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Indeed, even in 2019, BCcampus still defined open pedagogy as follows:

Open pedagogy, also known as open educational practices (OEP), is the use of open educational
resources (OER) to support learning, or the open sharing of teaching practices with a goal of
improving education and training at the institutional, professional, and individual level.

However, it is now realised that for open educational resources to be widely adopted, as well as to
change teaching practice, they need to be embedded in a much broader ecology of teaching and learning,
of which open pedagogy is a critical component. The following definition from the University of Texas
Arlington Libraries represents this thinking:

Open pedagogy is the practice of engaging with students as creators of information rather than
simply consumers of it. It's a form of experiential learning in which students demonstrate
understanding through the act of creation. The products of open pedagogy are student created
and openly licensed so that they may live outside of the classroom in a way that has an impact
on the greater community. Open projects frequently result in the creation of open educational
resources (OER). OER are free teaching and learning materials that are licensed to allow for
revision and reuse. They can be fully self-contained textbooks, videos, quizzes, learning modules,
and more.

I like the above definition because it focuses on student behaviour, where open educational materials
are a by-product of their learning, rather than the starting point, although open pedagogy can also
embrace OER as a starting point.

Hegarty (2015) describes eight attributes of open pedagogy:

 participatory technologies: socially constructed media such as blogs, wikis and other
‘sharing’ social media;

* people, openness and trust: students’ willingness to learn is fragile, with participation and
interactions unlikely to flourish unless an element of trust can be built (Mak et., 2010);

 innovation and creativity: finding new models of teaching and learning that better exploit
OER and more emphasis on choosing digital technologies and methods that encourage the
sharing of knowledge and resources;

+ sharing ideas and resources: an open pedagogy needs peers to share willingly within a
connected and trusting and professional community;

» connected community: a technologically linked community with common interests;

* learner-generated: this requires ‘opening up’ the process to empower students to take the
lead, solve problems, and work collectively to produce artifacts that they share, discuss,
reconfigure, and redeploy

+ reflective practice: when students and teachers collaborate in partnerships, it facilitates
deeper pedagogical reflection

+ peer review: Conole (2014) sees learners as publishers and users of a range of open tools,
with peer interactions and critique embedded in the learning experience.

Hegarty also makes the point that it is almost impossible to separate the components of an open
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pedagogy into neat, segregated dimensions. Components in each of the eight dimensions overlap in
many ways.
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Figure 11.4.2 Hegarty'’s Attributes of Open Pedagogy. Image: Hegarty, 2015

DeRosa and Robison (2017) set out the key idea of open pedagogy in the following:

By replacing a static textbook — or other stable learning material — with one that is openly
licensed, faculty have the opportunity to create a new relationship between learners and the
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information they access in the course. Instead of thinking of knowledge as something students need
to download into their brains, we start thinking of knowledge as something continuously created
and revised. Whether students participate in the development and revision of OER or not, this
redefined relationship between students and their course ‘texts’ is central to the philosophy of
learning that the course espouses. If faculty involve their students in interacting with OER, this
relationship becomes even more explicit, as students are expected to critique and contribute to the
body of knowledge from which they are learning. In this sense, knowledge is less a product that has
distinct beginning and end points and is instead a process in which students can engage, ideally
beyond the bounds of the course.

11.4.2 Examples of open pedagogy

There is a close connection between networking, social media such as blogs and wikis, which enable
students to create open educational resources, and open pedagogy.

Jon Beasley-Murray’s course where students created a Wikipedia entry on Latin American literature
is a good example, as is the Math Exam Resources created by graduate students at UBC (see Chapter
9, Section 8.8.3). This approach is particularly valuable for partly redressing cultural and historical bias,
through the organization of Wikipedia edit-a-thons. For two examples, see Women in Red/Indigenous
Women. and Indigenous Literature Edit-a-Thon.

The Universidad de Guadalajara (Mexico) has an interesting web site (in English) that provides a
number of examples of open pedagogy from around the world, related to its Agora project.

Another practice of open pedagogy are textbook-free degrees, called Zed Creds or Z-degrees but also
ZTC (zero textbook cost). Royal Roads University’s Masters of Arts in Learning and Technology is the
first master of arts degree in Canada to go textbook-free. Students can access all of the course materials
through open educational resources, e-books, journal articles and other free digital resources. These
types of courses aim to improve access to education and enhance student outcomes.

Many more examples of open pedagogy in practice can be found in Jhangiani and Biswas-Diener
(2017) and in the Open Pedagogy Notebook.

Lastly, there is a related movement around open educational infrastructure and technology that
challenges educational institutions and students to think about who owns the technology and data being
used for teaching and learning and how open education practices can be enabled by open educational
technologies (see, for example OpenETC.)

11.4.3 The need to provide a framework to support open educational resources

The search for a pedagogical and organizational framework to support the use of open educational
resources has been driven partly by the relative slowness of adoption of OER. To give a simple example,
instructors are reluctant to move away from expensive commercial first year textbooks, because these
books often come with a wide range of support materials, such as interactive web sites with sample exam
questions and answers, multiple-choice questions, and alternative reading. Open textbooks need to come
with similar supporting materials, student activities and a wider ‘network’ of support to compete with
commercial textbooks.

Paul Stacey, the Director of the Open Education Consortium, has mused (2018) that too much focus
is given to licensing and content development, and not enough to collectively managing open resources
so that they are sustainable and dynamic. He argues that OER, to be effective, need ‘commoning’, which
reflects the management and sustainability of common, shared resources and services. He argues for:
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* asocial system for the long-term stewardship of resources that preserves shared values and
community identity;

* a self-organized system by which communities manage resources (both depletable and and
replenishable) with minimal or no reliance on the Market or State. Simply having a
community and pool of resources is not enough. There needs to be a set of protocols, values
and norms devised by the community to manage its resources.

Open pedagogy could provide an important pedagogical part of such a framework, but Stacey seems to
be suggesting that support needs to go beyond pedagogy to a social and management structure.

11.4.4 Is open pedagogy a useful construct?

Some of you may feel like Moliére’s Bourgeois Gentilhomme after a lesson from his tutor: ‘I have been
speaking prose for 40 years and never realised it.” The concept of ‘open pedagogy’ has been around for
a long time, even if it has seen a revival resulting from the development of OER.

Lord Crowther, in a speech presenting the charter of the British Open University in 1969, defined the
Open University as:

 open to people: “We took it as axiomatic” said the Planning Committee “that no formal
academic qualifications would be required for registration as a student...Anyone could try his
or her hand, and only failure to progress adequately would be a bar to continuation of
studies.”

» open to places: “This University has no cloisters — a word meaning closed. We have no courts
— or spaces enclosed by buildings....Wherever the English language is spoken or understood,
or used as a medium of study, and wherever there are men and women seeking to develop
their individual potentialities beyond the limits of the local provision — and I have defined a
large part of the world — there we can offer our help.”

+ open to methods: ‘Every new form of human communication will be examined to see how it
can be used to raise and broaden the level of human understanding.”

 open to ideas: “It has been said that there are two aspects of education, both necessary. One
regards the individual human mind as a vessel, of varying capacity, into which is to be poured
as much as it will hold of the knowledge and experience by which human Society lives and
moves. This is the Martha of education — and we shall have plenty of these tasks to perform.
But the Mary regards the human mind rather as a fire that has to be set alight and blown with
the divine efflatus’.

I am not sure that open pedagogy is the divine efflatus, but Crowther’s understanding of openness in
methods is much wider than modern concepts of open pedagogy.
Claude Paquette, following the cultural revolution in Québec, wrote in 1979:

Une pédagogie ouverte est centrée sur l’interaction qui existe dans une classe entre I’étudiant
et I’environnement éducatif qui lui est proposé....Il s’agit d’une fagcon de penser et d’une fagon
d’agir. L’éducateur aura donc pour role premier de contribuer a [’aménagement de cet
environnement éducatif.
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[My translation: Open pedagogy is focused on the interaction within a class between a learner and
the educational environment that is created for him. It is about a way of thinking and a way of
acting. The primary role of the teacher then is to contribute to the management of this educational
environment.’

Note that there is no mention of free or open educational resources, and the quote could have come
straight from Rousseau’s ‘Emile’ (1972). It is the basis for the whole of Chapter 6 in this book.

David Wiley (who was the originator of the term ‘open educational resources’) writes (2017):

“Open” .... does not have anything to say about the nature of learning. ...you can’t actually
build a pedagogy on a foundation of open (well, not one that isn’t incredibly impoverished). Your
foundational commitments in terms of pedagogy should be to an understanding of how learning
happens. Once we have made fundamental commitments in terms of a theory of learning, then we
can add open to our list of facilitating methods in order get better leverage.

I wonder if it isn’t nonsensical to talk about “open pedagogy” at all ...... Perhaps we should
only use open as a modifier for other pedagogies, like “open constructionist pedagogy” or “open
connectivist pedagogy” or “open constructivist pedagogy.” It’s clear in each of those cases how
open gives you better leverage in terms of supporting learning.

Although many of the practices associated with open pedagogy have been around long before open
educational resources were created, OER nevertheless make such practices much easier to implement
and more powerful. But does this make a new pedagogy?

Morgan (2017) raises this issue with respect to the project she worked on for the Universidad de
Guadalajara’s Agora project.

The Agora design process was focussed on what an open design would actually be a means to which
can be summarized as:

1. Open as a means to facilitate a faculty culture of collaboration across the university and
across disciplines

2. Open as a means to connect with a broader, global community
Open as means to challenge and expand existing understandings of student centre learning

4. Open as means to challenge ways of doing, in this case, the options and possibilities of
digital technology and mobile learning

5. Open as a means to make the lives of faculty easier in their pursuit of better teaching and
learning

6. Open as a means to create a sustainable approach to faculty development

Ultimately we did create content that fits quite nicely with the 5Rs, but the goal of our open
pedagogy design process was not to create OERs as a means towards or even as an essential
component of open pedagogy. The Agora was alternatively all of the ‘isms — behaviourism,
connectivism, constructivism, constructionism — but the ism doesn’t really matter. Importantly, the
open pedagogy design was at times technology-enabled and at times it didn’t use technology or the
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internet at all. OERs didn't allow us to practice a different pedagogy, rather the open pedagogy of
the Agora was a bricolage of activities and practices that at times resulted in OERs and at times
didn’t.

Pedagogy is primarily about practice: what teachers or learners do. Obviously, practice is and should
be driven by ideas and beliefs, but it is different from philosophy. Learner-centred teaching or learners
creating knowledge (with or without OER) is a pedagogy; ‘open’ is more of an idea and a value.
In other words, looking at the quotations above, open is more a philosophy, a way of thinking, that
informs practice, rather than the practice itself. However, this is a somewhat academic distinction. OER
is enabling changes in teaching practice. However, I prefer a broader vision for teaching in a digital age
than one so closely tied to OER.

11.4.5 Another vision for pedagogy in a digital age

The increasing availability of high quality open content is likely to facilitate the shift from information
transmission by the instructor to knowledge management by the learner. Also in a digital age there
is a need for greater focus on skills development embedded within a subject domain than on the
memorisation of content.

The use of open educational resources could enable these developments in a number of ways, such as:

* a learner-centered teaching approach that focuses on students accessing content on the
Internet (and in real life) as part of developing knowledge, skills and competencies defined
by the instructor, or learners managing their learning for themselves; however, content would
not be restricted to officially designated open educational resources, but to everything on the
Internet, because one of the core skills students will need is how to assess and evaluate
different sources of information;

+ a consortium of teachers or institutions creating common learning materials within a broader
program context, that can be shared both within and outside the consortium. However, not
only would the content be freely available, but also the underlying instructional principles,
learning outcomes, learner assessment strategies, what learner support is needed, learner
activities, and program evaluation techniques, so that other instructors or learners can adapt
all this to their own context. This approach is already being taken by:

o the Carnegie Mellon Open Learning Initiative

o to some extent by the UK Open University’s OpenLearn project

o the Virtual University of Small States of the Commonwealth

o OER Africa

o OERu
Overall, such developments are likely to lead to a severe reduction in lecture-based teaching and a move
towards more project work, problem-based learning and collaborative learning. It will also result in a
move away from fixed time and place written examinations, to more continuous, portfolio-based forms

of assessment.
The role of the instructor then will shift to providing guidance to learners on where and how to find
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content, how to evaluate the relevance and reliability of content, what content areas are core and what
peripheral, and to helping students analyse, apply and present information, within a strong learning
design that focuses on clearly defined learning outcomes, particularly with regard to the development of
skills. Students will work mainly online and collaboratively, developing multi-media learning artefacts
or demonstrations of their learning, managing their online portfolios of work, and editing and presenting
selected work for assessment.

This is a far broader vision of pedagogy than that built around the use of OER.

11.4.6 Conclusion

In summary:

* increasingly, educational resources are becoming more freely and more openly available for
teachers and learners;

* OER open up the possibility of greater student participation in the creation as well as the
selection of learning materials;

* itis essential to embed OER within a robust and appropriate teaching framework or
pedagogy that exploits the potential of OER;

- OER may lead to a new, open pedagogy, but more likely will lead to the greater
adoption and adaptation of existing teaching methods that benefit from the
potential of OER;

* itis also essential to create organizational environments or management frameworks that
encourage and support the development and use of high quality open educational resources;
they cannot successfully exist in a vacuum;

* what should drive open educational practices and use of OERs should be a broader vision of
teaching and learning that focuses on the knowledge and skills students need in a digital age.
OER should be embedded in a wider concept of pedagogy than just ‘open’ pedagogy.
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Activity 11.4 Contemplating open pedagogy

1. How does open pedagogy differ from other teaching methods such as experiential learning or
problem-based learning? What makes open pedagogy unique, if anything? Does it matter?

2. Look at one of the modules or topics you are currently teaching. How could you re-design it to

reflect an open pedagogical approach? What would be the advantages and disadvantages of doing
this?

3. What support beyond your commitment and time would be necessary for you to be able
successfully to integrate OER into your teaching?
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11.5 The implications of ‘open’ for course and program design: towards
a paradigm shift?

11.4.1 An open and free beach, Pie de la Cuesta, Mexico
Image: © Tony Bates 2015 CC BY-NC

Although in recent years MOOCs, emerging technologies and artificial intelligence have been
receiving all the media attention, I believe that developments in open educational resources, open
textbooks, open research and open data will be far more important and far more revolutionary. Here are
some reasons why.
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11.5.1 Nearly all educational content will be free and open

Eventually most academic content will be easily accessible and freely available through the Internet —
for anyone. This could well mean a shift in power from teachers and instructors to students. Students will
no longer be dependent on ‘live’ instructors as their primary source of content. Already some students
are skipping lectures at their local institution because the teaching of the topic is better and clearer on
OpenCourseWare, MOOCs or the Khan Academy. If students can access the best lectures or learning
materials for free from anywhere in the world, including the leading Ivy League universities, why would
they want to get content from a middling lecturer at Midwest State University? What is the added value
that this lecturer is providing for the students?

There are good answers to this question, but it means considering very carefully how content will
be presented and shaped by a teacher or instructor that makes it uniquely different from what students
can access elsewhere. For research professors this may include access to their latest, as yet unpublished,
research; for other instructors, it may be their unique perspective on a particular topic, and for others, a
unique mix of topics to provide an integrated, inter-disciplinary approach. What will not be acceptable
to most students is repackaging of ‘standard’ content that can easily be found elsewhere on the Internet
and at a higher quality.

Furthermore, if we look at knowledge management as one of the key skills needed in a digital age, it
may be better to enable students to find, analyze, evaluate and apply content than for instructors to do it
for them. If most content is available elsewhere, what students will look for increasingly from their local
institutions is support with their learning, rather than the delivery of content. This means directing them
to appropriate sources of content, helping when students are struggling with concepts, and providing
opportunities for students to apply their knowledge and to develop and practice skills. It means giving
prompt and relevant feedback as and when students need it. Above all, it means creating a rich learning
environment in which students can study (see Chapter 6). It means moving teaching from information
transmission to knowledge management, from selecting, structuring and delivering content to learner
support.

Thus for most students within their university or college (with the possible exception of the most
advanced research universities) the quality of the learning support will eventually matter more than the
quality of content delivery, which they can get from anywhere. This is a major challenge for instructors
who see themselves primarily as content experts and deliverers.

11.5.2 Modularisation


http://opentextbc.ca/teachinginadigitalage/part/chapter-5-building-an-effective-learning-environment/
http://opentextbc.ca/teachinginadigitalage/wp-content/uploads/sites/29/2015/01/Wei-large-line.jpg
http://opentextbc.ca/teachinginadigitalage/wp-content/uploads/sites/29/2015/01/Wei-large-line.jpg

11.5 The implications of ‘open’ for course and program design: towards a paradigm shift? 599

Figure 11.5.2 Four-sided pyramid, by Sol LeWitt, 1999
Image: CIliff, Flickr, © CC Attribution 2.0

The creation of open educational resources, either as small learning objects but increasingly as short
‘modules’ of teaching, from anywhere between five minutes to one hour of material, and the increasing
diversification of markets, is beginning to result in two of the key principles of OER being applied, re-
use and re-mix. In other words, the same content, available in an openly accessible digital form, may
be integrated into a range of different applications, and/or combined with other OER to create a single
teaching module, course or program, as in Scenario H.

Between 2015 to 2018, the Ontario government, through its online course development fund,
encouraged institutions to create OER. As a result, several universities brought together faculty within
their own institution but working in different departments that teach the same area of content (for
example, statistics) to develop ‘core’ OER that can be shared between departments. The logical next
step would be for statistics faculty across the Ontario system to get together and develop an integrated
set of OER modules on statistics that would cover substantial parts of the statistics curriculum. Working
together would have the following benefits:
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* higher quality by pooling resources (two subject expert heads are better than one, combined
with support from instructional designers and web producers);

* more OER than one instructor or institution could produce;
* subject coherence and lack of duplication;

» more likelihood of faculty in one institution using materials created in another if they have
had input to the selection and design of the OER from other institutions.

As the range and quality of OER increases, instructors (and students) will be able to build curriculum
through a set of OER ‘building blocks’. The aim would be to reduce instructor time in creating materials
and using their time more in supporting student learning than in delivering content. When they do create
original material, it can then be shared with other instructors.

11.5.3 Disaggregation of services

Open education and digitisation enable what has tended to be offered by institutions as a complete
bundle of services to be split out and offered separately, depending on the market for education and the
unique needs of individual learners. These different services could be as follows:
 academic guidance (assessment of learning needs; admission counselling)
* choice of educational goals/outcomes/competencies
* access to ‘open’ digital content in the form of OER or MOOCs
* learner support, including a choice of
o topic guidance (build a curriculum)
o tutoring on demand (for example, when students are ‘stuck’)
o different learning activities (tests, projects, etc.)
o feedback on learning activities
° assessment preparation
 assessment on demand
Learners will select and use those modules or services that best fit their needs. This is likely to be the

pattern for lifelong learners in particular. Some early indications of this process are already occurring,
although most of the really significant changes are yet to come.
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Figure 11.5.3 Disaggregation
Image: © Aaron ‘tango’ Tan, Flickr, CC Attribution 2.0

11.5.3.1 Admission and program counselling

This is a service already offered by Empire State University, a part of the State University of New York,
through its pre-enrollment advisers. Adult learners considering a return to study or a career change can
receive mentoring about what courses and combinations they can take from within the college that fit
with their previous life and their future wishes. In essence, within boundaries potential students are able
to design their own degree. In the future, some institutions might specialise in this kind of service at a
system level.

11.5.3.2 Build a curriculum

Students could be advised on an appropriate curriculum that can be built to fit their needs. For instance,
Dalhousie University’s Faculty of Computer Sciences has built a tool called Daedalus which basically
enables the construction of a map showing the inter-relatedness between specific learning outcomes
and course content, including course sequencing (see Contact North’s Pockets of Innovation for more
details).

Once such a map of a degree program or other qualification or curriculum has been built, students can
then navigate their own choice of courses or route through a curriculum — and perhaps negotiate what is
needed for a degree. This could just as easily be based on OER as classroom teaching.
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Figure 11.5.4 Daedalus. This shows the relationship between the pre-requisite courses for CSCI 2110 (below) and the
courses for which CSCI 2110 is a preparation (above). By clicking on each of the courses listed, students can see the
learning outcomes both needed before studying and what they should achieve after studying each course.
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11.5.3.3 Learner support

Students may have already determined what they want to study through the Internet, such as a MOOC.
What they are looking for is help with their studies: how to write assignments, where to look for
information, feedback on their work and thinking. They are not necessarily looking for a credit, degree
or other qualification, but if they are they will pay for assessment separately. Currently, students pay
private tutors for this service. However, it is feasible that institutions could also provide this service,
provided that a suitable business model can be built.

11.5.3.4 Assessment

Learners may feel that through prior study and work, they are able to take a challenge exam for credit.
Alternatively a learner may wish to present a portfolio of work to demonstrate their knowledge and
skills. All they require from the institution is a chance to be assessed. Institutions such as Western
Governors’ University or the Open Learning division of Thompson Rivers University are already
offering this service, and this would be a logical next step for the many other universities or colleges
with some form of prior learning assessment or PLAR.

11.5.3.5 ‘Assembled’ qualifications

Learners may have acquired a range of credits, badges or certificates from a range of different
institutions. The institution assesses these qualifications and experiences and helps the learner to take
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any further studies that are necessary, then awards the qualification. Prior learning assessment or PLAR
is one step in this direction, but not the only one.

11.5.3.6 A discount on fully online courses and programs

For learners who cannot or do not want to attend campus, the course fees would be lower for online
courses than for students receiving a full campus experience.

11.5.3.7 Open access to content

In this case, the learner is not looking for any qualification, but wants access to content, particularly new
and emerging knowledge. MOOCs are one example, but other examples include OpenLearn and open
textbooks.

11.5.3.8 The full campus experience

This would be the ‘traditional’ integrated package that full-time, campus-based students now receive.
This would though be fully costed and much more expensive than any of the other single disaggregated
services.

11.5.3.9 Funding models

Note that I have been careful not to link any of these services to a specific funding model. This is
deliberate, because it could be:

 covered through privatisation, where each service is separately priced and the user pays for
that service (but not for others not used);

« financed through a voucher system, whereby everyone at the age 18 is entitled to a notional
amount of financial support from the state for post-secondary education, and can pay for a
range of service from that voucher until their individual fund is exhausted,;

+ all or some services would be available for free as part of a publicly funded open education
system

» a mix of the above.

Whatever the funding model, institutions disaggregating services will need to be able to price different
services accurately.

11.5.3.10 The argument against disaggregation

There are also strong arguments against the disaggregation of services. Gallagher (2019) argues that the
successful colleges and universities of the future will be integrated: coherently and cohesively designed
to help students achieve a lifelong learning experience that is more than the sum of its parts.

However, this is not a question of either/or and should be driven to some extent by the needs of
learners at different points in their learning cycle. Most younger students coming from high school
probably will need an integrated college experience. However, working adults or students who have
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graduated may not want, need or can afford the full package. Disaggregation will provide the flexibility
needed for lifelong learning.

11.5.3.11 The need for more flexibility in services

In any case, there is now an increasing diversity of learners’ needs, from high school students wanting
full-time education, graduate students wanting to do research, and lifelong learners, most of whom will
have already passed through a publicly funded higher education system, wanting to keep learning either
for vocational or personal reasons. This increasing diversity of needs requires a more flexible approach
to providing educational opportunities in a digital age. Disaggregation of services and new models
of funding, combined with increased accessibility to free, open content, are some ways in which this
flexibility can be provided. For alternative views on this issue, see Carey, 2015; Large, 2015.

11.5.4 Conclusions

Despite all the hoopla around MOOC:s, they are essentially a dead end with regard to providing learners
who do not have adequate access to education with what they want: high quality qualifications. The main
barrier to education is not lack of cheap content but lack of access to programs leading to credentials,
either because such programs are too expensive, or because there are not enough qualified teachers, or
both. Making content free is not a waste of time (if it is properly designed for secondary use), but it still
needs a lot of time and effort to integrate it properly within a learning framework.

Open educational resources do have an important role to play in online education, but they need to be
properly designed, and developed within a broader learning context that includes the critical activities
needed to support learning, such as opportunities for student-instructor and peer interaction, and within
a culture of sharing, such as consortia of equal partners and other frameworks that provide a context that
encourages and supports sharing. In other words, OER need skill and hard work to make them useful,
and selling them as a panacea for education does more harm than good.

Although open and flexible learning and distance education and online learning mean different things,
the one thing they all have in common is an attempt to provide alternative means of high quality
education or training for those who either cannot take conventional, campus-based programs, or choose
not to.

Lastly, there are no insurmountable legal or technical barriers now to making educational material
free. The successful use of OER does though require a particular mindset among both copyright holders
— the creators of materials — and users — teachers and instructors who could use this material in their
teaching. Thus the main challenge is one of cultural change.

In the end, a well-funded public higher education system remains the best way to assure access
to higher education for the majority of the population. Having said that, there is enormous scope for
improvements within that system. Open education and its tools offer a most promising way to bring
about some much needed improvements.

11.5.5 The future is yours

This is just my interpretation of how approaches to ‘open’ content and resources could radically change
the way we teach and how students will learn in the future. At the beginning of this chapter there is a
scenario I created which suggests how this might play out in one particular program.

More importantly, there is not just one future scenario, but many. The future will be determined by
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a host of factors, many outside the control of teachers and instructors. But the strongest weapon we
have as teachers is our own imagination and vision. Open content and open learning reflect a particular
philosophy of equality and opportunity created through education. There are many different ways in
which we as teachers, and even more our learners, can decide to apply that philosophy. However, the
technology now offers us many more choices in making these decisions. Thus there is scope for many
more scenarios that aim to extend access and educational opportunities.

References and further reading

Carey, K. (2015) The End of College New York: Riverhead Books
Large, L. (2015) Rebundling College Inside Higher Ed, April 7
Gallagher, C. (2019) Integrative Learning for a Divided World Baltimore ML: John Hopkins Press

Activity 11.5 Build your own scenario

1. Re-read Scenario H. Could you build a future scenario for your own courses and programs, that exploit fully
the use of OER and different delivery modes?

(This will be easier and more effective if you could do this with a range of other faculty, instructional
designers and web producers, through, for instance, a faculty development workshop).

\ J

Key Takeaways

1. Open educational resources offer many benefits but they need to be well designed and embedded within
a rich learning environment to be effective.

2. The increasing availability of OER, open textbooks, open research and open data means that in future,
almost all academic content will be open and freely accessible over the Internet.

3. As a result, students will increasingly look to institutions for learning support and help with the
development of skills needed in a digital age rather than with the delivery of content. This will have major
consequences for the role of teachers/instructors and the design of courses.

4. OER and other forms of open education will lead to increased modularization and disaggregation of
learning services, which are needed to respond to the increasing diversity of learner needs in a digital age.

5. MOOC:s are essentially a dead end with regard to providing learners who do not have adequate access to
education with high quality qualifications. The main value of MOOC:s is in providing opportunities for non-
formal education and supporting communities of practice.

6. OER, MOOCs, open textbooks and other digital forms of open-ness are important in helping to widen
access to learning opportunities, but ultimately these are enhancements rather than a replacement for a well-
funded public education system, which remains the core foundation for enabling equal access to educational
opportunities.
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Chapter 12: Ensuring quality teaching in a digital age

Purpose of the chapter

When you have read this chapter, and in conjunction with what has been learned in previous chapters, you
should be able to:
* define quality in terms of teaching in a digital age;
* determine what your preferred approaches are to teaching and learning;
+ decide what mode of delivery is most appropriate for any course you are responsible for;
 understand why teamwork is essential for effective teaching in a digital age;
» make best use of existing resources for any course;
» choose and use the right technology and tools to support your learning;
* set appropriate learning goals for teaching in a digital age;
* design an appropriate course structure and set of learning activities;
* know when and how to communicate with learners;

* evaluate your teaching, make necessary improvements, and improve your teaching through
further innovation.

What is covered in this chapter

* 12.1 What do we mean by quality when teaching in a digital age?

» 12.2 Nine steps to quality teaching in a digital age
» 12.3 Step One: Decide how you want to teach

» 12.4 Step two: what kind of course or program?

» 12.5 Step three: work in a team

» 12.6 Step four: build on existing resources

» 12.7 Step five: master the technology

» 12.8 Step six: set appropriate learning goals
» 12.9 Step seven: design course structure and learning activities
» 12.10 Step eight: communicate, communicate, communicate

» 12.11 Step nine: evaluate and innovate
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» 12.12 Building a strong foundation of course design

Also in this chapter you will find the following activities:

 Activity 12.1 Defining quality in teaching and learning
 Activity 12.2 There is no activity for this section

» Activity 12.3 Re-thinking your teaching
» Activity 12.4 Which mode of delivery?

+ Activity 12. 5 There is no activity for this section

» Activity 12.6 Building on existing resources
» Activity 12.7 Mastering the technology

» Activity 12.8 Setting learning goals

e Activity 12.9 Structuring yvour course or program

» Activity 12.10 Communicating with your students
» Activity 12.11 Evaluating your course or program

* Activity 12.12 There is no activity for this section.

Key Takeaways

1. For the purposes of this book, quality is defined as: teaching methods that successfully help learners
develop the knowledge and skills they will require in a digital age.

2. Formal national and institutional quality assurance processes do not guarantee quality teaching and
learning. In particular, they focus on past ‘best’ practices, processes to be done before actual teaching, and
often ignore the affective, emotional or personal aspects of learning. Nor do they focus particularly on the
needs of learners in a digital age.

3. New technologies and the needs of learners in a digital age require a re-thinking of traditional campus-
based teaching, especially where it is has been based mainly on the transmission of knowledge. This means re-
assessing the way you teach and determining how you would really like to teach in a digital age. This requires
imagination and vision rather than technical expertise.

4. Tt is important to determine the most appropriate mode of delivery, based on teaching philosophy, the
needs of students, the demands of the discipline, and the resources available.

5. It is best to work in a team. Blended and especially fully online learning require a range of skills that most
instructors are unlikely to have. Good course design not only enables students to learn better but also controls
faculty workload. Courses look better with good graphic and web design and professional video production.
Specialist technical help frees up instructors to concentrate on the knowledge and skills that students need to
develop.

6. Full use should be made of existing resources, including institutionally-supported learning technologies,
open educational resources, learning technology staff, and the experience of your colleagues.

7. The main technologies you will be using should be mastered, so you are professional and knowledgeable
about their strengths and weaknesses for teaching.
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8. Learning goals that are appropriate for learners in a digital age need to be set. The skills students need
should be embedded within their subject domain, and these skills should be formally assessed.

9. A coherent and clearly communicable structure and learning activities for a course should be developed
that are manageable in terms of workload for both students and instructor.

10. Regular and on-going instructor/teacher presence, especially when students are studying partly or wholly
online, is essential for student success. This means effective communication between teacher/instructor and
students. It is particularly important to encourage inter-student communication, either face-to-face or online.

11. The extent to which the new learning goals of re-designed courses aimed at developing the knowledge
and skills needed in a digital age have been achieved should be carefully evaluated and ways in which the
course could be improved should be identified.







12.1 What do we mean by quality when teaching in a digital age?

Image: © Wikipedia Commons

If you have followed the journey through all the previous chapters of this book, you will have been
subject to a great deal of information: philosophical, empirical, technological, and administrative, set
within a framework of issues related to the needs of learners in a digital age. It is now time to pull all
this together into a pragmatic set of action steps that will enable you to apply these ideas and concepts
within the everyday circumstances of teaching.

Thus the aim of this chapter is to provide some practical guidelines for teachers and instructors to
ensure quality teaching in a digital age. This will mean drawing on all the previous chapters in this book,
so there will inevitably be some repetition in this chapter of the content of earlier chapters. They aim
here is to pull it all together towards developing quality digitally-based courses and programs fit for a
digital age.
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. Before I do this, however, it is necessary to clarify what is meant by ‘quality’ in teaching and
learning, because I am using ‘quality’ here in a very specific way.

12.1.1 Definitions

Probably there is no other topic in education which generates so much discussion and controversy as
‘quality’. Many books have been written on the topic, but I will cut to the chase and give my definition
of quality up-front. For the purposes of this book, quality is defined as:

teaching methods that successfully help learners develop the knowledge and skills they will
require in a digital age.

This of course is my short answer to the question of what is quality. A longer answer means looking,
at least briefly, at:
* institutional and degree accreditation;
* internal (academic) quality assurance processes;

« differences in quality assurance between traditional classroom teaching and online and
distance education;

* the relationship between quality assurance processes and learning outcomes;

* ‘quality assurance fit for purpose’: meeting the goals of education in a digital age.

This will then provide the foundations for my recommendations for quality teaching that will follow in
this chapter.

12.1.2 Institutional and degree accreditation

Most governments act to protect consumers in the education market by ensuring that institutions are
properly accredited and the qualifications they award are valid and are recognised as of being of
‘quality.” However, the manner in which institutions and degrees are accredited varies a great deal. The
main difference is between the USA and virtually any other country.

The U.S. Department of Education’s Network for Education Information states in its description of
accreditation and quality assurance in the USA:

Accreditation is the process used in U.S. education to ensure that schools, postsecondary
institutions, and other education providers meet, and maintain, minimum standards of quality and
integrity regarding academics, administration, and related services. It is a voluntary process based
on the principle of academic self-governance. Schools, postsecondary institutions and programs
(faculties) within institutions participate in accreditation. The entities which conduct accreditation
are associations comprised of institutions and academic specialists in specific subjects, who
establish and enforce standards of membership and procedures for conducting the accreditation
process.

Both the federal and state governments recognize accreditation as the mechanism by which
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institutional and programmatic legitimacy are ensured. In international terms, accreditation by a
recognized accrediting authority is accepted as the U.S. equivalent of other countries’ ministerial
recognition of institutions belonging to national education systems.

In other words, in the USA, accreditation and quality assurance is effectively self-regulated by
the educational institutions through their control of accreditation agencies, although the government
does have some ‘weapons of enforcement’, mainly through the withdrawal of student financial aid for
students at any institution that the U.S. Department of Education deems to be failing to meet standards.

In many other countries, government has the ultimate authority to accredit institutions and approve
degrees, although in countries such as Canada and the United Kingdom, this too is often exercised
by arm’s length agencies appointed by government, but consisting mainly of representatives from the
various institutions within the system. These bodies have a variety of names, but Degree Quality
Assurance Board is a typical title. However, in recent years, some regulatory agencies such as the United
Kingdom’s Quality Assurance Agency for Higher Education have adopted formal quality assurance
processes based on practices that originated in industry. The U.K. QAA’s revised Quality Code for
Higher Education is set out below:

The UK Quality Code

Expectations for standards | Expectations for quality

The academic standards of courses meet the requirements of the relevant national
qualifications framework.

