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Abstract

This study carried out as practitioner-researchloegp the new online
collaborative learning experiences of a class otydseven college students
studying A-level chemistry in a blended learningntext. It is a case-study
with a multi-method interpretivist approach usingservations, unsolicited
meetings, VLE tracking system, students’ reflecgoarnal, online informal
discussions, questionnaires, focus groups and ithdil interviews. The
students, used to traditional non-collaborativeriga methods in the face-to-
face class, demonstrated complex online behaviatieqms. Findings showed
that the factors affecting these behaviours wera situational, infrastructural
and persona-related nature. Four key learningodigpns — resourcefulness,
resilience, reciprocity and responsibility were ntiked as persona-related
enablers. These dispositions were instrumentathanges in the students as
learners. These included changes in epistemolodpebéfs, study patterns,
study habits and above all, in learner roles armdniag identities. Notable
changes occurred in a group of learners who watilin reluctant to learn
from the online environment. This study suggeséd tmline learning can not
only support a socio-constructive approach to iegrto students in the online
setting, but also induces similar student learfiaaviours in the face-to-face
class. The study also gives evidence of transfooman the academic and the
positional student learning identities. The newetnatting student learning
identities projected a sense of belonging, of bemlged and of connectedness
in both the online and the face-to-face class comtyuThis research is
significant as a study of the impact of online ex@eces on college students in
a blended learning context. Similar research cdstexere scarce in the
literature. It is valuable to the current teachaognmunity in Malta, where the
recent National Curriculum Framework (2012) has leaspsed a socio-
constructive approach to learning and where sewstatational institutions

have started using VLESs to provide blended learexjgriences.
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Chapter 1: Introduction

1.0 Introduction

This research arose out of my passion for devefpgin understanding of
effective teaching and learning. In this chapteardsent the background to the
research by describing the setting and the coragedtby portraying a vision
about learning which | have carried for a numbey@drs. | am a teacher of
chemistry at a sixth-form college in Malta. As agditioner-researcher in this
study, | undertook this research to deepen my wwhaeding of my practice, to
put my new knowledge to practical use (Dadds, 2@0w) to disseminate my

new understandings to the educational community.

Throughout my past teaching years, | observed mngyesits learn and watched
their satisfaction, their enthusiasm or lack offbdtalways pondered on ways
of how learning perseverance can be instilled udents studying chemistry.
Students in their infancy are known to be curioasthusiastic, creative,
determined and persistent to learn (Shank and ¥;1&805; Siraj-Blatchford,

2004; Thomas, 1980). Their dispositions to leam @escribed as especially
powerful and are associated with positive persandl social identities (Siraj-
Blatchford, 2004). Nonetheless, towards the enthefelementary years, they
can often lose their interest in school-like taskd become ‘sullen, withdrawn,

disrupting and underachieving’ (Thomas, 1980, p)2¥&y does this happen?

Chemistry is considered to be a difficult subjdderinett, n.d.; Sirhan, 2007).
There have been several theories and proposed gugidagpromising effective
and efficient learning. This is indicated by theftshin learning paradigms
(Section 2.1.2.2). However, despite the existindoref by educational
authorities to promote change, e.g., National Cula (Section 1.2.1), the
process of change can be slow in progress or diffto implement (Section
1.2.5).



From the beginning of my teaching career, | setavut journey reflecting on
how to create good conditions for learning. In ¢eall world of my class, |
have embarked on a personal endeavour to makeirgaof chemistry an
efficient, effective and enjoyable process. | h#deen in search of learning
tools and opportunities to use in appropriate dfetieve ways to augment the
learning experience, raising the potential for lgsaners to regain enthusiasm

and enjoy learning.

The purpose of this research is to explore theestisd experiences of online
collaborative learning, and to investigate the ltasti changes in the learning
behaviour and identities of the students. Thisaeseis a phenomenological
case study of thirty-seven students (cohort 20008R0during their first year
studying Advanced-level chemistry, at the Juniodl€g® in Malta. These
sixth-form students were given the opportunity éarh chemistry through a
blended learning approach using the enhancemengini®ection 2.1.1.1). The
VLE extended the classroom walls, as students asedethe virtual learning

environment (VLE) after college hours from theinies.

In this chapter, | describe the context of thisegsh. Then, | review the major
strategies and policies which concern the use dfmeaogy and the pedagogy
in Maltese educational institutions. This is folledvby a presentation of my
journey in teaching and learning, which led to tiievelopment of my
pedagogical approach and the writing of this theSisally, | briefly discuss
the research questions and give an overview oftieters in the thesis.

1.1 The context of this research

1.1.1 Malta

The Maltese archipelago consists of two inhabited three small uninhabited
islands. The islands are located in the Centraliddednean Sea, 92 km south
of Sicily. Malta, the largest and most southerliansl is 27 kms long and
measures 14 kms at its widest point. With a taielase area of 316 knand a
population of 405,000 (NSO, 2011), the Maltesendtaare amongst the most

densely populated countries in the world.



Malta’s pre-history dates back to 5000 B.C., whitst documented past is
traceable over a period of 2000 years. Its stratlegiation has made it subject
to a succession of rulers, including the Phoeng;ittle Romans, the Arabs, the
Knights of the Order of St John, the French andBthigsh. Malta is a member
of the United Nations. It gained political indegence from Britain in 1964,
became a republic in 1974, and joined the Europkaon in 2004.

The national language is Maltese, but both Maltex® English are the official

languages of administration. The Maltese language $emitic language, and
it is the only Semitic language written using thettih alphabet. The language
is distinct with a strong romance substructureudtig a great number of loan-

words from other languages such as Italian andigngl

Both Maltese and English are used interchangedimgughout the whole
educational system. The text-books for most subjact set in English. The
teaching of several subjects in the form of lectgrand teacher handouts is

mostly in English.

1.1.2 Education in Malta

The Education Act (1988) regulates education in t&alAll educational
institutions in Malta abide by the national curfeci{1988, 1990, 1999) and
framework (2012) set by the Ministry of Educati@e(tion 1.2.1).

Schooling is compulsory from the age of 5 to 16rye&tate education is free
throughout all levels in education which are kirggeten (3-4 years), primary
(5-11 years), secondary (12-16 years), post-secpr{dé+) and university

(18+). Textbooks and transport are also free imary and secondary state
schools. In addition to state schools, there amurat thirty-three church

schools and ten fee-paying independent privateadsh@hurch schools accept
a donation from parents. Students attending pastrslary institutions and the

University receive study-grants.

1.1.2.1 Primary and Secondary Education

Primary education covers from Year 1 to Year 6.ttJfhe year 2010, students

sat for tests at the end of Year 4 and Year 5 tgtlmamed according to the



tests’ results. At the end of Year 6, students featthe National Junior
Lyceum examinations to get a place in one of timestate secondary Junior
Lyceums. Year 6 boys also sat for the 11+ Churdioaicexaminations to
compete for entry into the much sought-after placedhe seven church
secondary schools. Both sets of highly competiéxaminations consisted of
test papers in 5 subjects namely, Maltese, MathemdEnglish, Religion and
Social studies. The students who did not make iartg of these schools

attended one of the twenty-four area secondaryssho

The students who participated in this research whenotugh this competitive
system in education. In the hope that the ‘cultfreompetitive achievement’
(Wain et al, 1995) would be minimized, both the ibl@l Junior Lyceum

examinations and the Church School examinations wanoved in 2010.

1.1.2.2 Post-secondary Education and Tertiarydtication

On completing the five secondary years of educatioost students sit for the
University of Malta Secondary Certificate (SEC) mwaations equivalent to
the General Certificate of Secondary Education (BECi& the UK. Around
60% of the students continue their education beythrad school minimum
leaving age (NCHE, 2009, p.36). Passes in the megusubjects enable
students to attend one of the eight sixth-formegsk, where they follow a
two-year course which leads to Matriculation exaations (MATSEC) at
intermediate (I-) or advanced (A-) level equivdélelm AS or A UK

examinations, respectively.

The University of Malta, founded in 1592 by theulesOrder, and the Malta
College for Arts, Sciences and Technology (MCASTjer courses at

certificate, diploma and degree levels. The formkso offers master's and
doctorate programmes. The University has 14 faesilind 16 interdisciplinary
institutes and 10 centres. There are about 11 0@@sts including 600 foreign
students following full or part time degree andlaolipa courses, which are run

on the credit system. Around 3000 students gracaraiaally.



1.1.3 The Junior College

The Gian Frangisk Abela Junior College was lega#itablished in 1995 (LN
123, 1995). It was formerly managed by the statec&tion Division, but was
passed on to the University of Malta, with the aotihat students would be
better prepared for tertiary education (Buhagiad03). Under the new
administration, students attend large group lestr&0 students), and small
group (~12 students) teacherials. Students are alkrated individual

teachering hours with lecturers.

The college personnel includes the principal, yagecipal, area co-ordinators,
subject co-ordinators, academic staff and suppdaff.sThere are 31

departments, 184 full-time lecturers, several pare lecturers and around
2400 students. The scholastic year covers fortykei€@ctober to June) and is
divided into three terms. There are forty-two omerhlecture slots per week.
Students spend two years at the college studyimgstbjects at A-level and

four subjects at I-level.

There are usually five classes taking A-level ctstrpiand one class taking I-
level chemistry per year. As Table 1.1 indicateégadents opting for A-level
chemistry have eight hours of chemistry sessionsveek.

Table 1.1. Allocation of hours for A-level chemnisper week

Face-to-face sessions Hours per week
Organic chemistry lectures 2
Inorganic and physical chemistry lectures 3
Practical session 2
Teacherial session 1

Different lecturers are assigned to teach the wiffe A-level sessions to the
same class. Lecturers are available for three heweskly for personal
teachering with individual students. In most casestudent requests a thirty-

minute teachering session to discuss problems @mddtry. The numbers of



students in a chemistry class are around forty lemtures, twelve for
teacherials and twenty for practical sessions.

Generally, students taking chemistry, start thers®wvith intentions of sitting

for the MATSEC examinations at the end of the sdcgear, to gain entry to

University. Entry requirements for a course at thaversity are passes in 2
subjects at A-level and four subjects at I-levehe@istry is a subject entry
requirement for dentistry, medicine, pharmacy, rsxée health science and
education (if area of specialisation is chemisulggree courses. At least a
grade B in MATSEC chemistry is required for entnyoi the medicine degree
course and at least a grade C is required forhhenpacy and science courses.

A student at the Junior College receives a stipgh800 Euros per annum
which is deposited in the student’s bank account @maintenance grant of

130 Euros per month which is deposited in a calldat&he smartcard’.

1.2 Technology in the Maltese Education Sector

Over the past two decades, Malta has been prepatieg necessary
infrastructure for the provision of technology dees in educationNational

Minimum Curricula (1988/1990, 1999), two Nation&T strategies (2004,
2008) and a National Curriculum Framework (2012)yenheen presented by
the educational authorities, promoting active leaynand ICT/e-learning in

educational institutions.

1.2.1 The National Curricula

A National Minimum Curriculum (NMC) was set by thMnistry of Education
for primary schools in 1988 and for secondary aast4econdary schools in
1990. Educational policies regarding technology hadision of integrating
technology in all classrooms.

Technology as a vehicle for teaching, learning eddcation is

being gradually introduced at all levels of prima&agucation; it

is planned that by 2002, all students will be hgvifi as an
integral part of their learning process.

Zammit Ciantar, 1996, p.37



The second NMC (1999) stressed the importancellfstualents to gain access
to technology and to train in technology. It empéed the learning of skills for
students to become self-directed learners, alleotofor information, availing
themselves of resources and capable of evaludtiig learning progress and
outcomes. The NMC (1999) also encouraged group \aowk argued that a
pedagogy based on group work, would transform the

competitive and individualistic tendencies, typicdl Maltese

classrooms, into a hive of synergetic collectiveeavour. It is

through discussion, exchange of ideas and collébaravith

others that we clarify our thoughts, learn how $& guestions,

change and elaborate our concepts and gain expdsure
different modes of thinking and action

Ministry of Edateon, 1999, p.24
The recent National Curriculum Framework (NCF) (2Dte-emphasised a
pedagogy based on socio-constructivist principles digital literacy. It
stressed a shift to constructive education philbssy a move from teacher to
student-centred learning activities, and the useteshnologies to enable
children to create knowledge. The science consoftatocument, published in
preparation for the NCF quoted Parker and Renn@Z4P emphasising a

pedagogy which creates:

a supportive learning environment which emphasises
communication, interpersonal negotiation, interacti
amongst all participants, harassment free discassio
and active participation by the students.

Parker and Rennie, 2002, cited in A Vision for 8ci
Education, 2011, p.36

Thus, since the late 1990s, the education policiedalta, have been geared

towards a socio-constructivist approach and adéi&ming in classrooms.

1.2.2 National ICT strategies

Three national ICT strategies were published in 4192004 and 2008
respectively. In 1994, a project financed by the Eddulted in the setting up of
ten-station networked computer laboratories in estaecondary schools
(Zammit Ciantar, 1996) and a gradual phasing inl®fF equipment, e.g.,
VCRs, monitors and computers (Zammit, 2004). Alhyary school teachers

were provided with a notebook computer. The ratioammputers to students in
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a primary class was 1:7. In 1996, an ICT syllalas introduced in secondary
schools and since 1997, the maths syllabus in scgrschools included MS

Excel, Logo, Derive and Cabri.

By the year 2004, all state primary and second&gscooms were connected
to broadband Internet. In 2004, the Ministry ofréstructure offered software
packages, namely Microsoft XP package to all sttedamd teachers for a
token fee of 24 Euros. According to Zammit (2004glta was successfully
meeting the Lisbon objectives (European Councilp@0regarding ICT

infrastructure and training.

A national survey on the use of IT in all 161 sdso(state, church and
independent) for the scholastic year 2003-2004catdd that on average, the
number of computers was 4 per class at primaryl lamd 2.5 per class at
secondary level. ICT peripherals available in sthaocluded 85 digital
cameras/video cameras, 80 DVD players, 59 digitaljeptors, 21 video
conferencing facilities and 5 electronic interaetivoards. 90% of all schools
had access to the Internet. The percentage ofdemwio used computers on a
regular basis for the preparation of worksheets famtlouts was 81.9%. Yet,
31.2 % of the teachers expressed themselves asniadent in using ICT. The
majority of these were aged over 50 (NSO, 2005).

Table 1.2. Technology in Maltese households (SolN&O 2002, 2009, 2010)

Year Percentage of Households

With computer

Internet subscribers

2002 38 16
2008 62.6 58
2010 73 70

Table 1.2 shows the increase in technology in Mealteouseholds from 2002
to 2010. The figures in 2010 compared well with test of the EU countries,

where the average percentage of households wihnlett access stood at 70%.



All the students taking part in my research (20008 said that they had a
computer and Internet access in their homes (Seeti@.1). This was the
second consecutive year that all students in mgscl@ad computers and
Internet at home. This contrasts with the studemtod of 1999/2000, where
63% of the students had computers at home and 2@Padcess to the Internet
(Role, 2001).

The 2008 national ICT strategy re-enforced andreddd the one developed in
2004. It aimed to make Maltese society, irrespectof age and socio-
economic background, confident in the use of |G amphasised:

» the provision of initial digital learning conteiatr schools;
» the diffusion of ICT skills among learners to enage collaboration,
creativity and innovation;

» the development of teachers’ ICT skills.

The 2008 strategy incorporated a 22 million Eurgestment, and the Ministry

for Infrastructure (MITC) launched several projeict2008, namely:

a. The computer for 0.99 Euros daily scheme: apten could be purchased

for 0.99 Euros a day if the computer cost less 65 Euros.

b. The Blue skies scheme: broadband connectionpwasded to households

for 3 Euros per month for the first twelve months.

c. Training and re-training programmes in ICT floe public, and setting up of

Computer Training Learning Centres in several geis

d. Smart Learning: An ongoing project where, @diahers in state schools are
provided with notebook computers and training impater soft skills. Each
classroom in all state schools is IT (informati@ehnology) enabled with a

computer for every 4 students, and an interactogedh

The World Economic Forum Global Information Teclogy Report 2006-
2007 had ranked the Government of Malta as the @ws$t successful
government in the world in promoting the use of I@I-ve news, 2007). In

September 2008, the European Commission descritzth lds well advanced



as an information society, and as having many bmacking indicators
significantly above the EU average (Times of Mak@)8).

1.2.3 A time-line for my class of students

Table 1.3. Timeline: Introduction of ICT in stathsols from 1990 to 2009

Academic Years Age Stage ICT in state

schools

1 | Oct 1990 - Jun 1994 0-3

2 | Oct 1994 - Jun 1996 3-5 Pre-Primary
3 | Oct1996-Jun2000 | 5-9 | Early &Middle Lcomputer :7
students
Primary

lcomputer :7

4 Oct 2000 - Jun 2002 9-11 Late Primary students

5 | Oct2002-Jun2005 | 11-14| Early & Middle wikiantheadt
school
Secondary since 1994: ratio

1:13

Computer labs in

6 Oct 2005 - Jun 2007 14-16 Late Secondary school

since 1994; ratio
1:13

IT and Maths
lessons using
computers

Computers
available only in
labs for IT students

7 | Oct 2007 - Jun 2009 16-18 Sixth-Form College

The time-line in Table 1.3 is applicable to thedstt participants in my

research. It shows that during their primary schyedrs, the students who
attended state schools had the opportunity to kBealass having 1 computer
for every seven students. In their secondary scheats, the computers were
available in computer labs in the ratio of 1:13eTdtudents used computers

during IT and some mathematics lessons. ICT integrahas been more
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advanced in state schools than in non-state sch&ibls (n=30) of the students
in this study attended state schools.

1.2.4 Use of Technology at the Junior College

Under the University of Malta administration, thecturers at the Junior
College have been allocated funds to purchase parsomputers, computer
peripherals and software. However, lecture roombeaCollege, in contrast to
state schools, were poorly technologically equipjpedeveral years. Until the
year 2010, the chemistry department had one overnpegector, a VCR and a

monitor.

In 2003, | carried out a survey to investigate tise of e-learning within the
chemistry, biology and physics departments at timeod College (Rolé, 2003).

Out of 35 lecturers, one lecturer used a VLE (nfysebo lecturers distributed

a CD with class notes to their students and andéaturer used email to send
class notes to students. Two lecturers claimedth®t would use technology,
if they were shown how to do it (Rolé, 2003). Otleamturers were reluctant to
change their traditional practices; such a sitmagicevails to this day (Bonello
Cassar, 2012). As Sammut (1994) had remarked,ethehérs’ handouts and
model answers dominate classroom practice in theats in Malta.

In 2005, the IT services at the University launclaeWLE (Moodle) for staff
and students. In the first five years, five lectarat the Junior College
requested a space in the VLE. IT services regularjanise courses on the
technical use of the VLE, but to date, there arenagervice courses regarding
the pedagogical use. Currently, all lecturers ateraatically allocated a space
in the VLE. A recent survey (Bonello Cassar, 20tEarding VLE use at the
College showed that out of 95 respondents (resp@tee= 63%), 31 lecturers
(33%) made use of the VLE. The survey results eld@ated that 2 lecturers
(6.7%) use the VLE collaborative tools with studeri¥lost lecturers use the
VLE to upload notes (96.7%), to post announcemérgs/ %) and to send
Internet links to students (76.7%).

Recent (April 2013) discussions within the departtngf chemistry revealed
that two lecturers (including myself) out of a $taff 11 full-time lecturers use
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the VLE. The other lecturer uses the VLE for anraaments and uploading of
class notes. Discussions regarding VLE use fomlegrwith students in my

classes pointed to the same conclusion: VLEs atebeimg used to support
learning through collaboration, but mainly for cenience (Pedro, 2010) and
as a vehicle for content (Clark, 1994, Armellinidafones, 2008). Although
teachers have the technology, they are still comkerwith presenting

information, rather than creating opportunities learners to construct their
knowledge (Salomon, 2000; Jenkins and Healey, 2006nson and Dyer,

2005; Luckin, 2011).

Teaching at the College, is predominantly basedthen traditional lecture
delivery method. During teacherial sessions, stisdlane generally asked to
individually work on drill and practice tasks. Thisntrasts with the pedagogy
which is based on socio-constructivist principkasd promoted in the National
Minimum Curricula (Section 1.2.1)

1.2.5 A resistance to use technology

Educational practices in schools and colleges donecessarily follow the
policies (Cuban, 2001; Somekh, 2004; Armstrong farahklin, 2008). Despite
national policies and development of IT infrasturetwhich encouraged active
and collaborative learning in Malta, the studentsny research (2007/2008),
indicated that online-learning was an innovativedm¢o learn. Many students
(68%; Section 5.5.1.2) also said that they had mexgked in groups at their
previous schools. The IT supportive environmergdhools was focused on the
teaching of IT-related subjects and not integratétin the learning of non-IT
subjects. In fact, a survey in Maltese schoolsd8%revealed that 79.5 % of
students were using computers mostly at home arg »8.1 % used

computers mostly at school (NSO, 2005).

Since technology was not being used in the classrasiudents remained
unaware and deprived of its potential benefits lEarning. The teachers’
resistance to use technology in teaching and legreeems to be a common
phenomenon. Cuban (2001) reportedtthe abundant available technology in
Silicon Valley schools in the late 1990s did nosule in frequent use of

technology in the classroom. Similar reports iatkd that, few teachers were
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enthusiastic to use e-learning in the classroomnikda, 2000; DfEs, 2003;
Salmon, 2005; San Diego, 2008). Cuban (2001), Sal(@0605) and Browne,
Jenkins and Walker (2006) noted that although ¢bbriology was available in
many institutions, its use did not greatly impaastiuctional practices. A
National Education Association report (NEA (US),08) showed that most
teachers use technology for administrative taskisrem for instruction. Brown
(2010 p.2) reporting on the position of VLEs in UkKiversities stated that
‘while there have been localised instances of ssgfoeVLE implementations,

overall the picture seems disappointing’.

In a study, covering reports from five countrieacluding UK and US,
Armstrong and Franklin (2008) confirmed that themoters for inclusion of
ICT in curricula are the educational authoritiesowkould want to keep ICT
education at the forefront for the benefit of studeand a few academics who
recognise the potential of technology in teachiigmekh (2004) stated that
institutions are locked in mechanisms of ‘mutuainstoaint’ due to the
resistance to change in teaching methods offeredebghers. In addition,
educational authorities seem to think that if theygvide the hardware and
network connections, education will automaticalgcbme better, faster, more
accessible, and cheaper (Ehrmann, 1999). Desat, atar Richards (2008)
argued that unless technology is included in theefalint of education as an
integrated system, teachers would often considenpaters and electronic

media as merely add-ons, which they need not use.

The BECTA ImpaCT2 (2002) reported that ICT placedaty demands on
schools and teachers and its integration in legramd teaching practices was
taking a long time. It seems that a lack of pedagogtechnical skills to blend
e-learning and classroom teaching, (Ehrmann, 1BE@TA, 2004; Armstrong
and Franklin, 2008; NEA, 2008; Chen, 2010) and teoaestraints (Donelly
and O’Rourke, 2007) are the main inhibiting factgksother BECTA report
(2008) revealed that teachers had mixed views attmimpact of ICT on
learning and had a tendency to use technology fesgmtational purposes
rather than to promote interacting forms of leagniBuabeng-Andoh (2012)
carried out an extensive review of the literaturetioe personal, institutional
and technological factors which encourage teacher®® of computer
13



technology. In addition to the above-mentioneddes;the also listed a lack of
teacher training, a rigid structure of traditionatlucation systems and

restrictive curricula.

In the Junior College survey, Bonello Cassar (2(dI2p found that lack of
pedagogic skills in the use of the VLE (30.2%) angerception that using the
VLE is time consuming (27.2%) were the most comnmdnbitors for VLE
use by the lecturers. A study of five primary sdhteachers in Malta by
Gialanze (2011) also indicated that a lack of @ffinient teacher training in
the pedagogic use of ICT was a main cause foratle ¢f use of ICT in their
classroom teaching. Teacher training seems to b@bthe principal issues.

In the next section, | present my personal joulinegaching and learning, and
highlight the episodes in my life which led to ugitechnology for learning,
despite the fact that the classrooms at the Ju@iollege were poorly
technologically equipped and that my students waceustomed only to

traditional learning methods.

1.3 My story of teaching and learning

My story is recounted within a framework built anouthe following five

occurrences in my life:
* an enthusiasm from an early age to ‘teach’;

» facilitating learning in an independent learningogmamme (1992-
1994);

* a member of a study group discussing learning tege@¢t997-2002);
» discovering virtual learning environments (1998-);
» furthering my studies in online pedagogy - (M.EA02-2004).

These were the stepping stones that led to myespadogical beliefs and my
current ways of teaching. They also led to thigaesh and the writing of this
thesis.

14



1.3.1 My beginnings

My first experience as a teacher in a classroom wathe late seventies,
immediately after completing my first degree ineswie. At the age of twenty-
one, | was on the classroom floor, teaching scieswdgects to secondary
school boys and sixth-form students in a churchogshwithout any prior

teaching practice, and unaware of existing learnpiglosophies. | was
enthusiastic and eager to teach and firmly belighatl | would make a good
teacher. Members of my close family, my father amg aunt, were in the
teaching profession. As a child, | loved to plagdeer. The dining room at my
parents’ house was my imaginary classroom and af setercise-books placed

one next to the other on the large dining-tableasgnted fictitious students.

In the 1980’s, | taught science subjects at A-leivelthe state sixth-form
colleges. Wherever | taught, keeping each and estrgent engaged in my
lessons was always my goal and my challenge. Msoles were a blend of
laboratory work, occasional field work, didactiatding, and class discussions
with students. Pedagogic tools were mainly the Widaard, chalk, slide
projector, and any available science laboratorymgent such as microscopes,
laboratory glassware and chemicals. In the lateD49Bused recorded videos
and the VCR. Like several other teachers, | alwmfeved that | could make a
difference in the lives of the students (Hamburged Moore, 1997), both
regarding their studies at school, and also theuré.

1.3.2 A different teaching practice

From 1990 to 1996, I lived in Canberra (Austrahag taught science subjects
in several schools as a relief or long-term sulntgtiteacher. This turned out to
be an opportunity to observe and reflect upon ¢laetiing practices in various
schools in another country. | was immediately $trog the drive to learn ‘by
doing’. In one college (St Clare’s College), | wafd by a senior teacher, ‘If
students cannot prove the principle in the lab,ndd mention it in class’.
Students were to learn concepts and principlefi@mastry, only if they could
demonstrate them in the laboratory. This was eewlfft strategy to the one
employed in Maltese schools.
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In Malta, curricula are examination driven (Fened®88; Sultana, 1977
Buhagiar, 2005) and heavily laden with content (N@¥asultation Document,
2011). Students learn theory with little emphasispoactice and application,
and teachers rush through vast syllabi promotirtg tearning (Wain et al,
1995). Nonetheless, in 1993, one innovative teachmethodology at St
Clare’s made a significant change to my teachingeera | voluntarily

participated in an innovative independent learninggramme as a learning
facilitator. In this programme, students learnt eépendently of a teacher
through guided discovery, in the college libraryoldlserved students learn
collaboratively with the minimal intervention froorme as the learning
facilitator. Students researched, discussed amadngstselves and were visibly

co-constructing their knowledge (Gunawardena, Lan& Anderson, 1997).

1.3.3 An interest in learning theories

In 1996, | returned to Malta and resumed my teaghbinA-level chemistry at
the sixth-form college, which was no longer adnigred by the state
Education Division. It was handed over to the Ursity of Malta so that
students learn in ‘methods appropriate’ for unitgreducation (G. F. Abela
Junior College Regulations, 1995). This declardittiaf change in teaching
practice (Section 1.1.3) encouraged me to put 8te® independent learning
experience to practice with my students in Maltavds eager to observe
students construct knowledge rather than use dmEhées’ notes and listen to
explanations in the classroom. | used a set ofpeddent learning chemistry
books (Lainchbury, Stephens and Thompson, 1995)lewign the guided
discovery learning questions. The students used-btmoks and science
magazines and learnt collaboratively in small geoapfour in a reserved area
in the library. At around the same time, | joinedtady group at the Centre for
Communication Technology at the University of Malfde group met on a
weekly basis for three years. In this group, disturss and research focused on
instructional design and learning theories. | beedascinated by the ongoing
educational debates and the research in the edoabfield. | had formerly
believed that teaching was only a matter of pergynaraits such as

enthusiasm, warmth, care and a sense of humouiciShank, Jenkins and
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Metcalf, 2003; Thompson, Greer and Greer, 2004thWhis newly gained
knowledge on learning theories, | could refine ragching in the classroom,
improve my innovative independent learning practiod share my ideas about

teaching and learning with the teaching community.

1.3.4 A move to online collaborative learning

In the late 1990s, | had also joined an onlineséist group (DEOS), where
online discussions focussed on instructional desigd distance learning. It
was here that | read about ‘learning managemenesgs (LMSs), now more
commonly known in Europe as virtual learning enniments (VLES). |

immediately had the feeling that a VLE was idealdollaboration.

| was pleased with the students’ independent lagrperformances in the face-
to-face library environment. However, feeling eamiastic and excited to use
the VLE for collaboration, | set up a VLE for mydents. This, in 1999, was
my first experience of conducting a blended leaynoourse where online-

learning complemented face-to-face class learning.

The VLE was a trial version of Blackboard, which 1899 was available
indefinitely (currently it is available for one mitw). At the time, 65% of the
class had a computer and 30% had Internet accéssred. The IT department
at the College made their computer laboratorieslaia for my students. |
immediately became aware of the potential and hisnef the VLE for

learning. Some of the students seemed to be tatongol of their learning.

Their learning was no longer limited by what thadeer wanted to teach them.

| became intrigued by this new experience and whatdeexplore further. My
first investigations, were comparative in natur@mearing face-to-face
learning with blended learning (Role, 2001). Withie limits of my class, |
experimented and reflected on course design. €disd a continual refinement

of the online component of the course.

1.3.5 Sharing my experiences
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| discussed my experience in the study group atithigersity and delivered a
paper (Role, 2001) about the students’ online-legrrexperience at the
Variety of Teaching Chemistry Conference at Thewdrsity of Lancaster
(2001). At the conference, | became aware thatpedéent learning might not
be the best term to describe this mode of learnBgme people were
associating independent learning with student iedldearning. My students
were learning independently of their teacher in treglitional ‘transfer of
knowledge’ sense, but this innovative mode of Ieeynemphasised
interactions amongst students. In 2002-2004, |h&rgd my studies in e-
learning pedagogy through participating in a Mastprogramme at the
University of Sheffield. In my thesis | designethplemented and evaluated a

first online course for adults working in a corpara (Role, 2004; Role 2009).

Convinced of the benefits for learning | have beduring the past years,
sharing my experiences of integrating online-leagniwith face-to-face
classroom learning and promoting this mode of dengkarning. | delivered
some academic papers (4) at conferences, and lmatewli to international
projects on technology, namely lkarus (2004), Arit (2006) and PAVE
(2007). I have been giving talks at various edoceti meetings in Malta and
for several years, | have been teaching (part-tioméije-learning pedagogy at

the Faculty of Education at the University of Malta

1.4 My current pedagogic approach

Year after year, students start my course expettaditional learning methods
such as teacher’'s handouts, and to work indivigitalough problem solving
questions in class and at home. Generally, | fivad students are also reluctant
to use their text-book or other resources for lie@rn Nevertheless, | have
been determined to replace the cultures of passaraing, individual learning
and competition (Section 1.1.2.1; 1.2.1), by sekded learning and
collaborative experiences. My current personal gedg has been shaped by a
perspective gained from my actual experiences apdasted by theory. It has

been enriched by my enthusiasm to research andhneations.
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The online environment provided the potential fggace and time for
discussions, collaboration and support which wereavailable in the Junior
College classroom. It also could provide resoufoedearning, in addition to
the students’ textbooks. | believe that the innimeainmodes of learning are

more beneficial and enjoyable to my students.

| believe that true learning gives rise to cre@yivand that knowledge is
constructed in the mind of the individual. Whatléarnt depends on prior
knowledge and thus students have to be exposegpirtoinities to be able to
understand what they know, to re-enforce or residand to resolve their
cognitive conflicts. Hence, | value and see gbesatefits if learning occurs in a
social context (Vygotsky 1962), where students d¢areeach others’ learning
and where they accommodate new concepts as theg stheas, discuss,
reflect, resolve individual cognitive conflict amth-construct their knowledge
(Gunawardena, Lowe and Anderson, 1997).

1.5 Evolving interests

In the mid-2000s, most of the research in e-legrmiocussed on course
description, comparison studies (Lynch and Demb@04®, practitioners’

perspectives, course design (Conole et al, 200&)canrse evaluation studies
(Sharpe et al, 2005). Lipponen (2002) reviewed ribgearch on computer
supported collaborative learning and reported acggain research on how
students participate and on the consequencesfefafit types of participation
patterns. Sharpe et al (2005) called for studeciiged research.

As, year after year, | conducted online programneesupport face-to face
learning, | became intrigued by the students’ leymehaviours. The learning
habits of some online participants in the faceacefclass were changing. Yet,
not all students participate to the same extethénVLE. This raised various
guestions, such as:

* why do students behave differently in the VLE?;

* how does online participation change the studenteaners?
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| was further intrigued by the questions which weraerging, and by the
answers which | was anticipating. My curiosity gaige to the current study. |
wanted to explore and document the students’ espess of online
participation in an attempt to explain the obserebdnges in the learners’

behaviours.

1.6 This study

This is a case study where, | explored the onlixgesences of an A-level
chemistry class who were accustomed to traditideather-centred face-to-
face learning. The field research was conducted aperiod of two scholastic
years and consisted of a fourteen week exploragtugly (2006-2007) and a
thirty-two week main study (2007-2008) with a difat cohort of students.

The broad research questions which guided thisarelsavere:
* What are the students’ experiences of online-legfi
« What factors affect the students’ experiences?;
e How do the students change as learners?

Using a multi-method interpretivistic research imgufocussing on the
learners’ own expressions of their experience (@hat al, 2005b, Tobin
2006), | was able to obtain a deep insight into lihed experience of the
students (Schwandt, 1994). It seemed that somesrstsiadvere willing to use
the online setting; others were hesitant. Someestisdwere taking particular
roles in the online environment. Neverthelessjahanalysis of the emerging
data in the first phases of the research (Chaptee@essitated a refinement of
the research questions (Lincoln & Guba, 1985).

The research questions were eventually refined he following two
overarching questions and each research questisndivaled into two sub-

questions:

RQ 1: What were the experiences of students foligvan online collaborative

program in a blended learning context?

20



1.1 What were the online behaviour patterns of lgmners following a

blended course?

1.2 What factors influenced online behaviours blemded learning context?
RQ 2: What was the impact of these online expeesmn the learners?

1.1 How did online participation change the studexst learners?

1.2 What was the impact of online participationtioa learning identity of the

learners in the online and the face-to-face @lass

The above questions directed this research andiitieg of this thesis. The
research design evolved into a zooming-in approdatg was generated from
the whole class, but eventually, the study focused selected group of twelve

students.

The data produced a rich phenomenological desonpf the students’ online
and classroom experiences and gave an understaaflidiganges that were
occurring in learners and in the face-to-face céasthe students participated in
the blended learning programme. This study is efhgwvalue in the Maltese
educational sector, since, current educationalauar at all levels of education
are promoting learner-centred pedagogies and thegration of ICT in
classroom education (Section 1.2.1), includingube of VLESs.

1.7 The structure of the thesis

Chapter 1: This chapter described the setting hadcontext for this research.
It presented a picture of the education system ahtdvin the 2000s, the drive
of the authorities to promote e-learning and thek laf use of technology for
teaching and learning. It also revealed how my esgs and the development
of my pedagogic approach to teach chemistry lethitoresearch. It described
the drivers for this approach and how this reseadekeloped into an
investigation of student online behaviour and o timpact of the online

experiences on the learning identities of the sitgle

Chapter 2: This chapter looks at the literatureciworms the background to
this research. It is divided into three main paffike first part concerns the

nature of blended learning and collaborative leggniThe second part is a
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review of the literature on learners’ online expades and the factors and
learner characteristics which affect online pap@ation. Part 11l looks at the
literature on learning dispositions, which in mydt, were identified as key
enablers for online participation. This sectioncdisses also the relation

between learning and learning identities.

Chapter 3: In this chapter, | discuss my philosophassumptions and the
research methodology. | outline the research whadnducted as a case study
with an interpretive phenomenological approach gismulti-methods of
investigation to provide opportunities for triangtibn across the data sets. The
data generation methods are fully described togetita an account detailing
ethical and gain of access issues. The trustwaskinof the study, data

management and data treatment processes are stsgsid.

Chapter 4: In this chapter | analyse and presemtdéta from observations,
guestionnaires, student meetings and online dimssto show who the
students were before they started the online cowasd who they became
during the blended course. This chapter addredsesfitst research sub-
question 1.1 and 1.2 and concludes with a presentaif the students’
behaviour patterns.

Chapter 5: This chapter addresses the researchumsbions 1.2, 2.1 and 2.2. It
analyses and discusses the results, focussing nisinoa the data generated
from the individual interviews and triangulates tteta presented in Chapter 4.
The chapter is divided into two main parts. Infing part, the discussion takes
place within frameworks of online challenges fabgdhe students, of factors
affecting online participation and of online belawi patterns or groups. The
second part focuses on the changes in the studewiemic and positional

learning identities of a selected group of students

Chapter 6: This chapter highlights the outcomesthié research and the
contribution to knowledge. It discusses the limias of this research,

potential areas for future research and the imjptioa for practice.
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Chapter 2: A Review of the Literature

2.0 Introduction

The research questions (RQ1 and RQ2) and sub-quedil.1, 1.2, 2.3, 2.4)

directed the literature review:

RQ 1: What were the experiences of students foligvan online collaborative

program in a blended learning context?

1.1. What were the online behaviour patterns ofl&aeners following a

blended course?

1.2. What factors influenced online behaviours irblanded learning

context?
RQ 2: What was the impact of these online expeesmn the learners?
2.1. How did online participation change the stugdes learners?

2.2. What was the impact of online participationtie learning identity of
the learners in the online and the face-to-faass@

The literature review is divided into three mainrtpaEach part helped me
understand aspects connected with the studentgriexiges in this study and

address the research questions.

Part | explores the literature on the pedagogyedfettiveness of blended and
collaborative learning. This review was essentiaptovide an understanding
of the context of this research and of the imp&¢hese modes of learning on

the students’ behaviours.

Part 1l looks at the literature, which helped mealdeith the first two research
sub-questions, understand the different behavioltise students and consider
the factors affecting online participation. Parfdtuses on the online learner,

the online learning characteristics, skills andsstence in online courses.

Part Il concerns the literature on student leagraispositions and identities.
These areas of exploration emerged during the edabp analysis phase,
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(Section 3.11.2). The literature review in Partvi#hs valuable to address the
research questions 2.1 and 2.2 and to understandccdhcept of learning
dispositions. This part supported the analysisha&f transformations in the

online students as learners in the blended leas®gtighg.

Part 1

2.1 Innovative modes of learning

The students in this study experienced an innogatiode of learning which
involved changes from traditional face-to-face hexag to blended learning and
from an individualistic mode of learning to collahtive learning. | explored
the literature on blended learning, and the natfreollaborative learning
including the learning theories which underpin Tthis enabled me to

understand the impact of online collaboration adtudents’ behaviours.

2.1.1 Blended Learning

Blended learning is essentially a mix of instructibstrategies and deliveries
(Laster, 2004; Singh, 2003; Driscoll, 2002; Ca2é.0). A generally accepted
definition for blended learning does not exist (faoo, 2009; Oliver and
Trigwell; 2005; Sharpe et al, 2006; Graham, 20@8) other terms such as
hybrid learning (Woodworth, 2007), mixed mode I|@&agn (Pincas and
Saunders, 2003) and blended e-learning (Heinze,8)20are often

interchangeably used.
Heinze and Procter (2004) defined blended learasmigarning,

that is facilitated by the effective combinationdifferent modes of
delivery, models of teaching and styles of learnemgd founded on
transparent communication amongst all parties waelwith a
course.

Heinze and Procter, 2004, p.10
It is widely accepted that blended learning systerombine face-to-face
instruction with computer mediated instruction (Rowand Jordan, 2004;
Graham and Dziuban, 2008; Laster, 2004; Garrisoth Haughan, 2008).
Although Heinz and Procter (2004) studied settwgh a face-to-face and an
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online blend, they did not mention these in therdgdn, but gave importance
to the aspect of communication, which they foundeocrucial in the blended
learning experience (Section 2.1.1.4). Garrison ¥adghan (2008) describe
blended learning ‘as the thoughtful fusion’ of fdoeface and online
experiences.

The basic principle is that face-to-face oral comination and

online written communication are optimally integ@isuch that the

strengths of each are blended into a unique legm@perience
congruent with the context and intended educatipogbose.

Garrison and Vaughan, 2008, p.5.

Thus blended learning may be considered as an aqipto course design that
brings together the best of both face-to-face amth® instructional strategies
(Rovai and Jordan, 2004; Bourne and Seaman, 200Brecht, 2006;
Eduviews, 2009; Mitchell and Honore, 2006; Garriaod Vaughan, 2008).

2.1.1.1 The Blend

Blended courses may differ in the mode of dejive/arious models of
blended learning have evolved in educational utihs. These may differ in
the ratio in the blend, and in the mode of delivéfgr example, Allen and
Seaman (2006) distinguished between three typeswkes according to the
percentage of the online and face-to-face compsné€hable 2.1). They
considered a course to be blended if the onlinepoorant forms more than
30% and less than 80% of the whole programme.

Table 2.1. The percentage of the online compomeeach course

Type of course Online Component
Online More than 80%
Blended Between 30% and 80%
Web-enhanced Less than 30%

The Program in Course Redesign (The National Cefmer Academic
Transformation, 2005) identifies three basic modefsblended learning:

supplemental (enhancement), replacement and ennponodels.
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In the supplemental model, the traditional facdaime meetings are maintained
and supplemented with out-of-class online actisitiaffording an active
learning environment. In the replacement model fdoe-to-face meetings are
reduced and replaced by interactive online learninghe emporium model,
traditional lectures are eliminated, and the studeses online learning
technologies in a computer laboratory supported fge-to-face teacher

guidance.

One blended learning experience is different tottzem since courses do not
only differ in the ratio and mode of delivery, balso in the composition

regarding the selection of learning tools and leayactivities.

Garrison and Vaughan (2008) presented six blendathing exemplars of
courses based on the replacement model and shawee@dch scenario made
use of different tools and learning methods in bibth face-to-face and the
online setting to address specific learners’ nemus to achieve the intended
learning goals. For example in small class coursassustained online
community of inquiry that extends beyond limiteasdroom opportunities’
(Garrison and Vaughan, 2008, p.72) is created.hla tase, inquiry and
discourse replace some of the face-to-face lectlitgs gives the teacher more
time to engage in student discourse and feedbatlstaidents have more time

for active learning.

Dziuban, Hartman and Moskal (2004) emphasised that pedagogical
approach to learning is of greater significancenttree ratio or composition of
the blend. De Freitas and Jameson (2012) also kexhdnat e-learning is less
about delivery and content and more about soci@ractions and cultural
context. The blended learning environment in tleisearch was based on the
supplemental model and used a virtual learning renment (VLE) as the
technological medium in the blend. Section 2.1distusses the pedagogical
affordances of a VLE in terms of communication anteractions. The

following section discusses the pedagogical appreséor blended learning.
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2.1.1.2 An approach for Blended learning

Although, blended learning offers a design approalsareby both face-to-face
and online learning are facilitated by the presesfagach other (Conrad, 2005;
Garrison and Vaughan, 2008), Heinze and Proctedg@nd Garrison and
Vaughan (2008) argued that blended learning is aaasimple matter of

combining face-to-face and online instruction.

Carman (2005) drawing on the work of Keller (19B1pm (1956), Gagné

(1987), Merrill (1994) and Clark (2002), suggestiide components as
important elements of a blended learning proces®iporate learning: (1) live
events which instil motivation; (2) online contemhere learners work at their
own pace; (3) collaboration, where learners leagether and from each other;
(4) assessment which makes learners aware of Whgthave learnt; and (5)
just-in-time reference materials, which enhancenieg retention and transfer.
The same elements with greater emphasis on codibormay be applied for
blended learning in academic learning. In fact, &o&nd Jordan (2004)
viewed blended learning as a method emphasisingeatgarning through

collaboration and social construction of undersitagqndThis is also clear in the
approach illustrated by Dzuiban, Hartman and MogR#&l04), where they

described blended learning as a redesign of thrugi®nal model involving:

e a shift from lecturing to student-centred instrontiin which the
students become active and interactive learneb®fin the face-to-face

and the online components;

* increases in interaction between student-teachadest-student and

student-resources;
* integrated formative and summative assessment mischs.

Some authors suggest that blended learning mawy lmpportunity to change
traditional learning pedagogies (Bonk and Kim, 2086éhofield, 2006; Kozma
and McGhee, 2003). Bonk and Kim (2006) suggestatlithblended learning,
the socialisation and learner-centred practiceth@ online setting induce a

pedagogical shift in the face-to-face medium.
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Findings from a study of four teachers, who taugggarate online and face-to-
face courses, by Scagnoli, Buki and Johnson (20f)gested that the
experiences acquired by teachers when teachingegrproduced changes in
the perceptions and understandings of online legrwihich may have resulted
in changes to the face-to-face teaching practicBise researchers concluded
that the transfer is more likely to occur when teacher is satisfied with

working in the online environment, and when thesesimilarity between

content and context in the online and the faceat®fcourses.

2.1.1.3 The effectiveness of blended learning

Bourne and Seaman (2005), and Vaughan and Gar{Zifi6b) argued that
blended learning, if appropriately designed, is eneffective than traditional
classroom learning. Several comparison studies H@een carried out to
demonstrate the effectiveness of blended learmsngoapared to face-to-face

learning and fully online courses.

Many studies contrasted fully online and face-twefaourses. Most indicated
that learning outcomes for online students arelamto those of students in
traditional classrooms (Bernard et al, 2004; Zhaal,2005; Talent-Runnels et
al, 2006). Layton (1999) reviewed the work of RUls¢#999) who had
catalogued 355 studies from 1928 to 1998 and faundignificant difference
in terms of learner’s success between face-to-feaming and learning using
technology. Talent-Runnels et al (2006) reviewedesal online courses and
concluded (1) that learning in the online environingan be as effective as in
traditional classrooms and (2) that online learrimgffected by the quality of
instruction. Moreover, some other studies have shthat learning outcomes
for online students are superior (US Departmeridiication, 2009; Allen and
Seaman, 2010; Goldman et al, 2003) to those ofttatace learning.

Recent research (US Department of Education, 2@b@&a and Bidjerano,
2011) has shown that learners in blended learnmgses outperform their
counterparts in fully online and face-to-face obsss Blended learning in
graduate courses has been reported to result inshadent (Dzuiban, Hartman
and Moskal, 2004; Moore, 2004; Albrecht, 2006) &sacher (Vaughan and

Garrison 2006b, Bourne and Seaman, 2005) satisfeictilearning.
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Dziuban, Hartman and Moskal (2004) looked at attritrates and success in
students’ results in blended learning courses fperod of seven years and
reported consistent findings which showed that ddehlearning increased
student learning outcomes while it lowered attnti@ates in comparison to
fully online courses. They also provided evidenat tblended learning was
comparable to and in some cases more effectiveaming than face-to-face
courses. They argued that in blended learning tHecteveness and

socialisation opportunities of the face-to-facesslaare combined with the

active learning possibilities of the online envinoent.

Face-to-face classes in traditional teaching areegdly characterised as
passive (Petress, 2008); however, the face-to $ating seems to play an
important role in blended learning processes. Gb(2805, p.9) in a study of
17 adults in a two-year part-time blended mastegarse, found that when
online learners had an opportunity to meet fackte; they reported ‘an
enormous surge in connectedness and satisfactitntiae program design’.
Garrison and Vaughan, (2008) argued that in blerldacthing, face-to-face
interaction has significant advantages in the eatigges of community
building and in establishing trust to support dodleation. They viewed the
face-to-face classroom experience in a blendednilegr programme as
collaborative before it is reflective and saw iteesgth in its spontaneity; on
the other hand, online learning is reflective befdr is collaborative, with

strength for opportunities for reflection and rigou

Rovai and Jordan (2004) examined how a sense ofmewnty differed across
fully traditional, blended and fully online coursé&hey provided evidence to
suggest that blended courses produce a strongee séncommunity among
students than either traditionally or fully onliceurses. They suggested that
the face-to-face component in the blend may conmgien®r some of the
disadvantages of fully online courses (Rovai andlawo 2004). The latter can
generate misunderstandings due to a lack of speotsn interaction in
asynchronous communication and of non-verbal sauigs, such as facial
expressions and voice inflection (Rovai and Jor@804; Nyugen, 2010). Yet,

the asynchronous online discussions promote refeeaiteraction which was
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unlikely to happen in traditional face-to-face enmments (Sengupta, 2001,
Rovai and Jordan, 2004; Kirkwood and Price, 2005).

Rovai and Jordan (2004) argued that blended legrfocusing on student
centred approaches, interactivity between studetdgacher, content and
resource tools reduced the feeling of isolationclwhivas thought to be the
main factor (Haythornthwaite et al, 2000) respolesitor the high attrition
rates reported in fully online courses. In fact, rida (2000) reported that
students, in fully online courses, experiencedidalfty in adjusting to the
structure of fully online courses, in managing thé&ne and in maintaining
self-motivation. The face-to-face component in dksh learning also reduced
the frustrations and anxiety felt by online studewho were less self-directed
(Section 2.2.3) and needed frequent direction asttuction. The ALN report
(2004) also suggested that blended learning atkevideelings of isolation,

anxiety and frustration in learners.

Heinze and Procter (2004) investigated blendeadhiegrsettings in graduate IT
adult part-time courses, and found that commuraoaéimongst students and
between students and the teacher was a cruciakateémthe blended course.
Communication was both a challenge and an enalderfdcilitating a

successful blended learning course. They presemtesimmunications model
which shows that most efficiency is achieved onlore discussion boards,
whereas maximum efficacy is achieved in the fae@te class. Heinz and
Procter (2004, p.8) argued that the former can bhieged through

encouraging students to support each other thrdiggtussion boards, leaving
the resolution of the more challenging issues &fttte-to-face sessions with

members of staff.

In a study of 723 college students, Shea and Bid®(2011) concluded that
students in blended learning courses perceive tveir learning as better and
feel more effectively and socially connected tartpeers as compared to fully
online courses. They also found that the interactievels significantly
contributed to the learners’ perceptions of sopi@sence in terms of open
communication. The authors had indications that tiended medium

supported high levels of critical thinking.
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Davis and Linn (2000) conducting studies which exgdl reflection,
concluded that students who articulate their thtaighd confusions, are better
able to note areas where their own understandimgcisng and to engage in
knowledge integration. Garrison and Vaughan (2008ued that, the online
environment makes a permanent record of thinking.

The reality of the face-to-face classroom is thaicim of the

discussion becomes vapour. On the other hand,catini the

written discourse of the so called ‘virtual’ onlis&assroom offers

permanency and perhaps more opportunity for reflectand
rigorous thought.

Garrison and Vaughan, 2008, p.48
The authors conclude that it offers an opportufotyfurther reflection and an
increased awareness of an inquiry process. The seotion discusses the

pedagogic affordances of a VLE.

2.1.1.4 The VLE: A medium for interactions

According to Laurilliard (2002) a VLE is a spaceiarhin terms of learning,
could provide anything which a real campus can igevlit is a store for

databases, lessons and presentations, but moretamhpit is

* a communicating medium with tools such as synchuenehat,

asynchronous discussions, wikis and blogs;

* a collaborative medium for projects, problem sajvattivities, debates

and discussions;

* an evaluating tool affording assessment for legrnin

Thus, VLEs are environments which manage onlineraations (Brown, 2010)
and support networked learning, i.e.,
Learning in which information and commuation technology
(C&IT) is used to promote connections: between leaener and

other learners, between learners and teachersgbéeta learning
community and its learning resources.

Goodyear, 2001, p.9
Ainley and Armatas (2006, p.385) wrote that a VLEalles students to
construct knowledge and understanding through f@pguestions, reacting to

questions and ideas generated by other studerttge#lacting on their ideas’.

31



It has the potential to make thinking visible andstaffold the development of
shared knowledge. Reviewing several studies reggridiarning from VLES,

Ainley and Armatas (2006) concluded that motivagioiactors such as
curiosity, interest, anxiety, enjoyment in workimith others and achievement

goals are important influences in the learnerg)oesiveness in the VLE.

Through technology such as the VLE, learners apgiged with a vast range
of opportunities for learning, communication anteraction. This implies that
blended learning incorporating face-to-face leagnand a VLE, affords a
learning design with possibilities to cater for amdmotivate students with
different learning styles (Sankey, Birch and Gaedj2010).

The following section discusses the availability t#chnology and its

appropriate use.

2.1.1.5 Technology and its appropriate use

As previously discussed in Section 1.2.5, the abdity of technology does
not guarantee its appropriate use in institutidhss claimed that e-learning
improves the quality of learning, access to knogéednd the development of
learning skills (Alexander, 2001; Johnson and Dy605; HEFCE report,
2009/2012) and, transforms passive learners intiweatquirers (Zhao, Lei
and Conway, 2006; Petress, 2008). It was hopedcthatdling technology with
pedagogical concepts would create effective leacbatred environments

which would enhance learning outcomes (Lynch, 1888hanna, 2004).

An oft-repeated message is that technology is aatrive the pedagogy, but
the latter must provide the lead (Fetherston, 2@unk and Graham, 2004;
Kirkwood and Price, 2005; Hung, Chen and Wong, 20Dé Freitas and
Jameson, 2010). Studies have shown that some teacdeetraditional teacher-
centred practices in both the face-to-face andothiene components of the
blend (Jenkins and Healey, 2005, Armellini and 3or#908, Ertmer, 2005,
Ertmer and Ottenbreit-Leftwich, 2010). McConn&00Q0) and Taylor (2000)
called for teachers and online learners to re-taterthemselves when they use

technology-enhanced environments.
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In a study by Webb and Cox (2004), it was foundt e factors which
affected pedagogical practices when teachers eshddlogy were:

» the students’ behaviours as influenced by theorgthowledge, beliefs

and values;

» the teacher’s pedagogical reasoning based on $eliefues, ideas and

knowledge;

» the teacher’s belief about the value of technolégy learning and

knowledge about the affordances of the technology;
» the affordances of the technological tools.
Studies by Ertmer (2005), Luke (2006) and Lawlesd Rellegrino (2007)

indicated that the teacher’s belief about the valfiegechnology for learning

was considered to be of prime importance in infbileg pedagogical practices.

As indicated by Web and Cox (2004) and also by Mu@d (2000) and
Taylor (2000), the beliefs and values of onlinerheas also contribute to

pedagogical practices. Studies have shown that@fdarners require:

to change many of their traditional learning expgohs (McConnell,
2000; Taylor, 2000; Role, 2005);

» to understand that former successful learning amtres may not be
effective for learning in the blended environmeérdaylor, 2000);

* torelearn how to learn (McConnell, 2000);

» to stay actively engaged and connected during these (Dzuiban,
Hartman and Moskal, 2004).

The response of some students to technologicalgmred learning is
discussed further in Section 2.2.4.

Collaborative learning was meant to be the cruthefstudent experiences in
this research. The next section provides a dedpratanding of this learning

process.

2.1.2 Collaborative Learning

In this research, | was concerned with studying ithpact of collaborative
learning design and process on the students’ expmes and interpret the
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students’ experiences of collaborative activiti@dus, understanding the
concept of collaborative learning had a great S§icanice for my work.

2.1.2.1 A definition for collaborative learnirg

Collaborative learning is broadly defined as ‘aaiiton in which two or more

people learn or attempt to learn something toggtfieilenbourg, 1999, p.1).

The term has been interchangeably used with coatiperlearning, as both
terms present a certain amount of overlap in tihe&anings (Borges and
Baranauskas, 2003; Panitz, 1999). In fact, eamverk on collaborative

learning tends to show less distinction betweenténms (see Davies 1989,
McConnell 2000; Johnson, Johnson and Smith, 19913. generally argued

that in collaborative learning the focus is on fnecess of working together,
whereas in co-operative learning, the focus is e groduct (Myers, 1991,
cited in Panitz, 1999). Other terms, including edlive learning, peer learning,
reciprocal learning, team learning, study circiady groups, and work groups
(Davis, 1993; Littleton and Hakkinen, 1999) arenalsed.

Rochelle and Teasley (1995, p.70) defined colldimraas ‘a coordinated
synchronous activity, that is the result of a coéid attempt to construct and
maintain a shared conception of a problem’. Caltabve learning, therefore,
emphasises the shared understanding of a problego{R1990; Borges and
Baranauskas, 2003), the construction of meaningugir interaction with
others and a joint commitment to a shared goatlé€tdn and Hakkinen, 1999;
Benson, Noesgaard and Drummond-Young, 2001) Thepects are also
highlighted by Salomon and Globerson (1989), Crd®94), and Dillenbourg
(1999) who add that the sharing results in a gragu@aving interdependence

of mental processes of the participating members.

Collaboration is an instructional strategy whereugr participants take part in
a task, explore each other’'s ideas and negotiagestiutions (Scrimshaw,
1993; Biott and Easen, 1994; McCormick, 2004; Dnils2004). Each member
contributes, with the intent of improving the leag accomplishments of
others and thus, the group’s collective learningrisater than the sum of the
parts (Driscoll, 2007). Within the group, thereaisonstant negotiation of roles

and relationships (Edwards and Jones, 2003). Goldion may also involve
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social marking (Light and Perret-Clermont, 1990ptBiand Easen, 1994),
where students learn in interaction with more kremgeable peers. This will

be discussed further in Section 2.1.2.3.

