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Pedagogical success
factors in relation to
blended learning

Pedagogical factors leading to
successful blended learning are
numerous. The most determining
factor certainly is, for designers of
blended courses, the possibility to
rely on a safe development
methodology. This handbook aims
at guiding teachers through the
steps to be taken in order to
achieve blended courses of high
quality.

What does blended learning mean?
Which pedagogical ingredients can
be blended together?

efore explaining how to design and to

implement blended learning, it is

important to agree on a definition of
what it is about. For clarity’s sake we adopt the
following definition:

“Blended learning is realised in teaching and
learning environments where there is an
effective integration of different modes of
delivery, models of teaching and styles of
learning as a result of adopting a strategic and
systematic approach to the use of technology
combined with the best features of face-to-face

interaction.” (Krause, 2007, quoted by Bath,
2010, p. 1)

Technologies play an important role in blended
learning. However, the above definition also
emphasizes the benefit of combining various
resources as well as teaching and learning
strategies. In environments resorting to
blended learning, the possible combinations of
face-to-face and online components are
numerous. Singh (2003) explains that blended
learning can take on such forms as:

e A combination of face-to-face and
online learning:

It corresponds to the best known form of
blended learning. It consists in adding online
learning opportunities (by using the Internet)
to face-to-face sessions. This kind of
combination makes it possible to resort to
various media such as video films, blogs, web
browsers... However, online learning should
not be restricted to distance learning. It is also
possible to organize learning activities online
during face-to-face sessions.

e A combination of self-paced and
collaborative learning:

Self-paced learning means that learners can
learn at their own pace, at the place and at the
moment they choose. However, self-paced
learning alone can demotivate and discourage
persistence in learning. In order to avoid
demotivation and discouragement, self-paced
learning can be combined with collaborative
learning. Giving learners opportunities to work
together enables them to check and to share
what they know. Collaboration can also help
them to overcome individual difficulties.

e A combination of structured and
unstructured learning:
Teachers are usually told to prepare carefully in
advance their lessons and the material
necessary to teach and to learn. But learning
does not only occur in the classroom.
Furthermore, learning does not always result
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from structured teaching. Consequently, in a
blended programme, teachers can combine
structured contents with less structured
learning activities (e.g. debates) likely to
enhance learners’ understanding and open-
mindedness.

e A combination of customized contents
and off-the-shelf contents:

Providing for teaching aids and learning
contents adapted to one’s target group
represents a real benefit for learners. However,
it also costs much time and energy to produce
such course material. Moreover, there are
situations in which using generic contents also

makes sense. In order to save time and energy,
combining off-the shelf contents with
customized assignments can be considered.
The preparation of customized contents will
then be limited to situations in which the
learning goals cannot be attained otherwise.

e A combination of learning and
practice:
Blended learning makes it possible to combine
learning with practice instead of considering
that learning has to take place before practice.
In order to facilitate practice, aids can also be
provided.

Blended course redesign requires a willingness to step back and consider
the goals and range of possibilities, strategies, techniques, and tools.

Garrison and Vaughan, 2008

Patterns of instructional design

esk studies have brought about
numerous definitions, models and
patterns likely to guide the reflection

on online courses and their instructional design.

According to Allen and Seaman (2013), blended
learning can be defined as a combination of

face-to-face and online or remote sessions with
a proportion of online delivery ranging from 30
to 79%. As a consequence, face-to-face
meetings are reduced in number, online
discussion boards can compensate for the
reduction of face-to-face interaction.

Course where no online technology used — content is

0% Traditional

| to 29% Web Facilitated

delivered in writing or orally.

Course that uses web-based technology to facilitate
what is essentially a face-to-face course. May use a
course management system (CMS) or web pages to

post the syllabus and assignments.

Course that blends online and face-to-face delivery.
Substantial proportion of the content is delivered

30 to 79% Blended/Hybrid online, typically uses online discussions, and typically
has a reduced number of
face-to-face meetings.
80+3% Online A course where most or all of the content is delivered

online. Typically have no face-to-face meetings.

Fig. 1. Types of courses according to proportion of content delivered online (Allen & Seaman, 2013)
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Educnet (2008) proposes four patterns of
instructional design combining online training
and face-to-face meetings. Both patterns at the
centre of the figure below correspond to
patterns of blended learning. One of them is
called "Lightened face-to-face”. It implies that
the bulk of training takes place in the presence

of all attendants (teacher and learners)
whereas a few hours are dedicated to self-
study or to activities to be carried out online
(with or without tutoring). The other pattern of
blended learning is called “Reduced face-to-
face” and implies that approximately half of the

training takes place online.

Enriched face-to-face
(upstream/downstream)

Lightened
face-to-face

(-
=}

Face-to-Face
Distance

Reduced
face-to-face

Minimal face-to-face

Fig. 2. Instructional design patterns blending face-to-face and distance training (Educnet, 2008)

Blending online and face-to-face elements for
the purpose of instruction does not only mean
organizational flexibility, it also influences the
quality of learning (Means and collaborators,
2009):

“Instruction combining online and face-to-face
elements had a larger advantage relative to
purely face-to-face instruction than did purely
online instruction. The mean effect size in
studies comparing blended with face-to-face
instruction was +0.35, p < .001. This effect size
is larger than that for studies comparing purely
online and purely face-to-face conditions,

Parlascino, E., Jérbme, F., Denis, B., Devyver, J., Borsu, O., Van de Poél, J.F.,

which had an average effect size of +0.14, p <
.05. An important issue to keep in mind in
reviewing these findings is that many studies
did not attempt to equate (a) all the curriculum
materials, (b) aspects of pedagogy and (c)
learning time in the treatment and control
conditions. Indeed, some authors asserted that
it would be impossible to have done so. Hence,
the observed advantage for online learning in
general, and blended learning conditions in
particular, is not necessarily rooted in the
media used per se and may reflect differences
in content, pedagogy and learning time.”

Navet, R., Haubruge, E.,
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Five dimensions of blended learning
(Peraya, 2012)

eraya and his colleagues (2012)

designed a conceptual framework

making it possible to identify various
types of blended learning. The framework is
based on five dimensions that have to be
combined together to characterize learning
activities.

1. Combination of learning sessions
dedicated to face-to-face and to
distance learning

Three aspects have to be taken into
consideration: 1) the time allowed for each
learning session, 2) the succession of face-to-
face and distance learning sessions and 3) the
kind of activity or assignment attributed to
each session (e.g. information-gathering for
learning purposes or to carry out some specific
task). The status given to learning contents and
the kind of engagement required of learners
determine the alternation of face-to-face and
distance learning.

2. Features of the learning environment
regarding the use of media (techno-
pedagogical environment)

To facilitate online and/or distance learning,
the course designer has to provide for a
techno-pedagogical environment which makes
it possible for learners to perform the assigned
tasks under good conditions. The designer has
to select the most suitable tools with regard to
the learning objectives to be attained and with
regard to the tasks to be performed.

3. Expected and observed effects in terms

of reflexive and relational mediations
Techno-pedagogical environments modify the
relation of learners to subject matter, to

Parlascino, E., Jéréme, F., Denis, B., Devyver, J., Borsu, O., Van de Poél, 1.F.,

learning activities and to other learners. The
ways to appropriate and to use knowledge are
also influenced by the characteristics of the
learning environment.

4. Human support available in order to
develop methodological and
metacognitive skills

Distance learning can cause a feeling of
isolation, especially if it is only used for
transmitting knowledge. In an environment of
blended learning the teacher is more than an
expert who transmits information. Blended
learning implies that the teacher should help
the learner to understand and to integrate new
information into the knowledge he/she already
possesses.

5. Openness of the learning environment
The openness of the learning environment
depends on the liberty learners are allowed to
take in order to attain the learning goals or
even to decide on them. It also depends on the
opportunities learners have to resort to
external resources (human and material). The
more the course is open, the more learners will
engage in the learning process.

Does instruction profit
from technology?

As Koper (2005) rightly points out: “Although it
is not hard to incorporate technology in
teaching and learning, this does not necessarily
lead to more efficient practices.” Clark (2003)
also is cautious about the possible benefits of
blended instruction: “the simple ‘pick-and-mix’
definition of the concept is insufficient”.

Navet, R., Haubruge, E.,
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Designing blended learning

ny teacher who intends to design a
blended course has to reflect on
various aspects of teaching and
learning in order to come up with something

steps in order to develop resources and to offer
an environment suitable for effective and
meaningful learning. This whole process is
called pedagogical engineering.” (Henri, 2002;

meaningful and coherent. However, the our translation)

aspects to be considered are manifold. This is
The conceptual frameworks we have chosen to

guide pedagogical engineering are the
BECOMERIR framework (Leclercq, 2007) and
the Diamond framework (Leclercq, 2000).

why it is highly recommended to plan carefully
the design of the course and to proceed
methodically, especially in the case of distance
learning: “Using media requires the teacher to
reconsider his/her teaching practice. He or she

must plan and prepare in advance the course "Eail to pIan is pIan to fail"

(favourite mantra
of efficient project managers)

scenario, teaching aids, assignments and
communication tools, instructions to guide
follow-up,

learning, counselling and

assessment methods, etc. [...] In short, the
instructor has to make decisions and to take

Pedagogical frameworks

he initial name of the BECOMERIR (with minor adjustments and one major

framework corresponds to the anagram addition) has become NEDOMASPPA. Here are

made up of the French initials of 9 the components in French with their
components of pedagogical design. The corresponding designation in English*:
translation of the French anagram into English

1Up to now, the sources documenting the NEDOMASSPA eLearning development methodology have been released
mainly in French-speaking “grey” literature. The oldest version seems to go back to “Leclercq (1998)”, mentioned
in a report (Balancier et al., 2006, p. 39). The acronym was then BECOMECRIR (Besoins-Existant-Contraintes-
Objectifs-Méthodes-Evaluation-Conception-Réalisation-Impact-Régulation). In 2003, it evolves into BECOMERER
(Besoins-Existant-Conception-Objectifs-Méthodes-Evaluation-Réalisation-Expérimentation-Rétroaction). Here,
“Experimentation” replaces “Impact”, “Contraintes” is deleted and substituted with “Conception”. The 2003
version is used in the study material of the specialized master in higher education pedagogy (Formasup) and in a
lexicon for the European iClass project. In 2005, in a slideshow, the acronym transforms into BECOMERIR
(“Intervention” instead of “Experimentation”) which is also used in Poumay (2006), with a slight difference (the C
abbreviates “Conception” instead of “Consistency”) and by Verpoorten et al. (2005) in a web-based general
introduction to Formasup (also with “C” for “Conception”). An ultimate version, BECOMERIOR, appears later on in
two course manuals (Leclercq, 2007 ; Denis, 2014). This time, the acronym takes on Poumay (2006) and adds the
“0O” of “Observation”. Since Poumay (2006) remains the only occurrence of the development methodology in a
published article and since the acronym BECOMERIR takes over the elements of the previous versions, this
handbook opts for this acronym (complemented with the “S” of “Support” in NEDOMASPPA). The BleTeach project
provided thus a first opportunity to fully work out this conceptual tool in English.
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Besoins Needs
Existant Existing resources
Conception Design
Objectifs Objectives
Méthodes Methods
Evaluation Assessment
Support
Réalisation Production
Implémentation Pilot scheme
Course attendance
Régulation Adjustment

The components or categories listed above can
be used as a reminder of the types of questions
to be asked in relation to the design of a
blended learning environment. The framework
is not necessarily linear: the answers to
qguestions belonging to one category may lead
to reconsider any of the other categories. It is
of course not possible to answer all the
questions related to each category at the same
time. However, information belonging to one
category is often enough linked with that of
other categories. The categories thus influence
each other. Adjustment and regulation can be
practised atany time on the basis of feedback
related to one or the other category.

