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PREFACE

The increasing popularity of online learning in education and training (Allen & Seaman, 2004, 2005), combined with insufficient instructor development, poor strategic planning, and high dropout rates (Frankola, 2001), generates many challenges and dilemmas for instructors, trainers, and instructional designers. One key challenge relates to the generational differences in learning experiences and preferences among online learners. Learners, especially adults returning to college for additional degrees or certifications, want their e-learning experiences to be personally empowering and highly relevant to their occupations and interests. But so do younger learners who may be highly savvy with the educational technologies that are integrated into such online instruction. However, they may have quite different educational experiences and learning expectations.

With the advent of the Web of Learning (the phrase we use for learning-related uses of online resources and technologies) to supplement a course, deliver most of a course, or handle an entire course or program online, instructors, trainers, and students have increasing needs and expectations (as well as the means) to individualize and customize instruction. As online opportunities proliferate, instructors, instructional designers, and administrators need models or frameworks and rich examples of how to address the many types of learners signing up for their online certificates, modules, courses, and programs.

Corporate training and e-learning guru Elliott Masie (2006) has repeatedly noted that we live in an age of fingertip knowledge, where memorizing lists is much less important than knowing how to access them. There are serious implications for the lowered expectations regarding memorization in our instructional designs. Do we recognize and perhaps even promote the fact that our learners no longer need to memorize most information? And while technology -savvy young learners may be able to navigate efficiently to the needed information, what skills do they need once they locate it? What are the digital learning skills of the twenty-first century, and how might online learning experiences facilitate the acquisition and use of such skills?

We are only at the initial stages of Web use in education and training; the emphasis on fingertip knowledge skills is just one of many trends. Diversity, variety, flexibility, choice, and options—these are key components of the age of online teaching and learning. Instructors who either lack experience in or are more hesitant or reluctant to try online teaching and learning may simply need additional guidance and frameworks to support their efforts (Bonk & Dennen, 2003). Of course, even online experts from time to time need to try out new models and lenses for navigating this enormous Web of Learning. Likewise, a plethora of new centers and institutes for e-learning, blended learning, technology integration, and teaching excellence springing up around the globe have a mission to find, document, and showcase the best online learning practices they can find. Naturally, such centers make use of frameworks, guidelines, and labels for the online learning activities and teaching models that they employ and advocate to others.

Of course, there are myriad reasons why such teaching and learning centers are gaining attention and, for some, increased funding. For instance, as a direct result of the explosion of Web-based learning during the past decade, there are hundreds of thousands of new online instructors around the planet each year who have never been trained or certified to teach in online environments, nor have they taken an online course as a student. Given this dilemma, it is not surprising that in our journeys within North America as well as around the world we have discovered excitement about models, frameworks, stories, and examples of effective online teaching and learning.

The vast majority of those new to this form of instructional delivery simply want to know what works and what does not. Many teachers, trainers, and college professors or lecturers we encounter are worried that they cannot keep pace with the technology skills of their students. They read reports about each new generation of learners having unique learning preferences and experiences that are vastly different from previous ones. Currently, there is extensive discussion about Generation X and Y students and how they each are distinct from  the Baby Boomer generation (Oblinger, 2003). In fact, educators such as Chris Dede (2005) from Harvard ’s Graduate School of Education now discuss and debate the emerging neo -Millennial learners and their technology preferences when they work and learn online.

But the Web of Learning opens avenues for both younger and older adults. As the age range of students widens, instructors need additional assistance and support to address these varied student needs and preferences. In response to this difficult situation, it is important to recognize the rich body of literature that has emerged in the area of learning styles within face -to-face (FTF) instruction (for example, Kolb, 1984; Lawrence, 1993). At the same time, there is a pressing need to extend theoretical frameworks and practical guidance related to FTF settings to promising ideas about integrating online technologies and resources to address varied learning styles, cultural backgrounds, and preferences.




The Read, Reflect, Display, and Do Model 

In response to these fascinating education and technology related trends and mounting challenges, this book introduces an easy -to-apply, practical model—the Read, Reflect, Display, and Do (R2D2) model—that should help online instructors integrate various learning activities with appropriate technologies for effective online learning for a diverse array of e-learners (Bonk & Zhang, 2006). R2D2 is a new model for designing and delivering distance education, and, in particular, online learning. As the title of this book, Empowering Online Learning, indicates, it is meant to empower e-learners and e-instructors. (Our R2D2 model is distinct from the instructional design model from Jost, Mumma, and Willis, 1999, with the same name. Our model is not an instructional design model in the traditional sense, and, unlike Jost et al., it is intended for online environments.)

R2D2 is a framework that can help one plan, design, and deliver online courses. The R2D2 model has four distinct phases—reading, reflecting, displaying, and doing—which help address diverse learner needs, backgrounds, expectations, preferences, and styles. The first phase of R2D2 relates to methods to help learners acquire knowledge through online readings, Web explorations, and listening to online content such as the popular use of podcasted lectures which students can download to their iPods or MP3 players or sit and listen to at their desktops. As such, Phase 1 addresses verbal and auditory learners. Phase 2 of the model focuses on thinking and reflective activities such as online blogs, reflective writing, and self-check activities and examinations. In Phase 3, visual representations of the content are highlighted with activities such as virtual  tours, timelines, animations, and concept maps. Last, Phase 4 emphasizes what learners can do with the content in hands-on activities including simulations, scenarios, and real-time cases. When thoughtfully designed and effectively delivered, content and activities created from a perspective such as R2D2 are more engaging and enriching for learners.

We have demonstrated the R2D2 model in many presentations delivered across the globe. Audience feedback indicates that the model is highly intuitive and that it works. Equally important, our research in both corporate training and higher education environments indicates that there will be a shifting from text-based environments to more hands-on, collaborative, and active learning opportunities as well as a movement toward increasing online learning activities and tools and features that enhance visual learning (Kim & Bonk, 2006). R2D2 can help with this upcoming shift.




Goals and Uses of This Book 

We have mapped out continua of instructional options from low-risk to high - risk strategies; from low-time to time -intensive activities; from low-cost to highly expensive endeavors; and from heavily teacher-centered events to those that are more learner centered. Based on interactions with myriad online trainers and instructors during our global journeys, it is clear that, given pervasive and rapidly escalating budgetary and accountability concerns related to education and training across all sectors, many online educators as well as their supervisors want to know more about the low-risk, low -time, and low-cost strategies that can be effectively deployed. Of course, some may want to be pushed to the upper edges of these continua and take more risks or spend more time planning and developing online activities. We hope to accomplish both goals with this book: to gently nudge or push ahead the experts and high risk takers as well as those who are hesitant or too intimidated to embed online technologies in their teaching and training practices.

There are many ways to employ this book. For instance, it might be used in technology integration courses at the undergraduate level as well as educational technology master’s and perhaps even doctoral-level courses. In higher education settings, this book could be adopted as primary or supplemental reading for courses on instructional design and technology, online course design, technology integration, distance education, e -learning, and the like. At the same time, it could be used in instructor and administrator professional development institutes and workshops related to online teaching and learning.

While all of the 100+ activities discussed in the book can find application in higher education settings, many can also be applied in corporate, government, K-12, and other training and education settings. The book is intended to provide a compass (albeit just one) for instructors and course designers to use when creating or conducting an online class. While the R2D2 model is not an instructional design (ID) model, at least in the traditional sense of ID, it can provide vital assistance in designing online courses. In addition, R2D2 (and the activities detailed here) provides first-timers, whether they are instructors, tutors, trainers, or instructional designers, with a crutch to support their efforts, while more experienced e-instructors might use it as a tool for reflecting on as well as integrating their existing online teaching practices.




Book Content and Organization 

In this book, you will find the following:• Practical guidance for online instructors, instructional designers, courseware designers, and course management developers and vendors
• A plethora of ways to create engaging learning activities for a variety of learners
• Stories and examples that online instructors can personally relate to
• Useful references with examples on how to integrate free and emerging technologies into active learning experiences for diverse learners



We felt that it was time for a book that both acknowledged the growing importance of the Web of Learning as well as a model for making sense of it in at least a small way. While we realize that the learning styles literature is replete with problems and misconceptions (see Santo, 2006), we designed the R2D2 model as a means for reflecting on and adjusting one’s teaching and learning practices as well as a way to address individual students’ needs.

Instead of focusing on distinct learning styles or approaches, the aim of this book is essentially to address diverse learner needs. The increasing diversity of learners in any learning setting or educational situation places escalating demands and pressures on instructors, instructional designers, institutions, and organizations. In the end, this book is intended to serve as a resource to help such individuals address these diverse learner preferences and needs.

In Chapter One, we introduce the R2D2 model and explain how to use it in different types of e-learning and blended learning settings. In particular,  we outline the R2D2 model—Read, Reflect, Display, and Do—and address different learning styles and various generations or types of learners in online courses.

The following eight chapters provide an overview of emerging technologies for online reading, reflecting, displaying, and doing as well as more than 100 practical activities and ideas for implementation of the model. In Chapters Two through Nine, we discuss each type of learning approach and the available technologies that have emerged to nurture or support it. Even-numbered chapters describe the learning styles addressed by each phase of R2D2; odd-numbered chapters provide sets of twenty-five instructional strategies or activities addressing each type of learning. For example, Chapter Two describes how to use this model to address auditory and verbal learners, while Chapter Three presents twenty-five distinct ways to carry this out with variations and extensions from the original example, instructional procedures, and additional advice and instructional considerations, including our sense of the degree of risk, time, cost, and learner-centeredness of each activity.

This sequence is followed in the remaining chapters of the book. For instance, Chapters Four and Five address reflective and observational learning as seen through many online reflective writing and self-assessment activities. Once again, the former chapter describes technology trends and innovative pedagogical ideas related to this type of learning preference, whereas the latter one contains twenty-five activities that can be attempted in a variety of settings. Next, Chapters Six and Seven focus on visual learning tools, resources, and activities. In completing the R2D2 model, Chapters Eight and Nine present a series of hands-on activities such as simulations, games, and scenario learning. Finally, in Chapter Ten, we summarize the ideas from the previous eight chapters while specifically addressing how to integrate all four types of learning activities in effective online courses.


Caveats Regarding the Web Resources, Tools, and Activities Listed 

Key Web resources that are mentioned in each chapter are also listed at the end of the book by chapter. The Web resources listed for each chapter are also sub-grouped by category or type of resource or activity. We realize that over time many of these Web sites and associated URLs may change or disappear. And, as fads and trends change, they might also lose their educational appeal and luster. We hope that the reader will understand the dilemma related to attempting to capture interesting educational aspects of a dynamic learning resource (that is, the Internet) with a static document. As the Web of Learning expands, we hope that you will share with us the resources, tools, and materials that you have  found educationally impressive and valuable and perhaps used in your own online learning and instruction. We will attempt to maintain an up-to-date list of such Web resources on our own respective homepages.

It is important to also point out that we are not directly endorsing any of the tools, resources, systems, consultants, or researchers mentioned in the book, nor do we offer guidelines or recommendations on how to select from them. Along these same lines, the 100 + activities outlined in this book are simply examples, not prescriptions; please modify, add to, or delete any idea or step mentioned here or combine pieces or kernels of them as needed. When you do that, the 100+ strategies of this book multiply exponentially. It is the intersection among such technologies and pedagogies that is the most valuable. If there is a particular technology or activity that you believe is noticeably absent from this book, please write to us and let us know.

 

Curtis J. Bonk  
Indiana University  
Bloomington, Indiana  
Ke Zhang  
Wayne State University  
Detroit, Michigan
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CHAPTER ONE

THE R2D2 MODEL

Read, Reflect, Display, and Do




The Web of Learning 

Given that you have decided to read at least part of this book, chances are you have explored online learning and become enthralled by its tools, resources, and overall educational potential. Other times you probably have experienced extensive frustration and hesitation. As we mentioned in the Preface to this book, we have named the place you have entered many times “the Web of Learning.” We use this phrase in an attempt to help online educators, learners, and policymakers focus on what is available or potentially available online for  learning instead of on the technologies. Within the Web of Learning metaphor, educational professionals can begin to design models and frameworks that can clarify and simplify online educational possibilities. Our hope is that more innovative, engaging, and exciting pedagogy will ensue.

The Web of Learning contains a plethora of educationally relevant and continually evolving resources, tools, and learning materials, many of which are increasingly open and free to the world. What will you find there? Without too much digging, you will discover online games, virtual worlds, simulations, online conferences or professional meetings, podcasts (typically, online audio files that can be downloaded or listened to) on nearly any topic imaginable, community-developed resources such as wikis, cultural and historical information, links to museums, libraries, and learning resource centers spanning the  planet, and countless visual records of human history. Any of these resources and materials can be embedded in online courses and programs.

But many educators are stymied when they enter the Web of Learning, and rightfully so. There seems to be an endless number of learning portals and resources relevant to one ’s courses, a growing number of tools that one can utilize within a course, and thousands of resources that might find their way into online course activities. With so many instructional opportunities, technology tools, and e-learning resources and materials inundating instructors today, it is not surprising that many simply choose to ignore the Web of Learning or use it in the most minimal way possible. To help those who are hesitant or resistant, we offer more than 100 ideas for employing the Web of Learning in fully online and blended courses. And we provide a model or framework for reflecting on and organizing or compartmentalizing such activities.


The Need for a Comprehensive Online Teaching Model 

As noted in the Preface, there is a mounting need to address diverse learning preferences and various generations of learners. It is clear that e-learning tools and learning approaches within the Web of Learning hold exciting possibilities for personalizing the learning experience of young and old, visual as well as verbal learners, and digitally inexperienced as well as digitally savvy online learners. Unfortunately, currently popular online learning courseware of most any stripe or name (that is, course management systems [CMSs], learning management systems [LMSs], virtual learning environments [VLEs], and so on) is severely limited in the means to address the diverse needs of online learners. As most online instructors and students realize, typical online courses rely heavily on text-based assignments and intensive online readings. Course materials, including syllabi, handouts, PowerPoint presentations, assignments, and online discussion activities, are primarily available in written text (though, as Chapters Six and Seven make evident, there has been a recent shifting toward augmenting or perhaps even transforming such activities with visual learning enhancements).

In any online environment today, communications either among students or between students and instructors—the heart and soul of online learning (especially in higher education)—are mostly achieved through written formats such as e-mails, discussion boards, and text chats. The lack of visual tools such as graphics, charts, diagrams, and the like challenges learners who would prefer visuals of some type to help with their conceptualizations, manipulations, and memorizations. Reflective learners may also find text-based readings less engaging, since they tend to prefer to learn through various forms of observation and deep pondering. Likewise, those who resonate with hands -on activities and  real-world applications would most likely anxiously look for the same experiences in their online learning tasks and activities. Suffice to say, most online courses, no matter what the discipline, topic, audience, or work sector, are limited in scope and fail to take advantage of the abundant educational opportunities in the Web of Learning.




The Read, Reflect, Display, and Do Model 

For educational progress, it is vital to make sense of this mammoth Web of Learning. The Read, Reflect, Display, and Do (R2D2) model was designed specifically for addressing varied student learning preferences, diverse backgrounds and experiences, and generational differences. Some students may excel with tasks that are visual, while others might prefer hearing the words or reading from electronic or paper-based texts. Still others might want to jump in and try things out for themselves. And some individuals might be happy reflecting on expert models or their own learning journeys. Of course, most often the learning materials and activities are not as discrete as this but instead involve a combination of such approaches (for example, an activity might be both visually intense and hands-on). R2D2 can help there too!

