
The following pages show two examples of writing styles.

The first example, in grey, is how NOT to do it.

The second, in yellow, is an extract from an essay written as part of the assessment for a post-graduate level qualification and were well received. The highlighted sections are those in which the scene is being set by summarising (and citing) existing work in the field.
The table of contents is included merely as an example of a ToC that is autogenerated from Headings and Sub-Headings identified in the text with different Word  styles. A very good trick if you can crack it – early.
How NOT to do it
Introduction

This essay is about how to use technology to help students learn, especially how to do Systems Analysis and Design.

Application of Theories to E-Learning

Learning things at University is better when you are taught things that are useful to get good marks in assignments. This is true whether you are using Blackboard or not. It is often hard to use Blackboard when you don’t know the tutors and the other people who are using it too and when you don’t know the rules.

When you do know the tutors and the other students, you get used to using Blackboard and get better at it the more you use it as long as the tutor helps you.
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Introduction
This essay will seek to relate the use of technology in enabling learning not only to the work of ‘traditional’ learning theorists such as Piaget, Kolb, Honey and Mumford. Vygotsky and Biggs but also to theorists in the field of E-learning such as Salmon and Laurillard.
It will further seek to recognise and describe the changes in the roles of learner and tutor that are required for successful use of technology in learning. This will be related not only to the theory and the author’s experience in this module but also to the design, implementation and reflection upon the use of technology for learning in a level one, semester two ‘Systems Analysis and Design’ module in the faculty of computing, engineering and technology.

Application of Theories to E-Learning
Although it is postulated in the JISC model of e-learning that there are no models of e-learning per se (Mayes and de Freitas 2004), there is little doubt that the principles of good design of pedagogy\andragogy are equally valid when incorporating technology into the learning process (Mayes and de Freitas, 2004). In short,  ensuring the alignment of assessment and learning outcomes (Biggs, 1999) and ensuring there are no inconsistencies between the methods used, the learning environment and assessment used (Biggs, 1999). 
Balaban recognises that technology is an integral part of the ‘scaffolding’ that can support a learner (Balaban, 1995).   Responding to questions and with positive interactions as well as providing learning opportunities that are within the Zone of Proximal Development (Vygotsky, 1978) are key to enabling learners to build their own mental models within a constructionist learning framework, whether it be cognitive constructivism (Piaget, 1970) or a socio-cultural constructivism (Vygotsky, 1978). 
When applying ‘traditional’ pedagogy (and related models), as described above to e-learning, the e-learning facilitator\mediator needs to be aware of not only the characteristics and opportunities presented by the e-learning ‘scaffolding’ but also of learners’ extrinsic (Atherton 2005) and intrinsic (Biggs, 1987) motivating factors, their learning styles of Diverging, Assimilating, Converging and Accommodating (Kolb, 1984),  group interactions and roles (Belbin, 1981, Margerison and McCann, 1985) and other factors, exactly as they would be when designing (and implementing) a learning experience using more traditional methods of delivery and learning support. There are additional issues involved in building (and supporting) Communities of Practice thought to be necessary for effective learning (Barab and Duffy, 2000) in a virtual environment.
Work by Laurillard (Laurillard, 2002) and Salmon (Salmon, 2004) indeed seeks to establish models that apply specifically to e-learning and recognise the technological, social, community, engagement, motivation, content and finally knowledge-building aspects of technology supported learning. Laurillard proposes a conversational model that defines the roles of teacher and student and their interactions in e-learning, represented in the figure (from Laurillard, 2002, cited in Atherton, 2005) below:
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The work of Salmon (Salmon, 2004) described how these roles and interactions together can result in a five stage model for learning using technology.

The stages of:

· Access and Motivation

· On-line socialisation
· Information exchange

· Knowledge construction

· Development
Salmon’s work recognises the different and evolving roles of e-moderator and technology support provider at each of the five stages:
(Salmon, 2004)
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In this model the role of the learner is not specifically defined as anything other than the complementary person in a transaction or dialogue with the e-moderator

There appears to be little work in the area of how interactions between a team of tutors who are delivering learning are influenced by the use of technology and how this benefits the learners’ learning experience. It is the author’s experience of leading a team of tutors delivering an e-enhanced module with in excess of two hundred learners that these factors are significant (please see account here).