The framework can be used to design any kind
of teaching and learning environment; it is not

restricted to the design of virtual environments
resorting to technology. Regarding the design
of blended learning environments, a tenth
category has been added to the framework, we
call that additional category ‘support’
Consequently, the English anagram s
NEDOMASPPA.

The NEDOMASPPA framework can be
segmented into three subgroups of categories.
The three segments correspond to the three
major phases of the process of course design
and implementation:

NED - analysis: It consists in reflecting on the
type of course to be designed by taking into
consideration the needs of the target public
and the existing resources.

OMAS — design and development: Once the
outlines of the course have been decided on,
all its features have to be specified, tools and
resources have to be produced or adapted.

PPA - implementation, experimentation and
regulation: This is the phase in which the
course comes into existence, is being
experimented a first time by teacher(s) and
learners and adapted on the basis of that first
experience.

In order to assure solid methodological
guidelines, the NEDOMASPPA framework will
be completed by the Diamond framework.

2The “support” category is borrowed from the guidelines issued by a team of the Piddagogisches Landesinstitut

Rheinland-Pfalz (see appendix 1).
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11.0On which basis? 9. Towards which results?

]

5. According to which principles? 13. Expectations-needs

\ 3.Who teaches? '
2\
10. On which topics?
A‘ 8. Organization
7

1 Who learns? 2. What?

6. How? '
7 Resources
4. Wlth whom?
- ‘. 14. Constraints

*'

12, Observatlon
15. Impact

/

Fig. 3. Diamond framework (Leclercq, 2000)

16. Contract

In 2000, Leclercq proposed a framework for pedagogical design make the Diamond
pedagogical design which puts 16 questions framework easy to appropriate. Each category
relevant to teaching and learning in relation to of the NEDOMASPPA methodology will
one another. The visual representation of the systematically be related to questions raised by
framework has got the shape of a diamond. the Diamond model.

The questions to be addressed in relation to
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Key components of pedagogical engineering according to the NEDOMASPPA

framework

eeds

The first step to take in order to start

designing a teaching and learning
environment consists in examining the needs
to be supplied by means of such an
environment. The questions to be asked in
relation to needs are for instance: What is the
problem to be solved? What is the purpose of
the teaching and learning environment?

Such questions are especially important when
it comes to blended learning: Why is it
appropriate to consider hybrid pedagogy?
Why should some learning activities take
place online?

Another question to be asked in relation to
needs is directed at the target group: Whom is
the course supposed to address? Concerning
targeting learners, the Diamond framework
proposes the following questions:

e  Who are the learners whom the
hybrid environment will address? (1)3

o How old are they? The answer
to this question may give clues
as to their autonomy and
experience as learners.

o What is their educational
background? The motivation
to engage in learning may be
positively or negatively
influenced by past schooling or
training.

o How many learners will be
involved? The number of

participants influences
teaching and learning.
Individualized gualitative

feedback can for instance only

be practised with a relatively
small group of learners.
Debates have to be organized
differently depending on the
number of contributors. Etc.
What do they already know about the
topic or the subject matter to be dealt
with? (11)
The level of instruction to be aimed at
can be either defined in terms of
curricular requirements or it can be
determined by personal ambitions or
interests. In case of institutional
teaching and learning it is best to refer
to programmes or to consult
colleagues. However, it can also be
interesting to assess the knowledge
learners already have about the
subject to be taught. That kind of
information can then be taken into
account in order to adjust the right
level of instruction.
What are learners' characteristics and
special interests? (1)
Teaching methods and learning
activities will vary according to
learners’ profiles and interests. Arts
and science students for instance will
have to be taught differently. Learning
styles can also be taken into account.
In case of cross-curricular or
multidisciplinary  teaching it is
recommended to vary illustrations and
examples so as to involve all learners.
Collaboration or  group  work
may also be considered if it fits with
learners’ characteristics.

3The numbers in brackets refer to the 16 questions which compose the Diamond framework.
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e What are learners’ expectations in

relation to the course? What do they
think is expected from them? (13)
This kind of information is worth taking
into consideration because it is
inevitable that learners should have
expectations regarding the course and
those expectations could be
inadequate. Learners are also usually
interested to know what is expected
from them so that they can decide on
the best strategy to adopt in order to
come up to the expectations.

e Who is responsible for the request to

learn? (16)
The course designer should know
about learners’” motivation for
attending the course. Motivation to
learn can be influenced by the status of
the course (obligatory or optional), by
topic or subject matter or by
performance-related  requirements.
The latter may determine learners’
engagement in the learning activities.

Raising questions about needs will help to
determine the outlines and the main
characteristics of the teaching and learning
environment to be designed and implemented.
However, in case of blended learning,
additional information should be taken into
account. It touches on learners’
representations in relation to digital learning.

The research conducted by Sun and colleagues
(2008) points out three aspects of digital
learning likely to influence learners’
satisfaction. These aspects of digital learning
are:

e Learners’ anxious perception of
computers: “This research ascertains
that learner anxiety toward computers
is one of the vital factors in perceived
e-Learner satisfaction” (Sun, 2008, p.

1194). The anxiety toward computers
lowers the effectiveness of digital
learning as well as learners’
satisfaction with it. Therefore, it is
important to select tools which are
adapted to the learners’ level of
familiarity with digital environments.

e Learners’ perception of the usefulness
of e-Learning environments:
Perception of usefulness depends on
the learning progress the environment
has made possible.

e Learners’ perception of the ease to
adapt to and to use digital
environments: The easier, the better!

It follows that perceptions of usefulness and
easiness of use are important success factors as
they have a positive influence on satisfaction
toward digital environments whereas anxiety
has a negative influence on it. Such
relationships between perceptions and
satisfaction should not be ignored. Digital tools
should be selected and implemented
accordingly.

Anxiety toward computers can be assessed by
means of the following statements (Barbeite &
Weiss, 2004). Each statement has to be rated
with a Likert scale:
- Working with a computer would make
me very nervous
- |l get asinking feeling when | think of
trying to use a computer
- Computers make me feel
uncomfortable
- Computers make me feel uneasy and
confused

According to the assessed level of anxiety, aids
can be proposed to learners to help them
overcome it.

Parlascino, E., Jérébme, F., Denis, B., Devyver, J., Borsu, O., Van de Poél, ].F., Navet, R., Haubruge, E.,
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xisting resources

Before starting to create learning

resources, course designers should look
for existing material (contents, references,
illustrations, assignments, learning tools...) and
see if it makes sense to use it. “If you are taking
on someone else's course or redesigning your
own course, you need to think carefully about
the current course practices. Take time to
review the course and undertake a content
inventory — what resources are you using? And
in what format do they exist (print, online,
audio, video, etc.)? Have students had any
issues accessing a resource? Could this access
be improved?”

(Bath, 2010, p.10). Such advice is also helpful if
you have to create a brand-new course. Do not
forget that you are living in the age of moocs
and open educational resources. It means that
there are out there scores of courses,
resources, material already developed and
available. See whether you can incorporate
some of it in your course and, in doing so,
concentrate your time and energy on what
does not exist yet and/or on what you alone
can provide (sometimes your contribution can
consist in being the smart glue that fixes up
existing resources!). There is no point
reinventing the wheel!

Be alert and look around you for existing resources that could be used in an
environment of blended learning. ‘Pokémon Go’ motto (adapted to

NEDOMASPPA)

In other words, it is often not necessary to
create the entire course material from scratch.
As explained above (see the various forms of
blended learning according to Singh, 2003) a
combination of off-the-shelf and customized

course contents can serve the purpose of
instruction and save time and energy dedicated
to course design. If you borrow material
though, be careful to mention clearly where it
comes from.

If you intend to use a platform or other digital tools, take some time to investigate what is available.
Knowing the possibilities of tools and their features you can make sure that your course can be updated
easily. By investigating technological resources, you may also discover possibilities you had not thought
of. Select the functionalities that suit best your teaching and learning goals. Here is the URL of a website
called “Educational Technology and Mobile Learning. A resource of educational web tools and mobile
apps for teachers and educators” where you will find a lot of information and tips about using
technologies for teaching and learning purposes: http://www.educatorstechnology.com/

Looking for available teaching and learning
material will enable you to tackle the
“resources” (7) and “constraints” (14)
dimensions of the Diamond framework. It is
indeed important to consider limits or
restrictions regarding the resources you would
like to use or the context in which your course

will take place. Reflecting in anticipation on
such constraints will prevent you from having
later to solve intricate problems.

For instance, if you plan learning activities to be
carried out online, check the availability of
computers and Internet connections.
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http://www.educatorstechnology.com/

Accessibility of a computer room facilitates
digital learning. Another facilitating factor
consists in organizing a helpdesk that learners
can appeal to if they encounter some technical
trouble. Learners are not always skilled in the
use of technology. Therefore, it could be
advisable to give them some help

and time to adapt to the digital environment.

Familiarity with digital tools and environments
also varies among teachers. The figure below
relates teachers’ experience of technology to
quality levels of blended learning.

