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SPOTLIGHT ARTICLE

Perspectives on E-learning

Case Studies From Cyprus

Charalambos Vrasidas, Lucy Avraamidou, and Symeon Retalis

INTRODUCTION

uring the past decade there has

been tremendous progress in

the advancement of educational

technology, making innovative learning

solutions such as e-learning and online

education increasingly more feasible in

many educational settings. In several

countries, the use of e-learning has now

begun to noticeably contribute to eco-

nomic growth. In Cyprus, an island in the

Mediterranean Sea located at the cross-

roads of Europe, Asia, and Africa, many

large-scale e-learning initiatives are cur-

rently being undertaken by both public

and private organizations, establishing the

country as a center for education in the

region. 

Between the 1960s and 1990s, educa-

tional technology efforts in Cyprus schools

were limited to the use of traditional

audiovisual equipment and a few educa-

tional radio and television programs pro-

duced by the government. In recent years,

however, considerable efforts have been

devoted to promoting lifelong learning

and integrating information and commu-

D
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nication technologies (ICTs) in all levels of

education. These efforts have been sup-

ported in large part by significant invest-

ments in the island’s telecommunications

infrastructure, which is one of the most

developed in the region.

THE CYPRUS EDUCATION SYSTEM 

Cyprus has a centralized educational

administration system, with the Council

of Ministers as the highest authority for

educational policy, and the Ministry of

Education and Culture (MOEC) responsi-

ble for delivery of education in Cyprus.

Specifically, the MOEC is entrusted with

the administration of education, the

enforcement of education laws and, in

cooperation with the Office of the Attor-

ney General, the preparation of educa-

tion bills. Education is compulsory up to

the age of 15 and elementary and second-

ary education is free. The education sys-

tem in Cyprus consists of the following

levels: 

• Preprimary Education. One-year pre-

primary education that has recently

become compulsory for children over

the age of 3. 

• Primary Education. Primary education

is compulsory and has duration of 6

years. 

• Secondary Education. Secondary educa-

tion consists of two 3-year cycles of edu-

cation—Gymnasio (lower secondary

education) and Lyceum or Secondary

Technical and Vocational Education

(upper secondary education). 

• Higher Education. There are currently

three public universities (Cyprus Uni-

versity of Technology, Open University

of Cyprus, University of Cyprus) and

three private universities (University of

Nicosia, Frederick University, Euro-

pean University Cyprus). 

After several private higher education

colleges had been operating on the island

for decades, Cyprus established the first

public university, the University of

Cyprus, in 1992. With the additional

expansion of operations by the renowned

Cyprus Institute of Neurology and Genet-

ics, government spending on research and

development increased substantially and

efforts began to promote Cyprus as a cen-

ter for services, business, and education in

the region. These efforts also included a

plan to improve higher education pro-

vided by both public and private

institutions and a recent law now allows

the establishment and operation of pri-

vate universities in Cyprus. The positions

that are allocated to Cypriot high school

graduates for studies in higher education

institutions are distributed among the can-

didates based on the results of the

competitive entrance examinations that

are held every year by the Department of

Higher and Tertiary Education. 

Cyprus’ accession to the European

Union (EU) on May 1, 2004 also had a

strong impact on the country’s education,

economy, and culture. Cyprus had been a
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Piraeus 18534, Greece.
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member of the Council of Europe since

1960 and followed policies similar to those

of the EU member-states in the field of

education. With accession to the EU,

Cyprus has been more actively participat-

ing in EU-funded projects in the areas of

education, e-learning, and vocational edu-

cation. 

E-LEARNING IN CYPRUS 

All European nations have established pol-

icies for using e-learning and incorporating

ICT in education. Their objectives have

focused on the categories of equipment,

the acquisition and development of soft-

ware, the skills of teachers, the skills of stu-

dents, and the use of the Internet. After the

special evaluation report of the Cyprus

education system, conducted in 1997 by

the International Institute for Education

Planning (1997), a number of reforms were

implemented on the island in an effort to

raise the quality of education, such as the

integration of computers and Internet con-

nectivity into all levels of classroom teach-

ing. 

In a recent study (Empirica, 2006) about

the use of computers and the Internet in

schools in Europe, it was found that almost

all schools in Cyprus now use computers

for teaching and have Internet access, with

the highest percentage being achieved in

primary schools (95%). Only 31% use the

Internet via a broadband connection, rank-

ing Cyprus 25th among the 27 countries

participating in the survey. However, the

survey did not make clear how many com-

puters are used per class, and the study

was based on limited observations. 

While schools in Cyprus appear to be

well-equipped with technology and an

ICT in education plan exists for formal

education, what has generally been lacking

is a holistic e-learning strategy encompass-

ing education, business, and industry. To

that end, the recent International Council

for Educational Media 2007 conference,

hosted in Cyprus by CARDET (Centre for

the Advancement of Research and Devel-

opment in Educational Technology),

invited key national experts in the area of

e-learning to present their views and

engage in a public dialogue on e-learning.

Participants included representatives from

the MOEC, the Pedagogical Institute, the

University of Cyprus, the Open University

of Cyprus, the European University

Cyprus, and the University of Nicosia. The

findings of the symposium revealed that

several initiatives are currently under way

which use a wide variety of technologies to

offer education opportunities to learners of

all ages. Some of these projects are pre-

sented and discussed in the following sec-

tion. 

E-LEARNING CASE STUDIES 

Cyprus and the European Union have

signed several protocols on financial and

technical cooperation providing substan-

tial financial aid to the island. In addition,

Cypriot public and private organizations

are increasingly participating in various

EU-funded educational initiatives.

Recently, the European Commission inte-

grated its various educational and training

initiatives under a single umbrella, the

Lifelong Learning Program. With a signifi-

cant budget of nearly 7 billion euro for

2007 to 2013, the new program replaces the

existing education, vocational training,

and e-learning programs, which ended in

2006. The new Lifelong Learning Program

consists of several subprograms, including

Comenius (for schools), Erasmus (for

higher education), Leonardo da Vinci (for

vocational education and training), and

Grundtvig (for adult education).

Among the critical factors impacting the

development and implementation of

e-learning initiatives, are the skills and

competencies of online tutors. One recent

example of an e-learning project, funded

under the Leonardo da Vinci subprogram,

is METER (Monitoring, Evaluating and

improving e-trainers competences in a life-
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long learning environment). The project

lead partner is the Institute for Adult and

Vocational Education, under the Greek

Ministry of Education. CARDET is the

partner organization from Cyprus focusing

on needs analysis, curriculum develop-

ment, and quality assurance. The aim of

the project is twofold: (1) to provide the

means for training organizations to moni-

tor, evaluate, and improve the compe-

tences of trainers regarding skills required

for efficient and effective use of ICT, and

(2) to develop training curricula for e-train-

ers of vocational education organizations

to be offered throughout Europe. The

projects aims to build the competencies of

individuals and organizations involved in

e-learning in Europe and at the same time

raises the quality of education and training

offered across sectors with the use of

online technologies. 

Another EU-funded project in which

Cyprus participates is called Multiple Intel-

ligences Instructional Design Framework for

Virtual Classes. The program is in collabora-

tion with the Waterford Institute of Tech-

nology and five other EU partners. This

project uses the theory of multiple intelli-

gences as a conceptual tool for the design

of e-learning programs, and has developed

and validated an instructional design

framework for virtual classes. Pilot courses

are being developed in the area of con-

struction safety, and will be offered and

evaluated in the participant countries. 

One of the key challenges of European

collaborations has to do with the multicul-

tural nature of the organizations partici-

pating in the projects across borders. A

project funded by the European Commis-

sion and which focuses on cultural diver-

sity is called ADAPT (Adapting e-learning

to Small Medium Enterprises Cultural

Diversity). The project leader is Henley

College of Management in the United

Kingdom, with partners from Cyprus,

Italy, Sweden, and Lithuania. This project

aims to analyze and compare the findings

from five previous EU-supported projects

and to consult with national and regional

businesses, trainers, and e-learning devel-

opers to explore how e-learning needs can

be adapted for different cultures and

regions. The project will produce and dis-

seminate an expert report to wider educa-

tion and training communities in each

country, which will inform future e-learn-

ing training providers about the specific

e-learning needs of various sectors. 

In addition to the e-learning offerings

by the recently established Open Univer-

sity of Cyprus, there are several e-learning

initiatives being implemented by both pri-

vate and public organizations. Research

centers, universities, and colleges have

established agreements and collaborations

with institutions from abroad. For exam-

ple, the University of Nicosia has signed

agreements with several EU- and U.S.-

based universities to offer joint degrees

using distance learning technologies. Also,

the Mediterranean Virtual University

allows students from leading universities

in the Mediterranean region and Europe to

enroll in various online courses developed

and offered by the 11 partner universities.

Since September 2006, 40 online courses in

computer science and engineering and

four courses in development studies have

been offered (http://ls-ewdssps.ces.strath

.ac.uk/MVU/). 

A further EU-supported e-learning ini-

tiative is UNITE (Unified eLearning Envi-

ronment for the School). This is an

Information Society Technologies project

under Framework Program 6 of the Euro-

pean Commission, and the local partner in

this project is the University of Cyprus.

The UNITE consortium has developed and

established a technical platform enhanced

with pedagogical guidance for the creation

of high-quality e-learning content for sec-

ondary school. UNITE’s technology has

the flexibility to adapt to the learner’s cul-

tural environment and to his or her per-

sonal learning style. The UNITE portal-like

platform supports the reuse of content

material, the exchange of best practices,
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and the improvement of pedagogic models

(http://www.unite-ist.org). Based on a

socioconstructivist approach, UNITE

developed a “best-practice” pedagogical

framework that harnesses the potential of

mobile technologies to foster enquiry/dis-

covery learning and autonomous learning.

A large-scale open and distance learning

initiative is the Virtual University of the

Small States of the Commonwealth (VUSSC)

launched in 2001 by the Commonwealth of

Learning. The VUSSC is a consortium of

institutions from small states of the Com-

monwealth (populations < 4 million),

enabled by appropriate ICT applications,

collaborating in practical ways to plan pro-

grams, develop the required content and

ensure the delivery of those programs and

support services to learners. Through the

VUSSC, learners from island nations in the

Caribbean, Pacific, Mediterranean (includ-

ing Cyprus), Indian Ocean, as well as small

countries in Africa, can gain online access

to open educational resources designed to

meet the development needs of participat-

ing countries. These non-proprietary

course materials are integrated into accred-

ited programs at postsecondary institu-

tions in the participating countries,

strengthening their educational capacity

and outreach (http://www.wikieduca-

tor.org/VUSSC). 

Finally, recent developments in mobile

learning technologies have allowed the

implementation of projects that use mobile

devices and handheld computers in educa-

tional settings. Two ongoing research

projects integrating mobile learning are

Handlearn and Technoskepsi (http://

mlearn.cardet.org), both supported by the

Cyprus Research Promotion Foundation.

These projects investigate the use of hand-

held technologies within nonformal sci-

ence learning settings as a means to

support scientific inquiry and reasoning at

the elementary school. Specifically, these

two projects aim to: develop and imple-

ment curriculum material informed by

perspectives on the nature of science

issues, and the use of mobile technologies

to support learning; investigate the role of

handhelds in outdoors science investiga-

tions, and; produce material for both

teacher education and teacher professional

development. The learning context of the

two projects combine formal (i.e., class-

room), nonformal (i.e., Web-based), and

informal (e.g., park) learning environ-

ments and engage students in data collec-

tion and analysis of authentic data

regarding local environmental problems.

Furthermore, the two projects try to

address current gaps in the literature of

mobile learning by exemplifying the theo-

retical aspects and the characteristics of

design frameworks associated with mobile

learning, demonstrating rich and complex

pedagogical practices that use mobile

devices and, characterizing the processes

by which students come to understand sci-

ence through the use of mobile wireless

devices. 

Successful e-learning initiatives often

rely on solid partnerships among organiza-

tions that bring together a set of compli-

mentary knowledge and expertise. An

example of a partnership among informa-

tion technology companies, e-content

developers, academic institutions, and

research centers, is a recent project that is

being developed for the Cyprus Ministry

of Education and Culture. The project goal

is to prepare learning objects for 13 sub-

jects of upper secondary schools and tech-

nical education including mathematics,

physics, carpentry, English language, and

culinary arts. The partnership is led by HS

DATA and SIVECO, with supporting part-

ners the University of Nicosia and CAR-

DET. This project is cofunded by the

European Social Fund and the Cyprus

government, and it builds on a project that

has been running for a year now, which is

also led by HS DATA and SIVECO and

which aims to establish a pilot implemen-

tation of an e-learning solution (Learning

Management System—LMS) at seven

schools in the public education system.
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The two projects are related in the sense

that all learning objects and e-content that

will be developed, will be disseminated

and made available to schools through the

LMS. It is in the immediate plans of the

MOEC to have the whole public education

system connected with the LMS solution,

which consists of a set of services that are

designed to support the education process

within a lifelong learning environment.

This system is designed to support teach-

ers in their everyday activities, the stu-

dents in accessing educational content,

and the parents in monitoring school activ-

ities.

CHALLENGES AND POSSIBILITIES 

There are several challenges faced by orga-

nizations trying to promote e-learning ini-

tiatives in Cyprus and the European

Union. Most notably, these include the

lack of solid strategic plans and the issue of

accreditation of online programs. The

projects discussed earlier are a small sam-

ple of the types of e-learning initiatives

currently under way in Cyprus in collabo-

ration with EU countries and the eastern

Mediterranean region. Although individ-

ual organizations engage in the develop-

ment of e-learning programs, there is no

comprehensive strategic plan that coordi-

nates these initiatives and provides ways

to leverage the rich expertise being devel-

oped in both public and private organiza-

tions on a broader scale. Such coordination

is essential and can help establish Cyprus

as a truly competitive regional knowledge

center. 

As in many other countries, e-learning

degrees offered at a distance in Cyprus are

not always held in the same regard as face-

to-face degrees. However, technology is

blurring the boundaries between tradi-

tional face-to-face and distance education,

and educators should revisit their funda-

mental assumptions about teaching and

learning (Vrasidas & Glass, 2002). Educa-

tional institutions need to be flexible and

open to adjustments brought by techno-

logical developments and changes in social

needs and the education environment.

This is particularly urgent, since higher

education institutions are increasingly

being criticized for not being able to

accommodate the increasing number of

students seeking education, and for using

ineffective teaching methods such as lec-

tures to large numbers of students (Daniel,

1996; Vrasidas, 2002). Commercial devel-

opers and providers of educational content

are also rapidly emerging in Cyprus to cap-

italize on these issues. Private companies

that offer training and diplomas in both

face-to-face and online are flourishing. A

similar trend is evident in higher educa-

tion. 

To bring about the necessary changes

and encourage the increased adoption and

acceptance of online education, all educa-

tion stakeholders in Cyprus need to

emphasize both the content and process

required to develop successful e-learning

strategies. All parties impacted by these

strategies need to have an input. Personnel

from private and public higher education

institutions including faculty, heads of

departments, technology coordinators,

business and industry representatives, as

well as government officials and K-12 edu-

cators, should participate in the planning,

implementation, and evaluation stages of

e-learning initiatives. 

In developing e-learning strategies, one

should begin with the skills and resources

that are already available. In higher educa-

tion institutions and at the MOEC there

are often faculty and staff involved in

research and development, yet their efforts

are not widely known by most of their col-

leagues. There is a need to establish better

communication channels for developers,

organizations, faculty, and scholars to

share ideas and collaborate on projects.

Sharing one’s work and discussing projects

can help build the collegiality needed to

bring faculty and officials together in plan-

ning the strategies. 



Volume 5, Issue 2 Distance Learning 7

Also, investments are an important

component for the success of e-learning

and the general expertise needed to

develop and offer distance learning

courses. If Cyprus wants to engage in seri-

ous research and development to improve

education and the quality of life of its peo-

ple, all stakeholders have to take research

more seriously and put in place the mecha-

nisms for providing the necessary funds, in

particular for e-learning initiatives. For e-

learning to grow and to continue to offer

Cyprus a competitive advantage, the gov-

ernment needs to establish policies and

procedures that will facilitate the growth

and accreditation of e-learning courses,

certificates, and degree programs. Higher

education institutions should collaborate

more closely with all other levels of educa-

tional organizations and pursue research

grants from corporations and the Euro-

pean Union. It is only through close part-

nerships that a clear vision for a better

education will be realized. 

Accreditation is often associated with

quality assurance. Without well-defined

quality management of online programs, it

is difficult to build a good reputation. A

quality assurance system should consist of

the policies, attitudes, actions, and proce-

dures necessary to ensure that quality is

being maintained and enhanced (Kefalas,

Retalis, Stamatis, & Kargidis, 2003). Unfor-

tunately, there haven’t been any com-

monly accepted approaches. Therefore,

many obstacles to implement and achieve

quality can be found in practice. However,

the new quality standard ISO/IEC 19796-1

was developed to overcome problems of

choosing and implementing the appropri-

ate quality assurance system. Yet, ensuring

quality in an educational organization is a

complex task requiring competencies,

commitment, and resources (Pawlowski,

2007). Content providers and institutions

in Cyprus need to have a well-defined

quality assurance policy based on clearly

articulated frameworks and methods for

review. Institutional review addresses the

ultimate responsibility for the manage-

ment of quality and standards that rests

with the institution as a whole. Moreover,

the missing quality assurance management

for online learning is one of the reasons

why the Cyprus government is reluctant to

take appropriate legislative action for

online learning.

CONCLUSION 

With the help of e-learning, Cyprus has

already made great strides toward becom-

ing a regional center for education and cre-

ating an open, wall-less, and paperless

educational environment that serves the

needs of more citizens, especially the ones

traditionally disadvantaged. The govern-

ment needs to increase its support to both

public and private organizations and stim-

ulate the necessary competition among

education providers. Governmental sup-

port is also necessary to achieve the main

objective set by the European Council held

in Lisbon in 2000. The European Council

decided that by 2010 the EU should

“become the most competitive and

dynamic knowledge-based economy in the

world.” Reaching this goal implies a chal-

lenging program for modernization of the

education and training systems, both in

Cyprus and elsewhere in Europe. 

Establishing a clear e-learning strategy

is not an easy task, particularly when one

deals with technologies that change so rap-

idly. The most critical challenge facing

education systems is how to develop the

capacity for change and remove the barri-

ers built into their cultures which prevent

change. In addition to increased funding,

what will facilitate the development of

advanced e-learning is the establishment

of clear policies and support mechanisms

in order to remove the barriers placed on

attempts for change, innovation, and tech-

nology adoption. Therefore, framing a

comprehensive e-learning strategy within

which quality education and training will

be offered is just one of the many ways in
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which Cyprus will be established as a

regional center of excellence in education.
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What Every Distance 

Educator Should Be 

Alerted to About PQDT 

(Digital Dissertations?)

Scott L. Howell

know what you are thinking after

reading the title: can reading disserta-

tions really be a credible best practice

and a great professional development

opportunity for a busy distance educator?

(PQDT comes later.) Should I read on? The

last thing I want to do is read about read-

ing dissertations.

Just give me a chance to explain.

Remember, I’m a busy distance education

administrator like you and not a professor

serving on six or seven dissertation com-

mittees. Like you, I never have enough

time for my own professional develop-

ment, and, even if I did, reading disserta-

tions is probably not my idea of “fun”

professional development. Besides, aren’t

dissertations “to be written but not read”?

While it is true that doctoral disserta-

tions and master’s theses are not at the top

on our reading lists, I hope you would

agree that at least some of them merit a

quick perusal—especially those most rele-

vant to your work as a distance educator.

Since you likely prepared your own thesis/

dissertation back who knows when—it is

one of those memories you are still trying

to repress, right?—you know for yourself

that it represented a significant effort by

not only you but also your faculty commit-

tee. Nothing else you have ever done has

probably been subjected to more scrutiny,

been of higher quality, and taken more

effort than that dissertation/thesis. For this

reason alone, shouldn’t somebody at least

take a quick look at it?

Have you any idea how many disserta-

tions/theses are written and archived each

year with the keyword descriptor “dis-

tance education”? Take a guess. My own

search revealed that for the past few years,

the average number of dissertations hav-

ing something to do with “distance educa-

I
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tion” is approximately 200 each year; the

total number of dissertations in the data-

base at this writing is 1,744 (the oldest is

from 1956—it is also the only one dated

before 1980; there are 80 from 1980 to 1990;

631 from 1990 to 2000; and 1,032 from 2000

to 2008). Do these numbers surprise you?

They do me. Our field is coming of age and

beginning to burgeon as a discipline with

more dissertations on the topic in the past

eight years than in all previous years com-

bined.

Are you partially convinced that there

might be something to this idea of quickly

perusing at least titles of dissertations/the-

ses, and maybe even a few of the more

interesting abstracts, especially if there are

only 200 of them each year (about four a

week)? However, are you thinking now

that it is still too much hassle each week to

look for those two or three or four new dis-

sertations/theses on distance education?

What if I told you that by signing up for a

weekly (or monthly) e-mail alert or RSS

(Really Simple Syndication) feed, you

never have to go looking (pull technology)

for these new dissertations/theses again.

Instead, they will come looking for you

(push technology). This is exactly what

happens, if you want it to. 

Since I signed up for the free weekly

alert, I receive an e-mail every Monday

around 5:35 a.m. (MST) that notifies me of

new dissertations/theses on distance edu-

cation. In Figure 1, you see the actual

e-mail I received on Monday, March 10,

2008, for two newly available dissertations/

theses on distance education. (Most of the

2007 dissertations/theses are already in the

database, though a few more may trickle in

Figure 1. A copy of the e-mail alert announcing two new dissertations related to distance education.*

From: alerts@proquest.com [mailto:alerts@proquest.com]
Sent: Monday, March 10, 2008 5:35 AM
To: Scott Howell
Subject: [ProQuest Alert] (distance education) AND PDN(>2/25/2006)

Below are the latest results for your alert. Click the links to view an article in ProQuest.
Delete this alert - Use this link if you wish to stop receiving this alert.
Help - Having trouble using this alert? Follow this link for instructions and support.

Databases selected: Dissertations & Theses @ University of Utah, Dissertations & Theses: Full Text
2 new articles found for: (distance education) AND PDN(>2/25/2006)

1. A framework for distance education strategies in digital music education for adults
by Ben-Ezzer, Raz E., Ph.D., Nova Southeastern University, 2007, 166 pages; AAT 3253702

Abstract | Full Text - PDF (12 MB) | Order a copy

2. A study of faculty attitudes, perceptions, resistance, and expectations toward teaching Web-based learning
courses in higher education
by Cooper, Constance, Ed.D., Northern Illinois University, 2007, 141 pages; AAT 3272147

Abstract | Full Text - PDF (7 MB) | Order a copy

View all search results - see all results for your search including past articles at ProQuest.

Copyright © 2007 ProQuest LLC.   All rights reserved.
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through June 2008.) Do the two topics or

the institutions from which these disserta-

tions/theses were sponsored interest you

like they did me? If the dissertation titles

are of no interest, just delete the e-mail and

go on to the next. If you want to know

more about one of them, click the

“abstract” button. How long do you think

this whole process will take? 10 seconds?

20 seconds? At most, 30 seconds? Doesn’t it

feel good to know that you actually did

some professional development, kept up

on the latest research, and maybe even

stumbled onto some insight that may ben-

efit your own distance education program

in so little time?

ProQuest is the company that collects,

digitizes, archives, and publishes disserta-

tions/theses and now provides e-mail

alerts and RSS feeds as they are added to

the database. This company is situated in

Ann Arbor, Michigan, and the name of its

database is ProQuest Dissertations & The-

ses (PQDT). Some of you may be more

familiar with its predecessor, University

Microfilms (later known as UMI), which

began storing scholarly material on micro-

film in 1938 with the threat of war looming

over Great Britain, than you are of its suc-

cessor today, ProQuest. 

At the time of this writing, PQDT “has

archived over 2.4 million dissertations and

master’s theses. Some 2 million of them are

available in full text in print, microform,

and digital format” (personal communica-

tion, March 26, 2008). They also informed

me that by October 2008, they will have

begun allowing full-text searches (not just

titles and abstracts) of all digital disserta-

tions/theses dated 2007 and later. 

The company has provided this general

information about the database on its Web

site (see http://www.proquest.com/):

for nearly 70 years, … [ProQuest has]

offered superior information services in

electronic, microform, and print-on-

demand formats to university libraries …

95% to 98% of all U.S. doctoral disserta-

tions are included.… Virtually every

major research library in the world pro-

vides access to the ProQuest Dissertations

& Theses (PQDT) database through one

or another format.… [PQDT] database is

the most comprehensive collection of dis-

sertations and theses in the world. 

My own university librarians annotated

our link to PQDT with this introduction:

“PQD&T is the single, central, authorita-

tive resource for information about doc-

toral dissertations and master’s theses.

Dissertations published from 1980 forward

include 350-word abstracts written by the

author. Master’s theses published from

1988 forward include 150-word abstracts.”

How do you set up e-mail alert and RSS

feeds? It is easy. After you run a search

query on PQDT, as shown in Figure 2, the

“Set up alert” button appears in the top

left-hand corner and the “Dissertations

and Theses RSS Feeds” in the right-hand

corner. These options enable, at your

request, the company to automatically per-

form for you the same search you just con-

ducted on either a daily, weekly, or

monthly basis and then notify you of any

additions to PQDT by e-mail or RSS feed.

(See Figure 3 for an example of how to set

up your own e-mail alert.)

What happens if your university or col-

lege is one of the few that does not sub-

scribe to PQDT? Unfortunately the e-mail

alert or RSS feed will not be available to

you, but the company does provides a free

keyword search service known as

DATRIX; they send results by first-class

mail to the requestor. Anyone interested in

knowing more about this service may call

ProQuest directly at 1-800-521-0600, ext.

7044 or 1-800-521-3042. 

My 10 reasons for using (and recom-

mending) PQDT alerts are the following:

1. The notification of new studies (and

the search of existing studies) is not

intrusive; I don’t feel overwhelmed by

new information.

2. It is only recently that full access to

these studies has become so readily
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available to distance educators, and I

can request digital copies of studies

that I am most interested in (1,421, or

81% of the 1,744 studies about “dis-

tance education,” are fully available

through PQDT at the time of this writ-

ing).

