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Abstract
Virtual communities of practice have been usedrprove teachers’ instructional
practice; yet many of these communities do not tateeaccount the effect of teachers’
personal learning and collegial collaboration del@n engagement within this model.
The purpose of this qualitative case study waséorne if teaching was enhanced
through participation in virtual communities of ptige and determine if teachers’
personal beliefs prior to entering these commumiduenced their engagement.
Wenger’s social learning theory served as the quueéframework. The research
guestions asked how teachers’ beliefs on perseaating and their beliefs on
collaboration influenced their engagement in virk@mmunities of practice and how
personal learning networks facilitated extendetitetogy-based learning in the
classroom. Data were collected through 2 semi &tred interviews with 9 teacher
participants and analysis of digital records fréma €Classroom 2.0 and Flat Connections
Nings. Manual, open-coding of the data revealethésewhich explained the use of
personalized learning networks for instructionawvgh and social networking for
collaborative practice. Findings indicated thatleleachers’ previously held ideas were
not significantly altered, the social, supportivevieonments created through virtual
learning communities made a suitable setting fofgasional development. These
findings may effect positive social change as artommunities of practice for teachers
evolve into professional development environmemas thallenge teacher beliefs, use

progressive technologies, and engage teacherslaibomtive activities.
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Chapter 1: Introduction to the Study

Online learning communities have the potentialéalpnamic instruments for
constructing knowledge and enhancing professioadbpmance (Ernest, Heiser, &
Murphy, 2013). The structure and design of theg@al communities of practice may
lead to environments of open communication, collabon, and reflection on teacher
practice (Ertmer, Ottenbreit-Leftwich, Sadik, Sengdu& Sendurur, 2012). While such a
resource is invaluable in understanding teacheegtizes in constructing knowledge,
recognizing personal motivations for learning ciimites to intentional program designs
that align more closely with pedagogical beliefslis influence practice; yet online
learning methods rarely consider the personal dsgiret encourage sustained practice
within these communities. Virtual communities miestognize teachers’ espoused
beliefs to ensure that the alignment of resourappart the actualization of those beliefs
(Ertmer et al., 2012). Through a richer understagdif the influential factors of personal
learning, | uncovered how online learning for peaand professional growth was
maximized for authentic transformation of educadigoractices in the classroom.

Chapter 1 provides an introduction to this qualiatase study research on the
attitudes influencing sustained practice usingGhlessroom 2.0 and Flat Connections
personalized professional development model. mghidy, | explored how personal or
professional pedagogy contributed to collaborasivategies and the influence it had on
teaching. Wenger's (1998) social learning theotyichh emphasized the role of social

interaction for learning, provided the conceptuahfework for this work. Relevant
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definitions are provided, as is a discussion ofabgumptions and delimitations. Nine
teachers provided an in-depth investigation of-liéalphenomena within the actual
context (Yin, 2009). Once | identified how teacbetiefs and experiences influenced
their practice, | created an effective professiaelelopment program development for
teacher progress.

Background

Transforming learning and high quality interactofgortunities for teachers to
work in collaborative communities enhances theafgssionalism (Darling-Hammond,
Weli, Andree, Richardson, & Orphanos, 2009). Theperences include time to learn
from one another and to build the necessary mometdunfluence professional learning
decisions (Darling-Hammond et al., 2009; Hutchizf1.2). Through teacher
empowerment approaches that included support sgsteachers are more likely to take
risks in learning that promoted idea sharing affiécton on their teaching (Chen &
Reimer, 2009; Ernest et al., 2013).

Understanding aspects of virtual learning commasitacilitates the creation of
paradigms that support learning for learners ofyglies. Transformational leaders must
consider the elements that influence the developarh sustainability of virtual
professional environments. Leading through shaesdansibility and acknowledging
each participant’s value strengthens the commuamt/each member’s level of
engagement. Allowing time for participants to atljiesthe transformations is more likely

to result in long-lasting, effective communitiedg€sroom 2.0 website, 2013). Wenger



(1998) posited that a keen understanding of howple&experiences influence their
understanding and interpretation of the world withst likely lead to mutual learning
through shared practice. Both the human elementglisas the details of
implementation, must guide the execution of thesening environments.

Sang, Valcke, van Braak, and Tondeur (2010) indat#tat online learning
environments that facilitate teacher professioealetbpment should enhance the
potential for connecting pedagogy and technologfulPand successful integration
requires a reframing of obsolete philosophies arddnciliation between teachers and
computers” (Sang et al., 2010, p. 1). Kopcha (2@thped this connection between
pedagogy and technology by suggesting that a t€éadle¢ationship with sound
instructional practices and long-term experiencel tgchnology had the potential to
create changes in the way technology is used tpastiptudent learning in the classroom.