Courses are well-designed, provide a high-quality academic experience for all
students and enable a student’s achievement to be reliably assessed.

The value of qualifications awarded to students at the point of qualification and over
time is in line with sector-recognised standards.

From admission through to completion, all students are provided with the support
that they need to succeed in and benefit from higher education.

Core practices

The provider ensures that the threshold
standards for its qualifications are
consistent with the relevant national
qualifications frameworks.

The provider ensures that students who
are awarded qualifications have the
opportunity to achieve standards beyond
the threshold level that are reasonably
comparable with those achieved in other
UK providers.

Where a provider works in partnership
with other organisations, it has in place
effective arrangements to ensure that
the standards of its awards are credible
and secure irrespective of where or how
courses are delivered or who delivers
them.

The provider uses external expertise,
assessment and classification processes
that are reliable, fair and transparent.

Common practices

The provider reviews its core practices
for standards regularly and uses the
outcomes to drive improvement and
enhancement.

Core practices

The provider has a reliable, fair and
inclusive admissions system.

The provider designs and/or delivers
high-quality courses.

The provider has sufficient appropriately
qualified and skilled staff to deliver a
high-quality academic experience.

The provider has sufficient and
appropriate facilities, learing resources
and student support services to deliver
a high-quality academic experience.

The provider actively engages students,
individually and collectively, in the
quality of their educational experience.

The provider has fair and transparent
procedures for handling complaints
and appeals which are accessible to all
students.

Where the provider offers research
degrees, it delivers these in appropriate
and supportive research environments.

Where a provider works in partnership
with other organisations, it has in place
effective arrangements to ensure that
the academic experience is high-quality
irrespective of where or how courses
are delivered and who delivers them.

The provider supports all students
to achieve successful academic and
professional outcomes.

Common practices

The provider reviews its core practices
for quality regularly and uses the
outcomes to drive improvement and
enhancement.

The provider’s approach to managing
quality takes account of external
expertise.

The provider engages students
individually and collectively in

the development, assurance and
enhancement of the quality of their
educational experience.

Figure 12.1.2 The UK Higher Education Quality Code (accessed September, 2019)
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However, although hardly contentious, such system-wide codes are too general for the specifics of
ensuring quality in a particular course. Many institutions as a result of pressure from external agencies
have therefore put in place formal quality assurance processes over and beyond the normal academic
approval processes (see Clarke-Okah and Daniel, 2010, for a typical, low-cost example).

12.1.3 Internal quality assurance

It can be seen then that the internal processes for ensuring quality programs within an institution
are particularly important. Although again the process can vary considerably between institutions, at
least in universities the process is fairly standard.

12.1.3.1 Assuring the quality of a program

A proposal for a new degree will usually originate from a group of faculty/instructors within a
department. The proposal will be discussed and amended at departmental and/or Faculty meetings, then
once approved will go to the university senate for final approval. The administration in the form of the
Provost’s Office will usually be involved, particularly where resources, such as new appointments, are
required.

Although this is probably an over-generalisation, significantly the proposal will contain information
about who will teach the course and their qualifications to teach it, the content to be covered within
the program (often as a list of courses with short descriptions), a set of required readings, and usually
something about how students will be assessed. Increasingly, such proposals may also include broad
learning outcomes for the program.

If there is a proposal for courses within a program or the whole program to be delivered fully online,
it is likely that the proposal will come under greater internal scrutiny. What is unlikely to be included in
a proposal though is what methods of teaching will be used. This is usually considered the responsibility
of individual faculty members or the individual teacher (unless you are an adjunct or contract instructor).
It is this aspect of quality — the effectiveness of the teaching method or learning environment for
developing the knowledge and skills in a digital age — with which this chapter is concerned.

12.1.3.2 Assuring the quality of classroom teaching

There are many guidelines for quality traditional classroom teaching. Perhaps the most well known are
those of Chickering and Gamson (1987), based on an analysis of 50 years of research into best practices
in teaching. They argue that good practice in undergraduate education:

Encourages contact between students and faculty.

Develops reciprocity and cooperation among students.

Encourages active learning.

Gives prompt feedback.

Emphasizes time on task.

o kA W N

Communicates high expectations.
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7. Respects diverse talents and ways of learning.
However, these standards should apply equally to both face-to-face and online teaching.
12.1.3.3 Quality in online courses and programs

Because online learning was new and hence open to concern about its quality, there have also been many
guidelines, best practices and quality assurance criteria created and applied to online programming.
All these guidelines and procedures have been derived from the experience of previously successful
online programs, best practices in teaching and learning, and research and evaluation of online teaching
and learning. A comprehensive list of online quality assurance standards, organizations and research on
online learning can be found in Appendix 2.

Jung and Latchem (2012), in a review of quality assessment processes in a large number of online
and distance education institutions around the world, make the following important points about quality
assurance processes for online and distance education within institutions:

+ focus on outcomes as the leading measure of quality;

* take a systemic approach to quality assurance;

* see QA as a process of continuous improvement;

* move the institution from external controls to an internal culture of quality;

 poor quality has very high costs so investment in quality is worthwhile.

Ensuring quality in online learning is not rocket science. There is no need to build a bureaucracy around
this, but there does need to be some mechanism, some way of monitoring instructors or institutions when
they fail to meet these standards. However, we should also do the same for campus-based teaching. As
more and more already accredited (and ‘high quality’) campus-based institutions start moving into
hybrid learning, the establishment of quality in the online learning elements of programs will become
even more important.

12.1.4 Consistency in applying quality standards

There are plenty of evidence-based guidelines for ensuring quality in teaching, both face-to-face and
online. The main challenge then is to ensure that teachers and instructors are aware of these best
practices and that institutions have processes in place to ensure that guidelines for quality teaching are
implemented and followed.

Quality assurance methods are valuable for agencies concerned about rogue private providers, or
institutions using online learning to cut corners or reduce costs without maintaining standards (for
instance, by hiring untrained adjuncts, and giving them an unacceptably high teacher-student ratio to
manage). QA methods can be useful for providing instructors new to teaching with technology, or
struggling with its use, with models of best practice to follow. But for any reputable state university or
college, the same quality assurance standards should apply equally to face-to-face and online teaching,
even if slightly adjusted for the difference in delivery method.


https://www.routledge.com/Quality-Assurance-and-Accreditation-in-Distance-Education-and-e-Learning/Jung-Latchem/p/book/9780415887359

616 Chapter 12: Ensuring quality teaching in a digital age

12.1.5 Quality assurance, innovation and learning outcomes

Most QA processes are front-loaded, in that they focus on inputs — such as the academic qualifications
of faculty, or the processes to be adopted for effective teaching, such as clear learning objectives, or
systems-based course design methods, such as ADDIE — rather than outputs, such as what students
have actually learned. QA processes also tend to be backward-looking, that is, they focus on past best
practices.

This needs to be considered especially when evaluating new teaching approaches. Butcher and
Hoosen (2014) state:

The quality assurance of post-traditional higher education is not straightforward, because
openness and flexibility are primary characteristics of these new approaches, whereas
traditional approaches to quality assurance were designed for teaching and learning within
more tightly structured frameworks.

However, Butcher and Hoosen (2014) go on to say that:

fundamental judgements about quality should not depend on whether education is provided
in a traditional or post-traditional manner ...the growth of openness is unlikely to demand
major changes to quality assurance practices in institutions. The principles of good quality
higher education have not changed.... Quality distance education is a sub-set of quality
education...Distance education should be subject to the same quality assurance mechanisms
as education generally.’

Such arguments though offer a particular challenge for teaching in a digital age, where learning
outcomes need to include the development of skills such as independent learning, facility in using
social media for communication, and knowledge management, skills that have often not been explicitly
identified in the past. Quality assurance processes are not usually tied to specific types of learning
outcomes, but are more closely linked to general performance measures such as course completion rates,
time to degree completion, or grades based on past learning goals.

Furthermore, we have already seen in Chapters 9, 10 and 11 that new media and new methods of
teaching are emerging that have not been around long enough to be subject to analysis of best practices.
A too rigid view of quality assessment based on past practices could have serious negative implications
for innovation in teaching and for meeting newly emerging learning needs. ‘Best practice’ may need
occasionally to be challenged, so new approaches can be experimented with and evaluated.

12.1.6 Getting to the essence of quality

Institutional accreditation, internal procedures for program approval and review, and formal quality
assurance processes, while important, particularly for external accountability, do not really get to the
heart of what quality is in teaching and learning. They are rather like the pomp and circumstance of
state occasions. The changing of the guard in front of the palace is ceremonial, rather than a practical
defence against revolution, invasion or a terrorist attack on the President or the monarchy. As important
as ceremonies and rituals are to national identity, a strong state is bound by deeper ties. Similarly, an
effective school, college or university is much more than the administrative processes that regulate
teaching and learning.
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At its worst, quality management can end up with many boxes on a questionnaire being ticked,
in that the management processes are all in place, without in fact investigating whether students are
really learning more or better as a result of using technology. In essence, teaching and learning are very
human activities, often requiring for success a strong bond between teacher and learner. There is a
powerful affective or motivational aspect of learning, which a ‘good’ teacher can tap into and steer.

One reason for the concern of many teachers and instructors about using technology for teaching is
that it will be difficult or even impossible to develop that emotional bond that helps see a learner through
difficulties or inspires someone to greater heights of understanding or passion for the subject. However,
technology is now flexible and powerful enough, when properly managed, to enable such bonds to be
developed, not only between teacher and learner, but also between learners themselves, even though they
may never meet in person.

Thus any discussion of quality in education needs to recognise and accommodate these affective or
emotional aspects of learning. This is a factor that is too often ignored in behaviourist approaches to
the use of technology or to quality assurance. Consequently, in what follows in this chapter, as well as
incorporating best practices in technical terms, the more human aspects of teaching and learning are
considered, even or especially within technology-based learning environments.

12.1.7 Quality assurance: fit for purpose in a digital age

At the end of the day, the best guarantees of quality in teaching and learning fit for a digital age are:

+ well-qualified subject experts also well trained in both teaching methods and the use of
technology for teaching;

* highly qualified and professional learning technology support staff;
* adequate resources, including appropriate teacher/student ratios;
+ appropriate methods of working (teamwork, project management);

* systematic evaluation leading to continuous improvement.

Much more attention needs to be directed at what campus-based institutions are doing when they move
to hybrid or online learning. Are they following best practices, or even better, developing innovative,
better teaching methods that exploit the strengths of both classroom and online learning? The design
of xMOOC:s and the high drop-out rates in the USA of many two year colleges new to online learning
suggest they are not.

If the goal or purpose is to develop the knowledge and skills that learners will need in a digital
age, then this is the ‘standard’ by which quality should be assessed, while at the same time taking
into account what we already know about general best practices in teaching. The recommendations for
quality teaching in a digital age that follow in this chapter are based on this key principle of ‘fit for
purpose’.

References and further reading
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Education’ Washington Center News (originally published in AAHE Bulletin, March 1987)
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Activity 12.1 Defining quality in teaching and learning

What do you think of the current system of

* institutional accreditation and

+ internal quality assurance processes?

Do these current processes guarantee quality in teaching and learning for a digital age? If not, why not?
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12.2 Nine steps to quality teaching in a digital age

Figure 12.2.1 Stepping stones, Dovedale, UK Image: Tony Bates

In the previous section, I pointed out that there are lots of excellent quality assurance standards,
organizations and research available online, and I’m not going to duplicate these. Instead, I’'m going to
suggest a series of practical steps towards implementing such standards.

12.2.1 An alternative to using the ADDIE model to assure quality

I am assuming that all the standard institutional processes towards program approval have been taken,
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although it is worth pointing out that it might be worth thinking through my nine steps outlined
below before finally submitting a proposal for a new blended or online course or program. My nine steps
approach would also work when considering the redesign of an existing course.

The ‘standard’ quality practice for developing a fully online course would be to develop a systems
approach to design through something like the ADDIE model (see Chapter 4, Section 3). Puzziferro and
Shelton (2008) provide an excellent example.

However, I have already pointed to some of the limitations of a systems approach in the volatile,
uncertain, chaotic and ambiguous digital age (Chapter 4, Section 7), and in any case, I think we need a
process that works not only for fully online courses but also for face-to-face, blended and hybrid courses
and programs. So I am aiming for a more flexible but still systematic approach to quality course design,
but broad enough to include a wide range of delivery methods. To get a sense of the difference in my
approach to a ‘standard’ systems model, the ADDIE model wouldn’t kick in until around Step 6 below.

Furthermore, it is not enough just to look at the actual teaching of the course, but also at building
a complete learning environment in which the learning will take place (see Chapter 6). So to provide a
quality framework, I will outline nine steps, although they are more likely to be developed in parallel
than sequentially. Nevertheless there is a logic to the order.

Step 1: Decide how you want to teach

Step 2: Decide on mode of delivery

Step 3: Work in a Team

Step 4: Build on existing resources

Step 5: Master the technology

Step 6: Set appropriate learning goals

Step 7: Design course structure and learning activities

Step 8: Communicate, communicate, communicate

L ©° N kA W

Step 9: Evaluate and innovate
These steps will draw on material from earlier in this book. Indeed, if you have been doing the activities

thoroughly, you may already be able to answer the questions raised as you work through each of the nine
steps.

Reference

Puzziferro, M., & Shelton, K. (2008). A model for developing high-quality online courses: Integrating a
systems approach with learning theory Journal of Asynchronous Learning Networks, Vol. 12, Nos. 3-4
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12.3 Step One: Decide how you want to teach

From this:

12.3.1 How do I want to teach?
Image: Remix © by Tony Bates, 2010: original photos: UBC Library

Of all the nine steps, this is the most important, and, for most instructors, the most challenging, as it
may mean changing long established patterns of behaviour.

12.3.1 How would | really like to teach this course?

This question asks you to consider your basic teaching philosophy. What is my role as an instructor? Do
I take an objectivist view, that knowledge is finite and defined, that I am an expert in the subject matter
who knows more than the students, and thus my job is to ensure that I transfer as effectively as possible
that information or knowledge to the student? Or do I see learning as individual development where my
role is to help learners to acquire the ability to question, analyse and apply information or knowledge?
Do I see myself more as a guide or facilitator of learning for students? Or maybe you would like
to teach in the latter way, but you are faced in classroom teaching with a class of 200 students which
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forces you to fall back on a more didactic form of teaching. Or maybe you would like to combine both
approaches but can’t because of the restrictions of timetables and curriculum.

Chapters 2, 3 and 4 set out some of the choices available to you in deciding how you want to teach, in
terms of overall philosophy.

12.3.2 What’s wrong with the way I’'m teaching at the moment?

Another place to start would be by thinking about what you don’t like about the current course(s) you
are teaching. Is there too much content to be covered? Could you deal with this in another way, perhaps
by getting students to find, analyse and apply content to solve problems or do research? Could you focus
more on skills in this context? If so, how could you provide appropriate activities to enable students to
practice these skills? How much of this could they do on their own, so you can manage your workload
better?

Are the students too diverse, in that some students really struggle while others are impatient to move
ahead? How could I make the teaching more personalised, so that students at all levels of ability could
succeed in this course? Could I organise my teaching so that students who struggle can spend more time
on task, or those that are racing ahead have more advanced work to do?

Or perhaps you are not getting enough discussion or critical thinking because the class is too large.
Could you use technology and re-organise the class differently to get students studying in small groups,
but in such a way you can monitor and guide the discussions? Can you break the work up into chunks
that the students should be able to do on their own, such as mastering the content, so you can focus on
discussion and critical thinking with students when they come to class?

For instance, by moving a great deal of the content online, maybe you can free up more time for
interaction with students, in large or smaller groups, either in class or online, and at the same time reduce
the number of lectures to large classes. Some instructors have redesigned large lecture classes of 200
students, by breaking down the class into 10 groups, moving much of the lecture material online, and
then the instructor spends at least one week with each of the 10 groups in online discussion, interaction
and group activities, thus getting more interaction with all the students.

In another context, do you feel restricted by the limitations of what can be done in labs or workshops,
because of the time it takes to set up experiments or equipment, or because students don’t really have
enough hands-on time? Could I re-organise the teaching so that students do a lot of preparation online,
so they can concentrate in the lab or workshop on what they have to do by hand. Could they report on
their lab or workshop experiences afterwards, online, through an e-portfolio, for instance? Can I find
good open educational resources, such as video or simulations, that would reduce the need for lab time?
Or could I create good quality demonstration videos, so I can spend more time talking with students
about the implications?

Finally, are you just overloaded with work on this course, because there are too many student
questions to be answered, or too many assignments to mark? How could you re-organise the course to
manage your work-load more easily? Could students do more by working together and helping each
other? if so, how would you create groups that might meet this goal? Could you change the nature of the
assignments so that students do more project work, and slowly build e-portfolios of their work during the
course so you can more easily monitor their progress, while at the same time building up an assessment
of their learning?
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12.3.3 Use technology to re-think your teaching

Considering using new technologies or an alternative delivery method will give you an opportunity to
rethink your teaching, perhaps to be able to tackle some of the limitations of classroom teaching, and to
renew your approach to teaching. One way to help you rethink how you want to teach is to think of how
you could build a rich learning environment for the course (see Chapter 6).

Using technology or moving part or all of your course online opens up a range of possibilities for
teaching that may not be possible in the confines of a scheduled three credit weekly semester of lectures
(see Chapter 4). It may mean not doing everything online, but focusing the campus experience on what
can only be done on campus. Alternatively, it may enable you to totally rethink the curriculum, to exploit
some of the benefits of online learning, such as getting students to find, analyse and apply information
for themselves.

Thus if you are thinking about a new course, or redesigning one that you are not too happy with,
take the opportunity before you start teaching the course or program to think about how you’d really
like to be teaching, and whether this can be accommodated in a different learning environment. It’s not
a decision you have to make immediately though. As you work through the nine steps, it will become
easier to make this decision. The important point is to be open to doing things differently.

Chapter 4 and Chapters 10 and 11 suggest a variety of approaches to teaching that might fit with the
answers to some of these questions.

12.3.4 What NOT to do

However, you can be sure of one thing. If you merely put your lecture notes up on the web, or record
your 50 minute lectures for downloading, then you are almost certain to have lower student completion
rates and poorer grades than for your face-to-face class. I make this point because it is tempting for
face-to-face instructors merely to move their method of classroom teaching online, such as using lecture
capture for students to download recorded classroom lectures at home, or using web conferencing to
deliver live lectures over the internet. However there is much evidence to suggest that doing this does
not lead to good results (see for instance, Figlio, Rush and Yin, 2010).

The problem with just moving lectures online is that it fails to take account of a key requirement for
most online learners: flexibility. When students are studying online, their needs are different from when
they are in class. Restricted ‘office hours’ when the instructor is available for students do not provide the
flexibility of contact that students need when working online. Students tend to work in smaller chunks
of time when studying online, in several short bursts, and rarely more than an hour without a break.
Online work then needs to be broken up into manageable ‘chunks.” A synchronous web cast may be
scheduled at times when online students are working. More importantly, online learning allows us to
deliver content or information in ways that lead to better learning than through a one hour lecture.

Thus it is important to design teaching in such a way that it best suits the different modes of learning
that students will use. Fortunately, there has been a lot of experience and research that have identified
the key design principles for both classroom and online teaching. This is what the next eight steps are
about.

12.3.5 Achance tofly

Technologies and new modes of delivery open up wonderful opportunities to rethink completely the
teaching process. Teachers and instructors with deep knowledge of their subject can now find many
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unique and exciting ways to open up their teaching and to integrate their research into their teaching.
The main restriction now is not time nor money, but lack of imagination. Those with the imagination
will be able to fly into previously unthinkable ways of teaching their subject.

Reference

Figlio, D., Rush, N. and Yin, L. (2010) Is it Live or is it Internet? Experimental Estimates of the Effects
of Online Instruction on Student Learning Cambridge MA: National Bureau of Economic Research

1. Can you write down your philosophy of teaching — how you’d really like to teach your subject, if you
weren’t constrained?

2. What are the main problems you are facing at the moment with your classroom teaching?

3. Now think whether, by moving a course online, you could teach in new ways that better fit your
philosophy of teaching, with the increased flexibility of access and the resources available through the Internet.
What would your teaching approach now look like?

There is no feedback provided for this activity: it is for your reflection.
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12.4 Step two: what kind of course or program?

<€ blended —m8

face-to- classroom flipped hybrid fullyonline
face aids (distance)

———— it
no technology (delivery) all technology

Figure 12.4.1 The continuum of technology-based teaching (from Chapter 10)

12.4.1 Choosing mode of delivery

Determining what kind of course in terms of the mix of face-to-face and online teaching is the natural
next step after considering how you want to teach a course. This topic has been dealt with extensively in
Chapter 10, so to summarise, there are four factors or variables to take into account when deciding what
‘mix’ of face-to-face and online learning will be best for your course:

* your preferred teaching philosophy — how you like to teach (see Step 1)

« the needs of the students (or potential students)

* the demands of the discipline

* the resources available to you.

Although an analysis of all the factors is an essential set of steps to take in making this decision, in the
end it will come down to a mainly intuitive decision, taking into account all the factors. This becomes
particularly important when looking at a program as a whole.
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12.4.2 Who should make the decision?

While individual instructors should be heavily involved in deciding the best mix of online and face-
to-face teaching in their specific course, it is worth thinking about this on a program rather than an
individual course basis. For instance, if we see the development of independent learning skills as a key
program outcome, then it might make sense to start in the first year with mainly face-to-face classes, but
gradually over the length of the program introduce students to more and more online learning, so that
the end of a four year degree they are able and willing to take some of their courses fully online.

Certainly every program should have a mechanism for deciding not only the content and skills or
the curriculum to be covered in a program, but also how the program will be delivered, and hence
the balance or mix of online and face-to-face teaching throughout the program. This should become
integrated into an annual academic planning process that looks at both methods of teaching as well as
content to be covered in the program (see Bates and Sangra, 2011).

Reference

Bates, A. and Sangra, A. (2011) Managing Technology in Higher Education San Francisco:
Jossey—Bass/John Wiley and Co

Activity 12.3 Which mode of delivery?

If you did not do Activities 10.2, 10.3, 10.4, go back and do them now.

If you have done these activities, review your answers in terms of deciding on the best mix of face-to-face
and online teaching for your course.

There is no feedback provided for this activity.
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12.5 Step three: work in a team

Figure 12.5.1 Work in a team

One of the strongest means of ensuring quality is to work as a team. This is addressed at several points
in the book, such as Chapter 9, Section 7, Chapter 10, Section 4, and Chapter 13, Sections 3 and 5.

12.5.1 Why work in a team?

For many teachers and instructors, classroom teaching is an individual, largely private activity between
the instructor and students. Teaching is a very personal affair. However, blended and especially fully
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online learning are different from classroom teaching. They require a range of skills that most teachers
and instructors, and particularly those new to online teaching, are unlikely to have, at a least in a
developed, ready-to-use form.

The way an instructor interacts online has to be organized differently from in class, and particular
attention has to be paid to providing appropriate online activities for students, and to structuring content
in ways that facilitate learning in an asynchronous online environment. Good course design is essential
to achieve quality in terms of developing the knowledge and skills needed in a digital age. These are
pedagogical issues, in which most post-secondary instructors have had little training. In addition, there
are also technology issues. Novice teachers and instructors are likely to need help in developing graphics
or video materials, for example.

Another reason to work in a team is to manage workload. There is a range of technological activities
that are not normally required of classroom teachers and instructors. Just managing the technology will
be extra work if instructors do it all themselves. Also, if the online component of a course is not well
designed or integrated with the face-to-face component, if students are not clear what they should do,
or if the material is presented in ways that are difficult to understand, the teacher or instructor will
be overwhelmed with student e-mail. Instructional designers, who work across different courses, and
who have training in both course design and technology, can be an invaluable resource for novices
teaching online for the first time.

Thirdly working with colleagues in the same department who are more experienced in online learning
can be a very good means to get quickly to a high quality online standard, and again can save time. For
instance, in one university I worked in, three faculty members in the same department were developing
different courses with online components. However, these courses often needed graphics of the same
equipment discussed in all three courses. The three instructors got together, and worked with a graphic
designer to create high quality graphics that were shared between all three instructors. This also resulted
in discussions about overlap and how best to make sure there was better integration and consistency
between the three courses. They could do this with their online courses more easily than with the
classroom courses, because the online course materials can be more easily shared and observed.

Lastly, especially where large lecture classes are being re-designed, there may be a cohort of teaching
assistants that may need to be trained, organised and managed. In some institutions, part-time adjunct
faculty will also need to be involved. This means clarifying roles for the senior faculty member, the
adjunct or contract faculty, the teaching assistants, and the learning technology support staff.

For many teachers and instructors, developing teaching in a team is a big cultural shift. However,
the benefits of doing this for online or blended learning are well worth the effort. As teachers and
instructors become more experienced in blended and online learning, there is less need for the help of
an instructional designer, but many experienced instructors now prefer to continue working in a team,
because it makes life so much easier for them.

12.5.2 Who is in the team?

This will depend to some extent on the size of the course. In most cases, for a blended or online
course with one main faculty member or subject expert, and a manageable number of students, the
instructor will normally work with an instructional designer, who in turn can call on more specialist staff,
such as a web or graphic designer or a media producer, as needed.

If however it is a course with many students and several instructors, adjunct faculty and/or teaching
assistants, then they should all work together as a team, with the instructional designer. Also in some
institutions a librarian is an important member of the team, helping identify resources, dealing with
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copyright issues and ensuring that the library is able to respond to learners’ needs when the course is
being offered.

12.5.3 What about academic freedom? Do | lose it working in a team?

No. The instructor(s) will always have final say over content and how it is to be taught. Instructional
designers are advisers but responsibility for the content of the course, the way it is taught, and assessment
methods always remains with the faculty member.

However, instructional and media producers should not be treated as servants, but as professionals
with specialized skills. They should be respected and listened to. Often the instructional designer will
have more experience of what will work and what will not in blended or online learning. Surgeons work
with anaesthetists and nurses, and trust them to do their jobs properly. The working relationship between
instructors and instructional designers and media producers should be similar.

12.5.4 Conclusion

Working in a team makes life a lot easier for instructors when teaching blended or online courses. Good
course design, which is the area of expertise of the instructional designer, not only enables students to
learn better but also controls faculty workload. Courses look better with good graphic and web design
and professional video production. Specialist technical help frees up instructors to concentrate on
teaching and learning. What’s not to like?

This of course will depend heavily on the institution providing such support through a centre of
teaching and learning. Nevertheless this is an important decision that needs to be implemented before
course design begins.

Activity 12.5 Working in a team

There is no activity for this section.







12.6 Step four: build on existing resources
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Figure 12.6.1 Radiating charge simulation, phET: click on image to run simulation
Image: © University of Colorado-Boulder

The importance of using existing resources has been stressed in several parts of the book, particularly
Chapters 8 and 11.

12.6.1 Moving content online

Time management for teachers and instructors is critical. A great deal of time can be spent converting
classroom material into a form that will work in an online environment, but this can really increase
workload. For instance, PowerPoint slides without a commentary often either miss the critical content,
or fail to cover nuances and emphasis. This may mean either using lecture capture to record the lecture,
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or having to add a recorded commentary over the slides at a later date. Transferring lecture notes into
pdf files and loading them up into a learning management system is also time consuming. However, this
is not the best way to develop online materials, both for time management and pedagogical reasons.

In Step 1 I recommended rethinking teaching, not just moving recorded lectures or class PowerPoint
slides online, but developing materials in ways that enable students to learn better. Now in Step 4
I appear to be contradicting that by suggesting that you should use existing resources. However, the
distinction here is between using existing resources that do not transfer well to an online learning
environment (such as a 50 minute recorded lecture), and using materials already specifically developed
or suitable for learning in an online environment.

12.6.2 Use existing online content

The Internet, and in particular the World Wide Web, has an immense amount of content already
available, and this was discussed extensively in Chapter 11. Much of it is freely available for educational
use, under certain conditions (e.g. acknowledgement of the source — look for the Creative Commons
license usually at the end of the web page). You will find such existing content varies enormously in
quality and range. Top universities such as MIT, Stanford, Princeton and Yale have made available
recordings of their classroom lectures , etc., while distance teaching organizations such as the UK Open
University have made all their online teaching materials available for free use. Much of this can be found
at these sites:

* OpenCourseWare (MIT)

e iTunesU
» OpenlLearn (U.K. Open University)
* The Open Education Consortium (courses in STEM: science, technology, engineering, math)

* Open Learning Initiative (Carnegie Mellon)
« MERLOT

However, there are now many other sites from prestigious universities offering open course ware. (A
Google search using ‘open educational resources’ or’ OER’ will identify most of them.)

In the case of the prestigious universities, you can be sure about the quality of the content — it’s usually
what the on-campus students get — but it often lacks the quality needed in terms of instructional design
or suitability for online learning (for more discussion on this see Hampson (2015); or OERs: The Good,
the Bad and the Ugly). Open resources from institutions such as the UK Open University or Carnegie
Mellon’s Open Learn Initiative usually combine quality content with good instructional design.

Where open educational resources are particularly valuable are in their use as interactive simulations,
animations or videos that would be difficult or too expensive for an individual instructor to develop.
Examples of simulations in science subjects such as biology and physics can be found here: PhET, or at
the Khan Academy for mathematics, but there are many other sources as well.

But as well as open resources designated as ‘educational’, there is a great deal of ‘raw’ content on the
Internet that can be invaluable for teaching. The main question is whether you as the instructor need to
find such material, or whether it would be better to get students to search, find, select, analyze, evaluate
and apply information. After all, these are key skills for a digital age that students need to have.

Certainly at k-12, two-year college or undergraduate level, most content is not unique or original.
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Most of the time we are standing on the shoulders of giants, that is, organizing and managing knowledge
already discovered. Only in the areas where you have unique, original research that is not yet published,
or where you have your own ‘spin’ on content, is it really necessary to create ‘content’ from scratch.
Unfortunately, though, it can still be difficult to find exactly the material you want, at least in a form
that would be appropriate for your students. In such cases, then it will be necessary to develop your own
materials, and this is discussed further in Step 7. However, building a course around already existing
materials will make a lot of sense in many contexts.

12.6.3 Conclusion

You have a choice of focusing on content development or on facilitating learning. As time goes on, more
and more of the content within your courses will be freely available from other sources over the Internet.
This is an opportunity to focus on what students need to know, and on how they can find, evaluate and
apply it. These are skills that will continue well beyond the memorisation of content that students gain
from a particular course. So it is important to focus just as much on student activities, what they need to
do, as on creating original content for our courses. This is discussed in more detail in Steps 6, 7 and 8.

So a critical step before even beginning to teach a course is look around and see what’s available and
how this could potentially be used in the course or program you are planning to teach.
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Activity 12.6 Building on existing resources w

1. How original is the content you are teaching? Could students learn just as well from already existing
content? If not, what is the ‘extra’ you are adding? How will you incorporate the added value of your own
contribution in your course design?

2. Does the content you are already thinking of covering already exist on the web? Have you looked to see
what’s already there? What if any are the restrictions on its re-use for educational purposes?

3. What are your colleagues doing online — or indeed in the classroom, with respect to digital teaching?
Could you work together to jointly develop and/or share materials?

If you feel that your course is currently too much work, then maybe the answers to these questions may
indicate where the problem lies.

There is no feedback provided for this activity.
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Figure 12.7.1 A ‘help’ page from Blackboard Learn

Taking the time to be properly trained in how to use standard learning technologies will in the long
run save you a good deal of time and will enable you to achieve a much wider range of educational goals
than you would otherwise have imagined.

12.7.1 The exponential growth in learning technologies

There are now many common technologies available for educational use:

* learning managements systems (such as Blackboard Learn, Moodle, D2L,
Instructure/Canvas);

+ synchronous technologies (such as Blackboard Collaborate, Adobe Connect, Big Blue
Button, ZOOM, GoToMeeting, Microsoft Teams);

* lecture recording technologies (such as GarageBand or Audacity for podcasts and Echo360
for lecture capture);
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+ tablets and mobile devices, such as iPads, mobile phones, and the apps that run on them;
* MOOC:s and their many variants (SPOCs, TOOCs, etc.);

* other social media, including blogging software such as WordPress, wikis such as
MediaWiki, Google Hangouts, Google Docs, and Twitter;

* learner-generated tools, such as e-portfolios (for example, Mahara)

 search engines and translation tools, such as Google Search and Google Translate.

It is not necessary to use all or any of these tools, but if you do decide to use them, you need to know not
only how to operate such such technologies well, but also their pedagogical strengths and weaknesses
(see Chapter 7, Chapter 8 and Chapter 9). Although the technologies listed above will change over time,
the general principles discussed in this section will continue to apply to other new technologies as they
become available.

12.7.2 Use the existing institutional technology

If your institution already has a learning management system such as Blackboard Learn, Moodle,
Instructure or D2L, use it. Don’t get drawn into arguments about whether or not it is the best tool.
Frankly, in functional terms, there are few important differences between the main LMSs. You may
prefer the interface of one rather than another, but this will be more than overwhelmed by the amount
of effort trying to use a system not supported by your institution. LMSs are not perfect but they have
evolved over the last 20 years and in general are relatively easy to use, both by you and more importantly
by the students. They provide a useful framework for organizing your online teaching, and if the LMS is
properly supported you can get help when needed. There is enough flexibility in a learning management
system to allow you to teach in a variety of different ways. In particular, take the time to be properly
trained in how to use the LMS. A couple of hours of training can save you many hours in trying to get it
to work the way you want.

A more important question to consider is whether you need to use an LMS at all — but that
question should only be considered if the institution is willing to support alternatives, such as
WordPress or Google Docs, otherwise you could end up spending too much time dealing with pure
technology issues.

The same applies to synchronous web technologies such as Blackboard Collaborate, Adobe Connect,
Big Blue Button or ZOOM. I have my preferences but they all do more or less the same thing. The
differences in technology are nothing compared with the different ways in which you can use these tools.
These are pedagogical or teaching decisions. Focus on these rather than finding the perfect technology.

Indeed, think carefully about when it would be best to use synchronous rather than asynchronous
online tools. Synchronous tools are useful when you want to get a group of students together at one
time, but such synchronous tools tend to be instructor-dominated (delivering lectures and controlling
the discussion) and require students to be available at a set time. However, you could encourage
students working in small teams on a project to use Collaborate or another synchronous tool such as
ZOOM, which allows for setting up small sub-groups, to decide roles, discuss a topic and form a group
view, or to finalize a project assignment, for instance. On the other hand, asynchronous tools such
as an LMS provide learners with more flexibility than synchronous tools, and enable them to work
more independently (an important skill for students to develop). And of course both synchronous and
asynchronous tools can be used in conjunction, but that requires working out what each is best for.
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12.7.3 Deceptively easy technology

Most of these technologies are deceptively easy to use, in the sense of getting started. They have been
designed so that anyone without a computer science background can use them. However, over time they
tend to become more sophisticated with a wide range of different functions. You won’t need to use all
the functions, but it will help if you are aware that they exist, and what they can and can’t do. If you do
want to use a particular feature, it is best to get training so that you can use it quickly and effectively.