3. I consider my brief weekly review of

new dissertations/theses, if any, a good

professional development exercise—I

have a tendency not to attend to my

own professional development unless

it is scheduled.

4. I really do trust the literature review,

methodology, and findings of most

dissertations/theses—unlike some

journal articles—since they are so care-

fully supervised and peer reviewed by

those graduate committees comprised

of seasoned research faculty.

5. My review of the title and the abstract

(also known as executive summary), if

I am interested, is a very efficient use

of my time, since so much is packed

into so few words.

6. So often most of the research on a rele-

vant topic has been done by someone

else. I am actually embarrassed by how

much original research I have done in

the past on practical and theoretical

topics that had already been done (and

at a higher level too) by a graduate stu-

dent and his or her faculty committee. 

Go

English Go

Figure 2. The results of a search in the PQDT database using keywords “distance education.”*
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7. Many times the dissertation will help

answer a real-world, not just theoreti-

cal, research question. The implica-

tions and conclusion of the research

and study findings inform my own

efforts to improve our educational pro-

cesses and, ultimately, enhance stu-

dent learning.

Note: *The screenshots and their contents are published with permission of ProQuest LLC. Further reproduc-

tion is prohibited without permission. Inquiries may be made to: ProQuest LLC, 789 E. Eisenhower Parkway, P.O.

Box 1346, Ann Arbor, MI 48106-1346. Telephone 1-800-521-0600; Web site:  http://www.proquest.com.

Figure 3. An example of how to set up your own e-mail alert from the PQDT database.*
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8. It has helped my department and me

to stay more connected with (1) some

of our own university’s graduate stu-

dents (and potential research topics for

them too) who may be interested in

distance education, and also (2) the

larger academic community.

9. I receive personal satisfaction from

knowing that I am doing my utmost to

stay current with what others are

doing in the field and with what

researchers have learned from their

own study. I also find fascinating and

somewhat engaging those new

research questions and frontiers iden-

tified by the research of these graduate

students (and their faculty commit-

tees).

10. I suppose it is really a reminder of the

academic in me, either by nature or by

adoption as a member of the univer-

sity community. We all have at least a

little of the academic still in us, and it

just feels good to know that we

haven’t totally left our academic lives

behind us in our current administra-

tive positions.

In conclusion, are you persuaded to

look into PQDT further? If not, what about

inviting one of your colleagues to do it for

you and your department? Maybe it is

something that someone can briefly report

on in your staff meetings.

Check with your library to make sure

that your institution has subscribed to the

PQDT database. After you conduct your

own initial search of dissertations/theses

using whatever keywords you choose,

then you can activate the e-mail alert or

RSS feed service to receive a daily, weekly,

or monthly notification. I hope you find

this new best practice helpful too—and I

wouldn’t be surprised either if you identi-

fied other reasons why this practice proves

to be helpful in your own research, pro-

gram improvement, and professional

development.

PQDT = PROQUEST DISSERTATIONS & THESES
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Computerized Physician 

Order Entry

Telemedicine for Patient Safety in

Long-Term Care

Darryl P. DeBow

n July 20, 2006, the Institute of

Medicine at the National Acad-

emy of Sciences published a

report (Aspden, Wolcott, Bootman, &

Cronenwett, 2006) recommending that by

2010 every health-care organization be

equipped to receive prescriptions electron-

ically. This decision was, in part, due to

combining the results of statistical analyses

of medication errors in hospitals, nursing

homes, and outpatient clinics. This study

estimated that more than 1.5 million

patients were adversely affected by medi-

cation errors every year (Johnston et al.,

2006). Medication errors take place at sev-

eral stages of administering a drug, includ-

ing the prescribing, ordering, dispensing,

and administering phases of drug manage-

ment (Sakowski et al., 2005). Recent

research studies have suggested that the

majority of medication errors occur

between the ordering and dispensing

phases of prescription drug order manage-

ment (Patterson, Cook, & Render, 2002;

Sakowski et al., 2005). 

Medical errors that lead to adverse

events in the delivery of health care are

most commonly attributed to medication.

These medical errors are commonly

referred to as adverse drug events, or

ADEs (Morimoto, Ghandi, Seger, Hsieh, &

Bates, 2004). In 1997 medical errors killed

between 44,000 and 98,000 people in the

United States, which was greater than the

43,458 killed in automobile accidents,

42,297 killed by breast cancer, or the 16,516

killed by AIDS in that same year (Kohn,

Corrigan, & Donaldson, 1999). Among all

medical errors, ADEs are the leading cause

of death (Sakowski et al., 2005). ADEs can

be traced back to errors at every stage of

the prescription drug management process

(Morimoto et al., 2004), but approximately

62% of these errors occur during the order-
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ing and dispensing phases of prescription

drug management (Sakowski et al., 2005).

Medication errors continue to adversely

affect patient safety in health care

(Johnston et al., 2006). Pharmacy is one

area of medication management where

reducing the risk of errors can increase the

quality of patient care. Eliminating medica-

tion errors that lead to ADEs is especially

critical in nursing homes, where the aver-

age patient is taking between five and nine

medications, and 20% of the population is

using more than 10 medications (Lau,

Kasper, Potter, & Lyles, 2004). Since more

medication is administered to nursing

home residents, and they tend to be more

sensitive to drugs, the frequency of ADEs

in nursing homes is higher than in other

health care settings (Lau et al., 2004;

Rochon et al., 2005). In the elderly nursing

home population, ADEs are more likely to

be fatal (Schmader et al., 2004).

Computerized physician order entry

(CPOE) is a technology tool for which

research has suggested a positive correla-

tion with reduced medication errors

(Rochon, 2005; Shulman, Singer, Gold-

stone, & Bellingan, 2005). CPOE is defined

as “an electronic application that allows

physicians to directly enter orders for drug

therapy, diagnostic tests, and requests for

consultations” (Rochon, 2005, p. 1780). 

The benefit of computerized physician

order in the effort to reduce medication

errors is well established by extensive

research. Baldauf-Sobez et al. (2003) per-

formed a pretest/posttest study of adverse

drug events at Danville Regional Medical

Center in Virginia. By performing a meta-

analysis of the cost of adverse drug events

the researchers determined that the aver-

age cost of adverse drug events is $3,474.

Danville Regional Medical Center was able

to avoid 10 to 12 adverse drug events each

day which, based on the calculated aver-

age cost, worked out to an annual savings

of $840,809 during the year ending Decem-

ber 31, 2002. In addition, the time saved

worked out to a reduction equivalent to 0.5

full-time equivalent (FTE).

Shulman, Singer, Goldstone, and Bell-

ingan (2005) performed a time-based pre-

treatment/posttreatment study that com-

pared hand-written prescription orders

with CPOE. In their study, they imple-

mented a CPOE system in a 22-bed inten-

sive care unit at a London teaching

hospital. By comparing the incidence of

medication errors prior to CPOE, as well as

2, 10, 25, and 37 weeks after implementing

CPOE, they found that in this study the

number of errors were reduced at the

introduction of CPOE, and further

reduced over time. The study was

designed to measure incidence of errors,

but not the type of error. It is, therefore,

worth noting that three errors that could

have led to permanent harm or death

occurred in the CPOE environment, so the

study makes no claims as to the types of

errors that could be eliminated.

Rochon et al. (2005) performed an

observational study of CPOE in the nurs-

ing home setting. This study was signifi-

cant because prior to this study, research

on implementing this type of technology

in nursing homes was rare. The CPOE sys-

tem implemented in this particular facility

also included a clinical decision support

system (CDSS), which is a series of

“reminders, prompts, and advice regarding

issues such as drug selection, doses, inter-

actions, drug allergies, and the need for

corollary orders” (p. 1780). This study of a

geriatric care hospital with 300-bed chronic

care hospital, 472-bed nursing home, and

200-bed residential unit in Toronto,

Ontario, produced several insights to the

successful implementation of CPOE sys-

tems in nursing homes. For example, the

motivating force behind implementing

CPOE with CDSS should be enhanced

patient safety. Also, the prescribing issues

that are unique to nursing homes require

customizations in software design that

accounts for the ways that geriatric treat-

ment differs from standard treatment, as
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well as accommodates the unique regula-

tory environment. Furthermore, adding

CDSS to a CPOE system is a critical part of

eliminating known causes of ADEs in eld-

erly patients. The result of their observa-

tion was a recommendation of formal

study of the possible correlation between

CPOE and reduced ADE risk in nursing

homes.

Conversely, Koppel et al. (2005) identi-

fied 22 factors where using CPOE versus a

paper-based order entry system could pos-

sibly generate more errors. Koppel et al.

criticized the current body of research on

using CPOE to reduce ADEs for a number

of reasons. These reasons included its

quantitative focus on studying the reduc-

tion of potential ADEs versus reducing

actual ADEs, as well as a qualitative focus

on physician satisfaction with the ease of

using CPOE versus studying its actual effi-

cacy. Koppel et al. went on to cite how

very few studies identify the features

within CPOE that increase the risk of error,

including “ignored false alarms, computer

crashes, and orders in the wrong medical

records” (p. 1198), which they believed

belied the inherent risks associated with

the human factors associated with imple-

menting CPOE. 

The Koppel et al. study was a mixed

qualitative and quantitative study of a 750-

bed tertiary-care hospital that used CPOE

extensively between 1997 and 2004. The

qualitative portion of the study consisted

of structured interviews with hospital staff

that were involved with the use of the

CPOE system (i.e., physicians, nurses,

nurse-managers, pharmacists, IT manag-

ers, and house staff), as well as shadowing

and observation. The quantitative portion

of the study consisted of a written ques-

tionnaire administered to house staff.

Their study revealed 22 potential sources

of medication errors that could be catego-

rized as either information errors due to

fragmented data, or human-machine inter-

face flaws that increased the potential for

human error. Several of these flaws were

identified as common or frequent in the

operation of the research setting. Koppel et

al. identified five courses of action that

needed to be followed in implementing

CPOE that would reduce this risk: design

the technology around the work processes;

continually reevaluate the technology in

the clinical context; be aggressive about

addressing technology problems; under-

stand not only the errors, but the stories

behind the errors; and plan for “continu-

ous revisions and quality improvement”

(2005, p. 1202).

The prevalence of ordering errors, as

evidenced by the work of researchers such

as Gurwitz et al. (2005), as well as Lau,

Kasper, Potter, and Lyles (2004) suggests

that a significant risk of errors lies in the

ordering phase of the prescription care

process. While Koppel et al. (2005) sug-

gested that computerized order entry has

risks that could cause problems, the system

that was studied was an antiquated client

server system that did not have the user-

friendly characteristics of a more modern

design that includes an Internet browser as

human-machine interface in a Microsoft

Windows environment. With the heavy

advantages shown in the use of CPOE,

both with and without clinical decision

support (Baldouf-Sobez et al., 2003;

Rochon et al., 2005; Shulman et al., 2005),

the future of CPOE will only improve as

the graphical user interfaces and imple-

mentation processes continue to improve

to address Koppel’s concerns.

Now that it has been established that

CPOE is a beneficial telemedicine applica-

tion in the quest to eliminate medication

errors, our discussion must turn to how a

system such as this is deployed. The

deployment process for CPOE requires a

clinical review phase, a technology imple-

mentation phase, a validation phase, a

training phase, a go live phase, and a close-

out phase. The remainder of this article

will focus on these phases and what each

might entail, based on the author spending
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a year in the field deploying these types of

systems.

In the clinical review phase, the project

manager and a clinical subject matter

expert will meet with the pharmacy and

with the facility to discuss the clinical prac-

tices that will determine how the user

interface and the data will be structured.

This discussion will seek to clarify nomen-

clature, hours of administration, Signature

codes (which tie particular administration

instructions to hours of administration),

and any other policies and procedures that

might be relevant to the implementation. It

is critically important that during this

phase the proper communication channels

are established and that the project man-

ager ensures that the project team, phar-

macy, and nursing home are all using the

same lexicon. Inconsistencies of any kind

among these three groups will lead to

time-consuming rework and sometimes

might completely undermine the success

of the project. It is for this reason that the

subject-matter expert should be a clinician

(registered nurse, licensed practical nurse,

or registered pharmacist) experienced in

long-term care. This clinician will help to

establish the project team’s credibility and

to help the team to foresee any pitfalls that

might otherwise go undetected by the

untrained eye. 

During the technology implementation

phase, the subject matter expert will typi-

cally be different from the subject matter

expert of the clinical review phase. This

person should be more of a technician than

a clinician. This phase requires the project

team to ensure that the proper infrastruc-

ture is in place for a successful deployment

of CPOE. This means ensuring that the

proper Internet access is in place, as well as

computers that meet the minimum

requirements for the application. Nursing

homes and institutional pharmacies will

have varying levels of sophistication in this

area, so you must be prepared to lead the

way in cases of facilities with lower levels

of tech savvy. The important point will be

to coordinate this phase with the clinical

review phase to ensure that the infrastruc-

ture that is put in place is compatible with

the clinical operations of the facility. 

The validation phase is probably the

most critical phase of the entire project.

During this phase, legacy information is

converted from existing medical records to

an electronic medical record that includes

information on the patient and the

patient’s medications. The time attached to

this process will vary depending on

whether the legacy data is in hard copy or

electronic form. If the legacy data are in

electronic form, the likelihood is high that

a process can be created to automate the

transfer of data from the legacy system to

the database for the CPOE system. On the

other hand, if the legacy data are in hard

copy, a significant amount of time will be

dedicated to manual data entry. This poses

two problems. First, manual data entry is

extremely time consuming and therefore

expensive. The project manager must

work with both the nursing home and the

pharmacy to establish what resources each

is willing to contribute to this effort. Set-

ting clear expectations here is a must, as

failure to do so could result in disputes and

delays. Second, once the data are trans-

ferred, the likelihood of human error

creeping into the validation process is

much higher.

When the data have been translated,

they must then be validated. This step

must be made the responsibility of the

nursing home, which is ultimately respon-

sible for the patient’s well-being on a daily

basis. Whether resources from the project

team, pharmacy, or the nursing home

completed the data entry, the nursing staff

is responsible for the accuracy of the result-

ant electronic medical record in compari-

son to the patient’s medical chart. The

project manager must take the lead in

working with the facility’s administrator

and director of nursing to make this clear.

They must then work together to identify

the resources required to complete this



Volume 5, Issue 2 Distance Learning 19

final validation step in compliance with

the agreed schedule for completion.

Proper deployment of a CPOE System

also requires a well-designed and well-

managed program for training. The choice

that project managers must make as relates

to training is whether the training will be

delivered in a traditional classroom or

whether distance tools will be used. The

tradeoffs between the two are essentially

dependent on an analysis of the needs and

capabilities of the pharmacy and nursing

home personnel and then the availability

of the technology. The project team should

enlist the expertise of a person trained in

instructional technology and distance edu-

cation to make this sort of determination.

Diagnosis of the needs and capability of

the trainees can be complex, so an individ-

ual trained in systematic analysis of goals,

learners, and learning context is critical

during this stage (Dick, Carey, & Carey,

2004). The writer recommends the Dick

and Carey model for this process, as it is a

proven model for designing and develop-

ing instruction whether distance tools or

other means will be used.

Figure 1 is a sample flow chart of the

major steps associated with creating and

maintaining patient records for a CPOE

system. This set of major steps is based on

an analysis of the goals for the instruction

based on the tasks that learners will need

to master during the course (Dick et al.,

2004). Each of these steps will be further

broken down into chunks that will result

in the creation of individual learning

objects for the task.

Breaking these major steps down into

subsets comes during the development of

the instructional analysis, a much larger

diagram that is used as a point of reference

to design and develop individual learning

experiences.

Tables 1 and 2 are examples of the analy-

sis of the learner and learner context

within a sample nursing home. Under-

standing the learners and their workplace

context will be critical in determining what

type of instruction will be appropriate for

the sites where the deployment will take

place. The table shows that collecting data

on learners can come from observation,

interviews, and surveys (Dick et al., 2004).

The goal in these steps is to determine the

implications of the characteristics of the

learners and their workplace context, so

that the most appropriate instructional

delivery method and content can be devel-

oped.

Much of this information will be quite

similar among pharmacies and nursing

1.0 Access the 

paperless 

administration 

website

3.0 Access the 

“Admit new 

resident” screen

5.0 Enter file 

details

6.0 Enter allergies 

and notes

A

A

7.0 Enter 

responsible parties

8.0 Enter drug 

plans

2.0 Been in 

facility before?

Yes

No

4.0 Readmit 

resident

Figure 1. Major steps for admitting a new resident.
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Table 1. Learner Analysis

Information Categories Data Sources Learner Characteristics Implications

1. Entry behaviors • Direct 

observation

• Interviews

Learners have varying skill 

levels with using a PC from 

none at all to power user

status

Formal methodology will 

need to be developed to 

ensure learners possess 

necessary entry behaviors 

prior to start of training

2. Prior knowledge of 

topic area

• Direct 

observation

• Interviews

Learners have used different 

methodology (paper records) 

to maintain the same 

information in the past, so are 

familiar with the medical 

records process

Instructional design and 

facilitation methods will 

need to show how paperless 

pharmacy processes are 

analogous to paper record-

keeping

3. Attitudes toward 

content

• Direct 

observation

• Surveys

Learners tend to struggle 

with retaining knowledge 

from the time of training to 

the time of mentoring

Learning delivery system 

must allow learners to revisit 

subjects after completion for 

review and clarity and 

facilitators must continue to 

be available between training 

and mentoring to answer 

questions and address 

concerns

4. Attitudes toward 

potential delivery system

• Direct 

observation

• Surveys

Due to the practicum-based 

pedagogy of allied health 

many learners will not have 

any past experience with 

synchronous or 

asynchronous online learning

Facilitators will need to act 

not only as subject matter 

experts, but also must guide 

learners through the online 

learning experience

5. Attitudes toward 

organization

• Direct 

observation

• Interviews

Learner attitudes toward 

organization varies based on 

the level of support they feel 

they have from 

administration

Administrators will need to 

be made explicitly clear on 

their role in the change 

management process 

associated with the change to 

paperless 

6. Motivation for 

instruction (ARCS)

• Direct 

observation

• Attention—Learners will 

likely be pressed for time 

and emergencies will lead 

to distractions during 

their shift

• Relevance—Content will 

represent a direct change 

to their daily operations

• Confidence—Learners 

will have varied levels of 

confidence in mastery 

based on the level of their 

entry behaviors

• Satisfaction—Some learn-

ers will be motivated 

intrinsically, but the 

majority will be looking 

for extrinsic rewards

• Training needs to be 

delivered in small chunks 

and accessible 24-hours a 

day

• Facilitators will need to 

ensure that learners 

understand how their 

daily processes will 

change after the imple-

mentation goes live

• Facilitators will need to 

identify individuals with 

lower entry behaviors 

and ensure that their con-

fidence levels are main-

tained

• The program will need to 

develop a system of 

extrinsic rewards such as 

certificates and even 

CEUs for licensing pur-

poses

(Table continues on next page)
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Table 1. (Continued)

Information Categories Data Sources Learner Characteristics Implications

7. Educational and ability 

levels

• Direct 

observation

• Interviews

Most learners will have 

completed at least a 2-year 

allied health program and 

some will have a bachelor’s 

degree or more

The level of complexity that 

learners can handle will in 

most cases be directly 

proportional to the amount 

of education the possess

8. General learning 

preferences

• Direct 

observation

Most learners will have 

completed programs where 

they have completed their 

learning under the direct 

supervision of a more 

experienced professional

Learners will likely desire 

some “hand holding” as they 

go through the learning 

process, so some 

synchronous learning will 

likely be needed to maintain 

their enthusiasm

9. Group characteristics • Direct 

observation

Learners typically work with 

a familiar team of RNs, LPNs, 

and certified nursing 

assistants on the same shift 

and unit unless they are 

working with or are an 

agency professional

Many learners will be 

resistive of the process 

because of the impact of the 

process on their routine, so 

some change management 

skills will be required on the 

part of facilitators

Table 2. Learner Context Analysis

Information Categories Data Sources

Performance Context 

Characteristics Implications

1. Managerial/ supervisory 

support

• Interviews

• Direct 

observation

Many administrators and 

supervisors will tend to deal 

with the implementation at 

an arms length

Process could benefit from 

the development of a 

formal kickoff process with 

PharMerica 

documentation and leave-

behinds prior to the start of 

training

2. Physical aspects of site • Direct 

observation

Proper technical support and 

connectivity is often an issue 

prior to the implementation 

and training space is 

typically limited

Sites should ensure that 

tablets and scanners have 

been obtained and tested 

prior to start of training to 

ensure that hardware is 

available for training and 

ensuring proper interface 

with the paperless 

pharmacy and a training 

space for nurses should be 

identified and formally 

designated

3. Social aspects of site • Direct 

observation

Unit staff is typically close-

knit and has some degree of 

internal competitiveness 

with other units

Facilitators should 

leverage this internal 

competitiveness as a 

source of motivation in the 

successful completion of 

the online training

(Table continues on next page)
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homes, so as a time-saving measure the

writer recommends judiciously reusing as

much of the information as possible. The

appropriateness of classroom versus online

instruction will come out in the differences

between locations in terms of readiness of

the staff for self-paced versus instructor-

paced learning. Eventually, as a project

team, a set of standard training materials

for both online and classroom training will

be the result. The team will then need to

adapt the learning materials for each indi-

vidual deployment. The training phase is

time consuming and must be well-planned

and then well-executed. Constant contact

with the leadership at the pharmacy and at

the nursing home is required to ensure

that this phase is successful and timely in

order to ensure that the system goes live

on time.

The moment of truth in any deploy-

ment of CPOE is the day that the system

goes live. This process is probably the most

labor-intensive portion of the deployment

because the project team spends a lot of

time on-site in a high-touch mentoring role

with the end-users. The key to success of

this phase is the ensure that the facility has

a set of “CPOE Champions” on-site who

are designated by the site leadership and

made available to the project team to

ensure that the support provided by the

project team can be translated into ongo-

ing support within the organization that

continues after the project team has exited

the site.

If all of these processes go well, the team

will be ready to exit the site. The facility

will then need to be prepared to operate

self-sufficiently with 24-hour technical

support provided by the software com-

pany, usually via telephone and/or e-mail.

The most successful deployments are com-

pleted without the need for any return vis-

its by the project team, thus allowing the

pharmacy and the facility to work together

to communicate and deliver the right med-

ications for the right patient, at the right

time, in the right dosage, and using the

right route. This set of “rights” is known in

the clinical community as the “five rights”

and conformance to these five rights deter-

mines whether or not a medication error

has occurred. Based on the research pre-

sented above, if the CPOE deployment

goes well, violation of any of these five

rights can be significantly reduced.

Based on input from the Institute of

Medicine, technologies like computerized

physician order entry systems are key to

the future of improving patient safety. This

is especially true in the case of elderly

Table 2. (Continued)

Information Categories Data Sources

Performance Context 

Characteristics Implications

4. Relevance of skills to 

workplace

• Direct 

observation

Many states will soon require 

electronic transmittal of 

pharmacy orders, so paper 

faxes will soon not be an 

option for many learners

Facilitators need to be 

briefed on the states and 

the timelines for 

movement to electronic 

ordering so that the 

information can be 

leveraged to motivate 

learners

5. Site compatibility with 

learner needs

• Direct 

observation

The paperless pharmacy will 

be a completely new process 

for the facility, as well as new 

technology

Training is the only viable 

treatment to ensure that 

the facility is able to use the 

paperless pharmacy 

effectively
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patients who make up a majority of the

population of our nation’s nursing homes.

Since research supports the assertion that

CPOE reduces medication errors, it is wise

for nursing homes to partner with their

institutional pharmacy partners to ensure

that these technologies are implemented

as soon as possible. Many institutional

pharmacy organizations are developing

their own CPOE technologies or partner-

ing with software development companies

to make these technologies available to

nursing homes at a reasonable cost. 

It is in the best interest of everyone in

our society, due to the direct and indirect

cost of medication errors and adverse drug

events, to ensure that these technologies

are deployed quickly and effectively. In

order to make this happen, project teams

must be assembled and trained to integrate

clinical, technological, and instructional

design capabilities to ensure the most

effective and efficient use of resources dur-

ing deployment. This means proper plan-

ning of every step from clinical review to

go live and mentoring to ensure that the

technology and the expertise is resident in

both pharmacy and nursing home to meet

the five rights of medication administra-

tion and to eliminate medication errors.
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International

Distance Education

Trends and Issues

Open and Distance Learning

Teacher Education in Uganda

Sharon DeVary

INTRODUCTION

he world is evolving into a global

village as a result of the rapid

development of information and

communication technology (Adam, Awer-

buch, Slonim, Wegner, & Yeshea, 1997).

Economics play a major role in the move

toward a global economy. Exports and

imports account for about 50% of the U.S.

economy. The ability to compete globally is

dependent on the innovation, the skill,

and the knowledge of people and their

learning organizations. This force is being

felt across the globe and touches all econo-

mies including those of the third and

fourth world. 

In addition, the emergence of “knowl-

edge” as an economy is creating an

increasing demand for education. This is

seen when companies move their training

into global arenas. The biggest challenges

that are faced are those in the worldwide

variations in social, cultural, political, and

economic circumstances (Wellins & Rioux,

2000). Language differences, educational

systems, learning and teaching styles, gov-

ernment regulations, and infrastructures

are also examples of these variations. To

adapt training to multicultural settings

requires a new paradigm that includes an

understanding of the deeper psychology

of culture and the uniqueness of the differ-

ences culture brings to the global work-

place. 

This article explores the issue of distance

education and the development of teacher

education in Uganda. Ely (1996) defines an

issue as a fact or matter that is in dispute

T
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between two or more parties. For example,

a question is debated among the experts

who are trying to find a solution. In order

to find a solution, individuals often look

for data about the issue, and draw on past

experiences for additional insight, clarity,

or guidance in developing a solution. 

