost effectiveness and quality

online learning experiences.

3. The constraints of commercially-produced online learning management
systems.

Template-driven learning management systems can constrain, rather than support the
application of constructivist and transformative learning principles. Learning
environments established in such management systems often are reduced to little more
than electronic bulletin boards where resources are displayed in a static format for
learnersto “navigate” around in apassive, linear manner. Such learning management
systems need to be viewed as “resource bases’ with the majority of the active
construction occurring within the communication tools, where dynamic discourse and

active knowledge construction is promoted.
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4. The tension between flexibility, and interactive and collaborative learning.

Learners often initially choose to study online because of the belief that it offersa
flexible, “in your own time, in your own place, at your own pace”’ opportunity to engage
in learning experiences. However, the facilities afforded by online environments include
communication technologies which, by their very nature, encourage interactive and
collaborative learning opportunities. The promise of “flexibility” and the recognised
impact of interactivity and collaboration on deep learning, resultsin atension in how best
to exploit the online environment.

5. Recognition of the complexities of online learning and teaching by
organisational management.
A challenge faced by many educatorsis the need for management to understand the
changes required to accommodate contemporary educational practices. Inan NCVER
report (2003a), it was noted,

.. . how teachers work when teaching online is very different from their delivery
of programs purely in the classroom. Many teachers are now working in new and
often unfamiliar ways which, in turn, may not be understood by both middle and

senior management in their organisation. (p. 6)

This need for management to recognise the complexities of providing a sound online
learning environment was acknowledged by participantsin this study:

... management just needs a more concrete idea of what elearning entails... (P05)

My one single source of frustration would be the lack of acknowledgement that this

constitutes part of our "official" duties as lecturers. . . (PO6)

Many staff development programs are directed at the teachers involved in learning and
teaching online. However, as noted in an NCVER (2003b) report,
... non-teaching staff also need to take part in professional development to enable

them to understand and support the institute’ s learning and teaching directions.
(p.8)
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5.3.2 Implications for Educators

In Chapter 1, it was noted that central to professional development for educatorsis
Cranton’s (1996) tenet that educators are learners. The point was made that we, as
educators, are also adult learners. Thus, in order to create and facilitate transformative
learning opportunities we, who are educators and adult learners, must be prepared to
critically explore our own values, beliefs, and assumptions (Cranton, 1994; King, 2003a).
This means, according to Taylor (1998, p. 59) having “a deep awareness of . . . practice,
making explicit . . . underlying assumptions about |earning and teaching, developing a
critically reflective practice, networking and dialoguing with other educators, and taking
an activerole in professional development”. The significance of maintaining reflective
journals, conducting dialogue with others, and actively reflecting on practice emerged
from the study. This applies equally to the educators, asit does to their learners. It has
become evident from this study that two key factors form the focus of sound professional
devel opment experiences for educators working in online environments:

1. the people —the human element, and

2. theactivities—the actions.
This moves the emphasis of learning away from what we learn to who we learn from,
and with, and how we learn.

Essential features of sound online practice are to include dialogue structured into the
course, active learner involvement and collaboration, support and feedback, and learner
control of key activities (Coomey & Stephenson, 2001). Learning should be situated
through the provision of authentic, meaningful activities, and timely feedback. Critical
reflective practice must be central to the learning process, and interactive, collaborative
learning opportunities must be provided. In terms of strategies, the stages of Mezirow’s
(1991) transformative learning process can provide guidance in designing the learning
experience:

1. Provide opportunities for disorienting dilemmas to occur (focus questions/ critical
incidents/ series of problems).
2. Encourage learnersto relate to their own experiences.

3. Provide opportunitiesfor critical reflection.



173

4. Ensure rational discourse can occur between participants. Bring in other “experts’
from the field.

5. Ensure closure/solution/position is reached (new ways of interpreting experience,
or confirmation of existing ways), before moving on to the next event.

Theideal conditions proposed for implementing the framework focus on the human
element - promoting a sense of safety, and openness in the learning environment, and the
necessity for al participants to be trusting, empathetic, caring, authentic, sincere, and
demonstrating a high degree of integrity. Instructional methods that support alearner-
centred approach that promotes student autonomy, participation, and collaboration are
important. Activities that encourage the exploration of alternative personal perspectives,
problem-posing, critical reflection, and personal self-disclosure ensure that discussing
and working through emotions and feelings occurs before critical reflection. The learning
situation should be democratic, open, rational, and have accessto al available
information (Taylor, 1998).

Proceeding from studies of theory, to practice can be “backwards’ for many people.
With adult learners, it iswise to build on experience in order to scaffold into theoretical
aspects of adiscipline. Thus the provision of discipline-specific exemplarsis critical to
the learning process. Courses focused around “disorienting dilemmas” and around
learners experience/existing ways of knowing, or starting with the familiar, rather than
the theoretical, are more likely to suit the adult learning process. Cranton (1996) provides
sound advice for adult educators when she notes that,

No one theory of adult learning informs all educators. No one model describes
educator practice. No one paradigm underlies adult education research. No one
philosophical perspective determines the goals and responsibilities of adult
education. (p. 5)

What can face-to-face teachers 