12.7.4 Keep current, as far as possible

New technologies keep arriving all the time. It is best to focus on new tools that seem functionally
different from existing tools, rather than trying to check every new synchronous meeting system, for
instance. It is too difficult for any single teacher or instructor to keep up to date with newly emerging
technologies and their possible relevance for teaching. This is really the job of any well-run learning
technology support unit. So make the effort to attend a once-a-year briefing on new technologies, then
follow-up with a further session on any tool that might be of interest.

This kind of briefing and training should be provided by the centre or unit that provides learning
technology support. If your institution does not have such a unit, or such training, think very carefully
about whether to use technology extensively in your teaching — even teachers and instructors with a lot
of experience in using technology for teaching need such support.

Furthermore, new functions are constantly being added to existing tools. For instance, if you are using
Moodle, there are ‘plug-ins’ (such as Mahara) that allow students to create and manage their own e-
portfolios or electronic records of their work. Learning analytics software for LMSs, which allow you to
analyze the way students are using the LMS and how this relates to their performance, is another recent
wave of plug-ins.

Thus a session spent learning the various features of your learning management system and how best
to use them will be well worthwhile, even if you have been using it for some time, but didn’t have a full
training on the system. Particularly important is knowing how to integrate different technologies, such
as online videos within an LMS, so that the technology appears seamless to students.

Lastly, don’t get locked into using only your favourite technology, and keeping a closed mind against
anything else. It is is a natural tendency to try to protect the use of a technology that has taken a good deal
of time and effort to master, especially if it has served you and your students well in the past, and new
technology is not necessarily better for teaching than old technology. Nevertheless, game-changers do
come along occasionally, and may well have educational benefits that were not previously considered.
One tool is unlikely to do everything you need as a teacher; a well-chosen mix of tools is likely to be
more effective. Keep an open mind and be prepared to make a shift if necessary.

12.7.5 Relate your technology training to how you want to teach

There are really two distinct but strongly related components of using technology:

* how the technology works; and

» what it should be used for.
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12.7.5.1 Focus on the learning outcomes

These are tools built to assist you, so you have to be clear as to what you are trying to achieve with the
tools. This is an instructional or pedagogical issue. Thus if you want to find ways to engage students, or
to give them practice in developing skills, such as solving quadratic equations, learn what the strengths
or weaknesses are of the various technologies for doing this (see Chapter 7 and Chapter 8 for more on
this).

This is somewhat of an iterative process. When a new tool or a new feature is being described or
demonstrated, think of how this might fit with or facilitate one of your teaching goals. But also be open
to possibly changing your goals or methods to take advantage of a tool in enabling you to do something
you had not thought of doing before. For example, an e-portfolio plug-in might lead you to change
the way you assess students, so that learning outcomes are more ‘authentic’ and evidence-based than
say with a written essay. (This will be discussed further in the next step ‘Setting appropriate goals for

learning.”’)

12.7.5.2 Avoid duplicating your classroom teaching

Podcasts and lecture capture enable lectures to be recorded, stored and downloaded by students. So why
bother to learn how to use other online technologies such as an LMS? In Chapter 3, Section 3, evidence-
based research on the limitations of lectures was discussed. In brief, students in general don’t learn well
online using recordings of ‘transmissive’ classroom lectures. Perhaps of equal importance, you are likely
to end up doing more work because you are likely to be inundated with individual e-mails asking for
clarification, or have a very high student failure rate, if you do not adapt the lecture to the online learning
environment.

This is not to say that the occasional recording from you as the instructor would not be valuable.
However, it is best to keep it to 10-15 minutes maximum, and it should add something unique to the
course, such as being about your own research, or a guest professor being interviewed, or your relating
a news item to issues or principles being studied in the course. It may even be better as an audio-only
podcast, so students can concentrate on the words and possibly relate them to other learning materials,
such as diagrams, graphics or animations on a web site.

If you must use lecture capture, think about structuring your in-class lecture so that it can be edited
into separate sections of say 10-15 minutes. One way of doing this is pausing at an appropriate point
to ask for questions from the classroom students, thus providing a clear ‘editing’ point for the video
version. Then provide online work to follow up each of the recorded components, such as a topic for
discussion on an online forum, some online student research or further reading on the topic.

However, in general, delivery of content is much better done through a learning management system,
where it is permanent, organized and structured (see Step 7 later), available in discrete amounts, can be
accessed at any time, and can be repeated as often as is needed by the learner. Or it may be even better
to get students to find, analyse and organise content for themselves, in which case you may need tools
other than an LMS, such as blog software such as WordPress, an e-portfolio or wiki. Again, the decision
should be driven by pedagogical thinking, rather than trying to make one tool fit every circumstance.

12.7.6 Benefits of mastering the technology

Online learning technologies such as learning management systems have been designed to fit the online
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learning environment. This requires some adjustment and learning on the part of teachers and instructors
whose primary experience is in classroom teaching.

Like any tool, the more you know about it the better you are likely to use it. Thus formal training
on the technology is necessary but need not be onerous. Usually a total of two hours specific and
well organized instruction should be sufficient on how to use any particular tool, such as a learning
management or lecture capture system, e-portfolio or synchronous webinar tool, with a one hour review
session every year.

The harder part will be figuring out how best to use the tools educationally. This requires you to bring
a clear conception of how students best learn (Chapter 2 and Chapter 6), what methods you need to
match how students learn (Chapter 3 and Chapter 4), and how to design such teaching through the use
of learning technologies (Chapter 7, Chapter 8 and Chapter 9). Whenever you receive training on a new
tool, try to apply what you have learned in these chapters to how you may be able best to use that tool in
the future.

{ Activity 12.7 Mastering the technology w

1. How much formal training have you had on your institutional learning management, lecture capture
systems or video conferencing/synchronous technologies? Is this enough or are you now fully confident that
you know all the features and how best to use them?

2. When should you use a synchronous technology such as Blackboard Collaborate? What are the
disadvantages of synchronous technologies for online students? (See Chapter 7.6 for more on this).

3. Should you rethink entirely your teaching when considering blended learning or could you use mainly
your classroom material?

4. What would be the possible disadvantages of using recorded lectures online?

There is no feedback provided for this activity. The answers are in the chapters highlighted in this section.







12.8 Step six: set appropriate learning goals
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Figure 12.8.1 Set appropriate learning goals
Image: © www.geograph.ie
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12.8.1 Setting goals for learning in a digital age

In many school systems, curriculum and learning goals are already pre-determined by national, state
or provincial curriculum committees and/or ministries of education. In many trades and vocational
areas, industry training boards or employers’ associations set learning goals or desired outcomes or
competencies that need to be followed for qualifications to be accredited. Even in a university, an
instructor (particularly a contract instructor or adjunct) may ‘inherit’ a course where the goals are already
set, either by a previous instructor or by the academic department.

Nevertheless, there remain many contexts where teachers and instructors have a degree of control over
the goals of a particular course or program. In particular, a new course or program — such as an online
masters program aimed at working professionals — offers an opportunity to reconsider desired learning
outcomes and goals. Especially where curriculum is framed mainly in terms of content to be covered
rather than by skills to be developed, there may still be room for manoeuvre in setting learning goals that
would also include, for instance, intellectual skills development. In other contexts, the development or
focus may be on more affective skills, such as sympathy or empathy, or on the development of manual
or operational skills.
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12.8.2 Learning goals for a digital age

In Chapter 1, Section 2, I listed a number of skills that learners will need in a digital age, including:

* modern communication skills;
* independent learning;
* ethics and responsibility;
+ teamwork and flexibility;
* thinking skills including:
o critical thinking;
o problem solving;
o creative thinking;

o strategising and planning;

digital skills;

* knowledge management.

These are examples of the kinds of goal that need to be identified. More traditional goals might also be
included, such as comprehension and application of specific areas of content. These goals or outcomes
might be expressed in terms of Bloom’s taxonomy (1956) or the Royal Bank of Canada’s (2018) or in a
variety of other ways. All these skills need to be embedded or built within the needs of a specific subject
domain. In other words, they are skills that need to be specific to a subject area rather than general. At
the same time, students who develop such skills within any particular subject area will be better prepared
for a digital age.

Your list of goals for a course may — indeed, should be — different from mine, but it will be essential
to do the kind of analysis recommended in Step 1 (deciding how you want to teach), and then to decide
on what the learning goals should be, based on:

+ your understanding of the needs of the students;
+ the needs of the the subject domain;

* the demands of the external world.

I have placed a particular emphasis on the development of intellectual skills. As with all learning goals,
the teaching needs to be designed in such a way that students have opportunities to learn and practice
such skills, and in particular, such skills need to be evaluated as part of the formal assessment process.
Perhaps more challenging is to identify what you will be adding to general skills development such as
critical thinking. What is the level of critical thinking skills that students will come with, and how do
I make sure they progress in their ability in this skill during the course? This emphasises the value of
having learning outcomes clearly identified for a whole program, perhaps using a curriculum mapping
tool such as Daedalus.

What this means in terms of course design is using the Internet increasingly as a major resource for
learning, giving students more responsibility for finding and evaluating information themselves, and
instructors providing criteria and guidelines for finding, evaluating, analysing and applying information
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within a specific knowledge domain. This will require a critical approach to online searches, online
data, news or knowledge generation in specific knowledge domains — in other words the development
of critical thinking about the Internet and modern media — both their potential and limitations within a
specific subject domain.

12.8.3 Bring in the outside world

One great characteristic of modern media is the opportunity to bring in the world to your teaching in
many ways, for instance:

by directing students to online sites, and encouraging them to identify and share relevant
sites;

+ students themselves can collect data or provide real world examples of concepts or issues
covered in the course, through the use of cameras in mobile phones, or audio interviews of
local experts, or identifying relevant open educational resources;

* setting up a course wiki that both you and the students contribute to, and make it open to
other professors and students to contribute to, depending on the topic;

+ if you are teaching professional masters or diploma programs, or MOQOCs, the students
themselves will have very relevant world experiences that can be drawn into the program.
This is a great way to enable students to evaluate and apply knowledge within their subject
domain.

There are many other possible goals that are either impossible to meet without using the Internet, or
would be very difficult to do in a purely classroom environment. The art of the instructor is to decide
which are relevant, and which in particular could be key learning goals for the course.
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Figure 12.8.2 Using social media during the Arab Spring in Egypt, 2011

12.8.4 Learning goals: the same or different, depending on mode of delivery?

In many cases, it will be appropriate (indeed, essential) to keep the same teaching goals for an online
course as in a similar face-to-face course. Many dual-mode institutions, campus-based institutions who
also offer credit courses online, such as the University of British Columbia, Penn State, University of
Nebraska, offer the same courses both face-to-face and online, particularly in the fourth year of an
undergraduate program. Usually the transcript of the exam grade makes no distinction as to whether the
course was done online or face-to-face, since the students take the same end of course exam, and the
actual content covered is usually identical in each version.

Nevertheless, there may be occasions where some goals in the campus-based class may need to be
sacrificed for different but equally valuable goals that can be achieved better online. It is also important
to remember that although it may be possible to achieve the same goals online as in class, the design of
the teaching will likely have to be different in the online environment. Thus often the goals remain the
same, but the method changes. This will be discussed further in Steps 7 and 8. The important point is
to be aware that some things can be more easily done in a campus environment, and others better done
online, then to build your teaching around these somewhat different goals. Using a blended approach
may enable you to widen the range of goals, but be careful not to overload students by doing this.
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12.8.5 Assessment is the key

It is pointless to introduce new learning goals or outcomes then not assess how well students have
achieved those goals. Assessment drives student behaviour. If they are not to be assessed on the skills
outlined above, they won’t make the effort to develop them. The main challenge may not be in setting
appropriate goals for online learning, but ensuring that you have the tools and means to assess whether
students have achieved those goals.

And even more importantly, it is necessary to communicate very clearly to students these new learning
goals and how they will be assessed. This may come as a shock to many students who are used to being
fed content then tested on their memory of it.

12.8.6 Conclusion

In some ways, with the Internet (as with other media), the medium is the message. Knowledge is not
completely neutral. What we know and how we know it are affected by the medium through which we
acquire knowledge. Each medium brings another way of knowing. We can either fight the medium, and
try to force old content into new bottles, or we can shape the content to the form of the medium. Because
the Internet is such a large force in our lives, we need to be sure that we are making the most of its
potential in our teaching, even if that means changing somewhat what and how we teach. If we do that,
our students are much more likely to be better prepared for a digital age.
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Activity 12.8 Setting learning goals

1. Take a course you are teaching in class at the moment. Write down the learning goals. Given the need for
developing the skills needed in a digital age, would you want to change the goals of this course? If so, would
you have to change your teaching methods and/or use of technology?

2. If you could design this course from scratch, would the learning goals change or just the teaching
methodology?

3. If you were to introduce some of the skills for a digital age listed in Chapter 1, Section 2, what activities
would need to be built into the course to enable students to develop such skills? How would you assess these
skills?

Again there is no feedback on this activity; other chapters in the book contain some guidelines or answers.
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12.9 Step seven: design course structure and learning activities
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Figure 12.9.1 A good structure is critical for a quality course or program
Image: © Arisean Reach, 2012

The importance of providing students with a structure for learning and setting appropriate learning
activities is probably the most important of all the steps towards quality teaching and learning, and yet
the least discussed in the literature on quality assurance.

12.9.1 Some general observations about structure in teaching

First a definition, since this is a topic that is rarely directly discussed in either face-to-face or online
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teaching, despite structure being one of the main factors that influences learner success. Three dictionary
definitions of structure are as follows:

1. Something made up of a number of parts that are held or put together in a particular way.

2. The way in which parts are arranged or put together to form a whole

3. The interrelation or arrangement of parts in a complex entity.

Teaching structure would include two critical and related elements:

* the choice, breakdown and sequencing of the curriculum (content);

« the deliberate organization of student activities by teacher or instructor (skills development;
and assessment).

This means that in a strong teaching structure, students know exactly what they need to learn, what they
are supposed to do to learn this, and when and where they are supposed to do it. In a loose structure,
student activity is more open and less controlled by the teacher (although a student may independently
decide to impose his or her own ‘strong’ structure on their learning). The choice of teaching structure of
course has implications for the work of teachers and instructors as well as students.

In terms of the definition, ‘strong’ teaching structure is not inherently better than a ‘loose’ structure,
nor inherently associated with either face-to-face or online teaching. The choice (as so often in teaching)
will depend on the specific circumstances. However, choosing the optimum or most appropriate teaching
structure is critical for quality teaching and learning, and while the optimum structures for online
teaching share many common features with face-to-face teaching, in other ways they differ considerably.

The three main determinants of teaching structure are:

(a) the organizational requirements of the institution;
(b) the preferred philosophy of teaching of the instructor;
(c) the instructor’s perception of the needs of the students.

12.9.2 Institutional organizational requirements of face-to-face teaching

Although the institutional structure in face-to-face teaching is so familiar that it is often unnoticed or
taken for granted, institutional requirements are in fact a major determinant of the way teaching is
structured, as well as influencing both the work of teachers and the life of students. I list below some
of the institutional requirements that influence the structure of face-to-face teaching in post-secondary
education:

+ the minimum number of years of study required for a degree;

* the program approval and review process;

+ the number of credits required for a degree;

* the relationship between credits and contact time in the class;

+ the length of a semester and its relationship to credit hours;

* instructor:student ratios;

+ the availability of classroom or laboratory spaces;

» time and location of examinations.



12.9 Step seven: design course structure and learning activities 649

There are probably many more. There are similar institutional organizational requirements in the school
system, including the length of the school day, the timing of holidays, and so on. (To understand the
somewhat bizarre reasons why the Carnegie Unit based on a Student Study Hour came to be adopted in
the USA, see Wikipedia.)

As our campus-based institutions have increased in size, so have the institutional organizational
requirements ‘solidified’. Without this structure it would become even more difficult to deliver
consistent teaching services across the institution. Also such organizational consistency across
institutions is necessary for purposes of accountability, accreditation, government funding, credit
transfer, admission to graduate school, and a host of other reasons. Thus there are strong systemic
reasons why these organizational requirements of face-to-face teaching are difficult if not impossible to
change, at least at the institutional level.

Thus any teacher is faced by a number of massive constraints. In particular, the curriculum needs to fit
within the time ‘units’ available, such as the length of the semester and the number of credits and contact
hours for a particular course. The teaching has to take into account class size and classroom availability.
Students (and teachers and instructors) have to be at specific places (classrooms, examination rooms,
laboratories) at specific times.

Thus despite the concept of academic freedom, the structure of face-to-face teaching is to a large
extent almost predetermined by institutional and organizational requirements. I am tempted to digress
to question the suitability of such structural limitations for the needs of learners in a digital age, or
to wonder whether faculty unions would accept such restrictions on academic freedom if they did not
already exist, but the aim here is to identify which of these organizational constraints apply also to online
learning, and which do not, because this will influence how we can structure teaching activities.

12.9.3 Institutional organizational requirements of online teaching

One obvious challenge for online learning, at least in its earliest days, was acceptance. There was (and
still is) a lot of skepticism about the quality and effectiveness of online learning, especially from those
that have never studied or taught online. So initially a lot of effort went into designing online learning
with the same goals and structures as face-to-face teaching, to demonstrate that online teaching was ‘as
good as’ face-to-face teaching (which, research suggests, it is).

However, this meant accepting the same course, credit and semester assumptions of face-to-face
teaching. It should be noted though that as far back as 1971, the UK Open University opted for a degree
program structure that was roughly equivalent in total study time to a regular, campus-based degree
program, but which was nevertheless structured very differently, for instance, with full credit courses of
32 weeks’ study and half credit courses of 16 weeks’ study. One reason was to enable integrated, multi-
disciplinary foundation courses. The Western Governors’ University, with its emphasis on competency-
based learning, and Empire State College in New York State, with its emphasis on learning contracts
for adult learners, are other examples of institutions that have different structures for teaching from the
norm.

If online learning programs aim to be at least equivalent to face-to-face programs, then they are likely
to adopt at least the minimum length of study for a program (e.g. four years for a bachelor’s degree in
North America), the same number of total credits for a degree, and hence implicit in this is the same
amount of study time as for face-to-face programs. Where the same structure begins to break down
though is in calculating ‘contact time’, which by definition is usually the number of hours of classroom
instruction. Thus a 13 week, 3 credit course is roughly equal to three hours a week of classroom time
over one semester of 13 weeks.
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There are lots of problems with this concept of ‘contact hours’, which nevertheless is the standard
measuring unit for face-to-face teaching. Study at a post-secondary level, and particularly in universities,
requires much more than just turning up to lectures. A common estimate is that for every hour of
classroom time, students spend a minimum of another two hours on readings, assignments, etc. Contact
hours vary enormously between disciplines, with usually arts/humanities having far less contact hours
than engineering or science students, who spend a much larger proportion of time in labs. Another
limitation of ‘contact hours’ is that it measures input, not output.

When we move to blended or hybrid learning, we may retain the same semester structure, but the
‘contact hour’ model starts to break down. Students may spend the equivalent of only one hour a week
in class, and the rest online — or maybe 15 hours in labs one week, and none the rest of the semester.

A better principle would be to ensure that the students in blended, hybrid or fully online courses
or programs work to the same academic standards as the face-to-face students, or rather, spend the
equivalent ‘notional’ time on doing a course or getting a degree. This means structuring the courses
or programs in such a way that students have the equivalent amount of work to do, whether it is
online, blended or face-to-face. However, the way that work will be distributed can very considerably,
depending on the mode of delivery.

12.9.4 How much work is an online course?

Before decisions can be made about the best way to structure a blended or an online course, some
assumption needs to be made about how much time students should expect to study on the course. We
have seen that this really needs to be equivalent to what a full-time student would study. However, just
taking the equivalent number of contact hours for the face-to-face version doesn’t allow for all the other
time face-to-face students spend studying.

A reasonable estimate is that a three credit undergraduate course is roughly equivalent to about 8-9
hours study a week, or a total of roughly 100 hours over 13 weeks. (A full-time student then taking 10 x
3 credits a year, with five 3 credit courses per semester, would be studying between 40-45 hours a week
during the two semesters, or slightly less if the studying continued over the inter-semester period.).

Now this is my guideline. You don’t have to agree with it. You may think this is too much or too little
for your subject. That doesn’t matter. You decide the time. The important point though is that you have
a fairly specific target of total time that should be spent on a course or program by an average student,
knowing that some will reach the same standard more quickly and others more slowly. This total student
study time for a particular chunk of study such as a course or program provides a limit or constraint
within which you must structure the learning. It is also a good idea to make it clear to students from the
start how much time each week you are expecting them to work on the course.

Since there is far more content that could be put in a course than students will have time to study,
this usually means choosing the minimum amount of content for the course for it to be academically
sound, while still allowing students time for activities such as individual research, assignments or project
work. In general, because instructors are experts in a subject and students are not, there is a tendency
for instructors to underestimate the amount of work required by a student to cover a topic. Again, an
instructional designer can be useful here, providing a second opinion on student workload.

12.9.5 Strong or loose structure?

Another critical decision is just how much you should structure the course for the students. This will
depend partly on your preferred teaching philosophy and partly on the needs of the students.
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If you have a strong view of the content that must be covered in a particular course, and the sequence
in which it must be presented (or if you are given a mandated curriculum by an accrediting body),
then you are likely to want to provide a very strong structure, with specific topics assigned for study at
particular points in the course, with student work or activities tightly linked.

If on the other hand you believe it is part of the student’s responsibility to manage and organize their
study, or if you want to give students some choice about what they study and the order in which they do
it, so long as they meet the learning goals for the course, then you are likely to opt for a loose structure.

This decision should also be influenced by the type of students you are teaching. If students come
without independent learning skills, or know nothing about the subject area, they will need a strong
structure to guide their studies, at least initially. If on the other hand they are fourth year undergraduates
or graduate students with a high degree of self-management, then a looser structure may be more suitable
to their needs. Another determining factor will be the number of students in your class. With large
numbers of students, a strong, well defined structure will be necessary to control your workload, as loose
structures require more negotiation and support for individual students.

My preference is for a strong structure for fully online teaching, so students are clear about what they
are expected to do, and when it has to be done by, even at graduate level. The difference is that with post-
graduates, I will give them more choices of what to study, and longer periods to complete more complex
assignments, but I will still define clearly the desired learning outcomes in terms of skill development
in particular, such as research skills or analytical thinking, and provide clear deadlines for student work,
otherwise I find my workload increases dramatically.

ETEC 522 at the University of British Columbia is a loosely structured graduate course, in that students
organize their own work around the course themes. The course design changes every year because the course deals
with a fast-changing study domain (the potential of new technologies for education), an example of agile design.
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ETEC 522 - Sept. 2011

Ventures in Learning Technologies — Sept. 2011

Home Community 1. Inspiration 2. Preparation 3. Analysis 4, Launch Polls
Week 06: eBooks B RSS Toggle Comment Threads | Keyboard Shortcuts
Search
mequaid 11:53 am on November 20, 2011
Tags: Augmented Reality (5) , mobiles(9), tablets(2), Ventures(2)
Tablets for several billion people... Im

http://ca.news.yahoo.com/creators-canadian-designed-tablet-hope-bring-internet-
entire-112507389.html Interesting venture-related article on a couple of Canadians
hoping to get $60 tablets (running on $2/month limitiess Internet plans that run on
cellular networks) in the hands of the entire world. In a somewhat-related story, |
was talking about augmented reality with a couple of musician friends of mine before ADD USERS

a show yesterday (they [...] i Bk il d-ycorsell ol blog

Continue reading Tablets for several bilion people.
Posted in: Blog Café, Week 06: eBooks, Week 11: Mobiles

Lo kst

kstooshnov 10:00 pm on October 16, 2011
Tags: A1(4), A2(5), ebooks(21)

Closing the Book GATEGORIES

Announcements

COURSE TOOLS

William Price are discussing.

New Post

Dashboard

Subscribe by Email

Thank you to everyone for following our discussion and posting many of your Blog Café
thoughts, especially during this busy time with our first assignment due. The eBook

: S Emeraing Markets Poll
Team has gained a lot of insight into this emerging market, and thanks to you input Tl

we will updating the UBC wiki within a week for assignment 2. We [...] Questions & Answers
Continue reading Closing the Book Uncategorized
Posted in: Week 06: eBooks Week 01: Introductions

Week 02: The Edtech Marketplace
ﬁ Angela Novoa 9: 11
' 11 Week 03: Analyst Bootcamp
‘2. eBooks for silent readmg Week 04: Entrepreneur Bootcamp
Week 05: Game-Based Learning
Week 06: eBooks

| have seen some posts about Silent Reading and eBooks during this week. This
remind me that this was good activity that is not so popular these days (at least in my
context). Today | see my students every day less engaged with activities related to Week 07: Blogs

Figure 12.9.2 The University of British Columbia’s ETEC 522

The web page illustrated in Figure 12.9.2 though from the 2011 version of the course demonstrates clearly
a relatively loose structure. The weekly topic structure is on the right, covering seven weeks of the course, the
remaining six being time for students to work on their projects. The outcomes of student activities are in the main
body, posted by students through their blogs. Note this is not using a learning management system, but WordPress, a
content management system, which allows students more easily to post and organize their activities.

Blended learning provides an opportunity to enable students to gradually take more responsibility
for their learning, but within a ‘safe’ structure of a regularly scheduled classroom event, where they
have to report on any work they have been required to do on their own or in small groups. This means
thinking not just at a course level but at a program level, especially for undergraduate programs. A
good strategy would be to put a heavy emphasis on face-to-face teaching in the first year, and gradually
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introduce online learning through blended or hybrid classes in second and third year, with some fully
online courses in the fourth year, thus preparing students better for lifelong learning.

12.9.6 Moving a face-to-face course online

This is the easiest way to determine the structure for an online course. The structure of the course will
have already been decided to a large extent, in that the content of each week’s work is clearly defined
by lecture topics. The main challenge will not be structuring the content but ensuring that students
have adequate online activities (see later). Most learning management systems enable the course to be
structured in units of one week, following the classroom topics. This provides a clear timetable for
the students. This applies also to alternative approaches such as problem-based learning, where student
activities may be broken down almost on a daily basis.

However, it is important to ensure that the face-to-face content is moved in a way that is suitable for
online learning. For instance, Powerpoint slides may not fully represent what is covered in the verbal
part of a lecture. This often means reorganizing or redesigning the content so that it is complete in an
online version (your instructional designer should be able to help with this). At this point, you should
look at the amount of work the online students will need to do in the set time period to make sure that
with all the readings and activities it does not exceed the rough average weekly load you have set. It
is at this point you may have to make some choices about either removing some content or activities,
or making the work ‘optional.” However, if optional it should not be assessed, and if it’s not assessed,
students will quickly learn to avoid it. Doing this time analysis incidentally sometimes indicates that
you’ve overloaded the face-to-face component as well.

It needs to be constantly in your mind that students studying online will almost certainly study in a
more random manner than students attending classes on a regular basis. Instead of the discipline of being
at a certain place at a certain time, online students still need clarity about what they are supposed to do
each week or maybe over a longer time period as they move into later levels of study. What is essential
is that students do not procrastinate online and hope to catch up towards the end of the course, which is
often the main cause of failure in online courses (as in face-to-face classes).

We will see that defining clear activities for students is critical for success in online learning. We shall
see when we discuss student activities below that there is often a trade-off to be made between content
and activities if the student workload is to be kept to manageable proportions.

12.9.7 Structuring a blended learning course

Many blended learning courses are designed almost by accident, rather than deliberately. Online
components, such as a learning management system to contain online learning materials, lecture notes or
online readings, are gradually added to regular classroom teaching. There are obvious dangers in doing
this if the face-to-face component is not adjusted at the same time. After a number of years, more and
more materials, activities and work for students is added online, often optional but sometimes essential
for assignments. Student workloads can increase dramatically as a result — and so too can the instructor’s,
with more and more material to manage.

Rethinking a course for blended learning means thinking carefully about the structure and student
workload. Means et al. (2010) hypothesised that one reason for better results from blended learning was
due to students spending more time on task; in other words, they worked harder. This is good, but not
if all their courses are adding more work. It is essential therefore when moving to a blended model to
make sure that extra work online is compensated by less time in class (including travel time).
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12.9.8 Designing a new online course or program

If you are offering a course or program that has not to date been offered on campus (for instance a
professional or applied masters program) then you have much more scope for developing a unique
structure that best fits the online environment and also the type of students that may take this kind of
course (for example, working adults).

The important point here is that the way this time is divided up does not have to be the same as for
a face-to-face class, because there is no organizational need for the student to be at a particular time or
place in order to get the instruction. Usually an online course will be ‘ready’ and available for release to
the students before the course officially begins. Students could in theory do the course more quickly or
more slowly, if they wished. Thus the instructor has more options or choices about how to structure the
course and in particular about how to control the student work flow.

This is particularly important if the course is being taken mainly by lifelong learners or part-time
students, for instance. Indeed, it may be possible to structure a course in such a way that different
students could work at different speeds. Competency-based learning means that students can work
through the same course or program at very different speeds. Some open universities even have
continuous enrolment, so they can start and finish at different times. Most students opting for an online
course are likely to be working, so you may need to allow them longer to complete a course than full-
time students. For instance, if on-campus masters programs need to be completed in one or two years,
students may need up to five years to complete an online professional masters program.

12.9.9 Key principles in structuring a course

Now there may be good reasons for not doing some of these things, but this will be because of
pedagogical rather than institutional organizational reasons. For instance, I’'m not keen on continuous
enrollment, or self-paced instruction, because especially at graduate level I make heavy use of online
discussion forums and online group work. I like students to work through a course at roughly the same
pace, because it leads to more focused discussions, and organizing group work when students are at
different points in the course is difficult if not impossible. However, in other courses, for instance a math
course, self-paced instruction may make a lot of sense.

I will discuss other non-traditional course structures when we discuss student activities below.
However you structure the course, though, two basic principles remain:

+ there must be some notional idea of how much time students should spend each week on the
course;

+ students should be clear each week about what they have to do and when it needs to be done.

12.9.10 Designing student activities

This is the most critical part of the design process, especially for fully online students, who have
neither the regular classroom structure or campus environment for contact with the instructor and other
students nor the opportunity for spontaneous questions and discussions in a face-to-face class. Regular
student activities though are critical for keeping all students engaged and on task, irrespective of mode
of delivery. These can include:
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+ assigned readings, with some activity that enables students to demonstrate their
understanding;

+ simple multiple choice self-assessment tests of understanding with automated feedback,
using the computer-based testing facility within a learning management system;

* questions requiring short paragraph answers which may be shared with other students for
comparison or discussion;

+ formally marked and assessed monthly assignments in the form of short essays or reports;
+ individual or group project work spaced over several weeks;

« an individual student blog or e-portfolio that enables the student to reflect on their recent
learning, and which may be shared with the instructor or other students;

+ online discussion forums, which the instructor will need to organize and monitor.

There are many other activities that instructors can devise to keep students engaged. However, all such
activities need to be clearly linked to the stated learning outcomes for the course and can be seen by
students as helping them prepare for any formal assessment. If learning outcomes are focused on skills
development, then the activities should be designed to give students opportunities to develop or
practice such skills.

These activities also need to be regularly spaced and an estimate made of the time students will need
to complete the activities. In step eight, we shall see that student engagement in such activities will
need to be monitored by the instructor.

It is at this point where some hard decisions may need to be made about the balance between
‘content’ and ‘activities’. Students must have enough time to do regular activities (other than just
reading) once each week at least, or their risk of dropping out or failing the course will increase
dramatically. In particular they will need some way of getting feedback or comments on their activities,
either from the instructor or from other students, so the design of the course will have to take account
of the instructors’ workload as well as the students’.

In my view, most university and college courses are overstuffed with content and not enough
consideration is given to what students need to do to absorb, apply and evaluate such content. I have a
very rough rule of thumb that students should spend no more than half their time reading content and
attending lectures, the rest being spent on interpreting, analyzing, or applying that content through the
kinds of activities listed above. As students become more mature and more self-managed the
proportion of time spent on activities can increase, with the students themselves being responsible for
identifying appropriate content that will enable them to meet the goals and criteria laid down by the
instructor. However, that is my personal view. Whatever your teaching philosophy though, there must
be plenty of activities with some form of feedback for online students, or they will drop like flies on a
cold winter’s day.

12.9.11 Many structures, one high standard

There are many other ways to ensure an appropriate structure for an online course. For instance, the
Carnegie Mellon Open Learning Initiative provides a complete course ‘in a box’ for standard first and
second year courses in two year colleges. These include a learning management system site with
content, objectives and activities pre-loaded, with an accompanying textbook. The content is carefully
structured, with in-built student activities. The instructors’ role is mainly delivery, providing student
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feedback and marking where needed. These courses have proved to be very effective, in that most
students successfully complete such programs.

The History instructor in Scenario D kept a normal three lectures a week structure for the first three
weeks, then students worked entirely online in small groups on a major project for five weeks, then
returned to class for one three-hour session a week for five weeks for students to report back on and
discuss their projects as a whole class group.

We saw that in competency-based learning, students can work at their own speed through highly
structured courses academically, in terms of topic sequences and learner activities, that nevertheless
have flexibility in the time students can take to successfully complete a competency.

The Integrated Science Program at McMaster University is built around 6-10 week undergraduate
research projects.

cMOOC’s such as Stephen Downes, George Siemen’s, and Dave Cormier’s #Change 11 (Milligan,
2012) have a loose structure, with different topics with different contributors each week, but student
activities, such as blog posts or comments, are not organized by the course designers but left to the
students. However, these are not credit courses, and few students work all the way through the whole
MOOC, and that is not their intent. The Stanford and MIT xMOOC'’s on the other hand are highly
structured, with student activities, and the feedback is fully automated. Less than 10 per cent of
students who start these MOOCs successfully complete them, but they too are non-credit courses.
Increasingly MOOCs are becoming shorter, some of as little as three or four weeks in length.

Online learning enables teachers and instructors to break away from a rigid three semester, 13 week,
three lectures a week structure, and build courses around structures that best meet the needs of learners
and the preferred teaching method of the teacher or instructor. My aim in a credit course or program is
to ensure high academic quality and high completion rates. For me that means developing an
appropriate structure and related learning activities as a key step in achieving quality in credit online
courses.

References

Means, B. et al. (2010) Evaluation of Evidence-Based Practices in Online Learning: A Meta-Analysis
and Review of Online Learning Studies Washington, DC: US Department of Education

Milligan, C. (2012) Change 11 SRL-MOOC study: initial findings Learning in the Workplace,
December 19

1. How many hours a week should a typical student spend studying a three credit course? If your answer
differs from mine (8-9 hours), why?