FUNDING ISSUES

Education is the means to build human

capital. Today, both developing and indus-

trialized countries recognize that global

productivity and competitiveness are

enhancing the caliber and resilience of the

workforce (Shive & Jegede, 2001). For

many countries, distance education pro-

vides the sole opportunity for their popu-

lations to have access to education. This is

particularly true for third- and fourth-

world countries. These countries most

often do not have the resources to support

the needs of a distance education system. 

ISSUES OF INCREASED DEMAND

According to Hulsmann (2004), there is

an ever-increasing demand for distance

education in developing countries. How-

ever, because of the lack of funding and

commitment to educational investments,

the quality of education has suffered and

has not produced enough trained teachers

to meet the demand. This can be seen in

the Improving Access and Quality of

Teacher Education in Africa Program. This

program faces critical challenges including

an increasing number of students seeking

access to education while simultaneously

facing a lack of adequately qualified per-

sonnel. 

RESEARCH ISSUES

According to Shive and Jegede (2001),

research must be distance education’s next

important development. Distance educa-

tion has a history of being application-

driven rather than research-driven. Past

research has drawn on theories and meth-

odologies from multiple disciplines.

Some of the problems facing distance

education that must be overcome in order

to improve the quality of education are

how to expand the reach of distance edu-

cation, reduce inequalities in meeting glo-

bal learning needs, enhancing the learning

experience by fitting the learner’s context,

and the availability of technology (Daniel

& Mackintosh 2005). 

Perhaps by establishing an international

research agenda that features systematic

in-depth analyses, theoretical compari-

sons of strategies for fostering transforma-

tive learning, and the use of alternative

methodological designs, some of these

problems can be addressed. Distance edu-

cation research needs to focus on particu-

lar components that are known as essential

to distance education, such as course

design, pedagogy, interaction, class size,

and active learning. Summative and for-

mative evaluations are also needed so that

learning gains are empirically documented

(Bork & Gunnarsdottir, 2001). 

ACCREDITATION ISSUES

Accreditation is an area in which educa-

tional globalization lags behind economic

globalization. Economic globalization has

benefited from deregulation for financial

markets and reductions in tariffs that allow

a fluid flow of goods and services. How-

ever, the educational sector is underdevel-

oped. This is a problem for countries

outside the United States on a national and

international level. An international sys-

tem for transferring credits from one uni-

versity to another would greatly increase

the market for global higher education.

Unless the monopoly on accreditation held

by universities is relaxed, organizations

offering courses and educational opportu-

nities that are in demand from the market

place. An example of this is information

technology accreditation offered by

Microsoft certification. In many cases, this
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certification is valued more highly than a

bachelor of science in computing. 

CULTURAL ISSUES

Culture is a complex and broad concept,

which can be defined in many ways. Cul-

ture involves at least three components:

what people think, what they do, and the

material products they produce (Boldley,

1994; Roblyer, Dozier-Henry, & Burnette,

1996). Culture, shared among society

members consciously and unconsciously,

shape values, assumptions, perceptions,

and behavior. In order to understand the

way cultural issues impact distance educa-

tion, it is necessary to analyze a culture

with its unique characteristics and varia-

tions. 

OPEN AND DISTANCE LEARNING 

TEACHER EDUCATION IN UGANDA: 

THE NATIONAL CHALLENGE

During the 1960s, distance education was

introduced into Uganda, taking the form

of correspondence schools and British cor-

respondence colleges. The late 1970s and

1980s were years of upheaval in Uganda.

During that time, distance education made

little progress. It was not until the early

1990s that donor funding sponsored dis-

tance education projects. These initiatives,

for the most part, have ended, but were

replaced with the Mubende Integrated

Teacher Education project (MITEP). This

project was responsible for distance educa-

tion programs becoming available in

northern Uganda. Distance education has

continued to expand in spite of the diffi-

culties of civil wars. Scholars such as Aguti

(2000), Nsamba and Atim (2004), and

Bbuye (1999) observed that Uganda has

realized steady growth in the development

of distance education. In addition, the

Kironde Report (1996) focused on the need

to provide continuing education to various

populations in Uganda and recommended

that correspondence education be

expanded. It was also recommended that

the Makerere University provide distance

education courses. This initiative eventu-

ally led to the establishment of an Open

University in Uganda. Makerere Univer-

sity was the pioneer for providing corre-

spondence courses.

What Randell and Blitzer (1998) said

about teacher training for South Africa is

also true for Uganda: overcoming years of

reinforcement for a teacher-focused model

of teaching and learning and changing

underlying conceptions of learning and

teaching will be a lengthy process requir-

ing a great deal of skillful professional

development. Course and material devel-

opers need to develop programs that

encourage deep and automatic learning

that are culturally and linguistically appro-

priate. Tutors and counselors need to

acquire new student-centered approaches

to teaching and learning. In addition, they

need to develop diagnostic, problem-solv-

ing and interpersonal skills in assisting cul-

turally diverse students. Managers and

administrators need to possess the knowl-

edge and ability to provide and evaluate

relevant support systems for staff. Randell

and Blitzer identified an important tension

between what tutors and managers look

for in staff development and what practi-

tioners demand the development of a pro-

fessional learning community (the

learning organization). 

Dillon and Walsh (1992), in a review of

the distance education literature, found

that faculty development programs

designed to promote distance teaching are

concerned primarily with training and do

not support a restructuring of faculty

roles. They noted that learners will only

take ownership of their learning when

there is a change in their academic culture.

This change is central to the development

and successful diffusion of distance educa-

tion. 
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INTEGRATED TEACHER EDUCATION

From 1993 through 1998, an Integrated

Teacher Integration Project was established

by the World Bank in Northern Uganda. It

was managed by the International Exten-

sion College of the United Kingdom. 

This project was part of a wider project

called the Northern Uganda Reconstruc-

tion Program (NURP). This was an effort to

restore and reconstruct the devastated

northern areas of Uganda as a result of a

10-year civil war. This project trained 3,000

untrained teachers in northern and north-

eastern Uganda (Ordukene, 1995). 

In order to guarantee quality, students

of the course took the same exams given to

primary teachers, and there was an abun-

dance of resources, including the use of

personal tutors. Wrightson (1998) claimed

that 64% of the teachers trained passed

their courses and increased the population

of teachers in Northern Uganda by 53%.

The program had a relatively low dropout

rate of 11%. Although this project could be

claimed to be a success, it ceased when the

funding was finished. Unfortunately, dis-

tance education again experienced a set-

back when local and central governments

could not pay the cost of maintaining the

project. 

OPEN AND DISTANCE LEARNING

Another approach used to develop dis-

tance education teaching staff in Uganda

was the use of the open and distance learn-

ing (ODL) model. The International Exten-

sion College (IEC) of the United Kingdom

and Kyambogo University (KU) in Uganda

collaborated on a training program for dis-

tance education teachers. This project

resulted in insights into pedagogical and

technical issues and provided a look at the

program’s successes that can be applied in

future programs. Some of the advantages

for using the ODL model for teacher train-

ing are: 

1. ODL opportunities for learning are

flexible and free of time constraints of

time and place of study. 

2. ODL can be implemented on a large

scale while maintaining quality and

cost-effectiveness.

3. ODL is learner centered, creating

greater interaction between learners,

resources, tutors, and instructors. 

4. ODL has a capacity to deliver both

quality learning resources and operate

effective systems of student support. 

5. ODL can provide opportunities for

professional development and

upgrading without taking the teacher

in training away from the workplace. 

6. ODL materials can be customized to

local needs and priorities. 

THE APPROACH

The IEC and KU used the ODL model in

the same manner employed by Haigh

(1998). He called his approach a “self-

directed learning package.” His approach

earned this description because it was used

only at the beginning of the training pro-

gram, to then be followed by face-to-face

educational methods. This approach func-

tions under the assumption that getting

practical experience needs to be a priority

when learners are novices. It is thought

that it is from experience that learners

learn how to properly apply learned skills.

Trainers, tutors, lecturers, college princi-

pals, and administrators who have person-

ally experienced ODL are likely to

empathize with their students, and will be

better informed when it comes to the

design and delivery of suitable courses.

This was demonstrated in Uganda through

earlier teacher education practices using

ODL as a result of the IEC using funds to

enable teacher educators to study at a dis-

tance at postgraduate diploma level, as

well as in IEC collaborations in other coun-

tries (Wrightson, 1998).

An example of this was seen when a

group of staff enrolled in courses provided
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by the University of London External MA

in Distance Education. The learners who

worked independently but with peer

group support were successful in main-

taining their studies while achieving posi-

tive results. The KU project made it

possible to take this approach a step fur-

ther when courses were designed for the

specific needs of a relatively homogeneous

group of teacher educators, all working in

the same ODL program.

THE APPLICATION

The course was designed to allow par-

ticipants to immediately apply their newly

learned skills. Wherever possible, exam-

ples and activities are to draw from the

day-to-day experience of the participants,

making the learning highly relevant and

practical. In this way, the training program

offered by KU can be updated and

improved on a continuing basis, providing

immediate impact. For example, the

assignment in the materials development

module was to evaluate sample materials

from KU’s Diploma in Education Primary

External (DEPE) program. The assistant

ODL coordinator collected all the critiques

produced by the first batch of learners to

collate and analyze, in order to make revi-

sions to these materials.

Many course participants commented

on the power of evaluating their own

materials. The materials they reviewed had

up to then been a source of some pride, so

this was a real eye opener (Graham & Tier-

ney, 2003). Instruction is paced in order to

provide time for learners to put into prac-

tice and take into account learners’ capac-

ity to absorb new ideas and techniques.

Skills and ideas are reinforced through

learning sessions, the variety of learning

experiences offered, and feedback from

other participants, consequently reaching

a large number of learners through the use

of ODL results in more educators with a

shared understanding of the topics with

whom to interact.

TECHNOLOGY

Although KU is the lead institution for

teacher education in Uganda, its funding is

not adequate for any significant invest-

ment in technology. Its registry still uses a

paper-based record system that often

proves inefficient, as documents get lost or

are difficult to find. It is still unthinkable

that the Department of Distance Education

(DDE) should use the Internet to down-

load materials or for interactive learning

with teachers. What connectivity there is is

minimal and is only made available to

learners during face-to-face sessions. The

ODL courses use delivery systems consist-

ing of printed modules and face-to-face

sessions. The choice of this low-tech

approach has to be seen in the context of

the issues surrounding connectivity in

Uganda. The advance of the mobile tele-

phone is making communication possible,

while reducing the need to travel to train-

ing areas. 

EVALUATION

The project’s evaluation showed the

course provided learners with exciting,

transforming, and inspirational experi-

ences. Participants noted that they realized

from their own experience just what learn-

ers need and that bringing people together

in peer groups and to experiencing sup-

port had a profound effect (Graham &

Tierney, 2003). 

In addition to the skills and learning,

many also said the experience of peer-

group support had the additional benefit

of building relationships and teamwork

throughout what is essentially a decentral-

ized operation. In terms of capacity-build-

ing activities, it was noted that the course

was far more cost-effective than funding 10

individuals for full-time academic study

(Graham & Tierney, 2003). 

This course seems to have been of par-

ticular value in the sharing together of the

ups and downs of isolated study and the

collaborative benefits of the face-to-face
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tutorials and workshops. Learners from

diverse jobs and locations who shared the

unifying interest in teacher education were

brought together. This experience of peer

group support seems to lay down a strong

foundation on which to improve and pro-

mote ODL for teacher education in

Uganda. This form of training has proven

so successful and popular that it will be

continued for future training. Future

research will be conducted to further the

value of the project. 

LESSONS

Collaborative efforts using the ODL

model is essential for growth by sharing

the cost of capital and human resources.

However, as Spronk and Radtke (1988)

observes, such collaboration is by no

means easy to establish or maintain. Trust

and respect are crucial for all those

involved. In our case, KU and IEC already

had a good relationship, and there was a

desire in both to cooperate further. Accord-

ing to Koul (1998), unilateral collaboration

in staff development and long-term bilat-

eral relations are the ideals to work

toward. 

IEC and KU recognize the importance

of the receptiveness of the group of learn-

ers, as compared with many academics

(Abdullah, 1998). Also, judging the appro-

priateness of the course methods and con-

tent can be difficult, since what is modern

in one context is already dated—or out-

dated—in another, and only a dream for

the future in yet another. With a relatively

small clientele and pragmatic projections

for human-resource requirements, partici-

patory models emphasizing more reflec-

tive approaches may be employed (Koul,

1998).

According to Spronk and Radtke (1988),

it was advantageous to use a curriculum

that had evolved over time. There were

problems with student overload in the self-

study part of the course. However, the

demanding and time consuming assign-

ments were manageable. Face-to-face com-

munications were extremely important.

There were money, transportation and

accommodation problems. These issues

required the training programs to be flexi-

ble by allowing students to work with oth-

ers, catch up on late assignments, or

receive extra help from the instructors.

These accommodations are critical to help

students to achieve their goals. 

It was not always possible to deliver all

aspects of the distance study course on

time. Delays in the shipment of materials,

the receipt of funds by the local bank, and

approval for release of funds from the KU

accounts, led to the postponement of one

or two activities. These were also useful

learning experiences for the participants

by learning first hand what not to do. 

CONCLUSION

We would like to find a way of offering

learners who completed this course an

accredited certificate that could be counted

toward a recognized qualification. The IEC

is working to make this same basic curricu-

lum available to more students and to

expand its geographical outreach. 

Organizations in other developing

countries have approached us about pro-

viding this training for similar groups.

Delivering this course is being considered

using a low-cost strategy and appropriate

technologies such as print, e-mail tutorial

support, and the option for students to

work together using e-mail contact.
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Leadership Attributes 

Bringing Distance Learning 

Programs to Scale

Daryl Diamond

s our nation demands system-

wide improvement in education,

distance learning leaders of sec-

ondary and postsecondary schools are

being challenged to offer reforms and to

implement them more widely, deeply, and

rapidly than ever before. Is there a differ-

ent leadership skill set needed to bring dis-

tance learning programs to scale? Research

suggests that leadership in the realm of

educational technology is significantly dif-

ferent in various ways from leadership in

general (Kearsley & Lynch, 1994). The con-

tention is that many educational technol-

ogy efforts fail due to the lack of good

leadership at all levels of the school sys-

tem. This suggests that technology leaders

must develop skills specifically aimed at

conceiving technical solutions to identified

educational problems and then building

theoretical, political, and financial support

structures to ensure the success of the solu-

tion. This implies a need to identify the

appropriate skills underlying technology

leadership such that they can be incorpo-

rated into training programs for teachers

and school administrators to ensure the

success and scalability of distance learning

reform efforts. 

Elmore (1996) proposes that the “failure

to scale up educational interventions was

not so much a failure of a theory of how to

reproduce success but the absence of a

practical theory that takes account of the

institutional complexities that operate on

changes of practice” (p. 21). Maxcy (2000)

describes the increased presence of tech-

nology as a sensitive area of cultural

change where “little reference is harbored

within [these] educational leadership

reform agendas for dealing with it” (p.

142). He reports that educational institu-

tions have been blinded to the increased

use of computers and the Internet, encour-

aging neither professors of educational

leadership nor student leaders-to-be to

learn how to both understand and use

new technologies. This suggests that edu-
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cational reform leaders have stepped into

the twenty-first century viewing technol-

ogy as invisible, even though the place of

computing and information technology

has become a defining feature of our cul-

ture and its leadership since the 1990s and

into the new millennium. 

How can distance learning educational

reforms develop into sustained practices

within institutions blind to the use of tech-

nology? The optimism for distance

learning as an educational reform model

stems from the increased use of distance

learning activities that are in large part due

to the popularity of the Internet. The very

nature of distance learning offers us the

ability to test the current school model

which many argue is obsolete and insuffi-

cient to meet current and future demands

(Dede, 1994; Moore & Kearsley, 1996;

Roblyer, 2006). Some current research con-

tends that as a model it had reached the

upper limit of its potential effectiveness

and efficiency many years ago. Whereas

distance learning programs are seen as

potential positive additions to the tradi-

tional classroom experience, they are

thwarted as catalysts for systemic change

because they are revolutionary and repre-

sent a fundamentally different delivery

system that breaks the monopoly of the

classroom and forces us to examine habits

of teaching and learning that for too long

have gone unchallenged.

As we witness the explosive growth of

distance learning programs throughout

the United States and as we watch these

programs expand their reach globally, we

need to determine: 

• their ability to change basic pedagogical

principles;

• their viability for longevity;

• their ability for replication;

• their acceptance in the mainstream edu-

cational arena;

• their impact for improving practice in

education;

• their effectiveness in terms of student

learning; and

• the required leadership skill set to bring

them to scale.

Scalability of distance learning initia-

tives involves a more challenging set of cir-

cumstances for leaders than do other types

of reforms. Kearsley and Lynch (1994) sug-

gest that technology leadership requires

unique considerations. Whereas leader-

ship usually involves dealing with change,

technology leadership deals almost exclu-

sively with new procedures, policies, and

situations. Moore and Kearsley (1996)

point out that leadership is essential to the

proper administration of distance educa-

tion courses and programs. They assert

that leaders must “participate in the politi-

cal process, helping policy-makers to

understand the potential of distance edu-

cation, obtaining funding, and bringing

about the organizational culture change

that is needed to accommodate this new

form of education” (p. 12).

What is the leadership skill set capable

of confronting resistance from the status

quo such that distance learning innova-

tions can be brought to scale? Specifically,

how can school leaders successfully pro-

mote school redesign and reform strategies

for systemic change through distance

learning innovations? Some research pro-

poses a cultural view of leadership as most

useful in the domain of education and

technology leadership (Kearsley & Lynch,

1994). This theory suggests that leader suc-

cess is determined by an ability to articu-

late and influence cultural norms and

values while shaping the culture of the

individual schools and school systems

through new visions which organizational

members can believe in and act on.

Hughes and Zachariah (2001) concur:

“Successful leaders not only challenge the

existing educational process and inspire a

vision for meaningful change, but also pro-

vide the necessary support and modeling
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strategies to enable teachers to become

part of a learning community” (p. 3). 

How can such a learning community

emerge? Healey and DeStefano (1997)

offer a dichotomy of actions regarding the

relationship between leadership and orga-

nizational change. They suggest that scal-

ability requires two skill sets, space clearing

and space filling; both of which have impli-

cations regarding the type of leadership

capabilities to successfully perform both

actions. Space filling consists of actions

that define and implement things that con-

stitute good educational practice. Healey

and DeStefano suggest that schools in the

United States have concentrated largely on

space-filling activities, and advocate that

the problems we face with scalability indi-

cate that we have done very little in regard

to space clearing. They define space clear-

ing as “activities that work to overcome the

impeding effects of many obstacles that

stand in the way of reform going to scale”

(p. 14). These activities would include pol-

icy dialogues that afford changes in the

legal structure of the system, policy mar-

keting which enables understanding of

constraints and options, coalition building

that levels the political-economic playing

field, networking which develops a sup-

port infrastructure for the reform, and con-

sensus generation that leads toward

decisions of important policy directions for

the reform. 

They advocate for reformers to expand

their space-clearing efforts in order to push

the pockets of reform to a theoretical maxi-

mum in terms of both size and number.

They contend that to push reform beyond

this point, “to effect a wholesale restructur-

ing of the way in which the United States

does education—will arouse an opposing

force the resistance of which will require

an entirely new set of strategies aimed spe-

cifically at strategically orchestrating

space-filling and space-clearing activities”

(p. 15). In this manner, they propose that

scalability necessitates being both purpose-

ful and strategic in its facilitation.

How can the notions of space filling and

space clearing be used to better under-

stand how distance learning leaders can

take their reform effort to scale? Diamond

(2007) proposes that scalability is com-

prised of two levels, scaling up and going to

scale. Scaling up refers to the expansion of a

program, practice, or product. Twenty

years ago, the process of scaling up was

defined as a replication model character-

ized by a one-way flow of information and

mandates from external providers or dis-

tricts to schools and teachers. This defini-

tion offers scaling up as simply a

marketing problem needing strategies and

incentives to persuade local decision mak-

ers and teachers to adopt a particular

reform and scale up its use. 

In contrast, going to scale refers to the

ability of an innovation to sustain itself

over time and for its participants to assume

ownership of the reform. Going to scale

implies full utilization of a program, prac-

tice, or product in a jurisdiction such as a

nation, state, region, or school district. It

refers to achieving reform in such a large

number of schools and classrooms that the

norms of the profession are altered, and

the reformed practice becomes the new

standard. Scalability refers to the move-

ment from scaling up to the ability of an

innovation to go to scale.

Diamond (2007) utilized the tenets of

Pisapia’s (2006) strategic leadership theory

to develop a practical checklist for educa-

tional leaders to use when designing strate-

gies to bring distance learning innovations

to scale. Pisapia suggests that postmodern

leaders need to adaptively balance four

counterweights: change, stability, ethical

action, and political possibility. The theory

posits that modern challenges are forcing

leaders to develop new skill sets that afford

them the ability to both lead for change

while also leading for stability. 

The leader’s effectiveness in maintaining

this balancing act determines his or her

relevance, competence, and acceptance
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by their organization. This ability to bal-

ance provides leaders with the flexibility

and endurance to survive because they

have the capability to continually adapt

their strategy to the changing environ-

ment (Pisapia, 2006, as cited in Diamond,

2007, p. 124).

Strategic leadership is an expanded lead-

ership framework enabling leaders to alter

their thinking and actions to adjust to a con-

temporary world. Pisapia (2006) describes a

fundamental shift in the environment(s) in

which organizational work is taking place.

The modern age, with its emphasis on ratio-

nalization and stability, is transitioning to

the hyperrationalization and chaos of the

postmodern condition. Therefore, leaders

must “fit” their organizational reforms into

its environment in order to survive. Fit

organizations have the ability to perceive

the themes in their environment and

evolve appropriately. Because the environ-

ment is constantly changing, the applica-

tion of this principle necessitates a

continual rethinking, revising, and restruc-

turing of the organization in order to stay

connected to the environment. Also

implied is the establishment of a learning

process to ensure that the organization con-

tinues to develop. 

Pisapia’s (2006) strategic leader actions

are found in the transformational, mana-

gerial, political, and ethical leadership sets.

Transformational leadership is the ability

to use frame-breaking (space-clearing)

actions that develop a new normative

order and include the ability to challenge

mental models, set direction, enable self-

management, and prioritize learning.

Managerial leadership is the ability to use

frame-sustaining (space filling) actions to

create structural changes that improve the

efficiency and effectiveness of the current

organization. Skills include the ability to

plan, organize, allocate, and monitor the

organization. 

Ethical leadership is the ability to follow

self-chosen principles and virtues, valuing

rights of others, and upholding absolute

values and rights in any situation. Leader-

ship actions include acting virtuously,

using best practice in making decisions,

infusing values into the organization, and

being the steward of the common good.

Political leadership is the ability to barter,

engage in relationships for the purpose of

exchanging valued things, and form tem-

porary (or materialistic) relationships. As

such, the leader acts as a broker for the

organization capable of building coalitions

and facilitating transactions. It also

includes the ability to develop networks

with other people and organizations with

common goals and direction. 

The balancing of leading and managing

(transformational and managerial) while

considering the politics and values (politi-

cal and ethical) is at the heart of strategic

leadership. Dede, Honan, and Peters (2005)

affirm Pisapia’s framework, stating that

“people often see leadership as a combina-

tion of meticulous management, adept

political maneuvering, and responsive

facilitation of other’s activities” (p. 128).

The constructs of strategic leadership

become the primary attributes that

describe how distance learning leaders can

initiate, develop, and carry out significant

change and effective educational reform.

Diamond (2007), in her research regarding

the scaling up of virtual high schools, iden-

tifies these leadership capabilities and sep-

arates them into the two distinct categories

of scaling up and going to scale. Scaling up

leadership capabilities represent the tradi-

tional notion of taking reforms to scale

(space filling), whereas going to scale lead-

ership capabilities are comprised of actions

that push the envelope (space clearing) to

strategically alter how we conduct the

business of teaching and learning while

ensuring a place for the distance learning

initiative within the political context and

climate of an organization. Scaling up lead-

ership capabilities have the distance learn-

ing leader able to:
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• manage the interrelated financial,

human, and intellectual resource needs

to maximize the benefits and build the

infrastructure of the organization;

• display self-determination to reaching

organizational goals;

• establish formal plans, policies, routines,

and priorities to maintain reliable per-

formance and task accomplishment;

and

• monitor and emphasize the organiza-

tional priorities and operational stan-

dards by enforcing organizational rules

to ensure success.

Going to scale leadership capabilities

have the distance learning leader able to:

• commit to and demonstrate evidence of

endorsement and continued support for

the distance learning initiative;

• minimize the constraints from external

and internal factors that can limit what

the organization accomplishes;

• promote change and a new normative

order by challenging the mental models

of all members of organization;

• use knowledge of best practice as the

basis for action by focusing on what

needs to be done and what is right;

• stay the course of the reform while

planning and preparing for succession;

• place a high priority on individual and

organizational learning through contin-

uous professional development oppor-

tunities;

• construct and communicate a compel-

ling shared vision, values, and priorities;

• create a process that strategically places

the organization into its competitive

environment; and

• motivate people to work through

rewards and punishments.

Elmore (1996) suggests that much of

what passes for “change” in U.S. schooling

is not really about changing the “core of

educational practice.” He argues that edu-

cational changes and practices are superfi-

cial because they “seldom translate into

changes in the fundamental conditions of

teaching and learning for students and

teachers” (p. 3). Distance learning reform

programs are all about high aspirations.

Somewhere between the Federal No Child

Left Behind mandate for equal access to

quality education by highly qualified

teachers, and the local reality, stands the

unrelenting wall of the status quo. The

attributes of scalability offers the road map

for states and school districts to get around

it, through it, or over it. It is the process,

the techniques, and the system for imple-

menting sustainable reforms that become

embraced, and ultimately embedded

within the fabric of an organization. Dia-

mond (2007) concludes that in order for

distance learning initiatives to incorporate

space clearing efforts (going to scale) that

enable changes of practices, they must first

develop strong space filling (scaling up)

efforts capable of withstanding the organi-

zational complexities that wreak havoc on

innovative designs. Her research con-

cludes that when scaling up attributes are

strongly developed and incorporated into

distance learning interventions, going to

scale attributes are more likely to occur.