Throughout this book there are dozens of detailed activities and examples related to the four phases of R2D2 along with suggestions on how they might be used with different types of learners and situations. Our primary goal is to divvy up the Web of Learning so that educators, trainers, teachers, tutors, mentors, freelance lecturers, and instructional designers across educational sectors will actively employ it in their own instruction, and not avoid it at all costs. Baby steps, as Bill Murray repeated to himself over and over in the movie What About Bob?, are perhaps what many hesitant or resistant educators need. Using pieces of the R2D2 framework is akin to taking baby steps into this extremely daunting yet enticing Web of Learning. At the same time, it can foster giant leaps for those wishing to take more extensive risks in their online teaching activities.

R2D2 arrives in an age that is overflowing with educational transitions. These transitions include the movement from lecture-dominated classes and lockstep or predefined content to the use of learner-controlled hypermedia and exploratory events. In effect, it is a revolution across educational settings, from teacher-centered content and delivery of such content to learner-enabled and learner-centered learning. There is a simultaneous shift from the primary use of face-to-face (FTF) instruction across educational settings and events to one that blends two or more delivery formats while providing a plethora of learning options. There is also an associated transformation, then, from teaching  or training only learners whom you can see and physically interact with to teaching anyone located anywhere on this planet (and beyond, of course); with R2D2 your students might go where no online learner has gone before.

As you explore this book, consider it part of a personal pilgrimage into what you can do online in the Web of Learning. This book is purposefully not laced with prescriptions, though we do offer ample suggestions, caveats, and guidelines. As such, it is perhaps most suited to those in the online teaching and learning trenches who are looking for ways to make sense of this somewhat forbidding online world. Nevertheless, this journey into the Web of Learning is meant for everyone. Use what you can and modify, ignore, or discard the rest. Safe journeys!


On the Road to R2D2 

As indicated, there are four phases—Read, Reflect, Display, and Do—within the R2D2 model. Based on the work of many educators who have explored individual differences in learning and associated learning preferences and styles (for example, Kolb, 1984; Fleming & Mills, 1992; McCarthy, 1987), Table 1.1  provides details on the four phases of R2D2, including instructional activities that link to each area and various types of learners: auditory, verbal, reflective, observational, visual, kinesthetic, and tactile. However, nearly every activity discussed in this book addresses, at least in a small way, more than one phase and learning preference or style. Our classifications, therefore, are meant to indicate which aspect is primarily, though not solely, being addressed. If instructors, trainers, and instructional designers involved in distance learning initiatives take these four types of learning preferences into account when designing and delivering online and other forms of distance learning courses, they should experience higher levels of success.

Despite its applicability to instructional designers and the online course design process, R2D2 is not an instructional design model; instead, it is a framework for the design of online learning environments and activities. It is a lens that might be positioned over the top of one’s instructional design approaches. The focus is on what instructors can enable learners to do, not necessarily what sequence of steps or procedures to embed within a training event or course.

As evident in Figure 1.1, the R2D2 model aligns well with various learning style and multiple intelligence measures. In particular, it draws on ideas from Kolb’s (1984) learning cycle, McCarthy ’s 4MAT system (1987), and the VARK (that is, visual, aural, read/write, and kinesthetic) learning style model of Fleming and Mills (1992). Like 4MAT, VARK, and many other learning style or preferences schemes, the R2D2 model proposes an integration of four types of learning activities: (1) reading, (2) reflecting (including reflective writing), (3) displaying, and (4) doing. Clearly, by targeting auditory or verbal, reflective, visual, and kinesthetic learners, R2D2 is highly similar to the VARK method. However, the R2D2 method places more emphasis on reflective activities by emphasizing writing processes and activities in the second phase of the model rather than grouping them with reading, as the VARK model does. In addition, the R2D2 model has a special focus on the application of emerging learning technologies in fully online learning and blended learning.

TABLE 1.1. LEARNING PREFERENCES, ACTIVITIES, AND TECHNOLOGIES IN R2D2.
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FIGURE 1.1. PHASES OF R2D2.
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As shown in Figure 1.1, the first phase of R2D2 (reading) relates primarily to methods to help learners acquire knowledge through such tasks as online readings, e-learning explorations, and listening to podcasted lectures. As such, it addresses verbal and auditory learners. The second phase of the model (reflecting) focuses on reflective activities such as online blogs, reflective writing, and self-check or review activities and self-testing examinations. In the third phase (displaying), visual representations of the content are highlighted with activities such as virtual tours, timelines, animations, and concept maps. The fourth  phase of the model (doing) emphasizes what learners can do with the content in hands-on activities, including simulations, scenarios, and real-time cases. When thoughtfully designed and effectively delivered, content and activities created from the R2D2 perspective are more engaging and enriching for learners.

At its core, the R2D2 model is a starting point to help online instructors understand the assorted backgrounds of online learners and become better equipped to address their diversity. Such a model can be used to appeal to the wide-ranging preferences of online learners of varied generations and different levels of Internet familiarity. It also affords users a means to apply the widely available and often free technology tools and resources in many types of online learning activities.

R2D2 may also work well for problem -based learning or in a problem-solving process in general. As indicated in Figure 1.1, the four phases of the R2D2 model introduce a variety of learning activities for the different problem-solving stages, from initial accumulation of knowledge (that is, reading) to reflecting on such knowledge (that is, reflection) to visually showing what one has learned (that is, displaying) to trying out that new knowledge (that is, doing). For example, readings address problem orientation and knowledge acquisition, whereas reflections help with problem clarification and knowledge construction. In addition, activities for displaying learning would be particularly powerful for knowledge representation of the problem or situation as well as solution seeking and analysis. Finally, the doing phase aligns well with solution evaluation and knowledge transfer in the problem-solving process.

Also worth mentioning is the dynamic nature of the model, as events occurring in different phases of the model impact other phases and may cause the learner to revisit steps already deemed completed. As a nonlinear model, R2D2 suggests a dynamic approach to online learning and encourages instructors, designers, and learners to select diverse learning activities strategically from different phases and to incorporate them in various sequences to better address learners’ different needs and preferences.

While the journals and research literature devoted to e -learning continue to increase at dizzying rates, there exists a severe lack of practical models such as R2D2 that can help instructors, trainers, instructional designers, and other educational professionals with easy-to-apply learning activities that result in effective and enjoyable online learning.

As will become clear in reading this book, the R2D2 model reaches beyond any given CMS or Web-based learning platform or system. Given the infinite resources available within the Web of Learning, courses designed using this model or framework could offer online learners massive and captivating opportunities for reading, reflecting, displaying, and doing.


Linking the Phases of R2D2 to Human Problem Solving 

While the chapters of this book detail four distinct phases to the R2D2 model—Read, Reflect, Display, and Do—we admit that nearly any instructional activity or approach attempted within the Web of Learning will undoubtedly involve more than one phase. Our four-part classification scheme is simply meant to indicate which aspect of learning is primarily being addressed. If online educators and trainers take these four types of learning and associated learning activities into account when designing and delivering their courses, they would likely experience higher success rates. And, as shown in Table 1.2, they might also use them to foster learner problem solving and the overall human problem-solving process.

The R2D2 model may serve as a framework to guide the design and implementation of a comprehensive problem-solving or problem-based learning environment. In fact, the four phases of R2D2 also represent different phases and steps inherent in human problem solving. For example, a problem-solving process may start with precursory reading activities to help students understand the nature of the problem or make sense of what the problem really is (that is, Phase 1: Reading). Next, the learner might move to Phase 2 with re flective activities to assist in further clarification of the problem and sort out possible problem-solving paths (Phase 2: Reflecting). Third, such a learner might then proceed to tasks involving information organization, analysis, synthesis, and representation (Phase 3: Displaying). Finally, this problem-solving cycle ends with the evaluation and use of the data that the learner has gathered and sifted through (Phase 4: Doing). While these are perhaps the most logical steps, as noted later in the chapter, it is conceivable that the problem-solving process as well as the use of the R2D2 model could unfold in the exact opposite direction.

TABLE 1.2. SAMPLE USE OF R2D2 FOR LEARNER PROBLEM SOLVING.
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Phase 1 of the R2D2 model is pithily and purposely labeled as “Reading.” In reality, however, it involves much more than simply reading text-based materials. We believe that it is the most comprehensive and complex of the four phases. As noted in Table 1.2, the “reading phase ” is the exploration, fact-finding, and knowledge acquisition stage of the learning process. You need new knowledge and ideas in order to have something to reflect upon (that is, R2D2 Phase 2), to visualize and organize (Phase 3), and to apply your learning and make it meaningful (Phase 4). Instead of overloading and boring students with written texts, Phase 1 of the model introduces a wide range of learning activities and experiences to help learners acquire knowledge, including the use of podcasting, synchronous conferencing, instant messaging, and other content -rich events and activities. It is the stage of learning meant to intrigue and engage learners in the learning process, not to bore them or cause them to promptly file out.

Phase 2 of the R2D2 model emphasizes learners ’ reflective processes, speaking to reflective or observational learners who learn and problem solve from watching or observing others as well as thoughtfully deliberating on expert models and examples. While closely related to Phase 1 reading activities, Phase 2 pays special attention to activities and events that stimulate personal reflection through collaboration and virtual group activities, self-questioning, reflective writing and prompting, and intense and interactive challenges.

Phase 3 of the model, displaying one ’s learning, is geared to visual learners. This phase of problem solving aims to help online learners not only to understand the content being taught but also to further build their own knowledge base with strategies such as concept mapping, visualization, and advance organizers.

Finally, the “Doing” phase, Phase 4 of the R2D2 model, addresses the crucial need for hands-on experiences in online learning environments, which is probably the weakest link of current e-learning phenomena. The doing phase guides instructors to utilize widely available online resources and technologies for various learning activities. These activities not only meet the expectations of those doers, but, as noted in Table 1.2, also promote knowledge application, problem solving, and other higher-order thinking skills in general.

 TABLE 1.3. LEARNING ACTIVITIES IN EACH PHASE OF R2D2.
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Summary of Activities for R2D2 

Chapters Two through Nine of this book elaborate on each phase of the model, with more details on their theoretical foundations as well as dozens of practical applications and examples. Table 1.3 summarizes the twenty-five activities related to each phase of R2D2 that we outline in Chapters Three, Five, Seven, and Nine. We recommend you use this table as a guide for your reading of the remainder of the book. Perhaps check off or circle the strategies that interest you or that you have already attempted. Then come back to this table as you read different sections of this book.

Later in the book, Chapter Ten expands upon this list by including other factors such as time intensity, cost, risk, and duration of the activity. In fact, Chapter Ten reassembles the ideas from the previous eight chapters and therefore, offers opportunities to contemplate the overall framework and power of the R2D2 model. At that time, you might ruminate on whether we met your expectations in designing a model that addresses the learning-related preferences of the highly diverse learners of this planet.


Further Thoughts on R2D2 

Reading, Reflecting, Displaying, and Doing: these are the entry points for the R2D2 model. Each activity addresses a particular learning preference and type of learning. The phases may be applied independently in a lesson if a certain preference is dominant among the targeted learners as well as when a particular type of learning is believed to be the most appropriate. More practically, when attempting to address a diverse student body (or global workforce), instructors may choose activities from more than one of these phases and create a range of e-learning tasks and events for their online courses.

An online activity deemed applicable to a particular discipline, educational group, or age level can often be used substantively within another educational sector or population. With the appropriate modifications, tweaking, and guidelines, most, if not all, of the 100+ strategies described in this book can be applied to any population of learners, educational level, or training setting or situation. At the same time, they must fit with your goals and objectives. Some may require extensive modification before they are useful in your particular setting.

While R2D2 is not an instructional design model, it certainly could be applied as a practical guide for instructors in their efforts to prepare engaging learning materials and activities. For example, an instructor of an online graduate course or a teacher in a virtual high school could put together a lesson  plan by selecting and integrating some activities from each of the four phases. Such purposeful decision making would help make sure that varied learner preferences and needs are addressed with appropriate activities and methods. In such cases, these varied learning activities may be carried out in different orders as appropriate. The R2D2 model is not a linear model; thus the learning events do not necessarily sequence from reading to reflecting and then move on to displaying and still later doing.

With continued innovations in educational technologies as well as in technologies not meant for education but that quickly find use there—witness the explosion of educational uses for the iPod—it is conceivable that only a few of the activities in this book will remain viable a decade from now. Tomorrow, next week, and during the many weeks and months that follow, there will be a flurry of ideas from many sources to enhance, extend, and transform the ideas presented here. Without a doubt, the Web of Learning, or its successor, will continue to sprout new learning paths and opportunities. For those concerned with online course quality and effectiveness, it is imperative to be on the lookout for such opportunities. They will appear in a speech that you did not intend to attend, in a footnote of a research paper you stumble upon, in a newsletter from a famous training guru, or in an e-mail or Web log (blog) from a professional organization. Creative pedagogical uses of the Web of Learning can spring up from anywhere. Raise your antennae! It would be fantastic if, in teaching or training online, you discovered one or two, a few dozen, or even hundreds of ideas we have not touched on here; with the R2D2 model, you now have a classification scheme in which to organize these ideas and reflect on their use.


Some Final Words 

The activities in this book are instructional templates or guides, not prescriptions. Think creatively with them. Say “Yes” or “Perhaps” before discounting or thinking “No way” to any of them. Hold off initial judgments or inner voices trying to convince you that this would never work or does not apply to me or my learners. Trust us, they can work nearly anywhere. So give it a go!

If you use any of the online resources or materials related to the 100+ activities that we describe in this book in your courses, training events, or publications, please write to the copyright owner of such materials for permission to use them. Copyright law requires that permission be requested to reproduce copyrighted materials. There are benefits, too, from contacting the original  designers of the online resources or materials, since they may have important updates or extensions to share. In addition, they likely will be ecstatic that someone is making use of some of their ideas. When this occurs, expanding networks will form that will focus on sharing educational resources and pushing educational opportunities for the learners of this planet in a positive direction. Keep pushing!




CHAPTER TWO

PHASE 1 OF THE R2D2 MODEL

Verbal and Auditory Learners

The educational content offered in the Web of Learning has been repeatedly criticized for relying too heavily on text while providing minimal opportunities to learn from visuals and hands-on activities. It is certainly true that most content initially developed for online learning involved reading or writing activities. Any online learning instructor or trainer will likely have seen her share of asynchronous discussion forums, chats, Web pages to browse, and course announcements. Text, text, text, text, and still more text.

Such text is ideal for those who love to read as well as those with rich vocabularies. And, of course, given that the majority of text originally posted to the Web of Learning was in English, there is a distinct advantage to native speakers of English. But the tide is changing. As Jakob Nielson (2005) pointed out, more than one-third of Internet users now come from Asia. He further noted that sometime in the year 2005—thirty-six years from the first experimental connection in 1969 between a computer in Palo Alto, California, and another in Los Angeles—the Internet grew to more than 1 billion users. Nielson argued that the second billion will take only about a decade to reach, with the vast majority of new users coming from Asia. As that occurs, it is doubtful that the Web of Learning will continue to rely on so much text—at least in English, anyway.