2. If you were designing an online credit program from scratch, would you need to follow a ‘traditional’
structure of three credits over 13 weeks? If not, how would you structure such a program, and why?

3. Do you think most credit courses are ‘overstuffed’ with content and do not have enough learning
activities? Do we focus too much on content and not enough on skills development in higher education? How
does that affect the structure of courses? How much does it affect the quality of the learning?

Again, no feedback provided on this activity.
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12.10 Step eight: communicate, communicate, communicate

Wi

Some methods of teaching, such as online collaborative learning (Chapter 4, Section 4), depend on
high quality discussion between instructor and students. However, there is substantial research evidence
to suggest that ongoing, continuing communication between teacher/instructor and students is essential
in all online learning. At the same time it needs to be carefully managed in order to control the teacher/
instructor’s workload.

12.10.1 The concept of ‘instructor presence’

In a classroom environment, the presence of the teacher or instructor is taken for granted. Usually, the
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teacher is at the front of the class and at the centre of attention. Students may want to ignore a teacher
but that is not always easy to do, even in a very large lecture theatre. The instructor just being there in
the room is often considered to be enough. We can learn a lot though about the important pedagogical
aspects of teacher presence from the research into online learning, where instructor presence has to be
worked at.

12.10.2 Instructor presence and the loneliness of the long distance learner

Research has clearly indicated that ‘perceived instructor presence’ is a critical factor for online student
success and satisfaction (Jonassen et al., 1995; Anderson et al., 2001; Garrison and Cleveland-Innes,
2005; Baker, 2010; Sheridan and Kelly, 2010). Students need to know that the instructor is following
the online activities of students and that the instructor is actively participating during the delivery of the
course.

The reasons for this are obvious. Online students often study from home, and if they are fully online
may never meet another student on the same course. They do not get the important non-verbal cues from
the instructor or other students, such as the stare at a stupid question, the intensity in presentation that
shows the passion of the instructor for the topic, the ‘throwaway’ comment that indicates the instructor
doesn’t have much time for a particular idea, or the nodding of other students’ heads when another
student makes a good point or asks a pertinent question. An online student does not have the opportunity
for a spontaneous discussion by bumping into the instructor in the corridor.

However, a skilled instructor can create just as compelling a learning environment online, but it needs
to be deliberately planned and designed, and be done in such a way that the instructor’s workload can be
controlled.

12.10.3 Setting students’ expectations

It is essential right at the start of a course for the instructor to make it clear to students what is expected
of them when they are studying online, whether in a blended or fully online course. On reflection, why
would we not do the same for face-to-face teaching?

Most institutions have a code of behaviour for the use of computers and the Internet, but these are
often lengthy documents written in a bureaucratic language, and are more concerned with spam, general
online behaviour such as ‘flaming’ or bullying, or hacking. Although necessary, this is not sufficient
for teaching purposes. Thus instructors are advised to develop a set of specific requirements for student
behaviour that is related to the needs of the particular course, and deals with the academic requirements
of studying online. Some guidelines or principles for developing meaningful online discussion can found
in Chapter 4, Section 4.4.4. However, there are some other specific actions that teachers and
instructors can take to ensure instructor presence.

A small task can be set in the first week of a course that sets up student expectations for the rest of the
course. For instance students can be asked to post their bio and respond to other students bio posts, or
can be asked to comment on a topic related to the course and their views on this before the course really
begins, using the discussion forum facility in the learning management system. It is important to pay
particular attention to this activity, because research indicates that students who do not respond to set
activities in the first week are at high risk of non-completion. Instructors should follow up with a phone
call or e-mail to non-respondents at the end of the first week, and ensure that each student is following
the guidelines or doing the task set, even if students are experienced in studying online. Students know
that the instructor is then following what they do (or more importantly don’t do) from the outset.
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Different courses may require different guidelines. For instance a math or science course may not put
so much emphasis on discussion forums, but more on self-assessed computer-marked multiple choice
questions. It should be made clear whether students must do these or if they are optional, or how
much time should be spent as a minimum on doing such non-graded activities, and their relationship to
activities that are graded or assessed. They should get such an activity within the first week of a course,
and the instructor should follow up with those that avoid the activity or have difficulties with it.

Lastly, instructors should follow their own guidelines. Your comments should be helpful and
constructive, rather than negative. You should actively encourage discussion by being ‘present’ and
stepping in on a discussion where necessary — for instance if the comments are getting off topic or too
personal.

12.10.4 Teaching philosophy and online communication

Instructors who have a more objectivist approach to teaching are more likely to focus on whether
students are not only covering the necessary content but are also understanding it. This often requires
students going back over content, providing misunderstood or difficult content in an alternative manner
(e.g. a video as well as text), and instructor or automated (computer-based) feedback. Most LMSs
will provide summaries of student activities, and it is important to track each individual student’s
progress. Instructors with a more constructivist approach are more likely to emphasize online discussion
and argument.

Whatever your approach, students want to know where you stand on some of the topics. Thus while
it is necessary often to present content objectively with an ‘on the one hand... on the other...” approach,
students usually feel more committed to a course where the instructor’s own views or approach to
a topic are made clear. This can be done in a variety of ways, such as a podcast on a topic, or an
intervention in a discussion, or a short video of how you would go about solving an equation. These
personal interventions have to be carefully judged, but can make a big difference to student commitment
and participation.

12.10.5 Choice of medium for instructor communication

There is now a wide variety of media by which instructors can communicate with students, or students
can communicate with each other. Basically, though, they fall into four categories:

+ face-to-face, such as set office hours, scheduled classes or serendipity (bumping into each
other in the corridor);

 synchronous communication media, including voice phone calls, text and audio conferencing
over the web (for example, Blackboard Collaborate), or even video-conferencing (for
example, ZOOM);

+ asynchronous communication media, including e-mail, podcasts or recorded video clips, and
online discussion forums within an LMS;

* social media, such as blogs, wikis, text or voice messages on mobile phones, Facebook and
Twitter.

In general, I much prefer asynchronous communication for two reasons. Students are often working
and have busy lives; asynchronous discussion, questions and answers are more convenient for them.
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Asynchronous communications can be accessed at any time. Also, they are much more convenient for
me as an instructor. For instance I can go to a conference even in another country yet still log on to my
course when I have some free time. I also have a record of what I have said to students. If using an LMS,
it is password protected and communications can be kept within the class group.

However, asynchronous communication can be frustrating for students when complex decisions need
to be made within a tight timescale, such as deciding the roles and responsibilities for group work,
the final draft of a group assignment, or a student’s lack of understanding that is blocking any further
progress on the topic. Then face-to-face or technology-based synchronous communication is better,
depending on whether it is a blended or fully online course.

In a fully online course, I also sometimes use a conferencing system such as Blackboard Collaborate
or ZOOM to bring all the students together once or twice during a semester, to get a feeling of
community at the start of a course, to establish my ‘presence’ as a real person with a face or voice at the
start of a course, or to wrap up a course at the end, and I try to provide plenty of opportunity for questions
and discussion by the students themselves. However, these synchronous ‘lectures’ are always optional
as there will always be some students who cannot be present (although they can be made available in
recorded format).

For a blended course, though, I would organise a series of relatively small face-to-face group sessions
in the first or second week of a course, so students can get to know each other as well as me, then keep
them in the same groups for any group work or discussions.

Blogs or e-portfolios can be used by students to record their learning or to reflect on what they have
learned, and blogs can be a useful way for the instructor to comment on news or events relevant to a
course, but care is needed to keep a clear separation between students’ private lives and conversations,
and the more formal in-class communications.

12.10.6 Managing online discussion

Whole books have been written on this topic (see Salmon, 2000, Paloff and Pratt, 2007; Harasim,
2017) and this is discussed in detail in Chapter 4, Section 4.4.4. However, there are some basic
guidelines to follow.

12.10.6.1 Threaded discussion

Use the threaded discussion forum facility in the LMS (in some LMSs the instructor has to choose to
switch this on).
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Figure 12.10.2 Example of a threaded discussion topic. This is an old LMS (WebCT) but illustrates

clearly the value of a threaded discussion.

Although LMSs are losing some of their original appeal, with more and more instructors using
WordPress or other content management systems, I like to use the LMS forum discussion tool because I
can organize the discussion by separate topics (a forum for each topic).

In a threaded discussion, a student comment on someone else’s post on a topic is posted next to the
post, allowing either the student making the original post or other students to respond to the comment.
This way a ‘thread’ of comments linked to a specific topic can be followed. A well chosen topic or sub-
topic will often have ten or more threaded comments, and the instructor can tell at a glance which topics

have gained ‘traction’.

The alternative, comments posted in time order, as in comments on a blog, for instance, make it
difficult to follow a thread of an argument. Also I like to keep a least some of the discussion ‘private’,
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just between me and the students on the course, as I am using the discussion forum to identify areas of
misunderstanding and to develop skills such as critical thinking and clear communication.

12.10.6.2 Be there!

By that I mean ensure that students are aware of your regular online presence. This means monitoring
the discussions on a regular basis, and occasionally intervening when appropriate, without hogging the
discussion.

For more guidance on handling online communication with students, take a look particularly at the
books by Gilly Salmon, Rena Paloff and Keith Pratt, and Linda Harasim in the references below.

12.10.7 Cultural and other student differences

The most interesting and exciting courses that I have taught have included a wide range of international
students from different countries. However, even if all the students are within one hour’s commute of
the institution, they will have different learning styles and approaches to studying online. This is why it
is important to be clear about the desired learning outcomes, and the goals for discussion forums.

Students learn in different ways. If one of the desired learning outcomes is critical thinking, students
can achieve that in different ways. Some may prefer to discuss course issues with other students over a
coffee. Some may do a lot of reading, seeking out different viewpoints. Others may prefer to work
mainly in the online discussion forums. Some students learn a lot by lurking online but never contribute
directly. Now if you are trying to improve international students’ language skills, then you may require
them to participate in the online discussions, and will assess them on their contributions. However, I try
not force students to participate. I see it as my challenge to make the topic interesting enough to draw
them in. I don’t really care how they achieve the learning outcomes so long as they do.

Having said that, much can be done to facilitate or encourage students to participate. I taught one
graduate course where I had about 20 of the 30 students in my class with Chinese surnames. From the
student records and the short bios they posted I noted that a few students were from the Chinese
mainland, several more were living in Hong Kong, and the rest had Canadian addresses. However even
the latter consisted of two quite different groups: recent immigrants to Canada, and at least one student
whose great grandfather had been one of the first immigrants to Canada in the 19th century.

Although it is dangerous to rely on stereotypes, I noticed that the further away ‘psychologically’ or
geographically the student was, the less they were initially inclined to participate online. This was
partly a language issue but also a cultural issue. The mainland Chinese in particular were very reluctant
to post comments. Fortunately we had a visiting Chinese scholar with us and she advised us to get the
three mainland Chinese women on the course to develop a collective contribution to the discussion and
then ask them to send it to me to check that it was ‘appropriate’ before they posted. I made a few
comments then sent it back and they then posted it. Gradually by the end of the course they each had
the confidence to post individually their own comments. But it was a difficult process for them. (On the
other hand, I had Mexican students who commented on everything, whether it was about the course or
not, and especially about the World Cup soccer tournament that was on at the time).

Students differences (and possibly stereotypes) also change over time. I am not sure whether 20
years later the differences would apply to students with Chinese names today. The important point is
that different students respond differently to online discussion and the instructor needs sensitivity to
these differences, and strategies to ensure participation from everyone.
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12.10.8 Conclusion

This is a big topic and difficult to cover adequately in one section. However, the importance of instructor
presence cannot be overemphasized for getting students successfully to complete any course with an
online component. The lack of instructor online presence in xXMOQOCs is one reason so few students
complete the courses.

There is an unlimited number of ways in which you, as an instructor, can communicate now with
students, but it is also essential at the same time to control your workload. You cannot be available 24x7,
and this means designing the online delivery in such a way that your ‘presence’ is used to best effect. At
the same time, communication with online students can end up being the most interesting and satisfying
part of teaching.

1. How could you apply some of the principles of instructor presence in an online course to a large lecture
class?

2. In a blended class where students have at least one classroom session once a week, how would you decide
what interactions with students should be done on campus, and what online? What are the reasons for your
decision? Does it matter?

3. How important is student discussion in your subject area? What learning goals does it support? How can
you help students to achieve these goals through discussion?

4. Interaction/communication between students and teachers/instructors is one of the main cost drivers
of education. Could the goals that justify the use of discussion or other forms of communication between
learners and teachers or instructors be achieved in other, less costly, ways? Could this be replaced by
computers, for instance? If not, why not?

For feedback on this activity, click on the podcast below:

https://pressbooks.bccampus.ca/teachinginadigitalagev2/?p=323

m An audio element has been excluded from this version of the text. You can listen to it online here:
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Figure 12.11.1 Evaluate and innovate Image: Hilary Page-Bucci, 2002
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The last key ‘fundamental’ of quality teaching and learning in a digital age is evaluation and
innovation: assessing what has been done, and then looking at ways to improve on it (for a more in-depth
discussion of the issues involved in evaluating online learning, see Gunawardena et al., 2000)

12.11.1 Why evaluation is important

For tenure and promotion, it is important if you are teaching to be able to provide evidence that
the teaching has been successful. New tools and new approaches to teaching are constantly coming
available. They provide the opportunity to experiment a little to see if the results are better, and if we
do that, we need to evaluate the impact of using a new tool or course design. It’s what professionals do.
But the main reason is that teaching is like golf: we strive for perfection but can never achieve it. It’s
always possible to improve, and one of the best ways of doing that is through a systematic analysis of
past experience.

12.11.2 What to evaluate: summative

In Step 1, I defined quality very narrowly:

teaching methods that successfully help learners develop the knowledge and skills they will
require in a digital age.

It will be clear from reading this book that I believe that to achieve these goals, it will be necessary to
re-design most courses and programs. So it will be important to know whether these redesigned courses
are more effective than the ‘old’ courses. One way of evaluating these new courses is to see how they
compared with the older courses, for instance:

» completion rates will be at least as good if not better for the new version of the course(s)

 grades or measures of learning will be at least as good if not better for the new version.

The first two criteria are relatively easily measured in quantitative terms. We should be aiming for
completion rates of at least 85 per cent, which means of 100 students starting the course, 85 complete by
passing the end of course assessment (unfortunately, many current courses fail to achieve this rate, but if
we value good teaching, we should be trying to bring as many students as possible to the set standard).

The second criterion is to compare the grades. We would expect at least as many As and Bs in our
new version as in the old classroom version, while maintaining the same (hopefully high) standards or
higher.

However, to be valid the evaluation will also would need to define the knowledge and skills within a
course that meet the needs of a digital age, then measuring how effective the teaching was in doing this.
Thus a third criterion would be:

* the new design(s) will lead to new and different learning outcomes that are more relevant to
the needs of a digital age.

This third criterion is more difficult, because it suggests a change in the intended learning goals for
courses or programs. This might include assessing students’ communication skills with new media, or
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their ability to find, evaluate, analyze and apply information appropriately within the subject domain
(knowledge management), which have not previously been (adequately) assessed in the classroom
version. This requires a qualitative judgement as to which learning goals are most important, and this
may require endorsement or support from a departmental curriculum committee or even an external
accreditation body.

With a new design, and new learning outcomes, it may be difficult to reach these standards
immediately, but over two or three years it should be possible.

12.11.3 What to evaluate: formative

However, even if we measure the course by these three criteria, we will not necessarily know what
worked and what didn’t in the course. We need to look more closely at factors that may have influenced
students’ ability to learn. We have laid out in steps 1-8 some of these factors. Some of the questions for
which you may want answers are as follows:

* Were the learning outcomes or goals clear to students?

* What learning outcomes did most students struggle with?

» Was the teaching material clear and well structured?

* Were the learning materials and tools students needed easily accessible and available 24 x 77?

» What topics generated good discussion and what didn’t?

+ Did students draw appropriately on the course materials in their discussion forums or
assignments?

+ Did students find their own appropriate sources and use them well in discussions,
assignments and other student activities?

* Which student activities worked well, and which badly? Why?
* What of the supplied learning materials did students make most and least use of?

» Did the assignments adequately assess the knowledge and skills the course was aiming to
teach?

* Were the students overloaded with work?
» Was it too much work for me as an instructor?

* If so, what could I do to better manage my workload (or the students’) without losing
quality?

» How satisfied were the students with the course?
» How satisfied am I with the course?

I will now suggest some ways that these questions can be answered without again causing a huge amount
of work.
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12.11.4 How to evaluate factors contributing to or inhibiting learning

There is a range of resources you can draw on to do this, much more in fact than for evaluating traditional
face-to-face courses, because online learning leaves a traceable digital trail of evidence:
* student grades;

+ individual student participation rates in online activities, such as self-assessment questions,
discussion forums, podcasts;

* qualitative analysis of the discussion forums, for instance the quality and range of comments,
indicating the level or depth of engagement or thinking;

+ student e-portfolios, assignments and exam answers;
 student questionnaires;
+ focus groups.

However, before starting, it is useful to draw up a list of questions as in the previous section, and then
look at which sources are most likely to provide answers to those questions.
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Figure 12.11.2 Analysis of a sample of exam answers will often provide information about course structure and the
presentation of materials
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At the end of a course, I tend to look at the student grades, and identify which students did well and
which struggled. This depends of course on the number of students in a class. In a large class I might
sample by grades. I then go back to the beginning of the course and track their online participation as far
as possible (learning analytics make this much easier, although it can also be done manually if a learning
management system is used). I find that some factors are student specific (e.g. a gregarious student who
communicates with everyone) and some are course factor specific, for example, related to learning goals
or the way I have explained or presented content. This qualitative approach will often suggest changes
to the content or the way I interacted with students for the next version of the course. I may for instance
determine next time to manage more carefully students who ‘hog’ the conversation.

Many institutions have a ‘standard’ student reporting system at the end of each course. These are
often useless for the purposes of evaluating courses with an online component. The questions asked
need to be adapted to the mode of delivery. However, because such questionnaires are used for cross
course comparisons, the people who manage such evaluation forms are often reluctant to have a different
version for online teaching. Secondly, because these questionnaires are usually voluntarily completed by
students after the course has ended, completion rates are often notoriously low (less than 20 per cent).
Low response rates are usually worthless or at best highly misleading. Students who have dropped out of
the course won’t even get the questionnaire in most cases. Low response rates tend to be heavily biased
towards successful students. It is the students who struggled or dropped out that you need to hear from.

I find small focus groups work better than student questionnaires, and for this I prefer either face-
to-face or synchronous tools such as Blackboard Collaborate. I will deliberately approach 7-8 specific
students covering the full range of achievement, from drop-out to A, and conduct a one hour discussion
around specific questions about the course. If one selected student does not want to participate, I try to
find another in the same category. If you can find the time, two or three such focus groups will provide
more reliable feedback than just one.

12.11.5 Innovate

Usually I spend quite a bit of time at the end of the first presentation of a redesigned course evaluating it
and making changes in the next version, usually working with a trusted instructional designer. After that
I concentrate mainly on ensuring completion rates and grades are at the standard I have aimed for.

What I am more likely to do in the third or subsequent offerings is to look at ways to improve the
course that are the result of new external factors, such as new software (for instance. an e-portfolio
package), or new processes (for instance, student-generated content, using mobile phones or cameras,
collecting project-related data). This keeps the course ‘fresh’ and interesting. However, I usually limit
myself to one substantive change, partly for workload reasons but also because this way it is easier to
measure the impact of the change.

It is indeed an exciting time to be an instructor. In particular, the new generation of web 2.0 tools,
including WordPress, new, instructor-focused ‘lightweight’” LMSs such as Instructure/Canvas, open
educational resources, mobile learning, tablets and iPads, MOOCs, and emerging technologies such
as serious games, virtual and augmented reality and artificial intelligence, all offer a wide variety of
opportunities for innovation and experiment. These can be either be integrated within the existing LMS
and existing course structure, or designs can be more radical. Chapters 3 to 5 discuss a wide range of
possible designs.

However, it is important to remember that the aim is to enable students to learn effectively. We do
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have enough knowledge and experience to be able to design ‘safe’, effective learning around standard
LMSs. New is not always better. Thus for instructors starting in online learning, I would urge caution.
Follow the experienced route, then gradually add and evaluate new tools and new approaches to learning
as you become more experienced.

Lastly, if you do make an interesting innovation in your course, make sure you properly evaluate it as
suggested above, then share these findings with colleagues and help them either include the innovation
within their own course, or help them make the innovation even better through their own modifications.
That way we can all learn from each other.

Reference/further reading

Gunawardena, C., Lowe, C. & Carabajal, K. (2000) Evaluating Online Learning: models and methods in
D. Willis et al. (eds.), Proceedings of Society for Information Technology & Teacher Education
International Conference 2000 San Diego CA

Activity 12.11 Evaluating your course or program

1. Design and conduct an evaluation of your course using the questions in Section 12.11.3 and the data and
methods suggested in Section 12.11.4. What changes, if any, will you make as a result?

Ther eis no feedback provided for this activity.
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12.12 Building a strong foundation of course design

Figure 12.12 Building a strong foundation for quality teaching
Image: © Wikipedia Commons

The emphasis in this series of steps is on getting the fundamentals of teaching right. The nine steps
are based on two foundations:

« effective strategies resulting from learning theories tested in both classroom and online
environments;

+ experience of successfully teaching both in classrooms and online (best practices).

The discerning reader will have noted that there isn’t much in this chapter about exciting new tools,
MOOQOCs, the Khan Academy, MIT’s edX, mobile learning, artificial intelligence, and many other new
developments. These tools and new programs offer great potential and these have been discussed
extensively in other chapters. However, it doesn’t matter what revolutionary tools or teaching
approaches are being used, what we know of how people learn does not change a great deal over time,
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and we do know that learning is a process, and you ignore the factors that influence that process at your
peril.

A subsidiary aim is to encourage you to work with other professionals, such as instructional and web
designers and media producers, and preferably in a team with other online instructors.

I have focused mainly on using learning management systems, because that is what most institutions
currently have, and LMSs provide an adequate ‘framework’ within which the key processes of teaching
and learning can be managed, whatever the mode of delivery. I have more difficulty with
integrating lecture capture or web conferencing within the nine steps, because the pedagogy they require
is not suitable for developing the skills needed in a digital age.

But if you get the fundamentals of the nine steps right, they will transfer well to the use of new tools,
and the design of new courses and new programs; if they don’t transfer well, such tools are likely to be a
passing fad and will eventually fade away in education, because they don’t enable the key processes that
support learning for a digital age. For example, MOOCs may reach hundreds of thousands of students,
but if there is no suitable communication with or ‘online presence’ from an instructor, then most students
will fail or lose interest (as is the case at the moment), unless there is significant support from other, more
experienced, co-learners, as in cMOOCs. However, this support needs to be structured and organised for
effective learning to take place.

The approach I have suggested is quite conservative, and some may wish to jump straight into what
I would call second generation flexible learning, based on social media such as mobile learning, blogs
and wikis, and so on. These do offer intriguing new possibilities and are worth exploring. Nevertheless,
whether or not an LMS is used, for learning leading to qualifications, it is important to remember
that most students need:

+ well-defined learning goals;

* a clear timetable of work, based on a well-structured organization of the curriculum;
* manageable study workloads appropriate for their conditions of learning;

* regular instructor communication and presence;

* asocial environment that draws on, and contributes to, the knowledge and experience of
other students;

* askilled teacher or instructor;

* other motivated learners to provide mutual support and encouragement.

There are many different ways these criteria can be met, with many different tools.

1. For the purposes of this book, quality is defined as: teaching methods that successfully help learners
develop the knowledge and skills they will require in a digital age.

2. Formal national and institutional quality assurance processes do not guarantee quality teaching and
learning. In particular, they focus on past ‘best’ practices, processes to be done before actual teaching, and
often ignore the affective, emotional or personal aspects of learning. Nor do they focus particularly on the
needs of learners in a digital age.
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3. New technologies and the needs of learners in a digital age require a re-thinking of traditional campus-
based teaching, especially where it is has been based mainly on the transmission of knowledge. This means re-
assessing the way you teach and determining how you would really like to teach in a digital age. This requires
imagination and vision rather than technical expertise.

4. Tt is important to determine the most appropriate mode of delivery, based on teaching philosophy, the
needs of students, the demands of the discipline, and the resources available.

5. It is best to work in a team. Blended and especially fully online learning require a range of skills that most
instructors are unlikely to have. Good course design not only enables students to learn better but also controls
faculty workload. Courses look better with good graphic and web design and professional video production.
Specialist technical help frees up instructors to concentrate on the knowledge and skills that students need to
develop.

6. Full use should be made of existing resources, including institutionally-supported learning technologies,
open educational resources, learning technology staff, and the experience of your colleagues.

7. The main technologies you will be using should be mastered, so you are professional and knowledgeable
about their strengths and weaknesses for teaching.

8. Learning goals that are appropriate for learners in a digital age need to be set. The skills students need
should be embedded within their subject domain, and these skills should be formally assessed.

9. A coherent and clearly communicable structure and learning activities for a course should be developed
that are manageable in terms of workload for both students and instructor.

10. Regular and on-going instructor/teacher presence, especially when students are studying partly or wholly
online, is essential for student success. This means effective communication between teacher/instructor and
students. It is particularly important to encourage inter-student communication, either face-to-face or online.

11. The extent to which the new learning goals of re-designed courses aimed at developing the knowledge
and skills needed in a digital age have been achieved should be carefully evaluated and ways in which the
course could be improved should be identified.







Chapter 13: Supporting teachers and instructors in a
digital age

( The purpose of the chapter 1

When you have read this chapter, you should be able to:
+ recognise the need for professional development and training in teaching and define your own
needs;
* recognise the role and importance of learning technology support systems;
* be able to design a team approach to teaching large classes;
+ understand the need for an institutional strategy to support teaching and learning in a digital age;

+ press for changes within your organisation to ensure that quality teaching is properly supported.

What is covered in this chapter

» 13.1 Are vou a super-hero?

» 13.2 The development and training of teachers and instructors in a digital age
» 13.3 Learning technology support

+ 13.4 Conditions of employment

» 13.5 Team teaching

» 13.6 An institutional strategy for teaching in a digital age

» 13.7 Building the future
» Scenario I Stopping the flu

Also in this chapter you will find the following activities

* Activity 13.1 There is no activity for this section

» Activity 13.2 Identifying your professional training needs
» Activity 13.3 Learning technology support

» Activity 13.4 Conditions of employment

» Activity 13.5 Designing a team approach
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» Activity 13.6 Developing an institutional strategy for supporting teaching and learning
» Activity 13.7 Develop a future scenario for your teaching

Key Takeaways (from the book as a whole)

1. There is increasing pressure from employers, the business community, learners themselves, and also from
a significant number of educators, for learners to develop the type of knowledge and the kinds of skills that
they will need in a digital age.

2. The knowledge and skills needed in a digital age, where all ‘content’ will be increasingly and freely
available over the Internet, requires graduates with expertise in:
» knowledge management (the ability to find, evaluate and appropriately apply knowledge);
» IT knowledge and skills;
* inter-personal communication skills, including the appropriate use of social media;
* independent and lifelong learning skills;

+ arange of intellectual skills, including:

o knowledge construction;
° reasoning;

o critical analysis;

o problem-solving;

o creativity;

* collaborative learning and teamwork;

+ multi-tasking and flexibility.

These are all skills that are relevant to any subject domain, and need to be embedded within that domain.
With such skills, graduates will be better prepared for a volatile, uncertain, complex and ambiguous world.

3. To develop such knowledge and skills, teachers and instructors need to set clear learning outcomes and
select teaching methods that will support the development of such knowledge and skills, and, since all skills
require practice and feedback to develop, learners must be given ample opportunity to practice such skills. This
requires moving away from a model of information transmission to greater student engagement, more learner-
centred teaching, and new methods of assessment that measure skills as well as mastery of content.

4. Because of the increased diversity of students, from full-time campus-based learners to lifelong learners
already with high levels of post-secondary education to learners who have slipped through the formal school
system and need second-chance opportunities, and because of the capacity of new information technologies
to provide learning at any time and any place, a much wider range of modes of delivery are needed, such as
campus-based teaching, blended or hybrid learning and fully online courses and programs, both in formal and
in non-formal settings.

5. The move to blended, hybrid and online learning and a greater use of learning technologies offers
more options and choices for teachers and instructors. In order to use these technologies well, teachers and
instructors require not only to know the strengths and weaknesses of different kinds of technology, but also
need to have a good grasp of how students learn best. This requires knowing about:
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* the research into teaching and learning;
» different theories of learning related to different concepts of knowledge (epistemology);

+ different methods of teaching and their strengths and weaknesses.

Without this basic foundation, it is difficult for teachers and instructors to move away from the only model
that many are familiar with, namely the lecture and discussion model, which is limited in terms of developing
the knowledge and skills required in a digital age.

6. The challenge is particularly acute in universities. There is no requirement to have any training or
qualification in teaching to work in a university in most Western countries. Nevertheless teaching will take up
a minimum of 40 per cent of a faculty member’s time, and much more for many adjunct or contract faculty or
full time college instructors. However, the same challenge remains, to a lesser degree, for school teachers
and college instructors: how to ensure that already experienced professionals have the knowledge and skills
required to teach well in a digital age.

7. Institutions can do much to facilitate or impede the development of the knowledge and skills required in
a digital age. They need to:

+ ensure that all levels of teaching and instructional staff have adequate training in the new
technologies and methods of teaching necessary for the development of the knowledge and skills
required in a digital age;

+ ensure that there is adequate learning technology support for teachers and instructors;
+ ensure that conditions of employment and in particular class size enable teaching and

instructional staff to teach in the ways that will develop the knowledge and skills needed in a
digital age;

* develop a practical and coherent institutional strategy to support the kind of teaching needed in a
digital age.

8. Although governments, institutions and learners themselves can do a great deal to ensure success in
teaching and learning, in the end the responsibility and to some extent the power to change lies within teachers
and instructors themselves.

9. It will be the imagination of teachers inventing new ways of teaching that will eventually result in the
kinds of graduates the world will need in the future.







13.1 Are you a super-hero?

/‘/»\/

NATOMY

COLLABORATOR

Sharing and enhancing one’s own
educational approaches through
collaborations within, across and
between disciplines.

% An awareness and appreciation of

SCHOLAR effective, research-based, discipline
appropriate pedagogical approaches.

EXPERIMENTER

An openness to try, reflect and learn
from new approaches, pedagogy and
technologies to support student learning.

An understanding of how students learn

J.a]) TEACHER FOR LEARNING '

and how to design effective learning

TEACHER activities and experiences
A producer and consumer of
appropriate educational resources
CURATOR through sharing and development
Fluency using learning technology
in educationally effective ways
TECHNOLOGIST y y

.

Figure 13.1.1 Image: © Simon Bates/eCampus Ontario

EXPERTMENTER

Figure 13.1.1, developed by Simon Bates, Associate Provost, Teaching and Learning at UBC (2016),
encapsulates well the role of a teacher or instructor in a digital age. At this point in the book, you might
be forgiven for thinking that this is all too much, especially if you are a university professor whose
passion is the discipline in which you are an expert, and whose priority is to extend the boundaries
of knowledge in that subject through research or other scholarly work. Where an earth will you find
the time to become expert in teaching if this means completely changing the teaching model you have
become comfortable with? You are not alone in thinking this. Martha Cleveland-Innes (2013) writes:

It is unrealistic to expect higher education faculty to have sound, current, content expertise, a
productive research program, an active service commitment AND be expert online teachers. The
biggest lie in the academy is that the role of faculty, and its rewards and responsibilities, is made
up of a seemingly balanced set of activities around teaching, research and service (Atkinson, 2001).
With some variation across type of institution, research is the most valued work and most notably
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rewarded. While this reality has not changed “...classroom teaching and course materials (have
become) more sophisticated and complex in ways that translate into new forms of faculty work. .....
such new forms are not replacing old ones, but instead are layered on top of them, making for more
work.” (Rhoades, 2000, p, 38). 1t is time to clarify this reality and consider how, if at all, changes
in teaching are, or may be, integrated into the role of faculty member.

How changes may be integrated into the role of faculty member, instructor or classroom teacher in a
digital age is what this chapter is about. It is not realistic to expect all teachers to be super-heroes (even
if you are the exception), but it is realistic to expect all teachers to be competent and professional in a
digital age.

The good news though is that if you have read your way through all the chapters in this book, you will
have done what you need to do to be competent and professional for teaching in a digital age, and will
certainly be ahead of 99 per cent of your colleagues on this (at least until they have also read this book).
At the same time, there is much your employing organisation and senior administrators can do to help
you in this, which is the focus of the rest of this chapter.
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Figure 13.2.1 A faculty development workshop

13.2.1 The need

By mid-August in most countries in the northern hemisphere, teachers’ pro-d and faculty development
workshops and conferences have ended, and everyone has headed off for a well earned vacation. Many
thousands will have learned how to use a learning management or lecture capture system for the first
time, and hundreds of others will have been introduced to new technologies such as e-portfolios, maobile
learning, and open educational resources. A smaller but significant number will have been introduced to
new methods of teaching built around the potential of new technologies. All good stuff — and all totally
inadequate for the needs facing teachers and instructors in a digital age.

13.2.2 A broken professional development model

In universities, faculty are trained, through the doctoral route, to do research, but there is no requirement
to be trained in teaching methods. At best faculty development is voluntary for faculty once appointed,
and although post-doctoral students may be offered short courses or in some instances even a certificate
in preparation for classroom teaching, this is usually voluntary and minimal. Indeed, post-graduate
students interested in experimenting with learning technologies or taking professional courses or
programs in teaching are often deliberately discouraged by their supervisors from doing so, as it would
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detract from their research. Increased use of adjunct/contract faculty exacerbates the problem (see
Chapter 13.4). Being on contract, they require payment for any training, but institutions are often
reluctant to train contract workers who may then leave at the end of the contract and take their training
and skills to a competitor.

The situation is somewhat different in two year colleges. Many jurisdictions (but by no means all)
have a regional, state or provincial Instructor Diploma Program that some colleges require instructors
to take on appointment or shortly afterwards. However, many of these programs have not been adapted
to take account of online learning, and probably none are yet up to date on blended learning. I was
an external reviewer for one such program a while ago, and there was almost no mention of online or
blended learning. Most of the technologies discussed in this program were at least 20 years old.

The lack of comprehensive and systematic training at a pre-service level places a disproportionate
burden on ongoing professional development, which is at best ad hoc and variable in both quantity
and quality. Above all, it is an entirely voluntary system — in other words, teachers or instructors can
choose not to take any in-service workshops or courses on teaching, if they decide — as most do —
that their professional development time will be better spent focusing on research rather than teaching.
Christensen Hughes and Mighty (2010) argue that less than 10 per cent of all university instructors take
professional development activities focused on improving their teaching, and the faculty that do opt in
are often those in least need of training as they are often already excellent teachers.