The development of a practical theory

such as one described by Elmore must

include both of these types of attributes in

order for distance learning initiatives to go

to scale.
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Distance Education 

Initiatives at Pearson

Maureen Martin

WHAT IS PEARSON

s the global leader in educational

publishing, Pearson is a large,

multinational company with

more than 29,000 employees based in 60

countries. Pearson’s business is comprised

of three main units: Penguin Books, the

Financial Times, and Pearson Education.

Within Pearson Education, the business is

subdivided into print and digital compo-

nents offering customers basal and supple-

mental instructional materials as well as

professional development solutions, all of

which are research based. The education

group’s mission is “to help students of all

ages learn at their own pace, in their own

way” (Pearson Education Web site, 2007). 

This article addresses a threefold

approach to various aspects of distance

learning in a corporate setting. Pearson’s

New Hire Sales Orientation (NHSO), the

Summer Cruise program for educational

consultants, and the Connected Training

department are the three areas addressed.

While these three are nascent efforts in

such a large organization, the intention is

to start small and design effective models

which allow for scaling up as the programs

take hold. 

ONLINE OFFERINGS

Pearson’s exploration of distance learning

is comprised of three unique initiatives.

The NHSO offers the sales team a blended

approach that takes advantage of anytime-

anywhere learning with a level of trans-

parency and accountability through built

in reports to help managers get their new

hires up to speed effectively. The Summer

Cruise program, for existing employees in

the Instructional Services group, provides

relevant and timely information about

product development and new offerings.

Lastly, the Connected Training program

gives customers a way to gain basic prod-

uct training in a more efficient, time-saving

method. 

NEW HIRE SALES ORIENTATION 

For the digital sales group, new hires are

brought on board as quickly as possible in
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order to increase productivity and lessen

ramp-up time. However, in order to learn

complex programs and meet business

goals, sales management realized it was

necessary to examine current practices and

build something new. Kristina Potter, sales

development manager, was hired to design

a series of self-paced, Web-delivered

learning experiences that would allow

maximum growth in minimum time. The

NHSO is a 10-week self-study program to

help new employees in the digital sales

group gain an initial orientation to Pearson

products, processes, and people.

New employees in the sales department

are assigned to NHSO during their first

week on the job. Each week, the new

employee is assigned a module to com-

plete. The modules consist of a series of

brief presentations, exercises, self-study

materials, and follow-up tasks. Each day,

the new employee has between 1 and 2

hours of material to cover, in addition to

meeting with his or her manager, other

team members, and customers. 

At the start of every week, participants

receive an e-mail with an Excel spread-

sheet. The week’s activities are listed with

suggested timing for each day of the week.

The timings are provided as a guideline,

not necessarily a requirement. Learners

must log-on to the Pearson People Devel-

opment Network (see Figure 1) to access

the self-paced content modules. After

viewing the content, the learner completes

an assessment and has a task or two to

complete off-line. Tasks range from finding

a file and printing it out for his or her cus-

tom training notebook to calling a team

member for a phone interview. Supporting

Figure 1. Screen shot of Pearson People Development Network.
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materials for each module are hot-linked in

the Excel sheet so that learners simply click

on the link to get to the resource. 

The modules are designed to cover a

variety of topics in increasing order of

complexity. Below is an overview of the

content by week.

• Week one includes basic information

from human resources such as benefits

and health plans, a defensive driving

course, and a course on preventing sex-

ual harassment.

• Week two begins introducing other

departments in the organization and

respective roles they play. 

• Week three moves into the product suite

the individuals will be representing,

including model presentations and

assignments related to finding product

information on the company intranet

pages.

• Week four introduces and explains the

use of specific job tools like the customer

database, pricing tool, and expense

report system. 

• Week five takes new hires on a deep

dive on the product offerings and either

shadowing a colleague or attending a

live-product training session at a cus-

tomer site. 

• Week six moves the focus to the cus-

tomer experience with an in-depth look

at product implementations. 

• Weeks seven through 10 break down job

tools and activities into microsteps that

new hires practice in a safe environ-

ment. They learn to create a cost pro-

posal, enter new contacts into the

customer database, and hone their sales

skills in minitrainings. 

Assessments are built in to the modules

through multiple-choice quiz questions

and surveys delivered through the learn-

ing management system. After completion

of each module, a score is recorded so that

management can view each individual’s

progress. 

Joshua Brown, a new sales executive,

recently completed the 10-week program.

He liked the flexibility the program offered

because he was able to view material when

it was convenient for him. He notes that

during a traditional, face-to-face training

“certain folks ask a lot of questions that are

not pertinent to the whole group [while]

this is specific to what I need” and can be

done anytime. He prefers the individual-

ized nature of the online experience to

large-group trainings. Christy Berarducci,

another new hire who went through the

program, agrees that she was able to “gain

more information and experience in this

way than in a week long [on-site] face-to-

face training.” Christy also commented

that “instead of everything being thrown

at you at once, I am able to do it at my own

pace” which gave her “time to absorb the

information” for maximum learning. 

SUMMER CRUISE PROGRAM

Pearson’s educational consultants (ECs)

in the digital group are product experts

who are responsible for delivering training

to customers. Thus, they must be kept

abreast of all new product developments

and features as they are released. As their

work schedules are dictated by the tradi-

tional school calendar, there is often a

downturn in demand for training during

the summer months. The Summer Cruise

program was designed to take advantage

of this down time by offering ECs up-to-

date product information and polishing

their skills and knowledge without taking

them away from schools or time with cus-

tomers. The Summer Cruise program,

launched in June 2006, was a way to blend

technology resources to respond to differ-

ent learning styles, scheduling needs, and

diverse geographic locations of the ECs. 

The Summer Cruise series included a

catalog of over 55 courses (see Figure 2),

which were delivered by training special-

ists located in the corporate office in Ari-

zona. Training specialists designed the
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modules to be as hands-on as possible. The

sessions were 50 minutes in length. The

sessions looked and felt very similar to

face-to-face training. The only difference

was that the trainer was not physically

present in the room. The ease of use for

presenters and attendees allowed the focus

to be on the content and interaction with

participants rather than the technology.

Attendees were encouraged to participate

and interact. The training specialists took

advantage of the ability to share control of

their desktop through the presentation

software. The remote control allowed

attendees to work on the presenter’s com-

puter just as if they were working on their

own. This was important because the

trainer could demonstrate a process, and

then have the attendees demonstrate it

also. This was an excellent way to check for

understanding. Course evaluations were

completed electronically by participants

after each course. The feedback was used

to fine-tune and make adjustments to each

course offering. 

Sessions were delivered via GoToMeet-

ing, a Web-based presentation software

program. For the synchronous sessions,

the facilitators engaged in sharing product

updates, modeled new delivery strategies,

and hosted question-and-answer time. The

live sessions utilized communication tools

such as polling, chat, and sharing control

of the presenter’s laptop remotely, all in an

effort to boost interactivity for participants.

All sessions were recorded with Camtasia

Figure 2. Screen shot from Summer Cruise catalog of offerings.
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Studio software for later use in an asyn-

chronous mode. This allowed for ECs to

join some sessions live while attending

others at their own convenience. The

recorded webinars were hosted on the

company intranet and available for down-

load. Some innovative ECs were even able

to leverage their iPods as a viewing device

for the recorded versions. 

Pearson recognized a cost savings of at

least $73,000 by offering training for exist-

ing employees through the Summer

Cruise program in 2007. Instead of flying

people in from all over the country, virtual

meeting software and conference call lines

were used to link people with the knowl-

edge they needed. It is expected that the

summer of 2008 will bring another round

of remote training for employees based on

the success of the previous year’s program.

The blended approach, offering both live

and recorded sessions for remote employ-

ees, is a very sustainable and cost-effective

model. 

Jan Van Dam, Vice President, Instruc-

tional Services—Digital, notes that the

increase of effectiveness was seen even

after the summer program ended. When

ECs went back to a full work schedule in

the fall of 2007, the performance rubric

used to evaluate them included some

reflections from the summer program. The

“skills to keep you up-to-date” were

requirements for success in the field which

the Summer Cruise program provided in

an easily accessible and flexible format. 

DISTANCE LEARNING IN SCHOOLS

Traditionally, educational publishing

companies include (either “free with

order” or paid as a separate expense) some

type of product training with their print

and digital offerings. The customer then

chooses when and where to deploy such

training. However, the challenges for

school administrators include release time

for teachers to be away from their stu-

dents, payment of stipends if training

occurs outside of contracted hours, travel

delays, weather delays, and scheduling

issues. Most school administrators find it a

daunting task to organize a training that

lasts longer than 30 minutes at a scheduled

monthly staff meeting, yet true profes-

sional growth comes from sustained study

and focused efforts. These factors make

distance learning an attractive option for

many school leaders. 

It was partly in response to this growing

need that Pearson decided to scale their DE

initiative to include product training for

customers. Providing online, remote deliv-

ery met the criteria of having flexibility in

deployment and also loosened scheduling

constraints for school administrators. Mod-

ules were designed to be taken in 1- or 2-

hour chunks. 

CONNECTED TRAINING

Face-to-face product training has been

the norm for Pearson for many years.

However, when it became apparent that a

new way was needed, it made sense to

look to technology for an alternate deliv-

ery mode. As Pearson’s customer base has

grown more sophisticated in their use of

technology for instruction, the Connected

Training model was conceived to create

efficiency and sustain training for Pearson

applications that are currently in use in a

school or district. Connected Training is

simply a modularized version of all the

product training that Pearson ECs conduct,

delivered via the Web in brief 1- or 2-hour

chunks. 

School leaders are looking for ways to

maximize the hours set aside for training

and staff development. Teachers do not

want to be bored by a long session that

may not pertain to their job responsibili-

ties. With Connected Training, administra-

tors can decide who needs what modules

and design a schedule to accommodate

small or large groups. Some schools opt to

use the connected sessions during grade

level planning or at monthly scheduled
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“in-service” times. They even have the

flexibility to include teachers from multiple

buildings across a district for the same ses-

sion. This encourages collaboration among

staff members and serves as a built in “user

group.”

Connected Training was first offered to

customers in the fall of 2005. Since that

time, eight specially certified ECs have

been delivering between 300-350 hours of

training per month in the connected for-

mat. This is roughly the equivalent of 50

on-site training days, at a greatly reduced

cost for both the customers and Pearson.

The trainers are dispersed throughout the

United States and work from home offices.

The only difference between the con-

nected model and a face-to-face experience

is that the trainer is not physically present

for the training session. The participants

and the trainer interact via GoToMeeting

software and a phone line. 

In order for schools to participate, they

need to have a high speed Internet con-

nection and either a speakerphone or

headset capability for all participants to

join the audio conference. A projector is

recommended for larger groups, but is not

necessary. Usually, a contact person (lead

teacher or technology facilitator) is desig-

nated as the point person on site. The con-

tact’s job is to ensure that everyone is

following along and that audio quality is

good. The contact can also serve as the vir-

tual eyes and ears for the trainer, making

sure that all questions are heard and

addressed. 

For the trainer, special attention has to

be paid to ensure a high level of learner

participation. Since the trainer is not able

to see the faces and watch reactions, he or

she must rely on using a conversational

tone coupled with strong inclusion activi-

ties and engaging presentations formatted

for remote delivery. It is not uncommon for

the trainer to use icebreakers or other

games as a way to set customers at ease if

they have never before participated in a

connected session. 

Julie Martin, a former connected trainer

for Pearson who now works in another

department, often relied on specific ques-

tioning strategies to keep learner engage-

ment high. Having participants find

information in the application they were

learning, in a scavenger hunt format, led

them to discover features that Julie knew

they needed to master in order to be suc-

cessful. She utilized the voting buttons in

GoToMeeting to gauge if more time was

needed for a particular activity or as a

check for understanding with a concept.

“Giving teachers activities to meet the

training objectives, like tasking them with

running a report, was key,” she notes,

because it “forced them to use” the soft-

ware. 

Both customers and trainers expected

more challenges than they actually

encountered during a connected session.

Bev Stone, lab manager at Omaha School

in Omaha, AR, explains that she was “very

concerned at the beginning, but after the

first one, I felt relaxed. We got to cover

more [content]. With a person onsite,

everyone wants attention” and it can be

hard to accomplish the tasks at hand. Ini-

tially, Martin, the former trainer, worried

that her inability “to see the participants

and how they are reacting” would impact

the quality of interactions. However, she

employed tactics mentioned above and

found that asking the right kinds of ques-

tions and how she structured learning

activities made the difference between a

successful experience and a frustrating

one. 

After one connected session, a teacher

remarked to Martin, “Wow! I didn’t know I

could learn this much without you in the

room with me!” This type of comment was

what sold Martin on the connected

approach to delivering product training. It

gave her the flexibility to create unique

and very pointed learning experiences and

work with customers based on their imme-

diate needs. From the customer’s point of

view, they got the information that they
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needed at a time and place convenient to

them. 

CONCLUSION

Pearson has spent a good deal of time and

money to develop three distance learning

initiatives for their people and their cus-

tomers. Initial results are encouraging. The

NHSO has produced approximately 28

newly trained sales team members since its

launch in the fall of 2007. Another group of

11 new hires began the program in January

2008. The Summer Cruise program pre-

sented nearly 250 hours of refresher train-

ing attended by more than 300 individuals

in the summer of 2007 alone. The growth

of Connected Training has necessitated hir-

ing of additional trainers to provide

remote delivery to customers across the

United States. The leadership teams are

now looking for ways to expand the reach

of each of the three programs in order to

reach more people, more effectively,

through distance learning. 
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Designing Effective

E-learning

Guidelines for Practitioners

Angelene C. McLaren

INTRODUCTION

hen discussing e-learning,

there are a myriad of view-

points about what it is or is

not, depending on who you ask. Accord-

ing to Hall (2000), e-learning is the acquisi-

tion of knowledge and skills at a distance

through a variety of technological medi-

ums. Urdan and Weggen (2000), view

e-learning as a subset of distance learning,

and online learning a subset of e-learning.

For the purposes of this article, however,

the National Center for Supercomputing

Applications’ (NCSA) definition will be

adopted: “e-learning is the acquisition and

use of knowledge distributed and facili-

tated primarily by electronic means”

(NCSA, 2000). As instructional design prac-

titioners, there are usually six categories of

consideration that must be addressed

when designing, developing and imple-

menting e-learning initiatives. These cate-

gories usually are: learner support and

resources, online organization and design,

instructional design and delivery, assess-

ment and evaluation of student learning,

innovative teaching with technology, and

use of student feedback (Rubic for Online

Instruction, 2003). This article will only

address one of these categories—instruc-

tional design. It will address the designing

of effective e-learning according the fol-

lowing topics: learning and performance

outcomes, instructional methods, instruc-

tional media, e-learning and learning theo-

ries, e-learning and instructional system

design, and e-learning and instructional

theories. The article will also incorporate

practical guidelines based on theory. This

will enable e-learning instructional design

practitioners to move toward a grounded

“theory-to-practice” paradigm for design. 

LEARNING AND

PERFORMANCE OUTCOMES

When designing e-learning, or any type of

learning for that matter, it is imperative

that the learning and performance out-

comes are understood and agreed on by

the instructional design team and the cli-

W

Angelene C. McLaren.

Telephone: (313) 537-0683.

E-mail: sumayyahbj@yahoo.com



48 Distance Learning Volume 5, Issue 2

ent from the very beginning of the project

cycle. By understanding the specific learn-

ing requirements, instructional designers

can then map out successfully how to best

meet these learning and/or performance

goals according to the requirements of the

learners. Each type of performance or

learning outcome will require a different

instructional strategy (Gagne, 1985). 

INFORMATION TRANSFER

Information transfer is the most basic of

learning tasks. During information trans-

fer, learners are usually passive partici-

pants in the learning process. They are

given information, either in verbal, writ-

ten, graphic and/or pictorial forms. At the

end of the transfer session, learners are

then required to retrieving this stored

information. Unfortunately, most of what

passes as e-learning today is nothing more

than the passive transfer of informational

content from an electronic source to a

learning population, regardless of the

knowledge or performance outcomes

expected. These learning modules usually

have a fixed content and structure, offer no

interaction or collaboration, and are usu-

ally not facilitated (eLearnity, 2001). There

are instances, however, when this

approach is logical and effective. These

instances might include: teaching new pol-

icies, cultivating corporate culture, or giv-

ing directions. 

BASIC SKILLS ACQUISITION

Teaching basic skills can range from

something as mundane as learning how to

tie one’s shoe, to something as complicated

as learning how to use a new telephone

transfer system. When creating e-learning

geared to basic skill acquisition, the struc-

ture of the course should be fixed, the con-

tent can be fixed or flexible depending on

the learners, and there should be support-

ive cooperation and directed facilitation

(eLearnity, 2001).  

ADVANCED SKILL DEVELOPMENT

Advanced skills development requires

that learners be able to do more than read

information from a screen or projector. It

requires them to build on current levels of

knowledge and expertise. As instructional

designers, when creating e-learning for

this learning and performance outcome, it

is important to go beyond just providing

static content and standard assessments.

Learners here need dynamic course struc-

ture and content—one that can adjust or

be modified according the level of exper-

tise or need. Learners will need to be in

collaborative learning environments

where they can share and learn from their

peers. Also, these e-learning initiatives

need to be virtually facilitated. At this level,

it would be easy for learners to get lost

(eLearnity, 2001). 

ADAPTIVE EXPERTISE DEVELOPMENT

Adaptive expertise encompasses a range

of cognitive, motivational, and personality-

related components. The thing that sepa-

rates adaptive expertise from mere compe-

tency is the ability to apply knowledge

effectively to novel or atypical problems.

When creating e-learning for this learning

and performance category, designers must

provide dynamic structure and content as

well collaborative and facilitated learning

experiences (eLearnity, 2001).

These four preceding performance and

learning categories lead nicely into the

next section of this article, which addresses

the issue of instructional methods. As an

instructional design practitioner, when

addressing a particular learning or perfor-

mance outcome (category of instruction),

one must match it effectively to corre-

sponding instructional methods for learn-

ing to occur (Gagne, 1985)

INSTRUCTIONAL METHODS

According to Clark (2002) there are three

distinct elements to any e-learning lesson:

instructional methods, instructional media,
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and media elements. Unfortunately, for a

long time, a lot of emphasis has been

placed on the latter two categories, with

less emphasis on the former. Despite the

fact that several studies have concluded

that there are no significant differences in

achievement between students who take

courses face-to-face or via e-learning

(Chute, Thompson, & Hancock, 1999;

Clark, 2002), designers and clients often get

caught up in the tools at the expense of

how to best utilize those tools to achieve

the learning and performance outcomes

desired. E-learning lessons that are jam-

packed with all the latest bells and whis-

tles, but lack sound instructional design

principles, will not maximize the effectives

of information processing or learning

(Shute, 2003). It is not the medium that

causes learning to occur, but rather it is

design and instructional methodology that

make the difference (Clark, 2002).

Instructional methods are strategies,

means, and ways to deliver new informa-

tion in ways that foster learning. This

could be through the use of examples, by

providing opportunities for rehearsal and

practice, and via simulations (Clark, 2002).

When designing effective e-learning, the

literature points most often to the follow-

ing three instructional methods: learner-

centered design, scenario-based learning,

and problem-based learning. Learner-cen-

tered designs offer lots of practice with

individualized feedback, while scenario-

based and problem-based learning inte-

grate self-study and collaboration, along

with the use of simulation to accelerate

learning (Clark & Mayer, 2003).

LEARNER-CENTERED DESIGN

Learner-centered design is focused on

the nature of the active learning process

and the unique qualities of individual

learners. A learner-centered approach

builds the learning experience around the

learners and not around the content. Don

Norman states that, “The first step in

learner-centric design is to understand

how learning takes place…. It is very

important that people learn not by reading

a book and not by listening to a lecture, but

by doing tasks that can engage the mind”

(in Hsi & Gale, 2003, p. 7). Hsi and Gale

also point out that learners need more

“scaffolding” at the beginning of instruc-

tion. Scaffolding is an instructional tech-

nique in which the desired learning

strategy or task is modeled by the instruc-

tor, then is gradually shifted to the stu-

dents. This scaffolding serves as cognitive

structural support, stepping stones and

building blocks on which learners can

comfortably constructs new knowledge

and expertise. As learners grow in compe-

tency, this scaffolding should be faded out

and then removed altogether (Hsi & Gale,

2003). Learner-centered design under-

stands the need to offer learner support

while at the same time encourages inde-

pendent learning. Instructional methods

should foster interest in the learning task

and motivate further inquiry (Hsi & Gale,

2003). 

SCENARIO-BASED LEARNING

Traditional page-turner types of e-learn-

ing modules are increasingly being

replaced by a more dynamic learning

experience known as scenario-based

e-learning. This approach does away with

the telling and showing, and offers learn-

ers opportunities to learn by doing rele-

vant tasks, making mistakes, and then

redoing them until mastery is attained

(Kindley, 2002). Scenario-based learning is

learning that occurs in a contextual, situa-

tional, or social framework (Kindley, 2002).

It springs from the concept of situated cog-

nition, which proposes that knowledge

cannot be fully understood outside of its

context (Kindley, 2002). Knowledge then is

constructed as a natural byproduct of

doing natural tasks that are expected to be

performed in the learners’ natural learn-

ing, working or social environments. In
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this way, scenario-based learning is very

similar to the experiential learning model.

Accordingly, both adhere to the notion that

learning occurs as a result of performance.

The outcome, therefore, is focused on

improved performance, not on the acquisi-

tion of knowledge and skills (Kindley,

2002). Scenarios may be built around a

story, a role play, or a simulation. The focus

of the activity must be to help learners con-

textualize the learning content. The more

“authentic” these scenarios, the more likely

it is that learners will transfer new knowl-

edge and skills back to their real-world

environments (Brodsky, 2003).

PROBLEM-BASED LEARNING

Problem-based learning is centered on

solving “real-world” problems. Learners

are given ill-structured, authentic prob-

lems to solve by finding the necessary

knowledge and applying it appropriately.

This approach encourages higher critical

thinking, analytical, and reasoning skills.

As in the learner-centered approach, prob-

lem-based learning utilizes scaffolding to

reduce cognitive load and improve learn-

ing outcomes (Merrill, 2002a). This scaf-

folding comes in the form of instructor

guidance that is faded out as learners

attain competency. It is important to pro-

vide this guidance early on in the instruc-

tional cycle, because novices may spend a

lot of time looking for solutions without

actually learning (Sweller, 1988). The key to

successfully utilizing this methodology is

to move from the simple to complex and

from guidance to independence. As learn-

ers gain expertise and ownership over the

learning process, make the problems more

realistic to reflect real world conditions

(Merrill, 2002a).

At the root of every decision about the

design of e-learning courseware should be

the sound understanding of what is learn-

ing, how it takes place, and what research

tells us about what factors lead to learning

(Clark, 2002). Learning theories attempt to

explain how learning takes place. The two

learning theories that will be discussed

here are behaviorism and cognitivism.

How can behaviorism and cognitivism be

best utilized for designing effective

e-learning courseware?

APPLYING LEARNING THEORIES

TO E-LEARNING

BEHAVIORISM

According to behaviorist learning the-

ory, learning is the ability to perform new

behaviors (Skinner, 1954). These changes in

behavior are a result of constantly manipu-

lating environmental conditions.  Pleasant

experiences (such as rewards or praise) are

positive reinforcements. The goal of the

behaviorist is to cause learners to make

desired connections between stimuli and

responses. Unpleasant experiences (such as

punishment) are negative reinforcements.

The introduction of negative reinforce-

ments causes learners to avoid undesirable

responses to stimuli. Continuous reinforce-

ment increases the rate of learning, while

intermittent reinforcement contributes to

longer retention of what is learned. Both

positive and negative reinforcement can

shape behavior, and result in learning. 

Behaviorist learning theory has great

influences on e-learning. Basic tenets, such

as individualized instruction, operant con-

ditions, feedback, a linear approach to

instruction, and instructional prompts all

work well in the context of e-learning.

E-learning relies on observable changes in

behavior as the basis for instruction. Per-

formance and/or behavioral objectives are

used to describe learning outcomes.

Assessments, evaluations, feedback, and

reinforcements are all geared toward facili-

tating new learner behaviors. Most online

instruction is built around this behaviorist

framework. Learners are given informa-

tion, solicited for a response, they receive

feedback, and then are either positively or

negatively reinforced.
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COGNITIVISM

Cognitive learning theories seek to

explain how the brain processes and stores

new information. Cognitive psychologists

wanted to explain learning beyond the

limitations of behaviorism and its focus

only on observable behavior. Piaget (1985)

suggested that the learning process is itera-

tive. New information is shaped to fit with

the learner’s existing knowledge, and the

existing knowledge is modified to accom-

modate new information. Interactive Web-

based tools such as automatic feedback

and interactive activities allow learners to

modify their behavior by assimilating and

accommodating new information from

their peers and/or instructor. 

This learning theory also has great

impact on how e-learning is designed. One

aspect in particular, cognitive load theory,

is especially applicable in e-learning envi-

ronments. Cognitive load theory revolves

around manipulating intrinsic, extraneous

and germane cognitive processes (Van

Merrienboer & Ayres, 2005). The goal is to

decrease extraneous cognitive load and to

increase germane cognitive load. Strategies

to accomplish this might include: taking

learner expertise into consideration, mov-

ing from simple to more complex tasks,

chunking information into easily assimi-

lated chunks, presenting information bit

by bit, and building on prior knowledge.

For e-learning to be effective, it must be

grounded in sound learning, teaching, and

design theory. According to Bednar, Cun-

ningham, Duffy, and Perry (1991), “effec-

tive design is possible only if the developer

has a reflexive awareness of the theoretical

basis underlying the design” (p. 90). 

APPLYING INSTRUCTIONAL DESIGN 

TO E-LEARNING 

Designing effective e-learning requires

that it be grounded in a sound design

approach. The need for instructional

design as a necessary component to effec-

tive e-learning design is now being real-

ized (Siemens, 2002). The successful design

of e-learning relies on the careful consider-

ation of underlying pedagogy of how

learning takes place online (Conrad, 2000).