Continued Shortfalls of “Management” Systems 

As alluded to in the previous chapter, the primary delivery systems for online learning (that is, course management systems [CMSs] and learning management systems [LMSs]) are often praised for increased organizational and administrative (“management”) efficiencies. However, the truth of the matter is that the focus is on those features that are actually tangential to learning, such as course announcements, online gradebooks and tests, and the posting of online resources and modules. These are the tools that make the administrators being held accountable for such courses salivate and ask for more. However, such features are not tools for learning. We have to demand better. As Van Weigel (2005) argues, “The downside of the CMS is that it inhibits the individual as well as collective creativity of the class participants by forcing e-learning technologies into the familiar classroom categories of lectures, discussions, and exams (with an occasional opportunity to chat with the professor or other students ‘after class’) ” (p. 55).

Weigel further argues that what happens is that there is an overriding focus on accessibility and convenience over pedagogical experimentation and skill development. He believes that the goal of online education should be to foster critical thinking skills, self -confidence, exploration, and the ability to collaborate and learn from peers.

But the overwhelming focus of administrators and vendors is on the online boxes or shells in which to dump content; it really does not matter if you are using course management systems such as Desire2Learn, Moodle, Sakai, Angel, WebCT, Blackboard, or some other system. Despite lawsuits suggesting that one company may have developed some tool or features before others, all these systems lack pedagogically noteworthy capabilities or qualities. This is unfortunate since, as Carmean and Haefner (2002) argue, “Students choose a course for its intellectual content (‘mind’) and not for its classroom or system container ( ‘matter’). CMSs do not provide a pedagogical platform any more than chalk, chairs, and tables provide the classroom learning experience” (p. 28).

Instead of responding to vendor and administrator hype over some newly designed feature or upgrade, the focus needs to shift to deeper learning principles and tactics (Carmean & Haefner, 2003). For example, in effective online environments, there are important elements like timely feedback on student posts, student engagement in tasks that are closely aligned with the real world, and a sense of challenge in the learning content. Additionally, in such systems, there are built-in opportunities for learner reflection and interaction, learner choice and opportunities to explore personal interests, and respect for individual  learning approaches and different backgrounds or degrees of prior knowledge on a topic. And, when appropriate, there might be expert or practitioner interactions and apprenticeships, virtual team projects and performances, and peer, teacher, tutor, or mentor scaffolding and feedback.

Few online courses we have observed actually embed the majority of these principles. In one of our studies conducted on dozens of course syllabi posted to the World Lecture Hall (see Cummings, Bonk, & Jacobs, 2002), only one syllabus incorporated expert or practitioner interactions. Equally problematic, most did not offer sufficient opportunities for learner reflections and explorations. Instead, the vast majority emphasized instructors doing something to the students. But the Web of Learning opens up possible interactions to include learner-practitioner interactions, instructor-instructor interactions, and even practitioner-practitioner interactions within a single course.




The Curse of Text? 

Since the dawn of the first online course, the easiest content to post or catalog to the Web of Learning has been text. There is nearly a decade of research that indicates that instructors will place on the Web of Learning what is easiest to do and what works (Bonk, 2002; Peffers & Bloom, 1999). Traditionally this has meant that text—not rich multimedia—was the primary delivery medium. There is nothing inherently wrong with relying on what works and what one has the time or energy to accomplish. With the advent of Flash animations (that is, online animations, movements, and captivating visual styles created using Adobe Flash animation software) and decreased storage costs, however, the days of text-only Web sites may be numbered. Yet, while text-based Web courses may soon be giving way to rich multimedia and alternative means to represent content, for now, text remains king.

Perhaps there is simultaneously a curse and a blessing of text, resulting from the fact that we are often swimming in it online. Just find the right button and one can upload a Word document, post a course announcement, or link to a Web resource that is loaded with text. Or perhaps you have a PowerPoint slide show loaded with even more text to lock into place and load to the Web. Or maybe there is a text-laden syllabus that simply needs to be converted to HTML (hypertext markup language) format that can then be interpreted and indexed by Internet browsers. And, of course, to start the course, there will undoubtedly be a series of course announcements and associated frequently asked questions (FAQs) posted to the course Web site or sent via e -mail. Most course announcements, of course, will be organizational or managerial in nature,  such as reminders or pointers about books, course initiation dates, assignments, passwords, due dates, and course resources. Nothing is wrong with such information, but the Web of Learning now offers much more than that.

As is clear from the preceding discussion, there is an amazing amount of text that students must access, read, and understand in order to find safe passageway into any course. And that is before the course even begins. In some cases, the arrival of text only accelerates from there. What if one has a reading disability or is dyslexic? Will there be support? And, if so, how will such help be provided? Of course, there are government mandates in different countries regarding user accessibility, such as Section 508 of the Rehabilitation Act of 1998 in the United States. Just who will check or guarantee that online courses across educational sectors offer such special help?




The Blessing of Text? 

On the other hand, the heavy reliance on text in online courses may be a blessing in disguise. First, it allows for online experimentation that is not too much different from face-to-face (FTF) courses. Hence, learners are fairly easily acclimated to online courses, since they can find familiar resources, tasks, and activities. Learners in FTF courses have tended to rely on text throughout their educational careers, and so too will their online ones exhibit such tendencies. Second, text is relatively easy for learners to download even when they have bandwidth limitations or constraints. So learners in rural communities as well as third world countries who lack broadband access to the Internet can more readily participate in an online class. Third, electronic text can be read by tools such as the Jaws Screen Reader to help visually impaired learners. In addition, clever (and sometimes entertaining) tools like Babelfish exist to translate such text to other languages with just one mouse click. For example, entering the words “A Web of Learning” into Babelfish and translating it from English to Spanish yields “Un Web de todo.” Fourth, new knowledge or learning inroads made can be swiftly communicated through text and shared with others around the planet without too much worry about whether the receivers have the necessary infrastructure to handle a particular task, activity, or resource.

Due to this pervasive reliance on text, there have been a plethora of advances in online teaching and learning (and certainly many drawbacks as well). Because of the throughput possible with text, online educators have experimented with many types of online courses, course experiences, and programs that might not have otherwise been considered, much less attempted. Perhaps this age of online text was a necessary one. Perhaps it is simply a prime example  of starting with baby steps and proceeding from there. It is extremely difficult to promote novel uses of the Web of Learning until you are assured that what has been done in the past also can be replicated (at least to some degree) and perhaps improved upon online.




Phase 1 of R2D2 

Phase 1 of the Read, Reflect, Display, and Do (R2D2) model is perhaps more comprehensive and complex than any of the other three phases (see  Figure 2.1). This is because it is the exploration and fact -finding stage of the  learning process. Given that you must typically acquire knowledge prior to using knowledge, this first phase of the model focuses on knowledge acquisition. Consequently, at least at the present time, it is heavily embedded with text-related activities that tend to favor verbal and auditory learners.

FIGURE 2.1. PHASE 1 OF R2D2.
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In the Web of Learning, there are myriad ways that knowledge can be acquired—through watching and listening to videostreamed lectures and podcasts, synchronous presentations, online discussions with peers, guest expert chats, and online and paper-based readings and explorations. Clearly, such resources favor auditory and verbal learners. In effect, in Phase 1, you sift through text in electronic reading assignments or on text-laden screens in your online explorations. The format of the readings is constantly evolving as electronic versions become more widely available and accepted. The standards for electronic books remain in a state of flux, though acceptability has been raised as e-book costs have become more affordable and screen display devices more crisp.

If an e-book is not at your fingertips, you may instead decide to listen to audio recordings from experts, including instructor lectures or commentaries. And once complete, you can enter into a series of online discussions and debates with peers who have completed the same or similar sets of resources. No longer must such discussion, however, be restricted to learners from your own designated class, organization, or institution. In the Web of Learning, peers and teachers can appear from anywhere.

Again, keep in mind that R2D2 is not meant to represent every possible learning tactic or combination of learning approaches or methods. Educational professionals, nonetheless, can use it to make sense of the possibilities. And it may not be instructors, trainers, or instructional designers who most significantly benefit from the model; instead, it might more directly influence the learners themselves. If you prefer learning from text or words, or you just happen to find yourself in activities that emphasize text, you might discover that you excel within these types of online learning tasks and resources. For instance, you might prefer learning from online tutorials or some types of audio files. Or you might rely on speaking or presenting online as well as reading the posts of your peers (perhaps using the chat tool within a CMS or LMS or a synchronous conferencing system such as Elluminate, Centra, or Breeze). You might also enjoy talking things through and negotiating meaning, perhaps in online group discussion forums or threaded conversations.


Podcasting 

Technology that promotes and repackages text in different formats and display devices continues to rise. As anyone walking through a college or university  setting today would notice, iPods are presently the “in” thing. Because of the convenience of mobile devices such as cell phones and MP3 players (that is, portable devices that allow the user to store, organize, and play audio files), learners of all ages are coming to expect that they can access and participate in different learning modules through these devices. In response, courses at many universities are now offering access to online audio files from FTF lectures (or from specially made podcasts for an online course) that students can download to their MP3 players or iPods. The learners can then listen to, or, if in video format, watch such files when the time is available, including when driving, walking, running, or quietly sitting at a beach or in a park. Learning, then, is extended to every possible waking moment in one’s life. But do you, either as a lifelong learner or as an online instructor, take advantage of it?

Podcasting, which typically involves only an audio channel, is rapidly growing in use in online learning in all settings: K-12, higher education, and corporate and military training. In the Web of Learning, there are now designated educational podcast shows that attract daily or weekly audiences, as well as podcast clearinghouses such as Podcast Alley, or, for the K-12 crowd, the Education Podcast Network (EPN). Podcast Alley, for instance, indexes podcast sites; as of August 2006, it had indexed more than 23,000 different podcast sites, nearly 1,000 of which were educational podcasts. Those 23,000 Podcast sites contained more than 830,000 individual podcast episodes. Imagine the educational potential in just this one portal, among the hundreds of thousands, now found on the Internet. How can any educational professional keep track of all the possibilities?

Many refer to an educational podcast as akin to an online talk radio show. But it is perhaps more reminiscent of a public broadcasting show featuring the ideas or work of a well-known scholar or expert. We find that a 5-15 minute podcast of a lecture makes the best use of this technology. And if two or three people can be involved, perhaps in a question-and-answer dialogue, it adds to the interactivity of the session and, hence, to the chance for learner engagement. We typically note three to five controversial or key questions for a chapter or unit and have the person moderating the podcast ask these questions at different moments during the podcast.

With more recent video iPods, there is the capability to juxtapose videoclips against the audio. If you do this, it is called vodcasting. Psychologists like Alan Paivio (1991) and Richard Mayer (2003) have long promoted the use of multiple forms of media in learning, such as combining visual and verbal aspects of learning. In psychological terms, this is referred to as dual-coding theory. According to this view, there are more pathways or possibilities to retrieve information if you have learned it in more than one format. Of course, there are many caveats  here, such as those related to the timing or spacing of such learning and how coherent those materials are. Nevertheless, vodcasting and video -based blogging (to be discussed in Chapters Four and Five) will soon be common educational tools thanks to their power to personally strengthen the learning experience.

A growing use of educational vodcasting is in professional development training. For example, a company named SonoSite offers downloadable training videos to an iPod for dynamic review of various ultrasound techniques. Using such online training, ultrasound practitioners can get a refresher or quick and comprehensive review for any formal training workshops and courses that they might have received. While not intended to replace FTF training, they do enhance and update such training for critical patient procedures and evaluations. The vodcasts provide review materials and technique guides, while exams test such knowledge. It is another example of dual coding and the power of multimedia in action.

Training guru Elliott Masie offers a type of vodcast training as part of his annual “Learning” conference each October and also as part of his frequent interviews with experts during the year. Masie interviews famous people in the training field and posts links to the audio file or podcast from such interviews with a “Listen” icon to click on, a PDF of the text transcript with a “Read” icon to click on, and sometimes a video to “Watch.” Clearly, Masie is offering several key options (that is, see it, read it, or watch it) with these multimedia vodcasts so that you can select what is best for you given your available time, learning preferences, familiarity, and interest in the topic. In particular, this should appeal to auditory, reflective, and visual learners. At the same time, Masie is attempting to establish a model for how other educational organizations and institutions around the globe might design their training. Such an approach epitomizes twenty-first-century training; at least at the start of it!

Such techniques and devices allow learners to learn anywhere. And when universities such as Duke and Drexel give away iPods to incoming students, when the University of Michigan is heavily promoting their use in its dentistry program, and when the University of Maryland equips M.B.A. students with BlackBerry devices (that is, a wireless handheld device that supports e -mail, Internet browsing, text messaging, faxing, mobile telephone, and other wireless information services) for promoting communication and organization skills, there is increased media attention, public scrutiny, and instructor experimentation (Blaisdell, 2006). Make no mistake, many students on college campuses are being given free technology when they arrive for their freshman year. And, as an incentive to enroll, potential students are typically shown how different technologies are being incorporated into instruction when they tour college campuses. Yes, the green spaces are wonderful, professors well known, and workout  facilities superb, but it is the iPod or laptop that students will write home about or take back with them when their courses are done.

This is the age of technology in learning, and it is now in full view. So when high schools in Miami, Florida, allow flip-flops as part of standard student dress but not iPods (Sampson, 2006), it draws simultaneous public acclaim and criticism. Certainly educators in Miami must have stopped and pondered what flip-flops have to do with a student’s education before making such a decision. Perhaps some might even had the gumption to protest such rulings and point out how iPods might be creatively incorporated into the curriculum to foster student attendance and elevate their achievement test scores. Why are school districts afraid to address the use of iPods with progressive curriculum change initiatives? Is this a sign that they are afraid of the Internet? Or do they simply lack frameworks from which to think about better utilizing it?


Synchronous Conferencing 

In addition to iPods, there has been much attention recently given to virtual classrooms or synchronous conferencing technologies (that is, technologies that offer real-time presence of the instructor and students and live interactions as opposed to asynchronous or delayed conferencing wherein one can contribute from anyplace and anytime; often synchronous conferencing tools refer to realtime discussion or chat tools). With such systems, one can learn from live online expert presentations, chat discussions on the side, and small -group breakout sessions. As with vodcasting, mentioned earlier, with synchronous presentations from the instructor or a guest expert, the learner has multiple ways to internalize the information, including both visual and verbal representations. Synchronous conferencing tools provide a sense of teacher immediacy that asynchronous discussion forums too often fail to do because of their lack of prompt feedback on student questions and concerns. Online knowledge acquisition may also happen in virtual classrooms or Web conferences, with application sharing, Web touring, surveys and polls, online presentations, and chats.

Synchronous conferencing is definitely on the uptick. A recent study by the American Society for Training and Development (ASTD) indicates that virtual classroom tools such as WebEx and Centra are the most highly employed in training environments (Ellis, 2006). Tools rated lower by training professionals in that particular study, such as Elluminate and Macromedia Breeze (now Adobe Connect Pro), are more often found in higher education settings. K-12 schools tend not to use synchronous tools other than simple online text chat tools such as MSN Messenger or ones provided within their CMS. However, many do rely on free, Internet-based (IP) videoconferencing to exchange ideas with students  from other schools and to learn from guest experts. Keep in mind, however, that these types of comparison studies vary widely in their results.