One weakness of the e-learning environment is that the needs of individuals’ Visual, Auditory and Kinaesthetic (VAK) learning styles or individual aspects of Garner’s Multiple Intelligences (Garner, 1993) cannot be satisfied individually and completely. A variety of different learning styles are, however, thought to be particularly well supported by e-learning (Mayes and de Freitas, 2004).
Changes to the Roles of Learner and Tutor
Experiences Within this Module

The Embedding Learning Technology module of the PGCHE award was constructed as a meta Learning Technology Experience – using Learning Technology to enable learners to learn about – and experience – a technology supported\enabled learning experience.

It was clear, from a learner’s perspective that the learning outcomes, content, delivery, assessment and ethos of the module were constructively aligned (Biggs, 2003) and engineered, mindful of learning taxonomies in that:

· apposite and accessible materials were made available in the institution’s VLE, Blackboard

· working groups were created
· fora, discussion boards and areas for exchanging files were created and managed in Blackboard
· workshops were organised to enable work created by sharing electronically to be presented and discussed face-to-face, facilitated by the module tutor

The community of learners who sought to engage with technology-enhanced learning were, from observation and experience, predominantly satisfying the highest ‘self-actualisation’ needs in Maslow’s hierarchy (Maslow, 1987) and were positioned on the ‘Motivational’ end of Herzberg’s ‘Motivational Hygiene’ model (Herzberg, 1966). The author’s expectation was that a group of learners of this type would have engaged with their learning independently without the need for a local ‘motivator’. This should have held true even when the module was the last of four required as a condition of employment as teaching staff in the institution. A factor that might otherwise lead to a strategic, surface approach to learning (Biggs, 1987).
Perhaps the motivational homogeneity of the group would have appeared less marked if it were assessed using another method such as Atherton’s intrinsic\expressive and extrinsic\instrumental model (Atherton, 2005). However it were assessed, it was clear that different factors were predominant for different members of the group.

In the author’s own experience of studying this module it became clear that, in order to ‘work’ as a learning environment the following factors were necessary, in addition to the theoretically sound basis upon which the module was based:
· The author’s knowledge of the personalities, motives for learning, subject domain and backgrounds of the other learners that were established in more face-to-face learning environments was very helpful in the on-line world. This immediately propelled the group of learners past the initial two stages of Salmon’s model and into the ‘Information Exchange’ stage, all before a (technology) key was pressed.
· A sense of community is a valuable and necessary factor to have pre-established before entering a ‘virtual’ learning, interaction and support environment.
This sense of community is recognised as a key factor in motivation and student retention when moving from a ‘traditional’ delivery mechanism towards e-learning, often via a ‘blended learning’ approach (Barr and Tagg, 1995 cited on http://www.irrodl.org/index.php/irrodl/article/view/192/274 accessed on April 20th 2008)

· When working collaboratively in a group, (the green group), a pro-active leader, coordinator (and stick-waver) appointed themselves. Without the drive and coordination provided by this person in circulating files for contributions, logging when work had been completed, assimilating disparate work from a variety of contributors and simply by being there, it is the author’s view that much less would have been achieved.
· In terms of the role-change of the group of learners, it is the author’s view that the group of interacting, socially mature learners on the module maintained and extended the pre-existing interactions in the on-line world. The enabling role of the tutor(s) that had previously been carried out in a traditional class-room contact environment transferred (albeit with a change of tutor) into a technology-enabled environment.
Despite the disparity of learners’ motivational factors, the author felt that the pre-existing sense of community was strong and useful work was achieved despite, rather than because of, the enabling technology.

Application to a Level One Module in Higher Education
Background
All students studying Computing awards in the Faculty of Computing, Engineering and Technology on the Stafford campus of Staffordshire University study seven ‘core’ (compulsory) modules in their first year of study.