Lastly, most faculty and instructors do not base their teaching practice on empirically-based evidence
or research on the effectiveness of different approaches. Christensen Hughes and Mighty (2010) have
edited a collection of studies on research on teaching and learning in higher education. In the opening
chapter the editors state:

...researchers have discovered much about teaching and learning in higher education, but that
dissemination and uptake of this information have been limited. As such, the impact of educational
research on faculty-teaching practice and student-learning experience has been negligible.

In the same book, Christopher Knapper (also of Queens University) states (p. 229-230):

There is increasing empirical evidence from a variety of international settings that prevailing
teaching practices in higher education do not encourage the sort of learning that contemporary
society demands....Teaching remains largely didactic, assessment of student work is often trivial,
and curricula are more likely to emphasize content coverage than acquisition of lifelong and life-
wide skills. . ..

[However] there is an impressive body of evidence on how teaching methods and curriculum
design dffect deep, autonomous and reflective learning. Yet most faculty are largely ignorant of this
scholarship, and instructional practices are dominated by tradition rather than research evidence.

This book has shown that we do not have to invent or discover what’s needed to teach well in a digital
age. There is a well-established literature and generally agreed best practices, yet, as Christensen Hughes
and Mighty have pointed out, many if not a majority of teachers and instructors are unaware or continue
to ignore these standards.

13.2.3 Why the system needs to change

When university education was limited to an elite few students, where faculty had a close, one-on-
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one relationship with students, it was possible to manage quite effectively without formal training
in teaching. That is not the case today. Faculty are challenged by large classes, and heterogeneous
students who learn in a variety of ways, with different learning skills and abilities. The emphasis is
changing from knowledge as content to knowledge as process. Teaching methods need to be chosen that
will develop the skills and competencies needed in a knowledge-based society, and on top of all this,
constantly changing technology requires instructors to have analytical frameworks to help choose and
use technologies appropriately for teaching.

In particular, the profound effect of the Internet on scholarship, research, work and leisure requires
major reconsideration of our teaching methods, if we are to develop the skills and knowledge our
students will need in a knowledge-based society. This requires comprehensive and systematic training
of our instructors, not a system that depends heavily on opting-in, and that fails to reward adequately
excellence in teaching as measured by the standards required in today’s context.

Moving to blended, hybrid and online learning requires a much higher standard of training for faculty
and instructors. It is not just a question of learning how to use a learning management system or an
iPad. The use of technology needs to be combined with an understanding of how students learn, how
skills are developed, how knowledge is represented through different media and then processed, and
how learners use different senses for learning. It means examining different approaches to learning, such
as the construction of knowledge compared with a transmission model of teaching, and how technology
best works with either approach. Above all, it means linking the use of technology to the specific
requirements of a particular knowledge domain or subject area.

The expansion into blended and online learning has been facilitated mainly by the establishment
of separate learning technology support units to support faculty and instructors who do not have the
experience or skills to teach online. Although this is essential, it will be prohibitively expensive to
continue to expand such units as blended and online learning continues to grow (Bates and Sangra,
2011). It is much more cost-effective to provide adequate initial pre-service training so that learning
technology units can concentrate on training, professional development and R&D into new methods of
teaching and learning as new technologies develop.

13.2.4 What needs to be done

Identifying the problem is much easier than fixing it. In particular, the culture especially of universities
protects the existing system. Academic freedom is often used as an argument for the status quo, and
unions in the college system insist on payment for instructors for any time spent on training over and
above their normal teaching load. As Bates and Sangra (2011) have pointed out, this is a systemic
problem. It is difficult for a university, for example, to change for fear that their best young researchers
will move to another institution where training in teaching is not demanded.

There are many different ways to address this challenge. I set out one possible strategy below.

13.2.4.1 Recognize that there’s a problem

First, it has to be recognized and accepted by institutional leaders, teachers, instructors and faculty, the
relevant unions, quality assurance boards and state funding agencies that there is a major problem here.
Donovan et al. (2019) in a national survey of post-secondary institutions in Canada, found that while 71
per cent of all institutions rated online learning as very or extremely important for their long-term future,
79 per cent reported that the main barrier to greater adoption of online learning was inadequate training,
and in only 29 per cent of institutions was it required in order to teach online.
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Developing skilled teachers (and that’s what we need in schools, colleges and universities) is as much
an economic development as an educational issue. If we want people with the knowledge and skills
needed in a digital age, then teachers must get the knowledge themselves about how to develop such
skills, and in particular recognize that learning technologies and online learning are critical components
in the development of such skills.

13.2.4.2 Start in graduate school

It is much more economical and effective to prepare instructors properly at the start of their careers
than to try to get large chunks of their time for training while in their mid or late careers. Although
technology will change over time, the basic essentials of teaching and learning are relatively stable.
Thus the problem needs to be tackled at the pre-service level. For those wishing to work as faculty in
universities, we need to examine the post-graduate degree and in particular the Ph.D., to ensure that there
is adequate time for courses on and practice in post-secondary teaching, or develop a parallel route for
developing teaching and research skills.

13.2.4.3 Adopt a system-wide approach

Ideally the state or provincial Council of Universities or Colleges, or school boards, should get together
and develop a comprehensive system of training for all teachers and ensure that such programs
are continually updated. Similarly, a common plan and set of standards needs to be established across
a jurisdiction for hiring and promotion linked to proper training in teaching and learning, through the
establishment of appropriate working groups that would include professionals from learning technology
units and professional development offices.

13.2.4.4 Self-help

We need to walk the talk, and use technology to support professional development. Increasingly, centres
for teaching and learning are creating web sites with ‘on-demand’ resources for faculty and instructors,
such as best practices in using video, podcast production, or designing a course with technology. Too
often, though, other faculty development support sites focus on the technical operation of technology or
just provide a schedule of faculty development workshops, rather than providing pragmatic advice on
best educational practice in the use of a particular technology or medium. Also, teachers and instructors
need to know about such sites — and use them.

13.2.4.5 Set standards

The system-wide working groups should agree on a ‘core’ curriculum, minimum standards, and
measures of performance for pre-service training in teaching for each sector. These standards should
include knowledge and skills needed by learners in a digital age. No person should be hired to new
positions that have a major teaching component without recognized training in teaching, once the
training system is in place.

ALT (Association of Learning Technologists), UK, provides professional accreditation of learning
technologists, operating at three levels (novice, career, advanced) through certified membership of ALT
(Association of Learning Technologists). It uses a combination of personal portfolios of work and
peer assessment. A similar program could be extended to teachers and instructors, enabling a form of
accreditation based on practice as well as taking courses.
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For in-service professional development, one strategy would be to require an individual professional
development plan for every teacher or instructor annually negotiated between the teacher and their
head of department. This plan would include regular up-dating in new teaching methods and
technologies, similar to the compulsory professional development programs for medical practitioners.
Different individual professional development plans will be needed for different subject areas.

13.2.4.6 Government as watch dog and enforcer

Governments should exert pressure on school boards, colleges and universities to ensure that an
adequate pre-service and in-service training system is in place, as a condition of future
funding. Governments should refuse to fund any public institution that does not follow the standards for
training in teaching set and endorsed by the relevant system-wide authorities.

13.2.4.7 Integrate internally
Blended and fully online teaching and learning technologies should be seen as integral components
of professional development, not as separate activities. Therefore faculty development offices should

be integrated with learning technology support units into Centres for Teaching and Learning (either
centrally or divisionally, depending on the size of the institution), where this has not already occurred.
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Figure 13.2.2 Teachers brainstorming about using technology for teaching

13.2.5 Conclusion

We would not dream of allowing doctors or pilots do their work without formal training related to their
main work activities, yet this is exactly the situation regarding teaching in post-secondary education.
We have to move from a system of voluntary amateurism to a professional, comprehensive system of
training for teaching in post-secondary education, and a modern, up-to-date curriculum for pre-service
and in-service training of school teachers. This book attempts to provide at least a basic curriculum for
this kind of training.

I have suggested some solutions to the systemic problem. Others support the professional
communities of practice route (see for instance Carvalho-Fino et al., 2019), which is more culturally
acceptable to university faculty, but does not meet the test of being comprehensive and systematic.

Online learning and new learning technologies are not the cause of the problem nor the solution,
but they do provide a necessary catalyst for change. Our students deserve no less than properly trained
teachers. The current situation, at least in post-secondary education, is increasingly unacceptable, a truth
no-one dares to speak. It’s about time we dealt with it.
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Activity 13.2 Identifying your professional training needs

1. Do you believe the professional development system is ‘broken’? Is this as true for school teacher
education as it is for post-secondary education? Or does the training system in your organisation work
reasonably well for teaching in a digital age?

2. Would it be better not to train faculty in universities to teach, but just put them in working groups with
instructional designers and media producers?

3. Having read this book (or parts of it) can you now define your own professional training needs? Can you
get support for this where you work?

4. In universities, faculty themselves control appointment, tenure and promotion committees. What could be
done to make teaching count for more in appointments, tenure and promotion without weakening the academic
status or standing of a university?

There is no feedback for this activity; my views on this should be clear from this section!
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Figure 13.3.1 The University of Bristol Digital Education support site. Click on image to go to web site.

13.3.1 The need for learning technology support systems

There have been many references in this book to the need for teachers and instructors to work, wherever
possible, with instructional designers and media producers when teaching in a digital age. The reasons
for this are fairly obvious:

* no teacher can be an expert on everything; working in a team covers a wider a range of skills
and knowledge;

* technology should be used to decrease instructor and faculty workload, not to increase it, as
at present; instructional designers in particular should be able to help teachers and faculty to
manage their workload while still producing high quality teaching; media producers enable
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subject experts to focus on content and skills development;

 team teaching, with different skills within the team (two or more subject experts,
instructional designer, media producer) will lead to higher quality teaching.

As a result, over the last ten to twenty years, there has been a rapid expansion in the number of
learning technology support systems, both centrally, and in larger institutions, within different academic
departments. Over time, separate units focusing on faculty development, learning technology support,
and distance education have become merged or integrated into multi-functional units, under a variety of
names, although legacy systems can sometimes take a long while to make this shift.

13.3.2 The scaling problem

As the move to blended, hybrid and online learning increases, so does the demand for these support
units, to such an extent that one university I know well now has over 60 support staff and a budget
of over $12 million a year for its central Centre for Teaching, Learning and Technology, plus
several ‘satellite’ units in the larger faculties. At the other end a small elementary school will be lucky
to have one teacher with some training in maintaining the computers and the Internet added to their
responsibilities. However, many school systems also have a central educational technology unit that can
provide support to individual teachers and schools within the system.

Institutions are already spending a good deal to support just the fully online courses or programs. We
have good models here based on instructional designers and media specialists working in a team with
instructors in developing fully online courses. This way, the special design requirements for students
studying off campus can be met.

However, at the moment, fully online courses constitute somewhere around 10-15 per cent of all the
credit-based teaching in North American universities. What happens when we go to 85 per cent or more
of the teaching being blended? The current learning technology support model just won’t be able to
handle this expansion, certainly not at the rate that it is being predicted. However, without a design
strategy for blended learning, and adequate support for faculty and instructors, it is almost certain that the
quality will be poor, and it is certain that all the potential benefits of blended learning for transforming
the quality of teaching will not be achieved.

Trying to extend the support system from fully online to blended courses and programs will ultimately
be unsustainable. Although support units will be essential to get blended learning successfully started,
teaching activities must be economically sustainable, which means faculty and instructors will
eventually need to become able to design and manage blended learning effectively without continuous
and ongoing support from instructional designers and media producers. This will require a huge training
and retraining effort for instructors.

13.3.3 Faculty training or support units? The need for balance

I am a strong supporter of such specialised units to work with teachers and instructors. However, this has
to be balanced against the costs. Funding from these units usually comes from within the overall budget
for teaching and learning which in the end results in larger classes. These support units grow in inverse
proportion to the lack of pre-service and in-service training.

However, these learning technology support units are essential for the effective development of
teaching in a digital age. Thus a balance needs to be found between the provision of training in the
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use of learning technologies and the need for learning technology support units, which is why faculty
development and learning technology units have tended to become integrated, and why institutions need
a defined strategy for supporting teaching and learning. Thus although it is possible for a particularly
dedicated teacher to teach successfully without such support, learning technology support units are
becoming an essential service for most teachers and instructors.

Activity 13.3 Learning technology support

1. What kind of learning technology support can you readily access? Is there enough? Can it provide
the help you need? Have you tried? Is it close at hand or distant?

2. What kind of support would you like that isn’t being provided at the moment? Have you talked to
your learning technology support unit about what kind of help you would like?

3. Does the unit combine faculty development, learning technology support, and distance education,
or are they all in separate units? Does this matter to you?

There is no feedback on this activity.
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Figure 13.4.1 Class size affects the capacity to develop the skills and knowledge needed in a digital age

There are currently some major changes in conditions of employment that will influence the ability of
individual teachers and instructors to deliver the kind of teaching needed in a digital age.

13.4.1 Class size

The most obvious is class size. Although some economies of scale are definitely achievable through the
use of technology for teaching (see for instance, Bates, 2013), and there is no magic number as to how
many students there should be per teacher, we have seen in earlier chapters that instructor presence and
the interaction between subject experts and students are critical factors in developing the knowledge and
skills needed in a digital age.

Although technology can replace the need for instructors for the transmission of content, the need for
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ongoing communication between teacher and students for deep understanding and the development of
skills, means that there soon becomes a limit, in terms of the number of students per instructor, beyond
which the teaching rapidly starts to become ineffective, at least in terms of the knowledge and skills that
matter most (Carey and Trick, 2013).

Thus the major challenge is in universities and some large two-year colleges, where first and second
year classes can number in the thousands, and even in third or fourth year classes, in the hundreds. What
can be done to ensure that teacher student ratios are kept to a manageable size? Institutions have taken a
number of different approaches to this challenge.

13.4.2 The increased use of contract instructors and teaching assistants

One of the biggest changes to universities in North America over the last twenty years has been the
growth of non-tenured teaching faculty in universities. An explosion in undergraduate enrolments across
Canada — 400,000 more students from 2002 to 2012 — has come without a corresponding increase in
tenure-track faculty. While the number of instructors doubled between the 1980s and 2006, there was
a decline of 10 per cent in tenure and tenure-track faculty (Chiose, 2015). The position is, if anything,
even more dramatic in the USA, where universities and colleges were much harder hit by the economic
crisis in 2008 than their Canadian counterparts.
In an article in Canada’s leading newspaper, the Globe and Mail, Simona Chiose wrote (2018):

Canadian universities say they can no longer afford to deliver higher education through tenured
academics who may spend more than a third of their time engaged in research. Instead, most
universities have decided that, to staff their classrooms at reasonable cost, they must turn, in
varying degrees, to contract instructors and teaching-track faculty.

Contract staff such as adjuncts or sessionals usually have either a doctoral degree in the subject area,
or strongly related work experience for more vocational subjects. In Canada, the union representing
contract instructors (CUPE) is fighting to get multiyear contracts for sessional instructors who now have
to reapply each year for their jobs. Ideally, the union would like universities to give sessional instructors
priority for teaching-track jobs, which do not have tenure, but have more job security than contract
positions. With job security can come opportunities for training in teaching.

However, an even more alarming development in recent years has been an increasing tendency to use
post-graduate students as teaching assistants, often responsible for delivering lectures to 200 students
or more in first and second year courses. This model is also being increasingly used where institutions
are moving to a hybrid model, combining both online and face-to-face components, especially where a
former very large lecture-based course is being redesigned for hybrid learning. Even including the TAs,
the instructor/student ratio is often 1:100 or higher for these large enrollment courses. There is usually
no additional training for TAs about how to teach online, although in many — but by no means all — cases,
they do get some kind of training in teaching face-to-face.

With fully online courses, though, a different model has often been used where the instructor:student
ratio has been deliberately targeted at under 40 for undergraduate courses, and under 30 for graduate
courses. Scaling up has been handled by hiring additional part-time adjunct or associate professors on
contract. The adjuncts would be paid to take a short online briefing course on teaching online which sets
out the expectations for online teaching. This was an affordable model because the additional student
tuition fees would more than cover the cost of hiring additional contract instructors, once the course was
developed (Bates and Poole, 2003).
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However, this has been possible because most of such online courses have been aimed mainly at
higher level undergraduate students or graduate students. With both blended and online courses now
being targeted at large first and second year classes, new models are being developed that may not have
the same level of quality as the ‘best practice’ online courses. This is a particularly difficult issue for
several reasons:

* practices both for dealing with large face-to-face classes and with online classes vary
considerably within each form of delivery, and from one institution to another, so making
generalizations is fraught with danger;

* decisions about whether to use teaching assistants or part-time, contract instructors, are
driven more by financial considerations than by best pedagogical practice;

* there are other factors at work besides money and pedagogy in the use of teaching assistants
and adjunct faculty, such as the desire to provide financial support to international and
graduate students, the idea of apprenticeship in teaching, and the supply and demand effects
on the employment of doctoral graduates seeking a career in university teaching and
research;

* there is no golden mean for instructor/student ratios in either blended or online learning. In
the mainly quantitative/STEM subjects, much higher ratios are sustainable without the loss of
quality, through the use of automated marking and feedback, for the theory component, while
the practical component requires much lower ratios due to the need to share equipment and
monitor students;

* MOOC:s are (wrongly) giving the impression that it is possible to scale up even credit-based
online learning at lower cost, by eliminating learning support provided by tenured faculty.

Despite these caveats, there is a genuine concern that the over-reliance on teaching assistants for online
and blended courses will have three negative consequences for both students and online learning in
general:

+ as with the large face-to-face classes, the pedagogy for online or blended courses will resort
more to information transmission, due to the TAs’ lack of training and experience in teaching
online;

+ for the online or hybrid courses, student drop-out and dissatisfaction will increase because,
especially in first and second year teaching, they will not get the learning support they need
when studying online. As a result, faculty and students will claim that hybrid or fully online
learning is inferior to classroom-based instruction;

+ faculty and especially faculty unions will see online learning and blended learning being used
by administrations to cut costs and over time to reduce the employment of tenured faculty,
and will therefore try to block its implementation.

Why can’t TAs provide the support needed online if they can do this for face-to-face classes? First, it is
arguable whether they do provide adequate support for students in large first year classes, but in online
courses in subject domains where discussion is important, where qualitative judgements and decisions
have to be made by students and instructors, where knowledge needs to be developed and structured,
in other words in any field where the learning requires more than the transmission and repetition of
information, then students need to be able to interact with an instructor that has a deep understanding of
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the subject area. Thus there are good reasons to hire adjunct faculty (as usually they already have post-
graduate qualifications) to teach online or in blended formats, but not TAs in general (although there will
always be exceptions).

13.4.3 The elephant in the room

However, the discussion about the use of adjuncts and TAs masks a more significant issue. There are
two factors that lead to the very large class sizes in first and second year that faculty and their unions
really don’t want to talk about:

the starvation of first and second year students of teaching resources; senior faculty
concentrate more on upper level courses, and want to keep these class sizes smaller. As a
consequence first and second year students suffer;

teaching subsidizes research: too often tuition revenues get filtered off into supporting
research activities. The most obvious case is that if teachers spent more time teaching and
less doing research, there would be more faculty available for teaching. Teaching loads for
experienced, tenured faculty are often quite light and as stated above, focused on small upper
level classes. A report from the Higher Education Quality Council of Ontario (Jonker and
Hicks, 2014) suggested that if professors whom it has classified as laggards in research
doubled their teaching time, it would be the equivalent of adding 1,500 faculty members
across the province, enough to staff an additional mid-sized university.

13.4.4 The increasing diversity of teachers

Much has been said in this book about the increasing diversity of students, and the implications for

teaching.

We should add to that the increasing diversity of teachers:
fully tenured, research-focused faculty, with very high academic qualifications but relatively
little or no training in teaching;

contract adjunct or sessional instructors, highly qualified academically, but with little or no
chance of professional development in the teaching area;

teaching assistants, with mid-level academic qualifications and little or no training in
teaching;

work-experienced vocational and technical instructors, with a small amount of training in
teaching;

school teachers, well trained in general teaching methods, but few with training specifically
for teaching in a digital age.

The reasons for and the significance of this increasing diversity of teachers and instructors is beyond the
scope of this book. Nevertheless, without some kind of job security there is little opportunity or incentive
for training in new technologies and teaching methods.
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Activity 13.4 Conditions of employment

1. Why does class size matter particularly for developing the knowledge and skills needed in a
digital age?

2. Some governments think online learning will enable larger classes. Do you agree? What are your
reasons?

3. What are the advantages and disadvantages of having just teaching staff in universities, such as
tenure track teaching professors and/or adjuncts/sessionals/contract instructors, in terms of the
development of the knowledge and skills required in a digital age?

Click on the podcast below for my views on the above:

https://pressbooks.bccampus.ca/teachinginadigitalagev2/?p=343

m An audio element has been excluded from this version of the text. You can listen to it online here:
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Figure 15.5.1 Breaking down a large lecture class into smaller groups Image: © University of Texas at San Antonio

There is no easy solution to the problem of reducing class size to numbers that will ensure all students
can be helped to develop the knowledge and skills needed in a digital age. Alex Usher in his blog One
Thought to Start Your Day examines different ways to allocate teaching loads to instructors, resulting in
classes of different sizes. However, teaching load is usually organised at a departmental level. Too often,
an individual instructor has little choice over the size of class to which they are allocated.

Whatever the course design, face-to-face, blended or fully online, large numbers of students per
instructor limits what is possible pedagogically. It is extremely difficult to teach the higher level skills
of critical thinking, problem-solving and collaborative working in very large classes. Nevertheless, there
are several successful approaches to re-designing these large introductory courses of 1,000 students or
more, involving the use of blended learning. See for instance:

+ the National Center for Academic Transformation‘s course redesign process,

» alarge first year psychology course at McMaster University,

+ an online large enrolment course in anatomy at Dalhousie University

The following design attempts to build in at least some opportunities for the development of high level
skills in a very large class:
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* create a team to design, develop and deliver the course; the team will include a senior tenured
professor, four TAs, plus an instructional designer and web/multimedia designer allocated to
help with the initial design;

* the senior professor acts as a teaching consultant, responsible for the overall design of the
course, hiring and supervising the work of the TAs, and designing the assessment strategy/
questions and rubrics, in consultation with the rest of the team;

* nearly all content is provided online through a combination of short videos and textual
material designed and loaded on the LMS; this is largely the work of the senior professor
working with the instructional designer, assisted by the TAs, before the course begins;

» computer-marked assignments are used to mark student comprehension and understanding,
and to provide automated feedback/guidance; there is an end-of semester computer-marked
assignment that provides an individual mark for each student;

+ students are allocated to groups of 33, and each of the TAs is responsible for eight student
groups, or 250 per TA;

» each TA acts as the day-to-day link for each of the 33 students in each of the eight groups
they are responsible for;

* each class of 33 is divided into five sub-groups of six to seven students, who work on two
projects a semester; the first project is not assessed, but is subject to student peer review,
using guidelines/rubrics established by the senior professor; the second project is assessed by
the TAs (roughly 40 assignments per TA), again using rubrics designed by the senior
professor. The projects aim to develop specific, pre-identified skills, such as critical thinking,
problem solving, and collaborative working.

* students in each group of six or seven work through online discussion forums or face-to-face
on each project, depending on convenience to the students. The discussion forums are lightly
moderated by the TAs, mainly to ensure that students are on topic and respectful to each
other; if serious issues arise, these are referred to the senior professor;

» TAs mark the group assignments, following rubrics decided earlier, and the senior professor
monitors and calibrates the marking between instructors; for each student their group mark
(50%) is added to their individual mark (50%) from the end-of-semester computer-marked
assignment;

* the senior professor meets for one hour a week with a different group of 33 students three
times a week either face-to-face or synchronously online; this means that every student gets
at least one hour of personal interaction with the senior professor during the semester. The
sessions are used to discuss key issues in the course and focus on the pre-determined skills
development.

Whatever detailed design is done, these large courses should have a clear business model to work
with, which basically provides an overall budget for the course, that includes the cost of the TAs, and
takes account of the students numbers (more students, more budgeted money), but allowing the senior
professor to build the team as best as possible within that budget. TAs would receive a briefing on
responsibilities, online mentoring, assessment marking, for which they would be paid in addition to or
as part of their teaching contract.

Ideally though the organization of teaching should not result in such very large classes, if at all
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possible. However, the principle of team teaching should be considered for all classes with more than 30
or so students.

Reference
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Activity 13.5 Designing a team approach

1. Assume you have a class of 1,600 students for which you are responsible. You have the resources to hire

two adjunct faculty and six TAs. How would you design the class?

There is no feedback for this activity.
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Université d'Ottawa University of Ottawa

REPORT OF THE
E-LEARNING
WORKING GROUP

=

BY THE MEMBERS OF THE WORKING GROUP:
Christopher Boddy, Associate Professor, Chemistry Department
Christian Detellier, Vice-President Academic and Provost (Chair)
Sandra Duarte, Executive Assistant to the VP Academic
Emmanuel Duplaa, Professor and Director of Formation a l'enseignement program, Faculty of Education
Alain Erdmer, Director of the Centre for Mediated Teaching and Learning, Teaching and Learning Support Service
Danielle Levasseur, Chief Information Officer, Computing and Communications Services

Maddi McKay, Second-year student in Conflict Studies and Human Rights
Lee-Anne Ufholz, Director (Health Sciences), University of Ottawa Library

With collaboration of:
Richard Pinet, Director, Centre for e-Learning, Teaching and Learning Support Service

MARCH 2013

Figure 13.6.1 The University of Ottawa’s e-learning plan. Click on the graphic to access the plan.

It can be seen that issues around faculty development and training, class size, hiring of contract
instructors and teaching assistants, and team work will influence the organisation’s capacity to do the
kind of teaching that will develop the knowledge and skills needed in a digital age (or any other age, for
that matter). It may be possible for you, particularly if you are tenured faculty working in a university,
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individually to make the necessary changes to your teaching to fit the needs of a digital age, but for the
majority of teachers and instructors, the institution as a whole needs to support the necessary changes to
teaching. It can do this best by having a formal plan or strategy that sets out:

* the rationale for changes;

* the goals or outcomes that such changes will lead to (for example, learners with specified
skills and competencies);

+ actions that will support the changes (for example, funding for new course design, re-
organisation of services);

+ a financial strategy to support the intended changes, such as funding for innovation in
teaching;

» a way of measuring successful implementation of the strategy.

There are various ways in which such a strategy may be developed (see Bates and Sangra, 2011),
including top-down and bottom-up processes for setting overall goals, but in a university it may be
through an annual academic planning process where departments/faculties must submit their plans for
the next three years, including resources needed, based on meeting the overall academic goals set by the
university. In such a planning cycle, it is important to include the goals for meeting the needs of learners
in a digital age as ‘targets’ for departments when drawing up their plans. These plans should indicate not
only content to be covered but also delivery and teaching methods to be used, with a rationale for them.

Many universities and colleges are in the process of developing or implementing such plans, such
as the University of British Columbia’s Flexible Learning Initiative and the University of Ottawa’s e-
learning plan. Indeed, at least in Canada, most institutions have recognised the need for a strategic plan
for ‘e-learning’. Donovan et al. (2019) found that 71 per cent of responding post-secondary institutions
reported that online learning is very or extremely important for the institution’s long-term strategic
or academic plan. However, only 42 per cent actually had implemented or were implementing a
strategic plan for e-learning, and it is not know how closely these plans are tied to the development
of the knowledge and skills needed in a digital age, or whether they focus mainly on resources or
organizational issues. Nevertheless, a good plan, preferably dynamic and continually reviewed, is
essential for such developments.

Lastly, it is of course important for anyone who has read this book to make sure they are actively
engaged in such processes, to help shape policy and direction. Without institutional support, it will be
difficult to make significant changes.
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Activity 13.6 Developing an institutional strategy for supporting teaching and learning

1. Does your organisation have a strategy for teaching and learning? Is it any good? Does it deal with the
needs of learners in a digital age?

2. If you could design or change your organisation’s strategy for teaching and learning, what would you
include?

There is no feedback provided on this activity.




13.7 Building the future

Horizon - the Future State

Volatility ——

——— Ambiguity
VUCA Quadrangle

Figure 13.7.1 Navigating a volatile, uncertain, complex and ambiguous world
Image: © Carol Mase, Free Management Library, 2011, used with permission

13.7.1 The rationale for change

This book really sets out the case for increased training in teaching methods, or more accurately a
different approach to training, for teachers, instructors and faculty, if students are to be fully prepared
for life in a digital age. The argument goes like this:

1. There is increasing pressure from employers, the business community, learners themselves, and also
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from a significant number of educators, for learners to develop the type of knowledge and the kinds of
skills that they will need in a digital age.

2. The knowledge and skills needed in a digital age, where all ‘content’ will be increasingly and freely
available over the Internet, requires graduates with expertise in:
» knowledge management (the ability to find, evaluate and appropriately apply knowledge);
* IT knowledge and skill;
* inter-personal communication skills, including the appropriate use of social media;
+ independent and lifelong learning skills;
+ arange of intellectual skills, including:
o knowledge construction;
° reasoning;
o critical analysis;
o problem-solving;
° creativity;
* collaborative learning and teamwork;
+ multi-tasking and flexibility.
These are all skills that are relevant to any subject domain, and need to be embedded within that domain.

With such skills, graduates will be better prepared for a volatile, uncertain, complex and ambiguous
world.

3. To develop such knowledge and skills, teachers and instructors need to set clear learning outcomes
and select teaching methods that will support the development of such knowledge and skills, and, since
all skills require practice and feedback to develop, learners must be given ample opportunity to practice
such skills. This requires moving away from a model of information transmission to greater student
engagement, more learner-centred teaching, and new methods of assessment that measure skills as well
as mastery of content.

4. Because of the increased diversity of students, from full-time campus-based learners to lifelong
learners already with high levels of post-secondary education to learners who have slipped through
the formal school system and need second-chance opportunities, and because of the capacity of new
information technologies to provide learning at any time and any place, a much wider range of modes of
delivery are needed, such as campus-based teaching, blended or hybrid learning and fully online courses
and programs, both in formal and in non-formal settings.

5. The move to blended, hybrid and online learning and a greater use of learning technologies offers
more options and choices for teachers and instructors. In order to use these technologies well, teachers
and instructors require not only to know the strengths and weaknesses of different kinds of technology,
but also need to have a good grasp of how students learn best. This requires knowing about:

* the research into teaching and learning;
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« different theories of learning related to different concepts of knowledge (epistemology);

« different methods of teaching and their strengths and weaknesses.

Without this basic foundation, it is difficult for teachers and instructors to move away from the only
model that many are familiar with, namely the lecture and discussion model, which is limited in terms
of developing the knowledge and skills required in a digital age.

6. The challenge is particularly acute in universities. There is no requirement to have any training or
qualification in teaching to work in a university in most Western countries. Nevertheless teaching will
take up a minimum of 40 per cent of a faculty member’s time, and much more for many adjunct or
contract faculty or full time college instructors. However, the same challenge remains, to a lesser degree,
for school teachers and college instructors: how to ensure that already experienced professionals have
the knowledge and skills required to teach well in a digital age.

7. Institutions can do much to facilitate or impede the development of the knowledge and skills required
in a digital age. They need to:

 ensure that all levels of teaching and instructional staff have adequate training in the new
technologies and methods of teaching necessary for the development of the knowledge and
skills required in a digital age;

* ensure that there is adequate learning technology support for teachers and instructors;

» ensure that conditions of employment and in particular class size enable teaching and
instructional staff to teach in the ways that will develop the knowledge and skills needed in a
digital age;

* develop a practical and coherent institutional strategy to support the kind of teaching needed
in a digital age.

13.7.2 Building your own future

Although governments, institutions and learners themselves can do a great deal to ensure success in
teaching and learning, in the end the responsibility and to some extent the power to change lies within
teachers and instructors themselves. In probably no other profession is there such an opportunity to work
in the way that you choose.

To help you create the kind of teaching needed in a digital age, Chapter 6, Section 10 provides an
exercise for building a rich learning environment for your students, applying the guidelines outlined in
this book.

Although a sound basis of knowledge and experience is important, no other quality in teachers is more
important than vision and imagination. This book attempts to provide a glimpse into the possibilities
of teaching in the future, but that future still needs to be invented. The demands of the market, the
ethical and moral challenges of society, changing technologies, and the diversity of learning needs are
all components in a complex mix of factors that require an appropriate response from teachers and
instructors.

This book attempts to provide some foundations for decision-making in this volatile, uncertain,
complex and ambiguous world, and I end with Scenario I that aims to suggest one possibility for the
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future, but it will be the imagination of you and other teachers inventing new ways of teaching that will
eventually result in the kind of graduates the world will need in the future. I hope this book in some
small way will help you along this road.

Activity 13.7 Develop a future scenario for your teaching

1. Read Scenario I and/or the other scenarios in this book. Now write your own scenario for your own
teaching. Do NOT take into account current resources or institutional policies.

2. What would have to change in your organisation to make your scenario possible?

There is no feedback provided for this activity.

Key Takeaways

1. There is increasing pressure from employers, the business community, learners themselves, and also from
a significant number of educators, for learners to develop the type of knowledge and the kinds of skills that
they will need in a digital age.

2. The knowledge and skills needed in a digital age, where all ‘content’ will be increasingly and freely
available over the Internet, requires graduates with expertise in:
* knowledge management (the ability to find, evaluate and appropriately apply knowledge);
» IT knowledge and skills;
+ inter-personal communication skills, including the appropriate use of social media;
* independent and lifelong learning skills;

+ arange of intellectual skills, including:

o knowledge construction;
° reasoning;
o critical analysis;
o problem-solving;
° (reativity;
* collaborative learning and teamwork;

+ multi-tasking and flexibility.

These are all skills that are relevant to any subject domain, and need to be embedded within that domain.
With such skills, graduates will be better prepared for a volatile, uncertain, complex and ambiguous world.

3. To develop such knowledge and skills, teachers and instructors need to set clear learning outcomes and
select teaching methods that will support the development of such knowledge and skills, and, since all skills
require practice and feedback to develop, learners must be given ample opportunity to practice such skills. This
requires moving away from a model of information transmission to greater student engagement, more learner-
centred teaching, and new methods of assessment that measure skills as well as mastery of content.

4. Because of the increased diversity of students, from full-time campus-based learners to lifelong learners
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already with high levels of post-secondary education to learners who have slipped through the formal school
system and need second-chance opportunities, and because of the capacity of new information technologies
to provide learning at any time and any place, a much wider range of modes of delivery are needed, such as
campus-based teaching, blended or hybrid learning and fully online courses and programs, both in formal and
in non-formal settings.