Low-impact blend

—

Medium-impact blend

High-impact blend

- Teacher has no experience in
designing and developing for

@)
@

- Teacher has designed and
developed a blended leaming

- Teacher has several years of
experience in designing and

blended leaming

>

- Teacher has no prior experience
in teaching the traditional course

©)

- Teacher has some knowledge in
integrating technology

@]

- Teacher has no confidence in
integrating technology

¢

- No institutional support is
provided

course

©)

- Teacher has taught the
traditional course

©)

- Teacher has good knowledge in
integrating technology

©

- Teacher has some confidence in
integrating technology

)

- Institutional support is provided

@@@@@ﬂ

developing for blended leamning

- Teacher has made several
iteration of teaching the
traditional course

- Teacher has strong knowledge
in integrating technology

- Teacher has high confidence in
integrating technology

- High institutional support is
provided

Fig. 4. Factors that influence the selection of blended learning approaches (Alammary & Carbone, 2014, p. 448)

The technological profile of teachers also as shown below:

influences the design of blended environments

Low-impact blended course
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Fig. 5. Applying the three different approaches to a traditional face-to-face course (Alammary & Carbone, 2014, p. 448)
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esign

« Teaching is not a science, it’s a
DESIGN science » (Laurillard, 2012)

Design consists in determining how the
environment of blended learning will be used
by learners. Being informed on their needs and
on the availability of teaching and learning aids,
it is now time to decide on the tasks and
assignments that will compose the course. “It
is important to ask yourself ‘What do | want my
students to learn by undertaking this course?””
(Bath & Bourke, 2010, p. 9). To this question
the following can be added: “How do | want to
use the online learning environment?” (Bath &
Bourke, 2010, p. 10)

Many scripts can be considered when it comes
to designing a course and its learning activities:

e Activities can follow one another in a
harmonious way:

AN Y4 )

o) &)

e  Alternatives can be proposed to learners,
comparable with forks on a map:

Hetero
evaluation

— Plucement

B o L ¥ g

stdent

In other words,
o [

i teachers will have to
: juggle with the
(... ~various components
“iewn | Of their course in
S order to find an
assembling pattern
which will fit best
their goals. More
6 Y s 6 information  about

learning activities
can be found in the section dedicated to
methods.

© LabSET-ULg

Promotion of
a pelyvalent
learner

Several components of the Diamond
framework can help to structure the reflection
on course design. Here are the relevant
components translated into questions to be
asked:

e  What is the course about? What is to
be learned? (2)
The level of learning has also to be
specified: Is it an introductory or an
advanced course? Which are the
specific aspects of the target subject
matter to be addressed?

e According to which principles should

the course be taught? (5)

The five dimensions of blended
learning defined by Peraya (2012) can
help to determine the specific
structure of the course: Which learning
activities should be carried out online?
Which aspects of the course will be
dealt with face-to-face? Will learners
have to resort to external resources?
And so on.

e Who will be in charge of teaching /
tutoring? (3)
The issue concerning the person(s)
involved in the teaching / tutoring of

Parlascino, E., Jérébme, F., Denis, B., Devyver, J., Borsu, O., Van de Poél, ].F., Navet, R., Haubruge, E.,
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the course should also be raised. In a
traditional face-to-face environment,
the roles of the teacher are relatively
well-defined. But in a digital
environment, teaching and guiding
roles have to be redefined. Besides
course organization and the
transmission of contents, support
should be provided in order to prevent
digital learners from feeling isolated
and discouraged. In relation to digital
learning, organizational, motivational
and/or educational support can turn
out to be necessary.

e Should learners collaborate with each
other? (4)
In a digital environment, collaborative
activities have to be carefully planned
and implemented. Learners should
know exactly when, how and for which
purposes they have to work in teams.

e Which are the prerequisites for
learning effectively? (10)
On the occasion of considering
learners’ needs, the issue of

foreknowledge in relation to the
subject matter of the course may
already have been raised. However, it
is worth determining exactly the
prerequisites for attending the course
and to inform learners about them. For
those learners who do not master
prerequisites, refresher activities could
be considered in order to bring them
up to standard.

e What about course organization and
duration? (8)
How many hours are available for the
course? What length of time is to be
dedicated to face-to-face and to online
learning? In which order of succession?
How flexible should learning be? The
flexibility aspect usually influences
learners’ satisfaction: “e-Learning
course flexibility played an important
role in  perceived e-Learners’

Parlascino, E., Jéréme, F., Denis, B., Devyver, J., Borsu, O., Van de Poél, 1.F.,

satisfaction. In contrast to traditional
classroom learning, e-Learning is not
constrained by space, time and
location; therefore, students have a
high degree of flexibility and many self-
paced learning opportunities. From an
operational viewpoint, especially to
students in continuing education, the
opportunity to effectively balance their
jobs, family, and work-related
activities with e-Learning is the first
priority when considering such an
education.” (Sun, 2008, p. 1195)
Blended learning inevitably raises the
sensitive issue of workload. Therefore,
reflecting on the approximate duration
of each learning activity (face-to-face
and online) is important. The time
estimation related to online activities
should be part of the total amount of
time dedicated to the course.

Another component of elearning which
influences positively learners’ satisfaction is
course quality: “It includes overall course
design, teaching materials, interactive
discussion arrangements, etc. For higher
satisfaction, the course scheduling, discussion
arrangement and types, and course materials
must be properly prepared, and the e-Learning
instructional expertise and technical assistance
must be also in place. A well-designed delivery
process, with appropriate assistance to
students for solving their curriculum and
technical difficulties, can decrease e-Learners’
uncertainty and frustration with e-Learning,
further leading to better learning experiences.
Hence, e-Learning course quality influences
perceived e-Learner  satisfaction very
significantly.” (Sun, 2008, p. 1195)

Navet, R., Haubruge, E.,
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Some pitfalls likely to harm the quality of
elearning can easily be avoided. Here is a list of
ten of them described in relation to flipped
classrooms* (Carter and colleagues, 2016).
Insofar as flipped classrooms can be considered
as a specific form of blended learning, the
pieces of advice listed below also apply to
blended courses.

1. The opinion of others: Innovators are
not always welcome. Teachers who decide to
experiment with innovative environments will
probably have to explain their decision to
colleagues.

2. Learners’ rejection of innovative
environments: Learning environments
integrating elearning require learners to
change their learning habits. Change means
efforts to adapt. Some learners may therefore
be reluctant to change. It will be necessary to
convince them.

3. Contents and function of videos: The
production of videos is time-consuming. It is
therefore important to reflect carefully on the
contents and on the function of such digital
learning resources within the course.

4. What are face-to-face sessions for?
When learners are given the opportunity to
learn online, time dedicated to face-to-face
instruction should be filled usefully and in a
way that best complements eLearning.

5. A feeling of permanent dissatisfaction:
Innovating in terms of teaching and learning
practices does not necessarily mean that
everything is going to be perfect at the first
try. Innovation takes time and often needs
adjustment. Therefore, do not try to modify
your whole course at one go. Innovate
progressively instead, bit by bit.

6. Technological challenge: Resorting to
technology for teaching and learning purposes
can be challenging for both teachers and
learners. Digital tools are not always easy to
access or to use. Do not hesitate to ask
technology experts for help. Integrate
technology progressively into your course and
do not rely on tools or applications you do not
master. Take time to introduce learners to the
digital environment of the course.

7. Classroom environment: Change of
teaching methods may imply new ways of
occupying classroom space. If learners are to
collaborate, the classroom should be fitted up
accordingly.

8. Teaching and learning rhythm out of
control: If learners are to become more
autonomous as to their learning, progress will
also vary from one individual to the other.
Teachers may find it difficult to adapt
simultaneously to various paces of learning.
Release progressively your hold of learners’
close supervision and do not try to keep
everything under control.

9. Too much time spent preparing the
course: Teachers who make learners work
online often complain that they spend too
much time preparing digital learning resources
and monitoring distance learning. Even if it is
true, this should not be regarded as a
deterrent. Strategies of eLearning often prove
to be effective.

10. Self-assessment: Teachers often have
doubts as to the fact that learners actually
engage in online learning. Giving learners the
opportunity to self-assess their progress in
learning and their attainment of learning goals
may contribute to enhance engagement in
learning.

4 Flipped classroom is an instructional strategy and a type of blended learning that reverses the traditional
learning environment by delivering instructional content, often online, outside of the classroom. It moves
activities, including those that may have traditionally been considered homework, into the classroom. In a
flipped classroom, students watch online lectures, collaborate in online discussions, or carry out research at
home and engage in concepts in the classroom with the guidance of a mentor. (Wikipedia)
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Designing a course of high quality also means
to pay special attention to its educational
aspects. One basic rule to be observed in
relation to educational quality is checking
constructive alignment. Leclercq (1995) called
that rule “triple consistency of learning
objectives, teaching methods and assessment
or evaluation strategies” and represented it in
the shape of a triangle. Leclercq’s triple
consistency triangle is a conceptual tool aiming
at securing the pedagogical validity of teaching
and learning environments.

Resorting to robust conceptual tools such as
the NEDOMASPPA framework, the Diamond
framework and the triple consistency triangle
makes it possible to take instructionally
reflected decisions about the course to be
designed. To take appropriate decisions in
terms of instructional design is considered to
be a key success factor, especially in relation to
the development of virtual learning
environments (Koper & Olivier, 2004;
Martinez, 2002; Wiley, 2000). Should the use of
conceptual tools for course design be neglected
or omitted, there is a risk of unfocussed and
inappropriate decision-making.

Let us come back to Leclercq’s triple
consistency triangle. As already mentioned, the
symbolizes the
interconnectedness of three key components

triangular shape

of instructional planning: learning objectives
(0), teaching methods (M) and evaluation
strategies (E). According to Tyler (1949), those
three course components should be aligned on
each other so as to form a coherent or
consistent whole. The bidirectional arrows
linking O-M, O-E and M-E as shown in the figure
below indicate that each link contributes to the
overall coherence. Moreover, coherence turns
out to be transitive. For instance, if O-M is
consistent with M-E, then O and E are de facto
consistent.

Objective to be reached

4

— " Evaluation of
the objective
reached level?

Teaching method
to reach objective

Fig. 6. Leclercq’s triple consistency triangle
(1995), illustration by Castaigne (2001)

bjectives

In order to determine the learning

objectives of the course to be
designed, it is necessary to clarify what should
be learned in relation to the course. Learning
goals can be of various kinds: they can
correspond to knowledge, know-how, skills,
attitudinal  abilities, competencies, etc.
Determining learning goals corresponds to the
“what is to be learned?” question (2) of the
Diamond framework. Once the learning
objectives are specified, teaching and
assessment methods can be considered.