In the classroom, collaborative learning is a stixentered system where the
task may be set by the teacher, but the authawtypership, responsibility and
control of learning are transferred to the groupni, 1999; Mason 1994;
Downing and Holtz, 2008). The teacher is availafile consultation, to
facilitate and assess the learning process. Bryff®85) remarked that for
successful collaborative learning practices, thacher’'s philosophy on

learning becomes crucial.

In contrast, cooperation is viewed as any indepetndetivity where students
help each other but do not share mental processesath a common goal
(Scrimshaw 1993; McCormick, 2004; Dillenbourg, 129Banitz (1999) and
Downing and Holtz (2008) considered co-operatiariang in the classroom
as a structured and closely controlled teacherecedt system, where the
teacher maintains control at each stage of theegsoby setting the problem,
giving additional information, and guiding the stmtls towards the end
product. Brufee (1995) considered the two appraadcse a continuum, and
suggested that students become capable of collamolaarning after they

have gained experience through co-operative legrnin

2.1.2.2 Theories of learning

Well known learning paradigms used in the designinstruction include

behaviourism, cognitivism and constructivism. Oraggaigm made way for
another when anomalies arose and could only beddly the development of
another paradigm (Kuhn, 1962). Behaviourism and nitmism, regard

knowledge as external to the learner and the actleafning as an
internalisation process. Behaviourists (Thorndik&13; Watson, 1913; Pavlov
1927; Skinner, 1940/1950) concentrated on the whbéx behaviour of
organisms and environmental events and not on fnprdeesses. Learning is
considered as a change in behaviour in the leaBeraviourism eventually
led to developments of programmed instruction imtldeoks, classroom

teaching and computer managed instruction (AlessiTaollip, 2001).
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The prevailing view of cognitive development thesri(Schuell, 1986) was
that learning was basically an individual procestere an individual was

motivated to undertake activities which producetividual results.

Bandura’s (1977) social learning theory puts fodvtrat people learn from
observing one another, from the attitudes and fiteemoutcomes of behaviours.
In other words, learning occurs through modelling amitation. This theory is
often considered as the bridge between the behasficuand the cognitive
paradigms as it encompasses brain function (ceggnit) in the formation of

images which are later reproduced (behaviourism).

In constructivism, learners are actively constngtknowledge and creating
meaning (Siemens, 2004). They construct their owmbjestive representation
of objective reality, and the new information isked to prior knowledge. Thus
knowledge and understanding are not acquired pagsibut in an active
manner through personal experience and experiergarning (Von
Glasersfeld, 1987; Fosnot, 1989; Driscoll, 2000).

Social-constructivist theories are variants of ¢artivism, where learning is
viewed as a social process. Social constructivisn concerned with
development not only of individual knowledge andameg but of shared
meanings within a community. The learning evenigiving collaboration,
which formed the context of this research, are as#d in the socio-
constructivist paradigm. The next section discusisegsheories which relate to

collaborative learning.

2.1.2.3 A theoretical approach to collaborativéearning

This section discusses different constructivististiceoretical approaches
which underpin collaborative learning and the wofksome researchers, e.g.,
Bruner (1971), Gunawardena (1997) and Lave and Wfe(i®99), who also
contributed to the understanding of collaboratearihing theory. Dillenbourg
(1999) discusses the socio-theoretical approackegll a socio-cognitive
approach, (2) a socio-cultural approach and (3) isrilbuted cognition

approach. The socio-cultural and the distributegh@mn approaches are about
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a joint creation of knowledge as opposed to anviddal creation of
knowledge depicted in the socio-cognitive approach.

(i) A socio-cognitive approach

The socio-cognitive constructivist approach is base Piaget's theory (1969)
and focuses on the individual mind in a social eghtPiaget perceived that
development preceded learning, i.e., learners rbestcognitively ‘ready’,

before being able to perform certain kinds of tasksachieve a particular

understanding.

Piaget (1969) described knowledge as organised amptex cognitive
structures called schemata. Peer collaboration oint jproblem solving
activities is seen in terms of creating and resgj\éognitive conflict where the
‘different views that individual peers bring to wrdtanding an idea or concept
create the conditions for each individual to rethirand construct
understanding’ (McCormick, 2004, p.163). Learners different levels of
cognitive development or learners on the same laital differing perspectives
are able to engage in social interactions that lemadcognitive conflict
(Lipponen, 2002). This creates a state of disdguuim, i.e., a cognitive state
of confusion, dissonance or discomfort. The indmald adapts the new

knowledge.

Adaptation includes assimilation which is the figi of new knowledge in
existing schemata and accommodation. This invdlvesdjusting of schemata
to fit in the new knowledge. A given level of indiual development allows
participation in certain social interactions whigtoduce new individual states
which in turn make possible more sophisticated adateraction and so on.
The promotion of individualearning through collaboration leads to individual

construction of knowledge.
(ii) A socio-cultural approach

The socio-cultural approach is based on Vygotsk{/896-1934) perspectives
and focuses on social activity as the basic unaralysis. Vygotsky's theory

emphasises that all cognitive functions can beampt as products of social
interactions. Learning is not simply an individymbcess, but the process by
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which learners are integrated into a knowledge camty. Vygotsky’s social
development theory argues that social interactiod #earning preceded
development. Learners internalize thought procegbes occur through
interaction with the social environment. Elementamgntal functions are
changed into higher mental functions with the u$em@diators such as
language and other symbols. Vygotsky believeddffatt and intellect are two

mental functions which are inseparable (Levykh,800

Vygotsky (1978) describes two developmental levéts explain the

internalisation process: (1) the level of actualedepment, which is the level
at which the learner is capable of solving problenmiependently and (2) the
level of potential development which is the levsttthe learner is capable of
reaching under the guidance of teachers or in looti&tion with peers. The
zone of proximal development (ZPD) is the distabetween a student’s
ability to perform a task under an adult’s guidancevith peer collaboration

and the students’ ability of solving the problerdependently.

In the context of this research, the concept of2R® can be applied both to
students interacting in joint problem solving tasksl also to students solving
problems with the help of the teacher or more keolgeable peers. In both
cases, the learner or learners use mediating tatgguage, the more
knowledgeable peer or the problem solving partnergichieve higher mental
functions to form new psychological systems — neuatdions (Levykh, 2008).
These systems become internalized and part of éamérs’ ‘independent
developmental achievement’ (Vygotsky, 1978, p.9he ZPD shows the
developmental stage which the learner had, theedteaf the learner achieves
with assistance and a vision of the next stage hwthie learner can achieve
with further assistance. The greater the learngPD, the greater is the
learner’s potential for learning and the greatethis learner’'s opportunity to

benefit from collaboration (Levykh, 2008).

Levykh (2008, p.125) interpreted Vygotsky’s notimithe ZPD as ‘a synthesis
of intellectual and emotional functions - a zoneirkllect and of positive

emotions from all the concerned parties.
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For Vygotsky, the question is not how a learneravels in a
group, but how the group creates mental functiareslearner.

Levykh, 2008, p.125.

The more knowledgeable students exhibit care anatienal openness about
the students’ learning. Consequently, the learrd@sgelop trust, interest,
appreciation and enthusiasm regarding the subjBoe learners’ positive
relations allow them to feel safe to pose questidosrust the knowledge-
mediators and to develop an interest in the subjectafe and emotionally
positive collaboration in the ZPD pushes the leasniirther intellectual and
emotional development towards its highest levelusTaffective engagement
maintains a successful and dynamic ZPD, and isitecatr motivator for

learning.

Similar to Vygotsky (1978), Bruner (1971) emphadidbe importance of
social factors in cognitive development especitlly role of language, social
interaction and experience. Bruner (1985) viewsrnieg through social
support in terms of ‘scaffolding”. One learner deps his understanding with
the help of someone who is more knowledgeable. toe#ly the learner will
become more competent and may not require any mmaaéolding in the
circumstance. Light and Perret-Clermont (1990) ubedterm social marking
to describe the learning occurring when a studaietracts with other learners

who are more knowledgeable.

(iif) The shared or distributed cognition approach

This focuses on the social plane, where emergardegions are analysed as a
group product (Dillenbourg et al, 1996). A groupnie a single cognitive
system. Dillenbourg et al (1996) explain that tlapproach is ‘deeply
intertwined with the situated cognition theory (ea988; Brown, Collins and
Duguid, 1989) where the environment with both agitsl and a social context

Is an integral part of cognitive activity.

Lave and Wenger (1991) presented the Communityraftlee concept as a

process of social learning which occurs when pebale a common interest in

a subject, collaborate over a-period of time, shdeas and strategies, solve

problems and build innovations. When people talledch other they share
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images and perceptions and negotiate meanings. rasudt of this they may

reach consensus as to what they believe or unddrsta

Lave and Wenger (1991) elaborated on social legraimd put forward the

notion of legitimate peripheral participation (LPRyhere novice learners
initially stay at the periphery of the negotiatitable to learn from the old-
timers at the core of the community. AccordingLve and Wenger (1991,
p.95) ‘an extended period of legitimate periphéyaprovides learners with
opportunities to make the culture of practice tieilave and Wenger (1991)
describe a learning community of practice as aadid’ set of actors:

newcomers, persons who are relative old-timerstecomers, and old-timers,
who have been there for longer periods. Noviceshlaathe peripherality and
gain knowledge and experience (Lave and Wenger]l)19%s they become

more competent they move towards the centre ofdn@munity and gradually
undertake the responsibilities of the professioffairbanks, Freedman and
Kahn, 2000). Learning is thus a processatial participation. Wegerif (1998)

proposes a conceptual framework applied to asymclu® conferencing where
successful students move from feeling outsidergntaders in a learning

community. Some students find the threshold diffita cross. Teachers or
more knowledgeable peers model behaviour, proviggpat, and draw in the

students feeling as outsiders to the community.

Gunawardena, Lowe and Anderson (1997) investigatatl analysed group
interactions. They concluded that in collaboratiearning, knowledge is

constructed within the group by means of exchamgesng participants. The
participants create new personal constructions nmwkedge as a result of
interactions within the group. The researchers @eg the process to a
patchwork quilt: the contributions by each partaip during the learning

experience formed the patches, which were heldhegéy ‘interactions’. The

pattern of the whole quilt represented the co-coostd knowledge. The
knowledge or pattern on the quilt existed regasligsether parts of it or all of
it was assimilated by each participant. Finallythaligh co-construction of
knowledge occurred involving all participants, papants took their

individual construction of the pattern which retiett the pattern established in
the whole quilt.
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2.1.2.4 From individual learning to CSCL

According to Driscoll (2004), online collaborativearning promises to turn
passive participants into active learners as cotion can overcome many of
the complaints of boredom and loneliness. Combiwimigne and collaborative
learning results in meaningful, collaborative amoss-cultural interactions
(Liu, Lavelle and Andris, 2002), offering studempportunities for a socio-
constructive approach to learning. Online collabeealearning in the form of
asynchronous discussion-based learning and probtdwng activities offers
several advantages. It breaks the physical anel tastrictions of college due
to the anytime, anyplace usage (Driscoll, 2002;pbipen, 2002; Hiltz and
Arbaugh, 2003; Al-Mahmood, 2006; Goodyear, 2006&).dfscussed in Section
2.1.1.4, the asynchronicity of the e-tools allovigdsnts to reflect on their
ideas and those of other students. It allows shasinresources and students
are able to discuss and resolve their conflictough zones of proximal
development which become established. The mediuvesas a depository of
ideas and can function as a collective memory fdeaning community,
recording the history of knowledge constructiongasses for revision, further
reflections and for future use (Lipponen, 2001;rsan and Vaughan, 2008).

There is evidence that despite the benefits andrdadges of collaborative
learning and online learning, computer-supportedlaborative learning
(CSCL) has encountered problems. Some of these mventioned in Section
1.2.5. Students have also offered resistance tm ldmough CSCL. This is

discussed in Section 2.2.1.

2.1.3 A model for blended learning

Clark et al (2008) remarked that benefits fromuke of new technologies are
enjoyed when they are implemented in course desay aligned with
cognitive learning processes. Models for onlinelatmrative learning or
blended learning proposed by several authors piinthe importance of
community building strategies as much as to thenitiwg aspects of the course
(Salmon, 2000, 2002; Garrison, Anderson and Arc2@00 ; Palloff and Pratt,
2009; Lehmen and Conceicao, 2010; Rovai 2002; teearm Procter, 2006;
Tsai et al, 2008).
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Garrison, Anderson and Archer (2000) developed receotual model called
the ‘Community of Learning and Inquiry model’ fosyachronous online
discussion. This model supports the formation ¢éaning community, and
postulates that deep and meaningful learning esuien there are sufficient
levels of three component presences: social, aegraind teaching presences
Garrison and Vaughan (2008) applied this modellémded learning (Figure
2.1). Shea and Bidjerano (2011) used the Commuofitinquiry model to
understand and compare the value of the presend#erided and fully online
environments. Each of these presences, also coedideucial for learning by
other authors, e.g., Vygotsky (1978) (See Sectidn22), Salmon (2000),
Palloff and Pratt, (2007), Pelz (2004) are discdidssow.

Community of Inquiry

Supporting
Discourse

SOCIAL
PRESENCE

COGNITIVE
PRESENCE

Setting
Climate

Selecting
Content

TEACHING PRESENCE
(Structure/Process)

Communication Medium

Figure 2.1. Community of Inquiry FrameworlSource: Garrison and
Vaughan, 2008, p.18.
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2.1.3.1 Social Presence

In Section 2.1.2.3 (ii), | discussed Vygotsky’sinatthat emotions are crucial
to establish and maintain the ZPD. Levykh (2008)asked that it is crucial to
establish an encouraging and trusting emotionalr@mmentat the beginning
of the learning process. Current studies confiremdbncept of social presence
as a critical element in online community buildiwhich ensures a safe and
comfortable place for learning — a place where estisl are able to express
themselves socially and emotionally (Garrison andekson, 2003; Palloff and
Pratt, 2007; Caspi and Blau, 2008).

Short et al (1976) defined social presence as duyeg of salience between
two persons using a communication medium; the baites of the online
medium were thought to determine the degree ofldped social presence.
However, Gunawardena (1995), Garrison, AndersoAréher (2000), Preece
(2000), Palloff and Pratt (2009) argued that thenenmedium provides only
the affordance for socialising and that particip@ehaviour has a greater
impact on the development of social presence tHan medium. The
participants themselves create a social space avgbnse of belonging to the
online community (Gilroy, 2001). The extent of si@resence depends on the
extent of interaction and vice versa (Stein and $tfeet, 2003; Shea and
Bidjerano, 2011). Caring relationships are promaedearners post personal

stories, caring talk and humour (Comstock and BE895).

Palloff and Pratt (2009) described social presexscéhe ability of a person to
feel as a real person in the online environmentri€m et al (2000, p.94)
added more detail, describing it as the abilitgtoidents to project themselves

‘socially and emotionally’, in the online setting.

In the 5-stage model (Figure 2.2) for asynchrononbne discussion-based
learning Salmon (2000, 2002) indicated the impa#arof socialisation,
placing it at the second stage after familiarisatiath the technology tool. It is
one of the foundation steps for online learningiattions. The same stages
were also identified by Bermejo (2005) in an onlaréficial neural networks

course in electrical engineering.
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Figure 2.2. The Stage model for asynchronous discussion (Sal
2000) Source: Heinz and and Procter, 2004, p.2

Different authors focussed on different aspectssafial presence, namely
affective, cohesive, open communication, inter&ctind psychological (Table
2.2). Garrison (2006), Pelz (2004) and Lehmen andc€icao (2010) view
social presence from three perspectives, and @kethive importance to the
affective and the cohesive aspects as elementxca presence. The affective
aspect of online presence is indicated by the stiglability to show feelings
through words, symbols, and interactions whereas dbhesiveaspect is
indicated when learners feel a connecting expegiavith others and a sense of
belonging to the community. Garrison (2006) consdgpen communication
which reflects a will to trust. This is indicateg bsk-free expressions. Pelz
(2004) gives importance to an interactive aspecichvhs indicated by
acknowledging the postings of other students, waseteehmen and Conceicao
(2010) consider a psychological aspect. This iscatdd by a high sense of
telepresence (Kiousis, 2002) or involvement (ljst&gin et al, 2000), where the

learner forgets that he is sitting in front of aklebut projects himself into the
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virtual community. The technology becomes transpai@ the user (Lombard
and Ditton, 1997).

Table 2.2. The different aspects of social presence

Authors Aspects of Social Presence

Open

affective cohesive | 1inication

Interactive | Psychological

Garrison v v v
(2006)
Vaughan and
Garrison v v v
(2006)
Pelz (2004) v v v
Lehmen and v v
Conceicao i ) v
(2010) emotional social
Palloff and v v v

Pratt (2009)

Palloff and Pratt (2009) touched on the affectiveteractive and
psychological elements when they described therga@t of the online real
person as a learner able to create a mental piofutee other learners and to

deal with emotional issues in textual form in tmdiree environment.

Vaughan and Garrison (2006a) investigating socralsgnce in a blended
course for professional adults, found that the fesqy of affective and open
communication comments decreased, while group a@mmesomments

increased as the course progressed. Affectiveopett communication was
initially necessary to establish a sense of comtyuhut eventually, the group

became more focused on purposeful activities.

Social presence is a crucial element in onlineataliative contexts and has to
be established at the early stages of a coursen(®al2000; Palloff and Pratt,
2009). It helps the group to coalesce around a comgwal and in this way the
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community sustains itself. Since, it creates thedawmns for inquiry and
guality reflective interactions (Garrison, 200@)isi necessary for the existence

of the teaching and cognitive presences.

2.1.3.2 Cognitive Presence

Kanuka and Garrison (2004) defined cognitive preseas ‘the extent to which
learners are able to construct and confirm meathraugh sustained reflection

and discourse in a critical community of inquiry’.

According to the above authors, cognitive presesméd be visualized as the
exploration, construction, resolution and confinmat of understanding
through collaboration and reflection. The indicattor cognitive presence are
a sense of puzzlement, which trigger a search fdformation and
understanding. This is followed by information eanbe, connecting ideas and
application to new ideas (Kanuka and Garrison, 20@4the five-stage model
(Salmon, 2000) (Figure 2.2), cognitive presenceobexs evident in Stage 3,
where information exchange between students o@uddecomes established,
in Stage 4 where knowledge is constructed and ages6, where students

apply what they have learnt together in creativetexts.

2.1.3.3 Teaching Presence

Garrison, Anderson and Archer, 2000 referred tahieg presence as
‘the design, facilitation, and direction of cogwéiand social processes
for the purpose of realising personally meaninglmd educational
worthwhile learning outcomes’. Some authors reférte teaching
presence as the voice of the facilitator (Lehmeth @onceicao, 2010).
Pelz (2004) noted that both the teacher and th#ests can increase
teaching presence by facilitating the discussiomsl @y direct
instruction. The former includes identifying areaf agreement or
disagreement, seeking to reach understanding, egiog,
acknowledging, reinforcing student contributions,rawing in
participants into the discussions and promptingcudision. Direct
instruction implies presenting content and questiofocussing and

summarising the discussion, confirming understagdidiagnosing
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misconceptions and adding knowledge from diversecgs. In an online
course, creating the conditions to maintain teaghpresence is a
continual process. This ensures the postings tdatéfe discussions and

interactions.

As discussed above, the online component of a bteelarning programme
affords a social environment which supports leagrnfnsocial, cognitive and
teaching presences are established. These presdacekp in the online
setting and are established more quickly in a l#driéarning context, due to
the presence of the face-to-face medium (Garrismh\éaughan, 2008). The
effect of the face-to-face component in a blendsatriing context has been

discussed in Section 2.1.1.3.

Part 1 provided me with an understanding of blended collaborative
learning. Evidence exists that blended learning thaspotential to be more
effective for learning than fully online or faceface learning. A pedagogy
founded on socio-constructive principles is consdeto be appropriate for
online learning. Meaningful learning in the onlineedium depends on the
levels of social, cognitive and teaching presen8egial presence is a crucial
element which needs to be established at the statyes of a course to set the
context for the development of both cognitive aedching presences. Part Il

focuses on the online and collaborative learner.

Part Il

2.2 Students’ experiences, characteristics, skiled online persistence

Part Il explores the literature on the studentsSpomsiveness to online
collaborative learning - their acceptance of theowation, their online
characteristics and skills, their online experienaad behaviours and models
revealing factors which affected their online papation. The literature on
research concerning the learning characteristicstudents studying in fully
online courses is extensive. On the other hand, liteeature concerning
students in blended learning contexts, especialligge students who are in a

transition phase between secondary and univerditgation is scarce.
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2.2.1 The Digital Natives at college

This section addresses the literature regardingareb question 1.1 and looks
at the online behaviour of learners.

It is claimed that teenagers are digital nativeeriBky, 2001) and they are
described as digitally literate, connected, immiegi@xperiential and social
(Brown, 2002; Oblinger and Oblinger, 2005; Tapsc@®09; Palfrey and
Gasser, 2008)). It might be expected that teenagensld prefer online
technology for learning. Technical advancement, hsuas broadband
connectivity, browser technologies, developmentedbols and media has
meant a shift from reading, receiving and reseagct{Web 1.0), where
Internet users were mainly an audience, to cortirnigu collaborating and
creating (Web 2.0) (O’'Reilly, 2005). Hence, leaméiave opportunities not
only to be receivers, but also producers and Udigiors of knowledge
(Lorenzo, Oblinger and Dziuban, 200However, later studies have shown
that the majority of Internet users make use of theernet to access
information and to communicate via social netwogkamd not to participate in
content creation activities as claimed and expefBedinett and Maton, 2010).
Some authors, e.g., Rojas (2004) and Bennett, Matah Kervin, (2008)
argued against associating digitality with teenag&ojas (2004) attributed

digitality to a person’s techno-disposition.

Bullen, Morgan and Qayyum (2011) conducted a stofly69 Canadian
postsecondary students and consistent with sewthar researchers, e.g.,
Bennett et al (2008); Jones and Cross (2009); Kkvé®005); Margaryan and
Littlejohn (2008) (all cited in Bullen, Morgan aif@gayyum, 2011, p.1), Bullen,
Morgan and Qayyum (2011) concluded that there ape nmeaningful
differences between Net-generation and non-Netrgéoa students in terms
of willingness to use technology for study.

It has been reported that when offered a choi@naiger students preferred
traditional face-to-face learning, rather than waliearning (Jefferies, Quadri
and Kornbrot, 2006; Pedro, 2010). In a study by &wg, O’'Donoghue and
White (2004) on the perspectives of 12 undergrafuabout the use of face-
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to-face or online discussion board teacherials litleey experienced, the
students considered the former as more importanh&r learning.

A study of 31 HE students by Jefferies, Hyde andleBu (2008, p.473)
revealed that although students were relying hgawil technology in their
daily lives, some students showed ‘a shallownesheir competency of using
technology to support their learning. In additioarious studies showed that
students in a traditional classroom tended to trdsarning with the use of
computers and online learning environments, irrethpe of the potential
learning benefits of using the technology (Akerlenad Trevitt, 1995; Guzdial
et al, 2001; Roskowsk, Felder and Bullard, 2002arghet al, 2004). Lohnes
and Kinzer (2007) investigated students’ expeatatiof technology in a liberal
arts classroom and were surprised to find a strasgtance for the use of
technology in the classroom. Furthermore, a siadglving 17,000 medical
students (JISC 2012) also showed that the studesres not generally keen on

using technology within their courses.

In online collaborative learning students may rtesidine participation or the
collaborative aspect of the learning mode. Studenéy not want to add
workloads and learn how to engage with the onlingirenment. Online

learners who prefer to work on their own do nobiavcollaboration; they may
have had negative past experiences of working anthunproductive peer, or
having had to do more than their fair share ofwekload, or having received
a low grade which they felt they did not merit (®tiey, Walti and Blaschke,
2009). In such cases, online collaborative learnigisualised as a burden
rather than conforming to the dictum learning amgj anyplace (Section
2.1.2.4).

Online collaborative learning was an innovative mad study for the learners
in this research. The next section discusses tiwvation-decision process.
2.2.2 Online collaborative learning as an innovatio

Rogers (2003) described an innovation as an ideacept, object, tool,
procedure or practice that is perceived as newrbindividual. Individuals
perceive an innovation differently, and may addm@ innovation, if at all, at
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various different stages in the diffusion proceSeffer, Nachmias and Ram,

2010). Rogers (2003) described the innovation-d@tigrocess in five stages.
The innovation-decision process is the processugirovhich an
individual passes from gaining knowledge of an watmn, to
forming an attitude toward the innovation, to makan decision to

adopt or reject, to implementation of the new idaad to
confirmation of the decision.

Rogers, 2003, p.168.

At the knowledge stage, the individual becomes avedrthe innovation and
gains an understanding of its functions. At theosdcstage, which is the
persuasion stage, the individual forms a positiva oegative attitude towards
the innovation. Perceived attributes such as besnefiomplexities and
compatibilities determine the third stage whichthe decision stage. At this
stage, the individual may accept or reject an iation. Acceptance is
followed by the implementation stage, where theovation is put to use. At
the confirmation stage, the individual seeks raxcgment for the decision.
Adoption may be temporary and in this case, disnaahce will end the

decision-innovation process.

The innovation may be rejected at the third sta@, rejecters may become
late adopters and the innovation-decision processatimes with the
implementation stage. Therefore, individuals ergot innovations may be

early or late adopters or discontinued adoptersjecters (Rogers 2003).

Akerlind and Trevitt (1995) maintained that a tealogical innovation
involves a process of change which is prone toymedtress. They added that
if this change is not managed well, the innovatmuld not be accepted, or if
it is accepted, the learning process would be itddb The stressful

circumstance is discussed further in Section 22.4.

The following section focuses on the literature ellhiconcerns research
qguestion 1.2, i.e., the factors which influence i@l behaviours and
participation.
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2.2.3 Models of barriers to online participation

Literature seems scarce on persistence of collegkests who participate in
the online component of a blended learning couxsmetheless, retention of
students in courses has been an ongoing conceradiarators (Berge and
Huang, 2004), and a considerable amount of litegatis available on

persistence of adult and higher education studemtiwlly online courses.

Several models have been put forward to help utgiits plan interventions to
address attrition. The broad categories in sontkeomodels may be applied to

the college learners in this research.

Tinto (1975) considered academic and social integranfluenced by pre-

entry personal attributes, e.g., skills, abiliteesd goal commitments as the
deciding factors for students to persist in a distaeducation course. Boyles
(2000, cited in Berge and Huang, 2004) presenteub@el focussing on three
cluster variables which were (1) background andndef variables including

maturity, personal circumstances and previous éxpess, (2) environmental
variables, e.g., family and work commitments angl #8ademic variables
including the learner’s prior knowledge and permepof the difficulty level of

the subject. This model was refined by Berge aodrg (2004) who included
variables from several other retention models. Tlaso re-arranged the

variables into three clusters of factors, namely:

» Personal variables: age, gender, ethnicity, soom@&mic status;
parental educational level, parental expectatiam@damic skills and
abilities, learning strategies, motivation, taskuea self-efficacy; and

prior educational experiences;

* Institutional variables: organizational charactiess attitude, values
and beliefs; academic characteristics like strattiand normative
systems and integrations, social characteristidsimtegration between

the individual student and the social system ofitisétution;

« Circumstantial variables: academic, social, insbnal and non-
institutional interactions; life, work and familyircumstance and

perceived stress, responsibilities, and levelab$fction.
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Berge and Muilenburg (2005) analysed 1056 valiggaases from college age
students and older students in various institutanmd identified eight factors in
an investigation of the students’ perceptions orrié& to online learning.
These factors, which were of a situational, inbual and personal nature are
listed in order of priority (with the most crifit first): social interactions,
administrative and instructor issues, learnerivation, time and support for
studies, technical problems, cost and access tdnteenet, technical skills,

and academic skills.

Rubenson (1986) classified impediments to partt@pain distance courses,
into situational, institutional and dispositionarbers. Garland (1993) added
epistemological issues as another barrier. The ¢oustructs in the Garland
(1993) model, are listed below:

» Situational barriers are those which occur as é¢iselt of changes in the
social, economic or personal life of a student sasHamily support,
employment status, educational status, healthndéiaa status and time
constraints. The institution has no control overational factors;

e Institutional barriers relate to factors which cerrc the quality of a
course e.g., teacher’s planning, preparation aredg class size,

term length issues, class schedules;

» Dispositional barriers arise from an individual’'sackground and
includes issues such as motivation, attitudes;csglfidence, learning

styles and competency;

» Epistemological barriers result from problems wditademic matters,

prerequisite knowledge and expectations.

The above mentioned different authors listed sinfidetors and categorised
them under different headings, which included peao circumstantial
(situational), institutional, academic integrationsocial integration,
dispositional and epistemological. The literatuidgich informed this section
was useful to help me construct a model for thdyarsand discussion of the
factors which affected online participation in negearch (Section 5.2). Gibson
(1998), Diaz and Cartnal (2006) and Stanford-Bow@@08) considered the
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Garland (1993) model in their studies. Howeverytimelividually focused on
different factors which affected online particijati

Gibson (1998) showed that academic self-concepegla role in persistence.
Diaz and Cartnal (2006) looked at term length asnatitutional factor and
found that students attending short term coursdsgheater success rate and a
reduced drop-out rate. Stanford-Bowers (2008) ingated the perceptions of
online student persistence factors of three stdderm administrators,
lecturers and students. The perceptions of admatish and lecturers for
student course completion were of an instructicarad institutional nature,
whereas the students’ perceptions were of a pdreahare. The administrators
ranked student self-discipline and prompt teachesdlback, whereas the
lecturers ranked clear instructions and studenitnsetivation as the most
significant factors. In contrast, the students emhkonvenience, flexibility and

time management as factors that mostly influende@ourse completion.

Section 2.2.3 looked at models of barriers or gezace for distance or online
learning. Section 2.2.4 presents a review of ttexdiure on several of the

factors which affected online participation at theividual student level.

2.2.4 Online and collaborative student experiences

In Section 2.1.1.3, | referred to studies whichveéad that learners in blended
learning contexts experienced a sense of commugibpnectedness and
satisfaction in their learning, and made referertoestudies of fully online

courses where learners experienced difficultiesh webping with course

structure, time-management and motivation, and esgad, anxiety due to
feelings of isolation. This section reviews furthiearner-focused studies
concerning the learners’ abilities to cope in tidine collaborative settings.
Although most of the studies in the literature ancfully online courses, they
helped me relate to and understand the studenpEriexces in my research.
Similar to Section 2.2.3, this section informs tesearch question 1.2. It
discusses the affect of prior learning experienoégmotional states and of

possession of collaboration skills on online pgratdon.
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2.2.4.1 The effect of prior experiences of leaing

Past experiences and prior conceptions of traditidearning influence the
performance of students (Prosser and Trigwell, 19@@ticipating in a course
with innovative learning approaches (Mitchell andndre, 2006). Students
may start the course with traditional learning extagons (McConnell, 1994;
Taylor, 2000; Rolé, 2005). They need to re-orientdtemselves (Section
2.1.1.5). Mitchell and Honore (2006) found that thnetial impressions,

attitudes and motivation of students regardinguée of the online component
of the blended programme, affected online learrbebaviour. Sharpe et al
(2005) gave an extensive review of past studiesrddgg the students’

experiences of e-learning.

Studies revealed that learners use traditionahiegmrmethods that are familiar
to them in the online environment (Beasley and $mg004). The students
rely on learning from their teacher (Beekes, 20Bénson, Noesgaard and
Drummond-Young, 2001), and hence, consider contsanth is posted online

by peers as unreliable (Sweeney, O’'Donoghue andéhémd, 2004). It was
found that some students considered only the teaekethe person of
importance in the online setting and addressed thestings to the teacher
ignoring the whole class (Crook, 2002; Hammond pprand Bennett, 2002).
In other studies, students who were expected totluseweb to download

information and notes (Crook, 2002; Pedro, 201@feored to study linearly
and to use printed paper-based materials (Beastkymyth, 2004). The study
by Sweeney, O’Donoghue and White, 2004 revealedttigastudents viewed
online teacherials as hard work requiring reflestithinking and time

commitment, when compared to face-to-face teadseria

Salmon, (2000), Nunes and McPherson (2002) and k@nd Oblinger (2006)
remarked that students who are generally proficieitih technology do not
necessarily have the ability to learn online. Bamé&assar (2012) found that
70% of Junior College students (response rate 40@6¢ confident users of
technology, and yet they used the VLE solely to nload notes. Nonetheless,

in the case of the Junior College, the studentesuresults, as reported by
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Bonello Cassar (2012), reflected the teachers’pr@gmiate use of the VLEs
(Section 1.2.5).

2.2.4.2 Emotional experiences

In a study of 75 online MBA students over a perbthree years, Mitchell and
Honore (2006) found that both acceptance and ntaiivato use online
collaborative learning methods took time to be l@dsthed. Students could be
unaware of the demands of online learning and te€éeévelop a conception of
online learning and understand their roles as erarners (Palloff and Pratt,
2001; Laurillard, 2002). Palloff and Pratt (200h}ist that students need to
learn how to learn online, and until this happemdjne participation could
become for some students an emotional experienbarg8 et al, 2005;
Cramphorn, 2004; Zhang et al, 2004; Hara and KI2@00; Juutinen and
Saariluoma, 2010) with highs and lows as peerderéta not) to one another,
try to manage time and electronic resources ang kge with discussions
(Sharpe et al, 2005). The frustrations, confusiow éoss of interest are
emotional states which interfere with further oaliparticipation (Zhang et al,
2004; Hara and Kling, 20Q0@ramphorn, 2004). In a study of 8 undergraduates
in a face-to-face course, Taylor (1986) documertkeddisorientation which
the students faced as anxiety, confusion, tensmhlass of self-confidence.
Referring to online learning Beekes, (2006), Ram&303) and Sweeney,
O’Donoghue and Whitehead (2004), wrote that dueatdack in self-
confidence, learners may lose interest and alsw sheeluctance to discuss in

the online class.

The frustrations may be due to the collaboratiesmelnt, the use of the online
medium or due to a combination of both. Brown Fireh and Davis (1984,
p.87), who conducted a survey regarding the nontfoning of face-to-face
collaboration with communication and business ugeluates, wrote that
students leave ‘the classroom experiencing onlyfrinstrations of group-work

and not the numerous benefits possible through eftort’.

Macdonald (2003) reported that students displagstaf uneasiness when they
need to critisise or to edit their peers’ contribns. Biott and Easen (1994)

found that emotional conflicts arose due to atesidf perceived dominance,
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power differentials or intellectual conflicts whiaio not get resolved. In
addition, the lack of visual expressions and verthgs in the online medium

may hinder the resolution of emotional conflict¢&en 2.1.1.5).

2.2.4.3 Collaboration skills

Hérbert and Bravo (1996) developed a 44-item eviaainstrument to

investigate small group performance of medical estisl in teacherials. 270
student evaluations resulted in the identificatdfour main factors, important
for learning: group effectiveness, which includib@ ability to master the
learning method, communication and leadership, ns@ie curiosity and

respect for colleagues. As discussed in Sectio22learners may show
reluctance to discuss or constructively criticise anline fora. Alexander,
Willocks and Kinder (1989), Harland (1990) and S&m¢1991) in studies
involving collaboration found that lack of negoimag skills and enquiring
technigues were problematic issues. McCormick (20@4halysed the
collaborative processes of two students who cofiled via video

conferencing, and found that students need to Ikam to resolve issues, to
explore the mental states of each other and tm leaidentify the decisions
which are appropriately taken individually or cclieely.

2.2.4.4 Extreme behaviours

As discussed in Section 2.2.2 individuals perceiweovations differently
(Rogers 2003). Indeed, Mason and Weller (2000) &wdeney, O’'Donoghue
and Whitehead (2004) noted the following extremeati@ns in the learners’

response to online learning:

* some students felt free to contribute without fefcriticism whereas
others felt vulnerable to criticism especially doethe permanency of

the postings;

* some students appreciated that working online @tbtihem to reflect
more and posted articulated responses whereassothg@ressed

concern that online work was unnecessarily timesaoning;
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* some students viewed the discussion board as mjfeteep learning
and freedom of speech requiring reflection and tiwieereas others

viewed it as hard work;

 some students appreciated self-directed learning @moup work

whereas others expected to find model answers finenteacher.

Studies by Ellis and Calvo (2004) indicated thatiateons in learners’

behaviours related to students’ understanding eif flearning and the role of
the online environment and its activities. They teoded that although
teachers provide opportunities for meaningful désoons, learners are not

always able to engage in them.

This section has shown that some learners experiéifiiculties coping with
the online collaborative medium. The community ¢y strategies, e.g., the
affective engagement described by Vygotsky (Sectibh.2.3) and the
establishment of social presence (Section 2.1,ha))e the potential to reduce

these difficulties.

In the next section, | discuss the characterigtfdearners which according to

researchers are considered to be necessary foearllaborative learning.

2.2.5 The online collaborative learner

This section looks at the literature which addredbe research question 2.1:
How did online participation change the studentdeasners. Anderson and
Garrison (1998) stated that a successful onlinenézais one who is able to
interact with the community, subject content anthtelogy. Educators have
speculated on the development of student skillsciwlzsire necessary for an
online collaborative experience (Roper, 2007). Tompilation of a profile of
the successful online learner and the understandintpe nature of online
learner characteristics and behaviours are of gralaie to improve learning
and teaching (Thompson, 1998). Dabbagh (2007) drthat the profile of the
online learner is constantly changing, in respots¢he rapid technological
innovations and new learning paradigms, but deedrithe emerging online

learner as
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someone who has a strong academic self-conceptnipetent in

the use of online learning technologies, partidulaommunication

and collaborative technologies; understands, valmed engages in
social interaction and collaborative learning; @ss&s strong
interpersonal and communication skills; and is-detcted.

Dabbagh, 2007, [Online]

2.2.5.1 An emerging online learner

This section discusses the following charactesstican online learner:
» technical skills;
» favourable attitudes and dispositions;
» an ability to be a collaborative learner;

» an ability to be a self-directed learner.

(i) Technical skills

In a national survey in North America by Guglielmiand Guglielmino (2003)
and in another study by Bernard et al (2004), i faund that the two most
important aspects of online learning readinesseatenical competence and the
ability to be a self-directed learner. The form&hich includes being able to
manage the Internet, the computer and communicagchniques is not
considered to be as crucial as self-directednesbnical management is a skill
that can be learnt and mastered. On the other Is@ifegirected learning is a
lifelong skill which needs to be developed (Tayl@B95; Guglieimino and
Guglielmino, 2003; Guglielmino, 2008; Section 2.2,&).

(i) Favourable attitudes and dispositions

Successful online learners believe in the effeatgs of online collaborative
learning and have a positive perception and a fabde attitude towards the
use of online media and collaboration for learnifBernard et al, 2004;
Akerlind and Trevitt, 1995; Laurillard, 2002, Pdfland Pratt, 2001). Biott and
Easen (1994) said that when learners value leartoggther, they create
favourable conditions for collaboration. Other edise learner characteristics
are the dispositions related to the developmentanf online learning

community. Bernard et al (2004) listed a readirtessiteract with the online
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community, to give timely feedback and to suppadineo students. Palloff and
Pratt (2003) gave importance to a readiness topee,dlexible and honest, to
work collaboratively with others, and to take one thesponsibility for

community formation. Learning dispositions everiyukecame one of the key
issues in the discussion in this research (Se&iér) and a review of the

literature on learning dispositions is presente8egtion 2.3.1.
(i) An ability to be a collaborative learner

Some researchers found that for effective collaib@dearning, learners need
to be prepared for collaboration. They need tovkitize purpose and benefits
of online collaborative learning (Tu and Correy,02)) and to learn about
collaborative strategies such as, active and toleliatening, helping one
another, giving and receiving constructive critigjs and managing

disagreements (Davis, 1993; Biott and Easen, 1994).

As already discussed, they also need to learn baesblve issues and explore
the mental states of other learners (McCormick 42@iott and Easen, 1994).
Smith and MacGregor (1992) remarked that collabggaearning demands

that students show responsibility, persistencesamditivity.

Collaborative learners require strategies to cofte @motional states such as
frustrations and conflicts (Section 2.2.4.2). Emél conflicts are dealt with
strategies of organizing, supporting and commentidgrden et al, 1988).
Conflicts giving rise to challenging debates, arfdol are eventually resolved,
are a positive and an integral component of coliaibee relationships (Biott
and Easen, 1994). These conflicts necessitateegiteat of asking questions,
suggesting alternatives, explaining (Burden et 1888), defending ideas
(Driscoll, 2004), and analyzing possibilities irede of using tactics of

dominance, assertion and counter-assertion (Bnotttaasen, 1994).
(iv) an ability to be a self-directed learner

Self-directed learning is a lifelong skill whichasucial for online learning and
which needs to be developed (Taylor, 1995; Gugimimand Guglielmino,
2003; Guglielmino, 2008). The possession of anriate locus of control
(Rotter, 1966; Thompson, 1998; Martinez, 2003), awkncy (Stets and
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Harrod, 2007; Holland et al, 1998; Biesta and Ted@806) are concepts
which overlap in meaning with self-directedness.

An internal locus of control is a term originallysad by Rotter (1966) in

psychology and refers to a belief that the perforoeaoutcome is the result of
students’ own behaviors and efforts and not dicebte external forces such as
luck or technical issues (Rotter, 1966). Wang arewlh (2002) reviewed

some studies which investigated the correlatioteafner characteristics with
performance in online settings. From their invedimns, they concluded that
locus of control is the only trait, which moderatebrrelates with performance
in online settings. Since students with an inteloalis ‘manage their activities
in a thoughtful manner, they are more likely to caed in an online class’
(Wang and Newlin, 2002, p.3). Martinez (2003) rekedrthat persons with a
strong internal locus of control believe that tleeyn make a difference in the
outcome of a situation. In effect, drop outs fromiree courses scored higher

in external locus of control (Martinez, 2003).

Agency is a term which has its origins in socioloBijesta and Tedder (2006)
reviewed the work on agency of several philosoplag authors (including
Mead, 1932; Emirbayer and Mische, 1998; Dewey, 192&vine, 2005;

Bauman, 2000; Bourdieu, 1990; Giddens, 1991, Areé¥7). Biesta and
Tedder (2006, p.27) described agency as an ‘altditgxert control over and

give direction to the course of one’s life’.

Self-directedness is a concept commonly used ircatthn to describe active
learners who have the capacity to engage in indeggnlearning activities
(Knowles, 1975; Brookfield, 1985; Brockett and Hsna (1991); Taylor,
1995; Gibbons, 2002; Chou and Chen, 2008). Sedetid learners also
interact with peers so as to exchange valuablenrdton (Brown and Duguid,
1991; Russell, 1999, Brookfield, 1985, Merriam d&palfarella, 1991, Candy
1991).

Self-directed learners cause a shift in learnisgoesibility from the teacher to
the student (Gibbons, 2002). They have been alsoritbed as being able to
develop (1) self-regulatory strategies which help the construction of

meanings, retention of information and monitoriegcontrol their progress
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(Miltiadou and Savenye, 2003; Zimmerman, 1994; Aharason, 1998), and
(2) resource management strategies to manage tiag and study
environments, to monitor effort, learn from res@sr@nd peers and to seek
help and support (Pintrich and DeGroot, 1990).

Consistent with the above, Guglielmino and Guglialm(2003) portrayed the
self-directed learner as having:

a good understanding of ways of managing learning;

e a strong desire to learn resulting in a curiosityioch makes learning a
pleasurable experience, a self-confidence whiclkeggnompetence and
learning effectiveness, a willingness to ask qoesti seek clarifications
and advice; valuing of the learning which has baehieved and an

independence to analyse, plan, execute and agsessb;
* reading, writing and time management skills;

» abilities to set a learning goal, to develop aneay plan, to identify
resources for learning, implement and evaluatel¢hening, to find
alternatives and to solve problems; to reflecttbeir actions and
performance, analysing their learning and beingstanily aware of

changes in the environment and possible implication
* a persistence and not be deterred by obstacleaahing the goal.

Chou and Chen (2008) grouped the self-directechézacharacteristics in four
categories: independence, self-management, desitearning and problem-

solving.

The next section discusses the affordances ofrilieeomedium.

2.2.5.2 A medium supporting the development akills

Smith and MacGregor (1992) noted that collaboratpractices provide
learners with skills to carry out dialogue, for idetation and for consensus
building which are important for learning in theag$ and also for outside
world communities. The following studies have shdwat the online medium
supports the development of skills and learner adtaristics which are

required for online collaborative learning.
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Taylor, Pillay and Clarke (2004) explored the sthtdeadaptations to new
learning environments which involved blending leéagnand found that these
environments initiated new opportunities invitingudents to change as
learners. In blended learning courses, the studggmeared to be responding in
ways where they became independent and less relnatfie teacher. They also
seemed to become aware of and to value resource$ wabBsisted them in

gaining their independence.

Oliver and McCloughlin (2001) based their reseasstalysis on Bennett,
Dunne and Carre’s (1999) framework of generic skdhd confirmed that
online collaborative learners became capable ofagiag themselves, other
learners, the task and the information which thegated. Liu, Lavelle and
Andris (2002) also found that online learning candn effective method to
train students to become more self-responsible@uévelop an internal locus
of control.

The literature reviewed in Part Il provided an wsteEnding of the online
learners’ characteristics and how online learniray provide opportunities for
students to change as learners. Part Ill is awewfethe literature on learning
dispositions and learning identities.

Part

2.3 Learning dispositions and identities

Part 1l provides an understanding of the impact aofine collaborative
learning on the learners, in terms of developménéarning dispositions and

transformation of learning identities.

2.3.1 Learning Dispositions

Section 2.2.5.1 (ii) indicated that the learningpdisitions for the formation of
an online learning community are essential onliearder characteristics
(Bernard et al, 2004; Palloff and Pratt, 2003).sT$ection discusses further the

literature concerning learning dispositions.
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The concept of dispositions can be traced to Attesstwhere he referred to an
ethical virtue or hexis which is a condition (disgmn) induced by habits and
which produces particular feelings (Kraut, 2005puBlieu (1930-2002) used
the term habitus to describe an embodied systetispbsitions (Scahill, 1993;
Maton, 2008). Habitus is structured by an indivikugast, and shapes the
individual's present and future practices; it iss&uctured and structuring
structure’ which results in perceptions, feelingd actions ‘in accordance with

its own structure’ (Maton, 2008, p.51).

Katz (1988) visualised dispositions as habits @& thind and tendencies to
respond to situations in a certain way. Perking, dad Tishman (1993),
consider dispositions as skills, inclinations arehsstivities to occasions.
However, other researchers argued that studentdenagya particular skill, but
not the readiness and the willingness to use itZkad Raths, 1985; Katz,
1993; Claxton and Carr, 2002). Claxton and Car022@onsidered cognitive
skills, strategies and abilities as capabilitiescérding to them, Carr (1995)
and Smith (2009), a disposition is a tendency ig edlect, adapt and respond
to the environment in a recurrent characteristrdkof way. Claxton and Carr

(2002) summed up capabilities and dispositiongasiing power.

2.3.1.1 Identifying key learning dispositions

Katz (1988) argued that it is useless for studéotbe taught skills, if the
disposition to use such skills has been damagésirwt present. For example,
students are taught how to read but the intendé aivd practice makes
students dislike reading. Katz (1988) was eageinttude the key learning
dispositions as outcomes in educational practibe.8aintained that desirable
dispositions in students should be strengthenedereds non-desirable
dispositions should be weakened. Claxton and Gf02) also convinced of
the importance of learning dispositions proposedititiusion of dispositions
as educational goals in addition to knowledge)shkihd feelings in educational

curricula.

In a drive to identify key learning dispositionsveeal authors provided their
own ‘little lists’ (Coffield, 2002). Bronfenbrenné1979) listed: to think, to

persist in tasks, to give opinions, contribute gjeand to work collaboratively.
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Goleman (1996) proposed: confidence, curiosityentibnality, self-control,
relatedness, communication and co-operation. QOhax{d999) listed:
mindfulness, selectivity, experimentation, reflenti opportunism and
conviviality. Carr (2001) suggested five main donsadf learning dispositions:
taking an interest, being involved, resilience, owmicating with others and
taking responsibility. Raths (2001) put forward ethrlearning dispositions

which are to value learning, colleagueism and adewpc

It can be seen that there is considerable ovenldpei meanings of some of the
proposed dispositions. There is also a diversitieohs covering self-concepts
such as confidence and self-control, and interaciispects such as reciprocity
and collaboration. Claxton and Carr (2002) redeagc early childhood
settings, focused on the learning disposition dosaf resilience, playfulness
and reciprocity. Coffield (2002) proposed critigalelligence as an additional
fourth domain. Katz (2002) criticized Claxton andr€s (2002) little list as
she argued that the three selected terms might iskeading and quoted
examples where resilience, reciprocity and playst could be negative

learning dispositions.

Duncan, Jones and Carr (2008), explored the legrdisposition domains of
resilience, reciprocity and imagination. AccorditagClaxton (2006), the 4Rs
representing resilience, reciprocity, reflectiord aesourcefulness, expand the
students’ capacities for learning. These are usedrigeria to build learning
power in schools in the UK, e.g., Waycroft AcaderRyesdales School and

several other schools.

Sadler (2002) argued that Claxton and Carr (2002) have overestimated the
importance of dispositions in learning events angintained that learning
dispositions are not enduring and depend on thé&egbrSadler (2002) added
that the object of the learning, the source andreadf the drive to learn and
the anticipated results of learning, make an imtligi disposed to learn. He

concluded that these factors should be the keyrdetants for learning.
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2.3.1.2 Developing and cultivating dispositions

Claxton (2002) and Dweck (2006) maintained that ¢hghasis in teaching
should be made at developing and cultivating pesikearning dispositions in
students in addition to teaching subject cont&xton and Carr, 2004). The
manifestations of dispositions is closely linked simdent past experiences,
learning opportunities, and affordances and comggran the setting (Claxton
and Carr, 2002). Learning dispositions are develdpeobserving people who
themselves model the dispositions (Carr, 1995; Bandones and Carr, 2008).
They are contagious (Vygotsky cited in Claxton, 200.118) and are open to
further development and change (Claxton and C&®2Q Claxton and Carr
(2002) pointed out that this has implications fadhing and learning: teachers
with positive learning dispositions such as beingademically curious,
imaginative, empathetic, and innovative have theeq@al to transmit these
dispositions to their students. Students, in tueed to be in learning
environments which allow them to practice learndigpositions and where
they can acknowledge and appreciate the learnisgosditions (Claxton and
Carr, 2002). Wakefield (1993) noted that studer#ts develop dispositions
when they are influenced by events such as teaxhece, peer actions, class
discussions and observations. Smith (2009) condutease study, where she
followed the trajectory of the learning dispositiaeciprocity, of a four year
old child. Smith (2009) showed that, as claimedCayr (2001) and Duncan,
Jones and Carr (2008), learning dispositions aggtifppation repertoires’,
which are shaped by settings and social interastaomd in turn they shape the
latter. Smith (2009) suggested that learning digmms provide opportunities
for a move from a position of peripherality and fgarticipation to agency and

authority.

2.3.1.3 The occurrence of learning dispositign

Beliefs result in dispositions (Katz and Raths, 3;98weck, 2006) and
dispositions are indicated by actions (Dweck, 20@axton and Carr
(2002) described a disposition, in terms of itsusihess, breadth and
richness. A disposition becomes robust if it péssighen the conditions

which had supported it would have disappeared. bieadth of a
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disposition is illustrated by the extent of diffetecontexts in which the
developed disposition is applied. A dispositionr@ases its richness,
when learners become engaged in strategies whigngshen the

disposition.

A disposition may form a dispositional domain an@ymconsist of sub-
dispositions. Each disposition is identified byea sf indicators. For instance,
the disposition to be questioning may belong tespakitional domain such as
to be communicative or to be resourceful. The digm itself incorporates
other sub-dispositions, e.g., a disposition to ldf-cnfident, which is

indicated by the will to ask and discuss, a digpmsiof having a sense of
occasion, which is indicated by the fact of chogsimhen to ask, and a
disposition of entitlement, which is indicated bglibving in a right to be

curious and to ask (Claxton, 2006).

Deaken, Crick and Yu (2008) argued that learningpasitions reflect the
learning identity of a learner, and at the sameetiimey can also enhance

learning and result in further learning.

Learning dispositions are personal and autogenit anthe one
hand, reflect ‘backwards’ to the identity, persooth@nd desire of
the learner, and on the other hand, can be skilfmibbilised to
scaffold ‘forwards’ towards the acquisition of thaowledge,
skills, and understanding necessary for individdalglevelop into
competent learners.

Deaken, Crick andl, 2008, p 389
In this research, online collaborative learning deded the development of
learning dispositions, which in turn, resulted imanges in the students as

learners. These changes are explored further ingkiesection.

2.3.2 New learning identities

In the early stages of the research, it becamermtige to explore the literature
on learning identity so as to be able to understhedchanges in the students
as learners and the impact of online learning osirthkearning identities

(Research guestions 2.1 and 2.2).
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2.3.2.1 The concept of identity

Although originally, identity formed part of psydbgical vocabularies (Sfard
and Prusak, 2005 p 14), it has been adopted byaadisciplines concerned
with society and human behaviour. This is indicdtgdhe numerous aspects
and contexts of identity found in the literatureyr® of which concern this
research and will be discussed in this section.

Stets and Harrod (2007) define identity as a saheénings attached to the
self. Back and Pratt (2007) argued that despitdabiethat several definitions
of identity focus on the self, an identity is consted in association with other
individuals. Identity is often visualised as a coumcative process or as a
narration about a person (Sfard and Prusak, 2@0pgrson can have multiple
identities, as stories told by different people @hihe same person may differ.
Sfard and Prusak (2005) represent a narrationtapl@ gAc, where A is the

identified person, B is the author and C is thapient. The author and the
recipient can be the person to be identified, dfedint persons giving

possibilities ofaAc, sAa, sBAc andaAa.

Sfard and Prusak (2005, p.17) consider ##e, identity as the most
‘endorsable, reifying and significant’ form. Shaot{@993) and Holland et al
(1998), refer to identity as the narrations of gedplling others who they are
and in doing so, they are telling themselves whay thre and try to act in that
way. In the process, people create different saelationships, wherein they
also construct a sense of their identity (ShottE993; Weinreich and

Saunderson, 2003). Yates (2001) and Gustafson, $édodgnd Tickner (2004)
argue that online identities are therefore consgtidigvhen people participate in
online discussions. This implies that the constomcof individual identities

and social relationships can be examined by anadyanline postings

(Gustafson, Hodgson and Tickner, 2004).

Identity has been described as multifaceted by Nedm and Soenen (2002)
who researched the identity of organizations. Toiscept may be applied to
the context of an individual’s identity. MoingeondaSoenen (2002) portrayed
a dynamic system of five identities, which influedceach other: projected

identity influences thaattributed identity and may be an expression of the
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professedidentity; it may be influenced by thexperienceddentity and the
manifested identity. Bilgrami (2006) writing about political dentities,
distinguished between subjective identity whichvisat one conceives oneself
to be, and objective identity, which is how one imige viewed independently
of how one sees oneself. Furthermore, persons’ svieivthemselves are
influenced by what ‘significant others’ say abohem; they see themselves
from the perspective of others and a shared meaniitige self develops (Mead
1934, cited in Stets and Harrod, 2004).

The next section discusses the relation betweenitgpand identity.

2.3.2.2 Learning and identity

The ontological approach to learning advocates keatning changes both
what the learner knows and also who the learn@Pagker, 2001). Vygotsky
(cited in Levyck, 2008, p.126) stated that if nathichanges, nothing has been

learnt. Wenger (1998) describes learning as afanation of identity:

Because learning transforms who we are and whatawelo, it is
an experience of identity. It is not just an acclatian of skills and
information, but a process of becoming — to becamertain
person...

Wenger, 1998, p. 215.
Learning is seen as an experience of identity, wigangoing and constantly
being renegotiated (Wenger, 1998; Holland et aR8]19%fard and Prusak,
2005; Massey, 2005). Sfard and Prusak (2005) arthatdhis dynamic nature
of identity is the basis for learning and portrayedrning as closing the gap
between the actual identity and the designatedtiigeiihe former comprises
stories about the actual state of affairs and #egthated identity is composed
of narratives which are expected to be the cagbarfuture. The designated
identity and Wenger’s (1998) similar notion of intagfion extend the existing
engagement process and influences a person’s ttooagiad guides actions.
Holland et al (1998, p 5) emphasized that idensitgn important base ‘from
which people create new activities, new worlds aed ways of being'. It is a
trajectory incorporating a past and a future (Wen$y@98) because the way a

person senses himself in the present, expressesnwon between his
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understanding of the past and his understandirtgpaf he hopes to be in the
future (Weinreich 2003).

The next section focuses on the analysis of onecaspt an identity - the

learner’s learning identity.

2.3.2.3 A model of a student learning identity

Chickering and Reisser (1993) stated that a legrmientity of a college
student is shaped by emotional, social, physicdliatellectual elements, and
they illustrated this in a model showing the depelent of the learning

identity along the following seven vectors:
1. Developing competence
2. Managing emotions
3. Moving through autonomy toward interdependence
4. Developing mature interpersonal relationships
5. Establishing identity — a strong sense of the self
6. Developing purpose, and
7. Developing integrity

The seven vectors (V) explain the ongoing changesaated with learning in

students. Some of the vectors such as developimpet@nce (V1), managing
emotions (V2), and developing a purpose (V6) diyeatfect the self, whereas
other vectors, e.g., such as developing maturepetsonal skills (V4) and

developing integrity (V7) affect the student idénin relation to a community.