Virtual learning environments have become usefah@ir capacity to bridge
distances between instructors, colleagues, anddearThe development of these
communities occurred through a needs-based sysibith often reflected the desires of
administrations and stakeholders. Less is knownitathe motivations of teachers who
use these virtual environments for learning as amséor personal and professional
growth. Hutchison (2012) suggested that determiteaghers’ perception on how they
would want to improve their learning environmentud lead to a stronger foundation
for these learning communities. Kopcha (2012) eliethat an understanding of the role

in which mentoring, communities of practice, anacteer beliefs played in creating an
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environment that promoted technology integratiors aa area that needed investigation.
Some researchers have examined how teachers’soehgfersonal learning and collegial
collaboration influenced their participation in @gp-supported, self-designed, ongoing
professional learning platform. In this study, ¢@ised on the personal learning
philosophies of teachers and how they contributexitcessful participation in virtual
learning communities. Implications for further usglanning contributed to an
understanding of positive program elements thatthagbotential for designing
thoughtful professional development.

The planning and execution of effective professialeaelopment for educators is
a crucial step in transforming schools and raisituglent performance (Darling-
Hammond et al., 2009; Kopcha, 2012). Teacher psadaal development has struggled
to keep pace with the new demands of tHé@htury (Abbitt, 2011; Tapscott, 2009). In
a multiyear investigation of professional learnangl teacher development, the United
States has shown growth in the effort to build hkeacontent knowledge, yet lagged
behind in providing teachers with the rich expecenthat were likely to increase their
abilities to have an impact on learning (Darlingattaond et al., 2009). While traditional
training models gave power over content and desidg@aders driving the initiative,
Richmond and Manokore (2010) found that the strenmepact was made when training
practices included teachers as mentors. Shernaff €011) found that using mentors
for collegial support played an influential rolethre reduction of teacher isolation and

chronic turnover experienced by some urban sch{pol69). The power of teachers
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working together served to help participants cargim their own professional growth
and to grow additional leadership skills that akolndeveloping teachers to see the power
of continuing engagement in professional develogrfeom the inside.” This strategy
had a positive effect on teacher learning as reftem their desire to control their own
professional learning.

Research Question 1 (Table 1) concerns the fatftatare essential for positive,
transferable, learning experiences that enhanchitea Wenger, McDermott, and
Snyder (2002) suggested aligning the professioaatidpment to the practitioner’s
identity, thus creating a sense of ownership. Eipents who have a stake in the
community recognize the investment in their leagn®uccessful professional
development communities make clear the benefipadicipation (Wenger, 1998).

Communities of practice became more robust as mensbare information and
experiences that allow them to expand their legraimd develop professionally. These
communities are specific or wide-ranging, but at¢bre they are characterized by
participant engagement and the informal learniragipced by its members. In education,
virtual learning communities are distinctly used tieacher professional growth to affect
student achievement (Wenger, 1998). While commesdf practice are not a recent
development, the online environment has expandedatinge of possibilities in
community development. The use of modern technetlgas moved learning from
local, face-to-face interactions to those wherecathrs can connect and share ideas

beyond their physical location using digital resms:.
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The longevity of traditional training methods hasated teachers who are self-
sufficient in constructing and delivering prescdbirriculums. Twenty-first century
innovations have pushed teachers to move fromteblaractices to “the openness of
innovation” by including current technology intcethlearning environments and seeking
support that creates knowledge through connectiatiscolleagues in varying
geographic locations (Baker-Doyle & Yoon, 20117p). The implications of advancing
professional skills to meet societal progress addke foundation on which a more
tailored learning experience for teacher profesdidevelopment is built.

Students live in a fast-paced, multisensory wofldedl phones, global video
games, and instant messaging. The processes oingand engagement have evolved to
reflect the culture of the 2Mcentury (Tapscott, 2009) to the point that thenitige needs
of digital age learners can only be met with artestring of curricula, instruction,
assessments, and parent and administrative sugpoést et al. (2013) suggested that
the best way for teachers to make this radicabftamation was to participate in online
professional development in which they are expdsdlle opportunities and challenges
of collaboration in a virtual environment. This rganization of ideas and curriculum is
addressed through Research Question 2 (Table ighudentified how teachers’ beliefs
on collaboration influenced their participationvintual learning communities and
prepared them for this new interaction.

The National Council of Teachers of English (NCRB13) defined literacy as “a

collection of cultural and communicative practiséared among members of particular
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groups” (p. 1). The NCTE extended these literatbaacorporate the changes society
and technology have experienced in th& @dntury. These literacies include
proficiencies in uses of technology and evaluatibmultimedia texts, development of
collaborative and cross-cultural relationships, arahaging and synthesizing multiple
streams of information (NCTE, 2013). While orgatizas call for educators to advance
their skills to reflect these literacies, there f@@ models that are available to help
educators become co-learners with their studenisgbaum-Beach & Ritter-Hall, 2012,
p. 2). Professional development must be currecgssible, and meaningful so teachers
can collaborate with peers to learn new instruetie@chniques that address this
generation of digital learners.

Independent teachers interested in personal ariegsional development worked
through virtual communities of practice called Gla®m 2.0 and Flat Connections.
Virtual interactions supported teachers as thenaneéd personal learning and
instructional practice to create*2dentury teacher learning environments. Teachers
participating in this community benefitted as tlggyned an understanding of 21st
century instructional skills and created personal professional networks for local and
global collaboration. Through participation in tt@mmunity, teachers used
contemporary technology tools that supported caadearning and empowered them
for leadership within a virtual professional leagicommunity (Ernest et al., 2013;

Ertmer et al., 2012).