Competencies to be developed and learning
objectives to be attained at the end of a course
can be seen as complementary. While
competencies encompass and integrate a
whole set of rather specific abilities and thus
represent a systemic approach to learning,
objectives or goals are more task-related.
Knowledge, skills and attitudinal abilities can
thus be appropriated separately by means of
specific learning activities before they can be
related to one another in order to tackle more
complex situations.
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Knowledge,

skills,

attitudinal abilities

composed of

are mobilized in

real or
problem situations

are contents
aimed at by

are attained

through related to

Activities

are composed

of tasks implemented in

Fig. 7. Network of competencies and objectives (Denis, 2014)

In order to define more precisely the term
“competency”, we refer to Beckers, Leclercq
and Poumay (2007) who are themselves
strongly influenced by Tardif (2006). The
authors call competency “the ability to act
effectively by mobilizing spontaneously,
correctly and in an organized fashion (fluidly,
economically or methodically) internal
(knowledge, skills and attitudinal abilities) and
external resources (experience of colleagues,
literature...) in order to face a complex
situation never encountered as such before
and belonging to a family of similar open-
ended situations (‘open-ended’ means that
problem-situations can be solved by adopting
various strategies), such situations being
deemed critical and relevant for social life (civil

or professional).” (Our translation)

Parlascino, E., Jérbme, F., Denis, B., Devyver, J., Borsu, O., Van de Poél, J.F.,

To support the development of competencies
within a course, the instructor has to focus
primarily on two aspects: the appropriation of
the relevant internal resources (knowledge,
abilities) and their
mobilization in complex situations. The variety

skills and attitudinal

of internal resources can be represented in the
shape of a pyramid indicating the relative
importance and the mutual dependencies of
each type of resources (called somewhat
confusingly

“competencies” in the figure

below).

Navet, R., Haubruge, E.,
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sTRATEGIC

Inter-personal skills, wanting, desiring, hating
Solve problems, adapt oneself, know oneself
General technical know-how

Content-bound (disciplinary) knowledge and know-how

Fig. 8. Pyramid of competencies (Leclercq, 1987, 1998)

According to the pyramidal representation,
specific or disciplinary resources can be seen as
the closest to the instructional focus of the
course, whereas instrumental, strategic and
motivational resources are more likely to be
transferable to other domains of expertise than
the one targeted by the course.

If we try to describe each pyramid level, we can
say that specific resources include knowledge,
know-how and skills which are directly relevant
for the target domain of instruction.
Instrumental resources refer to more generic
and technical abilities likely to enable learners
to progress in the mastery of the target domain
(e.g. the ability to use Excel to encode data, the
ability to search for information on the Web...).
Strategic _resources correspond to self-
knowledge in relation to favourite learning
styles and strategies. They enable learners to
become more effective when it comes to
appropriating new knowledge and skills.
Motivational or dynamic resources are related
to learning commitment and perseverance.
Being able to distinguish between those four
categories of internal resources makes it
possible to consider appropriate ways to help
learners to acquire or to improve them.

Internal resources can be acquired or trained
by means of learning activities conceived for
that particular purpose. Again, we come back
to the necessity to formulate clear learning
objectives in order to combine the internal
resources to be acquired with meaningful
learning activities. Moreover, the attainment

of clearly defined learning goals is easier to
assess than that of ill-defined ones.

Three types of learning objectives can be
distinguished: general objectives, behavioral
objectives and operational goals.

General objectives correspond to the principal
intentions and aims of the educational
intervention. They are not formulated in terms
of observable actions and behaviours and
cannot be directly associated to evaluation
procedures. Such objectives as “demonstrate
autonomy or critical thinking” or “sum up the
main ideas of a text” belong to the category of
general objectives. General objectives have to
be specified by more precise objectives in
order to be translated into more tangible
actions and behaviours.

Behavioural  objectives  correspond  to
attitudinal abilities to be appropriated by
learners. Behavioural objectives are
formulated in terms of observable behaviours
or attitudes but they do not necessarily specify
the criteria by means of which the target
behaviours or attitudes are to be assessed.
“Smoke less” or “make fewer spelling
mistakes” are examples of behavioural
objectives.

Operational objectives are the most precisely
formulated objectives. They are learner-
centered and they contain action verbs
expressing observable behaviours. Operational
objectives should be verifiable and directly
related to assessment criteria according to
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which learners are clearly informed about what
is expected of them in relation to learning
activities. De Landsheere (1975) proposed five
questions to be asked in order to check
accuracy regarding the formulation of
operational objectives:

e  Who will produce / adopt the target
behaviour?

e  Which observable behaviour indicates
that the corresponding learning
objective has been attained?

e  What will be the result / product of the
target behaviour (performance)?

e Under which circumstances will the
target behaviour take place?

ethods

Teaching methods and learning
activities make up the core of any
educational environment. In the figure below,
Bath and Bourke (2010) categorize the assets
of face-to-face and virtual learning and

Assessment

F2F Student Collaboration

Student Resources

Traditional,
face-to-face

F2F Learning & Teaching lea rning and

teaching
experiences

Teacher/Student Communication

Individual Student
Activities

BLENDED
LEARNING

BLENDED
ENVIRONMENTS

e Which criteria will be wused to
determine if the produced behaviour /
performance is convincing enough?

Operationalizing learning objectives makes it
easier to consider appropriate teaching
methods and learning activities as well as
assessment strategies likely to verify reliably if
performance requirements have been met.

Learning objectives should also be transferable
to contexts of professional practice. In other
words, the vocational usefulness of the
learning goals to be attained in an educational
context should be convincingly explained to
learners and should be explicitly related to
their learning needs.

teaching environments. They situate blended
learning at the intersection and thus indicate
that blended learning can profit by the
potential of both environments.

Teacher/Student
Communication

Online Learning
and Teaching

Individual activities

Off-campus,
virtual learning
and teaching
experiences

Student Resources
Assessment

Fig. 9. Blended environments (Bath and Bourke, 2010)
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As illustrated above, any instructor who
ponders over the best way to (re-)design a
course is confronted with a very wide range of
possibilities (see the ‘how’ question (6) of the

The 8 Learning Events Model and its principles.
Release 2005-1. LabSET. University of Liege,
available at

http://www.labset.net/media/prod/8LEM.pdf

Diamond framework). In order to limit the
scope of the available options, we propose a
conceptual framework which places reflection
on teaching methods and learning activities at
a more practical level. We refer to the 8
Learning Events Model’. The following
quotations in relation to the Model are
borrowed from its 2005 version: Leclercq,

D. & Poumay, M. (2005).

The model is composed of 8 paradigmatic
“events”. Each “event” combines a teaching
method with the corresponding learning
activity. Methods and activities are expressed
by complementary action verbs. The model is
context-independent and flexible. It can
therefore be wused in relation to any
educational situation or environment.

Debates

Imitates

Fig. 10. Eight Learning Events Model (Leclercq & Poumay, 2005, p. 3)

> Several descriptions and interpretations of the pedagogical model could be retraced. They roughly correspond
to 3 reference texts: one published in 1998 as a chapter in a book dedicated to higher education pedagogy and
written in French and two others issued in English in 2005 and 2007 in the form of articles. The 3 texts were
signed by several authors: one author involved in all texts as the initiator of the model and various collaborators.
Here are the references of those texts:

Leclercq, D. (1998). Pour une pédagogie universitaire de qualité. Mardaga (Sprimont-Liege, Belgique). Chapitre 4.
Leclercq, D., Poumay, M. (2005). The 8 Learning Events Model and its principles. Internal release 2005-1. Liege,
Belgium: LabSET, University of Lieége. http://www.labset.net/media/prod/8LEM.pdf

Verpoorten, D., Poumay, M., Leclercq, D. (2007). The 8 Learning Events Model: A Pedagogic Conceptual Tool
Supporting Diversification of Learning Methods. In: Interactive Learning Environments, vol. 15, pp. 151-160.

NB: In the 1998 version of the model, the initial developers are identified as D. Leclercq, Professor for Educational
Sciences at the University of Liege (Belgium), and his collaborator at that time, B. Denis. Two earlier versions of
the model are also mentioned: Denis and Leclercq, 1995; Leclercq and Denis, 1997.
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Here follows a detailed description of each
teaching-learning event:

Imitation / Modelling
“Humans learn a ot
from observation,
| impregnation (and,
,f" afterwards, imitation),
Wniites // either voluntarily —or
without really trying,
outside any system of instruction, simply by
absorption, as a result of being immersed in the
problem, by living in a context, and sometimes
without even realising it — making this a form of
latent learning. The process of observation can
happen without the use of any communication

code, so before language.

Ry

[...] The teacher’s or trainer’s role is to provide
the model(s), which has not to be the teacher
himself. [...] We can be impregnated by (and
imitate) movements, emission of noises, words
and melodies, accents, vocabulary, postures,
etc. Imitation and modelling can happen
everywhere: in the street, in public areas, at
home, via television, even from still pictures on
posters or cartoons. Cinemas, theatres, stages,
exhibition halls, museums, show rooms are
places designed to facilitate observation.”
(Leclercq & Poumay, 2005, p. 4)

Reception /
Transmission
“Humans learn a lot
from intentional

T /  communication, from
Rﬁ\y the  reception  of
= messages (via  the

press, radio, books, television, lectures, etc.)
intended to give us information. This
communication is encoded in a language
(English, French, etc.) that the recipient must
share with the transmitter, contrarily to
imitation by observation, where no code is
needed

.The teacher’s or trainer’s role is to provide the
message (or the data) to be transmitted, either

by selecting documents or by writing them
himself or by oral communication, direct or
recorded. Books and newspapers are read at
home, in libraries, in trains and airplanes.
Radio, television, telephone, e-mails, Internet
make messages accessible almost from
anywhere.

A large number of domains can be learned by
reception of verbal messages, with noticeable
exceptions such as the mastery of skills (that
have to be practiced), the adoption of values
and appetencies (that have to be adopted), the
memory of sensorimotor, relational or
emotional feelings (that have to be
experienced).” (Leclercq & Poumay, 2005, pp.4-5)

Exercising / Guidance

_ “In fields where it is
T4 o important to
_ M j;: \ “proceduralise”, to

/  automate, to create
w routines, humans learn
‘ by acting, practicing.
Essays and errors are necessary not only to
discover the sequences of actions but also to
interpret feedback (stimuli) produced by these
actions, that help correct it if needed.