Instructional design, in this context, is “the

act of combining the elements of content

and display to effectively present the

instructional content in a way that pro-

motes learning through organized instruc-

tional resources and a user interface that is

not confusing, dissatisfying, or cognitively

taxing” (Mehlenbacher et al., 2005).

Instructional design models for e-learn-

ing closely follow those of traditional class-

room learning. The steps of planning,

implementation, and evaluation are

present in most instances. From a design

perspective, various models can be used,

either alone or in tandem, during the

design process (Siemens, 2002). 

ADDIE

ADDIE is a generic model that is used

by instructional designers as a guideline to

building effective instructional materials.

The acronym stands for analyze, design,

develop, implement, and evaluate. The

design phase deals with learning objec-

tives, assessment instruments, exercises,

content, subject matter analysis, lesson

planning, and media selection. The design

phase includes planning strategies for

attaining the stated learning and perfor-

mance outcomes. This process should be

systematic and precise. It is this phase that

instructional designers must apply instruc-

tional strategies that best fit the intended

learning or performance outcome. The

domain of learning must be considered,

whether cognitive, affective, or psychomo-

tor, for effective matches to be realized.

The design phase then is focused on docu-

menting specific learning objectives,

assessment instruments, exercises, and

content (Siemens, 2002). Many in recent

years, however, have accused ADDIE of

being too rigid, too systematic, and too lin-

ear, especially for use in online environ-



52 Distance Learning Volume 5, Issue 2

ments (Kruse, 2000). As an answer to this,

many designers are modifying the tradi-

tional ADDIE model and utilizing rapid

prototyping as a viable option.

RAPID PROTOTYPING

Rapid prototyping

… involves learners and/or subject matter

experts (SMEs) interacting with proto-

types and instructional designers in a

continuous review/revision cycle. Devel-

oping a prototype is practically the first

step, while front-end analysis is generally

reduced or converted into an ongoing,

interactive process between subject-mat-

ter, objectives, and materials. (Thiagi, in

Siemens, 2002, p. 2)

Rapid prototyping borrows from the

best systematic processes of the ADDIE

model, and is usually an extension of the

design phase. In its simplest form, a rapid

prototype is a quickly assembled instruc-

tional module that can be tested with the

student audience early in the ISD process

(Kruse, 2000).  Designers are typically look-

ing for how learners respond to instruc-

tional strategies, learning activities, and

how well the technology chosen fits the

learning requirements. Based on feedback,

designers can then go back and make nec-

essary changes as required. This process

continues until there is agreement and

confidence in the prototype. Designers do

not move to the development phase until

this process is completed (Kruse, 2000).

E-LEARNING DESIGN MODELS

Just as there are many models for

designing traditional classroom instruc-

tion, there are now many models for

designing e-learning instruction. Many

build on the traditional ADDIE model,

with some modifications. Although they

are varied in their approach, all emphasize

the following issues (Engelbrecht, 2003).

Needs Analysis. A needs analysis is

needed to answer questions related to the

demand for instruction, the need for

online delivery, and the cost of design,

development and implementation. 

Learner Analysis. A learner analysis seeks

answers to questions about the learners.

What are their ages, gender, culture, prior

knowledge, learning patterns and styles,

goal, and motivations?

Institutional Support. This investigates

support structures related to the vision

and the mission of the organization, imple-

mentation costs and sustainability, training

for instructors, and technological infra-

structure. 

Pedagogical Choices. Pedagogy choices

must meet the need of the learning out-

come and the target audience. Key consid-

erations include: learning models, delivery

methods, interaction, and assessment

(Engelbrecht, 2003).

Instructional design, when imple-

mented correctly, serves the learning

needs of students through effective pre-

sentation of content and the fostering of

interaction (Siemens, 2002). Another com-

ponent necessary in the designing of effec-

tive e-learning is the utilization of sound

instructional theory. 

APPLYING INSTRUCTIONAL THEORY 

TO E-LEARNING

What is instructional theory and why is it

important to practitioners designing

e-learning courseware? Well, as for the

first, it depends on who you ask. Accord-

ing to Richey (1986), theory can either

explain relationships among variables, or

how to do a procedure. Seels (1997)

describes theory as an explanation of phe-

nomena that help us understand and deal

with the world. Reigeluth (1997) says that

design theory is goal-oriented and tries to

offer means for accomplishing a given end.

As for the second, Winn (1997) would

argue that theory is important to practitio-

ners because a lot of the things we design

just don’t work. A discussion of the

instructional theories of Gagne, Merrill,
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and Keller, and their application to design-

ing effective e-learning courseware fol-

lows.

ROBERT GAGNE

Robert Gagne’s instructional theory was

not rooted in any particular learning the-

ory, although he was considered a behav-

iorist. Some of the major contributions of

Gagne to the field of instructional technol-

ogy are: cumulative learning theory and

learning hierarchies, the domains of learn-

ing, the conditions of learning, the events

of learning, and learning enterprises.

Gagne is most famously known for his

domain of learning, events of instruction,

and conditions of learning.

The Domains of Learning. This theory

illustrates Gagne’s views about the differ-

ent categories of learning outcomes and

their influence on instruction (Richey,

2000). According to Gagne, learning can be

categorized under the following outcome

headings: verbal information, intellectual

skills, cognitive strategies, attitude, and

motor skills. Each learning outcome

required a different instructional approach.

Gagne felt this was a necessary component

to the design of sound instruction because

different parts of a content area are subject

to different instructional treatments, simi-

lar parts can be found among different con-

tent areas, and different domains of

learning require different techniques of

assessment of learning outcomes. There

can be no one way of measuring what has

been learned (Richey, 2000). For example, in

the cognitive domain, learners should be

offered the opportunity to develop new

solutions to problems; in the attitude

domain, learners need be exposed to credi-

ble role models or persuasive arguments.

Unfortunately, most e-learning concen-

trates on the basic level of learning, which is

verbal information, and even skills that

require changes in cognitive strategy or

attitude are designed according to the ver-

bal information domain. This explains a lot

of why most e-learning is ineffective.

The Events of Instruction. Utilizing

Gagne’s nine steps of instruction in

e-learning will aid learners’ acquisition of

the requisite knowledge presented (Gagne,

Briggs, & Wager, 1992). These events of

instruction are: gaining learner’s attention,

inform the learner of the objectives, stimu-

late recall of prior learning, present the

learning stimulus, provide learning guid-

ance, elicit appropriate performance, pro-

vide feedback, assess the learner’s

performance, and enhance retention and

transfer (Gagne et al., 1992). These steps

are necessary to designing effective

e-learning, while providing e-learning that

is chock-full of the latest technology that is

not grounded in sound instructional

design will not produce the desired learn-

ing and/or performance outcomes.

The Conditions of Learning. Gagne distin-

guishes between two types of conditions:

external and internal (Gagne, 1985). The

internal conditions observe attention,

motivation, and recall, while external con-

ditions focus on the arrangement and

timing of stimulus events. His phases of

learning included: receiving the stimulus

situation, acquisition, storage, and

retrieval. For practitioners designing

e-learning, this is extremely important.

Instructional design practitioners must pay

close attention to how instructional events

are designed. Aligning internal and exter-

nal conditions in the learning environment

is critical for designing effective e-learning.

M. DAVID MERRILL

David Merrill has evaluated hundreds

of instructional products and have found

that an alarming number of them are inef-

fective and do not teach at all. While

reviewing a number of instructional

design theories and models he tried to find

fundamental principles to which all of

these various approaches agree. As a

result, he called these principles the “first



54 Distance Learning Volume 5, Issue 2

principles of instruction.” Merrill is also

widely known for his component display

theory and instruction transaction theory.

First Principle of Instruction. According to

Merrill, in the instructional phase, the most

effective learning environments are those

that are based around a problem and offer

learners four phases of learning: activation

of prior knowledge, demonstration of

skills, application of skills, and integration

of these skills into the real world (Merrill,

2002b). 

Component Display Theory. According to

Merrill’s component display theory (CDT),

learning is sorted into two categories: con-

tent and performance. Content includes

such this as facts, concepts, procedures,

and principles; while performance focuses

on remembering, using, and generalities

(Merrill, 1983). The theory specifies four

primary presentation forms: rules, exam-

ples, recall, and practice Secondary presen-

tation forms include: prerequisites,

objectives, helps, mnemonics, and feed-

back (Merrill, 1983). The theory asserts that

instruction that contain all primary and

secondary forms will yield more effective

learning results. By first deciding on what

learning and/or performance outcomes are

to achieved, choosing the most appropri-

ate strategies to reach those outcomes will

then become much easier. For designers of

e-learning, Merrill’s CDT can be utilized

effectively. One of the strengths of e-learn-

ing is the learner control. CDT stresses

learner control. The theory propones that

by giving learners control over the number

of practices and examples they receive, this

will result in more effective learning (Mer-

rill, 1983). 

Instruction Transaction Theory. According

to Merrill, Li, and Jones, instructional

transactions are patterns of learner interac-

tions that are designed to facilitate the

learning of a certain kind of knowledge or

skill (Merrill, Li, & Jones, 1991). This theory

asserts that different kinds of knowledge

and skills require different kinds of trans-

actions. A transaction shell is the structure

of a transaction, which identifies the inter-

actions parameters and knowledge repre-

sentation needed for any given class of

transactions (Merrill et al., 1991). The trans-

action configuration system provides

instructional designers with a wide range

of instructional parameters. These parame-

ters control the nature of the interactions

with the learner, and allow transaction

shells to be tailored to a particular student

population, learning environment, and

learning task (Merrill et al., 1991). Transac-

tion theory was created around the use of

interactive technology, and thus is

uniquely applicable to e-learning environ-

ments. 

JOHN KELLER’S ARCS MODEL

John Keller ’s ARCS model is a problem-

solving approach to designing the motiva-

tional aspects of learning environments to

stimulate and sustain students’ motivation

to learn (Keller, 1983, 1987). Motivation is a

desire to reach a goal, and is divided into

two parts: extrinsic and intrinsic motiva-

tion. Extrinsic motivation comes from out-

side the learner, while intrinsic motivation

comes from within the learner. The four

components of the ARCS model are atten-

tion, relevance, confidence, and satisfac-

tion. Motivation is an essential variable in

the successful completion of any educa-

tional task (Briggs, 1980). Keller asserts that

his model offers instructional designers

systematic guidelines for designing the

motivational components of instruction

(Visser, Plomp, Amirault, & Kuiper, 2000).

Even though technology offers a variety of

ways to deliver effective learning opportu-

nities, learners face the same motivational

issues in e-learning environments as they

do in traditional classroom environments

(Visser et al., 2000). Therefore when

attempting to design effective e-learning, it

is imperative that the designer keep

learner motivation and the use of motiva-

tional strategies in mind. Motivational

strategies should be incorporated in the
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design of instructional materials, as well as

in the steps that guide learners through

the learning process to deliver the best out-

comes (Visser et al., 2000). 

SUMMARY

E-learning involves the interplay of con-

ceptual and procedural knowledge, in

both the instructional content and the

instructional environment. Care must be

taken in the design phase to ensure that

choices made are based on sound learning

theory, instructional methods, instruc-

tional design practices, and instructional

theory. E-learning is not about the technol-

ogy, and should not be driven by the tech-

nology. Instead, effective e-learning is

created only when the pedagogy of the

course drives the design (Nichols, 2003).

Therefore, instructional design practitio-

ners should keep the following in mind as

guidelines for effective e-learning design.

KNOW YOUR LEARNER

At the center of any e-learning environ-

ment is the learner. It is therefore

imperative that e-learning courseware be

learner-centered and not content-centered.

By paying close attention during the

learner analysis phase, will allow designers

to create e-learning courses based on

learner characteristics, and not based on

the content and the technology.

DEFINE LEARNING AND/OR 

PERFORMANCE GOALS

Unfortunately, many e-learning courses

fail to identify learning and performance

goals (Clark & Mayer, 2003). If design prac-

titioners do not know where their learners

are going, how can they affectively map

out the best route to get them there? By

neglecting this step, the result is

courseware that does not build knowledge

or skills. The result is e-learning that does

not foster learning at all. 

SELECT APPROPRIATE INSTRUCTIONAL 

METHODS

A byproduct of knowing the learning

and/or performance goal upfront is being

able to select appropriate instructional

methods. By selecting appropriate instruc-

tional methods, such as learner-centered

design, scenario-based learning, and prob-

lem-based learning, learning is accommo-

dated. E-learners will be more likely to

reach the learning and performance goals

more effectively and efficiently (Clark &

Mayer, 2003). 

APPLY APPROPRIATE LEARNING 

THEORIES

At the root of every decision about the

design of e-learning courseware should be

the sound understanding of what is learn-

ing, how it takes place, and what research

tells us about what factors lead to learning

(Clark, 2002). Learning theories attempt to

explain how learning takes place. Utilizing

concepts of behaviorism and congitivism

appropriately will influence the success

rate of e-learning courseware. 

APPLY SOUND INSTRUCTIONAL

DESIGN METHODOLOGY

Designing effective e-learning requires

that it be grounded in a sound design

approach. The need for instructional

design as a necessary component to effec-

tive e-learning design is now being real-

ized (Siemens, 2002). The successful design

of e-learning relies on the careful consider-

ation of underlying pedagogy of how

learning takes place online (Conrad, 2000).

In most instances, instructional design

models for e-learning closely follow those

of traditional classroom learning. The steps

of planning, implementation, and evalua-

tion must be present to increase effective-

ness.
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APPLY SOUND INSTRUCTIONAL 

THEORIES

According to Richey (1986), theory can

either explain relationships among vari-

ables, or how to do a procedure. Seels

(1997) describes theory as an explanation

of phenomena that help us understand

and deal with the world. Reigeluth (1997)

says that design theory is goal-oriented

and tries to offer means for accomplishing

a given end. It is important for practitio-

ners to implement sound instructional the-

ory into their everyday practice because a

lot of the things we design just do not

work (Winn, 1997).

By following these guidelines, e-learn-

ing designers will create learning

courseware that delivers the learning and

performance results wanted. They will also

help to facilitate learning and build knowl-

edge and skills that can be transferred back

to the learner’s real world environment

(Clark & Mayer, 2003). Also, by following

these guidelines, learning will be more

effective and efficient for the learners. This

will no doubt have a positive effect on

learner motivation and decrease attrition

rates (Clark & Mayer, 2003). 

CONCLUSION

Emphasizing the systematic use and inter-

action between pedagogical models,

instructional strategies, learning theories

and instructional theories will produce a

more grounded approach to design of

effective e-learning. Practitioners must

adopt a “theory-into-practice” design

framework in order to craft effective e-

learning courseware. E-learning, like all

other forms of learning, must be grounded

in sound epistemological frameworks in

order to be effective (Bednar et al., 1991).

As practitioners, e-learning designers must

develop an awareness of what theories

underpin learning and instructional

design. By developing this awareness, a

true marriage between theory and practice

can take place. It is only through the sys-

tematic blending of sound learning theory,

instructional design theory, and instruc-

tional design practices, that effective

e-learning courseware can be obtained. 
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Broward Community 

College’s E-learning 

Strategic Plan

Donna L. Merolle

A good plan is like a road map; it shows the final destination and usually the best

way to get there.

—H. Stanley Judd

INTRODUCTION

stablishing an organization’s direc-

tion will help in selecting the right

road and assist the organization in

increasing its growth and effectiveness.

Periodic evaluations by institutional lead-

ers are required to determine if the needs

and expectations of its members and con-

stituents are being met. According to Wil-

bur, Kudla Finn, and Freeland (1994),

“There should be a well-defined and

understood strategic plan which the orga-

nization’s staff, as well as its board or gov-

erning body, uses to guide program

activities, allocate resources, and assess the

organization’s achievements (p. 1).

Strategic planning is not a laundry list of

changes and programs that contributors

desire. Instead, it is a realistic look at the

changes that are taking place, both inside

and outside the organization that are and

will influence the ability of the institution

to carry out its mission. A strategic plan

does not provide the who, what, and

when; these are the function of an opera-

tional plan. Instead, it broadly maps out

the strategies the organization should pur-

sue to maintain its desired character and

identity within a prescribed timeframe

(Wilbur et al., 1994, p. 2).

EDUCATION MASTER PLAN—

BROWARD COMMUNITY COLLEGE

Broward Community College (BCC) has

three main campuses and six educational

centers. Each campus, in addition to offer-

ing a comprehensive curriculum of univer-

sity transfer programs, offers career and

technical programs that prepare students

for careers in health science, aviation, auto-

motive, and public safety, to name a few.
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In August 2004, Broward Community

College contracted with the Voorhees

Group LLC to assist in the development of

an educational master plan (EMP). The

purpose of the plan was to address BCC’s

ability to respond to the projected growth

in Broward County and to make strategic

choices about the future of the college. The

process used by the Voorhees group to

establish the EMP consisted of 11 county-

wide strategy sessions as well as interviews

with college administrators, faculty leader-

ship, and students. In addition, business

leaders, economic development specialist,

and personal from the public school sys-

tem along with administrators from uni-

versities located in close proximity to BCC

were interviewed. The final plan consists

of 26 strategies to meet nine major goals. 

The EMP called for the institution to

“reach out in new ways to new and existing

students thorough a range of new activities

(Voorhees Group, 2006b, p. 3). Specifically,

goal seven called for the re-examination of

format and delivery options for all courses.

Recognition  of e-learning’s strategic

importance by BCC leadership cumulated

in a task force composed of 25 faculty, staff,

and administrators that went on to develop

a blueprint to guide the growth and impact

of e-learning at Broward Community Col-

lege. The EMP elevated e-learning as a

means of addressing some of the chal-

lenges BCC is facing and as a result a 3-year

e-learning plan was developed that

defined the scope, goals, and outcomes for

e-learning along with strategies and initia-

tives for implementation.

E-LEARNING AT BCC

BCC has a track record of successful e-

learning initiative over the past seven

years. Driven by operational strategies

such as "developing the 21st century pro-

fessor," enrollments in fully online,

blended e-learning and WebCT based

course sections exceeded 47,000 in 2008. In

the 2008-09 academic year, students will be

able to earn an AA degree in the several

programs as well as a number of AAS and

AS degrees totally online.

According to Russ Adkins, associate vice

president of instructional technology at

Broward Community College, “What

began as a faculty development initiative in

the late 90s is now a strategic initiative

impacting all campuses, nearly 50% of the

full-time faculty, and thousands of stu-

dents” (personal communication, Decem-

ber 13, 2006). Roundtable discussions

produced the following working objectives:

• to increase strategic awareness of cur-

rent flexible learning alternatives at

BCC as well as how flexible learning

growth is accelerating nationally and

globally;

• to demonstrate how flexible learning

can provide new choices for BCC espe-

cially as a tool to manage enrollment

growth and classroom capacity.

• to provide twenty-first century learning

options that provide flexibility for “digi-

tal natives” (students) who find com-

muting, employment, and family

responsibilities inhibit their access to

BCC;

• to use the education master plan as a

tool to engage BCC’s administrative

leadership and faculty in planning to

position flexible learning as a key strat-

egy for student access to course and

degrees;

• to create a 3-year plan to strategically

increase the use of flexible learning at

BCC, and secure the internal resources

through BCC’s budgeting cycle to effec-

tively operate BCC’s plan;

• to evaluate contemporary content,

course development, and delivery mod-

els that support increasing the scale of

BCC’s e-learning activities while ensur-

ing quality learning;

• to prepare BCC for a Southern Associa-

tion of Colleges and Schools substantive

change review of its e-learning initia-

tives (Voorhees Group, 2006a).
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IMPETUS FOR CHANGE

Since more than 95% of courses offered at

BCC are delivered face-to-face in a tradi-

tional classroom setting, what are the

forces behind the increasing commitment

to distance education? Several factors have

been identified that address this question.

According to Oblinger, Barone, and

Hawkins (2001), the force driving e-learn-

ing initiatives at most institutions falls into

one of four categories. They either wish to

expand access, generate new revenue,

serve as a catalyst for institutional transfor-

mation or alleviate capacity constraints.

Capacity constraint is one of the issues at

BCC. The infrastructure cannot accommo-

date the growing college-aged population

and enrollments, making more distance

education programs necessary. It is hoped

that by leveraging scalability of e-learning,

existing place-bound capacity constraints

can be avoided. 

The timing for BCC to plan for expan-

sion of e-learning is especially good, as

e-learning throughout the United States is

experiencing rapid growth. According to

the Sloan Consortium (2006) “Nearly 3.2

million students were taking at least one

online course during the fall 2005 term, a

substantial increase over the 2.3 million

reported the previous year“ (p. 1). Institu-

tional transformation is also a motivating

factor. Planning for e-learning can provide

a powerful catalyst for transforming a

wide range of current practices at BCC as it

seeks ways to best to serve current and

emerging learners.

A second reason for institutional sup-

port of e-learning is that students are shop-

ping for courses that meet their schedules

and circumstances. Adult learners need

flexibility, choice, and convenience.  Adult

focus groups conducted at BCC in 2004

found that participants agreed that flexible

class schedules and learning options were

major motivators in persuading them to

select a school. Many stated they would be

drawn to a college that understood the

need to maintain full-time jobs and

responsibilities associated with families.

Online courses were consistently men-

tioned as a desired alternative or supple-

ment to traditional course hours. Learners,

including adults who commute to work in

ever more congested conditions, are

increasingly cautious about how they allo-

cate their time. Development of alternative

formats (compressed, 5-week, 8-week, Sat-

urday) for courses as well as accelerated

alternative online delivery strategies

(Internet, hybrid, technology-enabled) will

help BCC meet learner needs (Broward

Community College, 2006). This was

affirmed by older students who view

online as a reasonable alternative to bat-

tling traffic to attend traditional classes.

Technology expectations are another

driving force behind BCC’s commitment

to e-learning. Students are increasingly

savvy when it comes to technology.

Today’s teenagers are unlike any previous

generation in their exposure to multimedia

and the Web. A recent survey by Lenhart,

Madden, and Hitline (2005) found that

87%, or 21 million, teens use the Internet;

51% go online on a daily basis; 81% play

games online; 76% get news online; 43%

have made purchases online; 45% have

cell phones, and 33% are texting; 75% use

instant messaging to communicate but also

share links, photos, music and video; 51%

report broadband access.

Millennial students (born between 1982

and 2002) consider technology a natural

part of their environment and want to learn

collaboratively, online, in their time, and

working on solving problems that matter

(Apple Computer, 2003). The simultaneous

use of multimedia (i.e., instant messaging

while playing a computer game) adds up to

8½ hours of recreational media exposure

daily (Kaiser Family Foundation, 2005).

These traditional age students (18 to 24) are

making up a large and growing segment of

community college enrollments. As of 2001,

students under the age of 22 constitute 42%

of all credit-seeking students at community

colleges (Adelman, 2005). In general, stu-
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dents expect faculty to incorporate technol-

ogy into their teaching and be proficient at

it. At the very least, communication via

e-mail, access to online resources, Power-

Point presentations, Internet activities, dis-

cussion boards, and electronic classrooms

are expected. 

According to the Sloan Consortium

(2005), online education has become part

of the mainstream of American higher

education. They report that the majority of

academic leaders feel that online education

“is critical to the long-term strategy” of

their institutions (p. 7). BCC believes the

development of e-learning programs and

degrees is a service to their students and a

marketing/positioning strategy for the col-

lege. The goal is to ensure that students in

BCC’s service area can find the courses,

programs, and degrees they need, in the

delivery format most suitable for them,

without having to look elsewhere. 

BCC is, however, seeing competition not

only from public community college in

Florida, but also private institutions who

offer online associate of arts degrees.

Almost 5 million of the 20 million student

enrolled in degree-granting institutions

attend for-profit colleges (National Center

for Education Statistics, 2005). Abolishment

of the 1992 federal 50% rule which in the

past had prevented any college that enrolls

more than 50% of its students at a distance

or provides more than half of its courses

via distance education from participating

in federal student-aid programs, will spur

on a new wave of for-profit schools offer-

ing online education (Carnevale, n.d.).

Public institutions are also a big part of the

growth of e-learning. In Florida, 13 of the

28 community colleges offer complete

online degrees (Florida Distance Learning

Consortium, n.d.).

STRATEGIC E-LEARNING PLAN

The E-learning Task force adopted seven

strategies to expand e-learning options at

Broward Community College.

• Strategy 1: Select programs/certifi-

cates/degrees for priority e-learning

development and delivery.

• Strategy 2: Improve and accelerate the

course redesign/e-learning course

development process.

• Strategy 3: Develop master e-learning

courses that can be readily adopted for

delivery by full- and part-time faculty,

collegewide.

• Strategy 4: Seek approval from the

Southern Association of Colleges and

Schools to offer online degrees. Satisfy

all qualitative criteria associated with

this “substantive change.”

• Strategy 5: Align collegewide proce-

dures, policies, and collective bargain-

ing agreements procedures with

e-learning initiatives.

• Strategy 6: Develop internal and exter-

nal awareness of e-learning’s role at

BCC.

• Strategy 7: Ensure that e-learning

delivers return on investment and is sus-

tainable (Voorhees Group, 2006b, p. 2).

A graphical representation (Figure 1) of

the strategic plan denotes a linear process

that progresses through a logical sequence

of events. The first step is to identify those

programs/certificates/degrees that should

receive priority for e-learning develop-

ment and delivery. These programs will be

both new and those that are nearly com-

plete but have gaps that can quickly and

easily be completed. Alignment of these

programs to the mission and goals of the

college will need to occur on several levels.

Approval from the Southern Association of

College and Schools to offer online degrees

is paramount to the success of online edu-

cation at BCC. Preparation for a substan-

tive change visit will require compliance

with issues related to academic and stu-

dent services, course quality, congruency

with the college mission statement and

student readiness and success. College-

wide policies/procedures, along with fac-

ulty collective bargaining, will also have to
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be considered. Current contractual

requirements related to work load, student

contact, and office hours are not congruent

with actual roles and responsibilities of

online faculty. Resolution of these types of

issues must be part of the strategic plan if

e-learning is to move forward and diffu-

sion of technology is to occur. 

The third step will be to improve and

accelerate the course development process.