Moving though autonomy toward interdependence (¥Brompasses the
student developing both emotional and instrumentiépendence. The former
refers to development of self-confidence where gtuglent does not need to
rely on reassurances, affection and approval. &kterlrefers to the student
becoming a self-directed learner and at the same tespecting others and
sharing with others (Chickering and Reisser, 1993).

The authors stressed that establishing identity) @ftompasses the first four

vectors and refers to the student developing agtsense of the self and being
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able to define the self with respect to religiousuoltural tradition, and within

a social and historical context. In addition tstlas the student gains a sense
of how they are seen and evaluated by othersyé#utor ‘leads to clarity and
stability and a feeling of warmth for this corefsat capable, familiar and
worthwhile’ (Chickering and Reisser, 1993).

The developing competence vector (V1) covers bibl acquisition of
intellectual, physical and interpersonal skills aso the confidence which is
essential for the development of a strong sensempetence (Chickering and
Reisser, 1993). Developing purpose (V6) requireslélarner to be intentional
and able to assess interests and options, toyclgodls and to make plans. It
also refers to the development of determination eesilience. This vector
aligns with Sfard and Prusak’s (2005) designatemhtity and the notion of
imagination in Wenger's work (1998), which guidedadirect learning
(Section 2.3.2.2).

This model confirms the complexity of a learningertity and its dynamic
nature. The next section looks at research coimgedifferent aspects of the

learning identity.

2.3.2.4 Different aspects of identities

Solomon (2007) investigated the competence of wvédirst year university

mathematics students with respect to understanaimtapplying principles.
She found that only one student was a novice withdantity of legitimate

peripheral participation. The other students foldwrules in mathematics
without understanding them and took on an idemiitgon-participation and an
identity of exclusion. Laird (2005) discussed thragpects of a learning
identity: academic self-confidence, critical thingi disposition and social
agency. Stets and Harrod (2004) investigated théoation of three identities
— working, academic and friendly identities in adamly selected group of
adults. Stets and Harrods (2004) viewed acadenreiatity, as a task-oriented
identity with the performances of participants ireg meanings of agency,
power and competence. They defined competenceeaaptitude, talent and
ability to achieve one’s goals; agency is indicatdten an individual makes
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conscious choices in the construction of contextd power refers to the
authority and enablement which a person gains gectises.

This task-oriented perspective of academic identity its recognition of the
power relationships involved in learning resonaté$h my blended learning
research context, and | therefore adopted thieabasis for my discussions of
academic learning identity in subsequent chaptethi® thesis. Holland et al
(1998) believed that identities develop in and tigio social practice and
visualised community systems as figured worlds.thla research, | also used
the concept of figured worlds to frame the changesdentity of online
learners. The concept of figured worlds is expldimethe next section.

2.3.2.5 Figured worlds

According to Holland et al (1998), figured worldee golaces where persons
with different identities build communities by cdongting joint meanings and
by sharing activities. The agents in a figured waghgage themselves in a
range of meaningful acts which are influenced lspecific set of positive and
negative forces. Similar to Wenger’s (1998) notidra ‘renegotiated’ identity,
Holland et al (1998) described new identities oérg as constantly being
reformed in relation to everyday activities.

Boaler and Greeno (2000) used the concept of filjwerlds to compare
mathematics classrooms in six different collegese Gigured world was
staged within an ecology of didactic teaching ie tace-to-face classroom.
The students presented this world of ‘received kngivBelenky et al, 1997)
as ‘structured, individualized and ritualized’. Aher figured world was based
on an ecology of discussion-based teaching indbe-fo-face classroom. This
world of ‘connected knowing’ (Belenky et al, 199Was shown to be
‘relational, communicative and connected’. The atghinterviewed 48
students and interpreted the results in terms @fstindents’ positioning and

authoring.

In my research, the students were familiar with #oés and forces in the
figured world of didactic learning. Some studentergually became agents in
a figured world of online discussion-based learnifigey engaged themselves
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in a range of new practices, and this changed thdividual positions in the

community (Wortham, 2004) rendering new opportesitior the application

of thought and the development of agency (Hollaindl,e1998). The dynamic
nature of the students’ learning identity becam@&lent as changes in the
academic and positional identities. Positional idgns a key construct in

figured worlds and this is discussed in the negtige.

2.3.2.6 Positional identity

Learning is ‘fundamentally experiential and fundaadly social’ (Wenger,
1998, p.227).Deakin Crick and Wilson (2005) wrote that the sbcia
environment and the quality of learning relatiopshiaffect the learner’s
development. As learners construct a sense of W dare and of their roles
(Biott and Easen, 1994), they establish a positiahentity (Holland et al,
1998, Burr, 2003, Kasworm, 2009). Holland et al9@Pdefined positional
identity as:

a person’s apprehension of her social positionlimeal world; that

is depending on the others present, of her greatesser access to

spaces, activities, genres, and through those giemaghoritive
voices, or any voice at all.

Holland et al, 1998, p.127-128

Positional identities are concerned with every dagractions concerning,
relations of power, entittements and social atiitias. Allen (2004) notes, that
in a classroom, positional identities are formedesponse to how the students
participate in classroom activities, and, how tpatticipation is viewed by
themselves and others. The identities of individued a community are
continuously reinvented in interaction with othershe community (Wenger,
1998; Nasir and Saxe, 2003; Back and Pratt, 2007).

As students reflect on their own and each othdrgngths and weaknesses
(Biott and Easen, 1994), they perceive their sbateelation to the state of
others (Solomon, 2007, Kasworm 2009) and hence ddselop a relational

identity. According to Holland et al, relationakictities involve:

how one identifies one’s position relative to othemediated
through the way one feels comfortable or const@if@ example,
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to speak to another, to command another, to ehterspace of
another.

(Holland et al, 1998 p.127-128)

In networked learning, relational identity may bamiested in the way, the
students present and express themselves in dialeiguethers. According to
Gustafson, Hodgson and Tickner (2004), the relatiatentity affects group
dynamics especially the participants’ perceptiorirdfimacy and immediacy’.
These authors discussed how online participantsii@ca sense of their
identity and the identity of others from the wageyhexpress themselves in
writing. Furthermore, they argued that the typesdisfcussions that ensue
depend on what kinds of identities come togethethé Socratic dialogue, the
participants take on equal identities with equéspwhereas in the Magistral
dialogue, one person takes the authoritive identigminating other
participants.

This research, explores how learning identitiestarms of academic and
positional identities of the online participant dgnts changed as students
familiar with one figured world became agents ineav figured world which
necessitated new acts and was shaped by new pasitd/negative forces.

2.4 Conclusion

This literature review was divided in three paRart 1 gave a general support
to explore all the research questions. It provided understanding of the
learning approaches aligned with blended learniBgcijon 2.1.1.2) and
collaborative learning (Section 2.1.2.1; 2.1.2.B)discussed studies which
showed the effectiveness of blended learning (8e@il.1.3). The literature
suggests that the pedagogies employed in the onbngonent of blended
learning may be an opportunity to change the ti@uthl learning approaches in
the face-to-face class (Section 2.1.1.2). The #tema approaches of
collaborative learning gave an understanding of romNaborative learning
leads to the personal construction of knowledgéhan individual and in the
individuals as a group. A key issue which emergethat learning is a social
activity involving both cognitive and affective messes (Section 2.1.2.3.ii).
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The Community of Inquiry model (Section 2.1.3) Highting the importance
of social, cognitive and teaching presences wasepted as a model for online
collaborative learning with potential of extenditmg model to the face-to-face

class in the blended learning context.

Part Il focussed on the learners’ response to enéarning and was useful in
the analysis of the students’ experiences, i.ethénexploration of the online
behaviour patterns and the factors which affectethe learning behaviours.
Various researchers proposed models to explairestyzkrsistence or attrition
in online courses. These models helped me desigmeework within which |

discussed the factors which affected online paiton. Studies showed that
online learners show extreme variation in onlinbasours (Section 2.2.4.4).
The literature review revealed that although stigslemay face problems due to
prior experiences and perspectives of learning t{@ec2.2.4.1), due to

developed emotional states (Section 2.2.4.2) or tdukack of collaboration

skills (Section 2.2.4.3), there is evidence thatdehts learn to adapt and
acquire the essential online collaborative learrgkif)s when they experience

the innovative learning environments (Section 22).5

Part Il provided an understanding of learning dspons (Section 2.3.1) and
the concept of learning identities (Section 2.3 )is was essential for the
identification of learning dispositions in my studgnd to discuss the
transformation of learning identities in terms afademic and positional

identities. This section primarily addressed theose research question.

The key concepts and models in the literature vewehich were adapted and
used in this study, and the corresponding resegueltions, are listed in Table
2.3. These models and concepts were used to fianantalysis and to discuss

the results in this research.
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Table 2.3. The models and concepts adapted froritehature

: Research
Model/concepts Adaptation Question
1 Garland (1993) A framework for the analysis and discussion of the
factors affecting online participation (Section)5.2 1.2
2 Claxt(ozr(w)gg)d Carr Learning dispositions: to discuss the enablers fgr 1.2
online participation (Section 5.5.4). 2.1
3 HOl(Ifgggt al Figured worlds: to discuss the transformation of
learning identities (Section 5.9). 2.2
4 Stets(;g&l)ﬂarrod Academic identity in terms of components of
competence, agency and power (Section 5.10.1). 2.2
Holland et al Positional identity (Section 5.10.2) and relational
5 (1998) identity (Section 5.10.2.3) 29

The purpose of the research was to explore andrstagie the learners’ online
behaviours and to interpret the meaning of thepeeiences. The literature was
scarce regarding studies on the online behavioducsltege students (16 — 18
year olds) in a blended learning context. This aede aims to make

contributions to knowledge in this area by invediigg the factors which

affected online participation and then exploring tbhanges which were
happening in the students as learners. | appliecheémy understandings which
were reached through the review of the literattoesomprehend the students’

behaviours and experiences.

The next chapter discusses the methodological fatuordfor this research and
outlines the methodology in this study of studexpegiences in a blended

learning class.
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Chapter 3: The Research Methodology

3.0 Introduction

This research set out to explore the online legreixperiences of a class of
thirty-seven students, who were given the oppotyuto follow a blended

learning course in A-level chemistry.

Chapter 3 describes the methodological foundatioritfe investigation of the

students’ online learning behaviours and experigniteSection 3.1, | discuss
my philosophical assumptions. The research questom presented in Section
3.2. Sections 3.3 and 3.4 look at the role of #searcher as a practitioner
researcher and as a self-instrument in the reseasgectively. Sections 3.5
and 3.6 discuss case-study research and the reskgign in this study. Issues
regarding ethical considerations, gaining accesBdgarticipants in the study,
and establishing rapport are discussed in SecB8onsand 3.8. An evaluation
of the study is given in Section 3.9. Section Jpi€sents an overview of the
study. Sections 3.11 and 3.12 discuss the datarajerge methods and their
integration within the online course. The treatmehtdata is discussed in
Sections 3.13 and Section 3.14. Section 3.15 cdaeslthis chapter.

3.1 My underlying philosophical assumptions

In this section, | discuss my philosophical assuomst of ontology,
epistemology, axiology and methodology (Creswedllp?), which influenced
this research inquiry, i.e., the formulation of ttesearch questions and the
research methods (Guba and Lincoln, 1994; Creswe®3, 2007; Cohen,
Manion and Morrison, 2000; Krathwohl, 1997; Morra2907).

My ontological orientation | believe in multiple realities and hold that
knowledge is constructed in human minds througsgeal experiences. In this
enquiry of online behaviours, | view reality asferent worlds, each as being
experienced and perceived by individual studentss iew of reality is

consistent with a constructivist ontological apmtoa constructed a picture of
the participative and interactive worlds of thesgdents and | am aware that
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my account of interpretations of their worlds istjone interpretation of ‘many
possible ways of rendering social reality’ (Brymaap4 p 498).

My epistemological orientation | conducted this research with an
interpretivistic epistemological stance. | ventutedinterpret and understand
the experiences and the social worlds of indiviciiatlents. My intention was
to provide an interpretation of social reality tooguce a rich picture of
individuals and the ongoing interactions amongstrtland their surroundings.
This is a double hermeneutic process as | constluctality through my

interpretations of the learners’ interpretations.

My axiological orientation Researchers bring values (Creswell, 1998, 2007),
prior experiences, assumptions and preconceptide€iacken, 1988; Smith,
Flowers and Larkin, 2009) to a study and are affeci®d by what they hear
and observe (Miles and Huberman, 1994; Smith, FAisvemd Larkin, 2009).
Although as a researcher, | constructed my own nstaleding of social
phenomena, | was conscious not to allow my valnesbtéases to influence the

students’ responses to my inquiry.

My methodological orientationThe methodological or procedural stance
undertaken in this research is representative aheampretative inquiry with
‘an emerging design’ (Creswell. 1998 pp 78). As tisi a qualitative research
inquiry with an inductive approach between theomyd aresearch, the
explanations in this study, grew out of the datachsa methodology is flexible
and affords a modification of the research questiamd data collection
strategy (Robson, 2002). Refinement of the reseaquelstions and revision of
the research methods were an ongoing process ¢8e8iB), as new data
emerged (Creswell, 2007; Maxwell, 2008).

3.2 The Research questions

Two overarching research questions directed thgsiing. The first research
question (RQ 1) concerned the students’ experierawebs was addressed

through an exploration of two sub-questions (1.2).1

RQ 1: What were the experiences of students foligvan online collaborative

program in a blended learning context?
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1.1 What were the online behaviour patterns ef larners following a
blended course?

1.2 What factors influenced online behaviouara blended learning context?

As the data in this study emerged, and furtherditee was reviewed (Section
2.3) a second overarching research question (R@a8)formulated. This was
explored through two research sub-questions 2.2ghd

RQ 2: What was the impact of these online expegsron the learners?
2.1  How did online participation change thedsints as learners?

2.2 What was the impact of online learningtloa learning identity of the
learners in the online and the face-to-face class?

The above research questions drove the enquiryy Beé¢ the immediate
agenda for the research, established how dataoMas generated, limited the
boundary of time and space, facilitated the drawap@f ethical guidelines and
suggested how analysis starts (Bassey, 2002).

3.3 The researcher as a practitioner researcher

The ‘practitioner as researcher’ concept can leettdo the work of Stenhouse
(1975) and Kemmis and McTaggart (1988), who supgobt¢achers to take an
active role in teacher research. Schon (1987)ribestpractitioner research as
a reflective activity carried out by practitionens, on and about their practice.
Goodfellow (2005, p.48) defines practitioner reshaas ‘research undertaken
by practicing teachers who seek to improve praditeugh purposeful and

critical examination of, and reflection on theirnk0

Practitioner research enables practitioners toteraad extend professional
knowledge, clarify and improve practice and infloempolicies in an informed

way (McTaggart, 1988; Macpherson et al, 2004; Md&er, 2004). The

practitioners develop a greater appreciation oir thefessional practice and
take up opportunities to review and challenge $sumptions and values that
underpin such practices (Goodfellow, 2005). Ellid®91, p.45) viewed such
research as a resolution of the theory-practicatdelwhere teachers tend to

disregard theory, which according to them is ‘prastlby a group of outsiders
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who claim to be experts at generating valid knogédbout educational
practices’. Practitioner research may lead to imatedprofessional change
(Dadds, 2004), as the perceptions and actionseoptactitioner may result in

immediate changes to some aspect of the teachohtgaming.

The practitioner as the researcher has a consideramount of prior
knowledge of the circumstances of the study (Dadf¥)4) which is not
available to outsider researchers (Goodfellow, 2@GHis et al, 2007) and can
help to design studies which are appropriate amevaat to the needs of

participants and their contexts (ProDait, 2006).

According to Dadds (2004) a practitioner researchas the following

attributes:

e a questioning mind with a readiness to explore @ain new

understanding;

» areflective disposition to make sense of the cempiformation that is

gathered,;

e a sense of conviction and passion about the valugh® work
reinforced with a sense of care and responsibalitych lead to a drive

to improve practice;

» existing insider knowledge of the researched sinawvhich stands as a

reference to the newly gained understanding.

As a practitioner | designed, implemented and cotetlia blended learning
programme which included online collaborative Ié&gnto provide a socio-
constructive approach to learning to my studenssaAesearcher, | pursued my
curiosity, designed and implemented a researchystu@éxplore the students’
response to the innovative approach. The new utahelisg extended my
professional knowledge, put this knowledge to dingge and improved my
practice. | also intend to disseminate my new ustdedings through
publications of research papers, participation nternational conferences,
teaching student-teachers and through discussiathsoslleagues and other
teachers. Thus practitioner research, althoughliked within a classroom,

may, as in my case, be shared across the professidnmay ‘work its way
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into the larger fabric’ (Dadds, 2004, p.4), withetlpossibility to influence

general policies in an informed way.

3.4 The researcher as self-as-instrument

Dey (1993) believed it necessary for researcheroisciously separate from
their personal experience and prior knowledge aat ta allow these to
interfere with the collection or interpretation ddita. In contrast, Denzin and
Lincoln (2000, p.19) stressed that, ‘the age otigdree inquiry’ is over and
that researchers seek to develop situational ams$-ituational involvement,
justified by ethical issues. Reason (1988, p.1®rseto critical subjectivity,
where the researchers use an awareness wherebgryprarperiences are
neither suppressed nor dominating in the resedrah,they are raised ‘to

consciousness’ and used ‘as part of the inquirggss'.

McCracken (1988, p.19) described the researché&etfsas-instrument’, with
an ability to understand the respondents’ claimbeeithrough a matching
process or through imaginative reconstructionhinformer, researchers find a
match in their own experiences which helps themewstdnd the circumstance.
When this is not possible, the researchers reamist@ version of the
respondent’s view of the world. According to McUOtar (1988), the latter,
results in the real achievements of qualitative hoéblogy and secures the

researchers’ gain of an insider’s perspective.

According to Diaz Andrade (2009), interpretive i@sh views reality as
socially constructed and the researcher is instngahdor this reality to be
revealed. Thus, it is a necessity that researamsheir past experience and
knowledge to provide an insight in the data coltectand analysis phases
(Robson, 2002; Maxwell, 2008; Diaz-Andrade, 2009 &o furnish the
cognitive capacity to interact with the data (Mc€ken, 1988; Dadds, 2004).

3.5 A case-study design

Freebody (2003, p.82) remarked that the distinctesture of a case-study
methodology is its focus on ‘attempting to docuntémet story of a naturalistic-

experiment-in-action’. Bassey (2002 p.110) empleaksishat ‘case-study
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research entails being where the action is, tatéagmony from and observing
the actors first hand’. This study of a class oftykseven students is a case-
study focusing on ‘one particular instance of edoocal experience and
attempts to gain theoretical and professional hisigfrom a full
documentation’ of this instance (Freebody, 200331)p. Stake (1995)
considered the emphasis on the uniqueness of easé-study and the
educator’s subjective experience of the case asfibef case-study research.
The major conceptual responsibilities of the resd®ar in case-study research
as described by Stake (2000), Creswell, (2007)ebsody (2003), and Yin
(2003) are:

(1) the bounding of the case in space and time, andumted in a natural

setting;
(2) formulating the research questions in terms ofdssar phenomena,;
(3) planning data gathering;
(4) collecting and storing extensive and multiple searof data;
(5) seeking patterns of data;
(6) triangulating the data, comparing and contrastmerpretations;
(7) interpreting the data;
(8) developing assertion about the case.

A multi-method research approach ensures an imdaptlerstanding of a
phenomenon (Denzin and Lincoln, 2000; Reid, Flowamnsl Larkin, 2005,
Cohen, Manion and Morrison, 2000, Bush, 2002, FI®09). The strategy of
combining observations, perspectives, empirical em@s and multiple
methodological practices in a single study addsrridgpreadth, complexity,
richness, and depth to any inquiry (Flick, 20099 anovides various methods
of triangulation of results, which compensate fdre tuniqueness and
subjectivity issues (Stake, 1995). Nisbet and WEEB4) suggest that a case-

study should start with a wide field of focus whitlereafter narrows down.

This case-study entailed a multi-method (Table 3ekearch inquiry with a
zooming in approach. Although the research in ¢case-study was idiographic
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in focus, the data was analysed at a student chaivilevel, and at a group
level (Section 3.14), thus presenting multiple simf analysis (Anderson and
Burns, 1989; Freebody, 2003).

3.6 Selecting the research methods

An interpretive approach based on phenomenologicatmeneutical and
idiographic research methods within a case-studgaieh was considered to
be the most appropriate method of research. ARbéishing the need for a
qualitative methodological strategy, it was thequieed to select the research
methods that were consistent with the assumptionk kst fit the inquiry
under study and as directed by the research quesiitve overall details of the
research design were developed through an expigratody (Section 3.11.1).
As data generated within the main study emergedaasdanalysed, it became
evident that online learning was changing the waylents were interacting
with subject content and with each other in bo#h dhline and in the face-to-
face environment. This led to the refinement okaesh sub-questions 2.1 and

2.2 and a modification in the research design.

The overall research design developed into a zogpmirapproach (Nisbet and
Watt, 1984). This allowed me to gain an insight asfline collaborative

learning as experienced by all the students, aed, tto eventually focus on a
selected group of students. In order to address résearch questions,

appropriate data generation methods were needed to:
» obtain background information about the studemtshhology profiles;
» observe the online behaviour patterns;
» explore the factors which influenced online behaxso

* understand and interpret the experiences of onto#aborative

learning of individual students;
* understand the impact of online learning on theestis as learners;

e understand the impact of online learning on thedestits’ learning
identities in the online and face-to-face class.
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Sufficient data needed to be generated to alloweééploration of significant
features of the case’, ‘to create plausible inttiggrons of what is found’ and
‘to test for the trustworthiness of these intergtiens’ (Bassey, 2002, p109).
The exploratory study experience (Section 3.1hdicated the data generation
methods which could be (1) retained (2) refined3rdiscarded and replaced
by other methods in the actual study. In the masearch study, anonymous
questionnaires, group unsolicited and focus grmierviews were used to
explore the general experience of the whole clagsreas, observations,
online informal and face-to-face chat, online paedo reflections, and
individual interviews were the means to generatéa dabout individual
particular students. These data generating methogldiscussed in Section
3.12.

The next two sections discuss the ethical issuashwhliere considered in the
study, and the strategies which were involved imigg access and building a

good rapport with students.

3.7 Ethical considerations

Permission for this research was sought from thar®of Ethics at the
University of Nottingham. A letter asking permissito carry out the research
at the Junior College was sent to the principathef college (Appendix I).
Approval for the study was granted by both entitigdse students were briefed
about the innovative mode of study and the researetiers of consent were
given to the students, inviting them to participat¢he research (Appendix Il).
Consent forms were not sent to the students’ paeetause all the students
were over sixteen years of age (BERA, 2004) (Sedid.2).

In both the consent form and in class, the studemt® informed about the
purpose of the research, the benefits that shaiddia from blended learning
and the research, and the extent of their participan the research. They

were also assured that:

« all generated data would remain confidential;
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* real names of students would not be used in thertrep presentation

of the study;
» there were no known risks associated with partt@mpan the study;

» participants would be allowed to read the transsrgd the interviews,

if they wished to do so.

Tobin (2006) referring to the Belmont Report (19@8)phasised that the three
general principles of respect, beneficence andcpisthould guide a research.
In this study, an equal respect for and appreciatioevery student was shown
(Tobin, 2006, Griffiths 1998), irrespective of tgtent of student participation
in the online course or in the research. One dtissae concerned the teacher-
student power relationship. The students had taddeghether to accept to be
a participant in a research conducted by theirhteradt could be that some
students may not have wished to participate inrélsearch, but may have felt
obliged to do so. Students were both informallyl twl face-to-face class and
also formally informed in the consent form that ythead the right to
voluntarily withdraw from the research study at amiyne, with no
consequences regarding their participation in thiene course or in the face-
to-face class. All the students studying in thieroistry class signed the
consent form and accepted to participate in theares.

Regarding beneficence, this research informed ragtjge and | as practitioner
would benefit from this research. The benefits wloalso be for the teaching
communities with whom | discuss and disseminateréisearch outcomes, and
consequently, to students in the future. Severatiesits in this research
indirectly benefited from the context of the resbans they adapted to the

online learning environment, developed new skitld anproved their learning.

3.8 Gaining Access and Rapport

This section discusses the actions which were tdkegain access to the
students, and to build a good rapport with themlfowe (2001, p.31) stressing
that ‘access is a process and not a once-only ideGisvrote that gaining

access does not stop at obtaining consent froncipants at the initial stages

of a research but it has to be further negotiatedeaper levels, where the
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researcher builds a relationship of trust with gagticipants. At this stage,
students ‘are prepared to be open and honest dheirt perceptions and
beliefs’ (Walford, 2001, p.34). Wellington (2000ipted out, that at any time,

the students may withdraw their permissions argt.tru

To gain access to the students as participantg@ndine collaborators in this
research, it was necessary to build a good rapgpitint them. The students
came to the College from different secondary schoilost of them did not

know each other and the relationship between thdests and myself, was
initially that of a new cohort and a new teachezv&loping a good rapport was
essential for both the students’ learning procesisadso for them to be genuine

participants in the research.

Wellington (2000, p.64) remarked that, ‘attitudesvards the researcher are
likely to vary from suspicion, mistrust or cynicisto awe, trust or friendship’.
The following actions and processes facilitated bndding of good rapport

and trust:

e informing the students about the purpose of theawh€, and the

benefits of its outcomes;

e explaining to students that the implementation dfe tonline

collaborative learning would facilitate their learg of chemistry;

e ensuring that the students understood the dichatemature of their

involvement, i.e., as learners and as participanntise research;

e ensuring that the students understood what wasceegef them in

terms of participation in the research;

» carrying out frequent face-to-face chats aboutotigoing learning and

research process;

e setting up informal chats in the online medium whiallowed
socialisation and familiarisation processes, andrelstudents could air

their concerns.

It was imperative for students to develop an untdading of my genuine

teaching efforts in both the online and the facéat®e class and to believe that
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| was interested in their learning and that thearhing was my priority.
Frequent informal chats with the students in theef-face class and in the
VLE, especially in the first weeks of the blendedurse gave me the
opportunity to become aware, as early as possillleany sensitive or
controversial issues which could affect negativitlgir online participation;
where possible, appropriate and prompt action w&ksrt over this. One issue

concerned the reluctance of some students to wogkoups (Section 5.5.1.2).

3.9 Evaluation of the study

Although the choice of research methods is infleeinby the philosophical
assumptions of the researcher, and the contexhefrésearch, researchers
should take into account quality criteria (BushQ20 There is some reluctance
to apply concepts of validity and reliability ta@npretive research, because the
very nature of the research rejects the existeh@bdsolute reality (Easterby-
Smith, Thorpe and Lowe, 1994; Scott and Usher, 1999

Validity in qualitative research does not carry th@me connotation as in
quantitative research (Creswell, 2009). Internalidity is a measure of
whether ‘the effects observed as a result of arention have actually been
caused by that intervention and not by some otheuision’ (Scott and Usher,
1999, p.149). External validity refers to the extéhat findings may be
usefully generalised to the wider population ositmilar settings (Denzin and
Lincoln, 2000). These terms, used in quantitatesearch have been replaced
by alternative concepts which are more appropt@tae social world (Lincoln
and Guba, 1985; Scott and Usher, 1999; Bush 20@5w&ll 2007; Creswell,
2009). Lincoln and Guba (1985) used the conceptustworthiness with the
terms credibility, transferability, dependabilitycaconformability of a research
as a replacement for internal validity, externalidiey and reliability. Other
criteria which could be used in qualitative validathave also been suggested

by other researchers (see Creswell, 2007, p.203).

Lincoln and Guba (1985) replaced internal validiycredibility. According to
these authors, credibility of the research is distadd through respondent
validation. Creswell (2007) considered validationqualitative research to be
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an effort to examine the precision of the findiragsl called for researchers to
use accepted validation strategies such as praorngegagement with
participants and methodological triangulation ofadd carried out long term
observation of the learners’ online participati@nd used a multi-method

approach to explore the online experiences ofdhmekrs.

A relationship of trust and good rapport existetieen the participants and
myself as their teacher and as a researcher. Tas important to obtain
genuine and reliable data from respondents. P{d§9, cited in Wellington,
2000, p.144) remarked that respondents may givwerssat random whereas
others may use a romancing technique. In the fqrither respondents are
uninterested and give any answer to move on wathriterview, whereas in the
latter, the respondents invent an answer, which tleenot actually believe in.
In some cases respondents give the answers whieh,think, would please
the interviewer. Students, in this study, were retad to be genuine in their
responses in the research methods and to consalas e researcher and not
their teacher. This was also important to minimégey sense of teacher-
students power relations. | had regular unsolicitetbrmal chats with
individual students who provided me with feedbagffarding the pace and the
level of difficulty of the online course. This fdeack contributed to the smooth
running of the online course, which was a necedsityhe implementation of
the research itself. The fact that students werergiresponsibilities in
providing this ongoing feedback added to the trostianess of the research in
that they could see that | took time to discussdsswith them, valued their

views and had a genuine interest in improving tlegirning experience.

Transferability is the term which Lincoln and Gu{@985) used to replace
external validity or generalisability. In qualite#i interpretive research, the
notion of having a sample as a good representatiothe population is
inapplicable. Scott and Usher (1999, p.151) expthat transferability is ‘a
looser notion than external validity, in that iapés the burden of proof on the
reader or user of the research’. The researches ush and detailed
descriptions of the subjects in the research aadelting, to produce a realistic
scenario that the readers achieve the sensatibaiing there (Creswell, 2007).
As stated above, my prolonged contact with theesttedland the multi-method
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research approach to the investigation ensuredhaamnd thick description of
the learners’ world of online learning in a blendksrning context. |
constantly share my ‘stories’ from my research gitindent teachers, whom |
teach at the University of Malta and | can see llogse student teachers are
able to engage with my work, relate it to theircteag practice experiences
and feel encouraged to use VLEs in their teachirigis hoped that other
researchers or lecturers will also engage with r@tate my research to their
own work. Indeed, as Dadds (2004, p.3) remarksg ftation of relateability
becomes more appropriate for practitioner reseiduah the traditional research

concept of generalisability’.

Reliability, an evaluation criterion used in quéative research, relates to the
probability that repeating a research proceduremethod would produce
identical or similar results (Yin, 2003). It isgaed that in qualitative case-
study research, a case is unique (Stake, 1995)thanchotion of reliability
(Bassey, 2002) does not apply. In addition, emdrggsearch designs ensue in
a qualitative inquiry and this rules out the iddareplicability (Scott and
Usher, 1999). Lincoln and Guba (1985) replace béitg with the notions of
dependability and confirmability. Dependability ees to the fact that the
results will be subject to change and instabilityis an assessment of the
quality of the integrated processes of data geiloeraand data analysis.
Confirmability relates to the establishing of thalue of the data (Creswell,
2007). It is a measure of how well the inquiry’sdings are supported by the
data generated. Lincoln and Guba (1985, p.318)mewend the use of an
auditor to confirm that the ‘findings are groundedthe data’ and ‘that
inferences based on the data are logical’. Thiks ¢at a transparency of the
research methods and of the results that were nataiwhereby other
researchers, auditors or interested persons mayredgork through the data

and the coding process to achieve a similar uraieilgig of the situation.

This was addressed by documenting all procedurdsganng details of all

steps involved in the research (Yin, 2003; Silvarn005). | documented the

research process in detail using a researcherghuntich | frequently read

and copied into NVivo. | used a reliable digitatoeder with high quality

recording facilities. | listened to the recordingsveral times. Once the
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recording was transferred and saved to the compieraudio speed could be

controlled and slowed down for easier transcription

The research methods, generated data, interpregatad the data and
conclusions in this research were thoroughly disedswith my doctoral
supervisor and also with two other social sciersearchers at the University
of Nottingham, who at certain stages during myaesg were also involved in
supervising my work. | also delivered a paper onresearch and discussed the
methodology and findings of this study at a dodtem@loquium session at a
conference (EAITM, Malta, 2011).

3.10 An overview of the study

The main study was carried out in the academic P&&7-2008, and was
preceded by a four-month exploratory study in thevipus year 2006-2007

with a different cohort of A-level chemistry studenThe research methods
employed in the actual study were informed by tbsearch questions, the
outcomes of the exploratory study and by the mémehdnalysis. In this model,

the generated data was coded, reduced and catsjorithemes. The use of a
multi-method research inquiry afforded opportumsitad triangulation methods

across the data sets.

3.10.1 The exploratory study

The exploratory study was conducted with a classthaty-two A-level

chemistry college students from February 2007 ty @07, with the aim to
explore and test the use of particular researdnuimgnts. In this exploratory
study a four-month online course complemented #Hue-to-face traditional
classroom learning. Table 3.1 shows the data ggéaermethods which were
used in the exploratory study. All the data genenamethods except for two

methods were used in the main study.
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Table 3.1. The data generation methods of theoexfary study

Tool Data

1 | Researcher’s reflective journa Observationegmions and development of ideas|

2 Learners’ reflective journal Logs of daily stuiitpe and study methods

Students familiarity with technology and students’

3 Profile questionnaire (Q1) perceptions of group work

4 Informal online forum Students’ impressions or 0§ VLE

5 Middle stages questionnaire Students’ developed attitude towards online
(Q2) collaborative work

VLE activity observation and

. Students’ access and engagement in the VLE
tracking

7 | Final stages questionnaire (Q3)Funct|0n|ng of groupz;r(a)\lrjlgsthe students roles ialsm

8 In- depth interviews In-depth individual interviews with seven selected
i students.

The two discarded methods were:

(1) The learner’s reflective journal: Templates wenreegito each student
to log the daily study time and modes of study. Bualents responded
to this research task. The other students may faawel this research
task time-consuming and inconvenient. This methiodata generation

was considered inappropriate and was not usecimtin study.

(2) A final stages anonymous questionnaire (May, 2006 students in
the exploratory study responded well to this qoestaire which
explored the role of each student with respechéoftinctioning of the
groups in the online environment. However, anonysngquestionnaires
gave an all round general feel of the collaboratpcess as
experienced by the whole class. Since researchignegs2 of the main
study was refined to explore learning identitiesrafividual students,
this questionnaire was replaced with focus grougtmgs, and class

individual interviews in the main study.
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3.10.2 The main study

The main research study was divided into three gghdBhase 1: 10 weeks;
Phase 2. 9 weeks; Phase 3: 12 weeks). The phasesspmnded to the
academic terms and were determined by the Christimladays between Phase

1 and Phase 2 and by the Easter holidays betwessePhand Phase 3.

An early stage analysis (Miles and Huberman, 1894thwohl, 1997, Robson
2002) allowed reflection on the generated datahatend of Phase 1, the
refinement of the research sub-questions 2.1 a@d(Qection 3.2) and the
refinement of methods to generate further data.isTinakes analysis an
ongoing lively enterprise that contributes to thmeeging process of the
fieldwork,” (Miles and Huberman, 1994, p.50).

The study initially looked at the large picture,pxing the experiences of
thirty-seven students in the class, and finallyused on twelve individual
learners (Nisbet and Watt, 1984). A general shittmf anonymous data
generation methods (questionnaires Q1, Q2 andrQBhase 1 and Phase 2 to
non-anonymous data collection methods, e.g., fogrmip meetings and
interviews in Phase 3 occurred. This shift wasifjest by two ongoing
processes:

(1) A good rapport developed between the students amgdelfn as
practitioner-researcher, and therefore anonymityesearch methods
became pointless. Several students came forwatdtha information
which | needed. This is an issue which emergedhis practitioner
research. The developed good rapport and trustgage credibility to
the study (Section 3.9).

(2) The focus of the research eventually turned toniegridentities. This
necessitated a greater interest in individual sttgderather than
gathering general and anonymous information. Qoes#ires were
certainly no longer appropriate in my research, abhse in
questionnaires, answers tend to be brief and sdodersts may not
reflect when answering a questionnaire. | felt tieed to listen to the
students’ voices and discuss at length and in-dep#h issues which

affected their online participation.
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The data generating methods which were used ipllases are discussed in
greater detail in the following section.

3.11 The data generating methods

Table 3.2. Timeline: The data generation methods

Phase Week Research method
<1 <1 Questionnaire 1: profile questionnaire
1-32 Researcher’s journal
1-3 1-32 VLE tracking system
1-2 Informal online fora
1 5 Student’s reflective journal
7 Questionnaire 2: early stages questionnaire
8 Two ad-hoc group interviews
2 16 Questionnaire 3: Middle Stages questionnaire
23-24 Two focus group meetings
3 28-34 23 Individual interviews; 12 in-depth interwis

Table 3.2 lists the data generating methods whielewsed in the three
phases, i.e., in the 34 week period. The next aectlescribes the data

generating methods and their use in this research.

3.11.1 The researcher’s journal

Entries in the researcher’s journal, which was usell three phases, included
observations, reflections and developing ideasal$b included particular
events and activities (Bogdan and Biklen, 1992hsas contents of informal or
impromptu face-to-face discussions (Tobin, 2006) @m email sent by a
student. The journal informed the topics for thesaliwited chats, which |

frequently had with the participants at the College facilitated the process of
purposeful sampling for the ad-hoc and in-deptlerinews. Observations of
students in both the online and in the face-to-faceironments allowed the
gathering of first-hand information about socialogesses in a naturally
occurring context (Silverman, 2006). My role withihe VLE continually

changed from participant to observer and vice-veasgording to the
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circumstances. At particular times, in the inforraaline chats, | was an online
participant, joining in informal discussions to encage learner participation
and establish good rapport. At other times, | stabd distance and observed
the students interacting, discussing and helpingh eather. Records of
students’ access to the VLE and of their onlindigigation in activities were

also included in the journal.

3.11.2 The tracking system in the VLE

Version: 7 (Browse Fefch-back Diff)

Author: [ Sharon Role

Created: Thursday, 20 December 2007, 05:14 PM
Last modification: Wednesday, 2 January 2008, 02:10 AM
References: Ar, hitp://moodle.um.edu.mt/moodle/pix/s/mixed. gif

Version: 6 (Browse Fetch-back Diff)
Author: [t‘ Sharon Role

Created: Thursday, 20 December 2007, 05:14 PM
Last modification: Wednesday, 2 January 2008, 02:00 AM
References: hitp://moodie.um.edu mt/moodle/pix/s/mixed gif

Version: 5 (Browse Fetch-back Diff)

Author: Sharon Role
L

Created: Thursday, 20 December 2007, 05:14 PM
Last modification: Wednesday, 2 January 2008, 01:55 AM
References: hitp://moodle.um.edu. mt/moodle/pix/s/mixed.gif

Version: 4 (Browse Fetch-back Diff)
Author: [t‘ Sharon Role

Created: Thursday, 20 December 2007, 05:14 PM

I act madifinatinn: Wadnnedau O lanian: 2008 A4-52 AR

Figure 3.1. Screenshot 1 (VLE): Part of a hist@pyart in a wiki

The VLE which was used to provide the online mediwas Moodle Version
6.1. The student tracking system gave a detailedrdeof the access time and
the duration of each participant’s contribution.eTinacking system could be

accessed from three different sources:
» the reports section in the administration block;

* the logs section in the activity reports for eadutipipant in the

participants area;

» the history section of individual activities, e.gikis (Figure 3.1).

3.11.3 Questionnaires:

Three anonymous questionnaires: a learner profilestipnnaire, an early
stages questionnaire and a middle stages questienware given to the

students.
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(i) The learner profile questionnaire (Questionaalr Appendix Ill) was a
front-end analysis (Driscoll, 2002; Smith and Raga®99; Dick and Carey,

1996) questionnaire designed to explore issuesdega

» the availability of computers and Internet connatstiat the students’

homes;

* the target audience in terms of comfort and skillssing technology.

Questionnaire 1 was given to the students befaestirt of the online course
and consisted of 13 questions. Questions 1 andh2ecoed personal details,
l.e., age and gender whereas, questions 3 to 18enwed the use of
technology. Five questions were closed-ended, aestmpn was open-ended,
four questions were matrix questions with a rategle and three questions

required a short answer.

(i) An early stages questionnaire (Questionnair&ppendix IV) was given to
the students, in Week 7, to gauge the studentsigergent with the VLE, and
the developing attitudes towards the new modeseafning. It had 10
questions. The first two questions were personiildguestions and the others
probed into the students’ ongoing experiences ef @hline collaborative
activities. There were two short answer questions, choice question and five

free response questions.

(ii) A middle stages questionnaire (Questionna@reAppendix VI), given to

the students in Week 18, was essential to proaideneral feel of the whole
class in terms of their enthusiasm, participationd aroles in online

collaborative activities. It is believed that theasea tendency for enthusiasm
and productivity to decline during the middle stagé a course (Matthews,
2000). Questionnaire 3 consisted of 19 questionses@pns 1 and 2 were
personal detail questions and the rest enquiredtahe students’ experiences
and roles in the online activities regarding cabladtive learning. There were
five multiple choice questions, 10 free responsestjans and 3 short answer

guestions.
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3.11.4 Text-chat in the informal discussions anigkflections journal

Two informal asynchronous discussion threads ininf@mal chat forum and
a students’ personal journal were set up in tre fireek in the VLE. The two
discussions in the forum were called ‘First Impr@ss and ‘What do you

think about group work?’. The aim of the discusdimeads was twofold:

» to explore the students’ perceptions and attitudesrds collaborative

learning and the use of the online medium for lg®yn

* as ice-breaker activities, to familiarise the stidewith discussing and

posting in the VLE.

The student’s personal reflective journal (Append)xwas a tool embedded in
the VLE and was used in the fifth week of the ceuiStudents responded to
eight free response questions regarding their éxgierience of group work in
the first online collaborative activity. The studerwere asked to reflect on
their experience. Each student posting in the paigournal was shared by the

student and the teacher only.

3.11.5 Group meetings

Two ad-hoc group meetings and two focus group meggtwere carried out in
this study. The participants were assured thar ezl names would not be
used in the research and were reminded to congideaas a researcher and not
as a teacher during the group meeting. The meetvege conducted in a
combination of languages: Maltese and English. tWeefocus group meetings
were recorded. The audio recorder was tested inmieting room with two
students, two days before the scheduled appointtoenisure that the recorder

was sensitive to the acoustics of the room andithadrked well.

3.11.5.1 The two ad-hoc group interviews

Each of the two ad-hoc group meetings took placéVieek 8 in Phase 1
(December 2007) of the research, with a differenug of criterion selected
students (Miles and Huberman, 1994) after the fadace lectures. The
students in these groups had rarely or never aedetb®e VLE. This is an

example of purposeful sampling. Purposeful samptiagisions are taken by
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gualitative researchers (Morse, 2006, Creswell,7200iles and Huberman,
1994) to ensure enrichment and elaboration of ¢hevant data (Flick, 2002).
Purposeful sampling maintains direction; particigaare chosen because ‘their
perspectives are judged to be worth knowing andabfie to the research’
(Tobin, 2006 p.22).

The selected students accepted to take part ire tihieetings. Each meeting
lasted 40 minutes. The aim of each meeting wasnttenstand the students’
stance with respect to online participation andetecourage the students to

participate in the online collaborative activities.

3.11.5.2 The two focus group meetings

The two focus group meetings were conducted in W&k and 24 (April,
2008) in Phase 3. ‘Focus groups allow multiple gsi¢o be heard at one
sitting,” (Smith, Flowers and Larkin, 2009, p.7The students in the class
were asked to volunteer to take part in the foaasigs. | wanted to give as
many students as possible the opportunity to désthesr experiences within a
group, and to experience the benefits of being phd focus group (Tobin,
2006). Six students volunteered to participate.nTfeurteen other students
were approached to form part of one of the focos|gs. | took the opportunity
to purposely select the students to have maximumatian (Lincoln and Guba,
1985; Miles and Huberman, 1994; Wellington, 20@0) students accepted the
invitation. The students in each group displaydtedint online participation
behaviours, ranging from very active to passivenanlearning. The aim of the
focus group meetings was to allow students to disdheir experiences of
collaborative online learning and to identify issughich would inform the
questions to be asked in the individual intervieWse two focus groups were
held when all the members of the group and thehtraead no lectures at the

college.

In the focus group meetings, | took on the thrdesrof facilitating, monitoring

and maintaining an ethical environment (Smith, Fosvand Larkin, 2009). A
guestion schedule (Appendix VII) was prepared fa focus group meetings
to facilitate the discussion. The question schedobntained questions,

prompts and scenarios which were open-ended andtbvedier opportunities
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for all participants to engage in discussions (8nftowers and Larkin, 2009).
| facilitated the group discussion as | dealt Witk question schedule, listened
attentively and stood back to allow group dynantmsemerge (Silverman,
2006). | monitored the discussion by listening teatwvas being said and who
was saying it, prompting for more information, @iling up interesting points
and involving the quieter participants. | also ntaimed a reasonable and
ethical environment, ensuring that all participawere respecting each other
(Smith, Flowers and Larkin, 2009). The duratioreath focus group meeting

was one hour.

In the focus groups, students had time to refleébie speaking, and members
generated discussions which produced insights abevant data on the
learners’ experiences of online learning. As distuss progressed, the
recounted experiences of one individual stimulaters (Krathwohl, 1998) to
discuss their views. Besides capturing these otkervsilent voices, a
multiplicity of perspectives was also acquired. Tétedents also acquired

opportunities to benefit from each others’ recodréeperiences.
On the other hand, focus groups present some disgalyes, such as:

» some students may feel dominated by others; they mave opinions

contrary to those of the majority of the group aoedhot express them;

» the time for reflection may also result in carefutiensored responses

from the participants.

The conduction of individual interviews (SectionlB.6) compensated for

these disadvantages.

3.11.6 The individual interviews

Interviews are opportunities ‘to enter the parteifs’ lifeworlds’ (Smith,

Flowers and Larkin, 2009, p.58). All the studemtghe class were invited for
individual interviews. This methodology is similar the ‘big net approach’ as
recommended by Fetterman (1998). In-depth interviesre conducted with a
group of twelve students. Students were given appwmnts for interviews
when they did not have lectures at the college. ifterviews took place in a

quiet and undisturbed classroom, and were condurcteldy and in June 2008.
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During each interview, students were reminded thetr names would not

appear in the report and to consider me as a &@s&aand not as their teacher.
One student was unable to attend College for thedided interview and the
interview was replaced by an online meeting usikgp® (VOIP medium).

Two students, who missed their first and seconasisgpments, did not ask for
a third appointment, and were not interviewed. thié students, who were
interviewed, gave their consent for the intervietes be recorded. Three
students preferred to be interviewed in Englisherghs thirty-two students

preferred to be interviewed in Maltese.

Principles from interpretive phenomenological asayIPA) were applied in
the interviews. This approach which makes use efitterview-plus concept,
i.e., using artefacts as prompts in the intervidves been used in JISC studies
which concerned students and the use of techngMgyes, 2006a; Creanor et
al, 2006).

IPA is a method which has been informed from thkeg areas of the
philosophy of knowledge, which are phenomenologgynteneutics and
idiography (Smith, Flowers and Larkin, 2009). Ipl@enomenological study
the individuals and the researcher become ‘the mesearch instruments’
(Wellington 2000, p.134). The researcher developssider’'s perspective on
the phenomenon (Bruyn, 1966; McCracken, 1988) Isfeding to the
participants’ stories and ‘prioritises the partamps’ world view at the core of
the account’ (Reid, Flowers and Larkin, 2005, p.22)

IPA entails a double interpretive mechanism or ldeuhermeneutic process’
(Smith and Osborn, 2003, p.53): the interpretatbrihe experiences by the
learners themselves and the understanding angbiatation of the researcher.
The researcher captures the stories as told bpdtteipants and analyses the
contents. The researcher attempts to make senseheof participants’

experiences and clarifies them to answer the resaprestions and to develop

a new vision of the world.

IPA is committed to the particular (idiographic)dahas an experiential focus
on the participant as the expert (Mayes, 2006b¢. [Earners in this study were

the experts on their own experiences and couldwetcr their behaviours.
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They offered an understanding of their thoughtsnmitments and feelings
through telling their own stories, in their own wer(Sfard and Prusek, 2005),
and in as much detail as possible (Reid, FlowedsLankin, 2005).

The interviews were semi-structured and an internsehedule was prepared
for each student. The interview schedule shaped itterviews, but the
students were given the space to move away fronsc¢hedule as they talked

about their experiences. This at times led to ueetqul revelations.

Each interview schedule for each student had thmesdramework

(McCracken, 1988) consisting of:
» aset of biographical questions;
* aseries of question areas, (grand tour questions);

» probes and prompts which were specific for eacidesit and were
used if more detail was needed.

Each interview started with small talk and biograph questions, e.g.,
previous school, hometown, family and responsibgitat home. These
biographical questions set the scene for comfdreyTallowed me to become
familiar with ‘the simple descriptive details of adividual's life’ (McCracken
1998, p.34), to maintain a good rapport with thelsht and to help the student
feel comfortable to speak. These initial discussiovhich were of a broad

nature, set the context for more specific questions

Each interview schedule had the ‘grand tour’ questiwhich were the essence
of the interview (McCracken, 1988). The grand tquestions were different
for each student. These were specifically prepdoedeach interview after

reviewing the particular student’s online involverhsuch as:

» postings in informal and formal discussions andtlwe personal

reflection journal (from observations and VLE tracksystem);
* VLE access record (from the VLE tracking system);

» statements which the student uttered in unsolictkdts, ad-hoc or
focus group meetings (from observations/researshgturnal and

transcripts).
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Floating prompts, e.g., repeating the last wordtleé respondent in an
enquiring tone at the end of the respondent’s arttge and planned prompts
(McCracken, 1988) were used to encourage the lesatneadd details which

did not emerge in the grand tour testimony. Plarpredhpts included:
» asking learners to recall exceptional incidents;

» using artifacts (interview plus concept), e.g.rasts from the students’
postings (Sharpe et al, 2005 ; Mayes, 2006a; Creztrad, 2006).

The students were given time to reflect and ansietimes, a silence was a
cue for the student to continue to speak aboubtiiee experience.

As a researcher, | sought to stay as ‘low’ as pdssn the interviews and it
was important that a question did not supply thewan which it solicited

(McCracken, 1988). ‘For most of the part, the pgant talks and the
interviewer listens’ (Smith, Flowers and Larkin,080 p.57). While | listened
to the student voices with great care, | was pagittgntion to key terms and
observed the respondents’ facial expressions. mtexviews were recorded
and | made notes of the students’ facial expressamal particular remarks. In
some cases, the conversation continued after doeder was switched off and
important points were again noted on paper. Thicgzants provided a large
amount of data, enriched with personal experieranas$ interpretations of
meanings. Most students showed a willingness tocdrgacted if further

discussions were necessary.

The students were expected to have unique onlingipation patterns and
different stories to tell in their own terms. Twgpés of interviews were

conducted: the short interviews and the in-deptidriuiews.
(i) The short interviews

Each short interview lasted around 45 minutes. Adreations of twenty-three
students were important to address the first rebequestions (sub-questions
1.1 and 1.2), which concerned online behaviourepasgt and factors which

affected online participation.
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(i) The in-depth interviews

The in-depth interviews were conducted with a doteselected group of
twelve students (Miles and Huberman, 1994; Cresw@98). Each interview
lasted around 75 minutes. The grand tour testimocyded questions which
focused on all research questions. The studentaiagd the meanings of their
experiences in detail and responded well to theofisetifacts (interview plus

concept), e.g., extracts from postings or faceattefdiscussions.

3.12 Integrating the data generation methods withirthe course

This section gives an overview of the integrationtloe data generation
methods within the course.

3.12.1 Phase 1

Table 3.3. The online activities and data genemand®hase 1

Date Mode Online activity
October Questionnaire 1 — Technology profile questionnaire
November large group (IB) Informal discussions

WKk 1-2: Informal discussion - First Impressions (B)

WKk 2: Informal discussion- What do you think about groupwork (IB)

Individual (IB) Your favourite Periodic Table

large group (IB) Useful sites in chemistry

small groups Radioisotopes

Week 5: Personal Reflections Journal

large group Limiting Reactants: problem solvingtval Lab

December large group Titrations: problem solvinggdission

Week 7: Questionnaire 2- Early Stages questionnaire

large group Atomic Structure: Quiz and discussion

Week 8: Two Ad-hoc group meetings

Small/large group | Atomic Structure: Problem solvitigcussion
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Table 3.3 shows the ten online activities whichevenplemented in Phase 1.
It also lists the six data generation methods wingtuded Questionnaire 1,
two online informal discussions, the personal sttslereflective journal,
Questionnaire 2 and two ad-hoc group meetings. ofti@e activities in this
phase were five Ice Breaker activities which sena socializing and
familiarization events (Salmon 2000; Conrad and d@dson 2004), four
asynchronous large group discussions, and two sgnallp problem-solving

activities in wikis.
3.12.2 Phase 2

Table 3.4. Online activities and data generatiothods in Phase 2

Date Mode Online activity
January Individual/large grouBonding: Quiz/discussion
Large group Shapes- Problem solving/discussion

Small/large group | Bonding: Problem solving/discassi

February Large group Bonding: further discussiomifem solving

Week 16: Questionnaire 3- Middle stages questionnai

Small/large group | Redox: Problem solving/discussion

Table 3.4 lists the online activities and the dggaeration method (the middle
stages questionnaire) in Phase 2. The online aesvincluded: five large
group discussion activities in fora, two small gsqaroblem-solving activities

in wikis, and one individual activity (quiz).

3.12.3 Phase 3

Table 3.5 shows the online activities and the dggaeration methods (two
focus groups and individual interviews) in Phag@arch 2008 to June 2008)
of the study. The online activities included: eidatge group discussion
activities, two small group problem-solving actieg in wikis, and three

individual activities.
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Table 3.5. The activities and data generation nu=lo Phase 3.

Date Mode Online activity

March large group Gases: discussion

Individual/large groupGases: Quiz/discussion

Individual/large groupGases: Quiz/ discussion

Large group Gases: problem solving/discussion

April Small group Chemical terms: Glossary

Week 23: Focus Group 1

Week 24: Focus Group 2

Individual/large grougEquilibria: Quiz/discussion

Small/large group | Equilibria: Problem solving/dission

May Large group Periodicity: discussions

Large group Qualitative Analysis: discussions

Week 28-34: Short Interviews

Week 28-34: in-depth interviews

3.12.4 Tools used in all phases

The following data generation instruments were ugedughout the three

phases of the study:

» Teacher/researcher’s journal-observations, retiastand development

of ideas;
* Regular unsolicited discussions;

* VLE tracking system.

During all phases, the online environment was laagive with the students
and the teacher contributing to the informal anuinfd areas of the VLE. As

the above account indicates, the online activitiebided quizzes, discussions
in fora, a lab simulation and problem solving atieg in wikis and fora. The

students were also provided with some short PowetRoesentations (with

voice over) on difficult sections of the syllabasd some short articles.
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3.13 Data treatment

Wellington (2000, p.134) describes qualitative degdengthy and verbose and
states that ‘data analysis is part of the reseayclte and not a discrete phase
near the end of a research plan’. Data capturea depection and data
treatment were ongoing processes in this studynifoa-Nachmias and
Nachmias, 1996; Miles and Huberman, 1994).

NVivo 8, a computer assisted qualitative data asislgoftware (CAQDAS)
was used to store the data and support the dalgsend his ensured that all
data and analysis of the research were in one ;plaeesfore the access, the
treatment of data, and the retrieval of data orudwents connected with the
study were facilitated. Every week copies of thateat in NVivo were saved
on external memories as back-ups. The followinggjian account of the data

which was saved in NVivo.

(a) The researcher’s journal

Relevant data from the journal was identified, edpand saved in NVivo. This
data included observations of learners in the enland in the face-to-face
environments, unsolicited discussions with studergmails from some
students, notes from the ad-hoc student meetingssfgroups and individual
interviews, significant extracts from particular spogs in the VLE and

tracking data from the VLE.

(b) The three questionnaires

Student anonymous responses from each of the tuestionnaires were
tallied using Excel software and the results wemndferred to NVivo.
Answers to open ended questions in the questianmare manually copied in
NVivo.

(c) The online informal chats, two ad-hoc interviewsl sstudent online

reflective journal

The data generated from the above was copied,pastesaved in NVivo.

(d) The two focus group meetings and thirty-five indival interviews:
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After each meeting or interview, digital sound di@ts from the recorder were
uploaded to the computer using a voice editor saotw The recordings were
saved as audio files and linked to NVivo. A vertratiranscript of each

recording was made and also saved in NVivo. Sinwad the interviewer and
knew the respondents well, | felt that no othensciber would be able to
produce a better scenario of the interviews or mgegtin text form, than

myself. As | transcribed the recordings, | coulidl gisualise each student’s
facial expressions. As Miles and Huberman (1994psst, | enriched the text,
with such descriptions, and the occasional notesraferences which | took
during the meetings and interviews. The transaiptof the focus group

meetings and the coding (Section 3.14.1) were cetaplbefore the start of the
individual interviews. Transcription was a labarsoprocess which took four
months. One hour of tape took an average of 6 hafureinscription time. The

guestionnaires were mostly answered in English. ¢d@n the focus group
meetings and the thirty-two interviews, which weosducted in Maltese, were
not translated into English, but transcribed angdan NVivo in their original

form. This was done for two main reasons: (1) adiaion might have caused
a loss of some of the expressive utterances anth€2process of translation

would have been time-consuming.

The following section describes further treatmenthe data which was saved

in NVivo.

3.14 Data analysis: the stages

McCracken (1988 p.42) states that ‘the object @lysis is to determine the
categories, relationships and assumptions thatnmtbe participant’s view of
the world in general and the topic in particulatVellington (2000, p.136)
describes data analysis as ‘messy and complicaredi’advocates immersion
and reflection stages as the first two stages. ,Tfursevery episode of data
analysis, | read each document several times imngemsyself in the details to
obtain again a sense of what is written and arfgedi being part of it. | made
notes and reflected writings as a memo attachedattqh document. Then |
reflected on the emerging data, noting the thenmekideas which came to

mind, and which at this stage were vague and urexiad.
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The process of data analysis in this research easummarized using the
stages as listed by Wellington (2000).