A good coach is someone who pushes the
learner to act, helps him interpret the
consequences of these actions, maintains
motivation, and in short guides and corrects,
during interactions which have been scheduled
... basically by the coach himself. The difference
between this “event of learning” and imitation
or reception is that in those ones, action is not
necessary.  Sensory motor skills such as
walking, writing, drawing, dancing, biking,
swimming, driving a car, playing a music
instrument, eating with forks or using any tool
request practicing, exercising. Sport halls or
fields,  dancing  ballrooms,  workshops,
swimming pools, etc. are conceived to favour
learning by practice.” (Leclercq & Poumay,
2005, p. 5)
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Exploration /

Documenting

“In fields where a large
degree of freedom of
choice is beneficial,
humans learn by
exploration, i.e. by a
personal search among data, either randomly,

Explores

or to answer their questions. The difference
with the imitation or reception or the exercising
ways or learning is the personal character of
exploration and the pre-existing will or
expectation to find something or an answer to
a personal query. In a free exploration, a
consultation, it is the learner who has the
initiative, who asks the questions, but without
changing the object of his exploration (without
writing in library books, without modifying the
content of the videocassette), without creating
knowledge which pre-existed its discovery
during exploration.

The role of the teacher or trainer is to make sure
that the student will encounter data, so
indicate him good sources, or constituting
those sources himself, in brief documenting,
providing access. Domains of learning are
history or geography or arts or culture in
general or personal relations. For instance, a
personal visit to a city has its charms and
advantages, which are not the same as those of
a guided tour). Interviewing a person is not the
same as hearing a speech from the same
person.

Libraries, museums, web sites, TV channels
(amongst which the explorer may “zap”) are
special places for this way of learning, provided
the learner has the initiative. For instance, a
museum can be “told and shown” by a guide,
and this is transmission and modelling instead
of exploration, that implies that the visitor
decides which piece of art he watches, how
much time, at which degree of details, from
which angle of vision, etc.” (Leclercq &
Poumay, 2005, pp. 5-6)

”

Experimentation /
_, Reactivity

.__‘\ " “In  some domains,
w Rty learning is  mostly
LA A efficient if the learner
Experiments can manipulate the
environment - and,
when necessary, can modify it.
Experimentation  processes = mostly by
exhausting and combining the possibilities the
experimenter regards as meaningful, in order
to test personal hypotheses (otherwise it is
simply drill by applying the other’s ideas).

The role of the teacher or trainer is to provide
an “experimentable” environment, ie. a
reactive one. When the question to answer, the
problem to solve, is excessively hard for the
learner (or the group of learners), the teacher
can help, provide hints, clues that will decrease
the difficulty of the task. Domains of learning by
experimentation are science, computer
sciences, social relations, the use of engines or
instruments, etc. Learning places are science
labs, workshop, computer simulations, exercise
fields, almost the same as for exercising. Limits
are becoming more flexible since some
museums combine the possibility to explore
(without touching the pieces of art or
technique) and the possibility to manipulate, to
“try” with.” (Leclercq & Poumay, 2005, p. 6)

Creation / Confortation
O (R 3 “Humans learn by
;\,_ Y, creating ~ something

*

e new (new to them, no
to  humanity), by
constructing, by
changing their
environment, by producing concrete works
(texts, musical compositions, objects, buildings,
shows, films, etc.) ...often starting from a
personal idea or an individual or collective
project. Of course, the creation reincorporates
already known elements. Thus, Beethoven
whose creativity is beyond dispute, drew
inspiration from Haydn.

— -

Creates
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Since engaging into creation is hard, the
teacher acts as a facilitator, a moral and
material scaffold, as patrons and sponsors have
done for centuries with artists (Jules Il for
Michelangelo). Writing essays, conceiving
iconic illustrations are some of the domains of
learning which would be concerned by this
learning event.” (Leclercq & Poumay, 2005, p. 7)

Self-reflexion /

"& % Co-reflexion
R “Judgements, analysis
b | and regulations
“‘h_) operated by a person
Meta-learns on his/her own

cognitive processes or
products in PRE, PER or POST performing
situation, the performance being a test or a
learning activity. This learning event can help to
develop strategic competencies.

The teacher’s or trainer’s role is to help the
learner, either in providing advices or data
(such as metacognitive measures such as
Confidence, Prudence and Nuance) or in
helping the learner to interpret the situation, its
causes and to conceive regulative actions. This
learning event occurs each time a person has to
estimate his/her chances of success of a course
of action, before choosing it, or during
performing it or after having done it and being
told by an expert how good it was. It can be in
the intellectual, relational or sensorimotor
domains.

What are the most suitable learning places?
Anywhere, but the interruption of action helps
the process, due to the limited capacity of our
working memory: it is difficult to perform a task
AND to have a metacognitive reflection on it in
the same time, except when it is done in details
(for instance for each question of a test); in this
last case, the metacognitive process must
happen directly, without delay. Metacognitive
issues happen anywhere, anytime: “What are
my chances of success if | engage this leaning
activity? What is the quality of my production?

Are my learning processes satisfactory? What
should | change?” (Leclercqg & Poumay, 2005,

pp. 7-8)

Debate / Animation
“Learning takes place

i i during social
' | interactions  between
""" pairs  or  between

Debates . .
trainees and trainers

provided there are
conflicts of views (called socio-cognitive
conflicts), challenging discussions forcing the
opponents to justify their position...or to modify
it.

The teacher’s or trainer’s role consists in
“animating” the discussion, this expression
covering a wide range of functions, from the
less invasive (observation during the debate
and debriefing after the debate) to the most
invasive ones (such as selecting inputs, i.e.
moderating, in a forum), passing by a series of
intermediate roles (reframing, reorienting,
regulating the debate, participating to it).
Representations of complex  concepts,
relationships or areas of contents are often a
mixture between spontaneous and official
representation, with a high likelihood of
misconceptions, and a low probability to have
them detected by the learner himself in a short
period of time. Discussions accelerate the
awareness of contradictions and lacks in one’s
own mental representations and increase the
efforts to reduce them. Real or virtual classes or
subgroups are the natural partners for those
exchanges, who can interact via asynchronous
(forum) or synchronous (chat) techniques.”
(Leclercq & Poumay, 2005, p. 8)

In order to use teaching and learning events
appropriately, the following principles should
be observed:
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Fig. 11. Tutor’s and learner’s initiatives according to the 8 Learning Events Model (Leclercq & Poumay, 2005, p.

2.

“The degree of the learner’s initiative is
an important characteristic of the LEs.
The events “reception”, “imitation”
and “drilling” (practice) are often
(though not necessarily) based on
“allo-initiative” or “allo-control” (of the
process, content, activities, timing,
etc.), from “allo”, meaning others (here
the teacher) as opposed to “auto”. The

Learner’s initiative

“The diversity of experiences is an
important issue of the model, as well as
the variety of the communication
channels, on the basis of research
results in the domain of educational
psychology (Paivio, Miller, Gardner,
etc.), showing that the deployment of
multiple channels reinforces learning.
The model underlines the value of
ensuring a sound equilibrium between
learning modes in order to maximise
the quality of the RESULTS of learning.
In her definition of a quality course,
Poumay (2003, p234) also insists on
this necessary range of methods.”
(Leclercq & Poumay, 2005, p. 2)

“Mathetic polyvalence is an important
issue of the model. In an information/
knowledge/ learning society, it is in the
interests of the learner to become
familiar with a whole range of
learning approaches. This experience
of diversity prepares him to take
advantage of any learning opportunity

other events fall more within the
category of “auto-initiatives”, in the
sense that the learner chooses the
content he wants to explore,
formulates the hypotheses he wants to
verify, designs and carries out a project,
decides on his interventions in the
debate, and inspects his own learning
modes.” (Leclercq & Poumay, 2005, p. 2)

Tutor’s initiative

this society may offer. Thus it becomes
a cross-disciplinary  concern  of
education, regardless of subject, to
ensure that learners are confronted
with a variety of methods, resources
and constraints, including some that
are completely new to him or have
rarely been practised by him. The
model underlines the value of ensuring
a sound equilibrium between Learning
Events to empower the learners with
the PROCESSES of learning.” (Leclercq
& Poumay, 2005, p. 2)

“The ethical dimension of the Learning
Events Model is represented in its
relationship  with autonomy and
responsibility. This concern to ensure
diversity of learning experiences also
extends to 'learning styles'. When one
is aware of the heterogeneity of modes
of access to knowledge, one is more
likely to get through to and
motivate a wide spectrum of learners.”
(Leclercq & Poumay, 2005, p. 2)
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As was made clear in reference to Leclercq &
Poumay (2005), there is a great variety of
learning activities that can be integrated into
environments of blended learning. Moreover,
the very variety of activities is likely to enhance
the pedagogical quality of courses.

There is another determining factor when it
comes to designing and implementing learning
activities: the motivation of learners to engage

Determinants

Student’s Perceptions
about a given activity

- of its VALUE (2)

Context (1) { i

- of his COMPETENCY (3)

)

- of its CONTROLLABILITY (4)

’

in learning. Viau (1997) defines motivation as
“a phenomenon which originates in the
perceptions a learner has of his/her
environment and of his/her abilities and which
prompts him/her to adhere to an activity, to
engage in it and to persevere in its
accomplishment towards the attainment of
some specific learning goal.” (p. 145; our
translation)

Indicators

Cognitive Involvement (6)

/

Choice (5)

A

Perseverance (7)

Performance (8)

Fig. 12. Viau’s model of motivational dynamics (1992)

Viau’s conception of motivation is dynamic
inasmuch as its components are meant to
influence each other. The dynamic character of
motivation is represented in the above diagram
by the arrows relating the key components of
Viau’s model. There is also a cyclical aspect to
be considered: the arrow linking
“performance” with “context” indicates that a
cycle of motivational dynamics is followed by
another cycle as soon as the learning context
changes.

Here are the main components of Viau’s model
of motivational dynamics:

(1) Context: It refers to “a diversified set of
stimuli influencing the perceptions a learner
has of himself/herself” (p. 33).
dependent stimuli may sometimes have hardly

Context-

anything to do with the teaching and learning
activities in which learners should participate.