Instant Messaging and Text Messaging 

Instant messaging (IM) and text messaging are also tools that can be used to send content to learners. Already, more than 90 percent of organizations in the business world are utilizing IM in some way (Bronstein & Newman, 2006). According to Farmer (2005), by 2004, employees at International Business Machines (IBM) were sending more than 3 million IMs a day. This high use of IM at IBM apparently sped up company decision making while lowering phone costs and reducing the e-mail load on company servers. It also had a positive impact on employee collaboration and teaming, responsiveness, and overall productivity.

There are numerous reasons to incorporate IM into your training and educational courses and programs. First, there is an increased sense of awareness that others in your course are also online and might be available for consultation or support. For example, the course instructor or tutor is there for questioning. Such availability increases the sense of social presence on the part of the instructor and, therefore, can have a positive impact on student motivation and retention. Second, there is immediate feedback and rapid responsiveness, also known as instructional immediacy, that occurs in IM but is much less likely with asynchronous conferencing (that is, technologies that allow one to post from anywhere they have Web access and at any time; typically, there is no real-time interaction expected). Third, such tools are easy and convenient to use. Sure, IM systems continue to expand in tool features and options, but the basic features such as knowing who is currently online, who is away, and so on, are easy to understand. Fourth, Bronstein and Newman (2006) point out that an IM connection is akin to a conversation between two people; however, as these systems keep expanding the number of possible participants, such convenient one - to-one dialogues may evolve into something else. Finally, one can participate in an IM while completing other tasks. In fact, IM is often used to epitomize the multitasking needs and abilities of adolescent youth. Clearly, there are many advantages to incorporating IM into your online education and training plans.

In addition to instant messaging, text messaging using mobile phones and handheld devices is growing rapidly within courses and training experiences. Many schools, universities, and organizations are experimenting with sending content to students on their mobile phones. In Korea, which is known for mobile learning and high bandwidth capabilities, instructors can send video lectures and associated notes to students’ personal multimedia players (PMPs) (Kim, 2004).  This is especially handy for students who miss part or all of a class. A PMP allows for many types of content, including voice messages, still images, games, MP3 music, and full motion video. In other parts of the world, instructors, trainers, and course designers are beginning to think of innovative instructional applications through text messaging tools, including polling learners on different topics, sending course reminders, and sharing ideas on books that they have read (Bronstein & Newman, 2006). In one high school in New Zealand, a teacher is using an inventive system wherein students dial a specific number and receive replies along with notes on the Shakespeare-related content that they are studying (see Dye, 2006). In addition, homework tips, advice, and other relevant content can be forwarded to student mobile devices. Instead of sending or pushing content to students, this program is being advertised as the first “pull” system in K-12 schooling, wherein students actively access information that they want to receive. Like the modern-day equivalent of flashcards, students can replay or study such content in a car, bus, or train as well as at home. While there are small fees involved, approximately 30-40 percent of the students are utilizing the system.




Recap 

Such tools—podcasts, synchronous conferencing, instant messaging, text messaging, and IP-based video conferencing—are all ways to exchange words or text. Certainly, there are many more means for doing so; this is simply a partial list to show why Phase 1 is a critical component of the R2D2 model. As evident, there are multiple means by which to exploit the Web of Learning for highly auditory and verbal learners; in five or ten years, such a list will increase considerably. Since text is a highly familiar delivery mechanism for most learners of this planet, such technologies might be more easily exploited online without student complaints about confusion as to either the technology or the learning activity. While the focus of Phase 1 is on reading, Phase 2 entails greater reflection on such reading as well as writing activities. Before moving to Phase 2 learning, in the next chapter we provide twenty-five activities geared toward Phase 1 of R2D2.




CHAPTER THREE

ACTIVITIES FOR PHASE 1

Verbal and Auditory Learners

In this chapter, we present twenty-five learning activities that feature an emphasis on words and text corresponding with Phase 1 of the R2D2 model. The scales below each activity—the Key Instructional Considerations, related to the risk, time, cost, and degree of learner centeredness—are highly subjective and depend on many factors, including the content area, degree of learner familiarity with the Internet, and ages of the learners. Keep in mind that these risk, time, and cost indices are for the instructor, trainer, moderator, tutor, or course developer, not the learner or learning participants.




Activity 1. Online Scavenger Hunt 

Description and Purpose of Activity. An online scavenger hunt is a common activity to help students become familiar with the course content and to foster discovery learning by exploring the vast amount of Web resources available on a topic or the technologies (for example, a particular search engine) embedded within it. Scavenger hunts are highly popular in brick-and-mortar classrooms as well as in virtual schools in nearly any discipline. In a scavenger hunt, individuals or groups of learners might be asked to find a set of items in a list or accomplish a set of tasks. The Web is filled with thousands of scavenger hunt examples.

 

Skills and Objectives. Includes exploratory learning, concept review, search skills, and reflection on what is found and what is learned. It can also be used as  an early course activity to determine if learners have the proper passwords and access to necessary technology tools and resources.

 

Advice and Ideas. A scavenger hunt might be most appropriate at the start of an online course or at the beginning of a new unit. Learners can then use the activity to become familiar with the new content. For younger learners or those who are new to online learning, the directions need to be written with more detail. To design an online scavenger hunt, you first need to identify the learning objectives and tasks for the current course topics or chapters as well as the actual content that your learners will explore and find online. Create lists of items to find or tasks to accomplish. Decide whether the scavenger hunt activities will be performed as individuals or in groups. Be sure to define the scope of your topic to fit into your timeline. Select from the Internet learning resources that relate to your topic and organize them into an online scavenger hunt. For example, if you are exploring topics in cost accounting, look for online financial information that explains the key concepts, rules, or principles of the course (for example, earnings per share, capitalized leases, capital gains, prepaid expenses, and intangible assets). Questions and problems for the students might include:1. Find Microsoft’s operating income for the fi rst quarter of 2007. (Answer: $4.47 billion)
2. Was that an increase or decrease over the preceding year? (Answer: An 11 percent increase compared with $4.05 billion in the prior year period)
3. What was Microsoft’s overall revenue for the quarter ending September 30, 2006? (Answer: $10.81 billion)
4. Find the assets of Google as of June 30, 2007. (Answer: $14.857 billion)
5. How much cash did it have on hand at that time? (Answer: $4.494 billion)
6. How did that compare to its total liabilities? (Answer: $1.764 billion)
7. Find the definition of discounted cash flow. (Answer: The present value of future cash estimated to be generated)
8. What does SSARS stand for? (Answer: Statements on Standards for Accounting and Review Services; statements issued by the American Institute of Certified Public Accountants [AICPA] that specifi cally relate to review and compilations)


Once the scavenger hunt has been designed, post it, complete with directions and point information, to the Web, or within your course management software, and assign the task. You might give your learners a day, a week, a month, or 30-60 minutes of class time to find their answers. Once the task is  completed and you have assessed the outcomes, one way to recognize learners for their efforts is to post high scores or give bonus points for high scores.

 

Variations and Extensions. Most of the time a scavenger hunt is conducted with resources selected and organized by the instructor. One variation would be to ask learners to find different resources or materials on a given topic or content, and build the scavenger hunt with a collection of learner-generated questions. Alternatively, you might assign an individual or pairs of students to create a different scavenger hunt each week for a set amount of points, using resources found online.


Key Instructional Considerations 

Risk index: Low

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: 1-2 weeks





Activity 2. Web Tours and Safaris 

Description and Purpose of Activity. Given that Web resources can overwhelm students, some instructors decide to start a session with a Web tour or safari of the course agenda, course modules, and task options. Other instructors might take learners on a safari of online resources that might prove valuable in completing the course. Web tours and safaris seem more common in corporate training when using synchronous conferencing tools, though, once again, they can find use in nearly any online educational setting. Such tours may be facilitated by live instructors, guided by prerecorded narration, or unguided for self-paced activities as needed.

 

Skills and Objectives. Includes basic or factual knowledge, exploration skills, search strategies, self-directed learning, reflection on new knowledge, and inquiry learning. A key goal of this activity is exposure to learning resources that might be used later in the course.

 

Advice and Ideas. While a learning safari can show K-12 and higher education students the palette of options that they have in a course, Jay Cross (2007) argues  that in the corporate world they add business value to an organization. In effect, a learning safari can be used to excite or motivate learners into a topic or discipline. If the safari is prerecorded, it will be vital to update the resource list every year or two. Be sure to focus on key resources so as not to overwhelm the learners at the beginning of the course.

To create your safari, gather a list of key online resources for a particular course or module. Perhaps ask learners who completed that course in the past if they would add or delete anything from that list. Once the resources have been gathered and evaluated, create a prerecorded learning safari of these resources with a guided narration, or, if possible, conduct a live demonstration of these resources to learners, either face to face (FTF) or using synchronous technology. Alternatively, a list of important resources might be compiled for students to explore on their own with a list of guiding questions or tasks.

 

Variations and Extensions. Perhaps provide options for the safari in which l earners decide which format of the safari that they want to engage in: a live session in a Webinar (that is, a live online instructional presentation, session, or performance), a prerecorded session, or a set of resources for self-paced learning activities. Or create a guided introduction or safari to preliminary or opening materials that students explore on their own.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Medium

Learner-centered index: Medium

Duration of the learning activity: One week as needed





Activity 3. WebQuest 

Description and Purpose of Activity. WebQuest started out as a popular activity in K-12 online learning environments but now finds use in higher education, corporate, government, and military training situations. The idea for the WebQuest originally came from Bernie Dodge and one of his former students, Thomas March, at San Diego State University. In a WebQuest, online resources are arranged for learners to explore and review and then debate ideas, events, and concepts. In effect, the instructor, trainer, or instructional designer finds a set of  materials and provides access to them online in a set of activities. The steps are laid out for the learners; the ways in which they can be assessed are posted.

Students might learn a set of concepts and skills and then be tested on them. Or they might explore a topic or area in some depth (for example, modern art or the history of rock and roll) and then afterward complete a predesigned activity exploring different forms of art or rock groups by year or decade. While often used in K-12 education, higher education courses on Web searching, online research, and database management often make use of online WebQuests.

An interesting WebQuest was created by Beatriz Lado for her intermediate-level college Spanish courses at Louisiana State University, in which students need to determine if Valencia, Spain, would be a good place for an exchange program experience (see Web resources). This WebQuest has links to online information, pictures, and other resources related to Valencia as well as an online Spanish conversion dictionary, monetary exchange rate calculators, and weather-related information. The WebQuest introduction informs students that they are about to have an exciting experience. “You will meet the craziest people, eat the most delicious meals and get to walk around one of the most attractive places in the world. . . . And best of all is that you will be able to do it in Spanish.” In this WebQuest, students are specialized reporters in areas such as geography, culture, food, and fun related to Spain. They must explore the Web sites listed—here is where the instructor guides the student into online resources and, thereby, constrains the search. Learners have to create a product (for example, a brochure) that convinces the rest of their class that the exchange program should be in Valencia or at least begin there.

In effect, the online resources support student research. As noted in the WebQuest, students work in groups of four, and each person in a group assumes the role of one of four characters in the WebQuest. For instance, Luis Comidillas “loves to eat and cook; he is going to taste everything so he can explain to his friends back home what the ingredients are and how to make the meals he enjoyed in Valencia.” Separate online worksheets need to be completed for each role.

The goals of the project include enhancing students’ Spanish reading skills, recognizing and producing basic structures of the vocabulary, understanding present and past tense in Spanish, learning about Internet opportunities for learning language, and, of course, feeling comfortable with using technology. An evaluation rubric is provided. In many WebQuests, instructor reflections and advice for other instructors are detailed.

A WebQuest could be considered as guided online discovery learning or it might be viewed as an online lesson plan and a more prescriptive type of  instructional approach. The flexible and adaptable nature of a WebQuest as well as its basic structural familiarity (that is, an instructor arranges learning materials for students) and ease of use make it one of the easier methods to teach to instructors new to online environments.

 

Skills and Objectives. Includes basic or factual knowledge, exploration skills, search strategies, reflection on new knowledge, inquiry learning, and problem solving. Clearly, a wide range of skills can be taught through a WebQuest.

 

Advice and Ideas. There are many WebQuest examples found in a maze of WebQuest sites and portals (that is, Web sites that provide pathways or points of access to specifi c content accumulated from diverse sources or locations as well as other personalized capabilities or tools for visitors); often these are highly organized by domain or content area (some are provided in the Web resources section of this book). You might initially start with one of these existing WebQuest templates and after a trial run or two modify it for your own students and content. You might note key revisions in your online notes to other instructors.

Keep in mind that a WebQuest is a great activity to use when wanting to cede some control or ownership over learning to those enrolled in your course. It is also a useful strategy to demonstrate to teachers at the start of a professional development training session or program involving technology, since most will be able to relate to this instructional activity either as an online version of a lesson plan or as a prime example of guided discovery learning. In addition, most instructors will be able to build a WebQuest without too much difficulty. Along these same lines, if you are a trainer of instructors, buy-in for a WebQuest is relatively easy.

 

Variations and Extensions. We have used WebQuests in the professional development of teachers. In such training, we have had the learners (in this case, professional teachers) design a WebQuest after we have demonstrated various examples to them. The creation of a WebQuest could be used as a required student assignment in any type of class or discipline. Of course, when the student becomes the teacher or designer of the activity, she learns the materials more richly.


Key Instructional Considerations 

Risk index: Low

Time index: Medium

Cost index: Low

Learner-centered index: Medium (depends on use)

Duration of the learning activity: 1-4 weeks





Activity 4. Guided Readings 

Description and Purpose of Activity. Content explorations are guided when students read from a selection of articles prescreened by the instructor or course developers. Prescreened or preassigned readings might be employed when the learners need more guidance because of their maturity level, content familiarity, or experience with e-learning. A set of questions or issues might be embedded or posted to the Web or to your course management system (CMS) to guide their reading.

 

Skills and Objectives. Includes basic content information, awareness and comprehension of key concepts and principles, refl ection on concepts learned, and time to discuss and debate issues.

 

Advice and Ideas. Collect readings that relate to your course and organize them by time (for example, week) or content area (topic, module, or unit). If you decide to use them in your course, check to see if your school, institution, or organization has a process for requesting permission to use articles in your class, even if you are simply listing the universal resource locator (URL). You must ascertain the policy of your organization. Once approved, incorporate the articles by providing the relevant Web links for students, with reading activity guidelines and questions related to each article that will motivate their reflection, concept connections, and higher-order thinking skills. You might require students to reflect on these articles in an online discussion forum or in their individual blogs (Web logs) or in a class blog.

Be sure to keep the list up to date and relevant for your students, as online articles are often moved or deleted. Perhaps incorporate activities in which your students nominate articles in addition to those that you have listed. Reevaluate the articles selected before teaching the course again. Once you feel comfortable with this task, you might consider combining articles that you have prescreened with ones that students nominate or individually select. We find that giving students roughly one -fourth to one -third control over content selection works well in motivating them and instilling a sense of learning ownership. However, such control, once again, will depend on the content and the level of students.

Variations and Extensions. Instead of instructor-designed questions or prespecified questions for that week, have the class brainstorm or suggest generic critical reading questions for the article readings (include title of the article) related to the topic for that week. The class might vote on the top three to five questions that will be used to guide the readings. Or perhaps assign a student to come up with the article questions for each week. Such a student would read ahead and post the questions before others started the reading.