(1) Immersion,;

(2) Reflection;

(3) Analyzing and coding — taking apart, selecting eattgorizing;
(4) Synthesising and re-combining nodes; forming tiedes;

(5) Locating - relating to other work in literature;

(6) Reflecting and reviewing.

3.14.1 Coding the data

The next stage involved taking the data apart (Mgtlbn, 2000; McCracken,
1988) or ‘dissecting’ it (Frankfort-Nachmias anddNmias, 1996, p.293) and

coding it.

Coding is an ongoing process, which reduces the tdatategories. The codes,
however, retain a pointer to the original data,ueing access to the original
documents (Richards, 2005). The saved data in NViae read thoroughly;

each piece of information or statement which haicular meaning, hence
called a unit of meaning, was coded. In some ¢dkisswas a word, a phrase,
a sentence or a small paragraph.

Table 3.6 lists the three levels of the coding pssc(McCracken, 1988;

Richards, 2005) which was used in this research.

Table 3.6. The three levels of coding

Level Coding Process

1 Descriptive and topic coding (freeReading through transcriptions
nodes)
Analytical coding (free nodes) Interpreting amtierstanding

3 Formation of tree nodes Revealing patterns aladionships

| illustrate the various levels of coding by usiag extract from an in-depth

interview with a student named Celine.
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4.18 In the beginning it was like hekk, xi dwejjaq;

Shar:
Dwejjaq il-ghala?

Celine
I do not know:l am used to use my computer more for fun, after a day’s work to relax like, not to
do hw sort of, but after some time I realized, sort of. Igot used to it. It takes getting used to 1
think.

Figure 3.2. Screen shot 2 (NVivo): A unit of meanwith coding

Descriptive and topic coding constituted the flestel of coding. This coding
picked out data from the text which concerned laites of and information

about an object, case or person.

The codes in NVivo are colour tagged, and appedhemight hand side of the
text-page (Figure 3.2). The above section was denstl as a unit of meaning
(8 lines). It was topic coded ‘Internet as leisyred vertical line in screen shot
1) and ‘Moodle within Leisure time’ (yellow line)hd ‘Before tipping point’

(purple line). At the end of the analysis, theregeveight units of meaning from
five different students with codes called ‘Inter@ast Leisure’. Thus a node or
category with eight units of meaning coded ‘Intérres leisure’ was

automatically created in NVivo. Each unit of meanin the node could be

easily traced to the original text.

The codes given to the units of meaning in NVivorava-posteriori codes
(Wellington, 2000), i.e., codes derived from theadiéself during the coding
process. For example, ‘Internet as leisure’ was-posteriori code because it

emerged from readings of the transcription duromd coding.

All topic and descriptive coding initially formedee nodes. This was the first
stage in the reduction of the data. Free nodesvdhe capture of ideas but do

not impose any structure or relationships (Baz2dg7).

At the second coding level, the transcripts weeal r@gain, examined carefully
and analysed for analytical coding. Units of megnim the transcript were
coded once more to form free analytical nodes (McKen, 1988). Analytic
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coding of units of meaning is the result of intetption and reflection on
meaning.
The object here is to extend the observation beytsratiginal

form until its implications and possibilities areora fully played
out.

McCracken, 1988, p.45

In the above example in Figure 3.2, the unit of megwas analytically coded
‘Constraints’ (orange vertical line). Other units meaning formerly coded
differently, e.g., Technophobia were also analjiycaoded ‘Constraints’.
Thus, different categories formed at the first lew€ coding were further
categorised together in themes. Analytic codingcéntral to qualitative
enquiry, because at this level, nodes which expregsideas or concepts about
the data (McCracken, 1988) are created.

At the third level of coding, analytical nodes werarefully inspected and
refined. The analysis consisted of a total of 18@lyical and remaining free
topic nodes. Recombining and synthesizing of datk tplace at this stage
(Wellington, 2000). Different nodes were contraste similarity and

contradiction. Similar nodes were recombined. Lamgygdes were split
according to identifiable dissimilarities. Old nedeere reviewed and very
often rearranged or discarded. New nodes develogednew patterns,
connections and relationships were recognised. themes, relationships and
patterns were noted. Tree nodes were created satetel of coding to show
connections and relationships. The tree nodes werated by drawing or

listing categories together.

Tree nodes represented themes, where each treeéshadmllection of nodes
which are connected due to the formation of a patte relationship. For
example, in Figure 3.3 the node ‘Internet for Le#Suis a category in
‘Constraints’. ‘Constraints’ is a category in Traede ‘Behavioural issues’.

‘Internet for Leisure’ is also a category in Tremle ‘Attitudinal issues’.

108



Nodes Look for v Searchln v TreeNodes FindNow  Cler  Advanced Find

- deszm Tree Nodes

) Free Nodes . Name @ Sources References Created On
) Troohods: 5 1011 Atitudinal ssues 0 0 0500772008 02:15
& Relstionships () hssessmentfor Moodle 4 8 050772008 1131
Lt Node Malnces (Q memetas leiswe 5 8 O5I07/2008 20:19
(Q Nonesd for moodle z 2 0500772008 11:31
() Freference for set o notes 1 1 0510772008 15:54
O Seeks Moode when needs help only 4 5 05/07/2008 20:30
5 IDI2Behavioural Issues 0 0 05/07/2008 02:19

O Community Spint & Fresence 4
(Q Constraints to Fora discussions at
(D Declinein nterest in Moodle 1
O Engagement in class-Moodle 2
(O From Intemet Recr to Moodle: 5
6
1
1
2

0500772008 11:20
051072008 13:21
0510772008 14:38
0710712008 00:17
051072008 11:01
0500772008 11:20
0500772008 11:20
051072008 15:41
0500772008 11:20

1

— o ro oo g =

=

(O Group confiict

O Independence - Interdependence
(Q Infrastructural & other barriers
(Q Moode s study

FIEES

1

Figure 3.3. Screen shot 3 (NVivo): Tree nodes-téAdinal and Behavioural
issues

After the three levels of coding, the transcript ‘data’ had been reduced
(Miles and Huberman, 1994) to free topic and frea\ical nodes and then to
tree nodes. The focus of the study was no longengoily on the original

transcripts, but had shifted to the newly develomatlytical categories
(McCracken, 1988) though these were continuallyerrefl back to. The
original data in my research has been reduced @onb8les and then to five
main tree nodes or themes: Attitudinal Issues, Bielbaal issues, Learning
issues, Personality and Identity issues and Peocelssues (Figure 3.4). There

were also some remaining free topic and analytiodes.

The last stage in data analysis involved compaaimd) contrasting the patterns
and relationships to other work in the literatuk&e{lington, 2000). This
involved more reflective and interpretation proessswhich resulted in the
writing of Chapter 5.

3.14.2 Models and Vignettes
NVivo also facilitated the construction of modetslahe writing of vignettes.

Models: The coded data in NVivo was used in thevidrg of concept maps,
diagrams and relationships (Figure 3.4). Concegbpimg and data retrieval

were continually used in the planning and writii@Cbapter 5.
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Figure 3.4. Screen shot 4 (NVivo): Models

Vignettes: A vignette has a ‘narrative, story-likgructure that preserves
chronological flow’" and displays a vivid, compefiinand persuasive
interpretation (Miles and Huberman, 1994, p.81).Vive¢ facilitated the
process of writing a vignette for each of the twelstudents who were
interviewed in-depth (Section 3.12.6). Some oféheignettes or extracts from
them are presented in Chapter 5 (Section 5.5.4228); This process helped
me further to familiarise myself with the onlinepexiences of each of the
twelve students. It was essential to address theareh questions, especially
the research sub-questions 2.1 and 2.2 which coedethanges in the students

as learners.

In my study, the single and tree nodes in NVivosedras a systematic storage
of the data, as a reduction process of the data amn@dn easy retrieval
system.The intense coding treatment of the data gea deep understanding
of the students’ experiences of online participatids a result of the reduction
of data processes, | came to know the data wellveasl able to use it and
retrieve it in the discussions in Part V of Chaptemnd in Chapter 5.

3.15 Conclusion

This chapter has outlined the research methodolofyy. interpretive
phenomenological approach framed this research revhaulti-methods of
investigation were employed to give a rich pictaféhe case under study and
to ensure credibility. This chapter has providedeatensive account of the

data generation methods, discussed the reseastivdrthiness strategies and
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described the data storage, management and treaprmresses. NVivo 8
supported the organisation of all the data andeskas a storage and retrieval
system for the discussions in Chapter 4 and 5. dim&ysis of the data
generated from the three questionnaires, ad-hoc¢imgee students’ reflective
journal, online informal fora, VLE tracking systeamd the two focus group
meetings, is presented in Chapter 4. The data themndividual interviews is

discussed in Chapter 5.
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Chapter 4: Findings and analysis

4.0 Introduction

In this chapter, | present the findings from PhhsBhase 2 and from the focus
group meetings in Phase 3. This chapter considigeofain parts. Part | is an
overview of the research methods, the online legrractivities and the
research questionBart Il presents an analysis of the data whiclstitates who
the students were before they started the onlingseoin terms of their
familiarity with technology and their perception$ online collaborative
learning. Part lll discusses the extent of studmanticipation in the online
tasks. Part Il and Part Il set the context fortR¥r which reveals the data
generated as learners’ voice in the questionnainedsthe group meetings. Part
V concludes this chapter with a discussion of anliearning behaviour

patterns.
Part | - An overview

4.1 Research methods and research questions

Part 1 is a brief review of the three phases of rtksearch, indicating the
research methods which corresponded to each pliaséso presents the

research questions and indicates where these guestere addressed.

4.1.1 The research methods

Table 4.1 lists the data generation methods whietewsed in the three phases
of the main study (Section 3.13) and serves asck geference point for other
sections of the chapter. Phase 1, Phase 2 and Bhesgesponded to the
academic Term 1, Term 2 and Term 3 respectivelys Thapter focuses
mainly on the data generated as learners’ voice ieek 1 to Week 24.
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Table 4.1. Timeline: The data generation methods

Phase Week Research method
<1 <1 Questionnaire 1: profile questionnaire
1-32 Researcher’s journal
1-3 1-32 VLE tracking system
1-2 Informal online fora
1 5 Student’s reflective journal
7 Questionnaire 2: early stages questionnaire
8 Two ad-hoc group interviews
2 16 Questionnaire 3: Middle Stages questionnaire
23-24 Two focus group meetings
3 28-34 23 Individual interviews; 12 in-depth intarwis

4.1.2 Addressing the Research Questions

Two overarching research questions directed thiglys The first research

guestion which is expressed as sub-questions #l.1.2ns:

What were the experiences of students following catfine collaborative

program in a blended learning context?

The second research question which is expressedbaguestions 2.1 and 2.2

Is: what was the impact of these experiences ofedraers?

Table 4.2. The research questions as addressdthpte? 4

Research Questions Discussion
1.1 | What were the online behaviour patterns of |the
learners following a blended course? Ch 4:111 IV, V
1.2 | What factors influenced online behaviours in a
blended learning context? Ch4: 1l IV

learning identity of the learners in the online d@hd

face-to-face class?

2.1 | How did online participation change the studesd
2
learners? Ch 4: IV (& in Ch 5)
2.2 | What was the impact of online learning on the

(discussed in Ch 5)

Table 4.2 indicates the research questions anghdhs in Chapter 4, where

these questions are addressed. This chapter islymoshcerned with
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addressing the first research question (RQ: 1.2), Which concerns the
exploration of the students’ experiences, includimg factors which affected

their behaviours.

Part Il

4.2 Presenting the students

Part Il portrays the profile of this class of lears regarding their familiarity
with computers, online learning, the Internet, othechnologies and
collaborative work. This data was generated fromesfionnaire 1 (Section
3.11.3), and from two informal online discussionghe VLE (Section 3.11.4).
Knowing who the students were at the beginninghefdourse was a front-end
analysis process which formed a baseline for corsmas with data generated

at later stages.

4.2.1 The student profile questionnaire

Questionnaire 1 (Section 3.11.3(i)) is a studeaofilerquestionnaire (Appendix
[II) which was given to the students in the clas$obe they commenced the
online course (October 2007). All students ansdiéhe first questionnaire.
Their responses, with respect to prior experieéeschnology threw light on

their readiness for online learning.

Questions 1 to 5 revealed that in this class oét8idents (25 females and 12
males), all students were 16 years old exceptrierrnale student who was 18
years old. All students had a computer and Intecoahection at home. Only
one student commented about limited Internet canngc at home. Two

students had been using the Internet for the pemt yhe other students had

been using the Internet for more than two years.
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Frequency of Internet Use

43%

29%

14% 14%
Very Frequent  Occasional Low
frequent frequency

Figure 4.1. Frequency of Internet use

Questions 6 and 7 concerned the frequency of useeolnternet. The resul
are shown graphically in Figure 4.1. 14% of thessléb students) used t
Internet very frequently, spending more than 21rbaueekly on the Interne
43 % (16) were frequent users spending from 110tti@urs per week on ti
Internet, whereas 29% () were occasional users spending from 4 to 10
on the Internet. 14% (5) were low frequency Iné¢mnsers spending less tr

three hours per week on the Inter

Online Activities

mmostfrequently M less frequently occasionally

Figure 4.2. Online activitiesValues are percentag

Figure 4.2 illustrates the responses to questiohh® most common Intern
activities for these students were listening to im(81%) and communicatir

with friends (75%), followed by playing games (49%)ther activities
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included watching videos and vies, downloading music, movies and gat

and doing research related to study or hobl

Online applications in use

mmostfrequently  mless frequently occasionally

Figure 4.3. Online applications in use

Internet social activities

100%

.

email text chat Social Online
(msn) Network strategy
games

Figure 4.4. Internet Social Activities

The response to Questions 9 and 10 «d that all students used er and
twentysix students (80%) used r-time text chat (Figure 4.3). Twer-one
(73%) students were involved in social networkingl dour students (10%

were online strategy game players (Figure
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Most Liked Technologies

59%

43%
35%
I l =

Instant Mp 3/4 Online Chat
messaging (sms)

Figure 4.5. Most liked technologies

The answers to Question 11 (Figure 4.5) revealatttie technologies which
were mostly liked and used by the students werg¢amhsmessaging (22
students; 59%), mp3/4 (16 students; 43%), onlireteiy (13 students; 35%:
mainly msn), and DVDs (8 students; 21%).

Technology Related Issues

84%
49%

17% 16%

Confidentto Look forward Changed Reluctant to

use technology tousethe eating/sleeping use computers
Internet habits

Figure 4.6. Technology related habits

The responses to Question 12 (Figure 4.6) indic#iad thirty-one students
(84%) felt confident to use computers and othehretbgies and eighteen
students (49%) felt that they looked forward to tise Internet. Six students
(17%) declared that the Internet had changed #le@ping and eating habits.
Six students (16%) indicated a reluctance to usepcibers.
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4.2.1.1 Discussion

The data in this section showed that the studentkis study had technology
profiles similar to those of students of the samge egeported in studies in the
UK (JISC, 2007) and the US (NSBA, 2007). The stislaesponses were also
similar to results obtained by Clark et al (200@here 94% of students
associated computer access with Internet use twalseetworking, leisure and

entertainment.

All students in this class had Internet connectiamshome and a good
percentage of the class was familiar with compused the Internet. Twenty-
one students (57%) seemed to have integrated thefudhe Internet in their

daily routines (Figure 4.1).
Some issues which might hinder online collaborapiagicipation emerged.
1. One student had poor Internet connectivity;

2. Five out of 37 students rarely used computers anstsdents indicated

a reluctance to use computers;

On a positive note, all students used e-mail, tBdents (86%) were Internet
users, twenty-six students (80%) used text-chatt@edty-one students (73%)
participated in social networks.

This section raises the following questions witbpext to the engagement of

students with online learning:

* Do frequent Internet users (n=21 in this class) vane involved in

social networking make successful online learners?;

* Are students (n=6 in this class) who are reluctantise computers

disadvantaged in becoming online participants?

Some studies showed that although teenagers acelsls to be social and
digitally connected (Prensky, 2001; Oblinger andit@er, 2005), they resist
using technology for study (Section 2.2.1). Theadadllected in this research

also sheds light on these issues (Section 5.3.2.3).
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4.2.2 The students’ perceptions of collaborative wk and the VLE

In the first week of the online course, the studemtre encouraged to enroll in
the VLE, and take part in three informal online cdissions which were

Icebreaker activities. Two of these discussionsewagsigned to capture the
perceptions of students regarding collaborativekveard their first impressions

of the online medium.

4.2.2.1 Views about group work at the beginngof the blended course

Although thirty students (80%) had enrolled in thiéE and twenty-one
students (57%) posted in the informal discussioarfg only 8 students (21%)

participated in the Ice Breaker (non-anonymous)rfocalled ‘Group work’.

This discussion, which had 13 postings revealed siewen students were
positive about group-work. They believed that tlweyuld enjoy working in
groups. Nonetheless, all eight students raised pogitive and negative issues,
which are listed below(The numbers in brackets in all lists indicate the
frequency of the statement being stated by diffestewlents.)

Positive issues
» Group-work helps to get to know each other (4);

* Using the VLE to learn chemistry would be enjoyahteface-to-face

classroom chemistry is boring (1);
* Working in groups is enjoyable (7)
Negative issues

* Not all members would contribute in group work, aed, all members

would obtain the same grade (2);
* The presence of lurkers would annoy the hard-wagrktadents (2);
» Organizing the work together would be time consun{R);

* Chemistry was a difficult subject not suitable fwoup-work (1).
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Few students participated in this discussion. €brgrasted with the number of
students commenting on group-work in the anonyneauly stages
questionnaire in Week 7 (Section 4.4.2.2).

4.2.2.2 The students’ first impression of ugy the VLE

Five students (14%) took part in the forum callety first impressions’, which
had 9 postings. These students posted positive emtsrstating that the VLE
was:

e agood idea to support learning (4);

e ideal for discussion (4);

» ideal for shy students to discuss (1);

» useful for students to get to know each other hettspecially since at

college there was not much time to meet other siigsdd);

» convenient for students to communicate via therhaie(3).

The students’ response to this data generationadetlas poor compared to
the response in the anonymous early stages queatierin Week 7 (Sections
4.4.2.1;4.4.2.2).

4.2.3 A baseline in the study

Out of the thirteen students who participated mtiko fora ‘Group-work’ and
‘My First Impressions’, only two students postedhbath fora. Thus eleven
students participated in the two fora and most lodsé expressed their
enthusiasm in using the VLE and collaborative leaynTwenty-six students
were silent in these two fora. Yet, the profile sfiennaire showed that these
students were e-mail, Internet, text-chat and $awgwork users (Section
4.2.1.1).

Bassey (2002) remarked that in case study resetfuehesearcher is where the
action is, and it enables research methods to bnc@lly evaluated. Different
forms of data generation tools were required tdk logdo the issues. Other
research methods used in Phase 1, were the studdlgstive journal and the
anonymous early stages questionnaire (Q2). Thenfysdare discussed in Part
IV. In Part lll, | discuss the extent of the stutiparticipation in the course.
This gives the context for the findings presente@art IV.
120



Part Il

4.3 Student online participation

Part 11l discusses the active online environmenictvithe majority of the
students accessed from their homes. They partedpat informal and formal
discussions in the VLE where according to Gilrop(q2) pedagogy, content
and community become knitted together in a unig@aening experience. This
section reveals the extent of online participaiiottierms of learner-generated

content in both the formal learning and informalioa activities.

4.3.1 An overview of the online activities

An overview of the online activities in the threbases with the integrated
research methods was presented in Section 3.12e 7aB indicates the
students’ activity in the small group and largeugr@ollaborative tasks, and in

the individual activities.

Forty per cent of the online activities consistédalaborative tasks involving
the whole class (large group) in the asynchrondassudsion fora. Another
40% of the activities consisted of collaborativek&involving small group-
work in the wikis and glossary. 20% of the actasticonsisted of individual

work such as quizzes, Internet research, readinigrraband virtual lab tasks.

The activities in the VLE covered all nine topicsfirst year advanced level
inorganic and physical chemistry syllabus. Theseewsamount of Substance,
Atomic Structure, Behaviour of Gases, Bonding, Redeactions, Equilibria,
Chemistry of Groups 1 and 2, Qualitative Analysid &eriodicity.

The VLE also included an informal asynchronous dcraa, where learners

discussed issues which were not necessarily refateldemistry.

The extent of student participation is outlined tile next sections as
participation in the first two weeks (Section 4)3dhd in terms of learner-
generated content (Section 4.3.3).
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Table 4.3. Collaborative and individoaline activities

Collaborative asynchronous tasks

Type of task Activity Content
1 | Informal large  group Twelve discussion Informal socializing
discussions (The Café)threads  with 193 asynchronous chat
including three Ice breakerpostings
activities (excluding
chemistry—related)
2 | Twelve Formal learning 83 discussion threads:
dlscu55|_on _fora (large 475 postings Chemiistry topics
group) including 9 formal
fora in Cafe
3 | Sixty Wikis (small group) | 6 different activisie
each with 10 groups of
students
4 | One Glossary (small42 glossary entries bl Chemistry topics
group) 10 groups of students

Individual tasks

One VLE Familiarisation
activity (Choice task)

Choosing a Periodi
table

5 | Five Quizzes On average 21 studenggﬁgisnéz)
gﬁémql:':; e?viriige 23Atomic Structure
PiS perq Equilibria
6 | One \Virtual lab task 20 students Amount of Substance
(followed by large grouq
discussions)
7 | One Choice - InterngtAccessed by 19 Ice breaker activity-
research activity students Periodicity
8 | Reading activities: FourAccessed by 32 EqU|I|_br|a 2)
PowerPoint presentations | students Bonding
P Gases
LR
9 | Reading activities: Eight Accessed by 32 Egjielizria
short articles students Bonding
10 | Links to chemistry topi¢ The VLE logs indicatg All chemistry topics

sites, online books

frequent use of externg

al

links
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4.3.2 Participation in the first two weeks

The design of the activities in the first two weeKshe course was aimed to
motivate the students to use the VLE, to famil@arithe students with
navigation in the VLE, and to establish social pree (Section 2.1.3.1;
Salmon, 2000; Levyck, 2008; Palloff and Pratt, 200¢hmen and Conceicao,
2010).Thirty students (80%) had self-enrolled ia fhist two weeks, but only
nineteen students (51% of the class) posted irfaheice breaker activities.

Table 4.4 shows the extent of participation in elaehBreaker activity.

Table 4.4. Participation in Ice Breaker activities

Event | Icebreaker activity Section Type Number Number
No. of of
students | postings
Accessing made by
students
event
1 | am here The Cafe Forum 11 11
2 My first impressions The Cafg Forum 5 5
3 Group-work The Cafe Forum 8 9
4 Choose your favourite Main Choices/Voting 19 5
Periodic Table Formal (40
learning views)
Section

One student participated in all four activities,emas, thirteen students took
part in one activity only. The participation in IBeeaker activities 2 and 3 was
discussed in Section 4.2.2. Participation in IceaBer activities 1 and 4 is

discussed below.
Ice Breaker activity 1:

This was an informal asynchronous chat activityleda‘l am here’. The
students were asked to post a note indicating they had successfully
accessed the site. Eleven students posted the arudeten of these students
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included appreciative comments about the site sscluseful’, *helpful’, and
‘great’, indicating a positive reaction to this ovative mode of study.

Ice Breaker activity 4:

In this activity students were given different sitgith different presentations
of the Periodic Table and they were asked to voteHeir favourite site. The
VLE tracking system indicated forty views of theripdic table sites by
nineteen students on different occasions in th& two weeks. Only five

students posted their choice.

Eighteen students (49%) did not participate in aithe four above-mentioned
Ice Breaker activities (Table 4.5). This lack oftpapation is reported in the
literature. Mitchell and Honore (2006) found thatdents took time to accept
online learning and become motivated. This was#s® with some of the non-

participating students in the first weeks of thérencourse.

4.3.3 Online learner-generated content

Most of the content in the virtual learning envinoent was generated by the
learners in the discussion fora, wikis and glossdiye learner-generated
content consisted of non-chemistry related coniterthe informal area ‘The
Café’ and chemistry related content in formal l@agrfora, wikis and glossary.
Three students preferred to post chemistry relatedent in the Café informal
area. Copies of postings in the discussion foraewsant as emails to all
participants. The following sections describetipgration in the informal and
formal learning areas and reveal some of the paaints’ behaviours, thus

addressing research question 1.
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4.3.3.1 Informal discussion area

The asynchronous informal chat area ‘The Café’ vaalinto a recreational

section complementing the formal study work. Asiéated in Table 4.5, this

forum had 21 threads with a total of 227 postirashe end of the course. 67%
of the threads were initiated by the students. Hmea was instrumental in
establishing social presence in the VLE.

Table 4.5. Discussion in The Café forum

Discussion Threads Initiated by Total posts
Threads
Teacher Learner
Non-chemistry 12 6 6 193
Chemistry 9 1 8 34
Total 21 7 14 227

As shown by the following comment, the final intews confirmed that the
informal chat sections maintained motivation fornpatudents to access the
virtual learning environment:

‘My greatest pleasure was in reading the discussinnghe Café

and post something myself.....Moodle for me didjusit mean
study work,” Francesca, individual interviews, M2308

The VLE tracking system showed that eleven studé@%o) did not post in
the Café fora. In the individual interviews, ninidents gave the following

reasons for their lack of participation in the Café
* shyness (2);
» time constraints due to other commitments (6);

» the computer at home was needed by other membéns &dmily (2).

4.3.3.2 Learning discussion area

The learner-generated content included chemistaga@ tasks, which were
posted and discussed in 12 discussion fora, 47svakd a glossary of forty-

two chemical terms. These are discussed in thigosec
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(1) The discussion fora

Table 4.6. Discussion in the formal learning fora

Discussion Forum Teacher- Learner- Postings
initiated initiated
threads threads
1 Radioisotopes 5 6 42
2 Amount of substance - 3 31
3 Atomic Structure 2 - 5
4 Past Papers (2 fora) 12 3 47
5 Bonding (2 fora) 15 1 78
6 Redox 1 3 34
7 Equilibria (2 fora) 8 4 114
8 Gas Laws (2 fora) 9 2 90
Total 52 22 441
Percentage 70 30
Average 43

Table 4.6 lists the chemistry topics in the sandeoas they were tackled in
the face-to-face class and in the VLE. It indicatest 30% of the discussion
threads were initiated by the learners. The eiggdussion fora consisted of 74
threads and carried a total of 441 postings. Theirmam number of postings
in one forum was 114 (Equilibria forum) and therage number of postings in

a forum was 43.

The individual interviews revealed that the two roisry topics of equilibria

(Forum 9) and gas laws (Forum 10) posed difficahaepts and complex
mathematical calculations (Sections 5.5.4.2.2.i8,%. This is reflected in the
number of postings and the interest that was getetay the students in the
respective sections of the VLE. As will be revealedPart V, some students
actively took part in whole-class discussions; oteeidents followed these
discussions through the VLE or emails and weregu#iirese to support their

learning.
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(ii) The glossary

This task involved researching and presenting tkammg of chemical terms
in a glossary (Appendix Xll). This was a tool emted in the VLE. The class
was divided into ten groups, where each group baatdsent the explanations
of six concepts. The VLE logs indicated that 17dshis entered the
explanation of forty-two terms and 24 students wdwthe terms in the

glossary. Two groups, i.e., seven students, did paoticipate in this task;

though three of these students viewed the glosJavglve students who did

not take part in whole-class formal discussiongliube glossary. Six, of these,
inputted terms in the glossary. These were irreuil& users, who seemed to

participate in activities which did not require ladloration or much of it.

(i) The wikis

Table 4.7. Participation in Wikis

No. | Topic in wikis Group  Formed Date Participation
by:
1 Radioisotopes Teacher November 2007 All 10 groups
2 Atomic Structure Students December 2007 All 18ugs
3 Bonding 1 Students January 2008 8 out of 10 group
4 Gases Students February 2008 9 out of 10 groups
5 Redox reactions Students March 2008 9 out ofrdQps
6 Equilibria Students April 2008 8 out of 10 groups

Problem solving tasks were carried out by smalugsoof four or five students,
in the wikis (Appendix XI). As Table 4.7 shows, theembers of the groups,
except for the first topic, were selected by thalehts themselves. As will be
seen in Section 4.4.2.2, students in their resgomsehe online reflective
journal and in the questionnaire, stated that theyerred to form groups by

choosing the members of the group themselves.

Part 1ll indicated the extent of the student pgvaton in the informal and
formal online activities and revealed some factadsich affected online
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behaviours (research question 1.2). In the first tweeks of the course
nineteen students posted in the Ice Breaker desyigiving an average of 4.75
students per activity. Eleven students did nat o the informal discussion
fora (The Café) due to shyness, commitments andailadility of the
computer. These informal discussions contributethéosocial presence in the
VLE. Many more students took part in small groupskvim the wikis than in
the whole-class group fora. Furthermore, six sttglemho were usually
reluctant to join collaborative large group or shgabup activities participated

in the Glossary activity, which was more of a ce@pive/individual task.

Part IV explores the data which was generated asées’ voice. The data

reveals issues which explain some of the onlin@abelrs.

Part IV

4.4. — The students as new learners

Part IV presents data generated from the data gemermethods listed in
Table 4.8 and brings to light the students’ experés of online participation or
non-participation. It reveals (1) several factordhickh affected online
behaviours (research question 1.2) as they emeagedferent points of the
course and (2) the changing students’ online legriiehaviours (research
question 1.1), illuminating how the students chahge learners as they

participated in the online course (research quetia).

As Table 4.8 indicates, a mixture of anonymous @aoi-anonymous research
methods was used in the first and second reseanelsep of the study.
Anonymity was not maintained in the third phasec{®a 3.11.2), where the
research methods were two focus group meetingsddddual interviews and
twelve in-depth individual interviews. Table 4.808fs the students’ response
rate and gives the phase and week when the datgemasated, the number of
questions in each tool, the anonymity and the mepaf using the particular

research tool. The data in Part IV was generate@asers’ voice and this
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triangulates the data generated in the interviewgsvehich is presented in the

discussion in Chapter 5.

Table 4.8. The data generation methods/detailsisssd in Part IV

Method Phase Week Number | Anonymity | Response Aim
of
Questions

Students’ | 1 5 8 Non- 46% To explore the

Reflective anonymous | n=17 first online group

journal experience and
developing
attitudes

Early 1 7 11 Anonymous 95% To explore

Stages Q n=35 ongoing online
experiences and
developing
attitudes

Two Ad-|1 8 (semi- Non- 100% To identify

Hoc structured | anonymous| (n=4, 9) | reasons for non-

meetings protocol) participation

Middle 2 16 19 Anonymous 79% To explore

Stages Q n=29 ongoing online
experiences, roles
and developing
attitudes

Two 3 24,25 (semi- Non- 95% To explore

Focus structured | Anonymous| (n=10, 9) | €xperiences,

Group protocol) attitudes through

meetings student
discussions

The next section gives an overview of the five aesle methods listed in Table
4.8. Section 4.4.2 discusses the issues, in relatothe use of the two
innovations — online learning and use of the VLEedqi®n 4.4.2.1) and
collaborative learning (Section 4.4.2.2), as theered at different points in
time during the course (research question 1.2gvikals gradual changes in the
learners’ behaviours and attitudes. Hence, Sedtibr2.3 sums up the learners’

voices in three categories - personal, social ackdnological.
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4.4.1 The research tools

a. The students’ personal reflective journal

In Week 5 of the study, the students were aska@ftect on their first online
collaborative learning activity ‘Uses and Applicais of Radioisotopes’
(Section 4.3.3.2 iii). This two-week online collabbve project was based on a
guided discovery learning approach. The studentisarclass were divided into

twelve teacher-selected groups.

A set of eight questions (Appendix V) was set ia gersonal reflections tool

which was embedded in the VLE (Section 3.11.4). @&me of this research

method was to explore the first online collaboratexperience of the students
in terms of their participation in the group anceithdeveloping attitudes

towards collaborative learning. Seventeen out mfyseven (46%) students in

the class submitted their reflections. These raflas were non-anonymous,
but could only be seen by the author (the studemd)the teacher.

b. The early stages questionnaire

This anonymous questionnaire (Questionnaire 2;i@e&811.3.(ii)) was given
to all the students in Week 7 (Phase 1) to obtajareeral view of the students’
ongoing experiences. Thirty-five students (95%)wasied Questionnaire 2.
This anonymous method generated more data aboantime experiences than
the non-anonymous personal reflections journal geel/5 (17 students: 45%).
Questionnaire 2 (Appendix IV) had 11 questions, nehe first 2 questions
were personal detail questions and the rest profedthe students’ early

online collaborative experiences.

c. Two Ad-Hoc Group meetings

Two ad-hoc meetings (Section 3.11.5.1) were cardetin Week 8, with
students who were observed to be infrequent ppaints in the VLE,
(Researcher’s journal; VLE tracking system). Then avas to explore the
reasons for their non-participation in the VLE ancencourage these students
to participate in the VLE. The two meetings toolkagd on a different day,
immediately after a face-to-face chemistry clagse first group was composed
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of four students, who were quiet and passive in fhee-to-face class
(Researcher’s journal). The second group consistedne students, who did
not seem very keen on learning, even in the fadade class (Researcher’'s

journal; Section 3.11.1).

d. The Middle Stages Questionnaire

A middle stages questionnaire (Questionnaire 3) gvasn to the students in
Week 16 (Phase 2). Questionnaire 3 (Appendix W¥hststed of 19 questions
(Section 3.11.3(iii)). Questions 1 and 2 were peatdetail questions and most
other questions focused mainly on the studentseeepces and roles in two
selected small group online activities in the wilkisthe selected activities, the
class was divided into ten student self-selectedigs. The last two questions
were of a more general nature concerning the utleeo¥LE and participation
in  whole-class discussions. Twenty-nine (79%) gsttsle answered
Questionnaire 3.

e. The two focus groups

Twenty students were invited and accepted to atestietr one of two focus
group meetings. One student did not attend the pgnmeeting. The two
meetings took place in Week 23 and 24 respecti{giiyase 3). The first group
had ten students and the second group had ninengsud

An interview protocol (Section 3.11.5.2; Appendixi)ywas prepared for the
focus group meetings. This was informed by the amssps in the

guestionnaires and by my inquisitiveness which wegeloped through my
observations recorded in the researcher’s jourfitde meetings turned out to
be vibrant conversations of students narratingrtbeiine experiences and
roles, describing their new study practices, argliag about their likes and
dislikes. The students talked, debated and redotehch others’ statements.
Extreme variations in behaviours and attitudesalss reported by Mason and
Weller (2000), Sweeney, O’'Donoghue and WhitehedD4? and Ellis and

Calvo (2004) in the literature, were observed ia gtudy.

The students patrticipating in the focus groups werdributors, participants or
irregular users in the VLE. The contributors (n¥gited the VLE regularly,
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discussed in small groups, and with the whole clag®e contributors gave
vivid descriptions of their interactions in the VLldad their narrations in the
focus group meetings were an encouragement forr athelents (n=4) to
participate in the VLE. The participants (n=8) tesi the VLE regularly,

worked in small groups and on their own and usedhE to check their work

with the work that others discussed and presenftbd.irregular users (n=7)
accessed and participated in the VLE occasionallhe key issues which
emerged from this analysis of the two focus grogetimgs informed the semi-
structured interviews, which took place in May ahde 2008 (Weeks 28 to
32).

4.4.2 Emerging issues

The issues which emerged from the use of the abwamioned data
generating methods can be related to the two irtrensawhich the students
encountered — the use of the online medium, in daise the VLE and
collaborative learning. The learners were facinglleinges associated with
these innovations. The data indicated that, in re¢veases, the learners’
attitudes towards the innovations were graduallanging and becoming
positive. This trend is reported in the literat@kitchell and Honore, 2006).
The emerging issues in this section are henceepie$ under two main
categories: (1) Online learning and the usefulméske VLE (Section 4.4.2.1)
and (2) collaborative learning Section 4.4.2.2).

4.4.2.1. Online learning and the VLE — from pereption to final engagement

Figure 4.7 presents data which is discussed irs#gtion. It shows the number
of respondents with a positive attitude or engagwty online learning and the
VLE at different times during the course. Thera @general increase in positive
attitude or engagement with online learning and \th& in Phase 1 (up to
Week 7). The thirteen participants in the two AdeHyoup interviews were
purposely selected; they were all students whdeattime were not showing
interest in online learning. Term 3 (OCL) in Figurd refers to the number of
students who were engaged in the course in Teas 3 shown in Part V, of

this chapter, an active online learning communit22students was formed.
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m Students Online learning and the VLE
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Figure 4.7. The number of learners engaging wiline learning and the VLE
(IB: Ice Breaker; SRJ: students reflective journ@l2: questionnaire 2; Q3:
questionnaire 3; FGs: focus groups; OCL.: onlinelabbrative learning)

a. lce-breaker activity

As discussed in Section 4.2.2.1, only 5 studenstegbtheir first impressions
of the VLE. These students considered the VLE asalidnd convenient for
discussion (n=7), especially for shy students (neig useful for students to
get to know each other (n=4) (Section 4.2.2.2).

b. Students’ reflective journal

In Week 5, 13 out of 17 students enjoyed the orlg@ening activity and 11
students, recommended similar online activitiess Bhhows that students were
developing positive attitudes towards the use eMhE for learning.

c. The early stages questionnaire (Q2)

Table 4.9. Integrating online learning with stud

Use of the VLE in study routine

Number of students|

%

Integrated Use of the VLE

24

65%

26%

Poor or non-engagement 10

Questionnaire 2 indicated that (questions 3-6; Appe V) in Week 7, 24
students (65%) integrated the use of the VLE inrthidy routines (Table
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4.9). Three students visited the VLE every day, spent around one hour in
the VLE and the other 22 students visited the VaEtwo or three hours every
few days. The ten students (26%), who did not natisgonline learning in their
study routines, gave the following reasons:

* Time management problems due to extra-curriculamoiments (4);

e The VLE is complicated to use (2);

« Internet used for recreation purposes not study (2)

» Lack of interest to use the VLE (2).

Usefulness of the VLE

30
25
20
15
10

M Students

In Favour  Neutral Against

Figure 4.8 The students’ response on the usefutrfabe VLE

Questionnaire 2 (questions 8-10) revealed that@dests (68%) were positive
about the usefulness of the VLE for learning chémig€ight students (24%)
were neutral, whereas three students (8%) weretimeggrigure 4.8). The
students provided the following positive commeirseStion 9) stating that the
VLE was useful because it is a medium for:

e posting announcements (5);

e links to useful sites (6);

» discussion of difficulties in chemistry (13);

» collaborative learning (8);

» students to get to know each other (4);

» ‘direct’ contact with the teacher (2);

* easier communication between students (2);

* viewing PowerPoint presentations with voice ovér (6
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The following comment illustrates some of the pesipoints.

‘Very useful especially when | have problems thatanswered by
anyone at their convenience in the fora. It's gdodknow each
other and help each other out. I don't think anythis missing,
really. It's both educational and fun, and welladnccall it modern.
It's a new way of learning and makes chemistry nfione which is
definitely a good thing.,” Anon, Questionnaire 2udg3tion 8,
December, 2007.

Nine students mentioned the following concerns tjae 8) about their use of
the VLE:

* the computer was in a noisy common area in theeh(ljs

e the computer was needed by other members in thigyféb);

e atime limit for Internet use was imposed by pas€B);

* atime limit due to expensive dial-up connectio)y (1

e poor connectivity and an outdated computer system (

d. Two ad-hoc meetings

In Week 8, the two ad-hoc meetings with two purposelected groups of
students who were not participating in the VLE ethrmore light on issues
which affected the use of the VLE.

A group of four students, who were very quiet aadgive in the face-to-face
class, attended the first meeting. Two of thesealestts were involved in
community work and did not have time to use the VLEhe two other
students expressed a dislike to computers and raofeasing them. These
students preferred to use pen and paper. One s #tadents had an outdated
computer and poor connectivity, and he said thaesging the chemistry

content in the VLE was time-consuming.

The second meeting with a group of nine studentsaled that three students
were virtual world game players who claimed thayttwanted to use the
Internet only to play games. Two other studentseweroderate users of
computers, but stated that they were not yet familiith the VLE. The other
four students considered online work as optiondl @mecessary and were not
interested in using the VLE. Three of these fowrdshts also had learning
motivation problems in the face-to-face class.
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During the meetings, all the students in the fgiup and the two students
who were unfamiliar with the VLE indicated that yheould make a greater

effort to participate in the VLE.
e. The middle stages questionnaire (Q3)

Questionnaire 3 (Appendix VI) was given to the shid in Week 16. It
investigated the students’ participation in twoesetd small group work
activities (questions 1-17) and enquired about g@mgarticipation in the VLE
(questions 18-19). It indicated that twenty-thretudents considered
themselves as active members in their small groapd, took part in both
collaborative activities (questions 3-4).

Four students participated in one activity only awd students did not take
part in any of the selected activities. These sixdants gave reasons which
were mentioned in Q2 in Week 7 or in the ad-hoctmge in Week 8, namely,
Internet connectivity problems (3), lack of time),(online work is optional

and unnecessary (1) and unfamiliarity with usirgWh.E (1).

In questions 18-19, four students remarked that tse been using the VLE
less frequently. Two of these intended to makeeHiort to use the VLE
whereas the two other students stated that theg wetr so keen on using it.
Three other respondents stated that their use efMbtE for learning had

increased.

In question 19, some students added the followemarks to voice some
persisting concerns:

» a preference for using pen and paper and presenvork in the
face-to-face classroom since inserting diagramsyd avriting
chemistry text in the wikis is tedious (3) and tinmsuming (5);

* limited time to use the VLE at home due to familgmbers using
the computer (4) and student busy schedules (3);

» areluctance to use the computer for study duedes&e to use the
computer for games and recreation only (5);

* non-familiarity with use of the VLE (1).
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f. The two focus-group meetings:

The two Focus groups in Weeks 24 and 25, gave pedeaasight into the
students’ attitudes towards the use and usefuloégbe VLE. The issues
which are listed in Table 4.10 were discussed enftitus groups. These have

already been mentioned in the previous discussions.

Table 4.10. Issues re-emerging in the focus graesgudsions

Issues regarding the use and usefulness of the VLE Number of
students
n=19
Online work optional and unnecessary. 1
Many weeks required for familiarisation with the KL 4
Unavailability of computer at home 3
Low connectivity and outdated computers with lowoqessing power 1
Time-consuming and tedious to write in 3
Instrumental to get to know each other majority

New issues which took prominence and were agreed by all the students
during the two focus group meetings were:
 The VLE improved the communication between studentshe
face-to-face class;
» The VLE was ideal as a place where to ask questrensse work,
and check answers with model answers;
* When work was started in class, it was easier lier group to
continue it in the VLE.

The majority agreed that the online presence aspdorese of other students
encouraged further participation. As also repotitedhe literature (Section
2.2.4.4), contrasting views regarding the use ef WhE emerged as students

reacted to each others’ comments. For example:

 Two students did not prefer to receive email comeshe VLE
discussions, because, according to them, accurdulatepened
emails discouraged them to access the VLE. On ther dhand,

eight students appreciated receiving the emailesops these kept
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them updated regarding online activities. Theydube emails as a

quick link to access the VLE.

* Four patrticipants argued that they prefer to datemtchl work on
paper so that it can get marked immediately by tdeeher. In
contrast, eight participants and contributors pandut that in the
VLE, work is both marked and discussed by othedestis and the

teacher;

» Three students considered online work as optionad a
unnecessary. On the other hand, the majority repdatkat they

would not have done so much work without the gigeline tasks.

* Four students visualised the teacher in the VLE ame student
was persistent in addressing posts to the teaamerpntrast the
majority visualised the whole class when they ipgated in the

fora and visualised their group members when tisey the wikis;

4.4.2.2 Collaborative Learning — from perception tdinal engagement

sswdene  COllaborative Learning
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Figure 4.9. The number of learners engaging witlaborative learnindIB:
Ice Breaker; SRJ: students reflective journal; Qfuestionnaire 2; CL:
Collaborative Learning activities; Q3: questionnai3; FGs: focus groups;
OCL: online collaborative learning)
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Figure 4.9 reveals the learners’ change in attitbol@ards collaborative
learning during the course. In the Ice-breakewvédgtin Week 1 eight students,
out of nine students who posted their views, exqmésa positive attitude
towards collaborative learning (Section 4.2.2). eDdtom the students’
reflective journal, questionnaires, and interviegisows that as students
experienced collaborative learning, they becameenadrle to appreciate its
value for learning. This is shown by a general @ase in the number of
students engaging with collaborative learning (Fégd.9). As revealed in Part
V of this chapter, 22 out of 37 students eventuétlyned an active online

learning community.

a. The students’ reflective journal

In Week 5, in the students’ reflective journaltddén out of 17 respondents said
that they were active members in small group wagkegtion 3). These
students also listed negative issues which arosetalthe lack of activity of
other members. These were:

* infrequent or no communication from group membajs (

* members post contributions at a very late stage (2)

* no contribution of work from some members (3).

Five contributing group members were infuriated tihey had to chase other
members to do the work, or wait for a long peribdiae for other members to
post their work or to do the work which had to lome by other students in the
group.

Some students raised issues of a personal natareely three students
claimed that they had a lack of confidence in therkwpresented by other
students in both small groups and whole group fdmo students were
concerned that their own work and that of otherdstis might lack

examinable content. For these reasons, these tinergs preferred to work

individually and asked for the teacher’s preparet:s

The twelve groups of students participating in tingt collaborative activity
were formed by the teacher. Responses to questiarsl 5 indicated that 6

groups functioned well, 5 groups encountered soroblems and one group
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did not funcion well (Figure 4.0). In the group which did not function we
the work was performed and presented by one meatlibe grour

The first online collaborative activity -
12 groups

B numbers represent number of groups

1

Functioned well Had some problems Did not function well

Figure 410 The performance of groups in the first collaboratias|

In question 7, some students offered the follovsuggestion:
e groups to be student s-selected (8);

» the assigned work to be equally divided betweensthdents by th

teacher (1

b. The early stages questionnaire (|

Collaborative Learning is a good
idea

14
12
10

m Students

o N b OO

In Favour  Neutral Against

Figure 4..1 The students’ response regarding collaborativenieg
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In Week 7, in this anonymous Questionnaire 2 (qoest; Appendix V),
twelve students indicated that learning chemidtnpugh collaborative work
was a good idea. Thirteen other students were aleartd ten students did not

like collaborative work (Figure 4.11).

Yet, in question 10 of the same questionnaire, tyvemo students wrote that
they enjoyed the collaborative activities. Sevardshts appreciated the way
students helped each other solve problems in wtlaks fora. Twelve students

appreciated getting to know other students.

c. The two ad-hoc meetings

As discussed in Section 4.4.2.1, these studentsphai@lems with engaging
with technology or with the VLE for study purposé€me of the students who
had a fear of using computers, stated that he npeeféo work on his own and

not in a group.

d. The middle stages questionnaire (Q3):

In Week 16, this anonymous Questionnaire 3 (questy 12, 15; Appendix
VIl) indicated that twenty- seven students valuetlaborative work because it
provided an opportunity to:
» foster a sense of commitment, responsibility, amopsrt towards
others (3);
» work with others (6);
» assess one’s learning (2);
* learn how to collaborate with others (2);
» have the work done by different groups as a resolrall the class
(14);

» learn by observing others solve problems (5)

Although in general, student-selected groups fonetil better than the teacher-
selected groups, some students were still concemdsalt the lack of
commitment from members in their small groups (tjoas 7, 9). Ten
students claimed that a student in their groupndidcontribute in the problem-

solving activities in the wiki. Two other studemslicated that two students in
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their group did not access their wiki. The follogitomment reveals the
frustration which was felt by one contributing meanb

‘| think it is unacceptable to have to struggle amg to convince
other members to work. | felt miserable trying haodconvince
someone to participate.,” Anon, Questionnaire rbary, 2008.

In question 16, twenty students highlighted théofeing concerns regarding

collaboration in small groups.
» not all members are eager to contribute equally (8)
» chasing other members to participate is tedious (3)

» some members do their work at a late stage ang kdeer
members waiting to finalise the task (2);
» regardless of the extent of the contribution, ainmbers in same

group obtain the same grade (3);
» discussing each others’ work is time consuming (5)

* some groups present their work at a late stagettanavork is not

immediately available for study purposes (1);

some members dominate the group (1).
The first five concerns echoed the ones statedeeR&'1 and 5.

In question 5, eleven students stated that thesumrfunctioned well. In
question 8, eighteen students said that each meimtibe group worked out
most of the questions and then the group discuskelde work and chose the
best sections. Seven students said that each meihabeart of the assignment
and then the group discussed each part togetheee @tudents said that the
work was mostly done by one person, but then theranembers reviewed the
work and added details. Twenty-four students inditahat they used free
lessons at the college to discuss their work (guesiO). Eight students
indicated that they used email for communicatioourFstudents used the wiki

only.
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In question 5, seventeen students confirmed thet greferred student self-
selected groups and maintained that in studentsétted groups, it would be
easier:

« for members to meet online through social netwarksit college to
communicate and organise work (10) (in some caslese friends
would spend free time together at college or on(&)&

* to approach non-contributing members of the gr@)p (

* to trust friends for collaboration;

« for students, especially shy students, to feel ¢tassdious to discuss the
work (5);

» for students to feel comfortable to agree, disggi@eesolve conflicts

and edit each others’ work (4).

Five students showed no preference for either eramblected or student self-
selected groups, whereas two students preferreiéeaelected groups. These

students showed a desire to work with differentletis and make new friends.

Twenty-four students (83%) said that they learairfithese activities (question
12 -14). All students except two read the wikisotifier students. A student

wrote:

‘Were it not for these tasks in Moodle, | would hatve practised
so much and worked so many examples,” Anon, Quesii@ 3,
February 2008.

All students intended to use the chemistry contettie wikis for revision.

Some students suggested (question 17) that thiegiesicould:

» set group-work also in the face-to-face class (2);

» set more individual tasks and reduce the amoumgiradip-work in the
VLE (1);

« allow students to stay in student self-selectedigs (3);

» allow students to work in diads (1);

» ask students to write about their individual cdnition to the group
(1);

» should divide the work equally amongst the studentse group (1).
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The first two suggestions seem contradictory andtrather comments seem to
imply that students were encountering social prollevith group-work. In
fact, three students requested a mechanism whichldwensure that all

members of the group would contribute work.

In question 18, seven students only stated thatwileze keen to help, to share
and discuss in whole-class discussions. Sixtestests said that they were
active participants in small group-work but did maintribute in whole-class
discussions. Two other students found it easy & pothe informal chat, but
were reluctant to join in formal learning discussidn whole-class fora. The
students, who indicated a negative response wghet to contributing to
whole-class discussions (Question 19), gave thewilg reasons:

* alack of confidence in the subject matter (10);

* shyness (4);

» having nothing to add to postings (5).

e. Two focus group meetings

In the two focus group meetings, in Weeks 23 andtl2 students reacted to
each others’ comments and in certain cases extramations in attitudes,

characteristics and behaviours were apparent. €é@urbut of the nineteen
students who participated in the focus group mgstirwere engaged in
collaborative learning. Eight students remainedceomed about the non-
contributing members in the small groups. Foutheke students found it hard
to ignore the non-contributors (n=4). These stuslégilt that they were doing
all the work while the other members showed noresie Two of these

students were so much disappointed with the notriboting attitudes of

members in their groups that they suggested tleaivbrk should be equally
divided by the teacher for the group and any wohkctv the members do not
do, will remain undone. The two other students axgd how, due to the
presence of lurkers, their own enthusiasm had atstage so dwindled, that
they themselves had become reluctant to participatee VLE. In contrast, six

other students stated that they ignored non-caring members in their

groups. Three students who at the time were nogusie VLE, remarked that
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the accumulation of messages in the discussiondndathe accumulation of
non-attempted tasks discouraged them to participateer in the VLE.

According to three students, self-confidence ariddsgcipline were necessary
for students to help and share their knowledge wikiers. These students said
that they felt they had gained the trust of othieidents in both their small
group and in whole-class discussions and were awagdy to engage in
discussions and explanations. They did not fedetohallenged or corrected in
the online discussions. On the other hand, foutesits said that in whole-class
discussions, they feared that their contributidie explanations which they
would offer or the questions which they would askuld make them appear
less knowledgeable when compared to others in.clédmss they were reluctant
to participate in problem-solving activities in weealass discussions, but still
read all the postings. In small group-work, thiarfevas less felt, especially
when the members of the group were chosen by theests themselves.
However, three students remarked that they foundifiicult to edit other
members’ work, even in student self-selected smailups. Three students
claimed that they felt shy to express their viewsvhole-class discussions, but
they gave their full contribution in small group ko

Section 4.4.2.3 Summing up

Part IV has shown changes in some of the studéithidss and behaviours
with respect to online learning, the use of the \étfl collaborative learning.
The data generated by the research tools in Pashbiws a trend where the
number of students valuing online collaborativarnésy increased in the first
phase. The issues which were raised by the resptmdere of a personal, a
technological or a social nature. These are lisiebables 4.12, 4.13 and 4.14,
and show the frequency of students stating a jpdeaticssue. In a few cases the
issue was of a dual nature, e.g., fear of usingnelogy is both personal and
technological. However, in such cases the issugeistioned in one table only.
The tables show the frequency in terms of the nunabestudents and the
instances when the issues emerged. Table 4.11gsick reference table
showing the response rate of students in the mesdiodata generating

instruments.
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Table 4.11. The response rate in the data genarsttbds.

Student
journal

Q2

Ad-Hoc

Q3

Focus
Groups

Response rate (%) 46%

95%

100%

79%

95%

Number of students who responded 17 qut 35 out

of 37

of 37

13 out
of 13

29 out
of 37

19 out
of 20

Table 4.12. Personal Issues

Issues relating to the individual| Student
student journal

Q2

Ad-
Hoc

Q3

Focus
Groups

Lack of confidence in work of others 3

Fear of missing on examinable content 2

Shyness

Fear of appearing non-knowledgeable

Lack of confidence in subject matter

Nothing to add to postings

Lack of time to use the VLE

Lack of interest to use the VLE

Internet for recreation

Preference for use of pen and pencil

Preference for individual work

Discouragement: accumulation of
incomplete tasks

Keen to give support in whole-class
discussion

Assess their learning

Learn through observation

14

Liked PowerPoint presentations

19

Self-confidence and self-discipline

As can be seen, some of the issues persisted agrdjednat different points in

time, e.g., students posted a comment in the stsideflective journal and this

also appeared at a later stage as a response stiGquire 3. It seems that

several issues emerged in the responses in thdamstidjes questionnaires and

in the focus group meetings. This may be explaibgdhe fact that by this

time, there was an increase in the number of stadeho gained trust and

hence showed a willingness to voice their concantslikes.

146



Table 4.13. Technological Issues

Issues relating to use of Computers

Student
journal

Q2

Ad-Hoc

Q3

Focus
Groups

Unfamiliarity with VLE use

3

VLE is tedious to use

VLE is time consuming

Fear of using technology

Computer in noisy area at home

Computer used frequently by oth
family members

Time limit on computer use (by parent

[

)

Time limit on Internet use (costly dial-

up system)

Outdated computer

Low connectivity

Table 4.14. Social Issues

Issues relating to others in the group

Student
journal

Q2

Ad-
Hoc

Q3

Focus
Groups

No communication with others in grou

p 3

10

Post work at a late stage

2

No contribution of work to group

3

few

Group conflicts re division of work

Some members dominate the group

Discussing each others’ work is time

consuming

Uneasiness to edit work of others

This study gave the students the opportunity tecebn their learning. Hence

the students were able to mention positive asggetis as an ability to learn by

observing others and to assess their own learmimgmall group-work, the

students seemed to be pre-occupied by the lackoofribution by some

members in their group. In whole-class discussi@s,students were willing

to discuss and help others; some other studente sley and uncertain of

themselves.

These issues required more investigation. The mumestires gave a general

understanding of the student experiences. The addmd focus group

147




meetings clarified issues and were instrumentakfodents to reflect on their
experiences. In order to dig deeply into the sttsleonline experiences, |
conducted individual interviews. The data presemteéart 1V triangulated the
data from the interviews, which certainly providedcher picture of the online
experiences. The trends in Part IV indicate a gdnercrease in positive
attitude and participation, but then the numbestafients participating in the
VLE remained more or less the same. Were the stsigamticipating in Phase
1, the same students participating in Phase 2 dradd?3? Who were the
students participating in the whole-class discussiand/or in small group
work? The patterns of online behaviour (researchstijon 1.1) in terms of
online participation are discussed in Part V. Bhaatterns, and the analysis of
the data generated from the interviews (Chaptandirated that twenty-two

students eventually became engaged with onlinaloothtive learning.

Part V

4.5 ldentification of Online behaviour patterns

This part addresses the first research sub-quedtibnand illustrates the

experiences of the learners by revealing the diffeonline behaviour patterns.

Online collaborative learning was an innovative mad learning for all the
students in the class (Section 4.4.2). Soffer, Naak and Ram (2010), and
Rogers (2003) state that, individuals perceive wations in different ways,
and do not all adopt an innovation at the same ti{8ection 2.2.2).
Furthermore, the literature confirmed that techinicaovations cause changes
which may be stressful (Akerlind and Trevitt, 199%ection 2.2.2). This
study, even in the first phase, revealed detaifelcmplex online behaviours
which are not easily explained by Rogers’ (2008wation-adoption process.
In the literature, student online behaviours hawerb likened to animal
behaviours, e.g., dolphin (Salmon, 2002) or as mrdaehaviours, e.g.,
swimmers, wavers and drowners (Salmon, 2000). Tieupg behaviours

revealed in this study were varied and complextardet of descriptors which
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were selected to describe them, needed to rethext These are presented in

the next section.