These are designed to provide the sound knowledge-base upon which the learning of more specialised aspects of computing can occur. One of these core, level one modules is ‘Systems Analysis and Design’ which provides an introduction to modelling what systems involving computers should (and can) do before significant investment has been made on the mechanics and technology of creating a system (Somerville, 2006).
In an attempt to increase student engagement with the content of the module, provide an experiental learning experience (Kolb, 1984) as well as to foster the experience of working in teams (Belbin, 1981) an Enquiry-Based Learning (and group-work) (Burgess 2007) approach is adopted. The basis of this is generally a large-ranging and extremely detailed case-study (such as the 2007 case-study ‘Connie and the Confectionary Factory’ (Thomas, 2007)) in which the key factors are intentionally obfuscated with superfluous, distracting detail.
A significant part of the students’ learning comes from distilling the apposite information from the case study using ‘fact-finding’ techniques that will serve them well in a commercial organisation. Discovering that the world is full of ‘unknown unknowns’ (Rumsfeld, 2002) at an early stage in one’s career is an important part of a computing professional’s development.
The decision was made that, for the 2007 instance of the module, the bulk of the interaction between tutors and learners to achieve understanding of the case-study (and other aspects the module) would be carried out using Blackboard (discussion groups, FAQs, formative assessment) and e-mail. In addition a central electronic repository (within Blackboard) would be used to capture the results of summative assessment and tutors would be responsible for posting their own materials (and the results of learners’ formative assessment of them).to make them available to students and allow asynchronous moderation and checking by the module leader.
As this module runs in semester two a number of key factors that Salmon believes are necessary for successful e-learning are established:

· interacting social groups are already established between learners
· learners’ motivation to learn is unchanged from that in other modules
· learners understand the level of commitment that is required to succeed

Learners are thus able to move on to the third, fourth and fifth stages of Salmon’s model, the stages where real learning occurs, with speed. The tutors thus ‘merely’ needed to establish the interactive relationship with learners in the e-environment and to ensure that the structured materials that were made available to the students were accessed and utilised.

The module leader took the role of responding promptly and inclusively to learners’ queries (enabling the fifth, ‘development’ stage of Salmon’s model).
The use of a central electronic repository for the results of summative assessment had the spin-off benefit that intermediate results and feedback were able to be made available to students (using their student IDs and converting the marks to grades) as soon as the work had been assessed by tutors, well within the institution’s research-based, two week guideline. Students who had not done well were then in a position to take this up with their tutor and to learn from their mistakes. It also enabled marking and data entry errors to be identified (and corrected) rapidly. Enabling the learner (who would be disadvantaged directly by such errors) to validate their own performance with time to feedback their opinions and have them acted upon was a VERY effective technique to support an empowered e-learning environment. This would not have been possible without the use of the central mark repository (and its ability to download marks electronically to Excel to enable rapid anonymisation, display, manipulation and distribution).

The (admittedly non-electronic) module evaluation forms have not yet been analysed. It is hoped that learners will reflect positively about the e-experience of studying this module. 
Conclusion
The role of technology in learning and the evolving roles of learner and teacher are key to supporting the delivery of knowledge particularly within the Faculty of Computing, Engineering and Technology – a technology dependent and enhanced area. The apocryphal expectation of inbound technology\computing students is that technology supports (most aspects of) their lives;- social, study, entertainment and commercial. A learning experience, if not supported by a similar level of technology, is in danger of being perceived to be outmoded, ‘uncool’ and possibly irrelevant.
The author’s own experience of e-learning has raised an awareness of not only of the research in this area but also of the factors necessary for successful on-line collaboration (and learning) that are described in theorists models of e-learning. 
In addition, the author has experienced unexpected (and seemingly unresearched) benefits in the areas of module management and tutor interaction, all of which contribute to an enhanced learning experience for learners. This experience and knowledge can now be passed on to learners in the author’s faculty.
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