5. The move to blended, hybrid and online learning and a greater use of learning technologies offers
more options and choices for teachers and instructors. In order to use these technologies well, teachers and
instructors require not only to know the strengths and weaknesses of different kinds of technology, but also
need to have a good grasp of how students learn best. This requires knowing about:

* the research into teaching and learning;
+ different theories of learning related to different concepts of knowledge (epistemology);

» different methods of teaching and their strengths and weaknesses.

Without this basic foundation, it is difficult for teachers and instructors to move away from the only model
that many are familiar with, namely the lecture and discussion model, which is limited in terms of developing
the knowledge and skills required in a digital age.

6. The challenge is particularly acute in universities. There is no requirement to have any training or
qualification in teaching to work in a university in most Western countries. Nevertheless teaching will take up
a minimum of 40 per cent of a faculty member’s time, and much more for many adjunct or contract faculty or
full time college instructors. However, the same challenge remains, to a lesser degree, for school teachers
and college instructors: how to ensure that already experienced professionals have the knowledge and skills
required to teach well in a digital age.

7. Institutions can do much to facilitate or impede the development of the knowledge and skills required in
a digital age. They need to:

+ ensure that all levels of teaching and instructional staff have adequate training in the new
technologies and methods of teaching necessary for the development of the knowledge and skills
required in a digital age;

+ ensure that there is adequate learning technology support for teachers and instructors;

+ ensure that conditions of employment and in particular class size enable teaching and

instructional staff to teach in the ways that will develop the knowledge and skills needed in a
digital age;

+ develop a practical and coherent institutional strategy to support he kind of teaching needed in a
digital age.

8. Although governments, institutions and learners themselves can do a great deal to ensure success in
teaching and learning, in the end the responsibility and to some extent the power to change lies within teachers
and instructors themselves.

9. It will be the imagination of teachers inventing new ways of teaching that will eventually result in the
kinds of graduates the world will need in the future.
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A
Russia,

Movossibirsk, Altay, Omsk, Tyumnmen, Kurgan, Chelyabinsk
reqions, 18.07.05; Tula, 14.10,05

a ey

Outbreaks in animals (zource: OIE)

Counlries/ Regions with oulbresks as
of December 2005

Kazakhstan
Pavlod ar region -
18.07.05 )

D Countries with oulbresks since
December 2003

China, Inner Mangolia,
Anhui, Hunan, Hubei,
Jiangri, Liaoning, Ming+ia,
Shansi, Taiwan, Kinjiang,

Yunnan

12.10.05
Wit Marn
01.07.0%

Mongaolia
‘\\C Huwszgel province
18,0505

Indonesia
01.02.05

0

Human cases in Asia (source: WHO)

Carnbadia
22,0904

(D) 2003 (total: 3)
(D) 2004 (total: 46)
@ 2005 (total: 03)

Figure 13.1 Stopping the flu
Image: © European Commission, 2015

Hi, Chris, you asked for an update on what I’m studying at the University of Central Canada. Well,
I’'m about half-way through a really neat program called Global Science. We get to choose from
about five or six problems to research. At the moment, the problem I’ve chosen is called ‘Stopping
the flu.” Basically, we’re looking at the influenza virus, and how to prevent pandemics. I thought
when I started it would be all medicine, but I’'m having to do math, geography, agriculture, even
management and communications, as well as other types of science because they are all related in
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some way to the problem we are looking at. We work as a group on defining the problem, collecting
data, and interpreting the results.

I’m in a group of 25 students, and they are from all over the world. Altogether there are over 2,000
students taking the program. My main instructor, Dr. Madelaine McVicar, who is responsible for my
group of 25, is based the other side of the country in a hospital in Halifax, but really she’s more like
a conductor of an orchestra, because the course uses experts from all over the world, some of whom
come in with just short podcasts or YouTube videos, while others run webinar sessions that deal
with specific questions as they come up in our research. Dr. McVicar is great at finding resources
to help us, and we also occasionally get sessions online with some of the professors at UCC who
helped design the program.

What threw me at the beginning was the lack of lectures or pre-determined weekly study topics.
Although we all had to do a set of modules on basic research methods, and we have a sort of
program guide on the web designed by the UCC profs, we choose study topics and are provided
with a guide to a wide range of resources, mainly free stuff available all over the Internet, such
as published papers in open access journals or stuff in MOOCs that will directly help us with the
research problem we are tackling. The course web site gave us some leads as to where to look,
and we had to provide an interim report early on to Dr. McVicar that listed the resources we were
accessing or looking for. Some of these topics, such as the molecular structure of the flu virus, are
pretty obvious, but other topics we had to identify ourselves. I was particularly interested in the link
between international travel and the spread of flu. One of the things we have to do always is to
provide an evaluation of the sources we use and their reliability.

Each month the group has to create our own online reports — called e-portfolios — which shows the
progress we’ve made on the research question each month. In the end, we get 50 per cent of our
marks from the monthly group e-portfolios and the other 50 per cent from an individual e-portfolio
we each create summarizing the whole project and our individual contribution to the project. Dr.
McVicar does the marking and grading.

There’s about 20 other student groups from UCC researching the same question, and we are sharing
data across the groups, so we get great help and feedback from the other groups as well, through
a discussion forum and a shared web site for the monthly e-portfolios. Because of my job, I'm
particularly interested in mortality rates from different kinds of flus and I was able to hook up with
another student in another group who turns out to be a specialist in that subject, working for a
Swiss insurance company — it might even lead to a job for me!

Because of the agreements UCC has made with many hospitals and health authorities around the
world, we’re getting access to some great data. We often have to go and find local data ourselves,
such as the number of local hospital admissions for flu in a particular week. For instance, we
were able to track the spread of a particular strain from the first week of our course, when it was
identified in China, across the world over the following five months. UCC also has an agreement
with IBM to load the data and use some of their analytics as well. Apparently UCC got money from
one of the research councils to support some of the research on this program because of the ability
to draw on so many sources of relatively raw data from around the world, which means my group
sometimes get Skyped by one of the UCC profs who wants access to our data! Another group even
got asked by the WHO (the World Health Organization, not the rock group) for their data.
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Many of the international students are in other universities, and will transfer the credits into their
own program, although a lot of the students are also sponsored by employers, such as hospitals
or government agencies. You can in fact get a badge for successfully completing just one of the
research problems, and a diploma for doing all three. However, the final 60 credits of the degree
program requires me to do my own, individual research project, and I think I’ll try and do that,
because I need that to go on to grad school, although everyone says that doing the individual
research project is pretty tough, as the standard is very high.

But what I really like about this program is that I’'m learning so much, so quickly. We’re dealing with
a real problem, and you know, having so many people from such different backgrounds all working
on the same problem means that I feel we are actually making a difference, as well as studying.

Acknowledgement: This scenario was originally developed for the U.K. Open University and is
used with their permission. The scenario was influenced by McMaster University’s integrated science
program. However, the McMaster program is an on-campus program limited to a highly selected group
of 50 students.






Appendix 1: Questions to guide media selection and
use

The questions on the following pages should be used in conjunction with Chapter 8, and address a real
context that you may be facing, such as designing a new course.

It is recommended you work through each question one by one, possibly making notes of your
answers. It is also recommended that you do this in a fairly systematic manner the first two or three times
when faced with a possible choice of media for a whole course or program. This could take a few days,
allowing time for thinking. Some questions may need to wait until other questions have been answered.
It will likely to be an iterative process.

After you have worked through the questions, give yourself a day or two if possible before thinking
about what media or technology will best fit with your course or program. Discuss your thoughts about
media use with other instructors and with any professionals such as an instructional designer or media
designer before the design of the course. Leave yourself open to making more final decisions as you start
designing/developing and delivering the course, with the option of checking back with your notes and
more details in Chapter 8.

After the first two or three times of working through the questions, you will be able to be less
systematic and quicker in making decisions, but the questions and answers to the questions should
always be in your head when making decisions about media for teaching.

717






S: Who are your students?

1. What is the mandate or policy of your institution, department or program with respect to access? How
will students who do not have access to a chosen technology be supported?

2. What are the likely demographics of the students you will be teaching? How appropriate is the
technology you are thinking of using for these students?

3. If your students are to be taught at least partly off campus, to which technologies are they likely to
have convenient and regular access at home or work?

4. If they are to be taught at least partly on campus, what is — or should be — your or your department’s
policy with regard to students’ access to learning technologies in class?

5. What digital skills do you expect your students to have before they start the program?

6. If students are expected to provide their own access to technology, will you be able to provide
unique teaching experiences that will justify the purchase or use of such technology?

7. What prior approaches to learning are the students likely to bring to your program? How suitable
are such prior approaches to learning likely to be to the way you need to teach the course? How could
technology be used to cater for student differences in learning?
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E: Ease of use

8. How intuitively easy to use is the technology you are considering, both by students and by yourself?

9. How reliable is the technology?

10. How easy is it to maintain and up-grade the technology?

11. The company that is providing the critical hardware or software you are using: is it a stable
company that is not likely to go out of business in the next year or two, or is it a new start-up?
What strategies are in place to secure any digital teaching materials you create should the organisation
providing the software or service cease to exist?

12. Do you have adequate technical and professional support, both in terms of the technology and
with respect to the design of materials?

13. How fast developing is this subject area? How important is it to regularly change the teaching
materials? Which technology will best support this?

14. To what extent can the changes be handed over to someone else to do, and/or how essential is it
for me to do them myself?

15. What rewards am I likely to get for using new technology in my teaching? Will use of a new
technology be the only innovation, or can I also change my way of teaching with this technology to get
better results

16. What are the risks in using this technology?
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C: What is the cost in money and time?

17. Which media are likely to take a lot of your time to develop? Which could you do quickly and easily?

18. How much time do you spend preparing lectures? Could that time be better spent preparing
learning materials, then using the time saved from delivering lectures on interaction with students
(online and/or face-to-face)?

19. Is there a possibility of extra funding for innovative teaching or technology applications? How
could you best use that funding?

20. What kind of help can you get in your institution from instructional designers and media
professionals for media design and development?

21. What open educational resources could be used for this course? Could you use an open textbook,
thereby saving students the cost of buying textbooks? Can the library or your learning technology
support group help identify potential OERSs for your course?
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T: Teaching and other pedagogical factors

22. What are the desired learning outcomes from the teaching in terms of content and skills?

23. What instructional strategies will be employed to facilitate the learning outcomes?

24. What unique pedagogical characteristics of text will be appropriate for this course, in terms of
content presentation and skills development?

25. What unique pedagogical characteristics of audio will be appropriate for this course, in terms of
content presentation and skills development?

26. What unique pedagogical characteristics of video will be appropriate for this course, in terms of
content presentation and skills development?

27. What unique pedagogical characteristics of computing will be appropriate for this course, in terms
of content presentation and skills development?

28. What unique pedagogical characteristics of social media will be appropriate for this course, in
terms of content presentation and skills development?

29. What really must be done face-to-face on this course?
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I: Interaction

30. In terms of the skills I am trying to develop, what kinds of interaction will be most useful? What
media or technology could I use to facilitate that kind of interaction?

31. In terms of the effective use of my time, what kinds of interaction will produce a good balance
between student comprehension and student skills development, and the amount of time I will be

interacting personally or online with students?

727






O: Organisational issues

32. How much and what kind of help can I get from the institution in choosing and using media for
teaching? Is help easily accessible? How good is the help? Do they have the media professionalism I
will need? Are they up to date in the use of new technologies for teaching?

33. Is there possible funding available to ‘buy me out’ for a semester and/or to fund a teaching
assistant so I can concentrate on designing a new course or revising an existing course? Is there funding
for media production?

34. To what extent will I have to follow ‘standard’ technologies, practices and procedures, such as
using a learning management system, or lecture capture system, or will I be encouraged and supported
to try something new?
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N: Networking

35. How important is it to enable learners to network beyond a course, with others such as subject
specialists, professionals in the field, and relevant people in the community? Can the course, or student

learning, benefit from such external connections?
36. If this is important, what’s the best way to do this? Use social media exclusively? Integrate it
with other standard course technology? Delegate responsibility for its design and/or administration to

students or learners?
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S: Security and privacy

37. What student information am I obliged to keep private and secure? What are my institution’s policies
on this?

38. What is the risk that by using a particular technology my institution’s policies concerning privacy
could easily be breached? Who in my institution could advise me on this?

39. What areas of teaching and learning, if any, need I keep behind closed doors, available only to
students registered in my course? Which technologies will best allow me to do this?

These 39 questions are just suggestions. You may wish to add other questions (or ignore some of
mine) depending on the context in which you will be working.
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Appendix 2 Online learning quality standards,
organisations and research

All sites accessible 2 October, 2019. Please report any dead or new links to tony.bates@ubc.ca

Canada

Barker, K. (2001) Creating quality guidelines for online education and training: consultation workbook
Vancouver BC: Canadian Association for Community Education

BC Ministry of Education (2010) Standards for K-12 Distributed Learning in British Columbia
v3.0 Victoria BC: BC Ministry of Education (still current in 2019). More about quality can be found on

the BC Ministry of Education Distributed Learning web site
USA

Quality Matters http://www.gmprogram.org/rubric

Europe

European Association for Quality Assurance in Higher Education

New Zealand

Marshall, S. (2006). E-Learning Maturity Model Version Two: New Zealand Tertiary Institution E-
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https://www.educationcounts.govt.nz/publications/e-Learning/58139
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Learning Capability: Informing and Guiding E-I.earning Architectural Change and Development Project
Report. Wellington NZ: New Zealand Ministry of Education

Australia

Vocational Education and Training E-standards for Training

South Africa

Quality Assurance Toolkit: Distance Higher Education Institutions and Programmes

Quality Assurance Toolkit for Open Schools

Commonwealth of Learning

Quality Assurance Microsite
Quality Assurance Toolkit: Teacher Education

Online education services for students

There are also other conditions beyond management and teaching that contribute toward high quality
e-learning and online learning systems. Flexible transfer of credits that recognise qualifications taken
online as well as face-to-face, and government web sites that provide accurate and reliable information
about the quality of online programs available within their jurisdiction, are also essential components of
a high quality digital learning system. For examples, see:

BC Transfer Guide

Education Planner

BCCampus

Contact North
Research on quality assurance

Probably the best coverage of quality issues in both formal (for-credit) and ‘post-traditional’ (open, non-
credit) online learning are the two papers published by Academic Partnerships:

Butcher, N. and Wilson-Strydom, M. (2013) A Guide to Quality in Online Learning Dallas TX:
Academic Partnerships

Butcher, N. and Hoosen, S. (2014) A Guide to Quality in Post-traditional Online Higher Education
Dallas TX: Academic Partnerships

If you use the category search on “quality” or “quality assurance” on my personal web site, tonybates.ca,
you will find almost 60 articles or postings about this topic on this site.


https://www.educationcounts.govt.nz/publications/e-Learning/58139
https://www.educationcounts.govt.nz/publications/e-Learning/58139
https://www.voced.edu.au/content/ngv%3A65708
https://open.saide.ngo/repository/opensaide/1.%20COL%20HE_QA_Toolkit_web.pdf
https://open.saide.ngo/repository/opensaide/pubQAOSToolkit.pdf
http://oasis.col.org/handle/11599/2046
http://oasis.col.org/handle/11599/108
http://www.bctransferguide.ca/
http://www.educationplanner.ca/
http://www.bccampus.ca/
http://www.contactnorth.ca/
http://www.academicpartnerships.com/sites/default/files/A%20Guide%20to%20Quality%20in%20Online%20Learning.pdf
https://www.idea-phd.net/images/doc-pdf/Guide_to_online_post_traditional_highered.pdf
http://www.tonybates.ca/

Appendix 3: Independent reviews

The independent review process

Commercial versus open publishing

Usually, before publishing an academic book or a textbook, commercial publishers will seek
independent reviews at two stages of the process: when an author submits a proposal for a book, and
then when the first complete draft is sent to the publisher. As well as external reviewers, the publishing
company will have an in-house specialist editor who will be the main person in the decision-making
process, and but even then an editor will usually take the final proposal to an internal committee or
even a board meeting for final approval. Each of these stages can take up to three months, sometimes
longer for the second stage, much longer if the author is required to make substantial changes before
publication. Lastly, after the book is published, it may be reviewed, again independently, in academic
journals specializing in the field.

Although this lengthy approval and review process can be very frustrating for an author, the process
does ensure that the author gets a lot of feedback, and above all it is part of the quality control process,
which is one reason why books count so much in the academic tenure and promotion process.

Self-published books need not follow any of this process, although open textbooks, such as those from
OpenStax or the BCcampus open textbook project, are nearly always independently reviewed by faculty
in the jurisdiction where these books may be adopted.

However, this book is somewhat different. It was written from scratch for a different market, faculty
and instructors, rather than students, and it is not part of the BC government’s open textbook project that
BCcampus manages. Although BCcampus offered essential technical services, they were not responsible
for editing or reviewing the book.

I decided therefore to obtain three independent reviews, and, as with the BCcampus textbooks, these
reviews would be published without changes as part of the book.

Criteria for selecting reviewers

In approaching potential reviewers, the following criteria were used:

Independence

Obviously, for an independent review it is necessary to find reviewers who will be as objective as
possible. T needed to find professionals in the subject area who had not been closely associated with

me during my 40 years working in the field and who would be seen as being objective and sufficiently
‘distant’ from me and my career.
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Qualified or experienced in the subject domain

In terms of qualification, I needed reviewers who were also experts in the field of digital teaching and
learning, instructional design, online learning or open education area. Although there are many who
meet this criteria, they must also be seen to be independent.

Also, because the book is also targeted at faculty and instructors, it was important to find at least one
reviewer who is a mainline faculty member interested in teaching and learning but who did not know or
was not involved with my previous work, and who would judge it strictly from a faculty or instructor
perspective.

Willingness and availability

The amount of work involved in reviewing a 500 page textbook is quite significant. Usually publishers
pay a small fee for external reviewers, which no way compensates for the work involved, but at least it
helps sweeten the pot. However, if I paid the reviewers as an author, that may have been seen as unduly
influencing the independence of the reviewer.

I approached a total of four reviewers who met one or both of the two criteria above, and three
immediately agreed to review the book. None of the reviewers I approached requested or even
mentioned a fee. Each of the three who agreed to do a review submitted their review within one month
of being asked. Brief descriptions of each reviewer is given as an introduction to the following reviews.

Guidelines for the review

Commercial publishers, when commissioning reviewers, usually send a letter or a standard document
that sets out guidelines for reviewing a book in its first, full draft before printing and distribution, to
ensure both consistency between reviewers, and to identify to reviewers what the publisher is looking
for. Although sometimes the publishing editor will require responses to elements that are specific to a
particular book, there are also a number of guidelines that are generic.

The situation is somewhat different for a self-published textbook, where it is the responsibility of
the author to decide whether to get independent reviews and if so, to provide appropriate guidelines to
the reviewers. Although I encouraged reviewers to use their own criteria, I sent them some suggested
guidelines, set out below, adapted from the guidelines used by BCcampus for external reviewers of open
textbooks:

1. To what extent is the book successful in meeting the needs of its primary market (faculty and
instructors)?

2. Does the book meet the requirements of a scholarly work? Is it research and evidence-based,
and does it provide a critical analysis of the key issues in the field?

3. Does it provide evidence-based, practical guidelines for faculty and instructors that will help
them improve their teaching?

4. Does it cover adequately the main contemporary issues in teaching in a digital age?

Is the book well written? Does it read well? Is it well organized and structured? Are there
errors of grammar or serious typographical errors? Are the graphics and cases appropriately
chosen?
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6. What major changes, if any, are needed before you can recommend this book? What minor
changes would you like to see?

7. If this book were to be offered to a commercial publisher, would you recommend it for
publication?

Each of the book reviews is published separately, as received, in the following sections.






A review from a faculty perspective: Professor James Mitchell

James Mitchell, Professor and Director of the Architectural & Environmental Engineering
Program, Drexel University, Pennsylvania, USA.

Many of us recognize that much has changed, is changing, and will continue to change in our
professional environment. Even those who are not so old depend on tools that didn’t exist when we were
children: Google searches; shared documents, analytic tools, simulations, videos and the not-so-lowly
cell phone. We suspect those changes should be reflected in who, what, and how we teach. Teaching in
a Digital Age is Dr. Tony Bates’ field guide for those wishing to explore this new continent. Perhaps in
a hundred years there will be the same retrospective guffaws that we experience when reading of early
European opinions of the Americas they’d never visited or perhaps trod lightly on a sliver of the eastern
shore. It’s hard, however, to imagine a better guide than Dr. Bates.

Is author credible? Can you check what he asserts? Does he present it in an organized manner?
Does he have relevant experience? Has he practiced what he preached? Does this “book” exemplify the
changed approach for which he argues? The answer to all of these questions is “yes.” There are some
splendid “no” opinions as well. Technology will not solve all problems. Critical thinking shouldn’t be
abandoned.

First, is Dr. Bates credible? It’s difficult to imagine someone with better, experience. In a career of
fifty years he’s taught in elementary school, helped start the UK’s Open University, developed and taught
online and blended courses, consulted worldwide. He’s written multiple academic papers and books.
He’s paid his dues.

Can you check what he asserts? Yes. Wherever possible this book cites sources with active links to
make checking the source easy. He’s consistent and thorough throughout.

Is the material presented in an organized manner? Yes. A review of the Table of Contents
shows that he proceeds from addressing the question of change, through an examination of the nature
of knowledge, on to the ways that teaching can occur both face-to-face and online, to detailed
considerations of the differences between media, and finally to the methods for choosing, assessing and
supporting the varied approaches. He has covered the range in a manner that allows the reader to move
progressively and also to jump rapidly to an area of particular interest.

Does this document progress beyond the traditional book? Does Dr. Bates practice what he
preaches? Yes. The Table of Contents (TOC) reads much like a traditional book, but he has taken
advantage of the online experience. The TOC is always present in a sidebar with active links. Tony has
inserted his voice in audio clips. Videos illustrate his point where appropriate. The references are links
wherever possible. More subtly, but equally important, the book is a live document. It was drafted online
via a blog, with readers invited to enhance the book by responding (that’s how this reviewer became
involved, an engineer no less). It is presented under a Creative Commons license so that anyone may use
pieces of it with appropriate attribution. Further, the online version is structured so it can evolve.

Does technology answer all questions? Where Dr. Bates long experience and strong British
fundamentals enhance his approach shows most beneficially in his recognition of the importance of
the teacher’s epistemological approach as well as the tradition of education. He values, as the book
shows, the second order thinking represented by the abstractions of academic discourse. He understands
that a belief in a behaviorist’s tabula rasa is going to produce a very different understanding of what’s
important in education from that of a constructivist or connectivist. He addresses those differences

741


http://www.drexel.edu/cae/contact/faculty/MitchellJames/
http://www.tonybates.ca/tonys-publications/
http://opentextbc.ca/teachinginadigitalage/

742 Appendix 3: Independent reviews

and attempts valiantly to include them in the many detailed discussions of the many media now
available. Although Bates doesn’t mention him I suspect he’d be very sympathetic to this reviewer’s
favorite teaching reference, The Art of Teaching by Gilbert Highet (1950), written well before computer
technology complicated matters.

Are There Important Topics Not Included? Yes, not surprisingly. First, there is comparatively
little attention paid to what we know from good research about how the individual student learns, what
motivates them, what impedes them, how to determine when they’re ready for a particular approach, and
the many ways to approach the same goals. Certainly the many media he presents are vehicles to address
the requirements of each student, but Bates’ focus is more on the delivery tools than on understanding
the students’ needs. Is that bad? No. Had he attempted that as well, this already ample document would
have been far, far longer. How Learning Works (Ambrose, Bridges, DiPietro, Lovett, Norman 2010)
would be a splendid companion to Teaching in a Digital Age.

Similarly, how to change existing institutions so that they truly embrace and act on these new modes
of education is minimally addressed. The explicit audience of this document is the individual instructor
or graduate student, not the person with budget power. Undoubtedly this was a conscious decision
since Dr. Bates has spent many years working with academic decision makers. Here he’s attempting to
empower the individual, quite possibly hoping they’ll become the decision maker of the next generation.

Should you read it, and will you enjoy it? Emphatically yes if you share an unease about making
elegant barouches while Mr. Ford is introducing the Model-T. Most importantly, Dr. Bates’ thinking is
grounded, organized and inclusive. His writing is clear, the references abundant, the variety of examples
edifying. Your efforts will be well rewarded.

Received: 7 June 2015



A review from an open and distance education perspective: Sir John
Daniel

By Sir John Daniel, former President of the Commonwealth of Learning, former Vice Chancellor of the
UK Open University, and former Assistant Director-General, Education at UNESCO, currently Senior
Advisor to Academic Partnerships International and Education Master in the Beijing DeTao Masters
Academy, China.

Tony Bates, one of the world’s most knowledgeable and thoughtful commentators on educational
technology, has distilled the wisdom acquired over 50 years of work into this magisterial book. Although
once a sceptic about Open Education Resources, he has published Teaching in a Digital Age as an open
textbook through BCcampus, making this admirable work available to a global readership as a dynamic,
living project.

Four features make this book stand out in the growing literature on online learning. First, it addresses
cogently the changing skill and content requirements for teaching and learning in the 21st century.
Second, it offers direct help to academics in a variety of institutional settings who are grappling with the
challenges and opportunities of integrating technology into their teaching. Third, it provides a 50-year
historical perspective on the use of technology in teaching, citing research on student use of media from
the 1970s onwards that is as relevant as ever. Finally, the beautiful structure and scaffolding of this e-
Textbook reflect great credit on the author and his BCcampus editorial team.

Of the book’s twelve chapters the first five address the purposes and requirements of teaching in a
digital age. It begins with a discussion of the fundamental changes taking place in education, exploring
contemporary structural changes in economies and societies in order to draw out the skills needed in a
digital age, identify the right relationship between education and the job market and assess the impact
of expanding enrolments on teaching methods. Is the nature of knowledge evolving and how should
different views about it modify our approaches to teaching?

This first chapter, which notes that ‘students are probably the most changed part of higher education
in the last 50 years’, sets the stage for what follows. The challenge today is to enable growing numbers
of increasingly diverse students to achieve success. Attempts to reinforce elite systems by ‘dialling the
clock back to the 1950s’ (Bates’ comment on current UK policy) will not serve 21st century societies
well.

Chapter 2 dives into epistemology and provides a thorough and well-researched account of theories
of learning: objectivism, behaviourism, cognitivism, constructivism and connectivism. It summarises
lucidly the important debate about whether knowledge is changing. The author concludes that the times
require more emphasis on developing the skills of applying knowledge rather than merely teaching
content. But he argues that the values and goals of academic knowledge do not — and should not — change
much, although the way it is represented and applied must evolve.

The strengths and weaknesses of different methods of teaching are divided helpfully between Chapter
3 on solely campus-based instruction and Chapter 4 on fully online teaching. This is the second
admirable aspect of the book: it starts where people — particularly academic faculty members — really
are. Especially enjoyable are the occasional scenarios — doubtless only semi-fictional — which capture,
candidly and entertainingly, the tenor of conversations at dinner parties, in staff common rooms and in
the privacy of homes when academics discuss the impact of technology on their work and the latest bees
in their deans’ bonnets.
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Bates is an acute commentator on the strengths and weaknesses of MOOCs and devotes chapter 5 to
them. The ongoing media coverage of MOOCs has stimulated interest in online teaching everywhere
and made them a driver of change. But they are at an early stage of maturation and have major structural
limitations for developing deep or transformative learning, or for developing the high-level knowledge
and skills needed in a digital age. As the design of MOOCs improves they may come to occupy a
significant niche and replace some forms of traditional teaching such as large lecture classes. But the
most promising applications of MOOCs may well not be in higher education but in tackling large global
problems through community action.

Chapters 6 to 9 will be especially useful to those who are designing teaching for the online space. In
summarising decades of research on educational technology — to which he has been a notable contributor
— Bates observes that technologies are vehicles for various media, which he helps us examine in terms
of their formats, symbols systems, and cultural values. Chapter 8, where he presents the SECTIONS
model for media selection that he has refined over many years, is particularly compelling, while Chapter
9 explores choices of modes of delivery.

The three concluding chapters look at trends in open education, the challenge of ensuring quality
and the need to support teachers and instructors in this digital age. Developments in open educational
resources, open textbooks, open research and open data will be more important than MOOCs — and
far more revolutionary because they will shift power from teachers to students. He defines quality as
‘teaching methods that successfully help learners develop the knowledge and skills they will require in
a digital age’ and argues for newer concepts of quality that recognise and accommodate the affective
or emotional aspects of learning. The design of many MOOCs and the high dropout rates in US two-
year colleges new to online learning suggest that institutions are not yet following best practices or
developing teaching methods that exploit the strengths of both classroom and online learning.

Finally, the author argues that we must get real about the need to train teachers for the digital age.
“We have to move from a system of voluntary amateurism to a professional, comprehensive system of
training for teaching in post-secondary education, and a modern, up-to-date curriculum for pre-service
and in-service training of school teachers’. This impressive book provides a curriculum for such training.
It is a splendid work, replete with engaging scenarios and lived experiences. Tony Bates shows us how
to ‘walk the talk’ about teaching in a digital age.

Received: 21 June, 2015



A review from a digital education perspective: Digital Education
Strategies, Ryerson University

By Leonora Zefi and the team at Digital Education Strategies, the G. Raymond Chang School of
Continuing Education, Ryerson University, Toronto, Ontario, Canada

As a team dedicated to supporting instructors in using educational technology as a vehicle for
instruction, our collective review of Tony Bates’ latest work, Teaching in a Digital Age, has been
anchored in the practical realities of supporting pedagogical change in higher education. After decades
of contributions to the evolving knowledge base and discourse around educational technology, including
twelve texts related to the subject, Bates has now provided educators worldwide with the gift of a
resource for moving forward in somewhat perplexing times. This book is a model in many respects.
It is published in open format — an increasingly adopted, if somewhat debated, mode of knowledge
dissemination with which anyone in research and education today must familiarize themselves.

Bates (2014) offers the book as a “coach” to support instructors in fostering the required “thinking and
knowledge” for student success in learning environments that are increasingly impacted by technology
(p. 1). The work lives up to this coaching analogy to the extent that it offers a rounded and realistic
training regimen of sorts, to help strengthen the instructional design and decision making skills of
instructors and educational administrators; however, just as the artifacts and content of technology-
enhanced teaching must be strategically organized and presented to best support learners, Bates’ ideas
and commentary require further organization and clarification to optimize their benefit to his audience.

One of the greatest strengths of Teaching in a Digital Age is that Bates “walks the talk” of active
facilitation of learning rather than the passive transmission of knowledge. From the very beginning,
Bates makes clear why his selected topics and stated objectives matter and how they will make a
meaningful difference in the professional practice of his intended audience. To support his own work
and observations, he guides readers, through references and web links, to many valuable, supplementary
resources. He brings theories and concepts alive through vignette-like scenarios, practical real-world
examples, and case studies from a range of institutions of higher education. Like any good facilitator,
Bates presents content in a range of formats, including text and rich media such as videos, photos,
diagrams and illustrations. Learning activities and reflective questions motivate readers to immediately
apply Bates’ ideas to their own work and context. As such, the book is a tremendous primer in effective
pedagogy for all modes of teaching and learning.

Chapters 6 to 8 of Teaching in a Digital Age guide the reader through the world of educational
technology and new media. For instructors and course designers who are exploring different media
to enhance their courses, these chapters are “must reads.” Bates presents his previously published
SECTIONS model as a framework for when, how and why media should be used in instruction, and
realistically conveys the complications that can surround its implementation. While these chapters are
comprehensive and provide varied practical supports to decision making, the book would benefit from
additional examination of issues such as the impact of mobile technologies on media selection and
compliance requirements for accessibility.

It may be that Bates’ strategic choice of an open and transparent authoring process precipitated certain
challenges to organization and clarity for the book. Prior to its official launch, the book was circulated for
feedback among Bates’ colleagues and, through his blog, the wider professional community. The type
of commentary emerging from these consultations, while undeniably valuable, cannot replace the adept,
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professional editing that typically accompanies commercial publishing. For example, after establishing a
solid theoretical and practical foundation in teaching theory and methods in Chapters 1 to 4, Bates offers
a full and lengthy chapter examining the unavoidable and controversial topic of Massive Open Online
Courses or MOOCs (Chapter 5). There is no question that a book such as this one should acknowledge
and examine this trend, given its extensive reach and impact on the field (and Bates does so throughout
many of his other chapters); however, the flow of the book would be well served if some of his key
messages from Chapter 5 could be redistributed where relevant throughout the book. Similarly, Chapter
9, which looks at modes of delivery, might integrate more effectively if placed earlier in the book, i.e.,
adjacent to the chapters on teaching methods (Chapters 3 and 4). Additionally, the “Key Takeaways”
section — a very helpful feature of the book — is provided at both the beginning and the end of each
chapter. Offering just one instance of this section, at the end of each chapter, might help to streamline the
content. Addressing issues of sequencing and repetition such as these will enhance the overall impact of
Bates’ message.

Having identified some highlights and drawbacks of the book, the fact remains that Bates has shared
his singular abundance of knowledge in an engaging and accessible way. Readers who may not be
familiar with his earlier publications are brought up to speed with key issues to consider in the area of
educational technology, while loyal followers of his past work will find Bates’ analysis of the current
state of the field to be as helpful and practical as ever. Ultimately, because of the book’s open format,
readers may take from it that which best suits their own learning needs, their professional style and their
teaching context. In fact, Bates states in the Introduction that there are many ways in which the book
may be used. Given that Bates has acknowledged the book as a “work in progress”, some additional
attention to the organization and sequencing of his materials will help to ensure that readers gain equal
value from each and every element of the work.

A sign of true passion for one’s life’s work is an unfailing commitment to the advancement and
evolution of the field. Tony Bates is an outstanding example of this type of passion and demonstrates it
through this book and through his dedication to its continuous improvement.

Received: 26 June, 2015
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MERLOT is a curated collection of free and open online teaching, learning, and faculty development
services contributed and used by an international education community. All MERLOT materials, unlike
the materials in other learning materials collections, are examined in various ways to ensure that they are
useful for the MERLOT community. The Peer Review process is led by an Editor, and includes editorial
board members and peer reviewers.

This book was independently selected and reviewed by MERLOT. The original review can be
accessed here: https://www.merlot.org/merlot/viewCompositeReview.htm?id=1356177

A shortened version of the review is reproduced here:

Ratings

Overall Rating: \ & 6 8 & 4
Content Quality: \ & & h b
Effectiveness: ' & & 4.8
Ease of Use: wikkw

Reviewed: Jan 5, 2018 by Teacher Education
Type of Material: Open (Access) Textbook

Recommended Uses: Course reading and class discussions, professional development and continuing
education material

Technical Requirements: Can be read online at https://opentextbc.ca/teachinginadigitalage/ or
downloaded as a PDF (requiring PDF reader software, which is freely available).