4.5.1 The six online behaviour patterns

This study has identified six general online bebawipatterns, which resulted
in six student behaviour groups. For easier refmrdeee Table 4.15), each of
the six groups is likened to #&erm selected from music dynamics

(musictheory.org).

Table 4.15 also gives the number and percentagéudénts with a particular
type of behaviour pattern. The six behaviour typdsich describe the online

journeys of the students are discussed below.

Table 4.15. The online behaviour groups

Onhne_ Meaning of Number of The Behaviour
Behaviour percentage o
term students Description
Group of students
Marcato emphatic 1 3% Contributes fully
Moderato moderate 9 24% Contributes
speed partly
Crescendo becoming 12 32% Inc_re_ase_ In
louder participation
Diminuendo becoming 4 11% Deqrgasg n
softer participation
Staccato detached 7 19% EP'S.‘Od'.C
participation
Ritenuto held back 4 11% No participatign

4.5.2 The online journeys

Figure 4.12 illustrates eight routes or patterngctvigave rise to the formation
of the six behaviour groups which are listed inl€ah15. Each route indicates
the students’ online participatory behaviour durihg eight month course.
Route 1 shows the online behaviour of the Marcatdent who participated
fully in all activities, and interacted with the roounity, content and

technology.
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In contrast, route 8 represents the online behawduhe Ritenuto students
who did not participate in the VLE. Students follog/ routes 2 and 3 showed
a decline in online participation and are termedniDuendo students. The
Crescendo students followed routes 5 and 6. Theweath an initial reluctance
to use the VLE but eventually showed an increasenime activity. Route 4
learners, termed Moderato students, participatgdlady in many activities,
especially in small group online activities, butreveread only participants
(ROPs) in whole-class fora. Route 7 students, tdr8t@accato students, were
infrequent participants, occasionally contributitay small group activities.
Each behaviour group is described in more detahénfollowing sections.

4.5.2.1 The Marcato student

Marcato is defined as emphatic. It refers to aabidur pattern of marked
enthusiasm in learning. Marcato describes the eniahaviour of one male
student who was always keen to use the VLE, antbitdribute in all online
activities (Figure 4.12, Route 1). The Marcato stitdwas enthusiastic about
online learning from the very beginning.

‘It was something new, like the lectures at the réwllege -

another way to learn. | accepted it like it wasesdon, another
resource,” Anthony, Marcato, in-depth interviewsgyv2008.

He believed that the VLE carried great potentialmprove his learning. He
sustained a deep interest throughout the whole ranoge, and was an
example to his peers. The Marcato student learnbugh acquisition,

participation and contribution, and was exemplarycontributing learning

material, relevant to his and other students’ nd€udlis and Moonen, 2001;
Sfard, 1998). The characteristics of the Marcape tgf behaviour include self-
directedness, autonomous learning and eagernesbare and discuss with
others. The student was self-confident and washtapzf assessing his own
learning, researching, and giving timely feedbaatt support to other students
(Bernard et al, 2004). The Marcato student showeaddrship qualities in his
group. Of his own free will, he visited the wikisdafora of other groups to

discuss the work with them.
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4.5.2.2 The Moderato students

The term Moderato is described as a tempo indicatenoting moderate pace.
Moderato (Figure 4.12, Route 4) describes the enbehaviour of students
who contributed well to small group activities andrked through individual

tasks, but were read-only participants in wholelaollaborative activities.
These nine students showed an interest in onliamiley and believed in its

potential for learning.

‘..l was learning from it. If | do not login for ste days, | make it a
point to login and see what is new. | always fedtt want to know
what is going on, being a part of it...,’Kelly (Modéw), individual
interviews, May 2008.
The Moderato students constructed their understgndiom whole-class
activities, even though they were not contributiogt. They regularly accessed

the VLE and made good use of the knowledge thatgeasrated in it.

The Moderato students were frequent VLE participaand followed the
activities in both the VLE and in the face-to-fadtass. They were responsible,

supportive and hard-working collaborators in srgadiup work.

4.5.2.3 The Crescendo students

Crescendo, which in music dynamics refers to aughuhcrease in loudness,
describes the online behaviour of students whaénfirst weeks of the online
course, were either reluctant to make use of th& ¥L made little use of it.
They eventually changed their behaviour showingranease in enthusiasm
and in online participation (Figure 4.12, Routean8l 6)

The Route 5 students (n=8) had initially particgzhin some small group-work
activities, and in individual work. Route 6 studerih=4) were hesitant and
seemed reluctant to take part in any online agtinithe first weeks.
‘Doing chemistry using the computer was strangeu Yearn
chemistry much more if you write it. | was considgiit as a lot of

extra work. | did not see it as a support,” Jodi€rescendo), in-
depth interviews, May 2008.

The Crescendo students proved to be an intriguiagpy who demonstrated a

big change in their learning behaviour. These \‘eektudents were
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interviewed in-depth (Section 3.12.6) and their eb@bur was analysed to
understand their initial reluctance to use the \drtel the change that brought
an eagerness and increase in participation. Ing@idCrescendo students
gradually became full contributors at differentges during the programme.
This change in behaviour reflected a change insrate study patterns and in
attitudes towards online and collaborative learnigst of the data generated
from these in-depth interviews addressed the reBequestion 2.2 and is

discussed in Part 2 of Chapter 5.

4.5.2.4 The Diminuendo students

Diminuendo is defined as gradually getting soffeoutes 2 and 3 in Figure
4.13 indicate the Diminuendo type of behaviour. Dwmendo describes the
online behaviour of four students who were initiadictive in the VLE, but
eventually showed a decline in their contributiowd decame infrequent read-
only participants from the second or third term amdg. In the first term, one
student contributed to all activities (Figure 4.1Rpute 2) and seemed
dedicated in hosting informal discussion threads iancontributing to whole-
class problem solving activities as much as thecltar student. This student
tried to explain her absence from the VLE in theosel and third terms.

‘Lack of commitment on my patrt ....... | promisegsetf that I'll do

work again in Moodle. It was useful and | had nagsen to let

go......... Internet, emails, Moodle... were part of mylydai

routine,” Francesca (Diminuendo), individual integaws May
2008.

The other Diminuendo students (Route 3) initiakytcipated and contributed
in some online activities, e.g., small group-wordandividual work but they
eventually also showed a decline in their actigiti€he VLE tracking system
showed that these students occasionally logged tioVLE to read and

download content.

4.5.2.5 The Staccato students

Staccato refers to a detached style. In this conBtaccato describes the online
behaviour of seven students whose interest in tHe, ¥eemed disconnected or

detached and changed as the students worked @medifftasks (Figure 4.12,
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Route 7). These students accessed the VLE epidlgdacal participated in few
tasks. They were unreliable team members in smallggwork. The individual
interviews with these students revealed that tsésgents possessed the ‘need
to know chemistry’ factor, but they considered pelilearning as an
unnecessary study resource. They relied on leathiogigh traditional means
such as textbooks, face-to-face lectures, teachmtes and private tuition.
Online learning did not become one of the main rsodé study for the
Staccato group. The factors that contributed t® Itk of participation will be

discussed in the next chapter.

The following comment reveals the perception ofrenkollaborative learning
of a Staccato student:
‘yes and no; Moodle is useful because you’'ll finslcdssions on
certain topics which help you understand bettertaiarconcepts.
No, because generally | do not find time for Mooalhel can find

information in book and notes,” Marisabelle (Stajaindividual
interview, May 2008.

The above student had part time work, and attepdegéte tuition. It could be
argued that such students could make better usmlofe support learning;
however, time constraints and resistance to usevative methods prevented

this. The Staccato students were infrequent ppatits.

4.5.2.6 The Ritenuto students

The term ‘Ritenuto’ is defined as held back. Ritenis used to describe the
online behaviour of students who were disinterestedi held back in using the
VLE throughout the course (Figure 4.12, Route 8)ese students showed a
general lack of interest in both the online anthmface-to-face class.

‘| forget to access Moodle when | am home,” Andite(Rito),
impromptu face-to-face chat, December 2007.

Although attempts were made to encourage theserstsido participate in the

VLE (Section 4.4.1c), they remained disinterestedrnline learning and even

missed out on many face-to-face lectures. Two Rtterstudents had self-

enrolled in the VLE, but visited the site on twocasions only. Two other

Ritenuto students did not enroll in the VLE. Somet, the Ritenuto students

participated in activities which were commencedhe face-to-face class, but
154



did not contribute any further in the online satiRitenuto students were also
encouraged to log into the VLE from the college pater laboratories. They
were offered hands-on help with familiarisationtloé learning space, but they

did not show any interest.

Individual interviews with the Ritenuto studentsnfioned that two of these

students had registered into the college with tid@s of completing the two

year course, but within the first few weeks, theterests shifted to other non-
academic activities. They never developed a cuyiotd see what was

happening in the VLE and never participated. Ascaissed in Section 1.1.3,
students at the College have to attend a minimumibeun of lectures to receive
a stipend (Buhagiar, 2005). In some cases, stud¢tetsd a course for a period
of time until they find employment or join a moreitable course in another
institution. The Ritenuto students did not compléie two-year chemistry

course at the college.

4.6 Conclusion

This chapter presented the class of students, digating their familiarisation
with technology prior to starting the course, tleeat of their participation and
who they became during the course. The chapterapityraddressed the first
research question: What were the experiences désts following an online
collaborative program in a blended learning coritéitte data presented in Part
IV was mostly derived as learners’ voices descghtine experiences of the
students. It revealed the complexity of the stusleanhline behaviours and
some of the factors which influenced them. Onledaviour patterns, which
corresponded to six online behaviour groups weesented in Part V. These
behaviour patterns highlight the online journeysiolvhwere taken by the
students and the six groups formed one of the fnaries for the discussions
in Chapter 5, wherein | discuss the factors whiohtigbuted to the various
types of online behaviours (research questiondn#)the impact of the online

experiences on the learners (research question 2).
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Chapter 5: The Discussion

5.0 Introduction

This chapter consists of two parts and address#srbsearch question 1 and
research question 2 (Table 5.1). Part 1 of thipwrgorimarily addresses the
research sub-question 1.2, using data generatedlynfaom the individual

short and in-depth interviews (Section 3.11.6).sTdwta triangulates the data

sets which were presented in Chapter 4.

Table 5.1. The research questions as addressdthpter 5

Research Questions Discussion

1 What were the experiences of students following an
online collaborative programme in a blended leayn|n
context?

What were the online behaviour patterns of the
learners following a blended course?

What factors influenced online behaviours in a
1.2 | plended learning context?

(Ch4)/Chs
1.1
Part 1

2 What was the impact of these online experiences jon
the learners?

2.1 | How did online participation change the students aspart 1: part 2
learners?

What was the impact of online learning on the
learning identity of the learners in the online &nel
face-to-face class?

2.2 Part 2

In Chapter 4, | addressed the first research salstopn 1.1 and identified six
online behavioural groups of students (Table 5w@hose different and
intriguing behaviours are further illuminated thghout this chapter. |
presented the data which revealed the studentslidaity with technology and
their perceptions of online and collaborative |&agnbefore they started the
course (Section 4.2), the online tasks and thenexd€ online participation
(Section 4.3) and the students’ ongoing experierafesnline collaborative

learning as indicated from questionnaires, leafmeftective journal and group
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meetings (Section 4.4). In brief, out of a class3@fstudents, 6 rarely used
computers (Figure 4.1), all students had email lmbernet at home, and 29
were members of social networks (Figure 4.7).Tha diso showed that as the
course progressed, more students seemed to bequuneciative of online

collaborative learning and some online behaviowsvchanging.

Table 5.2. Brief description of the behaviour greup

Behaviour Number | Description of behaviour with respect to online
group of participation
students
1 | Marcato 1 Full contributor
2 | Crescendo 12 Initially reluctant to participaiat eventually became full
contributors
3 | Moderato 9 Regular participants but did not dbote to whole-class$
activities
4 | Diminuendo 4 Initially showed interest, but thigentually declined
Staccato 7 Episodic participants in the VLE
6 | Ritenuto 4 Did not participate in the VLE

Research question 2 is addressed in both Part Pand® of this chapter. The
online experiences of one particular group of twelearners, the Crescendo
group, feature prominently in this chapter. Thigerasting group showed a
change in behaviour from reluctance to use the W.Becoming full online
contributors. Part 2 presents my interpretatiorthef change in the learners’
identity based on the research data, i.e., my gh8ens and the learners’
narrations and interpretations of their online eigrees. In this final part of
the chapter, | discuss (1) the transformation i@ lkarner identities of the
Crescendo students, and (2) the outcomes of thetttons of the new learner
identities in both the online and in the face-toefaettings.
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Part |: The factors affecting online participatic

Part 1 consists of six main sections. Section kents the three identifie
challenges for online participation. Section 2 adiices a framework for tf
discussion and alysis of three main categories of factors whicheeti&d
online participation. Each of these three categaseanalysed, evidenced &
discussed in Section 3, Section 4 and Secti, respectivel. Section 6

concludes Part :

5.1 The challenges faced | novice online learners

Section 4.4 revealed that most students in thidystdealt with twc
innovations: (1) online learning which involved thee of the computer, tl
Internet and the VLE and (2) collaborative learniAg overall analysis of th
learners’ voices indicated that the students faced three ns@guentia

challenges (Figure 5.1) to become successful oldammers.

- . Challenge 2 ——
eAccepting online eContributing to
learning as a eUsing the online
learning method computer, the collaborative
Internet and VLE activities
tools for learning
Challenge 1 Challenge 3

Figure 5.1. The three challenges for successfuheharnin

These challenges were met by the students at eliffetiges during the onlin
course and the factors that hindered or facilitated process are shown
Figure 5.2. The first challenge whicwas conceptual, attitudinal ar
dispositional in natui, constituted the first stage in the journey for stug tc
become online participants. The second challenge pggshomotor in natur
and it involved using the computer, the Internat tire VLE tools for learning

The third challenge which was within the cognitidemain, involved thi

158



contribution in collaborative activities in the VLE terms of reflection,
discussion and the generation of knowledge.

The Marcato student successfully met all threelehges, and quickly went
through the five stages of Roger’s innovation-adwpprocess (Rogers, 2003)
(Section 2.2.2). He was in Roger’'s (2003) termdraovator, who within a

very short time, filled with enthusiasm, met alletlthree challenges. The
findings in Chapter 4 showed that few studentghanfirst two weeks of the
course, declared their positive impressions andgtipesattitudes about group-
work and the use of the VLE (Section 4.3.2).

In their study, Mitchell and Honore (2006) had fduihat initial impressions
and attitudes regarding the use of online learaiffigcted online participation.
Martinez (2003) remarked that engaging learnergha online medium is
difficult, especially if the learners have beenrdpwell in the face-to-face
class over the time. The Crescendo students, fample, were not easily
persuaded to take up the innovation. Neverthelibgs, were resilient, and
dealt with the obstacles that stood in their wag.Bweck (2007) argued, the
challenges, for these students, were energisingoffieded opportunities for
learning. The nine Moderato students did not fatkget the third challenge and
were not full contributors in the VLE. The Diminwdmn students met some
challenges and stayed for some time, but due iousrinhibiting factors, they

did not remain in the online course.

The Staccato students episodically accessed the Wiaihly for general
administrative communication purposes and occakiomividual learning.
These students did not meet challenge 3 and didna&e full and appropriate
use of the innovation. The Ritenuto students didmeet any of the challenges

and did not go through the innovation-process stage

The factors which enabled or hindered the studentake up the challenges
and participate in the online activities are présenn a framework in the next

section.
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5.2 A framework for the discussiorof inhibitors and enablers

NVivo was used to store, analyse and reduce thergtad data to nodes a
tree nodes (Section 3.14). This process helped mderstand the data, a
hence, the experiences of the students and thergaegthich inhibited o
enalted them to participate in online learning. In $@mti¥4.4, | categorised tr
data generated from the research methods in PhaBkase 2 and the foc
groups as: Personal, Social and Technical issuegertheless, the individu
interviews enriched thinitial analysis and this necessitated a framewalr
different categories. In this chapter, | opted fscdss the factors whic
affected online behaviours or participation withen framework based ¢
Garland’s (1993) framework of inhibitors. Tlframewok was composed of
situational, institutional, dispositional and episblogical barriers (Sectic
2.2.3).

Inhibitors and

enablers
[ T 1
Situationa Infrastructural Personaelate(
| Time- - Epistemologica
manageme| Institutional — beliefs
issues s
Online
— learning/VLE ) a
issues | | Outside-collegg Personal stat

— Experientia

Out-of-class
opportunitie

settings

Computer ust
skills

Learning
disposition

Figure 5.2. A framework of the factors affectindioe participatiol

| extended this model to factors, both as inhilsitand enablers to suit | data.
Infrastructural factors replaced the institutiobalriers in the Garland (199
model; this theme consists of factors which weramfinfrastructural natui
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arising from both the institution and home settinggonsidered Garland’s
(1993) dispositional and epistemological factorglemthe persona-related
theme. Thus, my model has three themes which aratisinal, infrastructural

and persona-related factors, and each theme hegociats (Figure 5.2).

Each of the categories is comprised of sub-categore.g., the learning
dispositions category in the persona-related theésnéurther divided into

resourcefulness, resilience, reciprocity and residity (Section 5.5.4).

This framework is used in conjunction with the #hrehallenges and the six
online behavioural groups (Figure 5.3) to addrassrésearch question 1.2 and
2.1 in Part 1 of this chapter.

)
Marcato Challenges Marcato
Crescendo Crescendo
Moderato o C2 C3 Moderato
Diminuendo Act!ve
o online
Staccato Inhibitors Enablers learning
Ritenuto e — community
./

Figure 5.3. The relationship between the challen@es, C2, C3), tr
behaviour groups and the factors affecting onliakaviours with respect
the formation of an active online learning commuynit

Figure 5.3 represents the overall experiences.stiment groups represented
on the left faced the three challenges C1, C2,Th8. Marcato, Crescendo and
Moderato students developed the online learningodisions and were enabled
to form the active online learning community. Thenihuendo, Staccato and

Ritenuto students were affected by inhibitors aidndt meet the challenges.
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5.3.Theme 1: Situational Factor:

Four categories of negative situational factors(@&.3) have been identifie
in the study. These categories, which compriseta tf ter issues, are time
management, online learning related issues, expgieand oi-of-class
opportunities. These situational barriers to onpaeticipation arose due to t
students’ personal choices in their lives (Star-Bowers, 2008)

Inhibitors and
enablers

Situational Infrastructural Personaelatec

Time-
manageme

Online
— learning/VLE
issues

— EXxperientia

Out-of-class
opportunitie

Figure 5.4. Theme 1: The situational fac

Situational barriers affected the seven Sta(, the four Diminuendo and ti
four Ritenuto students, and these did not accelptelearning as a method f
learning (Challenge 1). Five Crescendo student® &kso initially affected b

situational barriers

The barriers and the number of studenty group) which were affected |
situational factors are listed in Table 5.3, andcdssed in the followin
sections. In some cases, a student was affectedobg than one situation

factor.
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Table 5.3 Frequency of situational barriers by grou

Case| Factor Behaviour Group Number  of
students
1 Time Management issues
Part-time employment and Staccato 2
Social work Staccato 2
Extra-curricular activities Diminuendo 1
Personal reasons Crescendo 2
2 Online learning related issues
Online work considered as unnecessary | Staccato 2
Diminuendo 2
Ritenuto 1
Online work considered as optional Crescendo 2
Staccato 2
Internet use for leisure Crescendo 3
Staccato 4
Ritenuto 1
Unexpected interface of the VLE Crescendo 3
Staccato 4
3 Experiential issues
Experience of collaborative work Crescendo 2
4 Out-of-class opportunities
Loss of interest in learning chemistry Ritenuto 2
Diminuendo 2

5.3.1 Time management

5.3.1.1 Part-time employment and social commitemts

Although the promise of e-learning technology isrteng anywhere and

anytime (Section 2.1.2.4), online learning becamablematic for students

committed to outside-college activities. The fodacgato students were not

able to participate regularly in the VLE, becausetyime employment or

commitment in community work and sports occupiedsirad their time when

they were not at College. These students who mpdbeaismall percentage of

students not familiar with technology (Section #)2claimed that they rarely

had time to use the computer.
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‘I spend a lot of time helping at the childrenantre. | rarely use
the computer. When | do, it has to be early in mtherning, at
around 3 am, Jake (Staccato) ad-hoc group meeting,
January2007.

This implied that students who had little time tedctate to study, found it
difficult to accept online learning as a study rgse (Challenge 1). They
could not find the time to familiarise themselveshwonline tools (Challenge
2) and to contribute in the VLE (Challenge 3). Tdnetudents were infrequent
users of the online medium, and resorted to ti@ati methods of learning
only, in the little time which they made availabitg study. The following
comment was the only one ever posted by this Stastadent, who did part-
time work and who participated in only one of tineadl group wiki tasks.

‘So, | finally managed to find some time to try amdrk through

the task. Thanks for the hints Miss, they were taetgful. | hope |

have done some good work, at le#tl!,’ Martha (Staccato),
Atomic Structure 2 Forum, fSJanuary 2008.

The Staccato students who had part-time employrsaiat in the interviews
that they used the VLE mostly to read teacher atnation announcements.

5.3.1.2 Extra-curricular activities

For one Diminuendo student, taking part in the €yl concert in the second
term, negatively affected her online participatibnthe first term, this student,
hosted informal chat threads and actively partieigain chemistry content
discussions. Her online contribution in the sectarth stopped abruptly and
was not resumed when the concert activities weee. dnread and incomplete
tasks accumulated in the VLE and these discourafigther online
participation.

‘... kept on telling myself and my friends that bib in Moodle

again........... But going in and seeing lots of kvavhich | had never
read scared me,” Francesca (Diminuendo), individuaerviews,
May 2008.

Despite the fact that the student had met all tetedlenges in the first term,

accumulated uncompleted work discouraged furtherggaation.
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5.3.1.3 Personal reasons

A Crescendo student was away from the Collegehfefitst four weeks of the
online course due to health reasons, and was ut@aldlecess the VLE during
this period. Due to her long absence from classaafehr of using computers
(Section 5.8.2), this student was reluctant totheeVLE on her return to class
and was considering resigning from the College. thao Crescendo student
had family problems and during some weeks in tlverseé term, she could not
find the time to use the VLE (Section 5.5.4.2.2.v).

5.3.2 Online learning related issues
5.3.2.10nline work considered as unnecessary

One Ritenuto, two Staccato and two Diminuendo sttedeonsidered online
work as additional and unnecessary work. MasonVaetler (2000), Martinez
(2007) and Sweeney, O'Donoghue and Whitehead (20@4¢d similar
situations. The Diminuendo students were initiallyious about the VLE, but
after some weeks, they decided that they did net raelditional resources for
study.

‘I am doing well with lessons from College and pter lessons.

These lessons are enough,” Rosann (Diminuendo)iyidiul
interviews, May 2008.

These students lacked the interest to use diffeneadtes of learning.

5.3.2.20nline work considered as optional

Two Crescendo students and two Staccato studemtsidesed chemistry
online work as optional work, which they would @y if they felt like doing
it.

‘I had the wrong idea about this site; | used tosigler it as work

that | could do if I felt like it.,” Deon (Crescenoy in-depth
interviews, May 2008.

The Crescendo students, unlike the Marcato stuttewk,a relatively long time

to meet the three challenges, but eventually, ahisieg that online work was
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beneficial to improve their learning, they partaigd in the online activities
(Section 5.5.4.2.1).

5.3.2.3 Internet use for leisure

Three Crescendo, four Staccato and one Ritenutdestuassociated the
Internet with leisure and fun. The Internet for dstupurposes, for these
students, was unthinkable.

Two of the Staccato students were virtual world ganthusiasts and claimed
that they found the VLE unattractive. Further dsgians revealed that these
students played games till the early hours in tleenmng and spared no time
for online learning.
‘I never switch off the Internet... | do RuneScapk.sleep at
around 3.30 in the morning. Moodle is too lineanthersome and

unattractive to stay in.,” Ramon (Staccato), indual interview
May 2008.

Ramon fluttered his fingers to and fro, mimicking BActions in online games,

as he compared the VLE to other sites.

The following transcript of an interview with a Goendo student reveals a
typical mindset of students who did not want to tree Internet or computers
for study purposes.
Celine: In the beginning it was like ‘uff, xi dwag (uhh, how
dull)
Sharon: Dwejjaq (dull) why?

Celine: | do not know, | am used to use my computane for fun,
after a day’s work, to relax like, not to do homekveort
of, but....’

Celine (Crescendo), in-deiptierview, May 2008.
The Crescendo students who desired the ‘Interrrelefsure’ did not readily
accept the VLE as a learning resource. The StaaadoRitenuto students
resisted the integration of online learning in thkiternet routines. Other

studies, reported similar resistances (Sectiori.2.
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5.3.2.4 Unexpected interface in the VLE

Hirumi (2006) and Metros and Hedberg (2002) reméde the importance of
interface design to facilitate the use of the bieusers. Despite the fact that
the students in this class attended two face-te-factures with PowerPoint
presentations about VLE access and navigation édfoey enrolled in the
VLE (Section 3.11.2), three Crescendo and four Gtimcstudents who were
familiar with computers and the Internet referred the VLE interface as
‘strange’ , ‘odd’, ‘complicated’, ‘different’ or ‘nusual’.

‘It was strange....complicated compared to othebsites. Other

sites are straight forward. This had part of ittae side, and in the

centre with text everywhere. It was frustratingrete find groups
and so on..,’ Lois (Crescendo), in-depth interviday 2008.

The above comment indicates the frustration ofes€¥ndo student as he tried
to come to terms with navigation in the VLE. Anatl@escendo student gave

the following description:

‘Moodle is a whole system. It was a hassle to $ioihething. It was
like you have a building: a corridor, etc. Somedsnl forget in
which room | have been,” Doreen (Crescendo), intlepterview
May 2008.

5.3.3 Experiential issues

5.3.3.1 Past and ongoing collaborative expeniees

Past and ongoing negative experiences of group-waffdcted the students’
online participation. The interviews revealed t6@% of the class had no prior
experiences of collaboration. Comments in theBosaker activities showed
that some students had some fears regarding codiiio® practices (Section
4.2.2.1). Two Crescendo students lost their enisnsito participate, when
members in their small group did not contributethie wiki. The following
comment reveals the disappointment and frustraitfame of these students.

‘Our group was a disaster, no one started any wakhen |

tried to do something | had no response. No onectdo see

what | was doing. | ended up doing all the worknbyself to
hand it in time. ‘Inhraqgt’ (literally means burntpl | did not
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want to do any more Moodle’, Lois (Crescendo), épith
interviews, June 2008.

Similar experiences are discussed further in Se&ib.1.2.
5.3.4 Out-of-class opportunities

5.3.4.1 Loss of interest in learning chemistry

Two Ritenuto students, who did not enrol in the Vaid two Diminuendo

students who did not access the VLE after the festn, showed a lack of
interest in learning chemistry. This was refledveth in their absence from the
online medium, and also in their performance in fdee-to-face class. They
attended class but did not present assignmentd for gests. The interviews

revealed that they were waiting for an opportumityattend another course in
another institution. A factor which encourages thating practice is probably
the financial incentive given to students who attéectures at the College
(Section 1.1.3).

5.3.5 Non-patrticipant students

Negative situational factors affected mostly, theteRuto, Staccato
Diminuendo and Crescendo groups. These studentditfi@dlties meeting the
first challenge, and except for the Crescendo stisdeho were resilient, they

rarely feature in the rest of the chapter.
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5.4 Theme 2: Infrastructural factors

Inhibitors and
enablers

Situational Infrastructural Persona-relate

Institutional
issues

Outside-collegg
settings

Figure 5.5Theme 2: Infrastructural factc

In this section, | discuss the institutional ande thome infrastructur:
limitations to the access of computers and therdete Table 5.4 lists tF
infrastructural factors which hindered online papation. In thee cases, the
students may have met the first challenge, but wmeoed problems wit

meeting the second challen

In 2008, the year when this research was carried $9% of Maltest
households had Internet access (Section2) and in contrast t¢previous
years, all the students in the class stated intiquesire 1 (Section 4.2.1) th
they all had Internet access at home. Despite @usne students face
problems with computer or Internet use. These siisdeere allowed to us
the College lakratories computers. However, time constraints mtde

option problemati
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Table 5.4. Frequency of infrastructural inhibitéagtors by group

Case Factor Behaviour group Number of
Students
1 Institutional issues any student in any
Unavailability of technology group who 37
wanted to use the
College labs
2 Outside College settings
Poor Connectivity Crescendo 1
Time restricted connections Crescendo 2
Computer failures Crescendo
Restriction in use of technology at home| Moderato 2
Crescendo 2
Staccato 2
Non-ideal working spaces Staccato 2

5.4.1 Institutional issues

5.4.1.1 Unavailability of technology and timechedules

Institutional infrastructural barriers are congitaito online learning which are
beyond the control of the learner (Garland 199anfeird-Bowers, 2008). As
computers and wireless local area networks (WLAMJewnot available in the
face-to-face classroom (Section 1.2.5), arrangesnesmtre made so thahe
students could use the computers and the Inteméha laboratoriest the
Information Technology (IT) departmemtf the College. Nonetheless, the
individual interviews revealed that students whedexl to use the College
computers, faced the following problems:

* Lack of time to visit the IT department due to aWwe lecture time-

table;
 The computer laboratories were most of the timengpeaised for IT

lessons and in reality were rarely available.

Furthermore, if computers and Internet were avhélab the class, it would
have been easier and quicker for some studenenoidrise themselves with
the VLE.
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‘It would have been easier if we had computerslass and you
showed us how to use Moodle. | would not have fausal hard to
use it,” Deon, (Crescendo), in-depth interview, N2&{8.

As other sections show, some students were not artabfe with using
computers (Section 5.5.2.1) and were reluctantde the VLE for online
collaboration. Section 5.4.2 describes the inftes$tiral problems which the
students faced with computer and Internet use aeitbie College.

5.4.2 Outside College settings

5.4.2.1 Poor Connectivity and outdated compute

Outdated computers with slow processing power ahaw sinternet
connectivity, made it also difficult for some state to access the VLE
content. For example, it was easier for Deon tod reanail copies of
discussions in the VLE but, unfortunately, this dibt allow active
participation. The following comment indicates tfrestration which was
experienced by this student.

‘| used to consider how best | could manage myystude. Was it

worth attempting to use Moodle for my studiesddtkktme a long

time to access the Moodle page and then even lopgeods of

time, to switch to another page. Work which shdwdde taken me

half an hour to finish, took me two hours or mor&eon
(Crescendo), in-depth interviews, May 2008.

The waiting period required to access the VLE pagas detrimental to the

learning process.

5.4.2.2 Time-restricted Internet connections, amputer failures and
unavailability of the Internet

Some students were at times faced with Internehection problems and
computer failures. A Crescendo student was unableuge the Internet
frequently during the first term, due to time-oatsher Internet dial-up system.
This system was also costly for her family. Tha&dsint did most of the work
offline, and was infrequently available for onlic@llaboration.

‘My time on the Internet was restricted. | did et the chance to
follow the current discussions. | read all the dissions at one
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point all at once. | really wanted to take partdnlna (Crescendo),
individual interviews, May 2008.

Another Crescendo student experienced computerrdailat particular periods
during the online course. During this period thigdent could not participate in

the online environment. She handed hard copiegiofvork to the group.

5.4.2.3 Restricted use of the Internet and th@mputer at home

The computer and Internet at home, were not alveagsable for use by the
students. Two Staccato students stated that merab#sir family were most
of the time using the only computer available ambofor work or for
relaxation purposes.

‘My mother is a kindergarten assistant and in therengs, she

uses the computer to prepare charts for her clasmy..mother,

brother and myself argue over this computer use @mady times

we race each other to the computer chair,” Nathdfaccato)
class individual interviews, May 2008

One Crescendo student had to share the only computbome with her
relatively large family. She used only the formaarning areas in the VLE
(Section 4.3.3.1).

‘I do not spend time in the Café area. There ave 6f us, brothers
and sisters who need the computer, so | use it fawlyearning

chemistry. | tell them | need the computer for stime on that day
and that would be it,” Jodie (Crescendo), in-deptterview, May
2008.

Some parents, fearing that some Internet sitesdcbeldetrimental and that
Internet use could become an addiction, imposettiggsns on its use. Three
female students (1 Crescendo, 2 Moderato) rematiadat the beginning of
the blended course, they were allowed to use tieenet only for short periods
of time during the week. This problem was resolvdten the parents were

assured that their children needed to use the W Eheir studies.
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5.4.2.4 Non{deal working spaces at hom

Two Staccato students had computers in-study areas, such as the fan

room or in a corridor

‘Our computer is in the TV room, where it is noisgannot stud»

there,” Karl (Staccato), final interview, May 20

This situation gave rise to distractions and was ideal for the student:

reflective online participatio

5.4.3 Positive Infrastructural factors

The Marcato (n=1), six Moderato students (n= 9) amden Crescenc
students (n=12) were not affected by infrastrudtizretors. They had their own
computers in their rooms at home and good Intezaehectivity. They did nc
need to use thenternet at the College and thus they were not tfteby the

limited technological infrastructure at the Colle

1.5Theme 3: Person-related factors

Inhibitors and
enablers

Situationa

Infrastructural

Personarelated

Figure 5.6 Theme 3. Perscrelated factors
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This section focuses on the persona-related fagthrsh inhibited or enabled
online participation. These factors are classifeed epistemological beliefs,
personal states, computer use skills and learnisgosditions (Figure 5.6).
Table 5.5 indicates the frequency of persona-relttetors by group indicating
the number of affected students. As previouslyestathe seven Staccato, four
Diminuendo and four Ritenuto students were not ablemeet the first
challenge. Thus, although in the focus group mgstand in the interviews,
these students did express their beliefs and fdais section focuses on the
rest (n=22) of the class, i.e., the Marcato, Cnedoeand Moderato students

who eventually formed the online learning community

Table 5.5 Frequency of persona-related factorsroym

Case Persona-related factors Group Number of
students
1 Epistemological beliefs (inhibitors)
Learning occurs when knowledge is transferred Crescendo 10
from teacher to students Moderato 9
Individual Learning is more effective and crescendo 6
efficient than collaborative learning
Moderato 5
2 Personal states (inhibitors)
Cyberphobia Crescendo 5
Lack of self-confidence Crescendo 6
Moderato 9
Shyness Crescendo 5
Moderato 3
3 Computer use skills (inhibitors)
Reflection Crescendo 5
Writing chemistry Crescendo 5
4 Learning dispositions (enablers)
Resourcefulness Marcato 1
Crescendo 12
Moderato 9
Resilience Crescendo 12
Reciprocity Marcato 1
Crescendo 12
Moderato 9
Responsibility Marcato 1
Crescendo 12
Moderato 9
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5.5.1 Epistemological beliefs

Data from questionnaires, focus group meetings iadd/idual interviews

revealed that several students started the onlmese with a particular
understanding of how they ‘acquired’ their knowledgnd how best ‘to
acquire’ it. This understanding of acquiring knosde, rather than
constructing it, was firmly grounded on traditioma¢thods of learning and did
not support online collaborative practice, whenedshts required skills for
self-directed learning and were willing to co-const knowledge (Panitz,
1997; Oliver and McCloughlin, 2001; Bernard et 2004; Section 2.2.1,
2.3.2.2). The data generated from the interviewsficoed that the two

predominating epistemological beliefs were:

1. learning occurs when knowledge is transferred fribia teacher to
students (n=19);

2. collaborative learning is not as effective and ogéint for learning
(n=14).

These beliefs implied that a traditional classramtiing dominated by teacher-
centred and individualistic learning was favoureg these students. This
conflicted with socio-constructivist principles.

5.5.1.1 Belief 1: Learning occurs when knowledgis transferred from the

teacher to the students

The data from the individual interviews showed tatst students in this class
held this epistemological belief (10 Crescendo; @detato). This belief
conforms to learning practices which are teachatred and conflicts with a
learner-centred approach which is crucial for anliollaborative learning. The
latter involves an active constructive process wWwhis socially and

intellectually involving (Smith and MacGregor, 1992

The students who held the first belief were noedbl meet Challenge 3, i.e.,

actively participate and contribute in the colladtore activities in the VLE.

In the interviews, the students gave evidence & tvelief, when they

expressed that:
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» they learnt only through the teacher’'s explanaiiorhe face-to-face
class (n=17);

» they learnt when they studied from the teachet®frotes (n=6);

» they expected the teacher to give them model assared notes in the
face-to-face class and in the VLE (n=3);

» they expected immediate responses from the teamfigrin the VLE
(n=5);

» they liked the online PowerPoint presentations {wibice) and short

articles because they were prepared by the te@chr);

The students showed a great reliance on the teémh#reir learning. Similar
views were implied in responses in the studentfiectve journal, when
students expressed a lack of confidence in the wbtkeir peers (n=5) and a
fear of missing out on examinable content (n=2)c(i®a 4.4.2.2.a). These
issues were discussed in the literature (Sectidt2Beekes, 2006; Sweeney,
O'Donoghue and Whitehead, 2004). The following camis are a few of the
examples which show the students’ strong reliance tloe teacher for
explanations and notes.
‘I do not understand much when | read the chemisiny the

computer. | prefer the teacher’'s explanations imssl’ Lisa,
Moderato, individual interview, May 2008.

‘In Moodle there are students with different styt#sexpressing
themselves. | am afraid | get confused. | wouldti@amave one set
of good notes from the teacher and use them to pgssexams,’
Sylvia (Crescendo) in-depth individual intervieWsgy 2008.

‘The chemistry which other students write may retbrrect ......
| would not know. | prefer you give us notes omghéng,” Anon,
Questionnaire 3, February 2008.

The first student indicated that she was not ableedarn from computers, the
second had problems learning from other students tlze third showed a lack
of confidence in the work presented by other sttalefhe following comment
illustrates the effect of prior experiences of itiadal learning:

‘| preferred that you give us handouts in class,deehe work and

you mark it. It will be like HW, then you give g imodel answers
and we calculate our grade ourselves. | am the tya¢ if you do
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not collect and see my work, | do not make thertefeodo it,
Paula (Crescendo), Focus group 1, 3rd April 2008

The above Crescendo student relied on the teachattsritive approach to
discipline herself to do the work (Section 4.4.2.1)

The following is a student’s comment from a focusup meeting.

‘| find tasks where | have to use the Internet orrésearch as
monotonous, ............ but the PowerPoint prestgorts with voice
and the short documents, which you gave us weressful,” Lisa
(Moderato) Focus group meeting, April, 2008.

It might be that PowerPoint presentations havingditaty and visual features
attract learners (Street, 2003; Harrison, 1998dcite Gallagher and Reder,
2004, p.1); however, it could also be that listgnio the PowerPoint and
reading the short articles mimicked the one wagliti@al learning methods,
where the student acquires knowledge (Mason anchkdly1998; Turkle,

2003), and with which the students felt comfortabtefact, Lisa’s comment in
the focus group was followed by a chorus of appréreen the other members
and a Staccato student added that the the Powenpresentation with voice
was like listening to the teacher in the face-tcefalass. In the individual
interviews several students acknowledged the usefsl of the teacher’s
presentations in the VLE.

A traditional learning expectancy related to belief surfaced when some
students posted in the discussion fora. The focogpgmeetings revealed that
some students (n=4) visualised the teacher asriyeperson of importance in
the VLE. They and some other students (n=2) whoahsed the whole class,

expected the teacher to reply to their postings.

These students showed a reluctance to learn frembers. This is indicated

by instances where students persisted to addredsdbher in their posts.

‘Hi miss, | cannot work through numbers 5 to 8. Hoan | work
out the molar mass in number 5?’ Jodie (Crescendbls, Amount
of Substance forum, £3viarch, 2008.

This was done repetitively for a period of time thyee Crescendo students,

regardless of being discreetly reminded to additessvhole group. A student
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stated in the focus group meeting, that she wosklthe VLE if the teacher
would answer her posting.

‘I'll write in the forum if I know that you will nely to my question,’
Janina (Crescendo) Focus group meeting 2, April&00

On further clarification, the student said that bleéeved that only the teacher
would understand her problems and be able to dwvalifficulties. Anderson
(2006) noted that students perceive interactiorh Mhieir teachers as more
valuable than with other learners. Similar behasgsoare also documented by
Crook (2002), Benson, Noesgaard and Drummond-Yd@0661), Hammond,
Trapp and Bennett (2002), and Beekes (2006) (Seeti@.4.1). Also, as other
researchers remarked, students tend to remairhattao traditional learning
methods, when they access the online environmesdagBy and Smith, 2004;
McConnell, 2000; Taylor, 2000). The belief thatdgnts can only learn from
their teacher, for some time, affected the onliagigipation of 10 Crescendo

and nine Moderato students.

5.5.1.2 Belief 2 Collaborative Learning is noas effective and efficient for

learning

At the beginning of the course, the students wef@ned that online learning
would involve group-work and necessitate interatstiand argumentation. The
interviews revealed that twenty-five students (68%H not have an
opportunity to work in a group in previous year$fiey were accustomed to
traditional methods of learning which were domidabs individual learning
rather than collaboration. Individual learning ihxexd taking notes in the face-
to-face class, studying from the teacher’'s handabts textbook, and doing
individual work which includes problem-solving adties in class and at
home. The data presented in Section 4.4 showedstimaé¢ students gradually
developed a positive attitude towards the use aeduiness of the VLE and
collaborative learning. The focus groups revealst in Weeks 23 and 24,
some students were still concerned about the fomicky of their groups
(Section 4:Table 4.14).

In the first week of the course, a student who giahat group-work was fun,

showed doubts about group-work:
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‘| don't really believe that chemistry is a subjentde for group-
work and presentations due to its level of diffigul Doreen
(Crescendo), Café forum, Group-work thread, Noverabe7.

Palloff and Pratt (2005) noted that some studefiés a resistance to work in
groups. Prior negative experiences influenced #regptions of group-work
for some students (Trigger and Prosser, 1991). Ssimdents argued that
collaborative work discouraged self-discipline asidsnts rely on other
members of the team to do the wdnkyd working members would have to do
the work of others in the group or have to chaskehs; some members post
late and then there would not be time to preseatigeork, and to add insult to
injury, all the members of the group would alsoanbtthe same grade. Such
comments were repeated over and over again inigoeaires, meetings, and

interviews (Section 4.4.2.2), e.g.,

‘It could be that one person does not do his partl dhen the
others have to do more than their share,” Mariar{@&escendo)
in-depth interviews, May 2008.

Some students believed that they would get highberes if they presented

individual work rather than group-work.

‘| feared that there will be members in the grouipowvould lower
the grade. They do not do the work and it will beomplete,’
Sylvia (Crescendo) in-depth interviews, May 2008.

Three Crescendo students believed that collaberddi@ning is not effective
as members in the team would present conflictiegsd and the group against
individual wishes would have to settle for a commpige, knowing that better
work and higher scores would have been obtainemhdndividual basis.

‘| prefered to present my own work and get marksmy own

effort. | feared that in the group | had to seftie some of the work

which was not good enough, Kate (Crescendo), e
interviews, May 2008.

In addition, some students experienced discomfortediting or reaching

consensus in group-work.

‘It was difficult to tell the others that their wiorwas not good.’
Janina (Crescendo), in-depth interviews, May 2008.
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Some students remarked that in group-work, the temdéing members have
to wait for the contribution of the other membeFbey remarked that it was
tedious and time consuming to chase the irrespnsiembers of a group for
their contribution.

‘| sent a message to Larry. | told him - pleaseydar part of this

work. Clare and | did almost everything. We eveokspto him at

school so that he’ll do his bit.” Sarah (Moderatapdividual
interviews, May 2008.

Furthermore, if this contribution did not materzalj the hard working
members had to do the work in a short period oktiffhis would result in
work of lower quality than if it is done individuglfrom the start. Another
student remarked that the fact that both hard-wsrked lurkers obtain the
same marks was irritating.

‘....it does get a bit infuriating at times; sontedents do not work

as hard as others and end up getting the same matiksmen
(Moderato), student’s reflecting journal, Novemizp08

The above comments imply that the above student® wenvinced that
collaborative learning was not as effective andcigiit as individual learning.
Several authors in the literature, e.g., DrisciQ4, Gilroy, 2001 have stressed
on the effectiveness of collaborative learning {®ec2.1.2.4). Nonetheless,
collaborative learning was an innovative experieane most students were
not aware of its benefits. They needed to learn hmwollaborate (Biott and
Easen, 1994, McCormick, 2004) (Section 2.2.5.1) bedome aware of its
benefits (Tu and Corry, 2003).

5.5.2 Personal states

Individual interviews confirmed that a limited odack of online participation
was also due to personal states of cyberphobiajesisyand a lack of self-
confidence in contributing to whole-class discussi¢Table 5.4).

5.5.2.1 Cyberphobia

Cyberphobia is ‘an irrational fear of computers technology’ (Webster
Dictionary, online). Questionnaire 1 revealed thiat students (18%) in this

class rarely used computers, and five of thesameldito be cyberphobic
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(Section 4.2.1). Technical difficulties arising fnaunfamiliarity with tools pose
barriers to learning (Ragoonaden and Bordelau, 2G@) Yamashiro and Lee,
2000) and users become frustrated and confusedidnuand Saariluoma,
2010).

As the following comments indicate, cyberphobicdsiuts became concerned,

when they were told about online learning.

‘When you told us about Moodle, | was terrified dgse, in my
case, the mention of the word ‘computer’ makeshim that | am
in for something complicated and difficult, Pau(&rescendo
student), in-depth interviews, May 2008.

Deon felt a psychological ‘wall’. He could not wodkit how the VLE can be

used as a medium for study and collaboration.

‘When | got to the site, | felt there was a walbarier, confusion.
| did not know what to do,” Deon, Crescendo, inttlepterviews,
May 2008.

Another Crescendo student found the VLE complexsiand had thought that
she was the only one who could not use the VLEs Bhident feared that she

would inadvertently delete some sections in the VLE

‘| look at features and say: what is this for? Wihstthis? | was
reluctant to ask about difficulties as | was afrdictlick on the
wrong thing and delete important sections ...... , Mane
(Crescendo), in-depth interviews, May 2008.

Rogers (2003, p257) referring to the complexitpofinnovation as ‘the degree
to which an innovation is perceived as relativeifficilt to understand and
use’, claimed that the complexity is negativelyatetl to its rate of adoption.

These Crescendo students were reluctant to udé the

5.5.2.2 Lack of self-confidence to contributeto whole-class online

discussions

Despite the use of ice breaker activities and m#drdiscussions where the
threads were started and populated by the leathensselves, the responses to
the interviews confirmed the earlier comments ie tuestionnaires and

showed that six Crescendo and all nine Moderatdesits exhibited a fear to
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discuss chemistry topics in whole-class fora. T9sai@s which inhibited these
students were:
« a fear of asking banal questions, use illogicaluargnts and be
considered as dim by other students (1Crescenhtmdgrato);
* a belief that their knowledge of chemistry was equate (3
Crescendo; 4 Moderato);
» afear of being unable to express oneself in a cehgmsible manner (4

Crescendo; 4 Moderato);
Some examples of comments include:

‘I do not discuss in the large forum. | fear thiae others will not
understand what | say. Very often, | feel | do koebw enough
chemistry to discuss with them,” Janina (Crescenda)depth
interview May 2008

‘I am afraid of writing incorrect things. A sort ahsecurity, as |
am not sure | say the right thing, and | say to elfygho am | to
explain things to others, a bit of lack of confidenl am not used
to explain to others,” Sarah (Moderato), individuaderviews, May
2008.

This lack of confidence in online discussions igorted in studies by Beekes,
(2006), Ramsay, (2003), Sweeney, O'Donoghue andeWdad (2004). The
Moderato and the Crescendo students, who lackéd@#idence to discuss in
whole-class discussion fora, eagerly contributeshiormal discussions and in

small group-work in the wikis.

5.5.2.3 Shyness

Cheek and Buss (1981) describe shyness as feelingkscomfort and
inhibition in the presence of other people. Thetedahat shy persons exhibit
different social online behaviours and not all shgividuals find the online
environment a comfortable place. Five Crescendo tuneée Moderato students
considered themselves as shy students both iratieetd-face class and in the
online setting. In the interviews, four self-deeldrshy students admitted that
they were more comfortable in the online mediummntima the face-to-face

medium.
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Cheek and Buss (1981) argue that shy students aitesire for social
interaction fare better in online settings tharface-to-face settings. This was
the case with one of the Crescendo students, wthouglh very shy and
passive in the face-to-face class, he hosted irdbwhole-class discussions in
the VLE.
‘I was never like this. | am usually very shy amserved, but in
Moodle | became a live wire (splodejt). | checloiMoodle all the

time, to see what is new,” Marcus (Crescendo),apt interviews,
May 2008.

The following comment from a Moderato student shévesinhibitory effect of
shyness on participation in whole-class fora:
‘There were times | felt | could help, but probablyt of shyness, |
did not. I am shy with new people. With my frieridmn ok...but
with the whole-class, | could not bring myself tsta difficulty or
help someone,” Sarah (Moderato) individual intevwse May 2008.
In small group-work, most of these students wess &hy.
Another shy Moderato student started the coursk igh hopes of having a
voice in the VLE:
‘Hey miss, this site is really good; it's a realv@nd looks fun lol!
p anyway i really like it ....it's a good way to get know your
class mates; especially those that are really shg¢ hardly say a

word hehe!,’ Adela, (Moderato) Forum on First Imgsens of
Moodle , The Café, Moodle Nov 2007.

Unfortunately, in the second term, this studentesded to her usual introvert
self.

‘I am too embarrassed to take part. The questidey task make
me feel like I live in the moon because | don’tersthnd them, so |
feel useless because | cannot help them eithen Very shy. It is
embarrassing. Only my close friends can understared Adela
(Moderato), interviews, May 2008.

This student was able to overcome her shyness,iorilye first weeks of the
course. She posted in a whole-class forum wherg fonkr other students had
posted. A possible explanation is that she feltanmymfortable in the first
weeks, when the students did not know each other, when relational

identities in the class had not yet been estaldigBection 5.10.2.3).
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5.5.3 Computer use skills

Some students were reluctant to use the VLE bectnesewere not able to
reflect on tasks when using the computer. Othewnadat difficult and tedious

to use the keyboard

5.5.3.1 Reflection skills

In Questionnaire 3, nine students remarked thay tivere reluctant to
participate in online activities because they weot able to reflect on the

given tasks and engage with their work when udiegcomputer.

‘...] cannot write and think properly when working dhe
computer. | have to leave, do the work on paped, tven go back
and copy into the VLE,” Anon, Questionnaire 3, feety 2008.

In the interviews, five Crescendo students confdriet they experienced this
problem in the first weeks of the course. They aixd that they first had to
reflect on their task, jot down their thoughts dimdilise their work on paper
and then transfer the work to the VLE. This timensuiming and tedious

process contributed to a reluctance to use thea@ntiedium.

5.5.3.2 Writing chemistry text using the keyboard

In Questionnaire 3, six students remarked that cdteyntext was not easily
written using the keyboard since chemistry involwesting formulae and
equations with many symbols, subscripts and supptscIn the individual
interviews, five Crescendo students confirmed tiety appreciated online
learning as a study resource, but they had fouddficult, tedious and time-

consuming to write chemistry text in the VLE usthg keyboard.

‘.....to write Chemistry in Moodle took a lot afnie. It was tedious,’
Kate (Crescendo), in-depth Interview May 2008.

This had made them infrequent participants in th& ‘A the first term.
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5.5.4 Learning Dispositions

Learning dispositions are described by Claxton &walr (2002) as the
readiness and the willingness to learn (Sectiof. 2.B8e data analysis in this
study revealed four key learning dispositions: vesefulness, resilience,
reciprocity and responsibility. In this sectionetfour learning dispositions are
discussed in relation to the learning journeysefstudents, in particular of the

Crescendo group, who were studied in greater dépththe other groups.

5.5.4.1 Learning Disposition of Resourcefulnss

In the context of this study, the disposition cdaercefulness is the willingness
to learn from alternative and additional resourames share the knowledge with
others. It focuses on the cognitive aspects ofnlagr Claxton lists

resourcefulness as a key disposition for learnihgeatures as one of the
elements which expand the students’ capacity ofnieg in the OFSTED

reports in the UK (see for example Ofsted repoavéhor Primary, 2012). The
students who were resourceful in this class diguaglements of curiosity,
confidence and flexibility. In this section, | higiht the evidence which shows

that resourcefulness is an essential dispositionribne learning.

5.5.4.1.1 Curiosity

The Webster dictionary (online) defines curiosity a disposition to inquire,
investigate, or seek after knowledge. Arnone (20f89cribes curiosity as a
heightened state of interest, which results in @gion. It is the motivational
process for learning, implying that students neeteé curious to learn (Carr
1995, Claxton 2006, Goleman 1996, Ainley and Arma006). In the first
two weeks of the blended course, twenty-seven stadé80%) had self-
enrolled in the VLE (Section 4.3.2). Curiosity abdhe VLE and the new
mode of learning was essential for students tosacard use the VLE.

‘I was curious. | visited Moodle everyday. | wasabserver. | did
not write much at the beginning, but | was enjoywitat the others
were saying,” Marcus (Crescendo), in-depth indiidinterviews,
May 2008.
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In the case of the Marcato and Moderato studends|ater, the Crescendo
students, the initial curiosity to access the VEH to academic curiosity which
was characterised by exploration, excitement, atetest to solve problems in
the discussion fora and wikis. In this zone ofiasity (Day, 1982), the online
participants became cognitively engaged in reseanoth problem-solving
activities.

‘When | have a problem | would want to solve it ..Anthony and

| could not agree on an issue which we were disogssnline. |

was not sure myself, but | was not convinced oftwieawas

saying. It took us some days, but finally we woriteout,” Kate
(Crescendo), in-depth interviews, May 2008.

Academic curiosity is essential for learners tbthie gap between what they do
not know and what they must know to resolve thegnitive conflicts.
Curiosity was also instrumental for some studeatsjeast six Crescendo
students, to observe other students solving chgnpsbblems. The Ritenuto,
Staccato and eventually the Diminuendo students Wwelow the optimal level
of curiosity and lacked the motivation to exploesaurces, both in terms of
research and also to learn with and from peerse drtline behaviour of these
students (Section 5.3.2.1) was characterised bidanoce, defensiveness, and
disinterest (Arnone, 2003).

5.5.4.1.2 Confidence

The resourceful students in this course showedaemde in:
* the innovative learning setting;
« their abilities and their work;

» other students engaged in collaborative work.

The Marcato student expressed a confidence inetti@g and was immediately
enthusiastic to use it for learning, even thoughdlienot know what it was
like. As the next comment shows, he also had aidemée in the learning
design, his ability to do research, understandimgistry, explaining to other

students and assessing his learning.

‘Another way to learn. | accepted it like it wadesson, another
resource, | was looking forward to use Moodle. ke sehat
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problems other students have. | was not always #ébleolve
problems, but | used to do some research, so itsatl understand
the concepts well and then | help the others; acddld tell how
well 1 knew the topic myself,’ Anthony (Marcatohdividual
interviews, May 2008.

Resourceful students showed a mutual confidenceatch other when they
learnt together and from each other. This mutuahfidence was also
demonstrated in the small groups:
‘We worked through the activities together. We ddi the work
between us during a free lesson at College or thhomsn. We
checked and discussed each others’ work in the awiki put in

comments until we agreed on everything,” Kelly, d&fato)
individual interviews, May 2008

The students were aware that having confidenceaah ether was a crucial
iIssue in collaborative work. In the first collabbva task, some students were
disappointed with the presence of non-contributotse groups, and requested
to have student self-selected groups. They argo@idt¢éaming up with class-
mates that one has confidence in, would be to thepjs advantage (Section
4.4.2.2.d). They preferred to work in an environtn@here members of the
team had confidence in each other (lacono and WegHL997).

‘We work better together if we choose our own gralupou do not

know something, they’ll tell you how to do it; ydol not get upset

if they tell you are wrong. Someone who hardly lwgau will not

tell you that you are wrong; even |, do not liketeéth someone | do

not know well that | do not approve his work.” AnQuestionnaire
2 December 2007.

A Moderato student who was frustrated in a groujcivivas not functioning,

expressed her relief when she joined a new groguaients whom she trusted:

‘I was relieved to change the group for the secontlaborative

project. If you are not with enthusiastic peopleondome forward
and say...let's do something...there will not be mamyributions.

| used to ask them to meet, | used to get frusirageause | could
not force them,” Carmen (Moderato), interviews N2&9.

Meyerson, Weick and Kramer (1996) have argued shait trust operates in
circumstances, when people do not have the timgetdo know each other.
Nevertheless, swift trust could not develop in g®uwhich had non-

contributing members.
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5.5.4.1.3 Flexibility

Collis and Moonen (2001) refer to flexibility asal@er choice in the learning
experience such as course resources and typestivities which support
learning. The online participants were flexible whibey used alternative or
additional methods of learning and they becameuresdul, when they learnt
from them. Additional learning resources were @itbuggested by the teacher

or discovered by the students themselves.

The students who had considered online work asagssary (Section 5.3.2.1)

or optional (Section 5.3.2.1) were not flexible. eThollowing comments

suggest that some students were not disposed kodbalternative learning

resources. Deon considered using the VLE only wigewas told that the work

was part of the homework. Doreen was reluctanetmine an active learner.
e but when you told us that this work waartpof the

homework, | thought of it differently,” Deon (Creado), in-depth
interview May 2008.