Parlascino, E., Jéréme, F., Denis, B., Devyver, J., Borsu, O., Van de Poél, 1.F.,

Perceptions which determine a learner’s
decision to engage in an activity are of three
types:

(2) his/her perceptions in relation to the
value or the meaning / usefulness of the
task to be performed = perceptions of
VALUE

(3) his/her perceptions of his/her
capacity to succeed in performing the
task = perceptions of COMPETENCY

(4) his/her belief that chances of success
in relation to task performance will
depend on his/her efforts rather than on
factors out of his/her control =
perceptions of CONTROLLABILITY

According to Viau, learners’ perceptions act as
the
perceptions determine the learners’ decision

“derminants” of motivation, i.e.

Navet, R., Haubruge, E.,
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to engage in learning activities. The three types
of perceptions do not necessarily come into
play in the order indicated by the numbers 2 to
4 of the diagram above. Moreover, the arrows
relating the three types of perceptions
together indicate mutual influences between
the three “determinants” of motivation.

(5) Choice: Viau (1992, p. 75) explains that
some learners resort to avoidance strategies in

order to avoid to engage or to differ their
engagement in the task to be performed. In
order to engage in a task, learners have first to
choose to do so. Some learners also sometimes
choose not to engage in a task although they
pretend to do so. Pretence can for instance
consist in asking distracting questions or in
busying oneself with something else.

(6) Cognitive involvement: It refers to the

learning strategies (e.g. memorizing,
summarizing, drawing diagrams..) and
strategies of self-regulation (e.g. estimating
one’s chances of successful accomplishment,
determining new learning objectives, planning
one’s actions...) used by learners in order to

accomplish the task.

(7) Perseverance: “Unfortunately, many
learners wrongly believe that learning is a rapid
process that can be dealt with in a few hours’
time. Those learners are often surprised when
they realize that it takes a long time to master
specific concepts and procedures.” (Viau, 1992,
p.77)

(8) Performance: It refers to the third indicator
of motivation and consists in achieving the
task.

We have seen that learners’ decision to engage
in an activity is partly determined by the value
they attribute to that activity. Therefore,
instructors or course designers should reflect
on the characteristics of the learning activities

they intend to propose. In this respect, Viau
(2006) formulates 10 conditions to be met for
learning activities to be motivating.

To be motivating, learning activities should:

e Be meaningful, i.e. connected with
learners’ interests, personal projects
and concerns;

e Be diversified and related to other
activities (diversity means that several
tasks can be accomplished within an
activity and that some variety of tasks
and activities should be considered;
tasks and activities should also be
organized in logical sequences
inasmuch as learners engage easier in
them when they are related to one
another);

e Represent a _challenge for learners (in
this respect, activities should be
perceived by learners as neither too
difficult nor too easy; learners do not
value success that has been achieved
too easily neither do they profit by
failure due to the inability to succeed);

e Beauthentic (as far as possible learning
activities should have some likeness to
those to be encountered in everyday or
professional life; activities which
interest only the instructor or whose
sole purpose it is to assess learning
should be avoided);

e Require cognitive commitment of
learners  (an  activity will be
experienced as challenging if learners
have to mobilize all their competencies
and abilities in order to carry it out; for
instance, such actions as resorting to
cognitive strategies and to previously
acquired knowledge, making
assumptions, organizing information
and integrating it into a conceptual
network can be combined together for
the purpose of achieving some specific
task);
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e Enable learners to make choices and to
take decisions (learners can for
instance feel free to choose the theme
of an essay, the composition of groups,
the means of presenting some work,
the time to dedicate to a specific
task...);

e Give learners the opportunity to
interact with each other and to
collaborate (collaborative learning
enhances motivation inasmuch as
learners feel more responsible for their
learning and feel they can rely on each
other);

e Have an_interdisciplinary character
(activities which combine several
disciplines are likely to influence

ssessment

Assessment of learning is a complex

process (see questions 9 and 15 of the
Diamond framework). Metaphorically
speaking, we can assume that the “prism”
through which we evaluate performance will
determine the “snapshots” (quantitative or
qualitative) we get of it (Leclercq, 2006, p. 1)°.
The conceptual framework we propose in
order to reflect on assessment strategies is

positively learners’ perceptions of
learning: learning is not restricted
anymore to a specific course but it
turns out to be useful for personal or
professional development as a whole);

e Be accompanied by clear instructions
(if learners understand clearly what is
expected from them, they will engage
more readily in learning activities);

e Take place within a reasonable time
(the time allotted to carry out a
learning activity should be identical to
the time needed to accomplish a
similar task in real life; learners should
also be given enough time to form a
positive judgment on their abilities to
achieve what is required of them).

called “assessment prism” and is composed of
18 facets. Each facet has to be examined
independently. Each facet is also characterized
by two opposite ‘values’ corresponding to both
ends of a continuum. Consequently, each
facet-dependent aspect of evaluation can be
‘tuned’ to a position in-between those
opposites depending on the demands of the
context in which evaluation is to take place.

6 For further details on the Assessment Prism, see: Gherib, C., Dujardin, J.-M., & Verpoorten, D. (2016). MOOCs
in business administration - An overview of assessment practice. Proceedings of the Conference of the European
Association for Practitioner Research on Improving Learning (EAPRIL) 2015, Issue 2 (pp. 258-268). Leuven,

Belgium: EAPRIL Office. ISSN 2406-4653
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Fig. 13. Assessment Prism (Leclercq, 2006)
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Here is a brief description of each facet:

1.

Reference: Is individual performance
to be evaluated by means of criteria or
are individual performances to be
compared to each other in order to be
classified?

Granularity: Do learners receive an
overall score without any detail on
strengths and weaknesses observed in
relation to performance or do they get
feedback informing them on the
quality of their performance (for
instance in terms of accuracy of
knowledge, relevance of mental
processing...)?

Intention: Is assessment intended to
serve learning or to lead to either
selective (for the purpose of restricting
admission to the course) or summative
(for the purpose of deciding on success
or failure) sanction?

Focus: Is assessment to be centered on
the product of learning (accuracy of
results for instance) or on the learning
process itself?

Breadth (or scope): How many
dimensions of performance are to be
taken into account by assessment?
Examples of performance dimensions
are: the accuracy of answers to
questions, the time needed to
accomplish a task, the logic of
reasoning, originality...

Target: Is individual or group
performance to be assessed?

Addressee: Are assessment data only
meant for the instructor or are they to
be made public?

Operator: Who is in charge of
evaluation? Are learners to assess their
own performance or is performance
assessment to be carried out by

9.

someone else (teacher / instructor,
trainer, tutor, expert...)?

Frequency: Is learning to be assessed
on the basis of a single performance
and on one and only occasion (for
instance an end-of-course
examination) or on the basis of various
assignments and on several occasions?

10. Lifespan: Have learners the opportunity

to improve their performance score by
submitting several times to assessment
procedures?

11. Source: Have several experts agreed

on assessment methodology and
criteria? If that is the case, the
assessment  procedure can be
regarded as objective. If this is not the
case, the assessment procedure should
be regarded as subjective. Subjective
evaluation can often be noticed when
it comes to assess complex
productions such as reports or
portfolios.

12. Modality: Are the conditions under

which learners are to be examined the
same for all (same time slot, same
place, same questions, etc.) or are they
adapted to each learner?

Several kinds of adaptation are
possible:

e Adaptation of contents: In case
of oral examination, the
evaluator will choose the
guestions depending on the
answers given by the learner.

e Adaptation of requirements:
The same test can be proposed
several times whereas the
expected number of correct
answers increases by each
time the test can be taken.

e The learner decides when he /
she would like to take the test
or the examination.
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13. Commitment: Is learning to be
assessed by the teacher who was in
charge of the learners or by someone
who was not involved in teaching the
learners?

14. Contract: Can performance scores be
negotiated? Are learners allowed to
give their opinion on the quality of
their performance and thus influence
the score?

15. Landmark: Are assessment criteria
decided on regardless of learners or
are they adapted to them? Criteria are
regarded as mobile when they are
adapted to the learners’ level of
competency; they are regarded as
fixed when competency levels are not
taken into account.

16. Visibility: Are assessment criteria
announced and specified from the
outset or are they kept secret?

17. Context: Is the assessment situation
close to relevant real-life or
professional situations or is it mainly
‘academic’, i.e. abstract and devoid of
any relation to real life or professional
practice?

18. Authentication: How does the
evaluator ascertain the identity of the
person who submits to evaluation?
Does identity control take place in an
authorized evaluation centre? Etc.

Evaluation design is very important, especially
in relation to e-Learning. Taking the trouble to
vary assessment methods can turn out to be
beneficial in many respects. Sun et al. (2008)
point out that “diversity in assessment has a
significant impact on perceived e-Learner
satisfaction. As illustrated by Thurmond et al.
(2002), when diversified evaluation methods
exist to assess effectiveness of e-Learning,
students’ activities and processes might be
corrected or improved through multiple

feedbacks to achieve better performance. A
variety of assessment methods enable
instructors to canvass learning effects from
different aspects so that instruction may be
more effective. As for students, diversified
assessment methods motivate them to exhibit
their best efforts in different evaluation
schemes so as to proceed with e-Learning
activities seriously and effectively. Hence,
higher learning  satisfaction  occurred.”
(p. 1196)

The JISC guide to technology-enhanced
assessment and feedback underlines the
benefits of computer-assisted assessment as
follows: “If designed appropriately, computer-
assisted assessment (such as, but not
exclusively involving, multiple-choice tests)
offers a number of benefits that can enhance
learning and reduce the workload of
administrators and practitioners: online
assessments can be accessed at a greater range
of locations than is possible with paper
examinations, enabling learners to measure
their understanding at times of their own
choosing; immediate expert feedback
delivered online in response to answers
selected by learners can rapidly correct
misconceptions; and the time saved in marking
can be used in more productive ways, for
example in supporting learners experiencing
difficulties. Outcomes of assessments can also
be more easily collated and evaluated for
quality assurance and curriculum review
processes.” (JISC, 2010, p. 8).

Moreover, “technology-enhanced assessment
and feedback refers to practices that provide
some, or all, of the following benefits:
e Greater variety and authenticity in the
design of assessments;
e Improved learner engagement, for
example through interactive formative
assessments with adaptive feedback;
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e Choice in the timing and location of
assessments;

e Capture of wider skills and attributes
not easily assessed by other means, for
example through simulations, e-
portfolios and interactive games;

e Efficient submission, marking,
moderation and data storage
processes;

e Consistent, accurate results with
opportunities to combine human and
computer marking;

e |mmediate feedback;

e Increased opportunities for learners to
act on feedback, for example by
reflection in e-portfolios;

Help to clarify what good performance is [goals,
criteria, standards)

To what extent do learners on your course have
opportunities to engage actively with goals, criteria and

standards before, during and after an assessment task?