Key Instructional Considerations 

Risk index: Low

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: 4-15 weeks





Activity 5. Discovery Readings 

Description and Purpose of Activity. Such guided reading activities described in Activity 4 also might be more open -ended, where students select articles based on their own course-related interests. In such a situation, a learner might be assigned online reading materials or be asked to find articles that relate to the activities of a particular week or module. The latter approach is perhaps more suited to self - determined or self-motivated learners and online learning veterans; often these are older and more mature adults who expect learning to be relevant to them. Discovery reading activities could be a part of a problem-based learning (PBL) or project-based learning process as well. In an advanced psychology or sociology course, for instance, students might have to produce a final paper at the end of the semester based on research that they design and complete during the semester. In a less advanced course, such as introduction to psychology or sociology, the final paper might simply be a literature review on a personally selected topic, for which they would read articles each week relevant to their final report as well as the weekly course topics.

 

Skills and Objectives. Includes online searching and browsing skills, article and information filtering, and selection of relevant and personally meaningful materials. Such an activity equips students with twenty-first-century skills related to information search and critical analysis, while simultaneously empowering them  with self-directed learning activities. The goal here is motivating and retaining students through choice, goals, and personal relevance.

 

Advice and Ideas. Assign students to search, select, and read a certain number of online articles or other materials for each week or module. To avoid confusion, announce any restrictions or guidelines on topics for discovery reading tasks in advance. Be sure to provide some example articles and refl ections as models for learners to follow. To create a community feel, ask your learners to share their findings and reflections in personal blogs, the class blog, or in online discussion forums. In addition, require students to read and respond to a certain number of their peers’ reflections. As always, provide guidelines related to how to provide meaningful and constructive responses to learners. Be sure to provide some type of feedback on their reading reflections as well as their course points or grades.

 

Variations and Extensions. Instead of a pure discovery approach, there might be a class portal with links to Web sites that have relevant articles. Such an approach might narrow the search for learners, while also encouraging students to suggest additions and deletions.


Key Instructional Considerations 

Risk index: Medium

Time index: Low

Cost index: Low

Learner-centered index: High

Duration of the learning activity: 1-2 weeks or 4-12 weeks, depending on the level of student control and type of activity selected





Activity 6. Foreign Language Reading Activities and Online News 

Description and Purpose of Activity. Foreign language courses might have students read online newsletters, newspapers, magazines, and other foreign correspondence. Then the instructor might test the learners or have them use their readings in a particular way.

 

Skills and Objectives. Includes learning authenticity, learner motivation and engagement, and skill comprehension and application. A key goal here is to situate student learning in a real context where they can witness the nuances of language use.

 

Advice and Ideas. There are thousands of possible activities here. Start with basic vocabulary exercises and work up to active learning tasks such as student - generated foreign newsletters, personal blogs, or international exchanges. In terms of the latter, if in K-12 education, you might tap into existing online mentoring and peer collaboration programs such as ePALS or iEARN, for instance. If in higher education, you might have to coordinate your own online exchanges by designing pedagogically exciting and relevant activities with colleagues in other countries and universities, as we have done in our own online teaching. For example, Bonk and his colleague, Mei -Ya Liang, are currently studying the use of online news reading, online chats, and personal blogging among engineering students enrolled in an English as a Foreign Language (EFL) class in Taiwan (Liang & Bonk, in review). Each week, students read an assortment of American and other online English-based news and then reflect on the English words and rules that they are learning. They all have a class partner helping with their online activities and reflections. What might enhance this situation would be collaborative partners from an English-speaking country to give feedback to these EFL students. And if you are in a global corporation, you might utilize available global resources and employees (perhaps you have employees at more than one training location) for online language learning activities and feedback. The possibilities for global exchanges are endless. Over time, build a team of international colleagues who might want to collaborate on such activities.

Just as there are myriad possible activities related to this example, there are many possible steps in the process. First, you might conduct a search of related online news media, newsletters, magazines, and Web sites in the target foreign language. At the same time, ask colleagues for their recommendations and nominations. You might also explore award-winning language learning sites such as LangMedia (see http://langmedia.fivecolleges.edu/index.html) for examples of online language learning and use. Second, find appropriate resources and incorporate them into learning activities such as a vocabulary lesson, comprehension test, or language exchange activity. For example, you might use a current online news story from BBC or CNN and have students engage in discussions of them or create glossaries of terms which they share with each other and compare. Third, once learners have been exposed to online language learning lessons, consider having them explore the Internet for similar resources that they might interpret and share.

 

Variations and Extensions. One option would be to have the students translate foreign news or correspondence content to test their language skills as well as their cross-cultural awareness. Another option would be to have them read two or more similar online news stories or commentaries from different resources (for example, Yahoo News, CNN.com, MIT World, and so on) and provide a short summary, integration paper, or presentation on these articles.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: 1-2 weeks, or 4-10 weeks, depending on the activity





Activity 7. FAQs and Course Announcement Feedback 

Description and Purpose of Activity. Verbal learners will also appreciate FAQs (frequently asked questions), course announcements, and the archiving or posting of e-mail internally within the CMS or learning management system (LMS) system. Such resources form the basis for shared knowledge within the course. They also provide the seeds for the development of an online community if properly nurtured and managed. Course announcements might be used to introduce upcoming or current courses and activities as well as reflect on what has been accomplished. Frequently asked question sections of a course Web site or CMS/ LMS are intended to clarify potentially confusing aspects of a course and therefore lower learner tension and anxiety. Feedback on them is vital to course success. Students might be assigned to provide feedback on the FAQs, course announcements, and other instructional components of the course at the start or end of the course in a synchronous chat, online survey, or asynchronous discussion thread or online conversation. Such an activity personalizes the course and enhances any other learner-centered activities that are embedded in the course, while also creating a sense of caring and social presence on the part of the instructor.

 

Skills and Objectives. Includes feedback, review of key tasks, and sense of course interactivity and social presence. A key goal is to motivate students regarding assignments and foster their self-monitoring abilities.

 

Advice and Ideas. Review common student questions and concerns from prior semesters or offerings of the course. Ask students from previous semesters what were the key areas of confusion related to the course. At the same time, read through course evaluations for student complaints and issues in need of explanation. Next, organize these questions and concerns into key areas of confusion. Write down answers and responses to these issues. Post these questions and answers or solutions as a series of frequently asked questions. Also consider addressing newly emerged FAQs in a timely fashion by posting them on the course announcements page or by using a course listserv (that is, an electronic mailing list that more than one person can use), class e -mail distribution list, which is typically controlled by the instructor, or class blog.

 

Variations and Extensions. Have learners sign up for a week in which they run the class, including posting course announcements and reminders of upcoming course activities. Or perhaps embed an optional assignment in which a student can design the FAQs for students enrolling in the following semesters or versions of the course.


Key Instructional Considerations 

Risk index: Low

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: Weekly or as needed





Activity 8. Question-and-Answer Sessions with Instructor 

Description and Purpose of Activity. For effective online learning, students should be able to discuss course concerns, issues, and questions with the instructor using e-mail, text chat, or online discussion forums. Such questions and responses can later be posted to the course Web site for future reference. Alternatively, the instructor, tutor, or moderator might e-mail her responses to students using a course distribution list. Or the instructor might do both—e-mail the questions and responses as well as post them to the CMS.

 

Skills and Objectives. Includes feedback, sense of instructor social presence and instructional immediacy, interactivity, and prompt feedback. A primary objective is to focus student work and answer pressing needs.

 

Advice and Ideas. Set up various times as virtual office hours during which learners can ask questions (especially if coming from different time zones). Consider having learners vote on when these times should be. Come to the session 10-15 minutes before the scheduled time to chat with early arriving participants as well as to test the connection and tool features. Conduct the session using the LMS or CMS chat tool or via a free instant message (IM) service, preferably one with audio conference capacity (for example, Yahoo Messenger, MSN, Skype, and so on). Be frank, but provide a sense of flexibility in your responses to student questions. Try not to be defensive to learner questions and concerns about the course. For questions that appear to be irritating, frustrating, or less pleasant, take a moment or two before responding. Restate key concerns or persistent questions both for those attending the session and for those who could not attend. Be sure to archive the session for possible reuse or analysis. Summarize (or have students summarize) the major questions and answers in a post to a designated online forum, course blog site, message to an e -mail distribution list, or the like. Consider adding some of these questions, where appropriate, to the FAQ section of the course.

 

Variations and Extensions. Create a “Stump the Professor” (or teacher, trainer) activity in which students submit questions related to the class (from practical to theoretical and from common to remote) in an online forum or drop box and the instructor responds to them at designated times each week. Students might be assigned bonus points for asking relevant questions for which the instructor does not have an answer within a set amount of time.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: Weekly or as needed





Activity 9. Online Expert Chats 

Description and Purpose of Activity. Your learners may also enjoy online chats with experts, especially when audio (that is, voice chat) is enabled. You might use an LMS or CMS for this or perhaps a chat tool embedded in an online  groupware system. Alternatively, you might try out a free instant messaging system (for example, MSN Messenger, Yahoo Messenger, and so on). Expert chats are highly effective and engaging across learning settings, from K-12 to higher education to training environments. We have often utilized expert chats in our respective classes with many fond memories and positive learner feedback and excitement.

 

Skills and Objectives. Includes course interactivity, feedback, and sense of instructor presence or instructional immediacy. This activity forces students to interpret ideas of an expert and ferret out themes or issues in them. Among the key goals is to connect course material to real-world activities.

 

Advice and Ideas. Brainstorm a list of possible experts for synchronous chats, or consider asking those who have helped in the past. To enhance learner control and motivation, consider asking students for expert guest nominations. Conduct a class vote if too many people are nominated, and provide students with bonus points for suggesting experts if too few are nominated. Invite the guest expert to interact with your class from a distance (consider having learners invite the experts in for a chat and receive bonus points if successful). Coordinate an open time for most, if not all, learners, as well as the invited expert. Communicate and discuss with the expert(s) in advance regarding the goals, objectives, and expectations for the session (for example, to discuss an article or book that the expert wrote).

Once the speaker(s) and date(s) are set, collect a set of questions from the learners and send these to the expert ahead of time. If it is a FTF class, you might have your students brainstorm a set of questions to ask and then send the list to the expert(s) for review. The expert can later inform you which ones may be the most beneficial or thought-provoking to ask as well as those that she is most comfortable answering. And, if the class is large, the session might be moderated so as not to overwhelm the expert(s) with too many questions at any point in time during the session. Carefully select the communication technologies (for example, LMS, online groupware, or IM) and, if possible, test them with the expert in advance. Introduce the expert to the session at the beginning and facilitate the chat.

When done, archive the session transcript as well as any recorded audio for possible future use (provided you have received permission from the expert) (see Phase 2 of R2D2 for ideas on how to reuse such chat transcripts). Follow up the chat session by inviting learner reflections and sharing these reflections and afterthoughts with the expert(s). Consider posting the session and reflections on the course blog or Web site. Send out thank you notes to the guest expert(s), preferably with input from the students.

 

Variations and Extensions. Ask the expert to return for a second chat experience later in the course, after students have read more of that individual’s work. And if the person is well known or an exceptionally captivating speaker, perhaps invite students from other sections of the same class or from similar classes or programs to submit questions to the expert. You might also invite the expert back with one or more close colleagues or research partners, such as someone who helped that person write an important report, journal article, or book. Including two or more expert colleagues might add to the emotional as well as cognitive benefits of the learning experience.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: One week as needed





Activity 10. Online Synchronous Testing 

Description and Purpose of Activity. Chat tools can also be used for online quizzing of select students to test their understanding of the course content. Some instructors use dynamic assessment, in which each additional testing item is based on previous testing results. In effect, such tests are not related to typical online quizzes that might be stored in a course LMS or CMS, but, instead, they require instructor’s real-time interaction with students and grading of synchronous interactions and postings. In effect, the teacher posts questions, problems, or issues in a synchronous chat for students to answer, react to, and solve. While these types of activities are in line with social constructivist viewpoints related to teaching and learning, such real-time testing and grading is dynamic, complex, highly flexible, open-ended or semi-structured, and intellectually demanding. It is not a technique for the faint of heart or those with minimal time or who are unfamiliar with online teaching and learning environments.

 

Skills and Objectives. Includes comprehension, quick decision making, dynamic feedback, and application of terms and concepts.

 

Advice and Ideas. Create testing questions or problems appropriate to your topic (these will be open-ended and relatively short answer). For example, in a  psychology course, one might ask the learner to “Give me an example of selective memory,” whereas in a philosophy course, that same student might be asked to “D escribe and define pragmatism.” After a relatively quick response, the philosophy instructor might intervene by asking the learner to “provide a few examples of prominent philosophers who promoted pragmatism” and then again by probing further into George Herbert Mead, John Dewey, Charles Peirce, or other popular pragmatists. He might follow that up with questions concerning the definitions and key principles of existentialism and the names of prominent existentialists. Pragmatism and existentialism might be compared to events in the student’s own life. Next, ideas from one of Dewey’s books that might have been assigned to the class might be discussed in detail.

The psychology instructor, on the other hand, might push on to a topic area outside of selective memory, such as concepts of self-concept and self-perception theory. In effect, the sequence of the online chat test hinges on many variables, including the content area, the goals of the instructor, the responses of the students, and the time available. In effect, this is not typically a multiple choice or fill-in-the-blank type of test.

There are many decisions to be made, including whether or not the test should be timed as well as determining how much time the learners will have to complete the test online (for example, 20 or 30 minutes per participant). Once times are set, you should prepare for the testing activity on your LMS/CMS or some other system. Next, announce testing dates when the testing system will be available for learners, preferably spread over a few days rather than on one single date. Then assign a set of materials or review activities to prepare learners for the synchronous quiz (for example, assign ten issues or questions and perhaps randomly assess each learner on a few of them, thereby limiting plagiarism).

Once the materials have been distributed, assign learners to different testing time slots or let them sign up for the test according to their own schedules. During the test sessions, alternate the test items or randomly select different test items from a fairly large pool of questions or topics so as to reduce possibilities of cheating or collusion. More experienced instructors may use dynamic assessment. To simplify the situation as well as make it more interactive and dynamic, consider having students post their responses every two to three sentences so that the instructor can provide feedback and dynamic assessment on what has been written. In timed tests, provide a reminder for the test taker when it gets close to the end of the session. When the session ends, assign a tentative grade with comments and feedback, if possible, and note any feedback from the learner. Quickly move on to the next learner.

While this is a highly time-intensive task, the amount of time will depend on the number of learners being tested. One might consider having a set number  of learners for such designated quizzes and rotating who is being tested. Or, alternatively, if all learners are being tested in this manner on a particular exam, the instructor might conduct only one or two such sessions during a course or term. There are three key benefits from this activity: (1) the students are tested dynamically, since the questions asked depend on previous responses; (2) there is less opportunity for plagiarism, especially if the quiz takers were randomly chosen each week; and (3) feedback to the students is more immediate.

 

Variations and Extensions. Instead of instructor testing, ask students to sign up for certain chat times during which they test partners or team members on their knowledge of a particular chapter. In such an activity, one person is the designated tester who designs the questions and the other is the learner. The next time, these roles are reversed. The types of questions asked (that is, factual, interpretative, application, and so on) might be determined by the instructor or by the learners.