This will affect how courses are designed,

developed, and updated. With the

approval process smooth, timely, and effi-

cient, the focus can shift to course design

and development. Master course is a strat-

egy for adding additional sections of an

existing e-learning course. Full-time and

part-time faculty can be utilized to teach

courses they themselves have not devel-

oped. This allows flexibility and opportuni-

ties to meet scheduling needs that was not

possible when a single faculty member was

responsible for teaching a course.

The final two strategies are an integral

part of the strategic plan. Marketing e-

learning to various stakeholders at BCC is

tied directly into the sustainability of the

programs and department. Positioning e-

learning among existing and potential stu-

dents ensures that e-learning classes are

full and student learning needs are being

met. Consumer satisfaction goes a long

way in retaining old and recruiting new

students. Internal awareness by faculty

and college leadership regarding the

importance of e-learning is also important.

The goal is to make e-learning a thread in

the very fabric of BCC. Aligning strategic

initiatives between the college and instruc-

tional technology is one way of doing this.

SUMMARY

There are many reasons why institutions

of higher education do not develop strate-

gic plans for e-learning. Broward Commu-

nity College’s work in this area is unique

and will pave the way for ongoing plan-

ning, implementation, and evaluation of

future e-learning initiatives. This plan will

need to be modified on the short-term and

definitely will undergo revision over the

long-term. It does, however, provide a

venue for recognizing the progress made

by BCC while detailing the steps needed to

continue that progress. The ultimate out-

come for this plan is to increase e-learning

opportunities for students. According to

the Voorhees Group LLC (2006b), the

accomplishment of this has been initiated

Figure 1. Graphical representation of e-learning strategic plan.
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by incorporating the following elements of

strategy into the e-learning strategic plan:

• the foundation, direction, and outcomes

for expanding flexible learning opportu-

nities for students;

• quality assurance for e-learning, relying

on assessment of learning and student

feedback;

• the development and use of learning

objects as an efficient vehicle for pro-

moting quality and access to courses;

• data collection, analysis, and synthesis

to guide future choice in e-learning;

• seeking wide support of the college

community including periodic report-

ing on progress in providing flexible

learning opportunities for students,

whether by e-learning techniques or

otherwise throughout the college’s

courses and programs;

• a collaborative model that ensure effi-

cient scheduling of classes and other

learning experiences for the benefit of

current and future students;

• a stance that does not create dependen-

cies on external vendors, rather a set of

strategies that provides for BCC to con-

trol and refine its own curricular des-

tiny;

• accountability for units and individuals

to specific actions over specified time

frames; and

• standards, criteria, and evaluation to

ensure that accountability (p. 26).
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Web-Based English

as a Second Language 

Instruction and Learning

Strengths and Limitations

Daisy Pino

INTRODUCTION

he increasing use of personal com-

puting and the Internet makes

available a new set of instructional

possibilities. Web-based language instruc-

tion offers various innovative alternatives

to conventional modes of language learn-

ing. Second language (L2) acquisition is a

complex process that requires extensive

exposure to the target language within a

wide variety of authentic auditory, verbal,

and written contexts, so new forms can be

constructed and incorporated into the

learner’s linguistic repertoire (Chomsky,

1959). As the Internet has become more

readily accessible, institutions have

extended the use of online language mate-

rials and course delivery systems

(Chapelle, 2001; Liu, Moore, Graham, &

Lee, 2002). 

Statistics regarding the increasing num-

ber of foreign-born U.S. residents demon-

strate the present growth in demand for

schools to provide English as a second lan-

guage (ESL) programs at all levels of

instruction. Data from the U.S. Census

Bureau indicate that in 2004, 34 million

U.S. residents were foreign-born, a 2.3%

increase from 2003, representing 12% of

the nation’s total population (U.S. Census

Bureau, 2006). Waters (2007) reports that

between 1989-1990 and 2004-2005, enroll-

ment of ESL elementary and secondary

school students increased 150%, from 2

million to more than 5 million. Conse-

quently, using the appropriate tools and

technologies that help teach English as a

second language has become critical.

Therefore, it is becoming increasingly

important to analyze the strengths and

limitations of Web-based instruction to

determine what principles and practices

are most effective with ESL students.
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STRENGTHS OF

WEB-BASED ESL INSTRUCTION

Most ESL learners from culturally and lin-

guistically diverse backgrounds generally

reveal different learning strategies, atti-

tudes, and motivations. In traditional lan-

guage classroom settings, ESL learners are

constantly exposed to communicative

tasks in which they are expected to dem-

onstrate their language competence in

front of others. In such situations, self-con-

sciousness and the fear of making mistakes

can cause strong feelings of frustration and

anxiety. The Affective Filter Hypothesis of

L2 acquisition proposes that negative emo-

tions such as anxiety or simply lack of con-

fidence can function like a filter that blocks

the language acquisition process. There-

fore, for optimal learning to occur, the

affective filter must be weak (Krashen,

1982). 

Web-based language instruction can

promote independent learning in a non-

threatening environment. Seferoglu (2005)

analyzes ways computers allow learners to

enjoy privacy while practicing foreign

sounds and words which facilitates the

mastery of communicative skills. Learners

can imitate native speaker models of pro-

nunciation while acquiring contextualized

listening skills, readily available at any

time. Even introverted learners can listen

to their voices and use self-correction

methods without being witnessed by any-

body else. Online language instruction can

provide a sheltered learning environment

conducive to improvements in learners’

pronunciation. Learners can practice at

their own pace and then demonstrate their

newly acquired language skills without

experiencing intense feelings of anxiety.

The adaptation of traditional language

instruction to an online environment pro-

vides ESL learners with abundant oppor-

tunities for the acquisition and mastery of

challenging English patterns. When com-

pared to receptive skills, productive skills

such as speaking and pronunciation have

been proven to be a much more difficult

process, and learners usually do not have

natural exposure to the target language out

of the classroom (Seferoglu, 2005). Com-

puter-mediated instruction can facilitate

exposure to the target language by acting

as a tool to increase verbal exchange

(Green, 2005). In online settings, ESL learn-

ers can interact with other learners and

perform a variety of verbal language func-

tions by asking questions, giving

responses, sharing opinions, making sug-

gestions, and correcting themselves and

each other. This interactivity would add

the human element that computer-assisted

learning components lack. Students and

language instructors would be able to com-

municate with each other across geo-

graphic boundaries mostly through

synchronous or asynchronous communi-

cations (Dekaney, 2003). In synchronous

communications, users carry out discus-

sions using the technology at the same

time (e.g., instant messaging or chats). In

asynchronous communications, users

transmit information at different times

(e.g., messaging on electronic discussion

boards and e-mail). Electronic discussion

boards are now being used to provide a

natural language learning environment

that promotes learners' social interaction

and creates an authentic discourse com-

munity (Al-Jarf, 2004).

When providing online instruction, it is

essential to take into consideration the stu-

dents’ individual leaning styles. Arnette

(2000) stresses that when the appropriate

learning environment is provided, learners

can choose the best time for them to prac-

tice without embarrassment, practicing as

many times as necessary until mastery is

attained. Web-based instruction and other

technological resources give language

learners the flexibility to select their own

learning material adapted to their individ-

ual interests and capabilities. Therefore,

instructors should introduce flexible,

resource-based ways of learning which

enable greater learner control and auton-

omy (McDonough, 2001).
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The rapid increase of global educational

opportunities is constantly breaking geo-

graphic boundaries. Electronic modes of

instruction that are commonly used to

deliver education at a global level gener-

ally require the use of the English lan-

guage. Online learning provides an equal

opportunity for learners with different cul-

tural backgrounds and personalities,

thereby diminishing apprehension as well

as increasing involvement in the use of

language. Within this context, the Web can

be a significant resource to obtain English

language proficiency. Furthermore, com-

puter-mediated interactions between users

in different locations present possibilities

for academic and professional advance-

ment (Wang & Sutton, 2002). 

The acquisition of a foreign language

requires a language-rich environment in

which learners are continuously exposed

to productive skills. McDonough (2001)

refers to the extensive variety of

approaches online programs offer as a way

to provide engaging multiple-format

methodologies to language learning. Such

applications contain humorous clips, color-

ful graphics, motion pictures, video, and

sound, all integrated into real-life settings.

In addition, language learners have limit-

less access to videotaped instructional ses-

sions, notes, PowerPoint presentations,

podcasts, tutorials, practice exercises, and

assessments, among other learning materi-

als that generally provide immediate feed-

back minimizing the possibility of

acquiring inaccurate language patterns. 

Another way to improve L2 language

skills using the Internet is electronic mail.

Exchanging e-mail can be a productive,

creative, and motivating communicative

way to learn and apply writing abilities in

L2 environments (Arnette, 2000). The use

of the Internet serves as a virtual modera-

tor between the learner and the world,

shaping and expanding L2 knowledge of

English patterns. While writing e-mail,

learners can build vocabulary and master

grammatical forms required for successful

communication. Since the use e-mail to

communicate has become so widespread,

ESL learners can practice their English

writing skills in various contextualized

real-life environments. 

The Web offers language instructors an

array of possibilities to create teaching

resources. There is a wealth of easily acces-

sible, user-friendly information on the Web

for instructors to develop online materials

or integrate existing language learning

activities into their lessons. Morrison (2002)

identifies accessibility—24-hour indepen-

dent access to course information, renew-

ability—updating course material, and

adaptability—modifying Web-based activi-

ties to provide attention to students’ spe-

cial needs, as some of the multiple

advantages to designing online interactive

language learning activities. Web pages

that meet accessibility guidelines for indi-

viduals with disabilities should also be

considered, so that students with special

needs are not ignored. It is important to

mention that the integration of Web-based

language instruction also demands teacher

expertise in the use of technology, which

can be acquired through hands-on training

programs (Torres-Velasquez, 2006).

LIMITATIONS OF

WEB-BASED INSTRUCTION

Despite its rising popularity, Web-based

language instruction has also been subject

to extensive criticism. Mason, Manton, and

English (2005) affirm that inequitable

access and failure to keep pace with tech-

nology represent aspects of concern, since

this situation has created a divide among

learners. This division predominantly

affects economically deprived learners

who do not have full access to technology

at institutions or at home. For learners with

disabilities, it could also be difficult to par-

ticipate in activities that require the use of

technology because some instructional set-

tings do not have the equipment compati-
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ble with their learning or physical needs

(Jerome & Barbetta, 2005).

In terms of the benefits of student inter-

action using the Internet within culturally

diverse environments, Kramsch and

Thorne (2002), question the assumption

that computer-mediated communication

naturally helps learners to understand

their cultural conditions of language use

and to build a global common ground for

intercultural understanding. In their study

of French-American telecollaboration, they

found that students faced intercultural

misunderstandings based on the limited

knowledge of the “different social and cul-

tural conventions under which each party

is operating” (p. 90) and “very little aware-

ness that such an understanding is even

necessary” (p. 98). 

Although some language instructors

acknowledge the variety of authentic audi-

ences the Internet provides, they fear cer-

tain online contexts such as blogs may

contribute to “the demise of the written

word.” These instructors have noticed that

students’ blogs show a great deal of slang,

graphics, as well as fewer prepositions and

capitalizations (McPherson, 2006). These

emerging patterns could be particularly

problematic for L2 students since they may

still be trying to incorporate new language

patterns and are not able to discern correct

usage. It is interesting to note that while

some researchers assume that e-mailing

has promoted a lack of seriousness regard-

ing writing usage (Burns, 2006), others

consider that Internet writing is just adapt-

ing some inconsequential changes (Gold-

stein, 2005).

E-mail has become an accepted means

of communication between university stu-

dents and their professors. However, many

ESL students seem to ignore certain e-mail

etiquette rules, probably because of lack of

experience or because they have never

been exposed to such rules. According to

Biesenbach-Lucas (2007), reports of faculty

disturbed by the frequency, content, and

linguistic form of their ESL students’

e-mail messages are common. Aspects such

as inappropriate salutations, abbreviations,

spelling and grammar errors, impolite

tone, proficiency level, length, and e-mail

etiquette rules often result in negative

assessments of the students’ personalities. 

 Some scholars regard the use of the

Internet as inapplicable in terms of optimal

instructional practices. Mason et al. (2005)

claim that the Internet can divert learners

from their work, promote superficial and

injudicious reasoning, substitute social

interaction, and lead to short-term memory

problems as well as difficulties concentrat-

ing. Once submerged in the cyberworld,

learners tend to procrastinate and waste

time while surfing, looking for unrelated

information, or playing computer-gener-

ated games instead of focusing on their

learning tasks. Some critics observe that

through the use of the Internet, students

have access to undifferentiated informa-

tion. If learners are not able to distinguish

accurate from inaccurate, outdated from

updated sources of information, they could

apply erroneous data to their learning tasks

(Moreno & Valdez, 2005). From a cognitive

and psychological perspective, Schwartz-

man and Tuttle (2003) maintain that since

computers are incapable of transmitting

emotions, a variety of essential cognitive

functions such as decision making, percep-

tion, and meaningful learning, among

other complex tasks, may not be properly

developed. Consequently, the lack of per-

sonal interface while interacting with tech-

nological devices could interfere with

creativity, an essential component in L2

learning.

Another important aspect to consider

regarding online language instruction is

the problems that may emerge from Web-

based testing. Familiarity with computers,

typing speed, and accidental double-clicks

are just a few of the many factors that can

negatively affect students’ scores. Down-

load times, complexity of the page, com-

puter speed, server failure, browser

incompatibilities, and a series of other situ-
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ations could affect students while taking

timed tests. Some online tests require con-

siderable student expertise because of their

sophisticated design. Instructors consider

that cheating, confidentiality, and item

exposure are also great sources of concern

in facilities that are not monitored or

supervised (Roever, 2001). Some scholars

also claim that for those students whose

expertise is not optimum, the integration

of computer-mediated instruction has

resulted in high levels of anxiety (Mat-

sumura & Hann, 2004).

THEORETICAL FOUNDATION

The convergence of constructivism, as a

learning theory, and technologically

advanced instructional practices in second

language acquisition, have gained increas-

ing attention (Wang & Sutton, 2005). Lan-

guage is assumed to be individually

constructed by incorporating meaningful

associations obtained through past experi-

ences into an existing set of linguistic ele-

ments; therefore, integrating constructivist

perspectives into L2 acquisition can serve

as a theoretical foundation for the imple-

mentation of effective instructional prac-

tices (Liu, Moore, Graham, & Lee, 2002). 

Piaget (1929) refers to learning as an

active process of accommodation and

assimilation in which new ideas or con-

cepts are constructed through the expo-

sure to new experiences, based on current

and past knowledge. Piaget’s theory of

learning has been of vital importance on

the development of current constructivist

positions. Piagetian principles focus on

learners’ freedom to achieve meaning con-

struction through personal experiences as

well as collaborative peer interactions as an

individual process. As a result, learners can

assert absolute ownership of their knowl-

edge construction capabilities. The role of

technology would then be to provide addi-

tional opportunities to learn and practice

the new language in real-world contexts

(Green, 2005). 

In language learning, the use of the

Internet represents a significant element of

technology that supports the constructivist

learning theory. In one exercise, multiple-

choice questions to check comprehension

and vocabulary are presented. If answered

correctly, a piece of a puzzle shows. Then,

the completed puzzle becomes an authen-

tic picture related to a certain culture

linked to a relevant site on the Internet, so

the learner can go exploring topics related

to that culture. This exercise provides the

learner with opportunity for cognitive dis-

covery and the construction of meaning

(McDonough, 2001). In addition, learners

have access to thousands of valuable lan-

guage learning activities, drills, tutorials,

and quizzes that facilitate practice in read-

ing, speech, grammar, and writing, the

four literacy skills necessary for language

acquisition.

In terms of cognitive constructivism,

Jonassen, Peck, and Wilson (1999) agree

with constructivist views that knowledge

is constructed by the individual, rather

than transmitted to the individual for the

construction of meaning. They stress that

sense-making develops through inferences

that have been built and tested by means

of sensory experience, a crucial element in

L2 acquisition. In this view of learning, it is

assumed that one individual cannot fully

understand anything in exactly the same

way that another individual understands

it. Meaning making, Jonassen (1996)

explains, is at the core of constructivist phi-

losophy. Taking this theory into consider-

ation, Winn (2002) notes that instructional

technologists design sophisticated lan-

guage learning and teaching tools that

integrate a variety of learning styles.

Elaboration theory and cognitive flexi-

bility theory both relate to views of learn-

ing within the framework of Web-based

instruction and learning. Elaboration the-

ory (Reigeluth) refers to the organization

of course materials and serves as a pre-

scriptive framework for selecting, sequenc-

ing and organizing instruction. According
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to this theory, in order to attain optimal

learning, instruction should be organized

in increasing order of complexity (Reige-

luth, 1992). Cognitive flexibility theory

(Spiro) addresses learning and instruction

in complex and ill-structured knowledge

domains. The theory addresses advanced

learning, the development of flexible cog-

nitive representations, and the ability to

use knowledge adaptively. It was formu-

lated to support interactive technologies

that provide a case-based approach to

knowledge acquisition, including hyper-

text and Web-based instruction (Spiro, Col-

lins, Thota, & Feltovich, 2003).

CONCLUSION

The potential to integrate effective Web-

based instruction into ESL courses for their

immediate application can add a valuable

new dimension to language teaching and

learning. Web-based instruction offers a

variety of content, approaches, and media

that allow flexibility. It also offers a great

number of meaningful activities, often

available at no cost, designed according to

different learning styles and within pro-

ductive, authentic contexts. The Web is an

innovative tool for language teaching that

presents both strengths and limitations.

Unconstrained access to Web resources

breaks the limitations of time and space,

presents a flexible platform for learning,

and offers engaging structures for active,

authentic, student-centered learning. It

facilitates a collaborative language learning

in which ESL learners may even become

willing collaborators in the construction of

knowledge. Of the many available options,

instructors should select the appropriate

technology that meets practical instruc-

tional objectives, definite application of

instructional materials, and active learn-

ing within pedagogically and scientifically

sound contexts.
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South Carolina Distance 

Education Program

Southern Tradition Updated

for the Twenty-First Century

Julie Prommasit

INTRODUCTION

he University of South Carolina is

the oldest institution for higher

learning in the state. It was first

chartered in 1801 as the South Carolina

College and was a highly respected institu-

tion. The university was rechartered in

1906 as the University of South Carolina

(USC). It was the first South Carolina col-

lege to gain regional accreditation. In the

early decades of the twentieth century, the

university flourished. The Depression,

however, had a negative effect on enroll-

ment, and the need for a distance educa-

tion program became apparent. 

THE ERA OF DISTANCE EDUCATION

In 1937, Havilah Babcock, a long-time pro-

fessor and administrator, summed up this

new feeling: “If you can’t come to the uni-

versity, then the university will come to

you.” Correspondence courses began to be

offered, and professors traveled to meet

with groups of students. In the 1950s,

regional campuses began to open. The first

extension campus opened in 1957 in Flo-

rence, followed by campuses in Beaufort,

Lancaster, and Conway in 1959, and in

Aiken in 1961. The extension campuses

were envisioned as entry points for stu-

dents. These campuses had the same stan-

dards as the main campus in Columbia,

but were only intended to be 2-year insti-

tutions. After students completed their

freshman and sophomore years, they

would have to transfer to the main campus

of USC or another state university

T
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(Lesesne, 2001). The satellite campus

approach continues today. Currently, there

are campuses in Aiken, Beaufort, Lan-

caster, Salkehatchie, Sumter, Union, and

Spartanburg. 

TELEVISED COURSES

The advent of the televised courses

came in the 1960s with a partnership

between South Carolina Educational Tele-

vision and USC (Bridwell, 1981). It began

with closed circuit television broadcasting

of classes, and has grown to a mix of closed

circuit classes and satellite uplinked classes

that can be viewed literally nationwide.

The satellite classes are made possible by

sharing of six channels with K-12 educa-

tion programs. During the day, from 8 A.M.

until 4 P.M., the channels are mostly

reserved for K-12 education. There are

some time slots available for daytime

broadcasting, and the university takes

advantage of these slots whenever possi-

ble. However, the bulk of satellite broad-

casting of USC’s distance education classes

occurs between 4 P.M. and 10 P.M.

There are 10 studios on the USC cam-

pus, scattered among the colleges that use

the distance education classes the most. All

studios are linked with the Master Control

Center, located in the USC School of Law

building. Here, technicians supervise the

classes being recorded in the studios

around the campus. The Master Control

Center, which is operational from 8 in the

morning until 10 at night, serves as the

uplink point for classes being sent to either

closed circuit television or the satellite (B.

Jenkins, personal communication, January

30, 2007).

These classes are designed for synchro-

nous instruction, and the studios allow the

instructors to display information to the

audience in a variety of ways. There are

large Smartboards in the classrooms,

which allow instructors to use their com-

puters or slates to share information to the

class. There is an overhead camera that

looks directly down on the instructor’s

desk as well. This allows the instructor to

share books, articles, or other materials

that are not in an electronic format.

The instructors have several resources

at their fingertips. A clip-on microphone

ensures acceptable sound quality while

they are lecturing. Since it is wireless, they

are not restricted to their desks during the

class period. While the technician controls

most of the signals, the instructors can

choose what signal they want to be shown

on the air. They can switch between the

computer, their laptop, an overhead shot,

or one of the other three cameras in the

room. 

The overhead camera in particular is an

important tool for the instructor. While

some professors prefer using computer

programs, some materials, such as books,

are not easily converted to digital format. A

book, map, or any physical object can be

placed on the instructor’s desk or podium

for demonstration. The overhead camera

can be adjusted for angle and focus to

obtain an optimal view of the object, allow-

ing all students, both in the classroom and

in satellite viewing stations, to see the

object clearly. 

A monitor shows the instructor what is

going out over the air, as well as messages

from the technician who is recording the

class. The monitor allows the instructors to

see the view the students are receiving, so

they can adjust the object if needed. The

technician also uses the monitor to send

the instructors messages, such as time

warnings when it is almost time for the

class to end. This is essential, since sched-

uling for studios and satellite channels is

arranged ahead of time, and it is critical

that classes begin and end on time. 

Since the classes are televised, students

at other locations can call in with questions

or comments during the class. When a call

comes in, the technician turns on the sign

to let the instructor know that there is a

caller, and the instructor will engage the

switch to put the caller on the air. The
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phone system is also used for class presen-

tations. Students will send their projects in

to the instructor. They will be told in

advance their call-in order, and when it is

their turn, the instructor will show the

project to the class as the student narrates.

PowerPoint, in particular, is used for this

purpose. Even without video conferenc-

ing, a synchronized satellite class can be

very interactive. 

Not all of the studio classrooms are the

same. Some classrooms have slightly dif-

ferent arrangements or equipment, but all

classrooms allow for an interactive, multi-

media learning experience. There are a few

classrooms that have been recently

upgraded. These classrooms, in addition to

having the same basic setup as the others,

also have the specialized equipment

needed for videoconferencing. This allows

the on-site class to see the satellite campus

class. Both video and audio connections

are two-way, enriching the learning expe-

rience for both groups.

BEHIND THE SCENES

Every day, USC broadcasts hours of

classes, through closed circuit television

and satellite. But how does all of this hap-

pen? What makes the program work? It

takes a great deal of coordination and

effort. The Media Distribution and Deliv-

ery Organization is headed by a director.

Under the director are eight departments,

each with its own role to play. 

The Master Control supervisor is in

charge of running the master control

room, which directs the feed from all ten

classrooms to the closed circuit television

system and to the satellite uplink. Master

Control also connects satellite viewing sta-

tions to the appropriate studios for phone

communication. The supervisor is assisted

by two operators, who make sure that all

equipment is operational before classes are

scheduled to begin, and that all studios are

online at the scheduled times. The video

output of all studios can be monitored

from Master Control. All classes are

recorded and will be converted to

streamed video format within 24 hours.

The information resource coordinator is

in charge of the logs. It is the coordinator’s

duty to keep track of the schedule of

classes, as well as the locations and

requirements for all classes. The Informa-

tion Distribution Department is responsi-

ble for ensuring that all departments know

the schedules and commitments for the

organization, as well as any other informa-

tion that is deemed important. Any

changes that are made, such as cancella-

tions, must be reported to the IRC so that

all parties, including satellite class loca-

tions, are aware of the schedule changes as

much in advance as possible. 

The technology development technician

serves as the expert for all technical mat-

ters. The TDT creates any special projects

or materials needed by the instructors. If

there are any questions about how some-

thing involving technology should be

done, the TDT is considered the resident

expert.

The studio classroom manager ensures

that all ten studios operate in an efficient

and timely manner, and handles any

scheduling changes, in coordination with

his studio directors. The studio directors

work closely with the instructors of the

classes. They make sure that everything is

in place, so the class will run and air

smoothly. The directors coordinate the

cameras and instructional input so that

students at satellite class locations are able

to have an experience that is as much like a

live class as technically possible.

The Course Materials Department has

several areas of responsibility. A major task

is checking to make sure all course materi-

als are in compliance with copyright law;

there is a staff member who is devoted to

only that job. In addition, this department

serves as streaming site coordinator and is

responsible for ensuring that the site stays

completely up to date. They also prepare
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the material packets needed for each

course. 

The resource library keeps track of all

materials and records. Once material is cre-

ated for a course, it is maintained within

the collection. Last of all, there is an editing

department, to make sure that all materials

used in class or on the air is free from

errors, maintaining the professionalism of

the program (B. Jenkins, personal commu-

nication, January 30, 2007). 

STREAMING VIDEO: AN INTEGRAL 

ADDITION 

While the synchronized distance educa-

tion program was very strong, an external

review of the university’s use of informa-

tion technology noted a deficiency in asyn-

chronous instruction, and recommended

that the university work diligently to sup-

ply other methods of instructional delivery

(Bottum, Conrad, & Meachun, 2003).

Since the university was already experi-

enced in creating televised classes, the first

step was to create streamed videos of class

sessions, which would be available online.

The streamed classes are posted on the

USC Video Web site, ready to be accessed,

within a day of taping. Students can access

these videos by logging on a secure site

with their student id numbers. Instructors

may either allow students to view a class at

any time, or within a set time period. Most

courses, however, remain available for the

duration of the course, as evidenced by the

listings under individual courses. Students

first go to the video on the Web page, and

from there, access the pages for their

school and their course. The courses are

password-protected, and may also be

downloaded for students to review at a

later time. Podcasts, the newest form for

media, is the next step that is currently

being considered for development. With

the prevalence of MP3 players, the

demand for “lectures to go” is growing.