‘| preferred to find the explanation already theran the notes. |
read it and understood it, Trying to solve problerasd

researching was tedious,’ Doreen (Crescendo), Faposip 2, 4

April 2008.

Students who did not grasp opportunities to furttheir learning and who
relied solely on the teacher’s notes were not [fllexi Other cases where
students preferred the teacher’s notes and expasaivere discussed in the
Section 5.5.1.1. The Staccato, the Ritenuto and Dheinuendo students

resisted the use of innovative methods of learning.

5.5.4.1.4 Conclusion

The learning disposition of resourcefulness is msalefor traditional students
to become self-directed (Section 2.2.5.1.iv) anthborative learners. Students
who were flexible and curious in their learning huets were able to accept
and use online learning as a learning resourcell@igg 1 and Challenge 2).
Being resourceful also entails sharing the learmiith others by contributing
to the collaborative activities (Challenge 3). Tisiurther discussed in Section
5.5.4.3. The learning disposition of resourcefusndsstinguished between the
active and the passive students in the class. dtraef exhibited curiosity,
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confidence and flexibility whereas the latter weegisfied to learn with what
was readily available to them in the face-to-fatasg setting. In Section
5.5.4.5, | discuss how the disposition of resowrcefss was important for the
Marcato, Moderato and Crescendo students to takpadicular roles in the

online learning community.

5.5.4.2 Learning Disposition of Resilience

The disposition of resilience is conceptually démd by Claxton and Carr
(2002) as an inclination to take on challenges wi&comes are uncertain, to
persist despite temporary confusion or frustratimnyecover from setbacks,
and to rededicate oneself. It focuses on the emalt@spect of learning.

In this study, the disposition of resilience wakibked by the students both at
the macro level, in terms of using online learn@isga learning method and also

at the micro level, where online learners persisbegblve chemistry problems.

Although around 84% of the students (n=31) in tlasg stated that they were
confident in using technology and online communaatsystems (Section
4.2.1.1), and 80% of the students (n=29) had esddh the VLE in the first
two weeks, 60% of the students (n=22) formed thieveconline learning
community. As discussed in Sections 4.4.2.3, 58,ahd 5.5, several factors
affected the students’ online participation. Thelshts in the class, except the
one Marcato student, faced difficulties in meetitige three challenges.
Nevertheless, the twelve Crescendo students hadpasition to be resilient
and despite the inhibiting factors which may haewised frustrations and
confusions (Juutinen and Saariluoma, 2010), thesigied and eventually met
the online challenges. The Crescendo students herem@ain focus in this

section.

5.5.4.2.1The resilient learners

A disposition of resilience at the macro-level wsisown by the twelve
Crescendo students who demonstrated a patternaoigehin their behaviour.
These students and their online participation ibiib are listed in Table 5.6.
Despite uncertainties, frustrations, and belidfs, €rescendo students became
persuaded to participate in the VLE.
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Table 5.6The inhibiting factors affecting online participati for the Crescendo students

Persona-related Situational Infrastructural
Epistemological | Personal characteristics Online Online learning related issues | Experiential | Time Outside College settings
Engagement Management
skills
Belief 1 Belief 2 Shyness | Cyberphobia | Discussing | Reflect Write Internet Optional Unexpected Negative Health Reasons Poor Time Restriction
for leisure | work interface experience connection restriction in use
Kate v v v 7
Sylvia v v v
Jodie v v v v v v v
Doreen | v v v v v
Paula v v v 7
Lois v v v v
Marianne v v v
Deon v v v v v v
Marcus v v
Janina v v v
Naomi v v v
Celine v v v
Total 5 6 4 6 2 2 1 2 1 1 3 2




In the first weeks of the course, six Crescenddesits welcomed the
innovation.

‘| think it is wonderful not only to discuss chetrysproblems but
also to get to know each other well, especiallgsiat JC we don’t
have that much time to get to know everyone insclasd

fortunately enough some people find it easier tmmmanicate and
make friends with other people via the Internet,’ or&en

(Crescendo), My First Impressions, Cafe Forum, Oet2007.

Nonetheless, the behaviour of these six studerasggd and their interest
declined as they encountered problems and entea¢els sof frustration and

confusion regarding online participation.

‘I was becoming frustrated after the first three eke. | was
worried how | would cope. | felt | could not use ttomputer for
chemistry anymore,’ Doreen (Crescendo), in-deptérinews, May
2008

Six other Crescendo students were reluctant tahes¥/LE for study purposes

from the very first week (Section 5.5.4.2.2).

The individual interviews revealed the several dest(Table 5.6) affecting

these learners. The most common inhibitors were:

+ the epistemological beliefs concerning a teach@ne and an

individualistic learning approach (n=6);

e personal states of shyness and lack of self-comfelein using

computers and contributing to the whole-class disituns (n=9);
* online engagement skills regarding writing anderetihg (n=7).

The next section portrays the journeys of six setb€rescendo students, and
describes their change in behaviour. These leamrerexamples of students
demonstrating the learning disposition of resileenm each case the student
encountered problems and for some time did notigyeate in the VLE;

however, being resilient, the student persistedvaas eventually persuaded to

participate.
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5.5.4.2.2 The journey of six Crescendo students

Table 5.7 The inhibiting factors affecting six Gresdo students

Student Challenge Inhibitors Persuasion  reason
and time for change
1 Uncertainty issues - VLE for learning
Kate and collaborative work with past fruitful
2 Writing chemistry and mathematicalexperience
1 5 text in the VLE
Restricted use of Internet at home | 4 weeks
1 Uncertainty issues - VLE for learning
2 Writing chemistry and mathematical
textin the VLE Realised that onling
' 2 Reflecting and writing using thglearning met he
2 Jodie keyboard learning needs
3 Lack of self-confidence — discussing
and posting
2 Restricted use of computer at homg 2 months
Shyness
1 Online learning considered optional
2 Poor Internet connectivity issues Realised that onling
2 Lack of self-confidence in usingWork —was  not
3 Deon computers optional
3 Confused with group-work 2 months
1 Uncertainty issues - VLE for learningMastering of topics
4 Naomi 2 Internet for leisure |nvct)rllvmg ical
. mathematica
2 Unexpected interface of Moodle calculations
2 months
2 Lack of self-confidence in using
Marianne computers Felt falling behind
3 Lack of self-confidence — discussingn chemistry
5 1 and posting 3 months
Personal reasons (family problems)
6 Lois 1 Unexpected interface of Moodle Needed help with
2 Negative experience with smaglichemistry
3 group-work 3 months
Shyness

Table 5.7 lists the six students and sixteen diffemhibitors, which have been

discussed in previous sections of this chaptealdb shows the challenges

which each student had to overcome and the diffggenod of time taken for

each student to become persuaded to participabe iMLE.
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Unless, otherwise stated, the quotations in thidiee are the Crescendo
students’ voices as expressed in the in-depthvietes (May 2008).

i. Kate

‘At the beginning of the course, | used to prefewbrk on my own.
| wanted to give in my own work, and be awardedksidor my
efforts’, Kate.

In the first weeks, Kate was convinced that onliearning was a non-
rewarding exercise. She was averse to collaborétiaing and preferred to
work on her own. Her first collaborative experiemte¢he VLE was a negative
one; the other members in her group were not emtbiis about online
learning.

‘They gave me a hard time; they accessed the wiliilate stage

and had not done any work; | felt | was doing a dbtwork for
nothing. | was on my own,” Kate.

She had insisted to give in her personal work amcwarded marks for her
efforts. Kate claimed that she hated to use comptiee study work and found
writing chemistry text in the VLE tedious. She mméd to use pen and paper.
‘| find it very tedious to write chemistry text ihe VLE. | hate to
use computers for study, | am getting depresseakitiy that when

| get home | have to use the computer for chemiskspte,
unsolicited chat after class, November, 2007.

In spite of her concerns about online learning,siuelent had the disposition to
be resilient. Rogers (2003) states that
the innovation-decision process is essentially aforiation-
seeking and information-processing activity in whan individual

is motivated to reduce uncertainty about the acged and
disadvantages of an innovation. (Rogers, 2003 p169)

In Week 4, Kate insisted on discussing the issfier ane of the face-to-face
sessions. Kate's uncertainty had conflicted with ¢denfidence in the teacher
and the learning design. She went through the nmftion-seeking process:

‘I was trying to understand how Moodle can be usmdearning.

Now it is ok, | have understood how it works. | diot want to
ignore what you were telling us about Moodle. | veahto know

193



and to see how it can be beneficial. | knew deepndidat since it
was there for us, it had a good use,’” Kate.

Eventually, Kate became aware of the potential fsnaf online collaborative
learning and participated in the next whole-clagussion. She positively
associated the innovative online tasks with reweaydivork which she had
previously experienced in another school.

‘The task about lonisation Energies was my turnpant. Last

year in Form 5, | was in Miss Terry’s class. At ttime, | was

dropping out of the chemistry course, but after kseg the

teacher’s advice, | started doing the work. | wainte do the same
here. | saw the Moodle experience in the same,lifate.

This was Kate's persuasion point, reached aftefistefour weeks. Once she

was convinced about the learning value of the \Alig instantly took it up.
‘You started giving us problem-solving tasks. Irtstd working
through them. Then when you said something in clagsuld
follow. | could easily work through the questiomeni the past

papers which you were giving us,. | was feeling enconfident
with attempting past paper questions,” Kate.

She also became more engaged with the chemisttertoim the face-to-face
class. She became so confident in chemistry, thatcould help the other
students.
‘When you were giving us problems on gases to wockass, | felt
more confident. My class-mates, were asking mealp them with
solving these problems. | had learnt to solve theefl through
Moodle,” Kate.
Kate became an avid contributor in the VLE. Like tMarcato student, she
took on the role of a knowledge-mediator in botlolgkclass and small group
discussions. She enhanced her learning while teelgtimers to learn.
‘When replying to a post, | do some research andter find an
answer; sometimes | get it wrong. | do not mindoagy as | learn; |

discuss with other students in the forum; sometiweealso send sms
and then continue the discussion at College thé deex’ Kate.

At the beginning, Kate spelled out her constraaiisut online learning. She
did not like to use the VLE and was against coltabee work. Nonetheless,
she was resilient. The student evaluated the mtu#ttoroughly and becoming

convinced of the value of online collaborative teag, she recovered from her
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confused stage and rededicated herself becomingobrithe most active
contributors in the VLE.

il. Jodie

'| considered Moodle as extra work, which | did tige to do. It
was an unusual way to study chemistry. Doing cheynissing
computers is strange,” Jodie.

Jodie was considering the use of the VLE as aradxtrden. She harboured
the idea that chemistry is only learnt by using p&xd paper. She was not
comfortable using the keyboard to write chemisét,tand she could not think
and reflect when facing a computer. In additionngen a large family, she

could not use the computer for a long time (Sechid@n2.3).

Jodie had a low constuct of self-confidence anftesteem; she did not ask
and did not contribute to discussions. She feahedvgas not able to express
herself and kept quiet.

‘| did't find it easy to ask questions. | was aftdiask something

which was stupid. | had a fear that what | said dat make any
sense,’ Jodie.

However in spite of her fears, Jodie felt somevthat online learning could be
useful. She trusted that using the VLE might imgerber learning.

‘| persisted to see how Moodle could be usefulktérapted to do
some work to see whether | can learn through Mqbditelie.

Her attempts gave her positive results. This was theing point. Jodie

realised online learning was useful and made itssr of study.

‘As | used Moodle | worked out more mathematicaheples. | had
the opportunity to try and solve difficulties on wwn. Through
Moodle | learnt to look up things, ask and discass!| worked
along,” Jodie.

She appreciated the amount of student work which veang generated by the
students themselves in the VLE to support theimieg. She was pleased to

own the work.

....... there is work which we ourselves did; so mwoink; you can
see it all there,” Jodie.

195



She saw learning becoming an active process, wittieats communicating
their knowledge and involving themselves in a wllef ideas. Jodie’s
progress was initially inhibited by several factoAfter two months, she
reached the persuasion point; she realised thairtlee work was relevant to
her learning needs. Her discomfort of using thenmater for study was no
longer important. She made the effort and succkgsfsed the VLE.

ii. Deon

‘I had preferred using classroom notes and my baiokome. |
considered Moodle as optional work. Although ukeaiever
gave it priority; | used to do other work and themaybe do
Moodle...,” Deon.

Deon was teacher-reliant and considered the fatact didactic
learning more profitable than online learning. Heferred learning
through listening to lectures, doing individual wpand referring to the
teacher's notes and text book. Deon was one dbthequiet and passive
students who attended the first ad-hoc group mgetite had no
experience of collaborative work, and felt confused

‘The emotions | was feeling, were those of confusiince | never
worked in a group, | did not know what to do,” Deon

He considered online learning as additional workcbeld do without.
To make matters worse he had an outdated compatep@or Internet
connectivity (Section 5.4.2.1). This discouragedh Hrom using the
VLE. He was also a technophobic student, who feltvall, a barrier
(Section 5.5.2.1) when he accessed the VLE.

‘I was not very skilful in computers. | was nevercamputer
person,’ Deon.

He was ready to recommend online activities to rsthmit he was not
ready to take them up himself.

‘I generally recommend similar online activitiesesr| do, but
personally | don't like it so much,” Deon, persormraflections,
November, 2007.

In spite of these constraints Deon wanted to dd wélis studies:

‘..but when you told us that this work was parth@ homework |
thought of it differently,” Deon.
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This was Deon's turning point. He changed his ualéit regarding online
learning when, in the ad-hoc interviews, he redliigat the work was not
optional. Deon became persuaded that the onlinenisktey content was of
great relevance to his learning needs. The follgwigr an email which the

student sent me to express his new attitude.

‘I want to let you know that | am getting used histuseful site
now. Today, for the first time, | have learnt sdmmed new through
this site. Hybridisation was really explained wel Moodle.
Moreover, | am being much more active than lasetmagarding
the assignment of Atomic Structure. | am startm@ppreciate the
significance of the site now,” Deon, email 13.1220

The challenge was taken, the hurdles were overcdifter two months,
persuasion point was reached and Deon accepteWliBeas a resource for
learning. He gained confidence, found satisfacind became an enthusiastic

collaborative learner.

‘| used to take the lead and tell others to getetbgr to do the
work- Listen we have work to do,” Deon.

The following comment indicates the change in ghisglent:

‘I can use Moodle and understand its significand@efore, |
looked only at email copies. | was learning cherpighrough
emails...but with Moodle | worked with my groughe wikis | was
with all the class from home. Communication everrindu
holidays...better than teacherials! | had the oppoity to get used
to using the computer,” Deon.

The persuasion stage and decision point occurrédd thve realisation that the
work in the VLE was relevant to the student’s neddany times Deon used a

friend’s computer to do the work. He effectivelyattevith his setbacks.

iv. Naomi

‘It was a nuisance to go on the Internet and rememnthat there is
Moodle work......" Naomi.

Naomi was not keen to enrol in the VLE. She assedidhe Internet with
leisure and fun. She felt rather annoyed to usdnteznet for study. To make

matters worse she found the VLE interface confusing

197



‘Other websites take you through links from oneeytmy another.
In Moodle it felt odd, everything is on the fromige- that is why it
was more confusing. | did not realise | had to #cdown to find
the groups. It was frustrating. | could not tellvadhe others could
see their group.” Naomi.

Naomi was familiar with social networks and althbughe could cope well
with other websites she was unable to navigatehénMLE. It took Naomi
several days to realise where the groups weredlistethe VLE. She also
expected others to be online at the same timendthar episode, Naomi could
not access the simulated experiment which was et link in the VLE and
she ran to her mother for comfort.

‘| cried; miskina ommi (my poor mum); when | coulat access the
external site,” Naomi.

Despite all this frustration, Naomi was resiliemidgpersisted to do the
online tasks. She always did her work as far asswaikd group-work
were concerned, but she was not using the VLE fdwoletclass

discussions.

‘In the first months, | was only doing what wasuigd....just the
wiki work, nothing more. | always thought, the otbidents were
doing more work in the VLE,” Naomi.
After two months, she learnt to deal with her ferrminternet for leisure
only’ problem:
‘Before | used to fit it with Internet leisure tinamd that is when
online chemistry annoyed me, Now, | consider pas of study. If
| set a time aside, let’s say I'll dedicate a whafeernoon to it, it is
ok,” Naomi.
Naomi experienced difficulties in working mathengaticalculations. She
started to work through examples and discussece tivth others in
whole class discussions.
‘For the gases and equilibria | really used it. Wigases | did not
understand what was going on, because of the matisecause

of the actual concept; so | started doing the exasypand
discussing with the others, and it worked out wiihomi.
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This was her turning point. After two months, Naowewed online
learning from a different perspective and begasde it as a source of

learning.

‘| liked the idea. Then | did the same with theikdgia, which also
helped me through. | wish | had realised with tkdax, because
even for redox, | would have done the same andllyreeeded to
work through more examples, but | did not realis&t i could use
the Moodle discussions at the time,” Naomi.

In small group-work, she collaborated and discusgéuanother student,
and together they moved ahead ignoring two othetesits who did not

collaborate in the group.

‘Me and Celine, we always try a question each dshtwe discuss
all the work thoroughly. | do not know who else wath us. We
ignored the ones who did not work,” Naomi.

The student persisted as she worked through theitest in the hope to

improve her learning.

‘l used Moodle, it was useful, it was there to hale with the tests.
There was more work to do and discuss with thergfhidaomi.

Naomi overcame all her concerns, made time fomengitudy and trusted that
the VLE could be useful for her learning. She ugedell when it became

relevant to her learning needs.

V. Marianne

A | read email copies only...I did not say anythiag énought |
was the only one who could not use Moodle,.” Mar&an

This Crescendo student was cyberphobic, and wastwsocial networking.

She had an email account and for the first threaths) she preferred to read
email copies of the online discussions. She feposting messages in the VLE
for two reasons — a technological fear of delesiegtions of the VLE content
and a fear to discuss due to a lack of self-confitden chemistry. In the first
term, Marianne also had personal family problents laging emotionally low,

she accessed the VLE infrequently. However, thidestt read email copies of
the discussions in the VLE and was learning froemthThis persistence kept

the student informed of what was going on in théeVL
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‘I was not understanding the chemistry conceptsad personal
problems and could not concentrate in class. | iad many
difficulties in chemistry. | was panicking; | féftat | had ‘dari mal-
hajt’ (literally meaning — my back to the wall). Had to do
something to recover from my state. So | took thage. Until |
submitted my first post, | was on tenterhooks,’ iiane.

As the above comment shows, the turning point, wimappened after three
months, occurred when Marianne felt pressured tk deelp. With great

apprehension, she submitted her first posting:

‘| feared | would do something wrong, whether | Vdodelete part
of Moodle. | was afraid. Every day for many wedksas telling

myself that | would post my difficulties in Moodl&en, after three
months, | got started, | felt so glad and satisfrdaen | posted for
the first time. Each time | posted in the first slay used to run
upstairs to tell my mother,” Marianne.

The student was delighted when she received tlpomnege to her first posting
from another student. Online communication with eotlstudents was the
persuasion stage:

‘| could not believe it, when someone answers really great. |
hardly knew anyone in the class, almost no oneyianae.

She also managed to approach other students whemoasio know well
through the online discussions and changed herdiostudent-selected
chemistry group which was not functioning well (8&c 5.10.2.2). The
following comment reveals the student’s recoveoyrfrher setbacks:
‘Moodle made a difference to my study. It changedyrthings. It

gave me the courage to ask. | felt the class was walith me at
home, | became confident and was learning,” Mar&ann

Family problems, fear of deleting text in the VLRdalack of self-confidence
hindered this students’ online participation. Ndomdtss, persistence was
indicated when she remained in touch with the VIEowgh emails. The
persuasion point occurred when the student madsfart to post in the VLE
and received a response. Getting to know otheestsdn the class through the
VLE and joining a hard working group to tackle peh-solving activities was

a meaningful learning experience of online partitign for this student.
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Vi. Lois

‘I never switch my computer off — day or nightpréfer to do my
homework like essays in English and Biology withcamputer. It
is easier; but Moodle was complicated. It is difer to other
websites,’ Lois.

Lois was quite familiar with using the computer. the first week, he was

curious about online learning.

‘I had no idea what it was about, one would wanuse it to find
out,’ Lois.

However, although accustomed to use the computerstiady, he became
reluctant to use the VLE. He found the interfackedent to other websites,
and claimed that the VLE was complicated to usethtnstudents’ reflective
journal and in the individual interview he confirchéhat it took him a long

time to get used to innovations.

‘It takes me a lot of time to get used to thingsodk me a while to
find where everything was in Moodle. It had manyngh — chat
rooms, discussions, wikis. | was getting confusgld what | was
supposed to do and | did not use it,’ Lois.

Lois admitted that he did not contribute to thetficollaborative task and the
other members of the team did most of the work. tAeo concern was his

shyness and lack of self-confidence.

‘I am a shy person. | do not take part in convema because
knowing that everybody will read what | say, | fésay something
stupid,’ Lois.
He did not feel comfortable to take part in wholass online discussions in the
first three months of the course. Collaborationsmall group-work, where
group members were selected by the students theesstirned out to be a
discouraging experience as he was the only stumtrhpting to do the work

(Section 5.3.3.1).

‘I ended up doing all the work by myself to handoit time.
‘Inhragt’ (literally means burnt up). | did not wato do any more
Moodle,’ Lois.

Lois felt that he was falling behind in class arebpkerately needed learning

support. This is when he became determined to slésicuthe online forum.
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‘I was not doing well in tests. | was not obtainimigh marks and |
wanted to do well. | turned to Moodle. | asked &sjion and then
Sylvia replied to my question. Then she asked $omgetind |

answered. That is how it started. | was then regdit threads and
discussing with others,’ Lois.

Lois was encouraged to use online learning wherhdm a response from

another student to his query. This was the persngmint.

It's good to know that there is Moodle to turnviben you want to
ask something, or if you want to work out someases,’ Lois.

Lois had his setbacks, his difficulties, and coidos. He turned to the VLE

when he realised that he was underachieving irsclHse persuasion stage to
participate in online learning occurred, after threonths, when he had fruitful
discussions with another student. At this pointyee the effort to navigate

in the VLE and overcome his shyness.

5.5.4.2.3 Conclusion

The above section described the journeys of sixdcamdo students to full
online participation amidst uncertainties and ceidn. All twelve Crescendo
students persisted and obtained more knowledge efRp@003) about the
potential of the innovative mode of learning, despiheir setbacks. The
blended context supported the students’ resiliert@ing the persuasion
period, the students were in direct contact with tbst of the class and the
chemistry content through the face-to-face settifgs enabled them to take
their time to reach the decision and confirmatitages without losing track of
learning events or contact with the learning comityuiThis is not possible in
fully online courses. E-mail copies of the ongoomdine activities and in some
cases, the visible VLE fora also kept all Crescestalents informed. In
contrast, the Diminuendo students did not showdisposition of resilience.
Their interest in online learning declined and tl&y not manage to overcome

their setbacks.
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5.5.4.3 Learning Disposition of Reciprocity

A crucial disposition for online learning is dowgstly the learning disposition
of reciprocity, which focuses on the social dimensof learning. Claxton and
Carr (2002) referred to reciprocity as a reciprcaadl responsive relationship
with others. Reciprocity in this research contexnates an interacting
relationship between learners, where an intercharigeeas in response to
questioning and problem-solving activities took gelain asynchronous
communication in the discussion fora and in theisvikt resulted in the

creation of learner generated knowledge (Secti@B3. This disposition was
crucial for learners participating at the knowledeilding level to co-

construct their knowledge through participation (@wardena, Lowe and
Anderson 1997). Reciprocity promoted student leaynithrough active

engagement and a socio-constructive approach tmimga Students, who
lacked this disposition, were unable to cope whhthird challenge which was
to discuss and contribute to the generation of kedge in the online

environment.

Claxton and Carr (2002) explored the learning dsgpm of reciprocity. They

stated that learners with this disposition have aavareness to articulate
learning processes, opinions and problems, andcdheage, confidence and
ability to communicate these to others. Furthermitrese learners demonstrate
an inclination to interact with others, take intcaunt the opinions and needs
of others, and clarify and seek understanding f@self and the group. Despite
the fact that Claxton and Carr (2002) studied tispakition in early childhood

settings (Section 2.3.1.1), the indicators, whiebytsuggested also apply to

this research. These indicators are a willingnes

» to engage in joint learning tasks;

to express uncertainties;

to be questioning;

to take a variety of roles in joint learning ent&ses;

to take others’ purposes and perspectives intoustco

Successful online participation in this course aejeel on the possession

of this disposition, which was either already, aaretteristic of the
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student at the beginning of the course or was eadgt developec
through observation and imitation (Katz aChard, 1998; Carr, 199

Claxton and Carr, 2002; Duncan, Jones and CarB):

5.5.4.3.1 Reinforcing the three presenc

Reciprocity was crucial to create and maintain tognitive, teaching an
social presences (Figure7) as described in the Commur of Inquiry model
(Garrison, Anderson arArcher (2000); SectioA.1.3).

Social
presence

Disposition
of
reciprocity

Cognitive Teaching
presence Presence

Figure 5.7 Relationship between the dispositiorremiprocity and the thre
presences

The cognitive and teaching presences were maimtaine learners in th
discussions ithe fora and in the wikis. The following commemastrates hov

a Moderato student visualised learning in the @xiammunity

‘.... (In Moodle) you always continue learning; yaesveryone,
is like a process, adding to the knowledge whicle airead
has...,” Carmen (Moderato), individual interviews, W008

The VLE provided a medium which, as the above studemarked, allowe
the students to observe each other learning. This different to the fa-to-
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face class scenario, where each student was cassowly of his learning
through learner-teacher and learner-subject comtéettactions. In the online
setting, learners could compare their understantbnthat of other learners.
This created an environment where learners cldrib@d reinforced their
understanding of concepts together. Cognitive preséSection 2.1.3.3) was
created as students constructed and confirmed ngpdmiough reflection and
discourse (Kanuka and Garrison, 2004) in problemisg activities in both
small group-work and whole-class discussions. is pinocess they listened to
each other, developed as inquirers, explored soisitand discussed together
and with the teacher.

‘In our group, we try to work the problem on ourmw do my

research and be the first to put my answers intie My friends

add more sections. Then we discuss and leave te gerts as an

answer. There were times they did not know hown®war. |

explain the work. | would know that what | say @rect. If it

makes sense, it is correct, Anthony (Marcato), ivitial
interviews, May 2008.

The above comment reveals a scenario in small gnaurg, where the
Marcato student helps other students who were @ zbne of proximal

development (Section 2.1.2.3.ii).

Learner-learner interactivity was the ‘heart andl's(Pelz 2004, p37) of this
online course. Teaching presence was created aseqodrticipant students
facilitated discussions, taught each other anchtfaom each other (Garrison
and Anderson, 2003) while they discussed and shan@dzlems in fora and in
wikis.

‘The discussions were good as | liked to see whtarostudents

think and what their difficulties are; how they wol them.

Sometimes | had the same difficulties,” Sarah (Matde,
individual interviews, May 2008.

Sarah did not participate in whole-class discussi@md yet as her comment
shows, the students who were read only participanigole-class discussions
were also learning through the generated teachiresepce. This was
complemented by the teacher’s ‘constructive créigud formative feedback’

(Lehman and Conceicao, 2010, p 11).
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A disposition of reciprocity was also essential generate social presence
(Short, Williams and Christie, 1976; Garrison, Arsdm and Archer, 2000). As
discussed in Section 2.1.3.1, social presencenelbfas the ability of learners
to project themselves socially and emotionally irc@ammunity of inquiry
(Garrison, Anderson and Archer, 2000) is cruciahtaintain both cognitive
and teaching presence (Lehman and Conceicao, Palloff and Pratt, 2009).
It is). The following comment illustrates how theciprocating behaviour of
the students in the course changed the virtual espam a ‘place’ (Al-
Mahmood, 2006, p44) - a safe and comfortable placeneetings at any time,
outside the College walls.

‘Normally, one does not go around asking otherd, eannot

understand this concept bla bla bla, but in the V&ice everyone

is there discussing and asking, you feel, | amamtny own, it is

comforting, | can ask in here, this is what thisfes,” Carmen

(Moderato), individual interviews, May 2008.
The three aspects of social presence (Section.2)1s®cial, psychological and
emotional (Lehmen and Conceicao, 2010) were evidethis online class.

The social aspect was indicated when online participants &elt
connecting experience with others and a senselohgiag to the online

community.

‘Moodle bonded the class together. ...even in trst @inline task,
when no one knew each other, you get to know othec&ly it was
good to mingle with others..... Online one feels ootable asking
about a particular problem. There is time to writen one’s own
words. It feels more comfortable....This chemistagslhas a sense
of community.,” Francesca (Diminuendo), class wi@ns, May
2008.

The psychological aspect was denoted by a highesehselepresence
where, as in the following example, the learneredjarded the physical
place, and projected himself into the virtual comity(Kiousis, 2002).
The technology became transparent (Lombard andmiit997)
‘In Moodle, it is like you are talking to someonisee..you forget
you are at home on your own and using the compuwyteu; are
revising with someone else; not with books and :)dime flies,

you learn more; you feel you are not studying omryown,’
Marcus (Crescendo), in-depth interviews, May 2008.
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The emotional aspect of social presence was shgvthebability to genuinely
show feelings through words, symbols, and inteoastiwith others in the
online environment.

‘Can you pls help me out with this; | am panickiheel at a great

loss with this chemistry assignment; For Questi¢) &id you find

anything? Please help me because | feel helplessléla,

(Moderato),VLE radioisotopes small group assignméldvember
2007

Adela was an extremely shy student, who rarelyqubst the forum or talked
to anyone in the face-to-face class; however, slietat the place was safe
enough to express her emotions. The existencesahtiee presences created a
learning community, which was evidenced by a sefismnnectivity, the co-

construction of knowledge and social learning.

5.5.4.3.2 Conclusion

The previous section presented the evidence foexisence of the learning
disposition of reciprocity, which is crucial for l@borative learning. The
disposition was demonstrated by an interchangeioakhip of discourse in
asynchronous learning spaces such as discussi@n dod wikis, where
(Garrison Anderson and Archer, 2000) the Moder@mescendo and Marcato
students generated and maintained cognitive, teg@nd social presences.

The learning design provided the opportunity foe tbevelopment and
cultivation of this disposition (Duncan, Jones a@drr, 2008; Wakefield,
1993). The disposition appeared to become robulsixi@ and Carr, 2002)
(Section 2.3.1.3) as it was transferred to new lehging contexts; some
Crescendo students, who participated in small gneopk, seemed to gain
self-confidence in mediating learning and evenjugbined whole-class
discussions. The students eventually also shovekspasition of reciprocity in
the face-to-face contexts (Section 5.10.4). Stiedemho developed this
disposition changed from passive learners in tlee-fa-face class to non-
collaborators in the online discussion fora andtteeactive learners (Section
5.5.4.5; Driscoll, 2004, Liu et al, 2002).
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A disposition of reciprocity was essential for thesolution of the socio-
cognitive conflicts which developed in problem-soly activities where
students learnt through discussions with more kadggable others in their
zone of proximal development (Sections 2.1.2.1 214d2.3: Vygotsky, 1978;
Biott and Easen, 1994). The disposition was vitaléarner interactions where
learners together analysed and interpreted datasalndd problems (Hirumi,
2006; Bates, 1995). It led to the co-constructidriheir knowledge through
participation in collaborative activities (Gunawané, Lowe and Anderson,
1997). In Section 5.5.4.5, | discuss how learnath this disposition took on

key roles in the online learning community.

5.5.4.4 The learning disposition of taking responsility for learning.

Anderson and Prawat (1983) stated that a sensesponsibility is made
visible by behavior, and is affected by invisibangponents such as beliefs and
attitudes. Claxton (1999) and Carr (2001) listede tllisposition of
responsibility as a requirement for learning (Seti2.3.1.1). In this section, |
describe the behaviours of the Marcato, Crescenddvibderato students, and
provide evidence that a sense of responsibility meeded for the building of
the online learning community. The learning disposi of responsibility is
discussed in two parts:

» Disposition of taking the responsibility to maname’s learning;

» Disposition of taking the responsibility for theaftaing of other

students.

5.5.4.4.1 The disposition to take responsibility tmanage one’s learning

This learning disposition was indicated when stéslemanaged their own
learning and became self-directed learners. Asudgsx in Section 2.2.5.1.iv,
self-directed learners are able to assess the@tsnaecure learning resources,
implement learning activities and evaluate learniBgockett and Hiemstra,
1991; Guglielmino and Guglielmino, 2003); they tatantrol of the learning
process by employing self-regulatory and resour@magement strategies
(Miltiadou and Savenye, 2003; Pintrich and De Gr@800).
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The variety of activities especially the online mdyronous discussions in the
fora and the problem-solving activities in the wikigave the students the
chance to reflect on their learning needs and ahdlosir way forward. They
gained control over (1) what they needed to leg)rh¢w to learn it and (3) the
time needed for learning (Section 5.10.1.2). Bleckl (2003, p.97) stated, that
‘offering students, activities and time to becormecessful learners, enhances
their self-esteem and encourages them to learn .mdhe students were
accustomed to rely on the teacher’s sense of reggtity for their learning by
learning what the teacher wanted to teach thenugfréectures and handouts.
Online learning gave rise to a shift in learningp@nsibility from the teacher

to the learner and it changed the way studentsestud

As discussed in Section 5.5.4.1.2, the Marcato estudvas a resourceful
student, who had confidence in his abilities toea@sh and to understand
concepts, who was ready to explain to other stsd@md, who at the same time
assessed his own learning. The online participangs, Kate, Jodie, Naomi,
Lois (Section 5.5.4.2.2), and Paula (Section 5.B8).2&howed a disposition to
take responsibility for their learning, when theypolt the initiative to work
without the teacher’s intervention, tackled morekvand became less teacher
reliant (Gibbons, 2002; Guglielmino and Guglielmi2603).

Some learners developed self-regulatory strate@¥eiadou and Savenye,
2003; Pintrich and De Groot, 1990) to master tHgexu content. Similar to the
Marcato student, they eventually became capablenahaging their own
learning by assessing their learning, determiningtwvas relevant to their
needs, and choosing what and how to study (Zimmerd204).

‘Once | got started doing the work you were givuggin Moodle, |

realised that even when you say something in clagss more

prepared, and | was understanding more. Even tlesiipns in the

exam past papers which we were discussing in Mduoelfged a lot

- | was understanding them better. | felt confidenind and tackle

more questions in past papers and do them,” Kated¢&ndo), in-
depth interviews, May 2008.

Doreen, the Crescendo student, who had said teatrehing and problem-
solving were tedious (Section 5.5.4.1.3) developlesl disposition to take

responsibility for her learning by becoming consesi®f her learning needs,
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developing an interest in doing research and shpvandetermination to
achieve mastery of the content.

‘Moodle changed the way | studied. Through Moodteveloped

an interest in looking up things that | did not enstand. If | do not

solve the problem, | discuss it in the forum,” DargCrescendo),
in-depth interviews, May 2008.

This disposition was indicated in different waygjdents developed different
strategies such as observing other students, $agah (Section 5.5.4.3.1),
persisting to solve problems and to compare thedtretstanding with that of
other students. Kelly, like Kate and Naomi (Sectmb.4.2.2) persisted to

solve problems:

‘I use Moodle to revise. | try the easy exampled #ren do the
complicated ones. If | have problems, | look atdiseussions and
then try to work them out again,” Kelly (Moderatapdividual
interviews, May 2008.

Paula observed other students and developed s&éategmitate them:

‘...I watched the others work hard and participatepecially Kate
and Anthony. | used to tell myself, why should § do so as
well...” Paula, (Crescendo), in-depth interviews, V208

She used help-seeking strategies sucleasing from others and discussing
with them (Zimmerman, 1994; Pintrich and De Grd®90, Pintrich, 1999).

‘| stay online because if | have difficulties, | ¢ see the work
which others did in the wikis. | also ask the othén Moodle) if |

do not understand,” Paula (Crescendo), in-deptlenviews, May
2008.

The online participants developed a dispositiotate responsibility for their
own learning, and became able to manage their @aming. As Levinas
(2002) argued, being responsible is prior to whaemson intends to do. These
learners were able to develop the dispositions esfourcefulness and of
reciprocity because they felt responsible for tlwun learning. Similarly the
Crescendo students showed that they were resperfsibtheir learning when
they faced challenges and persisted through thmafused states (Section
5.5.4.2.2). The online learners took ownership hdirt learning process and
from non-collaborators in the online medium andhie face-to-face class, they

became self-directed and collaborative learners.
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This section showed that the indicators for a digm to take responsibility
for one’s learning are the development of:
» self-regulatory strategies such as identifying se@d the learning
process, assessing and evaluating learning;

e resource management strategies which include eféestudy skills.

5.5.4.4.2 The disposition of taking responsibilityor the learning of other

students

In whole-class discussions and in small group-wthg, learners established a
sense of community and ensured a flow of infornmgtisocial support,
commitment to group goals, and satisfaction wite tharning experience
(Rovai, Wightinga, and Lucking, 2004). Abedin, Dsingar and D’Ambra
(2010) remarked that learners who have formed anoamty, feel a sense of
belonging, of connectedness, of cohesion, of conmygpirit, of membership
and of influence. These authors added that leami¢insa sense of community
respect, trust, rely on each other, share emoticorahection and are aware of
each others’ activities, perspectives and need#ofPand Pratt (2003)
considered a disposition to take on the respoitsilbdr community formation
as an essential learner characteristic for onkaening (Section 2.2.5.1) and
added that the individual learning process of tinei&l student is dependent on
the participation and commitment of the other stislen the group. This
section provides evidence of students who develdpeddisposition to take
responsibility for the learning of other studentsboth small group-work and
whole-class discussions.

a. Small group work

The following comments indicate the dispositiontaking responsibility for
the learning of other students in small group work:

‘| feel greatly responsible for the others to leathit is just me, |
may postpone doing the work, but in our group litdd know the
others depend on me. I'd be very concerned. Youhdowork
willingly for yourself and for the team,” Doreen r@cendo), in-
depth interviews, May 2008.

‘The fact that | was not just helping myself buscahelpful to
others, | felt more responsible and as a resultaswnore careful
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than usual when answering,, Deon (Crescendo), ipthle
interviews, May 2008.

Another Crescendo student, with a feeling of commaitt to group goals,
remarked:

‘Being in a team is encouraging. Other people emage you to

do your work; it is not just you. You do the wodttbfor your own

good and for others. You do not want to let themvrdoMarianne
(Crescendo), in-depth interviews, 2008.

The Moderato students were shy or lacked confiddancéiscuss in large
groups (Section 5.5.2.2). However, these inhibgiolid not surface in small
group-work, and the students were willing and abléake responsibility for
the learning of other students in the group by atmitating, caring and
supporting each other (Abedin, Daneshgar and D’Anb010).

‘In my group, we divide the work between us and tve discuss
and mark each others’ work. | do my best. It iseaponsibility
towards the group,” Carmen (Moderato), in-deptheimtews, May
2008.

In some groups, as in the case of Deon (Section4.2.2), learners
demonstrated a great sense of responsibility wbenof their own free will,
they took the lead and organized the work in tloaigr

‘| took charge of the group, because, | was seaitiger groups

posting their work, and we had not done anythinBaula,
(Crescendo) in-depth interviews May 2008.

The Marcato student took it upon himself to vigie twikis of other small
groups and help them in problem-solving activities.
‘| looked at the work in other wikis. In one groupey had some
structures which were drawn incorrectly. | joindteir discussion

in their wiki to help them,” Anthony (Marcato), depth interviews,
May 2008.

In contrast, teams, which did not function welldlrmaembers who lacked this
disposition. As in the cases narrated by Carmenti®e5.5.4.1.2) and Lois
(Section 5.5.4.2.2), this lack of responsibilitysame students is also evident

in the following comment:

‘| sent a message to Larry. | told him - pleaseydar part of this
work. Clare and | did almost everything. We eveokspto him at
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school so that he’ll do his bit. ... We were wajtiior him to post
all the time....;” Sarah (Moderato), Class indivaduinterviews,
May 2008.

b. Whole-class discussions

The Marcato student (Section 5.5.4.1.2), two Credgestudents and one
Diminuendo student who were the active participantshe first term were

conscious of the learning needs of other studel#th a sense of

responsibility, they researched their work and iedrrout whole-class

discussions (Section 5.5.4.3.1). A sense of respitiswas also shown when

one of the Crescendo students remarked that shielwdarm the group if she

had uncertainties.

‘If I am not sure of what | am writing | would sag and continue

with the discussion to see what the others thik&te (Crescendo),
in-depth interviews, May 2008.

In the week before each chemistry face-to-facesdast, the Marcato student
made himself available online on all evenings tecdss problems posted by
other students. Following this, he also becamensteat support to students in
chemistry and in another subject at the Colleget{&25.10.4).

As evidenced in the following comment, the actiearhers in whole-class
discussions created a community spirit and a sehbelonging amongst the
participating students,:
‘Moodle bonded the class from the very start. Iptkthe class
together throughout the year. We all knew we coask in
Moodle....Moodle helped us to get to know each athdrgave us

the chance to help each other,” Sylvia (Crescendio)lepth
interviews, May 2008.

The disposition of taking responsibility for theataing of other students was
expressed in terms of (1) keeping the group togethemall group-work, and
(2) helping students understand chemistry conteriiath small group-work
and in whole-class discussions. This study showat the indicators for the
disposition of taking responsibility for the leangi of other students in both

small group-work and in whole-class discussionsaandllingness to:
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* be caring, open, honest, reliable;

» take roles;

* visit frequently the online environment to respotw posts with
problems/issues;

* research problems and issues raised by other $83den

» actively take part in discussions;

* ensure that the issue/problem has been solved aderstood by all
concerned;

e convey a spirit of collaboration and connectedness.

5.5.4.4.3 Conclusion: A learning disposition to beesponsible for learning

This disposition was discussed from two main aspettresponsibility, i.e.,
taking responsibility for one’s own learning andpensibility for the learning
of others. In the first case, this disposition wascial for learners to become
self-directed learners and develop self-regulatamg resource management
skills. In the second case, the disposition wagiatuor collaboration and
community formation. Palloff and Pratt (2003) reket on the robustness,
breadth and richness of the disposition of respulityi They stated that
students who take the opportunities to become resple learners are
empowered to move to other learning experiencds aviteven greater sense of
responsibility and accomplishment. This was showrstime of the students
when they became responsible students supportoigathers’ learning also in

the face-to-face environment.

5.5.4.5 The learning dispositions and changestime students as learners

The research sub-question 2.1, concerns the chamgfes students as learners.
The development of new learning dispositions amdrésulting characteristics
of the online learners, e.g., reciprocity, beingpansible, resourceful and
resilient were changes which the students expezteas online learners. The
discussion on learning dispositions highlightednges in the study patterns,
study habits, roles and modes of learning. As altred this, the students

became self-directed and collaborative learnerghi section, | discuss the

observed changes in the roles of the learnerdgsrotiline community.
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The active online community consisted of a triagbt of learners who took on
the roles of non-collaborators (NC), help-seeketS)( or knowledge-
mediators (KM). Although these roles existed inhbsimall group-work and
whole-class discussions, they were more pronounaed whole-class
discussions, and for this reason this discussicoges mainly on whole-class

discussions.

In whole-class discussions, the non-collaboratoegevthe students who were
aware of what was happening in the VLE, but didta&e an active part in the
discussions. The help-seekers posted questiong ebemunistry issues and then
took part in the discussions which they themselkad initiated (Section

5.5.4.5.2b). The knowledge-mediators had an inggimind and were keen to
research and to learn on their own. They eageckld¢d problem-solving tasks,
responded to postings initiated by the help-seeker$ by the teacher and
discussed with other learners in the VLE (Secticn45.2c).

Table 5.8 The number of students in particulargatewhole-class discussion
fora at the end of each term

Term 1 Term 2 Term 3
Behaviour
Group NC |HS |KM |NC |HS |KM |NC |HS | KM
Marcato (1) 0 0 1 0 0 1 0 0 1
Crescendo 10 0 2 3 5 4 0 4 8
(12)
Moderato (9) | 9 0 0 9 0 0 9 0 0
Total (22) 19 0 3 12 5 5 9 4 9

Table 5.8 indicates the number of Moderato, Credee@md Moderato students
in particular roles at the end of each term. Theynkd the active online
learning community of 22 learners. The number afrlers in each role was
obtained after analyzing the extent of participatioy the students in the
discussion fora, the tracking system in the VLE &odh data generated in the

interviews (Section 3.12).
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The discussion in this section does not focus @ dtudents who did not
contribute greatly to this active online communibgmely the Diminuendo
students who participated only in Term 1, the Sitwctudents who were
occasional participants throughout the course &edRitenuto students who
did not access the VLE. In the first term, one Diovando student was a
knowledge-mediator.

Table 5.8 indicates that:

e the Marcato student and two Crescendo students Weogvledge-
mediators throughout the course;

* the number of Crescendo non-collaborators decrefased10 in Term
1to 3in Term 2 and to 0 in Term 3; The numbeCofscendo help-
seekers increased from O in Term 1 to 5 in Teram@ then decreased
to 4 in Term 3; the number of Crescendo knowledgeliators
increased from 2 in Term 1 to 4 in Term 2 and tm Berm 3;

* the nine Moderato students were non-collaboratorsvhole-class

discussions throughout the three terms.

Non- Help-seeker Knowledge-
collaborator mediator

Figure 5.8. The three learner roles in whole-cthssussions

Hence, from Term 1 to Term 3, the number of noatalrators in whole-class
discussions decreased and the total number of ledgelmediators increased.

A shift in learner roles took place (Figure 5.8).
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5.5.4.5.1 The three learner roles mod

Knowledge

mediators
Help seekers
Romes
Non-
Knowledge / collaborators

Figure 5.9. The three learner roles m

This online learning community with a ‘triadic sef actors was in some wa
similar to the community of practice in tllegitimate peripheral participatic
model (ave and Wenger 1991, p.56The activity in the whol-class
discussions is portrayed in the three learner noledel Figure 59), where the
knowledgemediators, like Lave and Wenger’'s (1991)-timers are visualise
at the cordSection 2.1.2.3.ii, surrounded by the hekeekers, and by the r-
collaboratorsat the periphery (See Figure ). The knowledg-mediators and
the helpseekers with the learning dispositions of resoulloeks, reciprocit
and responsibility interacted in the discussiongl icc-constructed their
knowledge. This community had no novices or-timers, but similar to th
Lave and Wenger (1991) model there was a flow iesrand knowledge. Tw
processes were taking pli in opposite directions:

* knowledge generated by the knowgeimediators flowed from th

core to the periphery and became available to ti@erncommunity
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 a flow of roles took place from the periphery tce thore as non-
collaborators became help-seekers and some of dtter Ibecame

knowledge-mediators;

5.5.4.5.2 The three learner roles in whole-classstiussions

This section describes each of the three roles iBhiollowed by a discussion

of the evidence for the existence of the threenk=aroles model.
a. The non-collaborators

The online non-collaborators included the Crescestiments before they
changed their roles to help-seekers and the Manetatents. It seems that,
although the non-collaborators were not particigatiin whole-class
discussions, they were learning from them:

‘.| wanted to stay in touch with the class andupeated with what

iIs happening. | was learning from it. If | do natgin for some

days, | make it a point to login and see what iw.nkealways felt

that 1 want to know what is going on, being a pafrtit...,'Kelly
(Moderato), individual interviews, May 2008.

These students considered the discussions as @edourearning. In the three
learner roles model, the non-collaborators werthatperiphery as observers
and readers. Some of these were hoping they woeldlide to join the

discussions.

‘| do not feel comfortable discussing with all ttlass in Moodle. |
never tried, but one day | wish | do it, hope itlwe in the near
future! | always follow what the others are sayiagd what they
write is important’ Anon, Questionnaire 3, Februa®p08.

The non-collaborators did not show any of Claxtamd aCarr's (2000)
indicators for the disposition of reciprocity. Resges to Questionnaire 3, and
the individual interviews revealed that non-collediors were either students

who had a shy or reserved nature or lacked selffigmmce.
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They feared that they
* would appear presumptuous;
e were not able to explain in a comprehensible manne
e were not competent to contribute towards the swiutf a problem;
* would write incorrect facts, or give absurd ansyer give the wrong

explanation and be vulnerable to criticism by ottedents.

The following comment illustrates some of the abtaators. These were also
discussed in Section 5.5.2 and 5.5.4.4:

‘I do not discuss in the large forum. | fear thiae others will not
understand what | say. Very often, | feel | do koebw enough
chemistry to discuss with them,” Clare (Moderata);depth
interview May 2008

Some non-collaborators were comfortable to accessdiscussion at a late

stage when problems were solved and discussiorestesninated.

‘Sometimes | enter the forum at a late stage wlinenproblem
would be solved. This works well for me as mangdiimvould not
know what to say when they discuss, and | preferaio for others
who know more to reply,, Marcus (Crescendo), inttep
interviews, May 2008.

The permanency of the written medium aggravatedsituation (Mason and
Weller, 2000 and Sweeney, O'Donoghue and WhiteH&2@4); some passive
learners feared that they would make fools of tredwes by what they post in

whole-class fora. Their postings would remain \i&silor everyone to see.

Most Crescendo students were at one time non-avhédrs in whole-class
discussions but with a disposition of resilienteytwere able to move forward

and change their roles to help-seekers and/ordwlatge-mediators.

b. The help-seekers

In this online learning community, the term ‘*hekpekers’ refers to the students
who sought help by posting questions in whole-cfass. Three Diminuendo
students were help-seekers in Term 1, but unfortéiyahese students did not
use the VLE (Section 5.3) in Terms 2 and 3. Thewkadge-mediators also
responded to posts initiated by the teacher. T&b& indicates that the
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Crescendo students were the help-seekers in Terarsd23 in whole-class
discussions. A marked increase is shown in the murabCrescendo students
taking part in whole-class discussions from Terto Term 2. At this stage the
students became aware of the usefulness of odaraihg. They took the risk
to ask when they needed help.

‘It was urgent. We had a test the next day andulcmot wait for

other students to ask. So | asked in Moodle,” Msy¢Grescendo),
in-depth interviews, May 2008

‘As | study | check to see whether someone elsetlimadame
difficulty. If I do not find anything similar, | att the discussion,’
Lois, (Crescendo), in-depth interviews, May 2008

The decrease in the number of help-seekers in Beilsrdue to the fact
that four of the five help-seekers in Term 2, beeaknowledge-
mediators in Term 3. The Crescendo non-collabosator3) in Term 2

became help-seekers in Term 3.

Students with the role of help-seekers showed cleniatics which are the
same as the indicators for the disposition of meiy as described by Claxton
and Carr (2002). These were:

» awillingness to express uncertainties;

* awillingness to be questioning;

* an ability to understand their own problems andidifties;

« having a sense of occasion, when to ask;

* having a sense of entittement and the confidenesko

e an ability to formulate the right question;

 ability to discuss in order to resolve issues.
The help-seekers were instrumental for initiatingl sustaining several online
asynchronous discussions. Similar to the knowladgdiators, they interacted
with other students and sustained the cognitiesshiieg and social presences
(Garrison, Anderson and Archer, 2000) in the onseting. Some, eventually
developed the skills to mediate knowledge to othemd progressed from help-

seekers to knowledge-mediators.
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c. The Knowledge-mediators

Table 5.8 indicates that the Marcato student wkeaavledge-mediator
during the three terms. The number of Crescendtests as knowledge-

mediators increased from 2 in Term 1 to 4 in Terton 8 in Term 3.

The following comment from the Marcato student edse¢he characteristics of
knowledge-mediators
‘| see what problems other students have. | wasmays able to
solve problems, but | used to do some researchthabfirst |
understand the concepts well and then | help theerst and |

could tell how well I knew the topic myself,” Antgo(Marcato),
individual interviews, May 2008.

All the indicators given by Claxton and Carr (20@3kction 5.5.4.3)
correspond to several characteristics of the kndgdemediators. They
are a willingness to:
e understand the issues and problems under discyssion
» research issues and have a determination to faadugion;
* be receptive to the problems of other studentstarizke aware of their
learning;
e discuss issues with other students and help thelarstand,;
* be aware of their own learning process and tosagbeir own learning
as they (i) understand the problem, (ii) as theseaech the issue and
(iii) as they discuss it with others.

The knowledge-mediators similar to Lave and Werggé’991) old-timers
unfolded their skills in research, communicatingwiedge to other less active
or inactive participants. They were self-directedrhers and contributed to the
cognitive presence (Garrison, Anderson and Arch@®0), as they tackled the
problems which were presented by the teacher drefyy-seekers. They were
pleasantly challenged by the problem-solving tabkis they felt these tasks to
be within their regime of competence (Gee, 200BgyTexplored the issue and
discussed it with other participants in the forunwii.
‘Many a time | have to look up books to discusthi forum. If |

am not sure, | say so, | learn while | researchattswer other
students,” Anthony (Marcato), Focus Group interviewApril 2008
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These students were aware of their own learninggyTbreated teaching
presence where they facilitated the learning farmbelves and for other
learners. The knowledge-mediators readily wentubihothe cycle of expertise,
which allows a flow between practice and new leagrdand between mastery
and challenge (Gee, 2003). They took risks andoezgl the area that they
were about to learn. They saw obstacles as chake(@ibbons, 2002) and not

as a form of discouragement.

Knowledge-mediators had or developed the dispostiof resourcefulness,
reciprocity and responsibility. They acted as medé&b other students
(Bandura, 1977) (Section 5.5.4.5.3) and maintairsogial presence, they

made other students feel comfortable in their prese

5.5.4.5.3 Evidence for the three learner roles mote

‘....In the beginning, | used to stay in Moodle arehd only,
because most of the students would have alreadyustied the
issue in the forums. Then | thought Moodle was gl | myself
started to ask about things in the forum, and aftes, | was
always checking all threads to see where | cowmh jin a
discussion and help the others; this was two veayring, | help
others and help myself to understand,..’” Sylvia efcendo),
individual interviews, May 2008.

The above comment illustrates the processes ithtke learner roles model. It
is an example where a Crescendo online non-colétwoeventually became a
help-seeker and then, a knowledge-mediator. Thelirparticipation of the
Crescendo students as online non-collaboratorsawaspportunity for them to
observe what was happening in the VLE. The learr@yserved other
participants and were eventually encouraged tocedearch, to enquire, and to
discuss with the whole-class. Some researchers (&ad Chard, 1989; Carr
1995; Duncan, Jones and Carr, 2008) claim thanilegrdispositions are
developed by observing others (Section 2.3.1.2).

Claxton (2006) states, that the capacity to leapedds on the will to take
risks. The Crescendo students eventually took raskd did not remain pre-
occupied by their inhibitions. For instance, Marc{®ection 5.5.4.5.2.b),

overcame a fear to post. Another student madehtifieflom non-collaborator
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to help-seeker when she overcame her fear of appgearferior to other
students:

‘| realised that Anthony and Kate were good pecpte they will

be ready to help in Moodle without looking downno@ and saying

that 1 do not know any chemistry’: Janina, (Creste), in-depth
interviews, May 2008.

In the following comment, a Crescendo learner whas winitially a
technophobic student explained how the presenaetofe online participants

helped her make the shift from non-collaboratdnetp-seeker.

‘Moodle made a big difference to me. It changed yntdaings; it

gave me the courage to enquire; the students sdlaiss and the
students in my group are with me, also at home. dies who
participate in Moodle make you realise that wheru yoave

problems, they are there ready to discuss with od help you’
Marianne (Crescendo), in-depth interviews, May 2008

As some of these learners became involved in dismos as help-
seekers, they also developed the dispositionseoktlowledge-mediators

and hence the skills and confidence to help ottuetesits

‘| was encouraged to participate when | asked asgwn and then
someone answered me; afterwards she asked somedhihgl
helped her, from then on | was part of the disausgjroup, ’ Lois
(Crescendo) in-depth interviews, May 2008.

The knowledge-mediators acted as models and ergeaithe help-seekers to
ask in the VLE.

As the shift in roles took place, the learning dsfions in the Crescendo
students became robust (Claxton and Carr 2002)p aheveloped, they
persisted throughout the course. The Crescendo ersttsid developed
characteristics similar to the Marcato student. @rspositions also became
sophisticated as the students themselves becanagexhgn strategies which
strengthened the disposition. They started newatlweand looked for
discussions which they could join in, to learn dredp others to learn. The
VLE offered them a safe place where they triedrtbkills in researching and
solving problems with other studenihe knowledge-mediators and the help-

seekers contributed to the cognitive, teachingsmuil presences.
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5.6 Conclusion - Part 1
Part | of Chapter 5 addressed sub-research quedti@rand 2.1
1.2 What factors influenced online behaviours blemded learning context?

2.1 How did online participation change the studexstlearners?

Part | described the evidence for the existendaaibrs which affected online
participation of an A-level class of chemistry stats. They were classified
into three main categories of situationalfrastructural and persona-related
factors. The factors hindered or facilitated thelshts’ journeys in meeting the
three identified online challenges (Fig 5.1). E=bb.3, 5.4 and 5.5 gave an
overview of these factors. The learning disposgioof resourcefulness,
resilience, reciprocity and taking responsibilityere positive factors which

enabled online participation.

Development of Dispositions and Roles

Cognitive
and
Teaching
presence

A disposition of
responsibility

A disposition of / \ \

resilience

Social
presence

A
disposition
of
reciprocity

Non-collaborators - Help-Seekers - Knowledge Mediators

\ \ / A disposition of

Challenges resourcefulness
1&2 Challenges
1,2&3

Figure 5.10 The development of online learning ossiions and the three
learner roles model
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Part | also addressed the research sub-questipnvBidh concerned changes
in the students as learners. It showed how theveaadnline participants

developed the learning dispositions of resourcefsn resilience, reciprocity
and taking responsibility, took on help-seekers nowledge-mediator roles

and became self-directed and collaborative learitegsire 5.10).