Target Student Population: This book is appropriate for use by teacher educators, instructional
designers, curriculum designers, practicing instructors, administration, those who support teachers, and
those who are studying in the field of education.

Identify Major Learning Goals: The book examines the underlying principles that guide effective
teaching in an age when everyone, and in particular the students we are teaching, are using technology.
A framework and a set of guidelines are suggested for making decisions about your teaching, while
understanding that every subject is different, and every teacher and instructor has something unique and
special to bring to their teaching.
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Prerequisite Knowledge or Skills: Familiarity with basic pedagogical theory and practice is helpful.

Content Quality

Rating: Wik

Strengths: - Provides clear examples (in the form of scenarios) to illustrate concepts in the chapters. « Reviews (briefly but quite well) concepts underlying
larger concepts (e.g., epistemology as a whole when addressing paradigms such as constructivism specifically). « References a wide variety of research in the
field The content is timely. Students in a teacher education program are presented with how the digital skills are used by their students. The teacher candidates
learn about digital skills and how to help students use those skills.

Concerns: None.

Potential Effectiveness as a Teaching Tool

Rating: Wiy

Strengths: One strength is the framework this text offers for making decisions about ones teaching. It is an enabling resource for the teacher to help students
develop the knowledge and skills required in the 21st century digital age. The learning objectives are identified throughout the book. Concepts build on one
another and the author references connections to other ideas in the book throughout.

Concerns: * The book is dense (at over 600 pages) and therefore is not concise, although it really isn't meant to be concise.

Ease of Use for Both Students and Faculty

Rating: dririrdrdr

Strengths: Navigation within each chapter is very user friendly. Chapter sections scroll toward the top of the screen. To navigate to the next section, an arrow is
clearly present to move forward or backward. Good use of graphics and charts to supplement the context of the section. Activities are placed throughout the
text for readers to apply or reinforce the skills being taught. The book is easily accessed online or through downloading. Interactive links bring you to the exact
point in the book where you wish to read. The illustrations are clear and helpful with adequate labeling.

Concerns: None
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Appendix 4: Feedback on Activity 1.8 Main conclusions from Chapter

1

Activity 1.8 Main conclusions from Chapter 1

Write down at least five conclusions you would draw as an instructor from this chapter (besides the Key
Takeaways)

There are many possible conclusions one could draw, but here are mine:

1.

Universities and colleges have a broader purpose than just meeting short-term labour market
demands. On the other hand, there is a ‘hidden contract’ between the expansion of post-
secondary education, and the need to create a work-force that is skilled, adaptable and
competitive. I don’t see a necessary conflict here. Many of the activities we consider to be
central to the purpose of a university can fulfill these work-force needs with relatively little
tweaking.

The diversity of the student body and the easy availability of content raises the importance of
good quality teaching based on sound pedagogical principles and research in learning. This
means professionalizing teaching in post-secondary education.

Technology change is constant. Indeed if anything it is accelerating. New technologies that
could be applied in education are being developed all the time. So technology is not going
away. It’s no use shutting your eyes and hoping that you can manage without making some
decisions about whether to use technology or not in your teaching. The pressure to use
technology is going to increase, rather than ease up.

Relatively few technologies are designed specifically for education. There is more push from
manufacturers and technology advocates than pull from instructors. Nevertheless it is clear
that over time, many technologies have proved valuable educational tools.

There’s a lot to choose from, and there are some major differences between tools.
Researchers and instructors need to understand the educational differences, if any, between
different technologies.

It is only in the last few years that technology has started to make major changes to the way
we deliver education. Distance education and online learning were more of a fringe or
peripheral activity to the main provision of learning, which was in classrooms and on
campuses. But this is definitely beginning to change. Technology is forcing us to examine
more fundamentally the purpose and process of teaching, what constitutes valid knowledge,
and how best to acquire it.

All this means you need some kind of framework for making decisions about whether or not
to use a technology, and how best to use it. This is the main purpose of this book.
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Appendix 4: Feedback on Activity 7.1 How many technologies can you
seein Figure 7.1?

Well, this is an unfair question, partly because the photo doesn’t show all the technologies, and also
because you wouldn’t know what software or services were included, but just for the record, here’s my
list:

Hardware
. Laptop computer
. Music CD
. Book: yes, a printed book is a technological artefact! It doesn’t have to be digital to be a technology.
. Mobile phone
. Satellite receiver/converter
. Television monitor
. DVD player
. Apple TV box
. Audio-visual receiver/control box with 7 channels, 1080p HDMI, Dolby and DTS format support

10. Loudspeakers (3 in picture, including a woofer, back right)

11. Remote control (one: for all equipment except computer, mobile phone and book)

Software

Almost impossible to list and unobservable anyway, but would include iTunes, iPhoto (uses photos
from iPhoto library as a screen saver for the TV monitor when music is playing), digital conversion in
the A/V receiver, etc., etc.

Networks

Wi-fi

Internet

Telephone

Radio

Satellite TV (could have been cable, or broadband telephone, but isn’t)

Services

Satellite broadcast television channels

Radio stations (global choice, via Sonos)

Apple TV (including Netflix and other streaming services)

Sonos music (including Deezer, a service similar to Netflix for music)

Necessary for integration

Single remote control (eHarmony)

Audio-visual receiver

Apple TV

Apple Mac Pro laptop computer

Mobile phone (controls Sonos and iTunes)

O 00O NN UT K~ WN -

I think whoever owns this home entertainment system could do with a model for technology selection
(OK, I’ll admit it, it’s mine). Or is it that the home entertainment industry needs to get its act together
regarding standardization? But I digress. All this changed in 2016, when my Internet provider upgraded
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to fibre optic and 5G from coaxial cable and 2.4G and offered a ‘deal’ on integrated services. I decided
at the same time to upgrade the whole system with a new TV monitor, control box, modem, speaker
system, and more apps such as Amazon Prime and DAZN, but the ‘live’ cable television programs are
still just as awful as before!



Appendix 4: Feedback on Activity 7.5 Broadcast or communicative

From the list below:

* alearning management system

* ablog

* online collaborative learning

» Twitter

* virtual worlds (e.g. Second Life)
* apodcast

* an open textbook

1. Determine which is a medium and which a technology, or which could be both, and under what
conditions.

learning management system | either: technology as software, medium when used for course delivery

blog medium (WordPress or other blog software is the technology)

online collaborative learning | medium

Twitter either, but mainly a medium
Virtual worlds medium
podcast medium
open textbook medium

2. Decide where, from your experience, each medium or technology should be placed on Figure
6.4.3. Write down why.
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The continuum of knowledge dissemination

online
collaborative
learning
open Second
textbook Life
podcast LMS Twitter blog
<€ >
broadcast cominunicative
Control instructor < > learner

3. Which were easy to categorize and which difficult?
Difficult:

 online collaborative learning, because it is highly communicative but the teacher has a good
deal of control over the medium

 Twitter, because it is definitely under the control of the learner, but it is also as much a
broadcast as a communicative medium.

With both these, I gave more importance to the broadcast/communicative dimension compared with the
control dimension.

4. How useful?

Understanding where different media are likely to fit on the broadcast/communicative dimension will
help in choosing media, depending on my epistemological position. If I want a high level of student
activity and interaction I would tend toward more communicative media. If I am more concerned with
information transmission and comprehension, I would tend to use more broadcast media. However, in
most cases I would want a mix of both. Knowing where each medium ‘fits’ on this dimension is one
component I could use in my decision-making.


http://opentextbc.ca/teachinginadigitalage/wp-content/uploads/sites/29/2015/01/Activity-broadcast-2.jpg
http://opentextbc.ca/teachinginadigitalage/wp-content/uploads/sites/29/2015/01/Activity-broadcast-2.jpg

Bibliography

Adamson, C. (2012) Learning in a VUCA world, Online Educa Berlin News Portal, November 13

Agarwal, A. (2013) The Developing World of MOOCs Boston: MIT (Linc 2013 conference video: 1hr 34 mins in.)

Allen, I. and Seaman, J. (2014) Grade Change: Tracking Online Learning in the United States Wellesley MA: Babson College/Sloan
Foundation

Anderson, C. (2008) The End of Theory: The Data Deluge Makes the Scientific Method Obsolete Wired Magazine, 16.07

Anderson, L. and Krathwohl, D. (eds.) (2001). A Taxonomy for Learning, Teaching, and Assessing: A Revision of Bloom’s Taxonomy of

Educational Objectives New York: Longman
Anderson, T. (ed.) (2008) The Theory and Practice of Online Learning Athabasca AB: Athabasca University Press

Anderson, T., Rourke, L., Garrison, R., & Archer, W. (2001) Assessing teaching presence in a computer conferencing context Journal of

Asynchronous Learning Networks, Vol. 5, No.2
Asubel, D. et al. (1978) Educational Psychology: A Cognitive View New York: Holt, Reinhart and Winston
Atherton J. S. (2013) Learning and Teaching; Bloom’s taxonomy, retrieved 18 March 2015

Atkinson, M.P. (2001) The scholarship of teaching and learning: reconceptualizing scholarship and transforming the academy Social
Forces, Vol. 79, No. 4 (pp. 1217-1229)
AUCC (2011) Trends in Higher Education: Volume 1-Enrolment Ottawa ON: Association of Universities and Colleges of Canada

Baker, C. (2010) The Impact of Instructor Immediacy and Presence for Online Student Affective Learning, Cognition, and Motivation The
Journal of Educators Online Vol. 7, No. 1

Balfour, S. P. (2013) Assessing writing in MOOCs: Automated essay scoring and calibrated peer review Research & Practice in
Assessment, Vol. 8

Barnard, R. et al. (2014) Detecting bias in meta-analyses of distance education research: big pictures we can rely on Distance Education
Vol. 35, No. 3

Bates, A.(1981) ‘Some unique educational characteristics of television and some implications for teaching or learning’ Journal of
Educational Television Vol. 7, No.3

Bates, A. (1985) Broadcasting in Education: An Evaluation London: Constables

Bates, A. (1995) Teaching, Open Learning and Distance Education London/New York: Routledge

Bates, A.W. (2005) Technology, e-Learning and Distance Education London/New York: Routledge

Bates, A. and Gallagher, M. (1977) Improving the Effectiveness of Open University Television Case-Studies and Documentaries Milton
Keynes: The Open University (I.LE.T. Papers on Broadcasting, No. 77)

Bates, A. and Poole, G. (2003) Effective Teaching with Technology in Higher Education: Foundations for Success San Francisco: Jossey-
Bass

Bates, A. and Sangra, A. (2011) Managing Technology in Higher Education San Francisco: Jossey—Bass/John Wiley and Co

Bates, T. (2011) Cloud-based educational technology and privacy: a Canadian perspective, Online Learning and Distance Education

Resources, March 25

Bates, T. (2011) Marshall McLuhan and his relevance to teaching with technology, Online Learning and Distance Education Resources,
July 20

Bates, T. (2011) ‘Understanding Web 2.0 and Its Implications for e-Learning’ in Lee, M. and McCoughlin, C. (eds.) Web 2.0-Based E-

Learning Hershey NY: Information Science Reference

Bates, T. (2012) Pedagogical roles for video in online learning, Online Learning and Distance Education Resources, March 10

Bates, T. (2012) What’s right and what’s wrong with Coursera-style MOOCs Online Learning and Distance Education Resources, August
5

757


http://www.online-educa.com/OEB_Newsportal/learning-in-a-vuca-world-how-knowledge-workers-learn-to-innovate/
http://webcast.mit.edu/i/institute/2012-2013/linc2013/index-17jun-am-od.html
http://sloanconsortium.org/publications/survey/grade-change-2013?org=477&lvl=100&ite=3050&lea=543854&ctr=0&par=1
http://archive.wired.com/science/discoveries/magazine/16-07/pb_theory
http://www.aupress.ca/index.php/books/120146
http://www.learningandteaching.info/learning/bloomtax.htm
http://www.aucc.ca/wp-content/uploads/2011/05/trends-2011-vol1-enrolment-e.pdf
https://pressbooks.bccampus.ca/teachinginadigitalagev2/format/Automated%20essay%20scoring%20and%20calibrated%20peer%20review.%20Research%20&%20Practice%20in%20Assessment,%208.
http://www.routledge-ny.com/books/browse/Open--Distance-Education-and-eLearning-ED510000/5
http://www.tonybates.ca/2011/03/25/cloud-based-educational-technology-and-privacy-a-canadian-perspective/
http://www.tonybates.ca/2011/07/20/marshall-mcluhan-and-his-relevance-to-teaching-with-technology/
http://www.tonybates.ca/2012/03/10/pedagogical-roles-for-video-in-online-learning/
http://www.tonybates.ca/2012/08/05/whats-right-and-whats-wrong-about-coursera-style-moocs/

758 AW. (Tony) Bates

Bates, T. (2013) UBC is going big with online and flexible learning Online and Distance Education Resources, March 12

Bates, T. (2103) Productivity and online learning redux, Online Learning and Distance Education Resources, December 23

Bates, T. (2014) Synergies between online learning, on-campus teaching and flexible learning Online Learning and Distance Education
Resources, April 20

Bayne, S. (2014) Teaching, Research and the More-than-Human in Digital Education Oxford UK: EDEN Research Workshop (keynote:

no printed record available)

Baytak, A. (undated) Media selection and design: a case in distance education Academia.edu

Beasly-Murray, J. (2008) Was introducing Wikipedia to the classroom an act of madness leading only to mayhem if not murder? Wikipedia,
March 18

Berk, R.A. (2009) Multimedia teaching with video clips: TV, movies, YouTube and mtvU in the college classroom, International Journal

of Technology in Teaching and Learning, Vol. 91, No. 5

Bertram, J. (2013) Agile Learning Design for Beginners New Palestine IN: Bottom Line Performance

Bishop, J. (2011) Facebook Privacy Policy: Will Changes End Facebook for Colleges? The Higher Ed CIO, October 4

Bligh, D. (2000) What’s the Use of Lectures? San Francisco: Jossey-Bass

Bloom, B. S.; Engelhart, M. D.; Furst, E. J.; Hill, W. H.; Krathwohl, D. R. (1956). Taxonomy of educational objectives: The classification
of educational goals. Handbook I: Cognitive domain. New York: David McKay Company

Book, P. (2103) ACE as Academic Credit Reviewer—Adjustment, Accommodation, and Acceptance WCET Learn, July 25

Book, P. (2014) All Hands on Deck: Ten Lessons form Early Adopters of Competency-based Education Boulder CO: WCET

Boswell, J. (1791), The Life of Samuel Johnson, New York: Penguin Classics (edited by Hibbert, C., 1986)

Brindley, J., Walti, C. and Blashke, L. (2009) Creating Effective Collaborative Learning Groups in an Online Environment International

Review of Research in Open and Distance Learning, Vol. 10, No. 3

Brokop, F. (2008) Accessibility to E-Learning for Persons With Disabilities: Strategies, Guidelines, and Standards Edmonton AB:

NorQuest College/eCampus Alberta
Brown, J. and Duguid, Paul (2000). Balancing act: How to capture knowledge without killing it. Harvard Business Review
Butcher, N. and Wilson-Strydom, M. (2013) A Guide to Quality in Online Learning Dallas TX: Academic Partnerships
Butcher, N. and Hoosen, S. (2014) A Guide to Quality in Post-traditional Online Higher Education Dallas TX: Academic Partnerships

Cambridge, D., Kaplan, S. and Suter, V. (2005) Community of Practice Design Guide Louisville CO: EDUCAUSE

Cafiado, P. and Luisa, M. (eds.) (2013) Competency-based Language Teaching in Higher Education New York: Springer

Candy, P. (1991) Self-direction for lifelong learning San Francisco: Jossey-Bass

Carey, K. (2015) The End of College New York: Riverhead Books

Carey, T., & Trick, D. (2013). How Online Learning Affects Productivity, Cost and Quality in Higher Education: An Environmental Scan

and Review of the Literature. Toronto: Higher Education Quality Council of Ontario

Castells, M. (2000) The Rise of the Network Society Oxford: Blackwell

Chauhan, A. (2014) Massive Open Online Courses (MOOCS): Emerging Trends in Assessment and Accreditation Digital Education
Review, No. 25

Chickering, A., and Gamson, Z. (1987) ‘Seven Principles for Good Practice in Undergraduate Education’ AAHE Bulletin, March 1987.

Christensen, C. (2010) Disrupting Class, Expanded Edition: How Disruptive Innovation Will Change the Way the World Learns New York:
McGraw-Hill

Christensen Hughes, J. and Mighty, J. (2010) Taking Stock: Research on Teaching and Learning in Higher Education Montreal and

Kingston: McGill-Queen’s University Press

Clark, R. (1983) Reconsidering research on learning from media Review of Educational Research, Vol. 53. No. 4

Clarke-Okah, W. et al. (2014) The Commonwealth of Learning Review and Improvement Model for Higher Education Institutions
Vancouver BC: Commonwealth of Learning

Cleveland-Innes, M. (2012) ‘Teaching in an online community of inquiry: student, faculty, and institutional adjustment in the new higher
education’, in Akyol, Z. & Garrison, R.D. (Eds.) Educational communities of inquiry: theoretical framework, research and practice, (pp.
389-400). Hershey, PA: IGI Global.


http://www.tonybates.ca/2013/03/12/ubc-is-going-big-with-online-and-flexible-learning/
http://www.tonybates.ca/2013/12/23/productivity-and-online-learning-redux/
http://www.tonybates.ca/2014/04/20/synergies-between-online-learning-on-campus-teaching-and-flexible-learning/
http://www.academia.edu/1285461/Media_Selection_and_Design_A_Case_in_Distance_Education
http://en.wikipedia.org/wiki/User:Jbmurray/Madness
http://www.bottomlineperformance.com/what-is-agile-learning-design/
http://blog.thehigheredcio.com/2011/10/04/facebook-privacy-policy/
http://books.google.ca/books/about/What_s_the_use_of_lectures.html?id=nXEmAQAAIAAJ&redir_esc=y
http://en.wikipedia.org/wiki/David_Krathwohl
https://wcetblog.wordpress.com/2013/07/25/ace-review-moocs-for-credit/
http://wcet.wiche.edu/wcet/docs/summit/AllHandsOnDeck-Final.pdf
http://www.irrodl.org/index.php/irrodl/article/view/675/1271
http://www.irrodl.org/index.php/irrodl/article/view/675/1271
http://www.ecampusalberta.ca/sites/default/files/pdf/AcssToELrng%20Final%20for%20web.pdf
http://lymabe.edublogs.org/files/2007/04/balancing-act.doc
http://www.academicpartnerships.com/sites/default/files/A%20Guide%20to%20Quality%20in%20Online%20Learning.pdf
https://pressbooks.bccampus.ca/wp-content/uploads/Guide_Quality_Online_LearningBooklet_V4_final.pdf
http://net.educause.edu/ir/library/pdf/nli0531.pdf
http://www.heqco.ca/SiteCollectionDocuments/How_Online_Learning_Affects_Productivity-ENG.pdf
http://www.heqco.ca/SiteCollectionDocuments/How_Online_Learning_Affects_Productivity-ENG.pdf
http://revistes.ub.edu/index.php/der/article/view/11325
http://www.mqup.ca/taking-stock-products-9781553392712.php?page_id=46
http://www.col.org/resources/publications/Pages/detail.aspx?PID=359

Teahing in a Digital Age - 2e 759

Collins, E. (2013) SJSU Plus Augmented Online Learning Environment Pilot Project Report San Jose CA: San Jose State University

Colvin, K. et al. (2014) Learning an Introductory Physics MOOC: All Cohorts Learn Equally, Including On-Campus Class, IRRODL, Vol.
15, No. 4

Committee on Higher Education (1963), Higher education: report of the Committee appointed by the Prime Minister under the
Chairmanship of Lord Robbins 1961-63, Cmnd. 2154, London: HMSO

Conference Board of Canada (2014) Employability Skills 2000+ Ottawa ON: Conference Board of Canada

Contact North (2013) The Colorado Community College System Sudbury ON: Contact North

Council of Ontario Universities (2012) Increased numbers of students heading to Ontario universities Toronto ON: COU

Dabbagh, N. (2007). The online learner: characteristics and pedagogical implications. Contemporary Issues in Technology and Teacher
Education, Vol. 7, No. 3, pp 217- 226.
Daniel, J. (1998) Mega-Universities and Knowledge Media: Technology Strategies for Higher Education. London: Kogan Page

Daniel, J. (2012) Making sense of MOOCs: Musings in a maze of myth, paradox and possibility Seoul: Korean National Open University
Dick, W., and Carey, L. (2004). The Systematic Design of Instruction. 6th edition Boston MA: Allyn & Bacon

Dillenbourg, P. (ed.) (1999) Collaborative-learning: Cognitive and Computational Approaches. Oxford: Elsevier

Dillenbourg, P. (2014) MOOCs: Two Years Later, Oxford UK: EDEN Research Workshop (keynote: no printed record available)
Downes, S. (2007) What connectivism is Half An Hour, February 3

Downes, S. (2012) Massively Open Online Courses are here to stay, Stephen’s Web, July 20
Downes, S. (2014) The MOOC of One, Stephen’s Web, March 10
Durbridge, N. (1983) Design implications of audio and video cassettes Milton Keynes: Open University Institute of Educational

Technology

Durbridge, N. (1984) Audio cassettes, in: Bates, A. (ed.) The Role of Technology in Distance Education London: Routledge (re-published
in 2014)

Dziuban, C. et al. (2000) Reactive behavior patterns go online The Journal of Staff, Program and Organizational Development, Vol. 17,
No.3

Earle, L. (2003) Assessment as Learning Thousand Oaks CA: Corwin Press

Engle, W. (2104) UBC MOOC Pilot: Design and Delivery Vancouver BC: University of British Columbia

Entwistle, N. (2000) Promoting deep learning through teaching and assessment: conceptual frameworks and educational contexts
Leicester UK: TLRP Conference

Entwistle, N. and Peterson, E. (2004) Conceptions of Learning and Knowledge in Higher Education: Relationships with Study Behaviour

and Influences of Learning Environments International Journal of Educational Research, Vol. 41. pp. 407-428

Entwistle, N. (2010) ‘Taking Stock: An Overview of Research Findings’ in Christensen Hughes, J. and Mighty, J. (eds.) Taking Stock:
Research on Teaching and Learning in Higher Education Montreal and Kingston: McGill-Queen’s University Press

Evans, T., Haughey, M. and Murphy, D. (2008) International Handbook of Distance Education Bingley UK: Emerald Publishing

Falchikov, N. and Goldfinch, J. (2000) Student Peer Assessment in Higher Education: A Meta-Analysis Comparing Peer and Teacher
Marks Review of Educational Research, Vol. 70, No. 3

Falconer, 1. et al. (2013) Overview and Analysis of Practices with Open Educational Resources in Adult Education in Europe Seville, Spain:

European Commission Institute for Prospective Technological Studies

Fallow, S. and Stevens, C. (2000) Integrating key skills in higher education Sterling VA/London: Routledge

Farrar, D. (2014) Flexible Learning: September 2014 Update Flexible Learning, University of British Columbia (accessed 20 February,
2015, but no longer available)

Figlio, D., Rush, N. and Yin, L. (2010) Is it Live or is it Internet? Experimental Estimates of the Effects of Online Instruction on Student
Learning Cambridge MA: National Bureau of Economic Research

Finnie, R. et al. (2018) Measuring Critical-thinking Skills of Postsecondary Students Toronto ON: HEQCO

Firmin, R. et al. (2014) Case study: using MOOC:s for conventional college coursework Distance Education, Vol. 35, No. 2



http://www.sjsu.edu/chemistry/People/Faculty/Collins_Research_Page/AOLE%20Report%20Final%20Version_Jan%201_2014.pdf
http://www.irrodl.org/index.php/irrodl/article/view/1902/3009
http://www.educationengland.org.uk/documents/robbins/robbins1963.html
http://www.educationengland.org.uk/documents/robbins/robbins1963.html
http://www.conferenceboard.ca/topics/education/learning-tools/employability-skills.aspx
http://contactnorth.ca/sites/default/files/contactNorth/files/pdf/publications/CCCS.pdf
http://www.cou.on.ca/news/media-releases/cou/increased-numbers-of-students-heading-to-ontario-u
http://www.editlib.org/p/22904/
https://pressbooks.bccampus.ca/wp-content/uploads/Making-Sense-of-MOOCs.pdf
http://halfanhour.blogspot.co.uk/2007/02/what-connectivism-is.html
http://halfanhour.blogspot.co.uk/2007/02/what-connectivism-is.html
http://www.downes.ca/post/58676
http://www.downes.ca/presentation/336
http://flexible.learning.ubc.ca/files/2014/09/MOOC-Report.pdf
http://www.tlrp.org/acadpub/Entwistle2000.pdf
http://www.mqup.ca/taking-stock-products-9781553392712.php?page_id=46
http://www.mqup.ca/taking-stock-products-9781553392712.php?page_id=46
http://rer.sagepub.com/content/70/3/287.short
http://rer.sagepub.com/content/70/3/287.short
http://openeducationeuropa.eu/en/article/Overview-and-Analysis-of-Practices-with-Open-Educational-Resources-in-Adult-Education-in-Europe
http://books.google.ca/books?hl=en&lr=&id=ldBTAQAAQBAJ&oi=fnd&pg=PP1&dq=Books+2012:+skills+development+&ots=ynzUemTGgy&sig=BbIrHGgmA3GJ0rzn9PJw7AonV3E#v=onepage&q&f=false
http://flexible.learning.ubc.ca/showcase/provost-update-2014/
http://www.nber.org/papers/w16089
http://www.nber.org/papers/w16089
http://www.heqco.ca/SiteCollectionDocuments/Formatted_PAWS_FINAL_FIX.pdf

760 AW. (Tony) Bates

Fischer, K. (1980)_A Theory of Cognitive Development: The Control and Construction of Hierarchies of Skills, Psychological Review, Vol.
87, No. 6
Fontana, D. (1981) Psychology for Teachers London: Macmillan/British Psychological Society

Frenette, M. (2017) Postsecondary Enrolment by Parental Income: Recent National and Provincial Trends Ottawa: Statistics Canada
Friedland, T. (2013) Revolution Hits the Universities New York Times, January 26
Freire, P. (2004) Pedagogy of Indignation Boulder CO: Paradigm

Fukuyama, F. (2011) The Origins of Political Order: From Prehuman Times to the French Revolution New York: Farrar Strauss and Giroux

Fukuyama, F. (2014) Political Order and Political Decay: From the Industrial Revolution to the Globalisation of Democracy New York:

Farrar Strauss and Giroux

Gardner, H. (1983) Frame of Mind: The Theory of Multiple Intelligences New York: Basic Books

Gardner, H. (2006) Multiple Intelligences: New Horizons and Theory in Practice New York: Basic Books

Garrison, R., Anderson, A. and Archer, W. (2000) Critical Inquiry in a Text-based Environment: Computer Conferencing in Higher
Education The Internet and Higher Education, Vol. 2, No. 3

Garrison, D. R. & Cleveland-Innes, M. (2005). Facilitating cognitive presence in online learning: Interaction is not enough. American
Journal of Distance Education, Vol. 19, No. 3

Gibson, J.J. (1979) The Ecological Approach to Visual Perception Boston: Houghton Mifflin

Gilbert, J. (2005) Catching the Knowledge Wave: the Knowledge Society and the Future of Education Wellington, NZ: New Zealand
Council for Educational Research

Golding, W. (1954) The Lord of the Flies London: Faber and Faber

Graham, C. et al. (2001) Seven Principles of Effective Teaching: A Practical Lens for Evaluating Online Courses The Technology Source,
March/April

Green, C. (2013) Open Education, MOOCs, Student Debt, Textbooks and Other Trends Vancouver BC: COHERE 2013 conference

Green, K. (2013) Mission, money and MOOCs Association of Governing Boards Trusteeship, No. 1, Volume 21

Grundin, H. 1981) Open University Broadcasting Times and their Impact on Students’ Viewing/Listening Milton Keynes: The Open
University Institute of Educational Technology

Guhlin, M. (2011) Education Experiment Ends, Around the Corner — MGuhlin.org, September 22

Gunawardena, C., Lowe, C. & Carabajal, K. (2000). Evaluating Online Learning: models and methods. In Willis, D. et al.

(eds.), Proceedings of Society for Information Technology & Teacher Education International Conference 2000 (pp. 1677-1684). Chesapeake, VA:
AACE.

Guo, P. (2013) Optimal video length for optimal student engagement, edX, 13 November

Halverson, L. R., Graham, C. R., Spring, K. J., & Drysdale, J. S. (2012). ‘An analysis of high impact scholarship and publication trends in
blended learning’ Distance Education, Vol. 33, No. 3
Hampson, K. (2013) The next chapter for digital instructional media: content as a competitive difference Vancouver BC: COHERE 2013

conference
Harasim, L. (2012) Learning Theory and Online Technologies New York/London: Routledge
Haynie, D. (2014). State Department hosts ‘MOOC Camp’ for online learners US News, January 20

Hernandez, R. et al. (2014) Promoting engagement in MOOCs through social collaboration Oxford UK: Proceedings of the 8th EDEN

Research Workshop
Heslop, J. (2016) Education Pathways for High School Graduates and Non-Graduates Victoria BC: Student Transitions Project,

Government of British Columbia
Hill, P. (2012) Four Barriers that MOOCs Must Overcome to Build a Sustainable Model e-Literate, July 24
Hill, P. (2013) Some validation of MOOC student patterns graphic, e-Literate, August 30

Hilton, J., Wiley, D., Stein, J., & Johnson, A. (2010). The four R’s of openness and ALMS Analysis: Frameworks for open educational
resources. Open Learning: The Journal of Open and Distance Learning, Vol. 25, No. 1
Hiltz, R. and Turoff, M. (1978) The Network Nation: Human Communication via Computer Reading MA: Addison-Wesley


http://www.gse.harvard.edu/~ddl/articlesCopy/FischerTheoryCognDev1980.pdf
https://www150.statcan.gc.ca/n1/pub/11-626-x/11-626-x2017070-eng.htm
http://www.nytimes.com/2013/01/27/opinion/sunday/friedman-revolution-hits-the-universities.html?_r=1
http://www.nytimes.com/2013/01/27/opinion/sunday/friedman-revolution-hits-the-universities.html?_r=0
http://www.nytimes.com/2013/01/27/opinion/sunday/friedman-revolution-hits-the-universities.html?_r=1
http://www.nytimes.com/2013/01/27/opinion/sunday/friedman-revolution-hits-the-universities.html?_r=1
http://technologysource.org/article/seven_principles_of_effective_teaching/
http://cohere.ca/conference-2013-presentations/
http://agb.org/trusteeship/2013/1/mission-moocs-money
http://www.mguhlin.org/2011/09/education-experiment-ends.html
http://www.editlib.org/p/15887
https://www.edx.org/blog/optimal-video-length-student-engagement#.VO0WlrPF--V
http://cohere.ca/conference-2013-presentations/
http://www.usnews.com/education/online-education/articles/2014/01/20/state-department-hosts-mooc-camp-for-online-learners-abroad
https://users/tonybates/Downloads/RW_2014_Oxford_Proceedings_NAP%20(2).pdf
https://www2.gov.bc.ca/assets/gov/education/post-secondary-education/data-research/stp/educ_pathways_of_grads_and_nongrads.pdf
http://mfeldstein.com/four-barriers-that-moocs-must-overcome-to-become-sustainable-model/
http://mfeldstein.com/validation-mooc-student-patterns-graphic/

Teahing in a Digital Age - 2e 761

Hofer, B. and Pintrich, P. (1997) ‘The development of epistemological theories: beliefs about knowledge and knowing and their relation to
learning’ Review of Educational Research Vol. 67, No. 1, pp. 88-140

Ho, A. et al. (2014) HarvardX and MITx: The First Year of Open Online Courses Fall 2012-Summer 2013 (HarvardX and MITx Working
Paper No. 1), January 21

Hollands, F. and Tirthali, D. (2014) MOOCs: Expectations and Realities New York: Columbia University Teachers’ College

Holmberg, B. (1989) Theory and Practice of Distance Education New York: Routledge

Hiilsmann, T. (2000) The Costs of Open Learning: A Handbook Oldenburg: Bibliotheks- und Informationssytem der Universitdt Oldenburg

Hiilsmann, T. (2003) Costs without camouflage: a cost analysis of Oldenburg University’s two graduate certificate programs offered as
part of the online Master of Distance Education (MDE): a case study, in Bernath, U. and Rubin, E., (eds.) Reflections on Teaching
in an Online Program: A Case Study Oldenburg, Germany: Bibliothecks-und Informationssystem der Carl von Ossietsky Universitt
Oldenburg

lich, I. (1971) Deschooling Society, (accessed 6 August, 2014)

Jamison, D. and Klees, S. (1973) The Cost of Instructional Radio and Television for Developing Countries Stanford CA: Stanford
University Institute for Communication Research

Jaschik, S. (2013) MOOC Mess, Inside Higher Education, February 4

Jaschik, S. and Letterman, D. (2014) The 2014 Inside Higher Ed Survey of Faculty Attitudes to Technology Washington DC: Inside Higher
Ed

Johnson, H. and Mejia, M. (2014) Online learning and student outcomes in California’s community colleges San Francisco CA: Public

Policy Institute of California

Jones, C. and Shao, B. (2011) The Net Generation and Digital Natives: Implications for Higher Education Milton Keynes: Open

University/Higher Education Academy

Jonker, L. and Hicks, M. (2014) Teaching Loads and Research Outputs of Ontario University Faculty: Implications for Productivity and
Differentiation Toronto: Higher Education Quality Council of Ontario

Jung, I. and Gunawardena, C. (eds.) (2014) Culture and Online Learning: Global Perspectives and Research Sterling VA: Stylus

Jung, I. and Latchem, C. (2012) Quality Assurance and Accreditation in Distance Education and e-Learning New York/London: Routledge

Kamenetz, A. (2010) DIY U: Edupunks, Edupreneurs, and the Coming Transformation of Higher Education White River Junction VT:
Chelsea Green

Kao, J. (2019) Ontario’s 2019 budget reveals plan to significantly tie university funding to performance outcomes The Varsity, University
of Toronto

Kaplan, A. and Haenlein, M. (2010) Users of the world, unite! The challenges and opportunities of social media, Business Horizons, Vol.
53, No. 1, pp. 59-68

Keegan, D. (ed.) (1990) Theoretical Principles of Distance Education London/New York: Routledge

Keen, A. (2007) The Cult of the Amateur: How Today’s Internet is Killing our Culture New York/London: Doubleday

Kennepohl, D. (2010) Accessible Elements: Teaching Science Online and at a Distance Athabasca AB: Athabasca University Press

Klassen, V. (2011) Privacy and Cloud-Based Educational Technology in British Columbia Vancouver BC: BCCampus

Knapper, C. (2010) ‘Changing Teaching Practice: Barriers and Strategies’ in Christensen-Hughes, J. and Mighty, J. eds. Taking Stock:
Research on Teaching and Learning in Higher Education Toronto ON: McGill-Queen’s University Press

Knowles, M. (1984) Andragogy in Action. Applying modern principles of adult education San Francisco: Jossey Bass.