While podcasts are not now widespread,

this is expected to change in the future. 

Some colleges within the university

only offer limited televised classes. For

example, the Arnold School of Public

Health and the School of the Environment

only have one class each currently listed

on the streaming video page. On the other

end of the spectrum, the College of Engi-

neering and Information Technology offers

23 courses in streaming video format. Most

colleges list anywhere from four to seven

classes on USC’s Video Web site. 

ASYNCHRONOUS EDUCATION: 

ONLINE COURSE OFFERINGS

In addition to the televised courses, there

are other distance education courses that

are designed to be asynchronous in nature.

These courses utilize Blackboard as the

teaching platform. Most course interaction

occurs in this arena. Additional materials

may be provided to the students as well.

Students might have to participate in dis-

cussions, post assignments, or complete

other tasks through the term. While occa-

sionally the class might meet as a group,

the asynchronous format is designed for

students who need classes that fit into

their schedules.

ONE STUDENT’S STORY

One student in a distance education

program shared her experiences:

I had transferred to a new job within the

school. I had been an English teacher for

5 years, and I was offered a chance to

become a media specialist. The only pro-

vision was that I had to earn a master’s

degree in library science. The nearest pro-

gram was in Columbia, about 2 hours

away from my home. Since I was expect-

ing my first child, I knew that driving that

far on a weekly basis wasn’t an option.

The distance education program gave me

a chance to work on my degree without

traveling. I was able to view the satellite

class this past term from the library at

school. I didn’t have to travel at all. This

term, I am taking a class that is com-
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pletely online, and I can work when I

have the time. It fits in to my schedule

perfectly. (S. Coward, personal communi-

cation, January 7, 2007)

A NATIONWIDE SUCCESS

Perhaps one of the most surprising ele-

ments of the program is the range that

USC’s program has achieved. Since there

are many regions of the United States that

lack strong colleges in various disciplines,

USC’s courses are sometimes viewed by

satellite classes thousands of miles away

from South Carolina. One example is the

School of Library and Information Science.

There are satellite classes in Maine that

connect by satellite uplink every week to

participate in the class sessions being

recorded in the studio in Columbia, SC.

The students in Maine were unable to find

a library science program locally, and there

was no distance education program avail-

able from a state university, either. USC’s

library science distance education pro-

gram, with its mix of online and satellite

classes, has allowed several groups of stu-

dents to earn their advanced degrees. The

quality and accessibility of USC’s televised

classes have enabled students from across

the country to attain their educational

goals, while establishing the university as a

key provider of distance education. 

WEB DESIGN: AN IMPORTANT 

ELEMENT OF DISTANCE EDUCATION

Another recommendation of the external

review was to address the poor quality of

the school’s Web pages, which provided

information, but nothing else. The visiting

committee urged USC to examine the Web

pages of other institutions and to create a

source that students, faculty, and Web site

visitors could use to directly interact with

organizations and access services while

online (Bottum et al., 2003). The current

Web site for USC is more interactive and

service oriented. 

For example, after creating an online

log-in name and password, a prospective

undergraduate student can apply online,

saving time and making the application

process as easy as possible. Catalogs for

courses can be requested through the Web

site as well. These convenient online

options do away with the need for stu-

dents to either go to the campus in Colum-

bia or spend a long time on the phone,

trying to track down the correct office. The

application process becomes less stressful

and can be done at the students’ conve-

nience, any time of the day or night.

Current students can use the VIP Web

page to conduct a number of online tasks.

Blackboard, used by many instructors in

both traditional and distance education, is

accessed from this page. Another great

resource is a listing of college e-mail

addresses for all faculty, staff, and students

on campus, making communication very

easy. The related sites and services link

provides connections to most of the offices

that students might need in the course of

their education.

The USC library system also has a Web

page that, among other things, allows stu-

dents to access the catalogs for all of the

branches and even reserve books. By

determining whether or not a particular

branch has a desired text, time is saved. If

students have checked out books but later

determine they need more time, they may

extend the time by visiting the library’s

page before the due date for their books. 

With these resources and others, both

traditional and distance education stu-

dents can conduct business and prepare

for classes without setting foot in a campus

office. USC has worked diligently to pro-

vide as many services as possible with the

single click of a mouse. 

CONCLUSION

Thanks to the hard work of everyone

involved, the University of South Carolina

has modernized its program, working dili-
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gently to upgrade and improve the learn-

ing experience of its distance education

students. With the constant evolution of

technology, the challenge will be to keep

the program updated and fresh, providing

the best education possible for current and

future students. USC has gone through

many changes through the years, and is

making a strong effort to stay at the fore-

front of educational technology in order to

provide the best educational experience

available for its distance education stu-

dents. 
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USDLA AWARD WINNERS

Best Practices Awards for Distance Learning Programming

PLATINUM

Quantum Simulations, Inc.

Online Technology ~ Pre K-12

A World of Difference Institute,

Making Diversity Count

Online Technology ~ Organization

 

UNCG Division of Continual Learning

Online Development Team

Online Technology ~ Higher Education

Elementary Spanish – Step I, BJ HOMESAT

Video/Satellite ~ K-12-Homeschooling

GOLD

The Graphic Design Master’s

Certificate Program,

Sessions Online Schools of Art and Design

Online Technology ~ Higher Education

The Colonial Williamsburg Foundation

Online Technology ~ Pre K-12

SILVER

The National Nurse Emergency

Preparedness Initiative,

J. Johnson, E. Dawson, K. Acquaviva and L. Posey

Online Technology ~ Higher Education

Connect for Education, Inc.

Online Technology ~ Pre K – 12

Aventa Learning High School Biology

Online Technology ~ Pre K – 12

1
st

 Grade Phonics and Reading, BJ HOMESAT 

Video/Satellite ~ K-12-Homeschooling

Virtual High School Global Consortium

Online Technology ~ K-12

Athena Action in Education

Video Conferencing ~ Pre K – 12

BRONZE

Arkansas Department of Education Distance Learn-

ing Center

Video Conferencing ~ Pre K - 12

Center for Development of Human Services and 

OCFS Bureau of Training

Online Technology ~ Government

TRC Interactive, Inc.

Online Technology ~ Corporation

Drexel University’s - School of Education,

Master of Science in Higher Education

Online Technology ~ Higher Education

 

Dr. Samuel B. Slike and Pamela D. Berman, 

Bloomsburg University

Online Technology ~ Higher Education
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Cyber Home Learning

in Korea

Sook-Young Choi

INTRODUCTION

ver the past decade, online

learning has grown into a signif-

icant component of educational

pedagogy worldwide. Online learning has

been promoted as being more cost-effec-

tive, convenient, and increasing opportu-

nities for lifelong learning (Olson &

Wisher, 2002; Richardson & Swan, 2003). It

has demonstrated several advantages over

traditional learning, especially in allowing

someone to learn anytime and anywhere.

In addition, it has been noted as an

appropriate education system for a

twenty-first knowledge-based and open-

education society that enables a learner-

oriented education.

Korea is experiencing a weakening of its

public education system due to a dramatic

expansion of private education, generating

an increasing demand for private

education. The issue of private education

expenses has emerged as a national

concern that provokes depression and

conflict within society beyond individual

or household matters since it threatens the

family’s financial security and creates the

sense of incompatibility between the social

classes. Such problems may be caused by a

combination of many factors. However,

seeing this situation from an educational

perspective, the fundamental reason may

be caused by the fact that it is unlikely to

satisfy the needs of students or parent with

only the current public school education

system (Song, Jo, Jung, Che, & Lee, 2005). 

In this situation, the Ministry of Educa-

tion has undertaken “cyber home learn-

ing” for the purpose of substantiating

public education and reducing private

education expenses, and it has been

adopted in 16 provinces and cities nation-

wide since 2005. Cyber home learning is an

Internet-based learning service in which

students have supplementary studies for

classroom learning at home themselves

(Oh et al., 2006). Through the cyber home

learning service, a student receives various

instructional materials based on their abil-

ity level, course consultation, academic

diagnosis, and guidance and feedback on

learning. 

O
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In this article, the concept of such cyber

home learning will be described, and its

learning theories and operation models

will be examined. Also, the overall opera-

tion status of the cyber home learning and

its three practice cases will be described. 

WHAT IS CYBER HOME LEARNING?

Cyber home learning is an Internet-

based service that supplements classroom-

based learning. It consists of a cyber class,

cyber teachers who provide the advice and

feedback on learning for cyber students,

learning content, and parents as assistants.

In cyber home learning, students may

select a desired course and study with a

tailored learning content based on stu-

dents’ ability level. The cyber home learn-

ing has slight differences in its forms and

names for each province and city. It is gen-

erally classified as “class assigned learning”

and “self-regulated learning” type (Jung,

2006). The “class assigned learning” is a

type in which students are assigned classes

and their cyber teachers by grades and

subjects, and the “self-regulated learning”

is a type in which students can have any

time access to cyber learning system and

learn what they want to study. In addition,

attendance records, learning progress,

results of learning assessments, and other

learning information is available through

the cyber learning system. Students may

make inquiries anytime during their les-

sons, and feedback and responses will be

provided by their cyber teachers. 

The cyber home learning service, which

has been operating at the national level,

was launched with the following goals

(Lee, Kwon, Jang, Kim, & Yoo, 2003). First,

it aims to contribute to the normalization

of public education and reduce private

education expenses. Second, it aims to sup-

plement public education by constructing

a cyber education environment to link

school education and home learning.

Third, it aims to provide students with var-

ious learning content based on their ability

Cyber Home Learning

Guidance and 

feedback on

learning by

cyber teachers

Students’

Self-regulated

learning

Supplementary 

learning for 

classroom

Cyber

teacher

Cyber

teacher

Student
Student

Parent
Parent

Learning 

content

Providing various

learning content 

based on 

student’ ability level

Figure 1. Cyber home learning service.
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level so that they can improve their aca-

demic competency and self-directed learn-

ing skills. Fourth, it aims to implement a

life-long learning society in which who-

ever wishes to learn can do so. Lastly, it

aims to resolve the issue on uneven bal-

ance of education among regions and

income levels. 

OPERATION MODEL FOR

CYBER HOME LEARNING 

In a study by Song, Jo, Jung, Che, and Lee

(2005), following the purpose of operation

for cyber home learning, it was classified

into six models; lesson support type based

on students’ ability level, supplementary

type of regular curriculum, learning sup-

port type for individualized learners, cyber

learning community type, specialized type

for class activities, and assessment type of

academic achievement. 

The lesson support type based on

students’ ability level is a model that

provides in-depth supplementation of

each lesson during regular school hours. It

is the method that operates the cyber

home learning in conjunction with the

lesson during the regular school hours. Its

purpose is to overcome the limitations of

learning in a classroom setting, such as

restrictions of time for group study based

on students’ ability level, and difficulties in

preparing various learning materials for

supplementary learning and extra learning

challenges for each lesson. The supple-

mentary type of regular curriculum is to

implement regular classes with a cyber

home learning system in a school where

learning is difficult due to the lack of

teachers, students, and others. Specifically,

in the remote rural and island areas where

curriculum operation is insufficient due to

the insufficient number of teachers and

students, this cyber home learning model

may be implemented. The learning

support type for individualized learners is

a model to support the improvement of

basic competency of students or to satisfy

specific educational demands of students.

It includes the operation of cyber home

learning for the purpose of satisfying

various demands for learning according to

the student’s ability level and of improving

fundamental academic competency of

students who lack the basic competency.

The cyber learning community type is a

model that supports online learning

communities for students who have

common interests. The specialized type for

class activities will implement the hybrid

learning (b-learning) with the purpose of

conducting a new type of class learning

activities or opening cyber lectures for

specialty fields. Lastly, the assessment type

of academic achievement is a model to

operate the cyber home learning for the

purpose of satisfying students’ demands

for assessing their academic achievement

or preparing for school tests. 

LEARNING THEORIES RELATED TO 

CYBER HOME LEARNING SERVICES

Considering the learning characteristics of

students in cyberspace, the characteristics

of media used by cyber education, its edu-

cational possibility, and the linkage

between the school education and cyber

education, Lee, Kwon, Jang, Kim, and Yoo

(2003) presented learning theories to pro-

vide implication points on the design of

the cyber home learning system. Self-regu-

lated learning, computer supported collab-

orative learning, problem-oriented

learning, and reflective learning were con-

sidered. 

According to their study, the self-regu-

lated learning theory may be considered

for the environmental composition and

learning strategies in constructing the

cyber home learning system so that stu-

dents can have self-directed learning abil-

ity. Second, the computer supported

collaborative learning theory may be con-

sidered for making a learning environment

that forms the shared knowledge in a

group through the efforts of sharing and
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negotiating the meanings formed by the

individuals in the cyber learning environ-

ment. Third, the problem-based learning

may be considered for generating prob-

lems, providing necessary information and

tools, and designing interactions so that

students can develop creative and active

problem-solving capability on the basis of

real-life situations. Fourth, the reflective

learning may be considered for a strategic

plan in which students can reflect their

learning path within the cyber learning

environment, revise flaws through the

path, and internalize the newly acquired

knowledge. 

OPERATION STATUS OF THE

CYBER HOME LEARNING SERVICE

A plan to develop the cyber home learning

system was studied from September to

December 2003. Based on the outcome of

the study, the cyber home learning service

system was established in July 2004 (Kim,

2006; Jang, Song, Park, Che, & Lee, 2005).

Key matters related to its progress were

fully discussed through the “cyber home

learning operation council,” organized

with pertinent institutions such as the

Ministry of Education, city and provincial

boards of education, Korea Education and

Research Information Service, and Korea

Institute of Curriculum and Evaluation as

its members. In addition, a cooperative sys-

tem between the central and provincial

governments was established for the effi-

cient implementation of cyber home learn-

ing. The central government set the basic

direction, laws, and regulations for cyber

home learning to enable the provincial

boards of education to be self-reliant in

developing and operating the cyber home

learning system.

In August of 2004, pilot cyber home

learning services were operated in Daegu,

Gwangju, and Gyeongbuk. Through sev-

eral stages of processes including promo-

tion council, training, and inspection, the

cyber home learning service has been

available nationwide since March 2005.

Currently, cyber home learning sites have

been developed for each city and province,

and have been operating with services to

meet the requirements and characteristics

Figure 2. Learning theories related to cyber home learning services.
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of each region. As of August 2005, there

were 830,000 elementary, middle, and high

school students subscribed as members of

the cyber home learning, with a daily aver-

age of approximately 70,000 students

accessing online classes after school, and

approximately 3,000 cyber teachers. 

For effective settlement and operation

of the cyber home learning service, there

have been training programs for opera-

tions personnel such as cyber teachers and

staff. There have also been overseas train-

ing programs for cyber teachers and staff

to experience online programs and evalu-

ate e-learning trends internationally. In

addition, an evaluation on the cyber home

learning service of each province has been

conducted by the board of education in the

central government in order to provide the

incentive for outstanding sites and to

improve the quality of the cyber home

learning service.

THREE CASES OF

CYBER HOME LEARNING

Three cases of the cyber home learning

will be described: Chungnam Boryeong

middle school, a linked-type of three mid-

dle schools (Ma-ryung, Bu-gui, and Jin-

sung ), and Daegu e-study. 

CHUNGNAM BORYEONG

MIDDLE SCHOOL

This school developed a cyber home

learning system on its computer server

(Oh et al., 2006). The system includes a

learning management system (LMS) and a

learning content management system

(LCMS). LMS is a system to support and

manage students’ learning by opening

cyber learning courses and by providing

functions such as students’ attendance

check, learning progress, and history. The

LCMS is a system to perform the delivery

of learning content requested from the

LMS and to manage the learning content

for service in systematic ways. 

In this school, teachers who operate the

cyber class reorganized the learning con-

tent according to the school curriculum

and uploaded it in order to link the cyber

home learning with school classes. Cyber

home learning could be taken as one of the

learning methods available after school. In

addition, providing learning content based

on students’ ability level for supplemen-

tary leaning and extra learning challenges

for classroom, and thematic learning for

collaborative group projects were helpful

for students to develop their self-directed

learning ability. 

The survey found that only 8.7% of

students were not satisfied with the cyber

home learning service, and over 80% of

students were neutral, satisfied, or very

satisfied. Further, the number of students

who responded that cyber home learning

is helpful and satisfactory increased

approximately 20% compared to the

previous year.

LINK-TYPE CYBER HOME LEARNING

IN A RURAL AREA

Students in rural areas in Korea suffer

from a poor educational environment.

Compared with urban areas, there are few

private educational institutions in which

students can supplement their classroom

learning. As a result, the gap of academic

competency between urban and rural

areas has been widening. Therefore, to

minimize the problems of small schools in

rural areas and to provide the students

with learning opportunities for academic

achievement, a cyber learning program to

link with nearby schools with similar aca-

demic experience and environment has

been established. A cyber class linking

three schools (Ma-ryeung, Bu-gui, and Jin-

sung middle schools) has been operating

(Oh et al., 2006). Teachers for cyber classes

have made efforts to efficiently manage

the cyber home learning program so that

there would be expansion and growth of
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educational opportunities and academic

advancement for students in rural areas. 

For the cyber home learning service, the

students from each school were divided

into groups, and teachers were assigned to

each group. The teachers have supported

various learning activities such as atten-

dance check, feedback and guidance of

learning, question and answer, and so

forth. In addition, they have uploaded

learning content and references and

encouraged learners to actively participate

in cyber home learning.

According to the survey, most of stu-

dents and teachers were satisfied with the

cyber home learning service linked with

three schools, and they thought that it may

solve the problems of small-scale schools in

the rural areas. Furthermore, the survey

showed that the students participated

much more in the cyber home learning

had higher academic achievement than

the students who did less. 

DAEGU E-STUDY

The Daegu e-study is a cyber home

learning system that the Daegu city board

of education has been providing since

2005, in which 35% of the entire student

body in the Daegu area participated in

cyber home learning in 2006 (Kim, Kim,

Lee, Lee, & Kwon, 2006). It has provided

various educational materials developed

by current teachers who are commissioned

as cyber teachers. The educational materi-

als are filled with various learning content

that includes basic contents of textbook, in-

depth learning content, and reference

data. Learning content with video and ani-

mations are included to heighten student

interest.

In particular, “Daegu e-study mathemat-

ics class 3-1” of Daegu Boram middle

school is a case of “class-assignment type”

of cyber home learning. It supports the

mathematics curriculum for third-year stu-

dents in middle schools, and has had a

great effect. According to the Jung study

(2006), the “Daegu e-study mathematics

class 3-1” demonstrates that the capability

of teachers with specialization and their

passion for students had a significant effect

on cyber home learning. The assigned

teacher of “Daegu e-study mathematics

class 3-1” presented learning content for

students along with various examples and

detailed description in a way to present

factors to help students. This case shows

that diligent feedback and interactions of

teachers that can inspire students are

needed in order to improve the quality of

school life as well as the learning capability

of students. 

CONCLUSION

In order for cyber home learning to be

extended, it may be necessary to analyze

problems that have occurred in the cyber

home learning systems and to consider

improvements for them. In addition, out-

standing examples of cyber home learning,

their effective strategies and factors of suc-

cess, need to be publicized. On the other

hand, there might be a need to seek a way

to decrease the teachers’ workload since it

increased from cyber home learning and to

arrange a plan to include the participation

of parents and local members. Further-

more, in order to effectively operate cyber

home learning, the quality of learning con-

tent provided may be very important.

Hence, a support plan is required for the

development of high quality of educa-

tional materials that students can easily

understand and learn with interest. 
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Putting High-Quality, 

Affordable 

Videoconferencing

Into Education

Peter Csathy

new generation of high quality,

low-cost, and fully interactive

video communications is prompt-

ing a second look at videoconferencing as

a way to bring geographically dispersed

educators and students together for effec-

tive learning in classroom settings and

even after classes. 

This flexible new brand of Internet-

based, face-to-face video collaboration can

enhance student participation in the learn-

ing process while overcoming the isolation

some students may feel if they are rele-

gated to mere “distant observer” status

instead of feeling fully engaged with their

instructors. Some studies have shown a

higher dropout rate (21% versus 14%)

among students involved in online educa-

tion compared to classroom education due

to a sense of ambiguity with the progres-

sion of course material and a lack of inter-

action with the instructors (DiRamio &

Wolverton, 2006). 

Personal video communications via Web

applications can overcome that. For

instance, the School of Journalism and

Mass Communication at the University of

North Carolina in Chapel Hill uses Sight-

Speed to allow one student to participate

in classroom discussions from Washington,

DC, according to Fred Thomsen, the

school’s director of information technol-

ogy. “We turned to SightSpeed because we

want her to be involved in classroom dis-

cussions on a regular basis. The quality of

the video is great; the service is good for

synchronous discussion and that leads to

better class participation,” says Thomsen. 

SightSpeed (www.sightspeed.com) is an

award-winning, simple-to-use, and low-

cost videoconferencing solution. It brings

high-quality video conferencing to people

who, until now, had only traditional high-
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cost, room-based hardware solutions that

are very complex to set up. On average,

the cost to set up one location with capabil-

ities to initiate a multiparty video call can

exceed $10,000. That doesn’t include outfit-

ting each remote participant with his or

her own hardware to participate in a video

call.

Instead, SightSpeed offers a free down-

load for students and a low monthly cost

for educators. And now that webcams are

becoming more commonly embedded into

monitors and laptops, there no longer is

any need to buy additional hardware. 

SightSpeed also makes it simple to set

up and add students or colleagues to the

SightSpeed network for easy one-click

video calling. It works across both Win-

dows and Mac platforms, and it’s mobile,

not tied to an expensive, dedicated video-

conferencing room. 

Bandwidth is becoming less of an issue,

too, making high-quality online video

even more attainable. With broadband

becoming less expensive and 70% of all

Internet connections in the United States

on broadband connections, online video

becomes a more than viable solution. 

Some innovative educators have

already begun using the record functions

of online video communications services

like SightSpeed, exporting the video pro-

grams to iTunes U and allowing students

to download lectures and other instruc-

tional sessions to their iPods to absorb at

times and under conditions they feel suit

them best.

Another recent educational use was

Focus the Nation, a grass-roots event on

January 31, 2008, which has been called the

largest “teach in” in U.S. history. Sight-

Speed was used so that members of Con-

gress—including Speaker of the House

Nancy Pelosi (D-Calif.)—could reach out

directly to college students and other con-

stituents all around the country and

engage in a dialog about global warming.

Other nonclassroom uses for affordable

and mobile personal video communica-

tions include virtual office hours for

teacher-student conferences, virtual stu-

dent study groups, and student-to-student

connections between friends now far away

from each other because they attend differ-

ent colleges or universities. Although sepa-

rated by great distances, they can remain

face to face; that means emotional bonds

are not broken and friendships are

retained.

From our perspective at SightSpeed, it is

clear that forward-looking educators and

students are seeing a new way to interact

face to face and using our award-winning

Internet video communications service to

enhance both the traditional classroom-

education environment as well as learning

that occurs after classes.
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In Search of Autonomy

Multimedia’s Influence

John W. Lesley

INTRODUCTION

n today’s changing technological cli-

mate, instructional technology and

distance education (ITDE) managers

must be prepared for autonomous learners

and their needs. Because of their attitudes

and behaviors, autonomous learners

require a different type of guidance than

do conventional students. Contrasting the

two, conventional learning environments

usually consist of students who prefer

direct instruction by the teacher, whereas

learning environments with self-directed

or autonomous learners mostly consist of

learners who operate well with a facilita-

tive style of instruction (Azevedo, Cromley,

Winters, Moos, & Greene, 2005). It is

important that ITDE managers understand

the special needs of autonomous learners

and provide media that correspond to

their learning styles. This understanding

not only assists the learner, but improves

the overall instruction as traditional stu-

dents may pick up some of the habits of

autonomous learners, transforming the

course into a more interactive learning

environment. This interactivity has the

ability to provide unique learning experi-

ences within the classroom that can be

transferred to outside settings. This infor-

mation transfer would then hold the great-

est educational benefit for learners, as

application is considered one of the main

objectives of education. Staples (1996) sug-

gests that the great aim of education is not

knowledge, but action. To this end, it is the

goal of this article to describe autonomy

and discuss the impact of multimedia tech-

nologies on autonomous learners. Damico

and Quay (2006) suggest that, just as learn-

ing styles and preferences vary, so do the

teachers’ instructional styles. Therefore,

the exact method used to integrate the pre-

sented technologies into the learning envi-

ronment will be left up to the instructor.

This will serve to maximize the overall

effect for optimum results. 

AUTONOMY

Outside of educational constructs, it may

be arguably said that when a baby begins

to hold her own bottle she is autonomous.

Equally, a blind man who catches a bus

I
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alone on his way to a favorite sandwich

shop is autonomous. In the same manner,

a puppy that has finally become housebro-

ken is indeed operating in autonomy.

These examples all highlight behavior that

is goal-directed and performed to address

a specific long-range goal. Given these

very different examples of autonomous

behavior, we must begin to sort out and

inquire what autonomy really is. What

exactly are we attempting to identify when

we look for autonomy in education? And,

finally, what treatments can we provide

inside the learning environment that will

engender autonomous behavior? These

are questions that have puzzled and, in

some cases, divided the educational com-

munity as it presses to find these answers.  

The term “autonomy,” when used in

education does not suggest that learners

operate independently of the instructor.

Just as autonomous nations sought inde-

pendence from ruling authorities in order

to avoid destructive outcomes, autono-

mous learners are skilled at functioning

independent of external control and

behavior that will deter them from their

educational goals. From this definition it

may be easier to recognize that autonomy

and self-directedness must have measur-

able goals and outcomes. But once again

we are faced with the same question. How

much do we really know about autonomy

and how can we accurately describe auton-

omy within the boundaries of emerging

educational media? 