Key Instructional Considerations 

Risk index: Medium

Time index: High

Cost index: Low

Learner-centered index: Low to High (depends on instructor use)

Duration of the learning activity: Weekly as needed





Activity 11. Synchronous or Virtual Classroom Instructor Presentations 

Description and Purpose of Activity. Live or synchronous online instruction has been successfully used in corporate training for a number of years. However, a huge growth in this field occurred after the tragedy of September 11, 2001. We have personally witnessed the growth of synchronous instruction in our own institutions, in the many types of academic settings that we have visited around the world, and in our respective research projects (for example, Park & Bonk, 2007). Key advantages of synchronous instruction include having social interaction and support from peers as well as the instructor; interactive learning with polls, chats, and surveys; and the ability to archive the session when finished for those who have missed it.

Picture a synchronous class with a live video and audio feed from the instructor in the top left corner of the screen, his PowerPoint lecture notes on  the right side of the screen, student names and chat messages in the bottom left of the screen, and a palette of drawing tools at the bottom. If successful, you have imagined how Professor Roberto Garcia uses Adobe Connect Pro in the Kelley Direct online M.B.A. program at Indiana University. To situate student learning, Professor Garcia often will play a short videoclip to anchor his lectures and ideas in a shared experience of his class.

 

Skills and Objectives. Includes a sense of instructor social presence and instructional immediacy, feedback, interactivity, and focus on critical content. Also helps form a course community.

 

Advice and Ideas. Schedule topics, dates, and session leaders for synchronous sessions. Be sure to test the system, including password access, familiarity with the tools, and uploading presentation files well in advance. When designing the content, incorporate a few interactive polls and surveys as well as other interactive activities (for example, questions, Web tours, and so on). On the scheduled date, arrive early for system setup and final testing. Do not lecture for more than 15-20 minutes straight. Instead, include many scheduled interactivities in the session. For instance, get learners involved in the synchronous session with activities such as questions and answers, students providing examples or non -examples, live polls, and other events. End with an evaluation of the session. If possible, archive the session.

Keep in mind that there are numerous tools or systems for synchronous online instruction, and they tend to have similar features. For additional ideas related to conducting synchronous sessions in higher education settings, you might consult Jonathan Finkelstein’s (2006) book, Learning in Realtime: Synchronous Teaching and Learning Online. In addition, if you are in corporate training, you might utilize Jennifer Hofmann’s (2003) The Synchronous Trainer’s Survival Guide: Facilitating Successful Live and Online Courses, Meetings, and Events. In addition, Hofmann has published a series of tips for conducting synchronous training sessions in the online magazine Learning Circuits (Hofmann, 2000, 2001).

 

Variations and Extensions. Part of the time for such synchronous sessions might be allocated for student presentations or lectures. The instructor can then more readily grasp student course connections as well as misunderstandings.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: High

Learner-centered index: Medium

Duration of the learning activity: Weekly or as needed





Activity 12. Online Webinars 

Description and Purpose of Activity. Many corporations and consulting firms rely on synchronous technology to get the word out about their products or services. Often they will bring in a recognized expert on a topic of interest (for example, how to use blogs or text messaging successfully in the workplace). Such “Webinars,” or online seminars, are usually free, though vendors often have a follow-up demonstration of their product(s). Once presentations are complete, there is typically a question-and-answer period. When done, the entire session can be archived for those who missed it.

Webinars are also utilized in K-12 and higher education for professional development as well as many other educational environments and purposes. While writing this book, in fact, we attended many online Webinars to stay current with emerging technologies. For instance, on Thursday, September 7, 2007, Bonk attended a session on Web 2.0 technologies and wikis (that is, software that allows users to collaborate in a relatively quick fashion to create, edit, and link Web pages) that was sponsored by Campus Technology, a monthly publication focusing on the use of technology in higher education, and Socialtext, a leading provider of wiki and other Web 2.0 technology (Campus Technology, 2007). In this Webinar, experts such as Howard Rheingold, Stanford professor and author of Smart Mobs: The Next Social Revolution; Jerry Kane, assistant professor of information systems at Boston College; and Jeff Brainard, director of marketing at Socialtext, discussed how wikis could be used in instruction. Near the end of the session, they answered participant questions and later posted their PowerPoint slides of their talks to the Web. It was the largest crowd Campus Technology had ever drawn for an online Webinar. Three weeks later, Bonk attended a follow-up Webinar from Socialtext on how wikis, blogs, and RSS (that is, Really Simple Syndication (that is, Web postings or sites that one can subscribe to as they are updated rather than having to check on them manually) change how people work.

In each case, the information provided was timely, comprehensive, interesting, and free. With online Webinars, anyone can upgrade their professional skills and competencies without leaving their desk. Webinars can be created by anyone on any topic. The audience for the learning is anyone who signs up and then shows up. Students in a class can be asked to attend one or more Webinars  as part of their course requirements and activities. And, as noted later, Webinars can be staged events for a course, program, or institution or organization.

Often Webinars are free sessions with a vendor serving as the sponsor. After the Webinar, the session sponsor normally reserves time to showcase its products. The sponsor typically conducts its own evaluations at the end of the session.

 

Skills and Objectives. Includes interaction, social presence and instructional immediacy, appreciation of multiple perspectives, feedback, real-world examples and experiences, and presentation of new content and emerging trends. Also, a goal of this task is to involve learners with others in the class instead of strictly relying on instructor-led or self-directed learning.

 

Advice and Ideas. Decide on topics, dates, and session leaders for the Webinar (for example, “Conducting Business in China: Opportunities for Corporate Training Companies”). A Webinar is similar to a guest presentation; however, it can differ in that it might be created by an organization or institution for anyone in the world to attend and for later review by any class or visitor. Often they are created by vendors who demonstrate their products at the end of the session. An online guest presentation, in contrast, is typically limited to one class or learning situation and normally is not replayed or archived.

Include a few online polls and surveys as well as other interactive activities (questions, Web tours, and so on). Such activities will foster learner engagement and interaction. There are many choices facing the Webinar instructor or presenter in terms of activities—some may involve learner-learner interaction (for example, online chats); some may require learners to interact with instructors (for example, online question and answer sessions); and still others will foster self-reflection and learners interacting with content (for example, document or Web exploration).

Most of the time, a Webinar is created by a professional organization or group. Your class can then sign up to attend it, or, if it has already occurred, you can have your class members watch the archived event during a set week of the course and then discuss it. If, however, you are charged with arranging the Webinar, be sure to announce and market the Webinar using online news forums, e-mail lists of professional groups, and perhaps social networking sites such as Facebook or MySpace. You might also announce it within your organization or institution. Send reminders of the Webinar through e -mail, and post a reminder within your LMS or CMS. Perhaps include a question in the LMS or CMS about whether learners plan to attend the Webinar (assuming it is optional).

Have any invited guests send in their presentation files, Web resource links, or other materials at least two weeks prior to the event. At least one week before the scheduled event, run a practice session or dry run with the presenters. Test the system; load and test resources days or weeks in advance.

On the scheduled date, arrive 15-30 minutes early for the session and conduct final tests of the system and content. Conduct the session with the scheduled interactivities. End the session with a participant evaluation such as an online survey or feedback form. Archive the session for those who could not attend. Perhaps continue to market and showcase the Webinar.

If you need more information and you are in higher education, you might read Jonathan Finkelstein’s (2006) book; if you are in a training setting, you might browse the work of Jennifer Hofmann of Insync Training on how to conduct online Webinars (Hofmann, 2000, 2001, 2003, 2004).

 

Variations and Extensions. Start with a question-and-answer session with impromptu presenter comments for 15-30 minutes prior to the designated start of the session. Post the questions raised at this time to a Web site for participants who browse the site later to read through or perhaps make a PowerPoint slide of the list of questions to be shown during the Webinar. Consider having someone as designated moderator or discussant to review the questions or issues raised at the start of the Webinar as a means to prompt continued discussion throughout.

Key Instructional Considerations

Risk index: Medium

Time index: Medium

Cost index: High

Learner-centered index: Medium

Duration of the learning activity: Weekly as needed







Activity 13. Public Tutorials, Wizards, and Help Systems 

Description and Purpose of Activity. A public tutorial site might be beneficial for e-learning when there are limited opportunities for instructor-learner interaction or when much of the content is self-paced material. Many corporate, government, and military training settings rely heavily on online tutorials. Higher education institutions also depend on them for training students and instructors in new software (including online course tools and systems) as well as for general access to  campus information and resources. In any of these situations, the tutorial system or “wizard” may provide the learner with an overview of the resources available for an activity and a visual depiction of how to complete such an activity while also explaining key concepts. Online medical cases often detail critical patient data and decision points while utilizing tutorials to walk the learner through different materials involved in making a proper diagnosis. Tools such as Captivate, Camtasia, and Flash are often used for producing such demonstrations.

 

Skills and Objectives. Includes feedback, ability to follow directions, concept review, and self-directed learning pursuits.

 

Advice and Ideas. First determine where learners in your course may need additional support by asking them what resources they think are needed. Have several current or potential learners think aloud as they use your existing online resources.

After determining the kind of help that is needed, conduct a search on the Web for existing tutorials or help systems. If none are available, consider building some type of help system or tutorial. You might need to work with your technology support office or with someone with technology skills who has similar interests. A short and inexpensive PowerPoint show or Flash animation may be all that is necessary. Consider embedding review questions and hints to make the demonstrations more interactive and engaging. When complete, conduct usability testing on the help system or training module(s) and also evaluate their use. You might have potential learners think aloud as they use one or more of the tools or systems that were designed. Sometimes those designing systems take certain steps or procedures for granted; hence, learner feedback is vital for any tool or system developed.

Some organizations have instructional design or consulting departments and sources of funding to help develop training modules. Monies available will often be proportionate to the number of prior or potential learners in the course.

 

Variations and Extensions. Perhaps embed an optional assignment in which the learners can design a help system for the course or an online component of the course.


Key Instructional Considerations 

Risk index: Low

Time index: Low to High (depending on whether using existing tools and resources or developing your own)

Cost index: Low to High (depending on whether using existing tools and resources or developing your own)

Learner-centered index: Medium

Duration of the learning activity: One week as needed





Activity 14. Expert Lectures and Commentary 

Description and Purpose of Activity. While online interactivity is increasingly discussed and highlighted in new product announcements, the Web is often a storage device or container for prepackaged content. Streamed and archived media is one way to standardize key content for the learners. In many cases, there might be spoken expert commentary or narration layered over online resources such as PowerPoint slides, Web site safaris, or other visual representations. Such lectures and commentaries are different from synchronous chat sessions, since they are not question-and-answer sessions. They are also different from most advertised Webinars in that they are not online presentations open to anyone who signs up to watch and participate. Expert lectures can be original content for a specifi c class as well as repurposed existing content. For instance, the presentation content might come from an existing Webinar that is reused for a particular session or module of a course. In effect, expert lectures might be synchronous or real-time presentations for a class or repurposed content used asynchronously.

 

Skills and Objectives. Includes reflection, analysis, appreciation of multiple perspectives, and learning content with different delivery mechanisms. Skills fostered include reflection, analysis, and synthesis.

 

Advice and Ideas. Explore available Webstreamed media on topics related to your class or particular topics. Many universities have decided to videostream and archive course lectures for later use by students, alumni, and guest visitors. Such resources are increasingly indexed online and referred to as “open educational resources” or OERs. Some learners will want access to as many OERs as possible, including “talking head” videos of instructors or experts lecturing on a topic. In fact, our experience indicates that such Webstreamed resources are useful for learners to replay even after attending a FTF session. Of course, any instructor can add to the pool of OER by streaming the more engaging or interactive portions of their lectures. When properly designed, such material can also be used in the recruitment of learners and general marketing or promotion of an online course, program, or organization.

If no asynchronous content is found or developed, explore available Webstreaming technologies within your organization or institution (for example, ePresence TV, MediaSite Live, Polycom, Tegrity, Webcast Group). If a synchronous event with a live expert is required, communicate in advance with the invited expert about the topic, schedule, length, target audience, and so on. Provide relevant information about the expert to learners with a copy of her current vita, personal Web site, or blog link, if available, as well as information about representative professional achievements (for example, publications, grants, awards, patents). Collect a list of questions from learners in advance and make it available to the expert prior to the chat session. Introduce the expert to the class at the beginning of the session and then facilitate the interactions between the expert and students as needed during the session. Conclude the session with key points or issues, and archive it when possible.

 

 

Variations and Extensions. Create an asynchronous discussion forum or wiki activity (see Chapters Eight and Nine for wiki-related information) in which the students add commentary about the expert lecture. Or have students gather and post online resources related to the expert lecture and commentary either as individuals or as teams; if as teams, perhaps assign one team to each expert.


Key Instructional Considerations 

Risk index: Low

Time index: High

Cost index: Medium

Learner-centered index: Medium

Duration of the learning activity: Weekly as needed





Activity 15. An Online Podcast Lecture or Podcast Show 

Description and Purpose of Activity. You may decide to create podcasts of lectures or question-and-answer sessions for one or all units or weeks of an online class. As noted earlier, such podcasts can be downloaded by students to their MP3 players, iPods, or laptop computers or workstations. In addition to personal podcasts, you can provide links to podcast shows or resources produced by others. For example, Chinesepod is a highly popular program for learning Mandarin Chinese online.

 

Skills and Objectives. Includes motivation and engagement, listening skills, self - directed learning, and exposure to current information and trends. Another key goal of a podcast activity is to identify or reinforce concepts or skills learned in textbooks, lectures, or other resources and extend beyond them. An additional objective is to hear how experts might use a particular idea, concept, or skill or to obtain more current information than provided in text materials.

 

Advice and Ideas. Decide on a topic that is appropriate for an audio-only (or audio plus video) delivery method. Review related materials and resources on the topic. Decide on key points or issues and create an outline of the talk. Design a set of questions based on the more controversial or interesting aspects of that material. Review issues and questions with the podcast moderator or host, if applicable.

Avoid including too many podcasts of long instructor lectures; we try to limit our podcasts to 15-20 minutes each or less. For instance, Bonk has created short podcasts, each lasting around 15 minutes, for his learning theories class related to the content for the week, such as Robert Gagne’s ideas on instructional design and comparisons of human learning and development concepts of Jean Piaget and Lev Vygotsky. He has also developed longer podcasts on emerging technologies in education for distance master’s students and alumni of his department at Indiana University.

You can add interactivity to a podcast by using a question -and-answer format. Consider asking your instructional design department to synch up your PowerPoint slides or lecture notes to the podcast(s) to create a more rich and engaging experience. Web sites like Slideshare.net (http://www.slideshare.net/faqs/slidecast) provide an easy-to-use service for syncing audio/podcasts to PowerPoint presentation slides, which they call a “slidecast.” Or perhaps provide podcasts for videostreamed lectures as an additional option for learners to listen to after viewing the lecture.

When ready, conduct a podcast session using audio tools such as Audacity, which is a freely available, open source tool, or the popular Garageband from Apple. Such tools allow you to record, mix, play, and edit sounds. You can also insert or add sounds such as music to your podcast, delete part of a sound file, change the playback speed, and combine or mix sounds with such tools. In addition to software, you will need to acquire a microphone for your voice recordings.