Encourage ‘time and effort’ on challenging learning tasks
To what extent do your assessment tasks encourage
regular study in and out of class and deep rather than
surface learning?

Deliver high-quality feedback information that helps
learners to self-correct

What kind of teacher feedback do you provide, and in what
ways does it help learners to self-assess and self-correct?

Provide opportunities to act on feedback [to close any gap
between current and desired performance)

Towhat extent is feedback attended to and acted upon by
learners on your course and, if so, in what ways?

Ensure that summative assessment has a positive impact
on learning

To what extent are your summative and formative
assessments aligned and supportive of the development of

valued qualities, skills and understanding?

Encourage interaction and dialogue around learning
peer-peer and teacher-learner)

What opportunities are there for feedback dialogue (peer-
peer and/or tutor-learner] around assessment tasks on

your course?

e Innovative approaches based around
use of creative media and online peer
and self-assessment;

e Accurate, timely and accessible
evidence on the effectiveness of
curriculum design and delivery.”

(JISC, 2010, p. 9)

The use of technologies to implement
assessment may facilitate an
organization of feedback. However, quality of
feedback also depends on the way it is
formulated. Here are 12 principles to be
observed when it comes to formulate feedback
(JISC, 2010, p. 15):

effective

Facilitate the development of self-assessment
and reflection in learning

Towhat extent are there formal opportunities for
reflection, self-assessment or peer assessment in

your course?

Give choice in the topic, method, criteria, weighting
or timing of assessments

Towhat extent do learners have choices in the topics,
methods, criteria, weighting and/or timing of learning

and assessment tasks on your course?

Involve learners in decision making about assessment
policy and practice

Towhat extent are learners on your course kept
informed or engaged in consultations regarding

assessment policy decisions?

Support the development of learning groups

and learning communities

To what extent do your assessment and feedback
processes help to encourage social bonding and the
development of learning communities?

Encourage positive motivational beliefs and
self-esteem

To what extent do your assessment and feedback
processes enhance your learners’ motivation to learn

and be successful?

Provide information to teachers that can be used to
help shape their teaching
To what extent do your assessment and feedback

processes inform and shape your teaching?
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upport-Supervision

Deschénes and Lebel (1994, p. 11,

quoted by Gounon & al.,, 2004, p. 15)
define support or supervision of learners as
follows: “Learning support includes all types of
intervention aiming at guiding learners
throughout their learning, in order to help
them to attain the learning goals and to
develop autonomy.” (Our translation) The
support category (see question 3 of the
Diamond framework) aims at framing
reflection on the most effective ways to guide
learning.

Tutoring:

One type of support which is often practiced in
relation to distance learning is tutoring.
“Among the various forms of support to
learners, quality tutoring available to learners
is a crucial variable of the effectiveness of a
system of distance education and the rate of
persistence.” (Decamps, Depover & De Lievre,
2009, p. 2). Especially in environments of
virtual or blended learning it is important that
learners should not be left to their own devices
and thus feel isolated.

In order to decide on the best ways to support
or to tutor learners within an environment of
virtual or blended learning, three aspects
should be reflected on (see the descriptive
model of tutoring intervention proposed by
Gounon et al., 2004):

e Whoiis (are) the tutor(s)?

e Who is (are) the beneficiary
(beneficiaries) of tutoring?

e Which are the characteristics of the

tutoring intervention? How is tutoring
going to be organized?
The third question includes 3
categories of tutoring components: the
object, the modalities and the timing of
tutoring.

Here follows a more detailed description of the
model of tutoring intervention (Gounon et al.,
2004). However, we decided to replace the
four components related to the object of
tutoring by the four functions of online tutoring
defined by Berge (1995).

Who is the tutor? The tutoring activity can be
assumed either by a person or by a computer-
controlled device. The latter can facilitate the
use of learning resources and give some
guidelines on how to accomplish best a
learning activity. If the tutor is a person, two
possibilities can be considered: tutoring can be
taken on by one or several instructors or by
other learners (see peer tutoring).

Who are the beneficiaries of tutoring?
Tutoring can be meant for one single learner. It
can also address all course participants or a
subgroup of them.

What are the characteristics of tutoring? In
order to decide on the type of tutoring
intervention best adapted to a particular
learning environment, three issues should be
raised and subjected to decision-making:

What kind of information are learners
supposed to get? According to Berge (1995),
there are four main types of tutoring. Each type
corresponds to one particular set of
information to which learners are entitled.
Several types of tutoring can be combined with
one another depending on the characteristics
of the environment in which tutoring is to take
place:

o Pedagogical tutoring: It
W encompasses all matters of
e o learning (knowledge or skills to
' ' be acquired, tasks to be
performed, instructions,
teaching methods, and so on).
The tutor can help learners to
accomplish  the learning
activities and also discuss with
them the results of learning.
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o Social and motivational
Jf{‘f qlle  tutoring: It aims at ensuring a
) ) positive learning atmosphere
and a sense of solidarity
between learners. It also
consists in encouraging
learners and in helping them
to sustain their efforts.

Managerial tutoring: It
2 consists in  managing the
administrative  aspects  of
distance learning, for instance
by informing learners of
deadlines and rules.

e © Technical tutoring: It deals
with the technical aspects of
distance learning. It aims at
helping learners to become
acquainted with the virtual
environment and with its
technicalities.

e  Which are the modalities of tutoring?
Two tutoring strategies are possible:
reactive or proactive tutoring. Reactive
tutoring means that the tutor waits for
learners to appeal to him/her and
responds to the appeal for help.
Proactive tutoring consists is getting in
touch with learners without any
solicitation from them. There are two
main patterns of proactive tutoring: 1)
planned tutoring (tutoring
interventions are planned in advance

Interaction between instructor and learner:

In environments of virtual or blended learning,
interaction between instructor and learner(s) is
more difficult to maintain than during face-to-
face teaching and learning sessions. In order to
facilitate online interaction, communication
tools can be used. The best-known tools
devised for the purpose of online
communication are discussion boards or

and integrated in the learning
scenario); 2) contextual tutoring (the
tutor decides to intervene when
he/she feels that learners need
support).

e What about timing? Tutoring

interventions can either take place
simultaneously with learners’
interventions (synchronous interaction
between tutor and learner(s)) or they
can be temporally dissociated from
learners’ interventions (asynchronous
interaction between tutor and
learner(s)). Examples of synchronous
communication are chats and video
conferencing. Examples of
asynchronous communication are e-
mailing and forums.
Moreover, tutoring interventions may
be short-lived (non perennial) or long-
lasting (perennial). Short-lived
interventions mean that support
provided by the tutor is only of value
for a short period of time and that it
loses quickly its relevance (for instance
reminder of short-term deadlines).
Long-lasting interventions mean that
tutoring support stays relevant for a
longer period of time (for instance
general advice about learning or
reminder of rules to be observed for
the duration of the course).

Quality tutoring implies settling all the aspects
of tutoring described above.

forums. However, instructors notice that
learners do not readily and frequently resort to
forums. Learners prefer instead to use social
networks (such as Facebook or Twitter)
available outside the teaching and learning
environment. The preference for social
networks can be explained by the fact that
most learners are familiar with them because
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they use them regularly in everyday life,
whereas connecting to an e-learning platform
is viewed as more constraining. The only
drawback to using social networks in order to
interact about learning is that instructors
usually do not have access to those discussions.
Ideally, interaction about learning should
include the instructor who is in a good position
to give advice and act as a guide.

It happens that teachers encourage learning
initiatives involving the use of social networks.
A teacher of pedagogy in an institution of
higher education in Liege (Public Service of
Wallonia, 2016) asked her students to create
educational resources that could be used in
relation to a flipped classroom. For that
purpose, a private group was created on
Facebook and made accessible only to the
students and their teacher. The resources
created by students were exchanged via
Facebook and consulted as requested.

At the University of Liege, a professor was
confronted with students’ reluctance to use
the discussion boards of the course. Students
sent e-mails to their teacher instead of posting
messages in the forums. In order to force the

roduction

Now that you have reflected on the

learning objectives, the teaching
methods and learning activities as well as on
the assessment strategies that will make up
your course, you are in a good position to start
implementing it and creating the resources (7)
you need.

The conceptual tools appended to the
handbook aim at helping you to structure the
learning activities of your course. The first tool
(appendix 2) is designed to aid
you to split an activity into smaller sequences
easier to be handled by learners. The second
tool (appendix 3) proposes a canvas that will

students to use the forums, the teacher
imposed the following rule: he would ignore e-
mails and would only respond to the messages
to be found in the forums. Furthermore, he
made the condition that each message posted
by a student had to be answered by another
student first before the teacher would
intervene. The teacher checked the forums
once a week.

As shown by the above, interaction modalities
should be specified from the outset. Two kinds
of specification can be made: 1) Specification of
time limits within which learners can expect to
get an answer to their questions (for instance
within two days except weekends); 2)
Specification of an ethical code of
communication of the type ‘netiquette’ (rules
of etiquette that apply when communicating
over computer networks, especially the
Internet). Such rules can be discussed with
learners at the beginning of the course before
being agreed on by all parties concerned.
Netiquette's golden rule is: Don't use the
Internet as a shield to do something you
wouldn't do during a real face-to-face
conversation with your correspondent.

enable you to describe your learning activity by
referring to the learning events that compose
it (see the 8 Learning Events Model).

If you intend to create your own audio-visual
resources, we advise you to use the storyboard
canvas (appendix 4).