Traditionally in education the emer-

gence of the word autonomy has capti-

vated both student and teacher in its

perceived power to enhance learning. The

mere notion of instructing autonomous

learners provides images of learning envi-

ronments that are highly structured and

full of interactive students. It would be rea-

sonable to believe that this environment is

one where all students are engaged in

work that reflects the highest academic

standards. Sadly, autonomy has also come

to hold meanings within the realm of edu-

cation that refer to individualized non-

educational attitudes and behaviors. Fur-

thermore, an in-depth evaluation of the

uses and connotations of autonomy

reveals that the phrase takes on meaning

apart from that with which it had origi-

nally been associated. There then becomes

an obvious need to redefine the term in

wording that more succinctly describes

educational goals and objectives. For

instance, it is not unusual to hear an educa-

tor refer to all students as being autono-

mous in their own way. Surely, within the

confines of education and without having

a stated educational objective, download-

ing songs to an MP3 player does not con-

stitute autonomous behavior. To be

properly interpreted, ITDE managers must

evaluate autonomy using the context in

which they were discussed. 

The presence or absence of autonomous

learners within a learning environment

definitely affects the delivery and vigor of

the instruction. Autonomous learners

come to the learning environment self-reg-

ulated, possessing a well-established locus

of control, and armed with behavioral

skills that allows them to properly manage

the presented material. These skills surely

make them an asset to the distance learn-

ing environment and to the instructor. 

Self-efficacy or autonomy is thought to

be developed in different areas and to dif-

ferent degrees, which suggests why learn-

ers with similar skills perform differently.

With the proliferation of equitable online

class frameworks, distance-delivered

courses routinely require the same

amounts of reading, research, and course-

work as that of traditional classes. In addi-

tion, online classes demand greater time

management skills and require the learner

to possess higher levels of self-motivating

ability and a degree of self-efficacy (Olson

& Werhan, 2005). Although autonomy is a

common thread in many learning theories

and pedagogical methodologies, this con-

cept is paramount to the ITDE manager

because distance learners are usually geo-
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graphically separated from the instructor.

Because of this, task progression and

assignment completion must be somewhat

of a self-directed activity, requiring stu-

dents to overcome the problems associated

with asynchronous communication (Ko &

Rossen, 2004).

THEORETICAL FRAMEWORK 

Prior to fully understanding multimedia

technologies and how they help to facili-

tate autonomous learners, it may be neces-

sary to discuss the basic tenets of

autonomy as they apply to multimedia

content. Autonomy has been a concept

that is often discussed but not very well

understood. Indeed, all learners can

greatly benefit from multimedia technolo-

gies, but what are the connections to

autonomous learning, and how can the

ITDE manager best apply these concepts to

create enhanced learning environments? 

Within distance learning environments

there is constant need to provide media

content that is relevant and beneficial to the

learner. Simonson, Smaldino, Albright, and

Zvacek (2006) discuss the parameters of dis-

tance learning in which variations of time

and place result in four combinations of

approaches to distance education. Because

distance learning environments and dis-

tance learners are distinctively different

from traditional learning environments

and traditional learners, technologies must

constantly be sought that enhance the

learner’s cognitive experiences. Learner-

content interaction is an important aspect

of distance education because learners,

instructor, and content usually exist in dif-

ferent physical locations. Furthermore, this

separation of participants and materials

negates the use of conventional visual aids

and creates the need for resources that are

rich in visual content. In the absence of

resources to fill this void, chances are high

that a learning environment will be created

that relies heavily on one or two media

sources. Moore (2003) discusses generative

learning environments and gives the fol-

lowing explanation:

Generative learning environments are

based on a theoretical framework which

emphasizes the importance of anchoring

or situating instruction in meaningful,

problem solving contexts. A major goal of

this approach is to create shared learning

environments that permit sustained

exploration by students and instructors

and also enable them to understand the

kinds of problems and opportunities that

experts in various areas encounter and

the knowledge that these experts use as

tools. (p. 354)

There are many kinds of multimedia

available for use in an online format. Some

types, however, are extremely technical

and require long periods of interaction

with tutorials and the material for basic

proficiency. Less-skilled learners who

undertake these media types run the risk

of encountering a reduction in overall

motivation as well as a poor information

retention rate (Clark, 2004). Following best

practices, ITDE managers must apply ped-

agogical methodology such as that pro-

posed by Dale’s cone of experience. Dale

(1999) proposed an instructional technol-

ogy model that explained the levels of

information that are retained by the

learner. This model is related to perfor-

mance-based learning, although not

directly related to motivational strategies.

Dale theorized that as experiences become

more concrete and actual, learners will

retain more information. Dale’s cone of

experience is shaped in the form of a trian-

gle or pyramid where the base of the pyra-

mid represents direct and purposeful

experiences. The upper portion or vertex

of Dale’s cone of experience represents

indirect experiences and includes such as

things lectures and written media. The

experiences that are at the base of the pyra-

mid are more tangible things and include

those things that the learner simulates,

sees in action, or has done himself. As the
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learner moves up the triangle or pyramid

experiences transition into models and

simulations of actual experiences, role-

playing, viewing of demonstrations, still

and moving pictures, and ends with infor-

mation that is heard and read. Dale’s cone

of experience is based on what he terms

experiential learning or learning from

experience. According to this model, multi-

media technologies because they can

incorporate audio, video, and simulated

content, fulfill the criteria of media that

correspond to the base of the pyramid and

thus represent higher levels of retainable

content. 

In the past, one of the main limitations

of multimedia resources has been the

inability of the networks to host these tech-

nologies as well as the limited amount of

bandwidth to support them (Moore &

Anderson, 2003). Advances to the infra-

structure of the Internet as well as the

recent educational proliferation of

resources have made online content

readily available for learners. Multimedia

options for the ITDE manager are plente-

ous and exist in forms such as video mail,

podcasting, audio and video teleconfer-

encing, as well as one-way audio and

video capabilities. Multimedia technolo-

gies can also include audio and video

streams, downloadable audio and video,

compact disk, and other interactive media.

Although many resources are available, the

ITDE manager must use vigilance in selec-

tion to ensure the chosen media address

the cognitive need. This would follow

Clark’s (2001) argument that media is

merely the vehicle. 

MULTIMEDIA IN AUTONOMOUS 

LEARNING ENVIRONMENTS

Multimedia can greatly enhance the

autonomous learning environment. While

multimedia of all types may be useful

within a conventional educational setting,

they are more important in environments

with autonomous learners present. Auton-

omous environments, because they are

usually more learner-centered, challenge

the learner to operate outside of their exist-

ing knowledge base. Both types of technol-

ogy represent content that, when properly

utilized, can dramatically enhance learning

in the distance education environment.

These technologies also are an enormous

asset to autonomous learners, as they can

provide instant additional resources. Mul-

timedia technologies have the ability to

expand learner capabilities and provide

the basis for cognitive and meta-cognitive

opportunities. Facilitation of autonomous

groups by ITDE managers requires provid-

ing them with readily available challeng-

ing materials that will build a solid

foundation of knowledge. Clark (2004)

suggests that it is possible that when mod-

erately challenging learning goals and

tasks are presented, mental effort

increases. Multimedia technologies can

also help the ITDE manager within the

learning environment by providing a

medium by which the content can be

accessed at any time. This anytime avail-

ability for learning provides the maximum

advantage to the autonomous learner by

providing good content, anytime availabil-

ity, and connected content for mastery. 

In conclusion, the presence of autono-

mous learners within the learning environ-

ment affects how the ITDE manager selects

media, content, and additional resources.

Self-directed or autonomous learners are

motivated by situational motivational cir-

cumstances and thereby are not as affected

by distracting internal or external cues.

Helping such learners entails providing

greater resources that provide opportuni-

ties for them to research, evaluate, and

reflect upon the material. In turn, this cre-

ates a unique learning environment that is

beneficial to both instructors and students.

Integrating multimedia technologies with

their anytime availability, viewing capabil-

ity from any computer location, and sim-

ple accessibility, can go far to advance

autonomous learners. 
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Strategies for Participating 

in Online Conferences and 

Discussions

Natalie B. Milman

ecently, I was asked by one of my

students in an online course for

tips for managing the volume of

posts to read and respond to during the

course of a week’s discussion (also known

as an online “conference”). My first course

of action was to search for online resources

that provided such information; however,

the majority of sites I found introduced

recommendations for instructors or those

facilitating discussions rather than strate-

gies for students to make the most of their

participation in online discussions. The

second step in helping my student was to

review the research articles and books I

had amassed over the years about online

discussions and distance education. Upon

reviewing these, though, I encountered

the same dilemma: the majority provided

strategies for how instructors and facilita-

tors could structure discussions to

improve students’ experiences but not

ways in which students could better man-

age the process themselves. Therefore, I

decided to develop my own recommenda-

tions. Below is a summary of the strate-

gies that I have found to be helpful for

students to be successful when participat-

ing in online discussions, no matter the

setting. I am sure there are others applica-

ble to unique settings and situations, but

hope these will serve as a foundation from

which to build. 

R
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BECOME FAMILIAR WITH THE 

REQUIREMENTS FOR POSTING

To ensure you address the minimal

requirements of participating in online dis-

cussions, it is important to become familiar

first with what these are! If the require-

ments are not clear, be sure to ask the

instructor for clarification. Your progress

(and also very often your grade) depends

on the quality and quantity of your partici-

pation and, in many cases, also when you

participate. If you are not sure about how

you are graded or would like an explana-

tion for why you earned a particular

grade–ask! It is your right to know and

understand the assessment criteria utilized

by your instructors.

DO NOT READ AND/OR

REPLY TO EVERY POST

In a face-to-face discussion, would you

be expected to answer every question

asked by your instructor during class, or

comment on every reply made by a peer?

The answer is “no”! Likewise, you do not

need to read or engage in every thread of a

discussion. Read the subject heading for

each post to help you determine if you

believe you should read it. Of course, it

helps if you and your peers use appropri-

ate subject headings in your posts! One

caveat, though, is that your instructor may

require you to read every post—so ensure

you fully understand the participation

requirements.

USE APPROPRIATE SUBJECT HEADINGS!

It is very frustrating to read an entry

that essentially says nothing new or is

directed at a particular individual. Also, it

is maddening to read a list of headings that

are all identical. To ensure that your peers

and instructor understand what is in your

post, provide a clear, concise subject head-

ing that elucidates just this. And, if a par-

ticular posting is directed to a particular

person, use a heading such as, “To Natalie–

I disagree!”

REPHRASE AND/OR QUOTE YOUR PEERS

To ensure everyone understands your

reply or question, be sure to include the

portion of the question or comment and

the author that your reply builds on in

your response by highlighting it or posting

it in a different color to differentiate it from

your response. 

DEVELOP A PERSONAL SCHEDULE—

AND STICK TO IT!

After you become familiar with the par-

ticipation requirements for the online dis-

cussion, set a schedule to ensure you

address the requirements. Many instruc-

tors of online courses factor in the quantity

and quality of your postings for your

grade, as well as when you post your com-

ments. For instance, to earn full points, you

may need to post throughout the course of

a week as opposed to only the last 3 days

of a week’s discussion. 

SPELL CHECK

Spelling is not each one of our

strengths. No need to fear, though—spell

check can help. Simply type your reply to a

posting in a word processing program first,

then conduct a spell check. Then, copy and

paste your comments in the online discus-

sion. Note also that many current versions

of discussion boards include a spell check

feature, so why not use it?

REVIEW YOUR RESPONSE BEFORE 

HITTING SUBMIT!

Have you ever received or, even worse,

sent an e-mail that you did not intend to

send yet? This can happen with your

posts, too. Before you submit a posting, be

sure to read it to ensure the response

reflects what you really want to communi-

cate about a topic.
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BE PROFESSIONAL AND RESPECTFUL

It is imperative that you show human-

ity, respect, and professionalism in your

posts, even if you wholeheartedly disagree

with someone’s views! Although we might

think that no one will post “ugly” remarks,

occasionally some people do. And, some-

times it is not even on purpose. So, be care-

ful, polite, and tactful. In an online

environment, words can speak louder than

actions. And, if a post is upsetting to you,

contact the individual in person or via

e-mail directly, or contact your instructor

to ask that he or she contact the individual

personally—but please do not humiliate or

antagonize by making a questionable post

that everyone can see.

AGREE TO DISAGREE

It is important to keep in mind that the

point of participating in online discussions

is not to agree on everything; rather, it is to

share and examine various perspectives

about different issues. In fact, some of the

best discussions I have participated in

were those in which I did not agree at all

with some of my peers and students. As

such, let us agree to disagree! 

CONTRIBUTE MEANINGFUL CONTENT 

AND RESOURCES

Participating in online discussions (and

hopefully also an online learning commu-

nity) involves the sharing and receiving of

meaningful information, pertinent to

course content. The Web affords us with

the opportunity to link to definitions or

other resources of interest, so please take

advantage of the Web in making a mean-

ingful contribution about the topics exam-

ined.

INCLUDE APPROPRIATE REFERENCES

Where applicable, include appropriate

references—not only to give credit where

credit is due, but also to substantiate your

reply. Plus, it shows you have done your

homework when you can weave in refer-

ences from your reading and other

sources.

PRACTICE PARSIMONY

Just because you can write a whole lot of

information and link to many, many

resources does not mean that doing so will

add to the “conversation.” It is important

to practice parsimony in your postings by

answering question(s) in a concise manner. 

ASK QUESTIONS

If you do not understand a particular

post, concept, or acronym offered, ask the

author for clarification. Oftentimes, stu-

dents in online discussions shy away from

asking a “dumb” question. Well, there are

no dumb questions when it involves learn-

ing about a topic. And, chances are, if you

do not understand something, there are

many others who do not, too!

STICK TO THE TOPIC AT HAND

Sometimes students go off on tangents

about topics that are not relevant to the

topic being discussed. Be sure to stick to

the topic at hand, and if you do have

something very, very important to share

that is somewhat related, ensure that you

make this clear in your subject heading.

“COLLECT” OR DOWNLOAD ITEMS IN 

AN ENTIRE THREAD

Most systems that support online dis-

cussions include a feature that allows you

to “collect,” download, and/or print a

group of postings. For many, this is an eas-

ier way to read posts (all in one long

“thread”) that saves time from having to

click on individual posts. Also, most sys-

tems that have this feature allow you to

select which items have been read, too.

Thus, there is no need to sift between items

that have and have not been read previ-

ously.
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SUMMARIZE AND REFLECT

To help you get the most out of a discus-

sion, reflect on your learning by summariz-

ing the major points discussed and learned

during the course of a discussion (e.g., dur-

ing one week). This will help you under-

stand the material better, as well as

remember the information covered. You

may even wish to enlist some peers in

dividing up the work if writing a summary

is not a required follow-up assignment to

the discussion.

EXPECT THE UNEXPECTED

Although most systems that support

online discussions are stable, you may

encounter a problem accessing it or getting

online; therefore, do not wait until the last

minute to make posts. And, you may wish

to have a backup plan for accessing the

Internet to make your posts in case, say,

your electricity goes out and your laptop is

not charged!
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by the USDLA board of directors for elevation to the 

USDLA Hall of Fame.

USDLA 2008 EAGLE AWARD

The Eagle Award was presented by USDLA to a 

nationally recognized public official that demon-

strated unique leadership in distance learning. This 

year USDLA recognized Florida Senator Daniel 

Webster for his commitment to providing greater 

educational opportunities in his state by means of 

distance learning technology and especially his sup-

port of the Florida Virtual School.
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N O V A  S O U T H E A S T E R N  U N I V E R S I T Y

NSU’s Fischler Graduate School of Education and
Human Services offers 14 education degrees 
including associate’s, master’s, educational specialist,
doctorates, certification, and recertification
in more than 65 specializations to students 
throughout the world. Most are now available online 
or through a combination of live and online classes. 
Live classes in a number of specializations are offered 
at more than 60 sites throughout the United States 
and in other countries; online classes are available to 
students almost anywhere in the world.

www.fgse.nova.edu

Fischler Graduate School of 
Education and Human Services

Visit our Web site at

Nova Southeastern University admits students of any race, color, and national or ethnic origin. ! Nova Southeastern 
University is accredited by the Commission on Colleges of the Southern Association of Colleges and Schools (1866 
Southern Lane, Decatur, Georgia 30033-4097, Telephone number: 404-679-4501) to award associate’s, bachelor’s, 
master’s, educational specialist, and doctoral degrees.

Doctor of Education in 
Instructional Technology and Distance Education

Fischler Graduate School 
of Education and Human Services 

Led by some of the nation's most progressive and 
knowledgeable faculty, NSU's Ed.D. in Instructional 
Technology and Distance Education develops leaders 
who can plan, organize, manage, and teach 
effectively using instructional technology in the 
classroom, on the job, and online through a variety 
of electronic delivery systems.  Students progress 
through the three-year program in cohorts, 
engendering a dynamic camaraderie among cohort 
members as well as full-time and adjunct faculty.  

For information, visit the ITDE Web site at 
www.fgse.nova.edu/itde or call 800-986-3223, 
Ext. 8500.



Volume 5, Issue 2 Distance Learning 97

New Journal Issue Information

Quarterly Review of Distance Education
“Research That Guides Practice”

Editors Michael Simonson and Charles Schlosser, Nova Southeastern University

The Quarterly Review of Distance Education is a rigorously refereed journal publishing articles,
research briefs, reviews, and editorials dealing with the theories, research, and practices of
distance education. The Quarterly Review publishes articles that utilize various methodologies
that permit generalizable results which help guide the practice of the field of distance education
in the public and private sectors. The Quarterly Review publishes full-length manuscripts as well
as research briefs, editorials, reviews of programs and scholarly works, and columns. The
Quarterly Review defines distance education as institutionally based, formal education, where
the learning group is separated and where interactive technologies are used to unite the learning
group.

Volume 9  Issue 1 2008

CONTENTS: ARTICLES. Problem-Based Learning in Online Environments,
Yun-Jo An and Charles M. Reigeluth. Using Online Concept Mapping With Peer Learning to Enhance Concept
Application, Shujen L. Chang and Yegmin Chang. Getting It Right Gradually: An Iterative Method for Online
Instruction Development, Douglas A. Kranch. The Construction of Knowledge Through Social Interaction Via
Computer-Mediated Communication, Tuncay Saritas. The Self-Reported Impact of Graduate Program
Completion on the Careers and Plans of Graduates, Patrick J. Fahy, Bob Spencer, and Tara Halinski. Perceptions
of Satisfaction and Deeper Learning in an Online Course, Leah E.
Wickersham. and Patricia McGee. INTERNATIONAL. Training of
Distance Education Tutors at Wawasan Open University—One Semester
Later, Wai-Kong Ng and Sow-Lai Kong. BOOK REVIEWS, Mark Hawkes,
Book Review Editor. Online Education for Lifelong Learning by Yukiko
Inoue (Ed.), Maureen Murphy. Conference Calendar. Marsha Burmeister.
Author Biographical Data. Index, Volume 8. 

Back Issues Available for Sale(Full volumes availabe as well):
$20.00 per issue plus s/h of $2.50 per issue

URL:http://www.infoagepub.com/products/journals/qrde/index.html

IAP - Information Age Publishing, PO Box 79049, Charlotte, NC 28271
tel: 704-752-9125       fax: 704-752-9113      URL: www.infoagepub.com

Publication Date:
Spring 2008 - Published Quarterly

ISSN:
1528-3518

Subscription Rates Per Year:
Institutional Print:  $175.00
Individual Print: $65.00

Trim Size: 7X10

Subject:
Education, Distance Learning
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New Book Information

Service-eLearning:
Educating for Citizenship

Edited by Amber Dailey-Hebert, Emily Donnelli-Sallee,
and Laurie N. DiPadova-Stocks, Park University

This edited collection, the first of its kind, marries the two fastest-growing movements in higher education:
service-learning and eLearning.  While these two innovative pedagogies are widely assumed to be

incompatible, this collection highlights their complementary approaches as a new teaching method for 21st

Century learners.  The collection offers a new pedagogical model—service-eLearning—defined as an
integrative pedagogy that engages learners through technology in civic inquiry, service, reflection, and
action.

Service-learning, which focuses on involvement with local needs and reflective thinking, appears to contrast
with eLearning, that implies autonomous education through technology. The goal of this edited collection is
to consider how these two educational innovations have and can combine to further encourage civic
engagement while meeting the demands of an increasingly global, competitive, and diverse educational
marketplace.  This edited collection, defines and addresses the emergent blending of service-learning and
eLearning to create a new integrated pedagogical model: service-eLearning.    

Service-eLearning:  Educating for Citizenship starts a conversation about the marriage of two powerful
educational innovations. While readers of this collection may be familiar with existing work on service-
learning and technology use, this book demonstrates the potential of a new model which acknowledges eLearning as a pedagogy within its own right.
The new model presented here blends eLearning pedagogy with existing approaches to service-learning. The result is an integrated pedagogical
approach: Service-eLearning. As the work presented herein highlights, service-eLearning responds to the challenges of today’s rapidly-changing,
technology-mediated reality.

CONTENTS: Foreword, Edward Zlotkowski. Preface to This Collection. Service-eLearning as Integrated Pedagogy: An Introduction, 
Amber Dailey-Hebert, Emily Donnelli-Sallee, and Laurie N. DiPadova-Stocks.

PART I: HISTORICAL PERSPECTIVES, CURRENT WORK, AND FRAMING QUESTIONS. Creating Paths Forward for Ser-
vice-eLearning: A Ten-Year Review of the Michigan Journal of Community Service-Learning, Amy Kenworthy-U’Ren. Service-
eLearning: A Burgeoning Field. Susan W. Post.

PART I I: SERVICE-ELEARNING APPLIED. Incorporating Technology in Service-
Learning: A Case Study of Appropriate Use, Randy Stoecker, Amy Hilgendorf, and Elizabeth 
Tryon. Constructing Experiential Learning for Online Courses: Two Models of Service-
eLearning, Jean Strait. How Discussion Boards Drive Course Concept Mastery in Service-
eLearning, Kristine F. Hoover, Maureen Casile, and Ralph Hanke. Service-eLearning and 
Professional Writing, Sandra Hill and Christopher Harris. Service-eLearning: Meeting the 
Objectives of Community-Based Nursing Education, Christopher W. Blackwell. Creating
International, Multidisciplinary, Service-eLearning Experiences, Hilary E. Kahn, Sarah M. 
Stelzner, Mary E. Riner, Armando E. Soto-Rojas, Joan Henkle, Humberto A. Veras-Godoy, 
José L. Antón de la Concha, and E. Angeles Martínez-Mier. 

PART I I I: MOVING FORWARD WITH SERVICE-ELEARNING.  Shaping the 
Unscripted Future: The Role of Service-eLearning, Laurie N. DiPadova-Stocks and Amber 
Dailey-Hebert. Service-eLearning Best Practices: Possibilities for Engagement, Emily Don-
nelli-Sallee and Amber Dailey-Hebert. 

Afterword: New Frontiers and Institutional Commitments to Service-eLearning: A Call to 
Action, Beverley Byers-Pevitts. About the Authors. References. 

URL: http://www.infoagepub.com/products/content/p47ffb34c81b5f.php

IAP - Information Age Publishing, PO Box 79049, Charlotte, NC 28271
tel: 704-752-9125       fax: 704-752-9113      URL: www.infoagepub.com

Publication Date:
Summer 2008

ISBN’s:
Paperback: 978-1-59311-920-1

Hardcover: 978-1-59311-921-8

Price:
Paperback: $39.99
Hardcover: $73.99

Subject:
Education
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between the user and provider. Examples

are eBay, Wikipedia, Skype, and Craigslist. 

So, what does this all mean to the dis-

tance educator? Certainly it is nice to have

friends, even virtual ones, and social net-

works seem to have reached the point of

“critical mass” and are here to stay, at least

until a new innovative use of the Web

evolves. 

The importance of social networking

makes the concept important to distance

educators. At the least, a modest under-

standing of social networking is a must for

distance educators. And, it is likely that

more depth of understanding will be

needed. The taxonomy of social network-

ing for distance learning might look like

this:

• Level 1: Learning about social net-

works—definitions, history, back-

ground, and examples.

• Level 2: Designing for social networks—

profiling, blogging, wiki-ing, and

friending.

• Level 3: Studying social networks—eth-

ics, uses, misuses, policing, and support-

ing.

• Level 4: Learning from and with social

networks—social networks for teaching

and learning, science, research, and the-

ory building.

And finally, maybe we do not need to

worry about solitary learners poised in

front of a computer. Obviously they want

friends, just as the child on the playground

does. Virtual friends perhaps, but in many

cases true friends. And, for all those social

networkers out there, remember the old

saying, “we are known by our friends!”
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And Finally … continued from page 100

“… SOCIAL NETWORKS ARE WEB-BASED SERVICES THAT ALLOW PERSONS TO CONSTRUCT A

PUBLIC OR SEMIPUBLIC PROFILE WITHIN A SYSTEM” … “TO ‘TYPE ONESELF INTO BEING.’”
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Will You Be My Friend?

Michael Simonson

e all know what it means to

be a friend. We learn early in

life that, as Emerson said, “the

only way to have a friend is to be one.” A

friend is a person admired, respected,

whose company is enjoyed. 

The idea of friends has recently

changed, however, at least in social net-

working applications. According to Boyd

and Ellison (2007), social networks are

Web-based services that allow persons to

construct a public or semipublic profile

within a system, to articulate a list of other

users with whom they share connections,

and view and move through a list of links

made by themselves and others. Most

often these locations are called “social net-

working sites.” Social network sites such as

MySpace and Facebook have attracted mil-

lions of participants who blog, share mes-

sages, post photos and videos, and list

their friends, all in personally constructed

profiles. 

To participate in a social network site a

user constructs a profile and by this act the

social networker becomes real in a virtual

world. They “type oneself into being,” as

Suden (2003) stated. One characteristic of

most social networking sites is the listing of

friends; friending. Social networkers name

those they want to list as friends, and in

most cases the request to be a friend

requires an affirmative response. Some

sites even allow top eight or top 10 lists of

friends; as Boyd (2006) said, “in a culture

where it is socially awkward to reject

someone’s Friendship, ranking them pro-

vides endless drama and social awkward-

ness” (p. 11).

Many who study the phenomena of

social networking refer to the idea of Web

2.0, a trend in the use of the Internet and

Web that is based on collaboration and

information sharing. Web 2.0 is not a new

network, nor a thing. Web 2.0 is an idea in

people’s heads, based on the interaction

W
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