Knox, J. (2014) Digital culture clash: ‘massive’ education in the e-Learning and Digital Cultures Distance Education, Vol. 35, No. 2

Koller, D. (2102) What we’re learning from online education TED talks, June 2012

Kolb. D. (1984) Experiential Learning: Experience as the source of learning and development Englewood Cliffs NJ: Prentice Hall

Kop, R. (2011) The Challenges to Connectivist Learning on Open Online Networks: L.earning Experiences during a Massive Open Online
Course International Review of Research into Open and Distance Learning, Vol. 12, No. 3



http://papers.ssrn.com/sol3/papers.cfm?abstract_id=2381263
http://cbcse.org/wordpress/wp-content/uploads/2014/05/MOOCs_Expectations_and_Reality.pdf
http://www.preservenet.com/theory/Illich/Deschooling/intro.html
https://www.insidehighered.com/news/2013/02/04/coursera-forced-call-mooc-amid-complaints-about-course
https://www.insidehighered.com/download/form.php?width=500&height=550&iframe=true&title=Survey%2520of%2520Faculty%2520Attitudes%2520on%2520Technology&file=IHE-FacTechSurvey2014%2520final.pdf
http://www.ppic.org/content/pubs/report/R_514HJR.pdf
http://www.heacademy.ac.uk/assets/documents/learningandtech/next-generation-and-digital-natives.pdf
http://www.heqco.ca/SiteCollectionDocuments/FINAL%20Teaching%20Loads%20and%20Research%20Outputs%20ENG.pdf
http://www.heqco.ca/SiteCollectionDocuments/FINAL%20Teaching%20Loads%20and%20Research%20Outputs%20ENG.pdf
http://www.routledge.com/books/details/9780415887359/
https://thevarsity.ca/2019/04/11/ontarios-2019-budget-reveals-plan-to-significantly-tie-university-funding-to-performance-outcomes/
http://www.sciencedirect.com/science/article/pii/S0007681309001232
http://www.sciencedirect.com/science/article/pii/S0007681309001232
http://www.aupress.ca/index.php/books/120162
http://www.bccampus.ca/assets/Content/Whitepapers/Background-Paper-Privacy-and-Ed-Tech.pdf
http://www.ted.com/talks/daphne_koller_what_we_re_learning_from_online_education
http://www.irrodl.org/index.php/irrodl/article/view/882/1823
http://www.irrodl.org/index.php/irrodl/article/view/882/1823

762 AW. (Tony) Bates

Kop, R, and Hill, A. (2008) Connectivism: Learning theory of the future or vestige of the past? International Review of Research into Open

and Distance Learning, Vol. 9., No. 3
Koumi, J. (1994). Media comparisons and deployment: a practitioner’s view. British Journal of Educational Technology, Vol. 25, No. 1.
Koumi, J. (2006) Designing video and multimedia for open and flexible learning London: Routledge.
Koumi, J. (2015) Learning outcomes afforded by self-assessed, segmented video-print combinations Academia.edu
Kozma, R. (1994) ‘Will Media Influence Learning? Reframing the Debate’, Educational Technology Research and Development, Vol. 42,
No. 2, pp. 7-19
Krathwohl, D.R. (2002) A Revision of Bloom’s Taxonomy: An Overview. In Theory into Practice, Vol. 41, No. 4 College of Education, The

Ohio State University. Retrieved from http://www.unco.edu/cetl/sir/stating outcome/documents/Krathwohl.pdf

Lambert, S.and Williams R. (1999) A model for selecting educational technologies to improve student learning Melbourne,

Australia: HERDSA Annual International Conference, July

Large, L. (2015) Rebundling College Inside Higher Ed, April 7

Larman, C. and Vodde, B. (2009) Scaling Lean and Agile Development New York: Addison-Wesley

Laurillard, D. (2001) Rethinking University Teaching: A Conversational Framework for the Effective Use of Learning Technologies New
York/London: Routledge

Lave, J. and Wenger, E. (1991) Situated Learning: Legitimate Peripheral Participation Cambridge: Cambridge University Press

Lee, M. and McCoughlin, C. (eds.) Web 2.0-Based E-Learning Hershey NY: Information Science Reference

Leitonen, T. (2010) Designing Learning Tools: Methodological Insights Aalto, Finland: Aalto University School of Art and Design

Lewin, K. (1951) Field theory in social science; selected theoretical papers. D. Cartwright (ed.). New York: Harper & Row
Li, Y, MacNeill, S., and Kraan, W. (undated) Open Educational Resources — Opportunities and Challenges for Higher Education Bolton
UK: JISC-CETIS

Lumina Foundation (2014) A stronger nation through higher education Indianapolis IN: The Lumina Foundation

Lyotard, J-J. (1979) La Condition postmoderne: rapport sur le savoir: Paris: Minuit

Lyotard, J-J. (1984) The Post-Modern Condition: A Report on Knowledge Manchester: Manchester University Press

Mackenzie, W. (2002) Multiple Intelligences and Instructional Technology: A Manual for Every Mind. Eugene, Oregon: ISTE

Mackness, J. (2013) cMOOCs and xMOOCs — key differences, Jenny Mackness, October 22

Manguel, A. (1996) A History of Reading London: Harper Collins

Marron, D. Missen, C. and Greenberg, J. (2014) “Lo-Fi to Hi-Fi”: A New Way of Conceptualizing Metadata in Underserved Areas with the

eGranary Digital Library Austin TX: International Conference on Dublin Core and Metadata Applications

Marshall, K. (2011) Employment patterns of post-secondary students, Ontario Undergraduate Student Alliance, November 11
Marshall, L. and Rowland, F. (1993) A Guide to Learning Independently Buckingham UK: Open University Press
Marshall, S. (2007). eMM Version Two Process Assessment Workbook Version 2.3 Wellington NZ: Victoria University of Wellington

Marton, F. and Saljo, R. (1997) Approaches to learning, in Marton, F., Hounsell, D. and Entwistle, N. (eds.) The experience of learning

Edinburgh: Scottish Academic Press

Mayer, R. E. (2009) Multimedia learning (2nd ed). New York: Cambridge University Press

Mayfield, E. (2013) Six ways the edX Announcement Gets Automated Essay Grading Wrong, e-Literate, April 8

McCoughlin, C. (1999) The implictions of the research literature on learning styles for the design of instructional material Australian
Journal of Educational Technology, Vol. 15, No. 3

McCoughlin, C. and Lee, M. (2011) ‘Pedagogy 2.0: Critical Challenges and Responses to Web 2.0 and Social Software in Tertiary
Teaching’, in Lee, M. and McCoughlin, C. (eds.) Web 2.0-Based E-Learning Hershey NY: Information Science Reference

McKeachie, W. and Svinicki, M. (2006) McKeachie’s Teaching Tips: Strategies, Research and Theory for College and University Teachers
Boston/New York: Houghton Mifflin

Means, B. et al. (2009) Evaluation of Evidence-Based Practices in Online Learning: A Meta-Analysis and Review of Online Learning

Studies Washington, DC: US Department of Education
Meier, D. (2000) The Accelerated Learning Handbook New York: McGraw-Hill



http://www.irrodl.org/index.php/irrodl/article/view/523/1103
http://www.academia.edu/8092450/Potent_Pedagogic_Roles_for_Video
http://www.unco.edu/cetl/sir/stating_outcome/documents/Krathwohl.pdf
http://www.herdsa.org.au/wp-content/uploads/conference/1999/pdf/Lambert.PDF
https://www.insidehighered.com/views/2015/04/07/essay-calls-rebundling-college-and-its-functions
http://www.amazon.co.uk/Rethinking-University-Teaching-Routledge-2001/dp/B00DHO14WY/ref=sr_1_fkmr0_2?s=books&ie=UTF8&qid=1402428736&sr=1-2-fkmr0&keywords=Laurillard%2C+D.+%282001%29+Rethinking+University+Teaching%3A+A+Conversational+Framework+for+the+Effective+Use+of+Learning+Technologies
http://books.google.com/?id=CAVIOrW3vYAC
https://aaltodoc.aalto.fi/handle/123456789/11661
http://wiki.cetis.ac.uk/images/0/0b/OER_Briefing_Paper.pdf
http://www.luminafoundation.org/publications/A_stronger_nation_through_higher_education-2014.pdf
http://jennymackness.wordpress.com/2013/10/22/cmoocs-and-xmoocs-key-differences/
http://dcpapers.dublincore.org/pubs/article/download/3713/1936
http://dcpapers.dublincore.org/pubs/article/download/3713/1936
http://www.ousa.ca/2011/11/11/employment-patterns-of-post-secondary-students/
http://www.utdc.vuw.ac.nz/research/emm/Publications.shtml
http://www.ed.ac.uk/schools-departments/institute-academic-development/learning-teaching/staff/advice/researching/publications/experience-of-learning
http://mfeldstein.com/si-ways-the-edx-announcement-gets-automated-essay-grading-wrong/
http://www2.ed.gov/rschstat/eval/tech/evidence-based-practices/finalreport.pdf
http://www2.ed.gov/rschstat/eval/tech/evidence-based-practices/finalreport.pdf
http://www.amazon.com/Accelerated-Learning-Handbook-Designing-Delivering/dp/0071355472/ref=sr_1_1?ie=UTF8&qid=1318343928&sr=8-1/bigdogsbowlofbis/

Teahing in a Digital Age - 2e 763

Milligan, C., Littlejohn, A. and Margaryan, A. (2013) Patterns of engagement in connectivist MOOCs, Merlot Journal of Online Learning
and Teaching, Vol. 9, No. 2

Moore, M.G. (1989) Three types of interaction American Journal of Distance Education, Vol.3, No.2

Moore, M. and Kearsley, G. (1996) Distance Education: A Systems View Belmont CA: Wadsworth

Moore, M. and Thompson, M. (1990) The Effects of Distance Education: A Summary of the Literature University Park, PA: American
Center for Distance Education, Pennsylvania State University

Morrison, Gary R. (2010) Designing Effective Instruction, 6th Edition. Hoboken NJ: John Wiley & Sons.

Murphy, E. (2103) Day 2 panel discussion Vancouver BC: COHERE 2013 conference (video: 4’40” from start)

Nel, C., Dreyer, C. and Carstens (2001) Educational Technologies: A Classification and Evaluation Journal for Language Teaching Vol.
35, No. 4

Ng, A. (2013) Learning from MOOCs Inside Higher Education, January 24

O’Donoghue, M. (2014) Producing video for teaching and Learning New York: Routledge

OECD (2013a) OECD Skills Outlook 2013 First results From the Survey of Adult Skills Paris: OECD

OECD (2013b) Competition Policy and Knowledge-Based Capital: Key Findings Paris: OECD

Olson, D. and Bruner, J. (1974) ‘Learning through experience and learning through media’, in Olson, D. (ed.) Media and Symbols: the

Forms of Expression Chicago: University of Chicago Press

Ontario (2011) Fact Sheet Summary of Ontario eLearning Surveys of Publicly Assisted PSE Institutions Toronto: Ministry of Training,

Colleges and Universities

Ontario (2012) Strengthening Ontario’s Centres of Creativity, Innovation and Knowledge Toronto ON: Provincial Government of Ontario

Page-Bucci, H. (2002) Developing an Evaluation Model for a Virtual Learning Environment: accessed at http://www.hkadesigns.co.uk/
websites/msc/eval/index.htm

Paloff, R. and Pratt, K. (2005) Collaborating Online: Learning Together in Community San Francisco: Jossey-Bass

Paloff, R. and Pratt, K. (2007) Building Online Learning Communities: Effective Strategies for the Virtual Classroom San Francisco:
Jossey-Bass

Parachuri, V. (2013) On the automated scoring of essays and the lessons learned along the way, vicparachuri.com, July 31

Pask, G. (1975) Conversation, Cognition and Learning Amsterdam/London: Elsevier (out of press, but available online)

Patsula, P. (2002) Practical guidelines for selecting media: An international perspective The Useableword Monitor, February 1
Perry, W. (1970) Forms of intellectual development and ethical development in the college years: a scheme New York: Holt, Rinehart and

Winston

Perry, W. (1976) The Open University Milton Keynes: Open University Press

Peters, O. (1983) Distance education and industrial production, in Sewart et al. (eds.) Distance Education: International Perspectives
London: Croom Helm

Peters, O. (2002) Distance Education in Transition: New Trends and Challenges Oldenberg FGR: Biblothecks und Informationssystemder
Carl von Ossietzky Universitdt Oldenberg

Piaget, J. and Inhelder, B., (1958) The Growth of Logical Thinking from Childhood to Adolescence New York: Basic Books, 1958

Picciano, A., Dziuban, C. and & Graham, C. (eds.), Blended Learning: Research Perspectives, Volume 2. New York: Routledge, 2013

Piech, C., Huang, J., Chen, Z., Do, C., Ng, A., & Koller, D. (2013) Tuned models of peer assessment in MOOCs. Palo Alto, CA: Stanford

University

Pratt, D. (1998) Five Perspectives on Teaching in Adult and Higher Education Malabar FL: Krieger Publishing Company

Pratt, D. and Johnson, J. (1998) The Apprenticeship Perspective: Modelling Ways of Being in Pratt, D. (ed.) Five Perspectives on Teaching
in Adult and Higher Education Malabar FL: Krieger Publishing Company

Prensky, M. (2001) Digital natives, Digital Immigrants On the Horizon Vol. 9, No. 5

Puzziferro, M., & Shelton, K. (2008). A model for developing high-quality online courses: Integrating a systems approach with learning
theory Journal of Asynchronous Learning Networks, Vol. 12, Nos. 3-4


http://jolt.merlot.org/vol9no2/milligan_0613.htm
http://cohere.ca/conference-2013-videos/
https://pressbooks.bccampus.ca/teachinginadigitalagev2/format/www.ajol.info/index.php/tvl/article/download/53794/42346
https://www.insidehighered.com/views/2013/01/24/essay-what-professors-can-learn-moocs#sthash.8exiaUPP.dpbs
http://skills.oecd.org/OECD_Skills_Outlook_2013.pdf
http://www.oecd.org/daf/competition/Knowledge-based-capital-%20KeyFindings2013.pdf
http://www.tonybates.ca/?s=%22Hard+data%22#sthash.imiVeF5l.dpuf
http://www.tcu.gov.on.ca/pepg/publications/DiscussionStrengtheningOntarioPSE.pdf
http://www.hkadesigns.co.uk/websites/msc/eval/index.htm
http://www.hkadesigns.co.uk/websites/msc/eval/index.htm
http://www.vikparuchuri.com/blog/on-the-automated-scoring-of-essays/
http://tocs.ulb.tu-darmstadt.de/179449400.pdf
http://www.patsulamedia.com/usefo/usableword/report20020201_mediaselection_criteria.shtml
http://www.stanford.edu/~cpiech/bio/papers/tuningPeerGrading.pdf
http://www.marcprensky.com/writing/Prensky%20-%20Digital%20Natives,%20Digital%20Immigrants%20-%20Part1.pdf
http://184.168.109.199:8080/xmlui/bitstream/handle/123456789/2249/EJ837519.pdf?sequence=1
http://184.168.109.199:8080/xmlui/bitstream/handle/123456789/2249/EJ837519.pdf?sequence=1

764 AW. (Tony) Bates

Rawsthorne, P. (2012) Agile Instructional Design St. John’s NF: Memorial University of Newfoundland

Rhoades, G. (2000) ‘The changing role of faculty’ in Losco, J. and Fife, B. (eds.) Higher Education in Transition: the challenges of the
new millennium Westport CT: Bergin and Garvey

Richardson, J. C., & Swan, K. (2003) Examining social presence in online courses in relation to students’ perceived learning and
satisfaction Journal of Asynchronous Learning Networks, Vol. 7, No. 1

Ries, E. (2011) The Lean Start-Up New York: Crown Business/Random House

Rivera, C. (2012) Survey offers dire picture of California’s two-year colleges Los Angeles Times, August 28

Robbins, L. (1963) Higher Education Report London: Committee on Higher Education, HMSO

Robinson, B. and Moore, A. (2006) Virginia Tech: the Math Emporium, in Oblinger, D. (ed.), Learning Spaces, Louisville CO:
EDUCAUSE

Robinson, J. (1982) Broadcasting Over the Air London: BBC

Rogers, C. (1969) Freedom to Learn Columbus, OH: Charles E. Merrill Publishing Co

Rothwell, W. and Graber, J. (2010) Competency-Based Training Basics Alexandria VA: ADST

Rousseau, J.-J. (1762) Emile, ou de I’Education (Trans. Allan Bloom. New York: Basic Books, 1979)

Royal Bank of Canada (2018) Humans Wanted Toronto ON: Royal Bank of Canada

Rugg, G. (2014) Education versus training, academic knowledge versus craft skills: Some useful concepts Hyde and Rugg, February 23

Rumble, G. (2001) The costs and costing of networked learning, Journal of Asynchronous Learning Networks, Vol. 5, No. 2

Russell, T. L. (1999) The No Significant Difference Phenomenon Raleigh, NC: North Carolina State University, Office of Instructional

Telecommunication

Saettler, P. (1990) The Evolution of American Educational Technology Englewood CO: Libraries Unlimited

Salmon, G. (2000) e-Moderating: The Key to Teaching and Learning Online London: Taylor and Francis

Salomon, G. (1979) Interaction of Media, Cognition and Learning San Francisco: Jossey-Bass

Salomon, G. (1981) Communication and Education Beverley Hills CA/London: Sage

Scardamalia, M. and Bereiter, C. (2006) Knowledge Building: Theory, pedagogy and technology, in Sawyer, K. (ed.) Cambridge Handbook
of the Learning Sciences New York: Cambridge University Press

Shapiro, D., et al. (2016) Time to Degree: A National View of the Time Enrolled and Elapsed for Associate and Bachelor’s Degree

Earners (Signature Report No. 11). Herndon, VA: National Student Clearinghouse Research Center.
Schmidt, S. and Shea, P. (2015) NANSLO Web-based Labs: Real Equipment, Real Data, Real People! WCET Frontiers
Schon, D. (1983) The Reflective Practitioner: How Professionals Think in Action New York: Basic Books
Schramm, W. (1972) Quality in Instructional Television Honolulu HA: University Press of Hawaii
Schramm, W. (1977) Big Media, Little Media Beverley Hills CA/London: Sage
Schroeder, C. (1993) New students — new learning styles, Change, Sept.-Oct
Schunk, D. (2011) Learning Theories: An Educational Perspective (6th edition) New York: Pearson

Searle, J. (1996) The construction of social reality. New York: Simon & Shuster

Selwood, D. (2014) What does the Rosetta Stone tell us about the Bible? Did Moses read hieroglyphs? The Telegraph, July 15

Sharma, S. (2013) The Magic of the Campus Boston MA: LINC 2013 conference (recorded presentation)

Sheridan, K. and Kelly, M. (2010) The Indicators of Instructor Presence that are Important to Students in Online Courses MERLOT Journal

of Online Learning and Teaching, Vol. 6, No. 4

Siemens, G. (2004) Connectivism: a theory for the digital age eLearningSpace, December 12.

Siemens, G., Downes, S., and Cormier, D. (2011) Connectivism and Connective Knowledge (a MOOC)

Skinner, B. (1968) The Technology of Teaching, 1968. New York: Appleton-Century-Crofts

Smith, M. K. (2003) ‘Communities of practice’, The encyclopedia of informal education, accessed 26 September, 2014

Suen, H. (2104) Peer assessment for massive open online courses (MOQOCs) International Review of Research into Open and Distance
Learning, Vol. 15, No. 3

Surowiecki, J. (2004) The Wisdom of Crowds: Why the Many Are Smarter Than the Few and How Collective Wisdom Shapes Business,

Economies, Societies and Nations New York: Random House



http://www.rawsthorne.org/bit/docs/RawsthorneAIDFinal.pdf
https://www.ideals.illinois.edu/bitstream/handle/2142/18713/RichardsonSwan%20JALN7%281%29.pdf?sequence=2
https://www.ideals.illinois.edu/bitstream/handle/2142/18713/RichardsonSwan%20JALN7%281%29.pdf?sequence=2
http://articles.latimes.com/2012/aug/29/local/la-me-0829-college-survey-20120829
http://www.educationengland.org.uk/documents/robbins/robbins1963.html
https://net.educause.edu/ir/library/pdf/P7102cs29.pdf
https://www.rbc.com/dms/enterprise/futurelaunch/_assets-custom/pdf/RBC-Future-Skills-Report-FINAL-Singles.pdf
https://hydeandrugg.wordpress.com/2014/02/23/education-versus-training-academic-knowledge-versus-craft-skills-some-useful-concepts/
http://www.c3l.uni-oldenburg.de/cde/media/readings/rumb01d.pdf
https://nscresearchcenter.org/signaturereport11/
https://nscresearchcenter.org/signaturereport11/
https://wcetblog.wordpress.com/2015/04/07/nanslo-web-based-labs/
http://www.scribd.com/doc/140625773/Learning-Theories-an-Educational-Perspective-6th-Edition-2012-Dale-H-Schunk
http://blogs.telegraph.co.uk/news/dominicselwood/100279781/what-does-the-rosetta-stone-tell-us-about-the-bible-did-moses-read-hieroglyphs/
http://webcast.mit.edu/i/institute/2012-2013/linc2013/
http://jolt.merlot.org/vol6no4/sheridan_1210.htm
http://www.elearnspace.org/Articles/connectivism.htm
http://opentextbc.ca/teachinginadigitalage/ck11.mooc.ca
https://pressbooks.bccampus.ca/teachinginadigitalagev2/format/www.infed.org/biblio/communities_of_practice.htm
http://www.irrodl.org/index.php/irrodl/article/view/1680/2904
http://www.randomhouse.com/book/175380/the-wisdom-of-crowds-by-james-surowiecki/9780385503860/
http://www.randomhouse.com/book/175380/the-wisdom-of-crowds-by-james-surowiecki/9780385503860/

Teahing in a Digital Age - 2e 765

Sweller, J. (1988) Cognitive load during problem solving: Effects on learning, Cognitive Science, Vol. 12

Tamim, R. et al. (2011) ‘What Forty Years of Research Says About the Impact of Technology on Learning: A Second-Order Meta-Analysis
and Validation Study’ Review of Educational Research, Vol. 81, No. 1

Tapscott, D. (2008) Grown Up Digital New York: McGraw Hill

Tapscott, D. (undated) The transformation of education dontapscott.com

To, K. (2014) UC Regents announce online course expansion, The Guardian, UC San Diego, undated, but probably February 5

Trenaman, J. (1967) Communication and Comprehension London: Longmans

UBC Wikis (2014)Documentation: Design Principles for Multimedia Vancouver BC: University of British Columbia

University of Ottawa (2013) Report of the e-Learning Working Group Ottawa ON: University of Ottawa

Usher, A. (2013) Financing Canadian Universities: A Self-Inflicted Wound (Part 5) Higher Education Strategy Associates One Thought a
Day Blog, September 13

Valenti, M. (2013), in Williams, L., AV trends: hardware and software for sharing screens, University Business, June

van Zundert, M., Sluijsmans, D., van Merriénboer, J. (2010). Effective peer assessment processes: Research findings and future directions.
Learning and Instruction, No. 20, 270-279

Vygotsky, L. (1978) Mind in Society: Development of Higher Psychological Processes Cambridge MA: Harvard University Press

Vygotsky, L.S. (1987) Thinking and speech, in R.W. Rieber & A.S. Carton (eds.), The collected works of L.S. Vygotsky, Volume 1: Problems
of general psychology (pp. 39-285). New York: Plenum Press. (Original work published 1934)

Watters, A. (2012) Top 10 Ed-Tech Trends of 2012: MOOCs Hack Education, December 3
Wedemeyer, C. (1981) Learning at the Back Door: Reflections on Non-traditional Learning in the Lifespan Madison: University of

Wisconsin Press

Weiner, B. (2009) A theory of organizational readiness for change Implementation Science, Vol. 4, No. 67

Weingarten, H. et al. (2018) Measuring Essential Skills of Postsecondary Students: Final Report of the Essential Adult Skills
Initiative Toronto ON: HEQCO

Weise, M. (2014) Got Skills? Why Online Competency-Based Education Is the Disruptive Innovation for Higher Education EDUCAUSE
Review, November 10

Wenger, E. (2000) Communities of Practice: Learning, Meaning and Identity Cambridge UK: Cambridge University Press
Wenger, E. (2014) Communities of practice: a brief introduction, accessed 26 September, 2014

Wenger, E., McDermott, R., and Snyder, W. (2002) Cultivating Communities of Practice Harvard Business Press
Woodley, A. and Simpson, O. (2014) ‘Student drop-out: the elephant in the room’ in Zawacki-Richter, O. and Anderson, T. (eds.) (2014)
Online Distance Education: Towards a Research Agenda Athabasca AB: AU Press, pp. 508

Yousef, A. et al. (2014) MOOCs: A Review of the State-of-the-Art Proceedings of 6th International Conference on Computer Supported
Education — CSEDU 2014, Barcelona, Spain

Zaied, A. (2007) A Framework for Evaluating and Selecting Learning Technologies The International Arab Journal of Information
Technology, Vol. 4, No. 2

Zawacki-Richter, O. and Anderson, T. (eds.) (2014) Online Distance Education: Towards a Research Agenda Athabasca AB: AU Press,
pp- 508



http://dontapscott.com/speaking/the-transformation-of-education/
http://ucsdguardian.org/2014/02/uc-regents-announce-online-course-expansion/
http://wiki.ubc.ca/Documentation:Design_Principles_for_Multimedia
https://pressbooks.bccampus.ca/teachinginadigitalagev2/format/Report%20of%20the%20e-Learning%20Working%20Group
http://higheredstrategy.com/financing-canadian-universities-a-self-inflicted-wound-part-5/
http://www.universitybusiness.com/article/av-trends-hardware-and-software-sharing-screens
http://hackeducation.com/2012/12/03/top-ed-tech-trends-of-2012-moocs/
http://www.implementationscience.com/content/4/1/67
http://www.heqco.ca/SiteCollectionDocuments/FIXED_English_Formatted_EASI%20Final%20Report%282%29.pdf
http://www.heqco.ca/SiteCollectionDocuments/FIXED_English_Formatted_EASI%20Final%20Report%282%29.pdf
http://www.educause.edu/ero/article/got-skills-why-online-competency-based-education-disruptive-innovation-higher-education
http://wenger-trayner.com/wp-content/uploads/2013/10/06-Brief-introduction-to-communities-of-practice.pdf
http://books.google.com/?id=m1xZuNq9RygC&dq=cultivating+communities+of+practice&printsec=frontcover&q=
http://www.aupress.ca/index.php/books/120233
http://learntech.rwth-aachen.de/dl1193
http://ccis2k.org/iajit/PDF/vol.4,no.2/8-Zaied.pdf
http://www.aupress.ca/index.php/books/120233




Index

There is no need for an index in a digital textbook.

Use the search engine [Search in book (Q)] located at the top right of each section. Type in the term or
name you are looking for. It will provide a list of the sections where this term or name is used.

767



	Teaching in a Digital Age - Second Edition
	Teaching in a Digital Age - Second Edition
	Contents
	Scenario A: A university professor addresses change
	About the book – and how to use it
	About the author
	Other books by the author
	Updates and revisions
	Chapter 1: Fundamental Change in Education
	The purpose of this chapter

	What is covered in this chapter
	Key Takeaways from the Chapter
	1.1 Structural changes in the economy: the growth of a knowledge society
	1.2 The skills needed in a digital age
	1.3 Should education be tied directly to the labour market?
	1.4 Change and continuity
	1.5 The impact of expansion on teaching methods
	1.6 Changing students, changing markets for higher education
	1.7 From the periphery to the center: how technology is changing the way we teach
	1.8 Navigating new developments in technology and online learning

	Chapter 2: The nature of knowledge and the implications for teaching
	Purpose of the chapter

	What is covered in this chapter
	Key Takeaways
	Scenario B: A pre-dinner party discussion
	2.1 Art, theory, research, and best practices in teaching
	2.2 Epistemology and theories of learning
	2.3 Objectivism and behaviourism
	2.4 Cognitivism
	2.5 Constructivism
	2.6 Connectivism
	2.7 Is the nature of knowledge changing?
	2.8 Summary

	Chapter 3: Methods of teaching: campus-focused
	Purpose of the chapter

	What is covered in this chapter
	Key Takeaways
	Scenario C: A stats lecturer fights the system
	3.1 Five perspectives on teaching
	3.2 The origins of the classroom design model
	3.3 Transmissive lectures: learning by listening
	3.4 Interactive lectures, seminars, and tutorials: learning by talking
	3.5 Learning by doing: Experiential learning
	3.6 Learning by doing: Apprenticeship
	3.7 Learning by being: The nurturing and social reform models of teaching:
	3.8 Main conclusions

	Chapter 4: Methods of teaching with an online focus
	Purpose of the chapter
	What is covered in this chapter
	Key Takeaways

	Scenario D: Developing historical thinking
	4.1 Online learning and teaching methods
	4.2 Old wine in new bottles: classroom-type online learning
	4.3 The ADDIE model
	4.4 Online collaborative learning
	4.5 Competency-based learning
	4.6 Communities of practice
	Scenario E: ETEC 522: Ventures in e-Learning
	4.7 ‘Agile’ Design: flexible designs for learning
	4.8 Making decisions about teaching methods

	Chapter 5: MOOCs
	Purpose of the chapter

	What is covered in this chapter
	Key Takeaways
	5.1 Brief history
	5.2 What is a MOOC?
	5.3 A Taxonomy of MOOCs
	5.4 Strengths and weaknesses of MOOCs
	5.5 Political, social and economic drivers of MOOCs
	5.6 Why MOOCs are only part of the answer
	Scenario F: How to cope with being old

	Chapter 6: Building an effective learning environment
	Purpose of this appendix
	Key Takeaways
	6.1 Integrating design principles within a rich learning environment
	6.2 What is a learning environment?
	6.3 Learner characteristics
	6.4 Managing content
	6.5 Developing skills
	6.6 Learner support
	6.7 Resources
	6.8 Assessment of learning
	6.9 Culture and learning environments
	6.10 Conclusions

	Chapter 7: Understanding technology in education
	Purpose of this chapter
	What is covered in this chapter
	Key Takeaways

	7.1 Choosing technologies for teaching and learning: the challenge
	7.2 A short history of educational technology
	7.3 Media or technology?
	7.4 Assessing media affordances: the SAMR model
	7.5 Broadcast vs communicative media
	7.6 The time and space dimensions of media
	7.7 Media richness
	7.8 Understanding the foundations of educational media

	Chapter 8: Pedagogical differences between media
	Purpose of the chapter
	What is covered in this chapter
	Key Takeaways

	8.1 Thinking about the pedagogical differences of media
	8.2 Text
	8.3 Audio
	8.4 Video
	8.5 Computing
	8.6 Social media
	8.7.a Emerging technologies: serious games and gamification
	8.7.b. Emerging technologies: virtual and augmented reality
	8.7c Emerging technologies: artificial intelligence
	8.7.d Emerging technologies: conclusion and summary
	8.8 A framework for analysing the pedagogical characteristics of educational media

	Chapter 9: Choosing and using media in education: the SECTIONS model
	Purpose of the chapter
	What is covered in this chapter
	Chapter 9 Key Takeaways

	9.1 Models for media selection
	9.2 Students
	9.3 Ease of Use
	9.4 Cost
	9.5 Teaching and media selection
	9.6 Interaction
	9.7 Organisational issues
	9.8 Networking (and novelty)
	9.9 Security and privacy
	9.10 Deciding

	Chapter 10: Modes of delivery
	The purpose of the chapter

	What is covered in this chapter
	Key Takeaways from this chapter
	10.1 The continuum of technology-based learning
	10.2 Comparing modes of delivery
	10.3 Which mode? Student needs
	10.4 Choosing between face-to-face and online teaching on campus
	10.5 The future of the campus

	Chapter 11: Trends in open education
	The purpose of this chapter
	 What is covered in this chapter
	Key Takeaways

	Scenario H: Watershed management
	11.1 Open learning
	11.2 Open educational resources (OER)
	11.3 Open textbooks, open research and open data
	11.4 Open pedagogy
	11.5 The implications of ‘open’ for course and program design: towards a paradigm shift?

	Chapter 12: Ensuring quality teaching in a digital age
	Purpose of the chapter
	 What is covered in this chapter
	Key Takeaways

	12.1 What do we mean by quality when teaching in a digital age?
	12.2 Nine steps to quality teaching in a digital age
	12.3 Step One: Decide how you want to teach
	12.4 Step two: what kind of course or program?
	12.5 Step three: work in a team
	12.6 Step four: build on existing resources
	12.7 Step five: master the technology
	12.8 Step six: set appropriate learning goals
	12.9 Step seven: design course structure and learning activities
	12.10 Step eight: communicate, communicate, communicate
	12.11 Step nine: evaluate and innovate
	12.12  Building a strong foundation of course design

	Chapter 13: Supporting teachers and instructors in a digital age
	The purpose of the chapter
	 What is covered in this chapter
	Key Takeaways (from the book as a whole)

	13.1 Are you a super-hero?
	13.2 The development and training of teachers and instructors in a digital age
	13.3 Learning technology support
	13.4 Conditions of employment
	13.5 Team teaching
	13.6 An institutional strategy for teaching in a digital age
	13.7 Building the future
	Scenario I: Stopping the flu

	Appendix 1: Questions to guide media selection and use
	
	S: Who are your students?
	E: Ease of use
	C: What is the cost in money and time?
	T: Teaching and other pedagogical factors
	I: Interaction
	O: Organisational issues
	N: Networking
	S: Security and privacy

	Appendix 2 Online learning quality standards, organisations and research
	Appendix 3: Independent reviews
	The independent review process
	Commercial versus open publishing
	Criteria for selecting reviewers
	Independence
	Qualified or experienced in the subject domain
	Willingness and availability

	Guidelines for the review
	A review from a faculty perspective: Professor James Mitchell
	A review from an open and distance education perspective: Sir John Daniel
	A review from a digital education perspective: Digital Education Strategies, Ryerson University
	MERLOT II Peer Review

	Feedback on Activities
	Appendix 4: Feedback on Activity 1.8 Main conclusions from Chapter 1
	Appendix 4: Feedback on Activity 7.1 How many technologies can you see in Figure 7.1?
	Appendix 4: Feedback on Activity 7.5 Broadcast or communicative

	Bibliography
	Index