The Marcato student proved to be an effective leatel a knowledge-
mediator. In general, the Ritenuto, the Diminueadd the Staccato students
were not active participants in the VLE due to aitonal factors arising from
the personal life style of the student. The Modegtudents were in general
affected by persona-related factors, such as ldclseti-confidence and

shyness and did not take part in whole-class dssons.

The Crescendo students, inhibited by various facteere initially reluctant to
participate in the VLE. As the course progresskese students demonstrated a
change in their online behaviours and with dispas# of responsibility and
resilience, they developed desirable learning digjpms of resourcefulness
and reciprocity. The Crescendo students were aneisiting group of students;
they changed roles from online disinterested stisdeor online non-
collaborators to help-seekers and knowledge-mediatm whole-class

discussions. Thus, the students changed their gtatigrns and study habits.

The new roles of help-seekers and knowledge-mediatith the underpinning
learning dispositions brought about a transfornrmatio the learning identities
of the online participants. Part Il, focuses on thdine behaviour of the

Crescendo learners, and illuminates this transfooman learning identities.
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Part Il — Learning ldentities

Part Il consists of six sections. Section 5.7 siméscontext of Part Il. Section
5.8 describes the profiles of two Crescendo stisdant Section 5.9 discusses
the changes in the figured worlds of the Crescestlents. Section 5.10
explains the changes in the learning identitielerms of academic (Stets and
Harrod, 2004) and positional identities (Hollandakt1998; Kasworm, 2005;
Allen, 2004) in both the online and in the facedoe class. Section 5.11

illustrates the new class identity and Section Bdr&cludes chapter 5.

5.7 The impact of online learning on the learners
Part Il focuses on the sub-research question 2.2:

2.2 What was the impact of online learning on tearhing identity of the

learners in the online and in the face-to-facestlas

Wenger (1998, p.215) argued that learning transfofeio we are and what
we can do’, and therefore it brings a change imtite (Section 2.3.2.4). In

Part 1l, | explore the changes, which online leagnbrought about in the
learning identities of the Crescendo group of leesnas they moved from a
figured world of traditional didactic classroom iieimg to a figured world of

online discussion-based learning (Holland et a98l9Boaler and Greeno,
2000).

5.8 Two Crescendo students’ learning profiles

The in-depth interviews (Section 3.12.6) with theelive Crescendo students,
provided a rich picture of the learning experiencethese students. In Section
5.5.4.2.2, | described the experiences of six @mdo students to illustrate
their disposition of resilience. In the followingdion | present the identity
profiles of two other Crescendo students named &@oend Paula. These two
profiles together with instances from the expemrsnof other Crescendo
students form the basis for the analysis of thastamation of learning

identities in Part Il. Doreen’s profile was seletteecause, like some other
Crescendo students, she was reluctant to use tiiedvle to persona-related

factors (Figure 5.11). Paula’s profile was seledtedause during the course,
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she strongly showed an awareness of her learnamgitg and a determination
to change it for the better.

a. Doreen

O hibitors

E=S  Enshlers Inhibitors and
Enablers
1
' ] '
Persona-related
|
Epistemological Personal States Online skills -
beliefs
Cyberphobia Writing T
Individualistic / —
collaborative
|_ B -

Figure 5.11 The factors which affected Doreen’smanparticipation

Epistemological beliefs, a great reluctance to theecomputer and a lack of
reflecting and writing skills when using the comgufor study were the
inhibiting factors which hindered Doreen’s onlingricipation (Figure 5.11) in

whole-class discussions in the first term.

Table 5.9. An overview of Doreen’s online behaviptofile

Term 1 Term 2 Term 3
Informal whole-class discussion Active
Small group-work Active
Formal whole-class discussion Non- Help-seeker Knowledge
collaborator -mediator
Challenges (met) 1 1,2and 3
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Table 5.9 gives an overview of Doreen’s behavitubrief, Doreen gradually
met all three challenges for online learning, sbg accepted online learning as
a learning method, she eventually used the compoitdearning and towards
the end of Term 2 and in Term 3, she fully contidolto the online
collaborative activities. During all terms, Doreagas an active participant in
online informal asynchronous chats and contribwtetl to small group-work.

In the in-depth interview, Doreen summed up hérainfeelings about online
learning as having been ‘mixed’ but generally thht it was a good idea. In
the first week, she expressed in the VLE informhatcarea, that ‘doing
homework in groups and online could be fun’. She deknowledged the VLE
as a medium that would bond the class togethemaradplace where she could
meet the rest of the class. Nonetheless, she wasedmtely faced with
epistemological barriers because she believedctimistry, being a difficult
subject, could only be learnt by listening to tkeadher’'s explanations in the
face-to-face class, doing individual class and hemg and reading the notes

and text book.

In the ice breaker discussions (Section 3.12.42%.Doreen claimed that she
had no patience to sit in front of a computer testlaly work, for a long period
of time. Although, she used msn, emails and a bae@vork frequently, she
was reluctant to learn how to use the VLE. Hef-sehfidence regarding the
use of computers for study was very low. She hatdkesire to do well in
chemistry and in consequence, she felt stresse¢aiihae activities were part
of the chemistry course. She was in a state oflictbndn one hand, she wanted
to do well in chemistry and on the other hand, dlienot want to use the

computer and VLE for study.

Doreen contributed to small group-work in wikis, tbwas reluctant to
participate in whole-class fora, in the first ter&he had requested for groups
to be student-selected and not teacher-selectedsrkall group-work, Doreen
was in Group 5 (Appendix V). She and two othezmbers (the Marcato and
a Moderato) in the group ignored the fourth men{aeDiminuendo) who did
not participate in the VLE in the second and thigdn. This is in contrast to

some students in other groups who complained almmt-contributing
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members, and consequently they themselves becasmdedested in online
learning. Doreen stated that in the first weekg, wlas unsure of herself and
felt inferior to other students in her group. Cansntly, she had found it
difficult to remark on the work presented by otteudents in the group.
Nevertheless, she claimed that as trust was evgntualt within the group,

commenting on other members’ work became easier.

The Marcato and the Moderato students were a gdhdence on Doreen. She
felt encouraged to change her mode of study andotaesearch, to work
through problem-solving activities and to contréout her group. Doreen felt a
responsibility towards the members of her smalugr(Section 5.5.4.4.2.a).

Her patrticipation in the VLE made her feel morepared and engaged in the
face-to-face class. She became aware of what wppehag in terms of
subject content, the level of difficulty, the reepd tasks, and how she and
other learners were managing their understandingeawh topic. She was
gaining confidence in the subject and she couldmeht a topic was about and
what it entailed. She realised that it was betbefotlow a topic in the VLE
from the start, where she could participate inaalivities with others at the
appropriate time, rather than accessing the VLEhatend of a topic. Doreen
gradually became used to using the computer fonileg and even participated

in whole-class discussions.

She became aware that she could improve her |lgphyiriaking the initiative
to look up issues and make attempts at solvinglenab especially in areas
where she felt weak. She was disappointed witlsdifeat the lack of self-
discipline which she sometimes showed and admitied she could have

contributed more in the VLE to improve her learning

Doreen remarked that without support in chemistoynf the VLE, she would
have been prone to fall behind in class and tlese confidence in herself.
Furthermore, she could use the VLE to revise actopier difficulties in
chemistry were similar to those of other studenkss was very encouraging as
sometimes she even felt she knew as much as orrave& chemistry than
others in the class. She felt that reading thraihghwork submitted by others

increased her self-confidence.
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Doreen believed that there were students who wene mompetent than her
and more able to explain and discuss with othee$, ¥he was willing to give
feedback and acknowledge what others were posttifpough, she was
willing to help others, at times she felt uncertaimout her knowledge and

ability to contribute to discussions.

She valued the fact that she developed a newtsk#larn by using computers
and a VLE. She was aware that in future she wowddnthis skill. She
welcomed the opportunity to be responsible for ldaning of others and in
that way, she, herself, was also learning. On kaar, gshe would not have felt
so responsible and would not have worked so mucheéh felt that the VLE
bonded the class together and stated that thiggsosas important especially

in the first term. She looked forward to onlinerkgag in the following year.
b. Paula

Situational, epistemological beliefs and persortates were the inhibiting
factors which hindered Paula’s online participat{&gure 5.12) in the first

term.
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== Eablb'f Enablers
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y 1 \
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Time management I
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Individualistic
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Figure 5.12. The factors which affected Paula’snanparticipation
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Table 5.10 gives an overview of Paula’s behavibuhrief, she was inactive in
the VLE in Term 1. She took a leading role in sngatiup-work and became a

help-seeker and knowledge-mediator in Terms 2 and 3

Table 5.10. An overview of Paula’s behaviour peofil

Term 1 Term 2 Term 3
Informal whole-class forum None
Small group-work none Active/leader
Formal whole-class discussion none Non- | Help-seeker-

collaborator - | Knowledge-
Help-seeker mediator

Challenges none 1,2,3 1,2,3

Paula was absent from the face-to-face class asskenhithe first four weeks of
the online course due to health problems. On herrréo class, she felt that
she could not cope with learning chemistry, and easouraged to use the
VLE. She believed that anything to do with compsiteas ‘complicated’. She
also found it hard to believe that anything couttphher catch up with other

students in the class. She believed that chemesteyd only be learnt using
teacher-centred approaches and individual classteaming. She was on the

point of resigning from the College.

Her close friends, mother and | encouraged her de the VLE. Paula
eventually decided to use the VLE. For small graugok, Paula was in Group
9 (Appendix VIII) with another Crescendo, a Moderand a Diminuendo

student.

Paula compared herself to other students, whom pheeived as
knowledgeable, and started the online course witbeing of weakness in
chemistry. She appreciated her friends’ supportjeren effort to use the VLE
and attempted to catch up with the work which she imissed. She gradually
became aware of her improvement in chemistry. Strixed well in her small
group and when she realised that other groups darg more work than her

group, she even assumed a leadership role. Shehes®dLE for revision work
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and worked hard on mathematical problem-solvingvitiets which were her

weak areas in chemistry.

In online whole-class discussions, Paula initiahgld on to traditional
expectations, and addressed her postings with atigndiifficulties in the VLE
to the teacher. She eventually joined discussiomisted by other students and
offered her explanations. She became active ivtlieand developed her way

of studying chemistry using the online activities.

Paula observed and consciously imitated other stadeho were active in the
VLE. She positioned herself in contrast to otherd asked herself why she
could not be like them. This made her work harder.

Paula revealed her satisfaction that other studeintsgot to know her through
the VLE, were asking for her opinion regarding cieng concepts in the
VLE, in the face-to-face class and in the laborat&he felt that her opinions
were being valued by others, and that she was lmingidered as one of the
‘knowledgeable’ students who could offer help areswapable of discussing
chemistry issues in both the online environment ianthe face-to-face class.
This made her feel that she was ‘somebody’ in thescand gave her a great

sense of belonging.

5.9 The two figured worlds

These two narratives (Section 5.8) portrayed thkeniag profiles of two
learners, who like other Crescendo students expegee a transformation in
their learning approach. In this section, thesasfi@mations are recounted
with reference to a social system consisting ofirégl worlds. Holland et al
(1998) describe figured worlds (Section 2.3.2.5pEEes where actors come
together to construct joint meanings and activities

By figured worlds then, we mean a socially and wally

constructed realms of interpretation in which matar

characters and actors are recognized, significenassigned to
certain acts, and particular outcomes are valued athers.

Holland et al, 1998, p. 52
During the first four weeks of the academic ye&fobe the start of the online

learning phase, Doreen, Paula and the other stsideete constructing a
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figured world of didactic learning based on thexperiences of traditional
didactic learning practices from previous yearse Tdarners or actors in this
familiar figured world were finding their positiorthirough their actions of
listening, observing, reading and doing individwabrk in the face-to-face
class. As experienced actors in such a world, tindesits knew their roles and
were aware of the negative and positive forces lwiaould affect their
participation in the world of learning chemistryhi¥ figured world centred on
‘structured, individualised and ritualized learrir{Boaler et al, 2000, p178).
In this figured world, chemistry was visualized Bpreen and some other
students as a difficult subject, which could ong Ibarnt in traditional ways
(Section 4.2.2.1). Several students expected ‘@ geb of notes’ or ‘teacher’s
handouts’ (Section 5.5.1.1). For some studentis class, such as Doreen
and Paula, computers and Internet sites were dgnecansidered as
complicated or tedious, to use for study purposesction 5.5.2.1), and
collaborative learning was not perceived as effectir efficient for learning as
traditional individualised learning (Section 5.2)1. The actors in this figured

world tended to succumb to passive learning irfabe-to-face classroom.

The online participants were the actors in the tigured world of online

collaborative learning. They gradually developed ndentities in relation to

the new figured worlds (Holland et al, 1998; WendE98). The traditional
learning identities formed in an ‘ecology of didadtased learning’ were
transformed to new learning identities in ‘an egyloof discussion-based
learning’ (Boaler and Greeno, 2000, p.177). In laker, the actors were
empowered to become agents taking control of teaming. They took on

new roles and participated in innovative activitighere being resourceful,
reciprocating and taking responsibility for leagninbecame significant
meaningful acts of participation and socialisafiothis new world. These acts
involved research, reflection, discussion and stpmpother students. There is
evidence in this study that as agents in this ngwréd world, the students
were enabled to develop their potential as leariretsoth the online and the

face-to-face class.
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Table 5.11 Main differences between the two figusedlds

Figured world Ecology Meaningful acts
Face-to face Didactic learning Individualised listening to lectures
learning reading, observatior,
drill and practice
Primarily  online | Discussion-based Self-directed and researching, reflectior,
(plus face-to-face) | learning in the online collaborative discussion and
class learning supporting other
students

Table 5.11 lists the differences between the figumdrld of didactic based
learning and that of discussion-based learning. Tdors which were
discussed in Part 1 were forces that shaped the wewid of online
participation. All twelve Crescendo students wegsilient and took time to
develop mastery as actors within the new world.yThleanged roles from
passive non-online learners to online non-collatoosato help-seekers and to

knowledge-mediators.

The following sections focus on the new learningnitity which the students
developed through their participation in the negufed world of discussion-

based learning.

5.10 The new learning identity

In the literature, identity has been discussed fregweral aspects (Section
2.3.2.1), e.g., personal identity, social ident{fyayfel and Turner, 1979,
Caughey, 2008), friendly identity, work identitycaemic identity (Stets and
Harrod, 2004), positional identity, relational idiéyn (Holland et al, 1998;

Solomon, 2007; Kasworm, 2009) and participatiomidy (Solomon, 2007)

and has been described as multiple (Sfard and Rr2€f5), multi-layered

(Kasworm, 2009) and multi-faceted (Moingeon andrtgeoe 2002).

Stets and Harrod (2004, p156) define identity asefaof meanings attached to
the self'. Identity may take the form of differemterpretations (Section
2.3.2.1) depending on whether ‘the meanings’ addd¢h the person stem from

the individual, or are attributed to the individuay other persons, or are
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recounted by a person to a third person about @imidual (Sfard and Prusak,

2005). The learning identity is viewed as a dynapnacess (Sfard and Prusak,
2005; Massey, 2005) which is constantly being retiated (Wenger, 1998;

Holland et al, 1998).

The learning identities under discussion are thgestive or self-assigned
learning identities of the Crescendo students, wkmerged from narrations in
the in-depth interviews. The students constructed rsubjective learning
identities when they took part in online activiti@Sustafson, Hodgson and
Tickner, 2004), and they confirmed these identitideen they talked about
themselves in the individual interviews (Hollandagt1998; Sfard and Prusak,
2005). With reference to the notion of a multi-feckidentity, it is argued that
a subjective identity may be influenced by otherefa of identity (Moingeon
and Soenen, 2002; Sfard and Prusak, 2005), such as:

« the attributed identity, i.e., the way, a studerdeen by others;

» the designated identity, i.e., the identity whicktadent would like to

have in the future;
» the projected identity, i.e., the way, a studentiddike to be seen by

others.

Owing to the double hermeneutic process in thislystibection 3.11.6), the
subjective identity discussed in these sections e been influenced to
some extent by an attributed identity - my intetgtiens of the subjective
identity as narrated by the student. As the rebeayd did my utmost to
distinguish, understand and figure out the differenms of identities in the

narrations given by each Crescendo student.

Online learning provided opportunities for the depenent of online learning
dispositions which shaped the new learning idegi{fDeaken, Crick and Yu,
2008). This study gives evidence of the transforonatin learning identities,
which occurred as the Crescendo students moved &odigured world of

didactic learning to a new figured world of disdossbased learning in a
blended learning setting. The student’s learnirenidly in the context of this
study is discussed from two aspects: an acaderaitify (Section 5.10.1) and
a positional identity (Section 5.10.2). These twgnamic learning sub-
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identities, which have been transformed by thenenléarning dispositions, co-
existed and influenced each other (Section 5.10.3).

In the context of this study, the academic identiiates to aspects of mastery
of the subject content, tools and approach to legrnt also relates to the
students’ choices and empowerment in their learniing positional identity is
the students’ individual stance with respect to irthpersona-related
characteristics, their acted position and the gei@e of their social standing

in the community.

Figure 5.13 gives an overview of the transformatiothe learning identity of
the online learners. The learning identity prior ttee start of the online
component of the course is denoted as Student ingardentity 1 and it is
discussed as Academic identity 1 and Positionaftidel. These identities,
constructed in a previous world of traditional diiea learning were
transformed to a new Student Learning identity 2stgting of Academic
identity 2 and Positional identity 2. The new Stodieearning identity 2 is the
merging of the developing online identity with tfecze-to-face class identity
which has been influenced by the developing onideamtity. Sections 5.10.1
and 5.10.2 describe the transformations of the exoad and the positional

identities.
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5.10.1 The transformation of the Academic ldentity

Stets and Harrod (2004, p159) view academic idetiitough performance
which ‘reveal meanings of competence, power, areheyg. Competence

the acquisition of intellectual, physical and intermeral skills. Agency is th
ability to give direction t the course of an individual’s life (Biesta and Ted:
2006). It is indicated when an individual makes smous choices (Stets a
Harrods, 2004)Power is indicated by the authority and the enabl@mvhich
a person gains and exerci(Stets and Harrods, 2004). this study, academ
identity 1 changed from one reflecting a pas-learner, based on receiv
knowledge (Belenky et al, 1986) and an individuaigearning approach, to
new Academic identity 2 depicting an active leaymevolved in slf-directed

and collaborative learnin

In this study, the elements of competence, powear agency have bee¢
selected as the indicators to show the transfoomati the academic identi

(Figure 5.14. These three elements complement a-enforce eac other.

—

Competenct Agency

Power

Figure 5.14: The three elements depicting an acedieentity

In the new figured world of discussi-based learning, the learn:

* becamecompetentin the use of @eols and in the subject content ¢
developed se-directed ad collaborative learning skills

e developedagency and were able to make choices regarding 1
learning of the content and their learning mett
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* wereempoweredto take responsibility for learning, research, cdss,
seek help, mediate learning to other students, lopvagency and
assess their learning in both the online and thee-fa-face

environments.

The development of learning dispositions of resefuoess, resilience,
reciprocity and responsibility (Section 5.5.4) sk&phe new academic identity
because these dispositions resulted in an increasempetence and in the

development of agency and empowerment.

5.10.1.1 Competence

The individual interviews which took place afteretlseven-month blended
course gave evidence of an increase in competance i

» the use of the computer and the VLE for study;

» the use of the Internet for research;

* engaging in self-directed and collaborative leagnin

» the subject matter, especially areas which wereallysproblematic for

the student.

The disposition of taking responsibility for leangiis fundamental and its
presence is shown also by the indicators of otispoditions. The disposition
of resourcefulness was instrumental for the learteebe academically curious,
flexible and have confidence in their learning gsihe Internet and books for
research, the discussion fora and the wikis tonldesm each other. They
became self-directed learners. With a dispositibmeaiprocity they became
collaborators. With a disposition of resiliencee tstudents persisted through
their uncertainties regarding online learning atsib an their problem solving
tasks to become competent in areas of chemistpgcesly those which were

problematic.
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The following exemplars illustrate increased corepetes.

I. Use of the computer, VLE and Internet for research

Seven out of the twelve Crescendo students weuetegit to use computers to
study chemistry and five of these were technoph{®&ction 5.5.2.1). Doreen

was unable to use the computer for study:

‘| went bizarre ‘fernezija’ when | sat in front tfie computer to do
the work. | could not work on the computer for agt of time. |

had to do the work somewhere else and then go badke

computer,” Doreen, (Crescendo), in-depth intervieMiay 2008.

Two Crescendo students had declared a fear of a@wpthrough the site and
five other students preferred to use pen and papesing the keyboard as they
found the latter tedious to use and time consumixgvertheless, these
Crescendo students developed dispositions of takesgonsibility for their
learning, of resilience and of resourcefulnessd, @articipated in the VLE.

‘Moodle showed me that | have to be the one whotbashow
interest to learn and look up things which | do rkoiow. You
cannot find everything in the textbook. You camalyt on the book
only. | am now aware that learning is not just resgdthe book,’
Doreen, Crescendo, in-depth interviews, May 2008.

They transformed their academic identity by beca@mmore skillful and
competent in the use of learning resources and wath as the computer, the
VLE and the Internet.

il. Ability to collaborate and be a self-directed learn

The students in the class had either little expegeor no experience at all of
group-work (Section 5.5.1.2); they had to learn iowearn collaboratively.

Four out of the twelve Crescendo students statatittiey preferred to work
individually to working in groups. These Crescendtudents gradually
developed the dispositions of resourcefulness amwibnocity and became
competent to discuss issues and share their kngeled both small group-

work and large group online discussions.

‘We meet during a free lesson and divide the wetkvben us five.

We do our work using books and the Internet or easgh other
through msn or at the College. Then each one ghstsvork in the
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wiki and we check each others’ work and add in centsx Then
we decide on some sections and reach an agreemewnthat to
choose as the best answer,” Jodie, (Crescendo)vithdil

interviews, May 2008

In the next comment Doreen, who had thought thatistry was not a subject
which could be learnt through group-work, shows gfee became capable of

learning through discussion in the forum.

‘In Moodle, | inquire and become determined to wibrlough what
| do not know with other students in the forum,” r&m,
Crescendo, in-depth interviews, May 2008.

These learners developed online learning dispositidook on the roles of
help-seekers and knowledge-mediators and becampetent as self-directed

and collaborative learners.

iii. Engagement with subject content

The online learning dispositions were instrumefdalthe Crescendo students
to engage with subject content. Paula was on thgevef resigning from the
College on account of her perception of her poagpss in chemistry. She
and six other Crescendo students used the VLE plym@ improve their
mathematical problem-solving questions in chemistry
‘| used to write on the back of my notebook thatahted to do a
certain number of problems, e.g., from 1 to 5...Ates, without

realising, | worked out more problems than | hadrpled,” Paula
(Crescendo), in-depth interviews, May 2008.

Due to their dispositions of resilience in solvipgoblems and the gain of
confidence in themselves and in the learning dedigm Crescendo students
became able to engage with subject content. Wortkirmugh problem-solving
tasks gave them a sense of achievement.

The competence gained in the subject matter amdihggskills such as online
collaborative and self-directed learning constidute change in the academic
identity 1 and this affected the student’s learnitggntity in the face-to-face
environment. The gain in competence brought aboutinerease in self-
confidence. The students became motivated tolmmlde and this led to the
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building of the learning community in both the oiand face-to-face learning

environments.

5.10.1.2 Agency

In this study, agency was shown when the studemigentonscious choices
(Shaw, 1999 cited in Kasworm, 2009, Biesta and €gd2D06) regarding their
learning and in effect, were able to take contifotheir learning. The online
participants, in particulathe Marcato and eventually the Crescendo students
chose:

* how to learn;

* what to learn;

* when to learn.

In the figured world of didactic learning in thec&to-face class, the students
were in general, passive learners and learnt wieatdacher wanted to teach
them. Boaler and Greeno (2000, p181) argue thaletwmers in a didactic
world give up having their own thoughts and ‘arstrieted in the application
of selves, and their ideas, inventiveness and géagency do not appear to be
valued’. They are not involved in generating quesior ideas in a community
of participation. The students’ dispositions toedalesponsibility to manage
their learning and to take responsibility for tlearning of others was a prime
contributor to the development of agency and heaahange in the academic

identity.

i. How to learn

Doreen and other Crescendo students had believadctemistry is learnt
through a passive and individualistic approachabguiring knowledge from
the teacher during lectures, the teacher’s notdshantextbook. These students
were receivers of ‘predetermined knowledge thateapgd unavailable for
discussion or negotiation’ (Boaler and Greeno, 2@00D79).

‘| preferred to have the notes there and | stuayrfrthem. Doing

research was tedious,” Doreen (Crescendo), in-deptérviews,
May 2008.
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‘I am used to having a good set of notes fromehaeher and | just
study them well for the exams,” Sylvia (Crescendi)epth
interviews, May 2008.

Thus, academic identity 1 which existed prior te start of the blended course,
was constructed around an epistemology of recekmalving, where the

students considered knowledge ‘as primarily depeinde and derivative from

an authoritive source’, other than themselves (@oand Greeno, 2000,
p.174).

The Crescendo students changed from a state oliiesmpnce’ (Phillips
Manke, 1997, p.3), ‘obedience and compliance’ (Boand Greeno, 2000
pl84) in a figured world of face-to-face didacteatning to active learners
with roles of help-seekers and knowledge-mediatora figured world of
online participation where with the underpinnindio@ learning dispositions

they developed agency.

Some Crescendo students observed other students, daweloped the
confidence to ask when they felt the need to do so.
‘| used to give up easily, when | did not know hiowsolve the
problem, Now, | tell myself: let me try. If | dotrmoanage to solve
it, | discuss it with the others, instead of feglidown and stop
studying chemistry,” Paula (Crescendo), in-deptterviews, May
2008.
The response, shown by other learners, encouralgedhélp-seekers to
participate more in the VLE. The satisfaction imtggation, which is shown
in the next comment, resulted in further partidipat
‘it all started when | asked a question; Sylviapesded to my
guestion and then | posted an answer to her questiimm then on

| was reading all threads and discussing with offyer_ois,
Crescendo, focus group meeting, April 2008.

These Crescendo students moved from ‘received kgwio ‘connected
knowing’ which is
knowledge being constructed in interaction witheotheople in a
process that depends on understanding others’ iexpes,

perspectives and reasoning, and incorporates thieratanding
into the individual’'s knowing and understanding,

&er and Greeno, 2000, p.174.
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As the Crescendo students developed agency, they ae to change their
ways of study and to make choices about their iegrn

‘Moodle changed the way | studied. Through Moodteveloped

an interest in looking up things that | did not enstand. If | do not

solve the problem, | knew | could discuss in Moodiwreen
(Crescendo), in-depth interviews, May 2008.

The next comment illustrates how a Crescendo studenalized the change
from ‘textbook and teacher’s notes’ to ‘online leiag’:

‘All of a sudden instead of having just a book ades, | can see

how someone else is solving a problem. | say tcelfnyshe is

doing it this way’. This is better than any othéudy. Better than

having a book, because in Moodle | am with somgthiving,’
Marianne, Crescendo, in-depth interviews, May 2008.

ii. What and When to learn

Through the online medium, students were given dpportunity to gain
agency over what they needed to learn in a chentigpic and how much time
they could spend on the topic. They chose their Weaward through the
course, by working on activities which were relemMantheir learning.

‘With Moodle, | was encouraged to work out morelgpems. | was

at a loss working out the mathematical ones likesegaand

equilibria ,1 would not have studied so much chémisvithout
Moodle,” Jodie (Crescendo), in-depth interviews y\N2808.

‘I used Moodle a lot for the maths.... | did noelf¢he need for
extra work in bonding. But now looking back, I'dwe them all and
work through them maybe in summer or for the exddadomi
(Crescendo), in-depth interviews, May 2008.

As students developed agency, they became leastreln the teacher for their
learning. This was an opportunity for them to r@althat their performance
was a direct result of their effort (Section 2.2.H).

‘Looking back at all the work in Moodle, | can diat we students

did all this. It is all our work. We worked our wéyough it. It is

still there to be used for revision. | would notvedearnt so much

and worked so hard, without Moodle.” Janina (Cresi®), in-
depth interviews, May 2008.

244



As knowledge-mediators helping other students, @rescendo students
clarified their understanding, filled in the gaps their understanding,
internalized and developed new perspectives ancerstahdings (Webb,
2008). As help-seekers, they engaged in understgndidentified

misconceptions, filled in the gaps in their undansling and constructed new
knowledge (Webb, 2008).

5.10.1.3 Power

Power is indicated by the authority and the enabl@mvhich a person gains
and exercises. As learners developed the onlimmitea disposition to take
responsibility to manage their learning and theriea of others, they became
empowered to act in new ways. The online learmenre empowered to take
responsibility and develop agency. In these prasshey were empowered
to:

* research;

* engage with content and to tackle more work;

« discuss, enquire and share knowledge;

e assess their learning;

e teach and support each other;

The Crescendo students felt empowered to do mork wahe VLE because
they felt that their learning was improving andngag confidence, they tackled

more work.

‘.....Even the questions in the exam past papershmvie were
discussing in Moodle helped a lot - | was underdtag them
better. | felt confident to tackle more questionspast papers,’
Kate (Crescendo), in-depth interviews, May 2008.

Other students were empowered to do more work Isecthiey felt encouraged
by their peers or felt a responsibility for therl@ag of other students (Section
5.5.4.4.2).

‘you forget you are at home on your own; you areigieg with

someone else; not with books and notes; time fli@slearn more;

you feel you are not studying on your own — theeeahers with

you encouraging you to study,” Marcus (Crescendnjdepth
interviews, May 2008.
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‘In Moodle you work more, you do the work for yalfsand the
group,’ Doreen (Crescendo), in-depth interviews yN2a08.

‘I involved myself even more by taking part in lehdass
discussions. This made me feel more active and pfrthe
community’, Sylvia (Crescendo), in-depth intervieMiay 2008

Learners felt empowered to attempt and discusslgmebolving tasks in the

VLE.

‘I do no longer feel down because | do not know howork out
the problems. | convinced myself to ask once amdahgeply from
the others. Now, even when | do not know how t@esobroblem, |
try to do it, and if | do not manage, | discusaitMoodle,” Paula
(Crescendo), in-depth interviews, May 2008

Learners showed a move towards becoming more adctivibeir learning
process; they became able to assess their leaanthge aware of the concepts

which they did not understand.

‘I would know what a topic entails and that thene anot things
which I do not know about. I'll be sure that | wdutave covered
all concepts in a topic,” Doreen, (Crescendo), apth interviews,
May 2008.

Doreen like other Crescendo students became alalss&ss her own learning.
As she became more engaged with chemistry corgéet,could identify her
strengths and weaknesses in the subject. In aefigaorld of discussion-based
learning, the students felt empowered to take &@meapart in problem-solving
activities, where they sought help and helped sthEnese students developed
the authority to perform actions which they did matercise in the previous

figured worlds of didactic learning.

5.10.2 The transformation of the Positional Identiy

The positional identity of a student in this claskted to the way the students
understood their position and acted out their pmsin the class (Allen, 2004).
It was indicated by the way the student behavedhand this behaviour fitted

in the learning community.
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The positional identity concerned the following gtiens:
* what is the student’s stance regarding learnintigfise dispositions)?;
» which learning roles does the student perform iigg#;
* where does the student fit in the community?;
* where does the student perceive themself to stantbmparison to
other learners?;
 how does the student perceive other students tdiseeor her as a

member of this class?

This section shows that the development of thenenlearning dispositions
resulted in the transformation of the positionagntity 1 constructed in a
figured world of didactic learning to a new positab identity 2 constructed in
a figured world of online discussion-based partitipn. The evidence for
transformation of positional identities emergedniirthe individual interviews

with the students.

Relational

Acted

Persona-related

Figure 5.15 The three layers of the Positional titenf a learner

The positional identity of each learner is visuadizas multilayered (Kasworm,
2005). This study has revealed three layers whighl lmn each other (Figure
5.15). The first layer is based on the studentqrerselated characteristics
regarding learning. This is the internal make-upthe student including the
student’s views, beliefs, characteristics and digmms regarding learning,

(see Section 5.5). The second layer is the acteitiqno of the student as
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influenced by the student persona regarding legrritor example, the online
learning dispositions in the first layer, gave riseacted roles of help-seekers
and knowledge-mediators in the second layer. Thedgoositional identity is
expressed as the student behaviour in the onlidg¢renface-to-face class, and
is indicated by the students’ behaviours and thelies. This second layer
affects the third layer which is the relational jposal identity. This involves a
comparison of the acted positional identity of tkelf to the perceived
positional identities of other students. This mayitfluenced by how students
perceived other students to see them. This stuowslhat in some instances,
the development of relational positional identitiesults in learning.

The three layers of the positional identity areedgsed in the next sections.

5.10.2.1A Persona-related Positional identity

The persona-related positional identity of the Ceeslo students at the
beginning of the blended course was one construmted
» traditional learning beliefs where students beliewe teacher-centred
approaches (5) and individualistic learning (5);
« elements of shyness (5);
» alack of self-confidence to use the computerdarring (5);
» a lack of self-confidence to discuss in the facéat® class and in the
online setting (6);
 a lack of learning dispositions essential for oalicollaborative

learning.

However, as the Crescendo students overcame theltleps with online
participation, they gradually developed online téag dispositions and
changed their epistemological beliefs to take oneav persona positional

learning identity favouring learner-centred andatwbrative learning.

This study has evidence that the Crescendo studehtsged their
epistemological beliefs favouring learner-centrpgraaches and collaborative
learning over teacher-centred and individual leagniin Term 1, Paula had

requested handouts and model answers (Section§.3/ith a disposition of
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resilience, she persisted in attempting onlinevaiEs and was successful in
using the VLE to improve her learning.
‘Moodle surely changed the way | study the topidh & lot of
maths; before when | used to come across numesrcdlems with
a lot of words, | got discouraged; now, | can warkd discuss the

problems with my friends,” Paula (Crescendo), ipitieinterviews,
May 2008.

As Crescendo students became aware of the bemdfiself-directed and
collaborative learning, their beliefs shifted todsr socio-constructive

approaches:

‘Studying from the notes or textbook is a lones@xgerience.
Moodle was something living, | was able to seevibek of other
students, to see what they think and this was eagmg. They
give you the push to research and do the work. dout for
yourself and to share with them,” Marianne (Crestm®n in-depth
interviews, May 2008.

The Crescendo students developed a new persorteopakidentity when they

participated in the online course.

5.10.2.2An acted positional identity

This layer of the positional identity reveals hawdents with newly developed
learning dispositions understood and acted outr theles. An overall
transformation in the acted position is the chaimgéhe Crescendo students
from passive learners in the face-to-face claselipdirected and collaborative
learners. These new roles were manifested as milekelp-seekers and
knowledge-mediators. The acted positional idemtftfive Crescendo students
prior to their participation in the VLE was thatpdissive and shy students. For
example Marcus did not participate in class, waited others to ask and
respond in the VLE in the first term.

‘I never asked in class. | was too shy. Even infthst term in

Moodle | waited for other students to ask.....| ailsaited for

others to reply. My difficulty was then solved.sTWworked out well
for me,” Marcus (Crescendo), in-depth interview N2&y8.

Marcus contrasted his former quiet and shy actegitipn in both the online
and face-to-face class settings with his new aptaition. In the latter, with a
disposition of reciprocity, he interacted with atiseudents.
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‘Because of Moodle | made a huge step; In clatakito everyone
who is in Moodle. Without Moodle chemistry wouldvéndbeen
more difficult. Now, it is like you are talking smmeone else; you
are not alone at home. You are sharing with otreard revising
with them; then you talk to them again in class,arbus
(Crescendo), in-depth interview May 2008.

Marianne had an acted positional identity of a pasand anxious learner
because she feared that using the VLE might caakgiahs of the content.
She thought it was safer to read e-mail copieshef dngoing discussions.
Developing a learning disposition of resilience agciprocity, she experienced
a change in her acted positional identity; she eledply needed support with
her work and became a help-seeker. This new adsilign of participation
was reinforced when she joined an enthusiastic lsgnalip who encouraged
her to participate more in the VLE. In turn, hert#ation in both small
group-work and whole-class discussions made hdrdag of the learning
community.

‘...I gradually approached another group. They ard waéry

helpful...Moodle made a difference to my ways ofystil¢hanged

many things. It provided me with the courage ta &kdents, who

work earnestly, encourage you to ask when you paselems.....

My former friends were not much interested in gShgri

(learning)...... | feel now that the class and therfds | have,

especially the members of this group, are also withwhen | am

studying at home,” Marianne (Crescendo), in-depiterview May

2008.
Another student expressed her former acted poasiticentity of a non-
interactive and shy online learner in the followimgnner:

‘| printed out email copies of discussions and thead them on

the bus. I did not discuss in Moodle because Inditfeel at ease. |

was scared | would say things which were obviosshpid. In

many cases the questions which other students ,asked also my

difficulties. | would not know how to answer, aném if | do, | am

afraid that the others will not understand me,’ en(Crescendo),
in-depth interview May 2008.

This acted positional identity changed when thelestti realised that the VLE

was a safe medium where she could express herself.

‘Now that | got to know Anthony and Kate, it fegifferent. | am
posting in the forum. These students are ‘all riggood natured).
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They do not look down on me and say that | do mowkany
chemistry,” Janina (Crescendo), in-depth interviday 2008.

The changes in the acted positional identity esdaishifts from passive-
learners in the class or non-collaborators in thé Mo active learners with
roles of help-seekers or knowledge-mediators inth&. As seen from the
above examples, circumstances such as: could nibtfevaothers to ask, a
desperate need for support, change of group, armthgeto know that
knowledgeable students are kind, triggered a chavigeh together with the
underpinning learning dispositions led to a newedgpositional identity of

asking, discussing and collaborating in the VLE.

5.10.2.3 A relational positional identity

In this research context, the concept of a postietentity is extended to a
relational identity. Relational identity refers bmw students, aware of their
acted positional identities and those of their siaates, visualise themselves in
relation to their classmates (Kasworm, 2005; All@é604; Solomon, 2007,
Holland et al, 1998). Prior to the start of theilmalcourse, the students did not
have enough time to get to know each other andotwstouct a relational
identity in the face-to-face class. However, thisuld have developed slowly
as students, in the teacherial, practical and lecdessions, gradually became
aware of each other’s positional identities. In tha@ividual interviews, some
students remarked that in the online medium, tleydcwatch other students
learn (Section 5.5.4.3.1). The online medium ftatiéid the construction of
relational positional identities. Students, whaatetl their positions to that of
others, had a perception of the academic (compe}emd the acted positional
identities of themselves and of other studentst¢Siad Harrod, 2004; Allen
2004; Gustafson, Hodgson and Tickner, 2004). Sdodests had a perception
of how other students see them in the learning conityn The relational

identities which emerged and are discussed irsthdy resulted in learning.

This section discusses relational identity witherehce to the Crescendo
student, Paula (Section 5.8.2). Paula missed tis¢ fieeks of the online
course, and on her return, she compared her aowtiomal identity to that of

other students. This resulted in a feeling of weaknn chemistry, and loss of
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hope in catching up with the rest of the classsWas aggravated by a lack of
confidence in using computers (Section 5.5.2.1)is Thelational positional
identity affected her potential to learn and shenegonsidered resigning from

College.

Paula received great encouragement from her friehds mother and her
teacher (myself). As Paula became aware that athetents were learning
from the VLE activities, she became resilient anthwa great effort, she

sought support for her studies from activitieshie VLE.

‘....when we started the topics with lots of matlog; ad told us
that there is great help in Moodle. | became deteeah to use it
because just by listening in class, | was not leagras much as the
others, who were doing Moodle,” Paula, (Crescendnjdepth
interviews, May 2008.

Her mathematical skills improved and hence her aecl learning identity
changed as she became competent in solving maticemathemistry

problems.

During the course, Paula, was constantly monitohieg position in class in
relation to others. She was continuously attemptinglose the gap between
her acted learning positional identity and her peed acted positional identity
of the more knowledgeable students. Furthermore,|dreg-term designated
identity (Sfard and Prusak, 2005) of becoming antlogimologist formed part
of the relational identity towards her future sérhis also motivated her to
participate and contribute in the VLE.

‘| feared that if | continue in this way, I'll nevenake it to medical

school. | intend to become an ophthalmologist.dlised that if |

do not do something I'll not succeed. So | started few online

activities at a time,” Paula (Crescendo studenth)-depth
interviews, May 2008.

She compared herself to other students and belithagdther students never
seemed to get discouraged.
‘| used to get discouraged very easily. | used tmder how it is

that there are students who keep on going and dipeburaged,’
Paula (Crescendo student), in-depth interviews, 2@98.
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However, the awareness of her changing positioctaldadentity in relation to
others kept Paula motivated and working hard. Sae also willing to imitate
other students whom she perceived as more knowdétyand hard working
in the VLE

‘...I watched the others work hard and participatepecially Kate

and Anthony. | used to tell myself, ‘why shouldti do so as well?’

These students find the time to do this work aeg #re good in

chemistry...,” Paula, (Crescendo), in-depth interngeWay 2008
Paula, developed a disposition to take responsibidr learning. She even
compared the work of her small group with that tfeo groups, and took the
role of a leader when she realised that other grovgre doing more work:

‘We used to agree to meet, but, each time, we postp the

meeting. Then, | took over the lead and startedwtbek. | used to

see the work of other groups in the wikis and ueeshy to myself

that if we keep on postponing our discussions, Iwet get the

work done. | took over because the other groupsweing more

work than us,” Paula (Crescendo student), in-deptterviews,
May 2008..

Paula also appreciated that her opinion and worte vbeing valued by her
peers in her small group. This was a positive miovea student who, in the
first term, needed encouragement from her friefitiss aspect of the learning
identity is explained by Chickering and Reisseff893) vector 3; she moved
from dependence through autonomy towards interdbpee, where she

developed both emotional and instrumental indepeceléSection 2.3.2.2).

‘My friends used to ask me whether | did somethlingn they see
my work, we discuss it and continue from there.aulR
(Crescendo), in-depth interviews, May 2008.

Paula held the three roles in the three learndes rmodel (Section 5.5.4.5.1).
In her non-collaborator role in whole-class disouss, she watched other
students learn and reflected on her situationlation to them. In the first two
terms, she had believed that the knowledgeablestadknew all the chemistry
and that, unlike her, did not make mistakes wheoulising online.

‘The focus group was an eye opener. | listenednaely to the

others, especially Kate and Anthony. | was encoetlagy what
they said. They do sometimes make mistakes anel &nerthings
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that they sometimes do not know eheheh! Paulagg€ando), in-
depth interviews, May 2008.

Once more her relational identity and willingnesgnitate significant others
motivated her to contribute fully in whole-classdissions. This immediately
brought benefits to Paula in terms of learning. 8l@s assessing her own
learning as she attempted to discuss and solvdgonshin the VLE with other
students.

‘I do no longer feel down because | do not knowtlaing in

chemistry. | try to do the work on my own. If | &av problem, |

look up what the others did in Moodle, and if It find it, | start

a discussion; | often end up helping others in ofioea. As Kate

and Anthony had said, when you try to solve problémn others,

you realise what you know or do not know.,” Pa(@sescendo),
in-depth interviews, May 2008.

She also became aware of possessing a new pokitelagonal identity in
both the online and the face-to-face environmerndredver, a student whom
she considered as one of the most knowledgealileeiclass was asking her
for her opinion during the face-to-face class aimbratory sessions.

‘Before, no one used to ask for my opinion in clagk not mean

that now | know everything. In class or in the |&ate sometimes

asks me -‘Paula, what answers did you get'? or 8ihmethod are

you using?’; Now | feel more that | am part of ttlass. At least

now, there are ones who would like to know whahihk and

discuss solutions with me, and this happens, ndt online. |

made an improvement. | am no longer the one alwasksng

others. Now they ask me as well and consider mgiapi We

compare results in the lab...I discuss with them ootile and they

know now that | am interested in chemistry,” Pa(farescendo),

in-depth interviews, May 2008
This section illustrated the effect of the relatiblearning identity on learning
for one of the Crescendo students. This studemtedtdhe course ‘feeling
down’ and ‘being weak’ in chemistry, but at the exidhe blended course, she
felt her opinions were valued by others and that whs an active significant
member of the learning community. She managed tmwathe gap between
her perceived positional identity of herself andttbf the students whom she

observed and strived to imitate.
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Paula’s newly formed academic and positional leayndentities in the new
figured world of discussion-based learning andrenlparticipation resulted in
learning. With the development of new learning d&pons, she was able to
transform her academic identity with respect to eli@ying competence,
agency and power and also her positional idenstghe experienced changes
in her persona identity and her acted positionahidly. She was conscious of

her relational identity, and used this as a stgategmprove her learning.

The above sections showed that the online leardigygpsitions were enablers
for online participation and the means to shapeh bibie academic and
positional identities of the Crescendo studentsthin first term, the Marcato
student and two Crescendo students were positiagethe knowledgeable
students in the class. These students were thel&dgermediators who were
always ready to help others in the online settiRgr these students, this
positional identity was also transferred to the efém-face environment
(Section 5.10.4). Although a few examples weretegion this section, it is
important to note that awareness of the relatiashahtity existed and this in
some cases gave rise to learning. The developnheglational identities in the
course contributed to learning as students souglptdnd imitated the students
whom they perceived as more knowledgeable than gbles. In this way,
they worked hard to narrow the gap between thedguisitional identities of

themselves and those of other learners.

5.10.3 The sub-identities influence each other

Academic Learning Identity Positional Learning identity

Competence-Agency-Power <«—> Persona— Acted— Relational

Figure 5.16.The influence of the academic identity on the posél identit
and vice-versa

The students developed new persona positionaliitesntvhen they changed

their epistemological beliefs and developed newnenlearning dispositions.
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This influenced the academic identity as they beranore competent in
subject content, use of tools and new learninglsskifhey also developed
agency and became empowered to take responsibititheir learning and the
learning of others. This gave them a new actedtiigewith roles of help-
seekers and knowledge-mediators and the studemtsedo new relational
identities. In turn, this affected the academic nidg, where students
experienced further competence, and a re-enfordenmenagency and
empowerment. In this iterative way the transfororanf the learning identities

enhanced their learning.

5.10.4 Transformation in the face-to-face class

A blended learning setting afforded a flow of laaghactivities between the
online setting and the face-to-face medium. Chewnisipics which were
started in class were continued online and disoassin the VLE were
reinforced and continued in the face-to-face cldssthis way, the online
practices of the online learning community were@ed in the face-to-face
class.

‘In the beginning, | felt | was participating moie Moodle than in

class, but then I got used to discuss in the cl{ésse-to-face) as
well,” Anthony (Marcato), class interviews, May 800

The Marcato, Crescendo and Moderato students oteztas help-seekers and
knowledge-mediators in both the online medium andthe face-to-face
classroom. Some Staccato and Diminuendo studeimsdjon the classroom
discussions. Although other non-online participaet®ained passive learners
in the face-to-face class, they still had the bieradf being observers in an

active face-to-face environment.

This generated an atmosphere of connectednessgjtaobpollaboration and a
sense of community in the face-to-face classroanthe chemistry laboratories

and as some students reported also in other cergagh as the library.
‘Online | felt comfortable asking about a particularoblem. There
was time to write it in my own words. It felt m@anfortable. This

in turn made me feel comfortable also in the classr. This
chemistry class has a sense of community. .........winwigeks
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there was the feeling of togetherness in the otesar’ Francesca
(Diminuendo), class interviews, May 2008.

The online learning identity influenced the facedoe learning identity, and a

new student learning identity was constructed Hhigly showed that online

participation made students feel more confidentrande engaged with subject

content in the face-to-face class.

‘You know what is happening in chemistry. Moodl&kesame feel
more engaged in class. | know what we are doing; go not feel
lost in class; | would know what a topic entailsdathat there
aren’t things which | do not know about. I'll bereuhat | would
have covered everything in a topic,” Doreen, (Cezslo), in-depth
interviews, May 2008.

The learning dispositions which were developedha online setting, also

prevailed in the face-to-face setting. Hence, tbkesr of help-seekers and

knowledge-mediators were also adopted in the fadade setting.

‘In the classroom, | definitely became more conftdéVhen we
were doing gases, | felt very confident. My friemdslass were
asking me how to solve the problems. | got usedoteing the
problems on gases from Moodle. | could help themtland show
them how to work them out,” Kate (Crescendo), iptdenterview
May 2008.

The Marcato student recounted how his online ras also transmitted to the

face-to-face classroom and other contexts:

‘Because of Moodle, everyone seemed to think tha&ndw

everything. Before a test, they come to ask me,namd it is not

only chemistry, even biology, they ask me. Evenasks me to
help them with the work they do in the teacherlssons. | end up
in the library moving from one desk to another tphstudents.
Carmen suggested that | should start charging thémhthony

(Marcato), in-depth interviews, May 2008.

Doreen commented on how the online setting madeah@re of her new

relational positional identity in the face-to-fackass and made her feel more

comfortable learning with her peers.
‘You do not feel inferior to others in class (tteed-to-face). You

feel you are with them, you can learn with themporé&en
(Crescendo), in-depth interview May 2008.
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This contrasts with her reluctance in the first kge¢o comment on the
postings of her peers in her small group.

The evidence in this study shows that the socedching and cognitive
presences which were developed in the online mediane also transferred to
the face-to-face class. Bonk and Kim (2006) suggkstat online practices can
induce socio-constructive learning approaches amid the online medium, in
the face-to-face class. This study gave evidenaedhline learning influenced
the learning approaches in the face-to-face clélss.lectures in the face-to-
face classroom became less structured and lessiduodiised. Students
participated in classroom discussions and the erdixperience facilitated the

undertaking of collaborative work.

5.11 A model of the transformation of identities

The interaction of the new student learning idesgitn both the online and the
face-to-face class projected a new class identigctve participation. During
this course, this class of students developed a clags identity of active
participation across the online and the face-tefaetting. The following
comments convey the learners’ feelings about the learning community
which was built in this chemistry A-level class

‘Looking back, all our work is in Moodle. It isétwork of us all,

together. | think it is a good idea to extend ng&ar,” Celine
(Crescendo), in-depth interviews, May 2008.

‘This class is different to other classes becaudaow many
students through Moodle. Moodle made me know tbepgand we
are ready to help and work together in the claslerials and
labs’, Marcus (Crescendo), in-depth interviews, N2&Q8.

Figure 5.17 highlights the construction of the h#ag identities in the new
figured world of discussion-based learning in btta online and the face-to-
face setting. The figure is divided into an upped a lower section. The upper
section consists of three frames numbered 1, 23anekpectively. Frame 1
represents a student’s face-to-face learning iyehtconstructed in a didactic-

based learning environment. The middle frame (Frajmrepresents the
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student’s new learning identity 2 constructed ifigared world of discussion-
based learning in a blended learning context. Fra@neepresents the
interactions of the new learning identities of #tedents in the class. Frame 1
and Frame 2 are vertically divided in two regioiifie region on the left
represents the academic identity and the regiorthenright represents the
positional identity. The lower section has two l@ayeThe lower layer
represents the inhibitors which affected onlinetipgiation. The upper layer
represents the enablers for online participatiome Thhibitors favoured the
retention of student identity 1 (Frame 1). On thieeo hand, the enablers for
online participation produced a change from stutksnning identity 1 (Frame
1) to student identity 2 (Frame 2). This change ifeated as an increase in
competence and development of agency and poweddata identity) is
shown in Frame 2 (left side). In addition, the dais in persona-related
characteristics, acted and relational positionahidies are represented on the
right side of Figure 5.17. The interaction of stoide with new learning
identities formed a supportive and an active cl&ame 3). The students in
this class projected a sense of belonging, of bealged, of connectedness,

and of collaboration.

5.12 Conclusion

This chapter and Section 4.9 addressed the resgaestions in this study. The
first research question was: What are the expesgn€ students following an
online collaborative program in a blended learréngtext? This was explored

by addressing the following two research sub-qoasti

1.1 What were the online behaviour patterns ef ldarners following a

blended course?
1.2 What factors influenced online behaviouara blended learning context?

A complexity of behaviours was revealed in thisdgtuSix behaviour groups
of students were identified and labelled: the Mxc&rescendo, Moderato,
Staccato, Diminuendo and Ritenuto groups. Thislystevealed the factors
which affected online participation. They were sléed in three themes:
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situational, infrastructural and persrelated factors (Figure £8). These

factors weraliscusse in Part I.

Inhibitors and

enablers
[ | 1
Situationa Infrastructural Personaelatec
Time- - Epistemologica
manageme| || Institutional f— beliefs
issues
Online
| leaming/VLE Outside-college = Personal stat:
issue -

settings

— Experientia || Computer us:
skills

| | Outof-class | | Learning

opportunitie disposition

Figure 5.18 The factors affecting online participa

The Diminuendo,Staccato and the Ritenuto grougiisl not form part c the
active online learning community. Situational fastowhich were due to tt
personal lifestyle of thstudentsjnfluenced their online behaviours. Negat
personaelated factors affected the online behaviour ef @rescendo and tl
Moderato stuonts. TheMarcato, Moderato and Crescendo stuc formed an
active online learning community of twe-two learners (59.5% of the clas
A set of four key online learning dispositio- resourcefulness, resilienc
reciprocity and responsibility, were ntified as enablers for onlir
participation in a blendelearningcontext. The Crescendo students were
some stage, reluctant to participate in the VLEt Wwith a disposition o
resilience, they eventually overcame their setbadkse online participant
were able to take responsibility for their learniagd the larning of other
students. They also showed indicators for the disipos of resourcefulne:

and reciprocity, indicative of sedirective and collaborative learnil
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This chapter also addressed research question at Wé4s the impact of these
online experiences on the learners? This was exqblby addressing the two

sub-questions 2.1 and 2.2:
2.1  How did online participation change thedsints as learners?

2.2 What was the impact of online learning on lderning identity of the
learners in the online and the face-to-face class?

The online learning dispositions changed the stisdenthe online learning
community as learners: from passive learners enféice-to-face class and in
the online setting, they became self-directed avithlzorative learners with

roles of help-seekers and knowledge-mediators.

A significant outcome of this research is the thesener roles model (Section
5.5.4.5.1). This model portrays the changes in ahéne participants as
learners. In this model, the knowledge-mediatoesaarthe core, surrounded by
help-seekers and the non-collaborators stand gidghphery. The knowledge-
mediators generated knowledge which flowed fromcitre of the model to the
periphery. On the other hand a flow of roles todkce in the opposite
direction as some non-collaborators at the peripbecame help-seekers and

some eventually became knowledge-mediators.

The development of the online learning disposititmeught about further
change in the learners - a transformation in tleademic and positional
learning identities. This is shown as a flow of mgein the model of
transformation of identities (Figure 5.17). A nesademic identity was formed
as a result of an increase in competence, develupmie agency and of
empowerment in terms of taking responsibility tonage learning. A new
positional identity reflected new beliefs in lineithv socio-constructive
approaches to learning, awareness of new studeitiqmong in class and the
formation of relational identities which servedasnotivation for students to

improve their learning. These two sub-identiticfuenced each other.

This study provides evidence that online learnmiuenced the pedagogy in
the face-to-class. The online participants cartiedr online learning habits to
the face-to-face setting and transformed théss into a supportive and active
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learning environment characterised by communicationterpersonal

negotiation, interaction and discussions (ParkdrRennie, 2002).

The next chapter highlights the outcomes of theeaech, the limitations of the
study, the contribution to knowledge, the implioag for practice and

discusses the options for further studies.
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Chapter 6: Conclusion

6.0 Introduction

This chapter is organized into six sections. Saclimutlines the context, the
research questions and the research methodologgio®e?2 presents the
research outcomes and explains the contributidmésviedge which has been
made in this research. Section 3 discusses théations in this study and
Section 4 presents the potential of this studyfiwther research. Section 5
considers the implications for practice, and Secti®6 provides some

concluding thoughts.

6.1 This research - the context

In this research, I, as practitioner-researcheploggd the online learning
experiences of a class of thirty-seven college esited who studied A-level
chemistry in a blended learning context. The pugpofsthis research was to
interpret and understand the meaning of the statexperiences in this

innovative mode of learning and the impact of aali@arning on the learners.

6.1.1 The research questions

Two overarching research questions (Section 3.R)eguthis study. The first
research question was addressed through an expflot two research sub-

questions 1.1, and 1.2.

RQ1: What were the experiences of students follgvan online collaborative

program in a blended learning context?

1.1 What were the online behaviour patterns ef ldarners following a
blended course?

1.2 What factors influenced online behaviouara blended learning context?

Chapter 4 addressed the research sub-questiot fetealed the extent of the

learners’ online participation and discussed theestts’ online experiences as

recounted in their non-anonymous responses in @uliscussions (Section 4.3)
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and anonymous responses in questionnaires, persgfteadtions and student
meetings (Section 4.4). The analysis of this desalted in the identification of
the general online behaviour patterns or groupseéneh question 1.1; Section
4.5). The research sub-question 1.2 was addresdeati IV of Chapter 4 from
anonymous and non-anonymous data and in Part lhapt€r 5, where the

individual interviews were the primary data.

The second overarching research question was agdreshrough an

exploration of two research sub-questions 2.1,2a8d
RQ2: What was the impact of these online expeeasmn the learners?
2.1  How did online participation change thedsints as learners?

2.2  What was the impact of online learning oe ldarning identity of the

learners in the online and in the face-to-facestlas

The research sub-question 2.1 was addressed,stnpfirt of Chapter 5. The
discussions on the learning dispositional fact&wsc(ion 5.5.4) as enablers for
online participation revealed changes in some efathline participant students
as learners (Section 5.5.4.5). Part 2 of Chaptaddressed the research sub-
guestion 2.2. Focusing mainly on the Crescendo mmiuresilient students
(Section 4.5.2.3), | explored how online learningnsformed their academic

and positional learning identities (Sections 5.186.10.2).