As explained above (p. 15), blended courses
and flipped classrooms have many similarities.
Here are 9 recommendations aiming at
facilitating learning in relation to flipped
classrooms (Kim and collaborators, 2014). The
recommendations also apply to blended
environments:
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* Provide an Incentive for Students to Prepare for Class

::::":: * Provide a Mechanism to Assess Student Understanding
* Provide Prompt/Adaptive Feedback on Individual or Group Works
Learner * Provide Enough Time for Students to Carry Out the Assignments
Presence
Student-Centered
Learning

soclal * Provide Facilitation for Building a Learning Community
Presence * Provide Technologies Familiar and Easy to Access
P * Provide an Opportunity for Students to Gain First Exposure Prior to Class
P::m:: * Provide Clear Connection Between In-Class and Out-of-Class Activities

= Provide Clearly Defined and Well-Structured Guidance

Fig. 14. Recommendations aiming at facilitating student-centered learning in relation to flipped classrooms
(Kim and collaborators, 2014)

ilot scheme

Once your course is ready for use, it can

be tested a first time for practicability
with a group of learners. However, before
letting learners explore their new learning
environment, a few checks should be made:

e Have the online components of the
blended learning environment been
checked on several computers for
correct functioning?

e The technological aspects of the
environment may put some learners
off. Have precautionary measures
been taken in order to facilitate
learners’” acquaintance with the
technological aspects of  the
environment?

e Has technological support (getting
started guide, tutorials...) been made
available to learners?

Bath and Bourke (2010, p. 56) give some useful
advice on how to introduce the new
environment to learners: “When students are
required to study online, even for part of a
course, creating an opportunity for students
and staff to come together as a group is an
important first step in building a successful

learning and teaching experience. So consider
designing a formal course orientation program
component (e.g., during the first face-to-face
or online session) that includes the following:

e Purpose: Begin building a common
sense of purpose for the blended
learning components of the course.

o Make vyour rationale for
blended learning clear to
students — “sell” the course
design to the students. Make
clear the integration between
the blended learning aspects
and the rest of the course and
how they work together to
support students’
achievement of the course
learning objectives.

o Give them an idea of why they
should engage (e.g., share the
relevance it has to their
learning in the course, and the
broader program of study or
future workplace/career, the
‘value-adding’ it will have for
their learning).
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e Expectations: Set clear expectations
for students right from the beginning.
Use consistent and transparent
communication regarding  these
expectations to help students
understand the blended learning
process. For example:

o “Announcements”: [...] Advise
students when you will
generally post notices so they
know when to check (e.g.,
every Monday morning);

o Set up and suggest a self-help
strategy regarding queries
(e.g., please check the
Frequently Asked Questions
page, or the Course Profile, or
post a question on the
appropriate discussion board),
and after these methods have

djustment

At that stage of project development,

the course designer wants to know
about the efficiency of the new environment of
blended learning that has been put to the test
a first time. In this regard, the central questions
to be answered are: Have learners attained the
learning objectives set initially? Did the course
enable them to learn what was intended? (see
question 12 of the Diamond framework)

However, it is not necessary to wait until the
course is finished to answer those questions.
Occasions of reflecting on the quality of
learning can be provided for during the course.
Gathering information on the way learning
progresses makes it possible to address
problems rapidly should they occur.

Here are a few tips from Bath and Bourke
(2010, pp. 62-66) regarding course assessment
and adjustment:

“There are four key avenues by which you can
collect and evaluate data —yourself, your peers

been exhausted, only then
send a direct email to the
teacher. Don’t forget to give
students a set expectation
about when you will respond
(e.g., at least 2 working days
for a response);

o Decide before the start of the
course how you are going to
monitor students’
engagement in the online
components of the course and
explain this to students;

e Guidelines: Provide guidelines and tips
on how to use the particular tools that
you are integrating into the course well
in advance and include reference to
appropriate online language and
behaviour in relation to your blended
learning tools — Netiquette”.

(e.g., other tutors), your students’ experiences,
and your students’ learning. This approach is
known as the 4Q Model of Evaluation (Smith,
2008a), and is represented in the figure below

[...].

Self
Reflection

Student
Learning

Assessing
and Improving
Teaching

Peer Student
Review Experience

Fig. 15. 4Q Model of Evaluation (Smith, 2008)

Self-evaluation: Reflecting on what we do, and
why we do it, is an important part of any
professional practice, and such “reflective
practice” allows us to gain an understanding of
our strengths and weaknesses, what is going
well, and in which areas we can improve. [...].
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Peer evaluation: If you have developed some

materials and resources (either print, web,

other media) for use by your students, you can

ask a colleague to comment on these materials

in relation to certain aspects as requested by

you (for example, whether they are they

interesting, well-constructed, clear, etc.).

[Colleagues can also comment on the clarity of

announcements, instructions, feedback...].

Student learning:

Student’s self-reported knowledge —
Sometimes it can be very helpful to get
feedback from students about their
learning as a way of getting feedback
about your teaching. For example, if
you have spent a session on a
particular concept and you want to
know whether your approach was
effective in helping students to
understand that concept, try using one
of  the following “Classroom
Assessment Techniques” developed by
Angelo and Cross (1993) — for example:
o “The Muddiest Point”
At the end of a class/task/
activity, ask students to
respond to this question —
“What was the ‘muddiest’
point in this class. In other
words, what was least clear to
you?” From students’
responses you can then gauge
how effective the session was
in facilitating student learning,
and perhaps identify where
any major problems occurred
(e.g., if the majority of
students comment on the
same aspect as being the
muddiest point). You then
have the opportunity to
address this the next time you
meet with your students;

o “The Main Points” -
Sometimes students have
difficulties discerning what the
main points are in a lecture or
reading. Ask them to “Write
down the main idea of this
lecture in one or two
sentences” or “Write down the
top 5 points from this lecture”.
You can then easily check what
messages student received,
and have the opportunity to
clarify these at the next
lecture, on the discussion
board etc.

o Some possible methods of
implementing the above
techniques are:

= On a piece of paper
(for face-to-face
sessions);

= Using a course blog
(set to anonymous);

= Viaonline survey.

Student work — Similarly, you can get
an idea of your students learning from
their performance on assessment, in-
class, out-of-class, or online activities.
This information can also help you to
pinpoint where you may need to think
about your course design and how
effective it is in facilitating student
learning. For example, if your students
complete an in-class or online quiz and
most get the questions about facts
correct, but many fail the questions
that require application of knowledge
to solve a problem, then you may need
to think about how you approached
this aspect of the learning material
with students.
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Student experiences: Students are a very

important and reliable source of information
about how well a course is designed, delivered,
and experienced. They are often the best
source of information about classroom or
online processes and activities, assessment
tasks, as well as the interpersonal aspects such
as having a sense of community, collaboration,
motivation, enthusiasm etc. There is a range of
methods in which you can obtain information
from students about your teaching, both
formally and informally, such as a short poll,
discussion forum or chat, or a more
comprehensive survey. You aren’t limited to
using only one method, and at only one point
in time. Below are some of the common
methods used to obtain student feedback:

o Informal feedback — As the formal
student evaluation questionnaire is
best conducted towards the end of a
course, there are other more informal
methods that can be used very quickly
and easily at any time during a course.
For example:

o The Minute Paper (Angelo &
Cross, 1993) — At the end of a
class/activity, ask students to
respond very briefly (in one
minute!) to two questions:
“What did you find most useful
about the session today?” and
“In what way could the session
be improved?” This is a very
efficient and effective way of
obtaining instant and
manageable data to which you
can respond. You can quickly
sort through responses to get
an idea of the key themes that
are common in the student
group, and then feed this back
to the group. Remember it is
very important to “close the

loop”, and to respond to the
students, noting any actions or
changes that you are going to
make as a result of the
feedback.

This  technique can Dbe
implemented using a piece of
paper, course blog (set to
anonymous) or online survey
(see ‘Student’s self-reported
knowledge’ above for more
info).

o Alternatively, consider using a
“Suggestion Box” for getting
feedback either on how a
particular session went, or
about how the course (or
particular aspect/s of the
course) is going in general.
Again, this could be
implemented using a course
blog or online survey.

Student
Teaching/Course Questionnaire -
[There are two types of

Evaluation of

guestionnaires: standard
questionnaires proposed by the
institution or customized ones.
Customized surveys are more
appropriate if you wish to get feedback
about specific aspects of your course.]
Nowadays, many surveys are
conducted online even in a traditional
face-to-face course, but online
methods are obviously ideal in a
blended learning environment.

o Carefully consider what you
want to evaluate, or obtain
feedback about.

o Construct questions that are
clear and simple.

o Do not ask about more than
one aspect in the same
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(e.g., “The
assessment was relevant and

question

fair’ — the answer could be
quite different for both
aspects, that is, the
assessment may have been
relevant but it may not have
been fair). If both aspects are
important, break the question
into 2 questions.

One framework for constructing student
evaluation questions is called “Design-focused
evaluation” (Smith, 2008). This method utilises
students’ experiences of learning and teaching
designs and activities, and focuses questions
on students’ awareness of the effectiveness of
those strategies for facilitating the intended
learning outcomes. A focus on design and
activity makes this method particularly useful
for blended learning environments.”

Bath and Bourke (2010, pp. 62-66)

When teachers decide to experiment with
innovative teaching and learning environments
(here with blended environments), they should
question the efficiency of their innovation. In
order to do so, they should gather reliable
information about their course and about its
effects on learners.

To assure reliability of information, data to
be collected should be of three types (called
“P-P-P” for easy
participation (Did learners use all the

memorization):

resources at their disposal? Did they take
part in the activities?), perception (What do
learners think about the course?) and
performance (How well did learners
perform in regard to the objectives to be
attained?).

‘Participation’ data can be obtained via
tracking devices of platforms or other online
applications. Questionnaires or interviews are

a relatively easy way to collect ‘perception’
data. Test and/or examination scores are
usually used as ‘performance’ data. According
to the information about course efficiency
yielded by collected data, adjustments can be
considered.

When evaluating the course and its effects on
learners, several aspects should be taken into
account. According to Viau (2009, p. 184),
“institutions of higher education can nowadays
hardly restrict their role to helping students to
become competent professionals. They should
also help them to become competent
learners.” (Our translation)

Consequently, Viau (2009) advises to include
the following aspects in the evaluation of
courses:

e Learning strategies acquired and/or
resorted to during the course:

o Do learners select appropriate
learning strategies? Do the
strategies they choose
correspond to those initially
planned?

o Do learners regularly use the
recommended learning
strategies?

o Do they use them
intentionally? Do they try to
gauge their effectiveness?

e Learner’s motivation:

o How does the course influence
the three determinants of
motivation (i.e. perceptions of
value, of competency and of
controllability)?

o Do the learning activities meet
the 10 conditions to be met in
order to be perceived by
learners as motivating?
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o Does the course encourage
learners to persevere at
learning?

e Learners’ opinions on their learning /
training:
The quality of the course will be judged
by learners also from the viewpoint of
their own preferences, interests,
ambitions... Their personal approach to
learning will also influence their
appreciation of the learning activities
of the course.
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