After completing the session, you will need to save such files in MP3 format and upload them to a Web site to allow your students and others to download and listen to them. Podcasts can be downloaded and played from your computer workstation or to an iPod or MP3 player for mobile learning.  A podcast newsfeed, or RSS file (that is, a text file that links to your MP3 file), might be created that describes your podcast(s) or provides information about a series of podcasts that interested parties can subscribe to. Link to other relevant and high-quality podcasts and other resources on the topic.

 

Variations and Extensions. Assign learners to find relevant podcasts on a topic in the field and post them to a class Web site. Next, have students vote on the best ones for each unit or week of the course. The best one or two podcasts for each unit or week can then be posted to a “Best of Podcasts” course portal or Web site that is updated each time the course is taught.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Medium

Learner-centered index: Medium

Duration of the learning activity: 1-2 weeks





Activity 16. Audio Dramas 

Description and Purpose of Activity. Our friends at the University of Glamorgan in Wales introduced us to the notion of the online “audio drama” a few years ago. In contrast to text- or video-based cases, these dramas are case situations that rely primarily on audio. An audio drama is similar to a radio show or a podcast and might incorporate the work of real-world actors and actresses or voice experts to engage students in their listening. We believe that any type of education and training situation can utilize this type of activity.

 

Skills and Objectives. Includes concept reinforcement, listening skills, problem solving, and analysis.

 

Advice and Ideas. Unless you are savvy with audio technology, you will likely need support from your instructional technology or training department to produce an audio drama.

Conduct usability testing on one or two sample audio dramas that you might design, or use preexisting ones that you might acquire from a colleague or find at a Web site such as Multimedia Educational Resource for Learning and  Online Teaching (MERLOT) or Connexions. Decide on the content and form of the audio drama you will produce; be sure that the content area selected can be engaging in an audio format. Then prepare the script for the audio drama. Current or former learners can be involved in various roles throughout the production process. Learners can play out the drama, or you may want to hire actors and actresses for the session. Record and edit the session using podcasting software such as Audacity or Garageband, or some other software tool. When completed, pilot test the audio drama with one or more students or with an entire class and later incorporate it into your teaching.

 

Variations and Extensions. Supplement the audio drama with a transcript or textual resource and post them to the course Web site or to iTunes. Or perhaps have students create alternative dramas or scenarios with associated questions or issues to discuss. Another option might be student-generated video dramas that are posted to YouTube or TeacherTube.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Low to High (costs depend on whether real actors are utilized, the sophistication of the technologies employed, and other personnel required)

Learner-centered index: Medium

Duration of the learning activity: 1-2 weeks as needed





Activity 17. Posting Video-Based Explanations and Demonstrations 

Description and Purpose of Activity. While many types of instructional activities are possible online, one of the more difficult instructional methods to perform online is modeling. It is not particularly easy to model how to solve mathematical, statistical, or science -related problems in online environments. Math or statistics instructors might view this as a serious flaw. However, some instructors use tools like Tegrity to model problem -solving sequences or steps of a process for learners. Using videostreaming tools such as Tegrity or ePresence TV, MediaSite Live, Polycom, or Webcast Group, the instructor can walk a student through the steps  of a scientific experiment, medical procedure, or business process. Students can return to the video demonstration for cues or principles that they may not have correctly interpreted or learned in previous viewings. (Note that this technique is also highly linked to Phases 2 and 3 of the R2D2 model.)

 

Skills and Objectives. Includes modeling key skills and concepts; reviewing or teaching key course concepts; expert guidance; understanding sequential fl ow or procedures; and skill discrimination.

 

Advice and Ideas. Decide on content that might be best conveyed through demonstrations, including topics or areas in which students consistently misunderstand content. Create an initial script or storyboard for presentation or demonstration of such content. Ask colleagues to read and react to this script.

When planning the production, contact your instructional design center, training department, or media support personnel to create the video demonstration. The ultimate quality of the video will depend on available resources, time, and video editing experience and expertise.

Dress professionally for the video. Conduct two or three dry runs of the session before filming or recording. Retape if problems occur. Archive the video on the course Web site and consider making it available as an open educational resource for anyone to use. If well done, you might post it to YouTube or TeacherTube and announce or market such materials to colleagues and leaders in the field. Embed student reflection activities around such content while also inserting advice to other instructors on how they might use them.

 

Variations and Extensions. Perhaps have your learners create text transcripts for different video-based demonstrations and create hyperlinks between common terms or concepts in one or more of them. Consider posting their resulting work to a Web site or a wiki (see Chapters Eight and Nine for wiki-related i nformation).


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Low to High (depends on resources available and required)

Learner-centered index: Medium

Duration of the learning activity: Weekly as needed






Activity 18. Online Sound or Music Training 

Description and Purpose of Activity. The Web stores vast amounts of musical data and information. Musical Acoustics is an award -winning Web site that was recognized with a MERLOT Editors’ Choice Award in 2005 as well as a Scientific American Science and Technology Award that same year (see http://www.phys.unsw.edu.au/music/ ). This wonderful resource was designed at the University of New South Wales in Australia. Using materials at this site, students can listen to different types of instruments (for example, violins) and discover how they sound as they age. In addition, they can listen to voice recordings, learn about the acoustics of harmonic singing, and find answers to myriad questions and issues within the field of music (for example, What is a decibel?).

 

Skills and Objectives. Includes discrimination between different sounds, interactivity, learner motivation and engagement, interpretation and classifi cation of themes and patterns, and connecting sounds to specifi c course concepts or principles.

 

Advice and Ideas. Search for sound fi les or music-related resources in places such as MERLOT, Connexions, and Jorum. Given the fascination young people have with listening to and sharing music online, you might consider having students browse the Web for audio resources and musical content and nominate sites that have rich educational value or that they simply find appealing or personally meaningful. Incorporate these into a lesson or unit. In addition, consult colleagues who might offer feedback and suggestions for enhancements and extensions on their use.

 

Variations and Extensions. Have learners create a portal of sounds for a particular subject or area (for example, courses on various musical topics such as rock and roll, film critiques, animal science, outdoor education, tourism, or even auto repair). They might record sounds using microphones attached to their iPods, desktop or laptop computers, or digital audio recorders. Really tech-savvy learners might be asked to electronically remix and rearrange the sounds after recording. The portal could be updated each semester.


Key Instructional Considerations 

Risk index: Low

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: Weekly as needed





Activity 19. Online Literature Readings 

Description and Purpose of Activity. The Web catalogues a plethora of classical literature and houses the work of new and emerging artists, writers, and poets. For example, the complete works of William Shakespeare are now available online at Web sites from the Massachusetts Institute of Technology and Google Book Search. Google Book Search also has the writings of Charles Darwin, John Dewey, and many others. Learners can use these resources to find, read, quote, compare and contrast, and review Shakespeare, Darwin, Dewey, or other writers without having to purchase and lug around a heavy book. They can even read and react to a book written by Dewey in 1910 related to how Darwin influenced educational philosophers such as himself.

 

Skills and Objectives. Includes information search, exploration, knowledge interpretation, evaluation of literature themes and problem situations, and comprehension skills. The initial goal is simply to learn the content with comprehension and knowledge review questions.

 

Advice and Ideas. Determine the critical literature content needed. Search the Web for resources and examples. Post them to the course Web site. Assign reading tasks using those resources. For example, students might create hyperlinks among these materials, pose comparisons and contrasts of the literature (for example, Shakespearean plays), and offer class-related comments or annotations for different pieces of famous literature.

There are hundreds if not thousands of pedagogical activities that might be designed with just one of these resources. In the United States, the National Council of Teachers of English (NCTE) has many relevant books, journals, and Web resources related to online literature activities (see Web resources). Be sure that any relevant Web sites have the appropriate copyrights to those materials and review their terms of use.

 

Variations and Extensions. Consider having students create study guides, supplemental aids, or review notes for online literature that is freely available. Such resources might be created in a wiki (see Chapters Eight and Nine) for others to add to and edit.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: Weekly as needed





Activity 20. Online Poetry Readings 

Description and Purpose of Activity. In addition to English literature such as Shakespeare, many popular sites now exist in the area of poetry (see, for example, Poets.org). Using such sites, instructors and learners can locate a wealth of resources, extensive links to other Web sites, an assortment of curriculum units and lesson plans, biographies of poets, and thousands of stored poems. Instructors might use such a site to begin each class with a different poem or poetic format, have their students create an anthology of their favorite poems, or perhaps have students memorize and recite the poems that they have found online. When such inventive activities are designed with available online resources, the content comes alive and is more meaningful to the learners.

 

Skills and Objectives. Includes information search, exploration, grasping themes, understanding how words sound from the perspective of another, motivation and engagement, and comparing and contrasting different forms of poetry.

 

Advice and Ideas. Search the Web for famous as well as less well-known poetry examples. At the same time, talk to other instructors for examples and ideas. Post resources and materials found to the course Web site and design appropriate learning tasks around them, such as one of those mentioned in the Description. Finally, gather student feedback on the tasks and modify them accordingly.

Once instructors and students are comfortable exploring online poetry sites, the instructor might design an activity that engages them in online poetry competitions. Be sure to share your students ’ work (with permission, of course)—it might lead to recognitions, stipends, and interesting collaborations.

 

Variations and Extensions. Students might discuss favorite poems in an asynchronous discussion tool or create a podcast in which they read their favorite poems. Alternatively, students might create hyperlinks indicating themes or connections between poems that instructors have posted.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Low

Learner-centered index: Medium

Duration of the learning activity: Weekly as needed





Activity 21. Posting Webliographies or Web Resources 

Description and Purpose of Activity. One way to take advantage of possible online learning journeys in Phase 1 of the R2D2 model is to have students post or exchange important Web resources or Webliographies that they have found. A Webliography is a compendium or list of Web links which allow the user to access information in an expedient fashion (Alimohammadi, 2004). These Webliography postings might take place in a designated course Web site or location, a personal blog , or an online discussion forum. Students should not only be assigned to create a Webliography but also be asked to respond to those that their peers have built. In addition, one might have learners evaluate their resources on some scale or continuum, thereby adding an evaluative component to this highly generative activity.

 

Skills and Objectives. Includes online exploration, self-directed learning, decision making, and digital literacy skills in browsing, filtering, and compiling information. Another focus or goal is to share and reflect on information.

 

Advice and Ideas. A Webliography is akin to a portal or a window into a topic, person, or place. The body of a Webliography consists of lists of Internet sites with advice, annotations, and qualitative guidelines created by the designer. To create a Webliography, you must browse, find, evaluate, and select relevant Web resources. Next, you create a Web page and choose an appropriate title. An introduction must be written describing the purpose of the Webliography to those who might use or stumble upon it. Annotations might include brief but meaningful descriptions of the links and their relationship to the overall Webliography or reasons for their inclusion. In addition, consider creating an index of the resources in the Webliography, including several keywords.

Dariush Alimohammadi (2004) from Tehran, Iran, outlined the steps in creating a Webliography. She argues that Webliographies with annotations are easier to use. Alimohammadi gives the example of the Edgar Allen Poe  Webliography, which, while originally designed by Heyward Ehrlich in 1997, has continued to be updated and is now a fantastic electronic resource for research on and study of Poe (see Web resources). In this one growing Web site, there are a plethora of relevant hyperlinks to Poe texts, papers, secondary works, commentaries, and indexes. There are also links to class projects, digital media, and historical sites and associations related to Poe.

In your own classes, you might showcase some high-quality Webliographies from previous semesters. You might also embed some type of competition or goal in the activity. List a set of key course topics and concepts. Ask your students to conduct searches of the Web for different concepts listed or to suggest items not in the list. In addition, pair learners as Web search partners who give feedback to each other on their searches. When complete, have students present and discuss their search results. Archive some of the outstanding ones for future course offerings.

 

 

Variations and Extensions. Ask students to work in pairs or teams to create their Webliographies. Each team or pair might work on resources for a different team or unit. Teams might critique or give feedback on each other’s Webliographies. Alternatively, a second stage may involve team-based usability testing and feedback on the Webliographies created.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Low

Learner-centered index: High

Duration of the learning activity: 2-4 weeks





Activity 22. Text Messaging Course Notes and Content 

Description and Purpose of Activity. Educational content is available in multiple formats and delivery mechanisms. And such information delivery is performed by increasingly smaller devices. As a sign of these trends, some instructors are currently experimenting with sending course notes and other content to learner mobile devices such as mobile phones. Students can then practice what they have learned no matter where they are.

 

Skills and Objectives. Includes practice, feedback, concept review, interactivity, and a focus on digital literacy skills such as access and retrieval of information. A key goal here is for students to understand or memorize factual knowledge and terminology.

 

Advice and Ideas. Teaching entails the exchange and communication of thoughts and ideas. Text messaging is an expedient way for this to happen. Text messaging is no longer a novelty; it is now fifteen years old. Because of the recent massive increase in text messaging—in the United States alone it has increased from 81 billion messages in 2005 to nearly 160 billion in 2006—numerous educational applications and interventions are currently being tested or considered (Briggs, 2007).

Some of these messages certainly carry educational value. In the United Kingdom, for instance, a mobile service aimed at students called Dot Mobile condenses the works of famous literature and sends these to students as an aid when they study for exams (MSNBC, 2005). So, Shakespeare’s infamous “To be or not to be, that is the question,” becomes “2b? Nt2b? ???,” and “Romeo, Romeo! wherefore art thou Romeo?” becomes “Romeo, Romeo_wher4 Rt thou Romeo?” In addition to all of Shakespeare works, Dot Mobile offers other famous works of English literature such as Charles Dickens’s Bleak House. While there are fears that students who read condensed works will never read the original text, or, worse still, use them as cheat notes, those pushing for mobile learning point out that such messaging services might just as easily entice learners into reading the entire book and perhaps even search for other resources from that author or time period. And reading some of a book is often better than reading none of it. Pedagogical activities wrapped around short text messages might include inferring the plot, summarizing key ideas, and using mnemonics to remember themes, scenes, and characters.

Other organizations such as Athabasca University in Canada are using mobile technologies to teach English grammar through text messaging (CBC News, 2007). After downloading their grammar lessons to their mobile phones, newcomers to Canada can study the content and then answer a series of multiple choice or true false questions. Through these lessons, anyone wishing to learn English as a second language can work at their own pace from a bus, a train, a soccer field, the workplace, or home.

When first considering text messaging in instruction, you might consult with instructional technologists or technology support personnel within your organization or institution as well as local phone service companies. Second, search technology magazines and journals for examples of innovative ideas related to text messaging. Third, conduct a Google search for related articles to find out if anyone has attempted interesting educational applications in mobile computing  or text messaging before, and, if so, contact them for advice. A fourth idea would be to propose a text messaging activity to your supervisors or administrators, and if there are any costs involved, write a grant proposal for experimental text messaging activities. The funds might be used to make the text messaging free for all the students in your class, institution, or organization for a specified period of time.

 

Variations and Extensions. Alternatively, make homework tips, advice, and other content available for students to access from their mobile devices. The students, in turn, might rate the resources that they receive.

Text messaging activities might include students writing short summaries of passages that they have read. Such summaries require careful analysis and evaluation of important ideas while reviewing the content. Restating content in one’s own words, however few, is a powerful learning tool. And those summaries might be reused in other ways, such as in comparison blog posts of student text entries, course discussion activities, or end -of-course super-summaries of their weekly text summaries.