6.1.2 The research methodology

This study is a multi method interpretivistic restainquiry conducted as a
single case study (Section 3.5) of a class of stisdguring the implementation
of the online course in a blended learning contéxtich phenomenological

description of the students’ online and classroomegences emerged from
the learners’ voices (Sharpe et al, 2005), givindeap insight into the lived

experience ‘from the point of view of those whoeliit' (Schwandt, 1994, p.

118). In this study individual students respondethe classroom treatment as
individuals and thus the individual student wasduss the unit of analysis

(Anderson and Burns, 1989; Freebody, 2003). Thedeidual students were

then grouped according to their overall online lv&ha.
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The data generation methods were:

Observations, recorded in the researcher’s refleciind observation
journal (Section 3.12.1);

the tracking system in the VLE (Section 3.12.2);

online informal discussions (Section 3.12.4);

three anonymous questionnaires — a profile, any estdges and a
middle stages questionnaire (Section 3.12.3);

a student non-anonymous reflection journal useshi online activity
(Section 3.12.4);

frequent unsolicited individual face-to-face ch@sction 3.12.1);

two ad-hoc small group meetings (Section 3.12.5.1)

two focus group meetings (Section 3.12.5.2);

thirty-four final individual interviews; twelve afvhich were carried out
in greater depth (Section 3.12.6).

The generated data was stored and analysed usengudlitative analysis

software NVivo (Section 3.15.1). The findings frahe final interviews at the

end of the seven-month course were treated as nyrichata (for research

questions 1.2, 2.1 and 2.2) which was triangulatgth the other data,

generated using other methods during the course.

6.2 Research Outcomes

The research outcomes are discussed in terms ofs¢karch questions.

6.2.1 Research Question 1:

What were the experiences of students following catfine collaborative

program in a blended learning context?
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6.2.1.1 (RQ1.1) What were the online behaviour pegrns of the learners
following a blended course?

Despite the fact that Questionnaire 1 revealed th@tmajority of students
(n=31; 84%) in this study were familiar with an#dd technology (Section
4.2.1), and that teenagers are said to be digiitdhate (Prensky, 2001) with a
desire to be connected to each other and to teenktt (Oblinger and Oblinger,

2005), a diversity in behaviour patterns emerged.

inall
activities Route 1

MARCATE

Shows
decline in
the VLE CIMINLERNDO

activities

T

Farticipates Route 3

intheWLE |— | insome
activities activities

U

Route 2 » MODERATO.

returns to
the VLE at

b

alater CRESCENDO.
stage
Student in
blended Route 6
learning R —
programme activities e . A

Does not
patiicipale »  RITENUTO
inthe VLE Route &
activities

;

Figure 6.1 The behaviour patterns

Figure 6.1 illustrates the different behaviour @ats which gave rise to six
online behaviour groups, labeled as Marcato, Crelme Moderato,
Diminuendo, Staccato and Ritenuto (Section 4.5QMline collaborative
learning resulted in a process of change whichydintbabout some anxiety and
resistance (Akerlind and Trevitt, 1995; Taylor, @98 all groups except in the
Marcato student. This study has identified threglehges (Section 5.1) which
were required to be met by the students. These:wer

» the acceptance of online learning as a learnindpoaetChallenge 1);

« the ability to use the computer, the Internet anel VLE tools for

learning (Challenge 2);

» contribution to online collaborative activities (&lenge 3).
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The only Marcato student immediately met all chadles and participated
enthusiastically in all activities. He became af-dekcted learner, and
encouraged and supported other students (FigurdR6Lite 1). The Crescendo
students (n=12), showed a reluctance to participatiee VLE at some stage in
the course. Nevertheless, these students werenesand when they realised
that online learning was relevant to their neetiey tbecame active online
collaborative learners (Routes 5 and 6). The Mddestudents (n=9) eagerly
took part in small group work and individual acties but did not contribute to

online whole-class discussions (Route 4).

The Diminuendo (n=4) group participated in the VibEhe first term only and
were active rejecters (Rogers, 2003) of onlineniegr (Routes 2 and 3). The
Staccato (n=7) and the Ritenuto (n=4) studentsedailo meet the first
challenge. The Staccato students felt the needam | but were not interested
to use the VLE for learning. They were infrequeattigipants (Route 7). The
Ritenuto students were not interested in learnamgl did not access the VLE
(Route 8).

Several studies (Moore, 1998; Salomon, 2000; Jenkimd Healey, 2005;
DEC, 2009; Pedro, 2010; Bonello Cassar, 2012) Isnevn that VLES are
used for convenience, and that students resistgusohnology for study
purposes (Jefferies, Quadri and Kornbrot, 2006;rkke and Trevitt (1995);

Guzdial et al, 2001; Roskowsk, Felder and Bull@@)2; JISC, 2012). This
study has shown that when certain students reé#iae online learning is

relevant to their needs, they eagerly become orbaeners. In this study,
59.46% of the class (n=22) formed an active onl@aning community, and
through their online collaborative activities, thggnerated knowledge which

became available to the whole-class.

The Crescendo students needed time and opportunitidevelop the online
learning dispositions (Section 5.5.4.2.1) and bexamtive online learners.
Mitchell and Honore (2006) also noted that accegganf the online course by
students took time. A period of familiarisations@ mentioned by Salmon
(2002) and Lehman and Conceicao (2010), was eakeRtimiliarisation, in
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such cases, @n experiential proce, and doesiot only entail knowing how t
navigate in the VLE, or getting to know other pagant:.

6.2.1.2 (RQ1.2) What factors influenced online beliours in a blended

learning context”

The literature on factors affecting online learnimg blended courses w.
scarceHowever, everalnegative factors influencing online behaviourshis
study were similar to those found in studies ofyfanline couses in Higher
Education and adult learning (Section 2.2.3). Tdwtdrs revealed in this stu
were categorised in three them— situational, infrastructural and pers-

related (Figure 6.z

Inhibitors and

enablers
[ I 1
Situationa Infrastructural Personaelatec
Time- L Epistemologic
manageme! | | Institutional — beliefc
issues i
Online
B |eal’il’51|:l?e/VLE | |Outside-college = Personal stat
settings
— Experientia || Computer us:
skills
| | Outof-class Learning
opportunitie disposition

Figure 6.2 Aframework of the factors affecting online partidipa

Situational factors were due to the personal clso{&anfor-Bowers, 2008)
made by the students, and unless the students ¢hasaswere prepared

change their lifestyle, they could not be ato meet the challenges. This w
the case with the Diminuendo, Staccato and thenRitestudents who we

affected by:
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e time-management issues due to part-time work, comignu
involvement, Internet games (Section 5.3.1);

e attitudes such as considering online collaboratiearning as
unnecessary work (Section 5.3.2.1)

» lack of interest in learning as they awaited otlo@portunities (Section
5.3.4);

In contrast, four Crescendo students, who had derei the Internet for
leisure only (Section 5.3.2.3), did not give prigrio chemistry online work
(Section 5.3.2.2), and experienced previous orectrgroup-work problems
(Section 5.3.3.3.1), were resilient and on realisihat online learning was
relevant to their needs, they were able to overcihraie situational problems.

6.2.1.2.2 Infrastructural factors as inhibitors

In questionnaire 1 (Section 4.2.1), all studentsfiomed that they had a
computer and access to the Internet at home. Th& wery encouraging; |
immediately assumed that all students would be @blese the VLE from their
homes. Nonetheless, problems arose due to an edtdaamputer, low
connectivity, and unavailability of the computersr fstudy at home. In
addition, the computers in the college laborato(fésction 5.4.1) were not

always available.

6.2.1.2.3 Persona-related factors as inhibitors

Two major epistemological beliefs, personal stawmsch as shyness,
Cyberphobia, a lack of self-confidence and a latkomline reflective and
writing skills were negative persona-related fastawhich affected the
Crescendo and Moderato students. The majority \mdi¢hat learning occurs
when knowledge is transferred from the teacherh® s$tudents (Section
5.5.1.1), and that collaborative learning is noteeive and efficient for

learning (Section 5.5.1.2).

Nineteen students accepted online learning as ambdtudy, but retained
traditional learning expectancies (McConnell, 1994igwell and Prosser
1991; Mitchell and Honore, 2006). Some studentseetqu immediate

explanations from the teacher in the discussiom.f@thers addressed the
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teacher in the online discussions (Crook, 2002; mand, Trapp and Bennett,
2002). Some of these students confirmed that tidyat have confidence in
their peers and feared that the content postetidiy peers would be incorrect
(Sweeney, O’Donoghue and Whitehead, 2004) or naméxable material. A

student preferred to rely on the teacher’s inscteo see her work in order to
discipline herself to do it. Some students usedthE only to download the

teacher’'s posted articles and read class annoumtemkhis study therefore
showed that students accustomed to teacher-ceagptbaches encounter

difficulties to adjust to online collaborative learg.

The students were, in previous years, immersedaultare of individualistic

and competitive learning (Section 1.2.1). In f&3% of the class (n=25) had
never worked in groups. Eleven students did naebelthat group work was
an effective mode of learning (Sections 4.4.2.2152%. Bernard et al, 2004;
Akerlind and Trevitt, 1995; Laurillard, 1993, Pdfland Pratt, 2001 considered

this belief as a crucial online learner characteris

Some students considered collaboration as time uooing. Others had
concerns about the functioning of groups. Thesdéudsd having to chase
members, having to wait for them to do the workyih@ to do their work,
having to settle for work of lower quality and bedog enraged if lurkers

obtained the same grade.

Findings in this study confirm that as noted in titerature, some students
resist collaborative practices (Guzdial et al, 209dor, 2001; Guzdial, 2003;
Day, Lou and Van Slyke, 2004; Palloff and PrattQ20 may start the course
with impressions and attitudes which negativelyeetffonline participation

(Mitchell and Honore, 2006; Trigwell and Pross€91), and are not aware of

the benefits of collaborative learning (Tu and @o2003).

Similar to findings by Perrault, Waldman and Zh26(Q2), Ramsey (2003) and
Sweeney, O'Donoghue and Whitehead (2004) a lacketffconfidence and
shyness resulted in a lack of contribution to whaéess online discussions.
Such students feared that they would ask absurstigne or would not be able

to express themselves to the whole-class (Sectibr2.2). Moreover, some
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students felt uncomfortable critiquing or editiige twork of others in the VLE
(Macdonald, 2003; Section 5.5.1.2).

Some Crescendo students experienced frustratiahg€@rfusions due to lack
of familiarity with the use of computers (Sectiorb.2.1). These findings
confirm reports in the literature, that studentsyndevelop emotional states
due to online participation, which in turn, resuit a lack of participation

(Zhang at al, 2004; Hara and Kling, 2000; Ragoonaaled Bordelau, 2000;
Yamashiro and Lee, 2000; Sharpe et al, 2005; Crampl2004; Juutinen and
Saariluoma, 2010).

In contrast to the Crescendo students, the nineekédd students did not
overcome their persona-related barriers for pg@ditoon in the online whole-

class discussions. Perhaps, the Moderato studeunld bave become less shy
to participate in whole-class discussions, if theg changed groups for small
group work and familiarised themselves with othitadents. On the other hand,
forming new groups for each online activity may &éaveated problems, such
as those experienced in the first collaborativk tatiere the groups were

selected by the teacher (Section 4.4.2.2.a).

6.2.1.2.4 Persona-related factors as enablers

This study provided evidence that the learning ai#fons of resourcefulness,
resilience, reciprocity and responsibility were thgpositional pillars of online

collaborative participation. The identification thlese four key online learning
dispositions is an important contribution to knodge as this underpins
understanding of how these develop and impact amileg identities. These
dispositions are mentioned in the literature, baxehnot been associated with

blended learning and explored.

The disposition of resourcefulness (Section 5.%.4.1he willingness to learn
from alternative and additional resources. It f@susn the cognitive aspects of

learning. In this study, this disposition was ireded in students with:

e a curiosity about online learning and an academnimsity;
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* a confidence in the new learning design, in theiteaand in themself

as a learner;
» aflexibility in the appropriate use of differemisources.

Students with this disposition became self-directegirners demonstrating
independence, self-management, a desire for legaramd problem-solving
skills (Chou and Chen, 2008). The students whoedctis disposition of

resourcefulness did not meet challenge 1.

The disposition of resilience (Section 5.5.4.2)uses on the emotional aspects
of learning. This learning disposition enabled tivelve Crescendo students to
persevere through their uncertainties and frusimati In contrast, the

Diminuendo students lacked this disposition.

The learning disposition of reciprocity (Sectiorb.8.3) focuses on the socio-
constructive aspect of learning. It gave rise trrer interactions in the fora
and wikis, and resulted in an online learning comityuwith social, cognitive,
and teaching presences (Garrison, Anderson andeArc2000) (Section
5.5.4.3.1). As students reciprocated and becamegedgin joint online
learning tasks in small group work and in wholessldiscussions, they took on
the roles of help-seekers and knowledge-mediatestion 5. 5.4.3.2). These
roles are discussed further in Section 6.2.3. Tiuelents who lacked this

disposition were not able to meet Challenge 3.

The disposition to take responsibility (Section .%5.8) for learning is

fundamental, and it re-enforces and is re-enfolpethe presence of the other
mentioned dispositions. In traditional teacher-omhtlearning, the students
rely for their learning mainly on the sense of mwspbility of the teacher. In

this course, the knowledge-mediators and help-ssekteracted together and
shouldered the responsibility for their learningdahat of their peers; they
became self-directed and collaborative learners @sd partners with the

teacher in the learning process (Petress, 2008).

The students in this study who lacked these pasikey online learning
dispositions were unable to participate and couatebn the VLE. This study
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showed that dispositions can be developed in idtiera with other people
(Carr 1995; Duncan, Jones and Carr, 2008). Thisuroed (1) through
imitation and modeling (Section 5.10.2.3), (2) tigb discussion with peers
(Section 4.5.9) and with the teacher (Section R2224ii), and (3) when the
student perceived an urgent need for learning (@eé&t10.2.2). The findings
in this study also imply that successful onlineghess are able to manage their
time, have the appropriate online study settingtaotinology at home, and are
self-confident to use the VLE for study and actyvphrticipate in the online
activities. They also need to believe in the effertess of online collaborative
learning, and to have online skills such as refhgcand writing when they are

in the online environment.

6.2.2 Research Question 2:

What was the impact of these online experienceb®tearners?

6.2.2.1 (RQ 2.1) How did online participation ltange the students as

learners?

This study provided evidence that the online leagrexperience changed the
students as learners in the course. The studeatsged when they took the
opportunities to develop the online learning disjpmss (Section 6.2.1.2.4).
These dispositions resulted in further changes, lkegoming help-seekers and
knowledge-mediators as described in the Three leedRoles Model (Figure
6.3). Although this model demonstrates a processlso represents the
multiple changes which took place in the learn€hese changes are discussed
at the end of Section 6.2.2.1.1.

The Three Learner Roles Model

In small group work, the Moderato, Crescendo andclta students practiced
the help-seeker and knowledge-mediator roles. Inolevblass online

discussions, the Marcato and the Crescendo studesrts the knowledge-
mediators and /or the help-seekers, whereas theeMtud students were non-
collaborators (Section 5.5.4.5).
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Figure 6.3 The three learner roles m

The knowledg-mediators modeled online contributory behaviouregating
social, cognitive and teaching presences (Garrigargerson and Arche
2000)The helj-seekersexpressed uncertainties and asked que: and
hence contributed to the soci and cognitive presences.

In the three learner roles model (Figure 6.3), khewledg-mediators are
visualised at the core surrounded by -seekers. Thaor-collaborators are
representedt the periphery. A flow of knowledge took plain the learning
communityfrom the core to the periphery. The knowle-mediators clarified
their understanding, filled in the gaps in theidarstanding, internalized a
developed new perspectives and understandings.h&hi-seekers identified
misconceptions, filled in the gs in their understanding and constructed
knowledge (Web, 2008). The knowledge which wa-constructed by the
online learners through social marking and s-cognitive collaborativi
processes (Biott and Easen, 1994) was availabtherfora to the cserving
online noneollaborators and even to the -VLE participants who could ree
email copies of the ongoing online prob-solving activities. A flow of role:
occurred from the periphery to the core, as sonm-collaborators (Crescenc

students) im#ted the hel-seekers. Similarly, some hedgekers (Crescent
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students) imitated the knowledge-mediators. In whodhss-discussions, the
number of knowledge-mediators increased and the beumof non-
collaborators decreased as the course progressethvA to full participation
(Lave and Wenger, 1991) occurred and a charadtenistline behaviour

pattern was observed as non-collaborators incrglgdi®@came active learners.

The changes which were experienced by the onlindests as learners are
listed below:

* a change in epistemological beliefs especially i¢igg self-directed
and collaborative learning (Section 5.5.1);

* development of the online learning dispositionsc{®a 5.5.4) of
resourcefulness, reciprocity and responsibilitye tdisposition of
resilience in the Crescendo students;

* becoming self-directed learners (Section 2.3.2.21dd collaborative
learners, gaining self-confidence and developingenay (Section
5.10.1.2) and empowerment (Section 5.10.1.3);enptiocess becoming
help-seekers and knowledge-mediator (Section 5)6.4.

* achange in learning identity (Section 5.10.4);

e achange in study patterns and study habits.

The online setting afforded a medium which alloviled shift and practice of
roles. As discussed in a later section, theses nokere also taken up by some
students in the face-to-face setting. In additibe, blended environment, gave
opportunities to passive non-online participantdbémefit from the ongoing

processes in the online and face-to-face envirohmen

6.2.2.2 (RQ 2.2) What was the impact of online leaing on the learning

identity of the learners in the online and the facgo-face class?

This study provided evidence that online learniagutted in changes in the
academic and the positional identities of studenfBhis is an important
contribution to the literature. The four key onlilgarning dispositions which
were developed due to online learning resultechemges in the academic and
the positional learning identities and promotednes.
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In this study, the impact of the development of @héne learning dispositions
on the academic identity (Section 5.10.1) was eeplahrough changes in
competence, power and agency (Stets and Harrodt).208e impact on the
positional identity (Kasworm, 2005; Holland et 2001, Solomon, 2007, Allen
2004) was explored through a multilayer perspectivéhree sub-identities —
persona identity, acted identity and relationahidg (Section 5.10.2).

1 Student Learning identity 1 - Didatic-Based Learning
Face-To-Face
LS
S
2 Student Identity 2 - Discussion-Based Learning
Online- Face-To-Face
f Power Relational
s
Acted
Competence 1 3 New Class Identity
Online- Face-To-Face Personal
,\ Agency Belonging
Connectedness
Being valued
Collaboration
Academic Identity Positional Identity
Positive Factors
Learning Dispositions
v

> =

Negative Factors

Figure 6.4 Model of the transformation @dining identities

This impact is portrayed in the TransformatminLearning Identities Model
(Figure 6.4). The model highlights the constructidrthe learning identities in
the new figured world of discussion-based learnmgoth the online and the
face-to-face setting. The model has an upper almvar section. The upper
section consists of three frames numbered 1, 23anekpectively. Frame 1
represents a student’s face-to-face learning iefiticonstructed in didactic-
based learning. The middle frame (Frame 2) reptsstdre student’'s new
learning identity 2 constructed in a figured wooliddiscussion-based learning
in a blended learning context. Frame 3 represdmw@drteractions of the new
learning identities of the students in the clasante 1 and Frame 2 are
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vertically divided in two regions. The region oretleft represents the changes
in academic identity and the region on the rightresents the positional
identity. The lower section has two layers. The doviayer represents the
inhibitors of online participation, which resulteéd the retention of student
identity 1 (Frame 1). The upper layer represents ¢nablers for online
participation. These produced a change from studaming identity 1 (Frame
1) to student identity 2 (Frame 2). This change ifeated as an increase in
competence and development of agency and poweddata identity) is
shown in Frame 2 (left side). In addition, the dais in persona-related
characteristics, acted and relational positionahidies are represented on the
right side of Figure 5.20. The interaction of stoide with new learning
identities formed a supportive and an active cld$ey projected a sense of

belonging, of being valued, of connectedness, &adlaboration (Frame 3).

A notable finding in this study concerning blendéghrning is that, as
suggested by Bonk and Kim (2006), online learninfijuenced face-to-face
learning. This research provided evidence that ribe socio-constructive
learning approaches which were developed in thenensetting induced
pedagogical changes in the face-to-face envirorsnédéction 5.10.4). My
teaching strategy may have contributed to thissfiean(Scagnoli, Buki and
Johnson, 2009), but the online participant studerdse the catalysts for the

change in the learning approach in the face-to-ftass.

6.2.3 My research story

Figures 6.1, 6.2, 6.3, and 6.4 highlight the imaottfindings and contributions
to knowledge in this study. Fig 6.1 presents thealb®ural patterns of online
participation in a blended learning context, whietl to the formation of the
six behavioural groups. Figure 6.2 presents theofaovhich affected online
participation and shaped the online experiencesheflearners. A notable
finding is the identification of the four key ondéinlearning dispositions as

enablers and pillars for online participation ibhlanded learning context.

Figure 6.3 illustrates the Three Learner Roles Moalkich shows the process

of change from non-collaborators to help-seekerskinowledge-mediators
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initiated in the VLE. This model expresses a magmefit of integrating online

learning with face-to-face learning.

Figure 6.4 gives an overview of the study, highiiglp changes in the
academic (competence, agency, power) and positipeatona-related, acted,
relational) identities of the learners, resultimgni the development of the
online learning dispositions. The readiness of estisl to act as knowledge-
mediators and help-seekers and to indulge in dssoasased learning in the
face-to-face class was another major benefit @giretting online learning with
face-to-face learning. The interaction of the neentities produced a class of
students with a community spirit. Blended learnhag been promoted as the
best compromise mode of learning because it hapdtential to exploit the
best of both face-to-face and online learning sgias (Section 2.1.4). This
study has evidence to suggest that blended learhasy advantages over
traditional face-to-face learning. The face-to-fasetting supported and
reinforced the development of the learning dispms#, e.g., regarding the
disposition of resilience, the Crescendo studerievat least able to maintain
contact with the learning community and subjecttenhduring the persuasion
phase in the face-to-face setting.

6.3. Limitations in and critique of methodology

I conducted this research with the notion that teigdy was a double
hermeneutic process - constructing reality accgrdonmy interpretations of
the research participants’ interpretations. Hentewas determined to
understand the students’ experiences and | mindnike distance between
myself and the research respondents (Lincoln anga(Gi985) by building a
good rapport with the students (Section 3.10). $ w@nscious not to allow my

values and my biases to influence their responses.

Dey (1993) claimed that personal experience anar amowledge may result
in bias and interfere with the interpretation ofadd argue that the fact that this
research was undertaken by a practitioner and ypanboutsider researcher
who has no inside knowledge is one of the strengthisis study (Goodfellow,

2005; Paris et al, 2007). Inside knowledge starsda eeference to the newly
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gained understanding (Dadds, 2004), provides sighhin the data generation
and the analysis phases (McCracken, 1988; Rob$&%,; Dadds, 2004; Diaz-
Andrade, 2009) and furnishes the cognitive capeiid interact with the data
(Corbin and Strauss, 2008).

A weakness of the study could be considered tahbeit was conducted by
one researcher (who was also the practitioner). edmess, as discussed
below, | as the practitioner-researcher addressegteral issues of

trustworthiness of the study.

The trustworthiness of this study (Section 3.15fésnonstrated in terms of
credibility, transferability / relateability, depeability and conformability of
the research (Lincoln and Guba, 1985; Miles and ddulan, 1994; Bush,
2002).

The credibility of the study and hence, its depéildg, is enhanced by the use
of a multi-method data generation approach inclgdieth anonymous and
non-anonymous data to explore the online expergenok the learners.

Furthermore, both focus groups and individual wieaws were used. In the
focus groups, students were encouraged by otheegpess their views, but
some students may have had opinions contrary sethbthe majority and felt
uncomfortable to express them. The conduction efittdividual interviews

compensated for such disadvantages of the focugpgro

The final interview questions were carefully consted and were informed by
the data generated by the other methods. The itihdeperviews with the
twelve Crescendo students, the prolonged engagemetween the researcher
and the participants during the seven month peramj the consequent
development of good rapport and trust with the aede participants
contributed to the credibility of the study (Seati®.15).

| was aware of the teacher-student power relatipsséind that some students
could have given answers which they did not beli@yebut which they
perceived were the ones | wanted to hear eithgslease me, or out of a fear
that there would be repercussions in the facede-feass. A case in point
could have been the students’ responses in theviemes concerning their

experiences and perceptions of collaborative legtnAlthough | did not
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intend to influence their perceptions, | felt thtatvas important as part of my

role as their teacher to occasionally remind theextits about the effectiveness
of collaborative learning (Tu and Corry, 2003) taceurage them to engage
with the VLE.

Final interviews and questionnaires revealed theget out of ten groups of
students worked together on online problem-sohangvities at the College
and communicated through emails, msn and teleplomeersations.. The
content of this informal type of communication was available for analysis,
but this was explored within the interviews and réfiere informed the
research. The students were able to read copigeeafiscussions in the VLE
in their emails. This data could not be tracked, this information was also

obtained from the interviews.

I conducted online (Section 4.3.1) and unsolicifade-to-face discussions
(Section 4.1.1) with the students to become awdreany sensitive or

controversial issues. A case in point was the sitstiattitudes towards group
work (Section 4.2.2). Through my words and actidhs,students were assured
that | was interested in their learning and thatrtlearning was my priority. A

good rapport (Section 3.10) was built with the stutd and this fostered a
relationship of trust (Walford, 2001). Equal redpeeas shown to all students

irrespective of their participation in the courserothe research.

The notion of relateability (Bassey, 1981; Daddép4) or transferability
(Lincoln and Guba, 1985) to other situations is ena@ppropriate in this seven-
month qualitative interpretive case study of thsgven students than the
concept of generalisability (Scott and Usher, 199Bhis one class of students
presented diversity in behaviours (Section 4.5&pich could also be
identified in the previous cohort of students wlantigipated in the exploratory
study (Section 3.12.1). It is a great probabilittthese behaviours are also
representative of the behaviour of students fomnahny other class of students
following a blended course in any subject in simitalleges using similar
pedagogies. It is to be noted that the researahtedsin understandings which
presented an informed approach useful to futuredad courses and which
can be shared by other practitioners. The thiclcri@sons of the student
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experiences provided in the study enable other tifcaers to develop
contextual understanding and make informed judgésnamout the transfer of

the results and conclusions to other situations.

The potential for transferability is enhanced beeathe learning approach in
this study was based on a socio-constructive apprttalearning, which is one
of the contemporary theories of learning. This gttdis is informed by theory
and informs theory which has been promoted to guédening globally,
including Malta (Section 1.2.1; NMC 1999; NCF, 2p12

In qualitative research, a case is unique, argribt possible to replicate all the
instances of a former study (Bassey, 2002). Notetkethe concept of
reliability is replaced by dependability and comfability (Lincoln and Guba,
1985, Shenton, 2004). These criteria necessitatesparency in the study
which is created by detailed descriptions of theeaech design and its
implementation to allow other researchers to wdnough the findings and
reach the same conclusions. On my part, | did myost to ensure, that the
findings and interpretations in the research weresalt of the experiences of
the participants and were not laden with my vales biases. The conclusions
of the research depend on the subjects and thetioorsdof the inquiry (Guba
and Lincoln, 1981) and not on the researcher (Mded Huberman, 1994).
This study was continuously discussed with my da@ttsupervisor and on
other occasions with two social study researchdrsha University of
Nottingham. The methodology and findings of thigdgtwere also discussed at

a doctoral colloquium session at a conference (BAMalta, 2010).

6.4 The potential of this study for further researt

1. The transformation of learning identities mog@elgure 6.4) which in this
study showed that the development of learning digjoms resulted in changes
in the academic (competence, agency and power)pasdional (persona,
acted and relational) identities may be utilisedraome research in different

contexts, e.g.,

a. The whole model or particular aspects of the ehod.g., academic
identity can be used as a tool in research whigllyaas processes in terms
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of changing identities in other learning settipgsticularly those involving

the use of innovations.

b. The model may also be used as a tool to desggarch exploring the
changes in learning identities in other learningirsgs particularly those

involving the use of innovations.

2. The outcomes of this research, suggest thdtighen of online collaborative
learning and face-to-face learning is an effecstrategy to facilitate a socio-
constructive approach to learning in both the @nlearning component and in
the face-to-face class. In this respect, furtheeaech is needed to identify
factors which would expedite the process of shiftales in the Three Learner
Roles Model. (The nine Moderato students remained-aollaborators in

whole-class discussions and it took some Crescshdients many weeks to

participate in the VLE).

3. This study, carried out in a blended learningtert, has focused on the
impact of online learning and the online learnikgexiences. Further research
may look deeper at the role and impact of the faekce learning component
in the blend.

6.5. Implications for practice

This research is useful for teachers in institwgiamich (1) are in the stages of
introducing and implementing blended learning, éZ)dare considering a shift
in pedagogy in the face-to-face classes from thditional teacher-centred and
transmission of knowledge approach to a socio-cociste approach. It is also

useful for lecturers in universities who teach bliesh learning pedagogies.

This research is valuable and beneficial to theeruirteaching community in
Malta. The National Curriculum Framework (2012) dems a pedagogical
reform, where traditional ways of teaching are ® replaced by a socio-
constructivist student-centred and an inquiry-baggaroach to learning.

Teaching is most effective when learners are pexbidith

opportunities to make sense of new knowledge iorext which

allows them to interact with the teacher and otbamers to

discuss and negotiate their understanding.
NCF, 2012 p39
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Furthermore, VLEs are currently being introduced several educational
institutions in Malta. Short courses are organisacthe technical use of the
VLEs, but not on pedagogies of online or blendearimg. This section

discusses the implications for practice which eradrgm this research.

6.5.1 Use of analytical and diagnostic tools

This research has produced a framework of studelmeobehaviours and a
framework of factors which affect online particijpat. These frameworks are
of great use as analytical or diagnostic toolstéachers conducting blended

learning courses.

6.5.1.1 A tool for the identification of onlineébehaviours

Teachers engaged in blended learning will be ablenderstand and use the
above framework (Figure 6.5) to be aware of antdeéqprepared for various

online student behaviours. For example, the Crekrestudents did not

immediately engage with online participation. Theaachers will be ready to

support such students, by creating the right carditfor their learning.
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Figure 6.5 The framework for student online beharso
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6.5.1.2 An analyticaldiagnostic tool of factors affecting online
participation

The framework displaying the factoraffecting online participation (Figur
6.6) is useful as both an analytical tool to helachers understand the vari
factors which inhibit or enable online participatjcand also as a diagnos
tool which can be used to support students. Fomelg infrastuctural factors
which inhibit participation need to be addressedraearly stage of the cour:
This research has shown that although some studenfsmed that they ha
Internet access at home, in reality they were wnablwork online due t
connedivity or computer availability problems (Sectio2).

The tool enables the teacher to be prepared totex@aot the barriers to onlir
learning. The teachers can then consider ways d¢ifvatmg and encouragin
student participation. For example, onerier to online participation, whic
teachers might not expect to find, is the unwilliegs of active Internet use

to use technology for study purpos

Inhibitors and

enablers
[ | 1
Situationa Infrastructural Personaelatec
| Time- L Epistemologica
manageme Institutional - beliefs
issues
Online
B Iearirs1|§l?éVLE Outside-college = Personal stat
settings
— Experientia || Computer us:
skills
| Outof-class Learning
opportunitie disposition

Figure 6.6 An analytical and diagnostic tool oftéas which affect onlin
participation
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6.5.2 Design and implementation Issues

This research gave evidence that online learnifigenced the pedagogy of
the face-to-face class. This implies that blenaaring delivered in the same
way as in this study can be used to implement ssmnstructive approach to
learning in the face-to-face class. Some teadmopting a socio-constructive
approach when they teach online may find it edsi@se the same approach in
the face-to-face class (Scagnoli, 2009). The bléne@arning design in this
research therefore, provides a collection of pcastifor blended learning
environments, which are of value to the teachingmainity who would want

to promote socio-constructive approaches to legrimriheir face-to-face class.

6.5.3 Design for the development of dispositions

This study identified four key learning dispositsomhich are essential for
successful online learning. This study showed thase dispositions can be
developed and similar to the findings by Smith @00 the dispositions of

these college students were also transferred froencontext to another, e.g.,
small group work to whole-class discussions, anthfthe online setting to the
face-to-face classroom, lab or library. Learningiges similar to the one used
in this study would support this transfer. Teacheesd to be aware of these
learning dispositions so as to encourage studerds\telop and cultivate them
(Claxton, 2002; Claxton and Carr, 2004; Dweck, 2d06 online learning.

6.5.4 Interventions to support the change in studes

The three learner roles model illustrates the shifbles from passive-learners
to help-seekers to knowledge-mediators which oecuwluring whole-class
online discussions. The teachers, who are madeeawofathis possible shift,

may be able to devise a means of supporting thenghprocess. They will be
able to observe the community and use learningyites as interventions to
decrease the number of passive-learners, and secribee number of help-
seekers and knowledge-mediators, thus increasiniyeatearning in the

community.
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6.5.5 Examples of student experiences as scenarios

This research has generated an immense amounhtntavhich can be used
to promote blended learning within a socio-congivigt approach to learning.
This includes the large amount of comments as stadeoices from informal
and formal chats in VLE, in addition to data fromnegtionnaires, focus groups
and interviews. My experience has revealed thactliguotations from the
online learners provide suitable scenarios forudismns and make a positive
impact regarding the effectiveness of online leagniThese scenarios, when
presented as a set of resources, help online tesaelne student teachers to
understand the learning processes and experieficasvize online learners.
Such resources can also be of great value wheratieeysed to encourage new

online learners.

6.5.6 Training of in-service teachers and studenetchers

Virtual learning environments (VLES) are currenbging introduced in the
educational institutions in Malta. The National Geulum Framework (2012)
stresses the inclusion of
learning programmes that focus on understandingeamghasise the
learning process and the active co-constructiomeéning ...... that

empower teachers to implement innovative teacheagiing
strategies especially through the use of eLear{dGF, 2012, p 31).

Teachers need to be taught how to integrate this foo a student socio-
constructive experience of learning (DEC, 2009)aivto expect from the
learners in terms of online behaviours and howriock the learners’ online
experiences. This study can contribute to thisningi which would ensure
better online management and an increase in stahgagement with online

learning.
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6.6 Concluding thoughts

As a practitioner | have moved from ongoing evabratind revisions of my
blended learning designs to a more considered appras a practitioner-
researcher exploring the complexity of the leamygrerience and of the ways
that the learning identity can be shaped by blerdathing. As a result, my
standing as a researcher has developed within stiution and within the
wider educational community within Malta itself, réigh conference
contributions and dialogue with colleagues andestixtieachers. My next steps
will be to disseminate this work more widely thougkernational conferences
and research papers. It is my intention not onlyge this work as a lens on my
own practice but to support others to explore thieissroom practice in similar
ways so as to enhance the student learning experaemrd the understanding of
these experiences. These practices would ensurerigajains for the students

themselves.
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Appendix I: A consent letter (principal)

The Principal,
Junior College,
University of Malta
239 September, 2007

Dear Mr Muscat,

Re: Consent for research work to be conducted with A level Chemistry

Class during the 2007-2008 academic year at thierJGollege

| am conducting a doctorate programme at the uistifor Research in
Learning and Teaching in Higher Education (IRLTHBExhool of Education)
at the University of Nottingham. | have started thiyd year and during this

year | shall be in need to conduct my major figldy.

I would like to ask for your approval and suppat the conduction of this
study during this academic year. In this reseant A level chemistry class
students (T years) will be participants. They will be involvéd a blended
chemistry ‘A’ level programme, where the online gament will complement
the face to face lectures. As this will involveioel support to work covered in
class, and collaborative home work, it will defeiyt be of benefit to the
students. The students will be asked on a voluntaagis to answer
questionnaires and some of them will be interview®oime students will be
asked to be participatory researchers in the psodesill hold interviews with
these students on a regular basis, e.g. once evanth. Students will be asked
for their consent to participate in the study amtd¢ audio taped.

| would greatly appreciate your approval. Kindiyndi enclosed copies of
statements of research which have been submittettheoEthics Research

Board at the University of Nottingham.
Thank you,

Yours sincerely,

Sharon Role
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Appendix Il: A consent letter (students)

Department of Chemistry
Junior College

12.10. 2007

Dear student,

I am conducting research work in preparation forstydies at the University of Nottingham.
My research focuses on improving the quality ofiéay and teaching of ‘A’ level chemistry.
During this year, | intend to involve your chemystrlass as participants in my research.
Participation in this research is voluntary. Kindigad this information letter and consider the

accompanying participant consent note.

As in other past years, this year’s chemistry ‘@&el programme will consist of a face-to-face
class component and an online component. The oobingponent will be delivered through a
virtual learning space (Moodle) which is set up thye IT Services Department, at the
University of Malta. The online component will sgpand complement the work which will

be done in class. It will include spaces for studecture support, for problem solving and for

collaboration on chemistry projects.

My personal research, at the University of Nottiagh focuses on how traditional class
students experience online learning. Hence, | wdildel to invite you and other students in
your class to be participants in this study. Alltizgpants will be required to voluntarily
answer some (~three) questionnaires. Some panisipaill be asked to volunteer to
participate in two focus groups. Each focus groulb meet once. From time to time, some
students will be asked to volunteer to act as dtarsts. This will entail a fifteen minute

occasional (once a month) informal meeting witlew individual students and an interview.

Anything you write or say will be kept confidentidl shall not use your actual name in my
reports. The collected data will be used to map stutlent profiles, and to indicate, which
characteristics of students are essential for ssgklearning in a blended (face to face plus

online) context.

| do not see any risks in your participation insthésearch. Filling in the questionnaires and
attending the interviews might take some of yonoreti You can decide at any time not to be
involved in the study. If this happens, kindly info me about your withdrawal. This will not

affect your participation in the online module orclass. Your decline to participate will not be

detrimental to you in any way.
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If you agree to be involved in this study, kindgad and sign the participant consent form.
Your participation in the research process willdiegreat benefit to me in designing blended
learning programmes in ‘A’ level chemistry. My gdalto make learning of chemistry more

effective, efficient and enjoyable. Therefore, ygaur class and future students may benefit

from this research.

| thank you for reading this information. Pleadeyau are willing to form part of this study
(filling in questionnaires and being interviewedjndly sign and return the participant’s
consent form to me by the end of this week. Gresgtiyreciated,

Regards

Sharon Role
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Appendix Ill: The profile questionnaire (Q1)

Dear Student,

The purpose of this questionnaire is to collecadatout your experiences of technology. It
should not take you more than 20 minutes to ansh&se questions. There are no right or

wrong answers. Thank you for your time to answer questionnaire.

Best wishes
S Role
21.10.2007

Personal details:

1. Age (last birthday): 2. Gender: i. M

Use of Technology:

3. Do you have Internet access at home?

i. Yeso i. Na

4. Do you have any limitation/restriction to Intetruse at home?

i. Yeso i. Na

If yes, please give reason ..........oooi i e e

5. For how long have you been using Internet? @elappropriate)

i. 0-6 months o
i 7-12 months o
iii 1-2 years |
iv. more than 2 years a

6. How often do you normally access the internef@ne-mail?

i. everyday o
ii. once every 2-3 days o
iii. once every 4-6 days o
iv. once a week o
v. occasionally |
vi. rarely a
vii. never O
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7. How many hours do you normally spend on therirgein a week?

8. Please, for each item, indicate how you spend time on the Internet. (Tick as many as

necessary, and mark under frequence of use)

Most of | Frequently | sometimes| Occasiondl Rarely never
the time | (often) -ly
[ Download music /games
ii Download software
iii Download videos/films
iv Watch videos
% communication with
friends
Vi listen to music
Vii Play games
viii | Search for study related
information
iX Search for hobby/interest
related information
X To pay or/and check fdr
services eg banks,
memberships, topping
mobile phones
Xi To buy products
Xii Do coursework
xiii | Other, please specify
9. Please indicate which of the following onlingolgations you use:
never a little moderately | a lot

Online social networking eg Facebook, Hi5

Photosharing eg Flickr
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iii | Online text chat eg msn

never a little moderately| a lot

iv | Internet Telephony eg Skype, Msn voice

v Video sharing eg YouTube, Google Video,

vi | virtual learning environments eg Moodle

vii | personalised web-page (own web-page)

viii | listservs

ix | email

X Other applications (please specify)

10. Please indicate the type of technologies thatare familiar with, and their frequent use.

Leisure/Personal Study-college related
A little | Mode- | A lot Alittle | Mode- | Alot
rately rately
a CD/DVD
b Video
c podcast

d Mp3/4 player

e computer

f Mobile phone- sms

g Mobile phone voice

h Memory stick

[ Text-chat

] Voice-chat

k Video-conferencing

I e-mail

m Instant messagirggy msn, ICQ

339



n blogs

0 wikis

p Instant messaging (ignore)

q Voice-over eg Skype

r Virtual worlds/3D worlds

S Discussion boards

t Online dictionaries

u Electronic libraries

% Search engines

w Photoshop or similar

X Powerpoint
Leisure/Personal Study-college related
Alittle | Mode- | A lot Alittle | Mode- | Alot

rately rately
y WordProcessing
z Spreadsheets
Other, pleases specify,

11. List four technologies from the above listsNia 13 & 14) which you like to use most, (if

any).

12. Please tick which one of the following appltesyou. Please indicate whether you (1)
disagree strongly, (2) disagree, (3) neither agaredisagree, (4) agree, or (5) agree strongly,

with each of the following statements.
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1 2 3 4 5
Disagree | disagree| neutral Agree Agree
strongly strongly

| feel reluctant to use computers

I find using technology in genera

difficult to handle

| am constantly looking forward to m

next Internet session

| cannot stand a long period of time

without Internet access

I have changed most of my habits
sleeping, eating) since | had Intern

acCess

€g
et

My school grades have suffered due

Internet access

My school grades have improved d

to Internet access

13. Were there any points or comments, which camgmur mind as you were answering the

questionnaire? Kindly add them here

Thank you,

S Role
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Appendix IV: The early stages questionnaire (Q2)

Dear Student,

The purpose of this questionnaire is to collecaddiout your current experiences of the VLE
(Moodle). There are no right or wrong answershtgd not take you more than ten minutes to
answer these questions. Many thanks for your tovenswer this questionnaire.

Best wishes
S Role
11.12.2007

Personal details:

1. Age (last birthday): 2. Gender: i. M ii. Fo
VLE issues
3. Has your access and use of Moodle affectedghal time you spend on the internet?

i. Yeso i. Na

4. Please mark the following as appropriate:

a Since, | have started accessing Moodle, | amdipg more time on Internet

b | access and use Moodle, but the time | spenthernternet has roughly remained the

same as it was before | used Moodle.

c | rarely access Moodle

d | have not accessed Moodle.

5. If you marked 4a or 4b, please comment onithe you spend per week on Moodle only.

i. How many hours per week?

ii. Do you visit Moodle every day?

iii. Do you look into Moodle from time to time (& eg every 2 hours) every day?

iv. Do you look into Moodle from time to time (ofteeg every 2 hours) every few days?
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6. If you ticked 4c or 4d please give reasons

7. Please tick which one of the following appliesybu. Please indicate whether you (1)

disagree strongly, (2) disagree, (3) neither agaredisagree, (4) agree, or (5) agree strongly,

with each of the following statements.

good idea

complement class work from home is a

1 2 3 4 5

Disagree | disagree| neutral Agree Agree

strongly strongly
i | Having an online medium (Moodle) to

good idea

i | Doing chemistry work as a team is|a

8. Is there anything in the Moodle online suppottich is of concern to you? Eg access,

working in teams, asking difficulties, navigatidmaugh Moodle etc

9. Are you finding Moodle useful? Please add yamments.

10. What do you like most in Moodle?

11. Any other suggestions, comments

Thank you,

S Role
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Appendix V: The student’s reflective journal

Reflections on the first collaborative activity

Uses and applications of radioisotopes

1. Have you learnt chemistry content through Hutivity?

2. Did you enjoy doing this activity?

3.  Were you an active member in this group? &&=

4. How did this activity work for you and yourogip members?
5. Where there any problems with respect to teank?

6. Where there any other problems?

7. Do you have any suggestions for improvement?

8. Do you recommend similar activities?
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Appendix VI: The middle stages questionnaire (Q3)

Dear student

Can you kindly answer the following questions?hHbwd not take you more
than fifteen minutes. Your response will help melenstand how you worked
through the last Moodle tasks. It will help me desand improve other tasks
and also decide whether such tasks are usefultot tiank you for your role

as consultants in this research. | appreciate lgreat

Please note that, as usual there are no right ongvanswers here. It is
extremely important to tell me how you feel and weactly happened (If you
were not an active member in the group, it wouldvésy important to me to
know the reasons, whatever they are!) Give as naathil as you can- you
may use the reverse side of the sheet to add netad<d

Kindly return the questionnaire by Monday™Bebruary.
Thank you

S Role

14.02.2013

Personal Details

1. Gender: Maleno Female o 2. AGE:

Past papers group-work

In the past weeks, you were asked to participagranp work involving two
sets of past papers (Set 1- Atomic Stucture an®-SBbnding). Please decide
which one of the following applies to your situatie. whether you fit in the
description of Students A or Student B etc)... anehtlanswer the relevant
guestions.

3. Which of the following students do you consideurgelf to be (circle the
correct letter- eg Student ©)?

a. Student A: participated and contributed in batbts 1 and 2.
b. Student B: participated and contributed in Sefatbmic structure) only
c. Student C: participated and contributed in Set(ddnding) only
d. Student D: did not participate in Set 1 and dat participate in Set 2
e. Student E: other (does not fit in either of aov

If you are student A, please skip Questiod and go to Q5 and then to the
other questions. All other students please answer4and then go to Q5
and then to the other Questions.
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4. If you are student B, C, D or E kindly explainywou did not contribute to
both sets........ what inhibited you from participatiagd contributing to your
group?

5. Do you think that your group for sets 1 and/or @rked better than the
group you were in for the radioisotopes assignmey?

6. What did you like most about this activity whichvolved answering
guestions from past papers in your group and makirayailable for other
groups?

7. What didn’t you like about this session of grouprkv(past-papers activity)?

8. Which one of the following applies to you (noterth are 2 tables — one for
Set 1 and the other for Set 2.:

a. Set 1. (ATOMIC STRUCTURE)

i. | Each member in the group worked out most ofghestions (ino
wiki or out of wiki) and then we chose best sediand edited tp
present our answer

il |Each member in the group worked on a differeatt @nd theno
we compiled all parts to present our answer

i |One member did most of the work and the otheambers reado
and added minute details to the work prepared gy fitst
member

iv | Members in the group relied ame (or two) person/s to do allo
the work (please indicate whethare or twopersons)

v | No-one did any work i
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vi |Put in any additional comments relating to abovesome other mode of gro
function:

b. Set 2. (BONDING)

i. | Each member in the group worked out most ofghestions (ino
wiki or out of wiki) and then we chose the besttees and
edited to present our answer

i |Each member in the group worked on a differeatt @nd theno
we compiled all parts, without reading and commentn each
other’s work.

iii |Each member in the group worked on a differpatt, then we
read and commented on each others’ work and finally
compiled and presented our answer.

i {One member did most of the work and the otheambers reado
and added minute details to the work prepared gy fitst
member.

iv | Members in the group relied ame (or two) person/s to do allo
the work (please indicate whethare or twopersons)

v | No-one in the group did any work i

9. Did the method, which you used (chose in Q8) takwibhrough the past
papers work well for your group?

Setl: Yeso Nao

Comments: (Why yes or why not)

Set2: Yeso Naz

Comments: (Why yes or why not)
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10. Which modes of communication did you use to disgusir work?
o Wiki

o Discussion forum in Moodle

0o msn text-chat

o e-malil

o sms

o free lesson at college

o phone (mobile)

o telephone (land line)

o other (please SPecify) ..o,

11. How do you describe your activity in the group 8mts 1 & 2?

Very active | moderately activel less active inactive

Set 1(Atomic Str)

Set 2(Bonding)

12. Did you learn from these activities (working thgbu past papers)?

13. Did you read through the answers of past papérishwvere prepared by
other groups? If your answer is in the negative, please tellwat inhibited
you from doing so.

14. Do you intend to use the past papers preparedhgrofor revision in the
future?

15. Do you think that working through past papers wiib final outcome of
having many worked examples through team work ur ytass is a good idea?
Comments?
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16. What are your concerns regarding this “team” pagier work?

17.What do you suggest regarding future similar tasks

18. Which one(s) of the following, do you think, agdito you (you may tick
more than one, but if you choose more than onedlkimank (1,2,) your

choices with number 1, being the one which is nyogil)

| am keen to share and discuss with others indii

I am keen to help others in Moodle.

| was keen to use Moodle but eventually destino use it. *

iv. | My interest in Moodle changes continuously.*

V. | was reluctant to use Moodle at first, but eually picked ug
interest.*

vi. |l find it easy to engage socially in informdiat, but do not find
it easy to take part in discussions.*

vii. |l am a read only participant. | am interestatl follow most of
what is said and done, but | am reluctant to cbate to
discussions. However, | participate and contribatie wikis.*

viii. |l have not used Moodle much, but | intenduse it; | have nat
yet settled into using it.*

IX | was not interested to use Moodle and am stidlying away

from it.*

19. If you have marked a statement, which has anisksté?), can you kindly
explain in more detail your situation eg reasonsglihgs, attitudes,

....whatever...the truth.

Thank you
S Role
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Appendix VII: The focus group question schedule

9.

Brief explanation for conduction of Focus Group.eTh
importance of the students’ honest responses.

Why do you use Moodle? (the students referred @édAbE

as Moodle)

How would you feel if there will not be Moodle faohe

next topic in class?

What did you expect from Moodle? Were your

expectations met?
Whom do you see when you are working in Moodle?

How do you see yourselves in Moodle, in the factate

class?
Is Moodle helping you to be what you are in class?

Did Moodle make a difference to you as a learnern®Hhat

ways?

Which type of Moodle activities do you like?

10.Would you like to put forward suggestions or comteen

regarding use of Moodle?
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Appendix VIII: The members of the small groups

Table 1. The members with a particular type of mnlbehaviour in the small

groups
Group Marcato Moderato Crescendo Diminuendo Staccat Ritenuto
1 2 1 1
2
2 1
3
2 1
4
1 2 1
5 1 1 1 1
6 3
7 1 1
2
8 1 2 1 1
9 2 1 1
10 2 1
Total 1 9 12 4 7 4
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Appendix I1X: Section of the front page in the VLE

6 2007 - 2008

Final discussions
% Discuss in here

] Past Paper Qs - Periodicity and Groups | &1l
@] Past Paper Qs - Qualitative Analysis
f] Test on EQUILIBRIA with answers

7
Glossary of Chemistry Terms
E] How to input terms & Groups
[# Glossary - Chemistry terms
[F] Team members (as before)
8 Gases

El Problems on Gas Volumes 1 (General Gas Law)

[F] QUIZ 1 - Answers to Qs on Gas Volumes (General Gas Law)
F] Problems: Using The |deal Gas Equation

[/ QUIZ 2: Answers to Problems on The Ideal gas Equation

@] Quiz 2 Number 6 - Power point (sound on)

% Discuss Gas laws in here

[E) See this re Van der Waals Eqn of State

[F] Zartmann Experiment

[E] Mawell Boltzmann distribution of molecular speeds

9 REDOX Reactions
% Redox Rns - Discussion Forum
[} Your Group (same as it was)
Ei Redox - past paper questions

qp=

1 Group 1

=
£ Group 2
5 Group 3
i Group 4

gp=

i Group 5
£ Group B
&5 Group 7
&% Group 8
£ Group @
&5 Group 10

10 Further (short) questions on Bonding
[ Your groups (same as they were)

% Further Discussions

1 Equilibria
[/ QUIZ: Conditions affecting equilibria
B Discussions on EQUILIBRIA
[ Instructions for Past Paper Qs and Teams
] Past Paper Questions
2% Group 1 - Equilibria

% Group 2 - Equilibria
% Group 3 - Equilibria

= AT ouilibe
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Appendix X: An asynchronous discussion forun

(The sections in the discussion which are in are in English; the rest of tl
discussion is in Maltese. Maltese students haveermeincy to use bc

languages when they explain to each o

by Doreen Sunday, -
May 2008, 02:59 PI
for the first question i was thinking that the eqmmight shift to the right
e since there are more moles on the left... can anye tell me why doesn*
a..,_ this happen pls?
Show parent| Edit | Split | Delete| Reply
&, Re: Three short teaser questions from Past
by Mariann¢ - Sunday, 4 May 2008, 03:14 PM
In the first part you are told to add an inert gas/ noble gasAn inert gas don't take part in any

reaction as it does not effect the partial pressuref the reactants/ products

Show parer | Edit | Split | Delete| Reply
& Re: Three short teaser questions from Past
by Marianne¢ - Sunday, 4 May 2008, 03:19 PM
Jin ma lasewers ta questions 1 & gbilt imma li ma nistax nifem ques 3. Kif tkun tfandek
thermo-neutral reaction?
Show parer | Edit | Split | Delete| Reply
& Re: Three short teasquestions from Past papers
by Doreer - Sunday, 4 May 2008, 03:22 PM
question Zz ma fimtix lol.. imaquestion  nagbel ma kim u al darba ma ethan.. nahseb li b [
wahda li amel sens a nahseb li ma tantx tamel sens u ¢ hsdbmdi kiku I-quantities kinu se jkur
ezatt xorte
Show parer | Edit | Split | Delete| Reply
& Re: Three short teaser questions from Past ¢
by Kate- Sunday, 4 May 2008, 03:39 PM
question %; ax hu gallek li avolja it-temperatura inbidlet Kaqghet kstess. i-soltu Kc tinbidel a:

ez endothermic reactiol issir izjed mill-exothermic metatemp. tizdied.

Allura gisek trid tehodha li ladarba Kc baqgh-istess la hemm endo u langas exo a

neutral....ok?

Show parer | Edit | Split | Delete| Reply
& Re: Three short teaser questions from Past
by Mariann¢ - Sunday, 4 May 2008, 03:54 PM

Eee ok issa fimtquestion 3 ax is soltu meta zzid it temperaturdiiioidel. 10x

Show parer | Edit | Split | Delete| Reply
& Re: Three short teaser questions from Past
by DANIELA CARABOTT PAWLEY - Monday, 5 May 2008, 10:47 F

thanks mar C‘—":)
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Appendix XI: Problem solving in the wikis

(Each student wrote in a particular colour in thaftform in the wikis)

e R =

metha
ane ammonium chloride

i) calicium hydride: (still not sure) Langas jien ma naf kif irid jigi dan {ctw. minix certa fug da laggas jin lof)
i) methane covalent with 4 bonding pairs (fetrahedral shape) di imexxeli insib is-shapebig grin

iiijammonioum chloride is ionic: NH4+ and CI-. however NH4+ alone is covalent and has a dative
covalent bond (nagbel)

b)i) this is when the sharing of electrons in a covalent bond is unequal since the atoms making up the
bond do not have the same electronegativity. (jin amiita this is where one of the atoms exeris a greater
attraction for the electorns than the other..mixed) {jina bhal karen amilt lol}

i) can't do via computer i dont know how

iiijthe strongest type of intermolecular force is the hydrogen bond. this is present when nitrogen,oxygen
or fluorine are bonded to an H atom. N/O/F must have lone pairs. (nagbel)

iv)
chi) 4 electron groups ; 3bp, 1lp therefore shape = tngonal pyramidal (cant draw it) (nagbel)

303 2-, can be written in 3 different resonance forms. therefore delcalisation is present( i.e : sharing
of electrons over more then 2 atoms). in S03 2-, 3 equal S- -O (dotted) bonds are formed ( longer than
S=0, shorter than $-0)

d) NHZ- : v-shaped( 2bp.2Ip) (jiena bent amiltu dan)

NO3- : trigonal planar ( 3 electron groups all b.p) (nagbel)

ALF8 3- - octahedral ( 6 b p) (nagbel)
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Appendix XII: The Glossary

Screen shot (VLE): Extract from the Glossary

(Students’ names are not visible)

X 5
Hybridisation
- Tuesday, 15 April 2008, 09:34 PM

Hybridisation is the concept of mixing atomic orbitals to form new hybrid orbitals suitable for the qualitative description
of atomic bonding properties.

X =

lonic bonding
I Monday, 21 April 2008, 08:25 PM

An ionic bond is the electrostatic force of attraction between two oppositely charged ions formed as the result of
electron transfer

EX: Sodium and chlorine bonding ionically to form sodium chloride. Sodium loses its outer electron to give it a noble
gas electron configuration, and this electron enters the chlorine atom exothermically. The oppositely charged ions are

then attracted to each other, and their bonding releases energy. The net transfer of energy is that energy leaves the
atoms, so the reaction is able to take place.

X =
lonisation Energy & 1st LLE.
| Tuesday, 15 April 2008, 09:58 PM

The first ionisation energy is the energy required to remove the most loosely held electron from one mole of gaseous
atoms to produce 1 mole of gaseous ions each with a charge of 1+.

This is more easily seen in symbol terms.

Hg ——® g + &

The state symbols - (g) - are essential. When you are talking about ionisation energies, everything must be presentin
the gas state.

lonisation energies are measured in kJ mol™ (kilojoules per mole)

The first 20 elements

First ionisation energies from hydrogen to calcium
(kJ per mole)
2500
2000
1500
1000
s00
1]
H He Li Be B C M O F MeMabg A 5 P 5 Cl & K Ca

355