Key Instructional Considerations 

Risk index: High

Time index: Medium

Cost index: Medium-High (depends on use and service provider)

Learner-centered index: Medium

Duration of the learning activity: As needed





Activity 23. Text Messaging Course Reminders and Activities 

Description and Purpose of Activity. Any training organization or educational institution might use text messaging for supplemental class training, coaching and mentoring, group discussion chats, ask-the-expert sessions, or online office hours (Farmer, 2005). One simple application is the use of text messaging to remind busy students or employees of the courses or programs that they have enrolled in. Such text messaging functions might encourage learners to better plan their time, provide formative feedback or evaluation on different learning experiences to date, or simply promote a specific resource or set of Web resources that students might want to use. Our experience indicates that working adults deeply appreciate course reminders and advice, especially if it occurs in a timely and structured fashion.

 

Skills and Objectives. Includes organizational skills, prompt feedback, a sense of instructor social presence and immediacy, and instructor-student interaction.

 

Advice and Ideas. Effective teaching entails the communication and exchange of ideas—this is exactly where text messaging has direct relevance! To speed up the communication, find out if your mobile phone allows for the creation of a distribution list for text messaging (ask your phone service operator how to create one or consult their online help system). The first step, of course, is to gather learners’ mobile phone numbers. Once this information has been acquired and distribution lists for messages have been created and saved to your mobile phone, send out course assignment notices and task due date reminders, as appropriate, to learners’ mobile phones. Get in the habit of sending these reminders of assignments and due dates once per week at approximately the same time. Learners who are working full time will appreciate your efforts to send task-structuring notices and reminders related to coursework, as well as any useful course summaries or notices you might provide. In fact, text messaging might be the tool of choice for today’s mobile learners who tend to respond more enthusiastically to text messages than to e- mail. To evaluate the benefits of text messaging in your classes, give your learners a short survey at the end of the course or term asking them about the effectiveness of receiving weekly course updates and reminders by text messaging.

Be sure to check for any hidden or explicit costs of text messaging to instructors or students, since the costs of text messaging vary significantly by country and service provider. Several of our colleagues have asked their mobile phone providers to sponsor their text messaging ideas and activities. Before commencing on such innovative activities, you might consider obtaining a phone contract with free unlimited text messaging.

 

Variations and Extensions. Create a weekly polling question or thought of the week for students using text messaging. Responses to these polls or questions could feed back into weekly lectures or course discussions. If, however, your system does not allow you to collect responses, have learners post their responses in an online forum or bring their responses or ideas to an FTF class session.


Key Instructional Considerations 

Risk index: Medium

Time index: Medium

Cost index: Medium

Learner-centered index: Medium

Duration of the learning activity: Weekly as needed





Activity 24. Online Language Lessons 

Description and Purpose of Activity. In addition to online reading of the news in a foreign language (that is, indirect learning of a language), increasingly the Web is being used to directly teach a language. Sites such as GlobalEnglish, LiveMocha, and Englishtown have myriad resources for learners (for example, online flashcards, simulations, grammar lessons, voice games, chat sessions, pronunciation labs, progress reports, quizzes, and more). Such online language tools or programs might incorporate online conversation classes, placement tests, self-paced lessons, peer-to-peer practice conversations, and expert mentoring.

The LiveMocha site is the most recent and is based on Web 2.0 principles of sharing, creating friend networks, and joining communities of like-minded people. It is based on both peer support and self-directed learning. Learning at LiveMocha combines interactive games, chat, live video, and reading, writing, and listening exercises to help each other learn. Native speakers not only score your speaking and writing submissions but provide additional learning tips and goals. Points are earned for completing different exercises, and your progress can be compared to friends’ in online competitions. It is the combination of the instructional materials, the motivational incentives, and the social networking and interaction with tutors and peers that makes LiveMocha a highly popular and motivational site for language learning. In less than four months of its release at the end of September 2007, it had more than 300,000 registered members. Such explosive growth indicates it has found a niche.

In addition to learning English, LiveMocha can be used to learn French, German, Spanish, Mandarin Chinese, and Hindi. This is just a start. Other languages will be offered soon. And, most important, at the time of this writing, it is free!

While language learning sites already are being extensively used in business settings to teach employees key skills to compete in a global world, there has been an increasing awareness of the importance of multiple language skills for younger learners. The state of Michigan, for example, recently announced the availability of Mandarin Chinese lessons in every high school in the state (Putnam, 2007). And while higher education institutions have been taking advantage of online language resources and lessons for more than a decade, the swell of recent announcements, Webinars, conferences, journals, and organizations related to online language learning is a sign of increased activity there as well.

As online audio becomes pervasive and increasingly inexpensive to store, language learning is also occurring less directly online through online conversations and chats among individuals in different countries or regions of the world. For instance, in Chinswing, users can discuss an array of topics, including finance, religion, relationships, biology and evolution, alternative medicine, and snails and slugs in gardens. These conversational threads take place for free among the people of this planet in any language that they choose. Nevertheless, the vast majority of these threads are in English because many learners are using Chinswing as a tool for improving or practicing their English. While Chinswing was developed as a global message board to encourage conversations about personal interests, hobbies, and hot topics—especially, social, political, and religious topics—such a tool could be used by language instructors and students at all levels in all target languages.

 

Skills and Objectives. Includes feedback, interactivity, motivation and engagement, skill discrimination, practice, goal setting, and comparison and contrast. Such tools can foster basic language learning skills and competencies to more advanced language use.

 

Advice and Ideas. The use of online language learning programs is accelerating, especially for popular languages such as Chinese, Arabic, and English. Explore, select, and incorporate online resources, such as podcasts, chats, blogs, and other learning activities, for language learning. For example, if you are teaching Mandarin online to adults, you might browse the resources and links found at  Chinesepod.com; or if you have younger learners, check out the online Mandarin program from Michigan State University (see Web resources) (MacDonald, 2006). If you are teaching English in the corporate world, you might explore sites such as GlobalEnglish and Englishtown for examples of what is currently available and possible.

If online resources available for your language-related area or field are limited, you might develop your own or partner with others in such development. To enhance their applicability, be sure to conduct usability tests on resources as you build them. If funding is needed, consider writing grant proposals or requesting resources from superiors. If you lack time or funding to build such resources, you might write to international scholars in the field for their ideas and opinions.

 

Variations and Extensions. Ask learners to compare language learning resources available at two or more language learning sites. Have them vote on the best free resources to use in class.


Key Instructional Considerations 

Risk index: Medium

Time index: High

Cost index: Low to High (depends if you can use preexisting resources)

Learner-centered index: Medium

Duration of the learning activity: As needed, perhaps for entire course





Activity 25. E-Book and Wikibook Reports and Critiques 

Description and Purpose of Activity. The use of electronic or virtual textbooks is proliferating due to reductions in screen size and storage costs as well as enhancements in image display for electronic reading devices. At the same time, free digital text resources and books are finding their way into online courses.

For instance, there are thousands of free books being developed by the Wikimedia Foundation at the Wikibook Web site. Basically, a Wikibook is an online, collaboratively written and edited book by the world community (see Chapter Eight for more details). Naturally, there are many questions about the quality of such online resources and materials. In this activity, an instructor might have learners create reports and critiques related to one or two Wikibooks or electronic books that coincide with different units or modules of a course. The learners might also send questions to a developer or coordinator of a Wikibook (such a person is called a “Wikibookian”) and share findings with the class.

 

Skills and Objectives. Includes content knowledge, factual skills, critical analysis, self-directed learning, and exploration. In addition, a key goal is making learners aware of online resources beyond the standard textbook resources and supplemental materials.

 

Advice and Ideas. While Wikibook creation is becoming more widely accepted in higher education as well as other educational sectors, you should explore the Wikibooks Web site for at least a couple of hours to become familiar with it. Such exploration will help you mine it for pedagogical ideas and activities that you can reflect on, design, and share with colleagues. As of August 2006, there were more than 1,000 Wikibooks and 21,000 modules or chapters in development at the Wikbook Web site; however, fewer than 100 books were completed at that time. This Web site contains books on many topics for K-12 students (for example, High School Chemistry, Big Cats, the Solar System, Dinosaurs) as well as adult learners (for example, Technologies for Rural Development,  Reverse Engineering, Immunology, Basic Electricity, Blended Learning for K-12 Schools, Scottish Country Dancing). Recently, the Junior Wikibooks Web site was created by the WikiMedia Foundation to develop and house free books for children ages 8 to 11.

To prepare a Wikibook report or critiques of existing Wikibooks, you should locate relevant Wikibook resources (for example, the books at the Wikibooks Web site). Once the Wikibook resources are selected, assign learners to evaluate one or two books, or chapters within those books, at those sites. Have learners share their reports or critiques in an online discussion forum, a wiki, the course Web site, or a class blog. Consider conducting peer evaluations or critiques of each others’ reports. An online instructor might include a discussion of the credibility of such sources and reliability of Web resources after having students explore various resources at this site. (See Phase 4 of the R2D2 model—that is, Chapters Eight and Nine—for additional ideas related to the use of Wikibooks.)

 

Variations and Extensions. Wikibook reports or critiques might be saved in a database for learners to refer to in later semesters of the course. Comments from the original development team or key coordinator of each Wikibook might also be archived and contrasted.


Key Instructional Considerations 

Risk index: High

Time index: High

Cost index: Low

Learner-centered index: High

Duration of the learning activity: 4-8 weeks





Use and Outlook for Phase 1 Strategies 

The twenty-five ideas presented here are just a few brief snapshots of what is possible today within Phase 1 of the R2D2 model. The activities are meant to provide a mental framework that you can use to begin to perceive what is possible in the Web of Learning; they are, for the most part, doable today in any online instructional practices or educational situation.

Humankind will never stop speaking, listening, reading, or thinking. Words and text will most assuredly continue to find their way into the education and training of both children and adults. As such, Phase 1 strategies on the Internet  will continue to proliferate in K-12, higher education, corporate, government, military, and informal learning settings.

Phase 1 of R2D2 will never die, though it will undoubtedly be transformed in unforeseen ways. It is also highly conceivable that what will qualify as reading or speaking or listening in five or ten years will drastically change. Is a Wikibook really a book? Is a podcast a speech? Is the online juxtaposition of quotes from two audiobooks as read by the original authors reading or listening? Perhaps it does not matter. What does matter is that there will be no shortage of online content in the form of words or text. The text- and audio -based resources at one’s fingertips on the Internet will continue to invite online learners.




Final Reflections 

This chapter presented activities that can help auditory or verbal learners in online environments. As is apparent, there are a variety of ways to help online learners read, listen, explore, and otherwise acquire knowledge online. In fact, there are so many opportunities (that is, hundreds of billions of electronic pages to visit) that trying to implement this phase of the R2D2 model could overwhelm instructors as well as learners.

There are many directions that the Web of Learning, as well as Phase 1 of R2D2, can take. With the emergence of online and blended learning, what is drastically needed are some directions, markers, and signposts for reflecting on the value-added opportunities of the Internet. We hope that this chapter has provided such guidance.

The guidelines in this chapter can help instructors, instructional designers, schools, and training organizations determine how to use emerging technologies for course activities and help support and focus their online and blended learning efforts. A focus or vision is central to smooth running of online courses and programs and student retention within them. The first phase of the R2D2 model lays out a range of learning activities to help with active knowledge acquisition as well as collaborative knowledge construction with widely available learning technologies.

Phase 1 of the R2D2 model is loaded with opportunities. With the learning developed in this phase, learners are now ready to reflect on that learning. As detailed in the next two chapters, such learning opportunities and learning preferences are the focus of Phase 2 of R2D2.




End of sample
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Your solution was:

Income Statement ltems Caseh  CuseB
Gros saes revenue.. 150000 170000
Soes rtumnsand alowances 18000 17,000
Netsalesrevenve. 132000 153000
Cost o goods sld. 10400 114500
Gros proft.. 9600 3,250
Operating expenses 17000 18500
Income befoe ncore taxes 260 19750
Incorme tax expense (20%). 4520 BIS00
Income befoe extraodinary ... 18080 15,800
Extaordinary tems. 9,100
Netncome. 2450
£PS 10,000 Shars outstanding). Te4 24
Marking.

Case

The cost of goods sold value should b 592,400, but you have not entere ths. Tis amount can be
caleulted using th formula Net saes revenue (132,000)-Gros proft (39,606) . This vl cost you 2 marks.

Case:
The cost of goods soldvalue should b S114,750, butyou have ot enered thi. This ameunt can be
caulted using th formula: Net sales reverue 153,000) - 0.75" This vl cost you 2 marks,

The Income tax expense (20%) vale should be $3,950, but you have notentered this This amount can be
caulted using th formula: ncome before incorh taes (19,750) 0.2 This vl cost you 2 marks,

Total marks fo this question: 24

Overall Mark: 2430
Your mark of 24/30 is your best mark o far and is recorded.
Your previous best mark was 12/30.

Used by permission of Lyryx Learning Inc.
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R2D2 Phase and

Problem-Solving Stages  Major Tasks Activities
Problem statement or Define the task or problem Reading
definition Identiy information needed to
complete the task
Sort and filter through information,
find relevant information and data
Listen to what experts have to say.
on a certain topic
Finding paths to solutions  Brainstorm possible sources Reading
Evaluate the possible sources to Reflecting
determine priorities Witing
Participating
Locate, access, organize,  Locate, access (read, listen Reading
and apply information to, or watch) resources and Reflecting
of resources to solve information Displ
& " isplaying
problems Synthesize information to solve Doing
problems
Evaluate solutions Use and evaluate effectiveness of Doing

solutions

Reflecting
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Phase and Type
of Learner

Learning Preferences
and Activities

Sample Technology Resources
and Tools

1. Read: Auditory
and verbal
Iearners

2. Reflect: Reflective
and observational
Iearners

3. Display: Visual
learners

4. Do: Tactile and
Kinesthetic
learners.

Auditory and verbal learners
prefer words, sounds,

and spoken or wiitten
explanations.

Reflective and observational
learners prefer to reflect,
observe, view, and watch
learning; they make careful
judgments and view things
from different perspectives,
including reflection,
self-testing, review, and
reflective summary wiiting
Visuallearners prefer
diagrams, concept maps,
flowcharts, timelines,
pictures, fims, and
demonstrations

Tactile and kinesthetic
learners prefer role play,
dramatization, cooperafive
‘games, simulations,
scenarios, creative
movement and dance,
multisensory actiities,
manipulatives, and hands-
on projects.

Podcasts, online PDF documents,
sound or audio files, PowerPoint
presentations, online portals,

course announcements, help
systems, FAQs, Webduests, online
newsletters, e-books, and online
journals

Blogs, synchronous chats, online
exams, writing aids, electronic
portfofios, asynchranous discussion,
reflective witing tools, online review
and self-testing aids, expert videos
or performances

Concept mapping and timeline
tools, interactive news,
videcstreamed content, online
videos, virtual field tips and

tours, animations, whiteboards,
videaconferencing, online videos,
interactive news media, online
charts and graphs and visualizations
tools, video blogs (that i, vblogs),
vodasts

Simulations, online games,

wikis, digital storytelling and

movie making, real-ime cases,
video scenarios, survey research,
continuous stories, groupware and
collaborative tools, role play and
debate tools
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Used by permission of the University of Akron/Ohio Department of Education and by
permission of Teachscape.
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Eric
Alotof doctors have been using ourdru fo ofher uses and
501ar 0 0ne has okt ma about any major probiems.

NaviGATION