In this study, | analyzed two virtual platformsaS$room 2.0 and Flat
Connections, and explored the impact teachersétsatiad on their engagement within
this model for personal and professional growth.ufiderstanding of these ideas was
necessary, as explained by Tondeur et al. (201d)fadnd patterns in teachers’ attitudes
and beliefs that pointed to the affect negativéefehad on teacher learning. The
participants were K-12 teachers who independemitinaluntarily chose to participate in
the Classroom 2.0 or Flat Connections platforneregt, content, and specialization
groups emerged as collaboration became the cdhewofwork. Participation included
asynchronous collaborations through the Classro@narzd Flat Connections network
and synchronous online web conferencing sessiomgsounities for informal and
formal communications between participants werara@f the process of developing and
enhancing the teachers’ personal and professieaatihg networks.

Online collaboration was at the center of this pcac In addition, meaningful
discourse about professional learning and pedagogglerated teacher learnii@yitical
friends’ feedback contributed to teacher empowerment amtrdimsformation of beliefs
on how educators contributed to student achievemmshischool success (Nussbaum-
Beach & Ritter-Hall, 2012). Through timely feedbdokm Hargadon, the Classroom 2.0
owner, and community members, the Classroom 2t€opha provided a supportive
environment that allowed for a climate of inquimat increased participant interest in
continuous learning. J. Lindsay, Flat Connectioeetbper and owner, used local and

global connections to establish a community of isigaand learning (personal
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communication, June 10, 2014). The responsivengsttcollegial support, and teacher
empowerment contributed to educators’ motivated@pation. The trust developed in
this learning environment supported people shaniggakes as well as accomplishments
(Buckley & DuToit, 2010) and allowed for enhanceddhing and project
implementation (Hall & Hord, 2011). Research Qums8 (Table 1) was designed to
explore how teachers’ belief on personal learniifigceed their engagement in these
receptive learning communities. Strategy buildimgun open forum for discussion of
ideas, practices, and questions was the foundadranansforming teacher pedagogy.
Through teacher interviews and evaluation of theg\iontents, it was possible to either
confirm or disprove whether personal beliefs omieay and collaboration influenced
teacher participation in virtual communities of gdree and if participation in these
learning communities enhanced teaching.

Problem Statement
Through an analysis of how teachers’ beliefs infleeel their participation in
communities of practice, a better understandinigosy to accommodate the learning
needs of teachers’ personal and professional dewvelot emerged. An examination of
how teaching was enhanced through the use of paiged learning networks provided
insight into effective ways to align 2tentury technology practices and professional
development. In this study, | addressed the wayghich virtual communities of practice

and networked groups contributed to effective teatdarning.



10

There is a relationship between the interactioniwial community of practice
participants and their implementation of technolagthe classroom and its influence on
their pedagogy (Palak & Walls, 2009; Sang et &0 Slatter & France, 2010; Walker,
Recker, Robertshaw, Osen, & Leary, 2011). It isabedr, however, to what extent
classroom pedagogy and strategy was altered bymadrer professional development
experienced through a virtual learning communitye Tise of virtual communities of
practice resonates with some teachers, as evidemc¢leelir ability to align their new
skills with the learning opportunities they crefdetheir students. For others, the
experience becomes a complex, ever-changing resdtip in which the teacher resists
shifting locus of control to the students (Sla&gfrance, 2010). Teachers need to
become more comfortable in situations that reciineen to change. Teachable moments
result in a role reversal as students take theaeie in the authenticity of the learning
experiences (Slatter & France, 2010). This wasifsigmt to Research Question 3, which
concerned how teachers’ beliefs of personal legrmfiuenced their engagement in
virtual communities of practice.

As the demand for choice and flexibility in accasgrofessional development
has increased, online learning has presented \wpiossibilities to capitalize on
technology (Palak & Walls, 2009). The challengedducational leaders has been to
provide participants with experiences that are pseful and personalized. Classroom 2.0
and Flat Connections are collaborative virtualfplas that use technology to create a

tailored environment providing teachers with meghihexperiences for professional
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growth. Educators engaged in virtual communitieprattice and enhance specific
content-related challenges in their instructionlevkdieveloping support teams within their
professional learning network.

My research study filled a gap in understanding tlwsvbeliefs of teachers
influenced their engagement in virtual communitégractice related to personalized
learning and collegial collaboration. In this stutgxposed factors that informed how
teaching was enhanced through participation irClassroom 2.0 and Flat Connections
communities of practice and use of personalizedords of learning. Twenty-first
century methodologies in instruction and learnieguire that teachers continue
professional development to discover how technolmayy support classroom practices.
As teachers participate in professional learningmoanities, they are able to “bring
about change and ultimately improve their own peatt(Maloney & Konza, 2011, p.
85). As teachers began to identify their proclestin teaching, change occurs within the
classroom.

Purpose of the Study

The purpose of this qualitative case study wasé&rgne how teaching was
enhanced through participation in communities acfice and to analyze how teachers’
beliefs on personal learning and collegial collabion impacted this participation.
Communities of practice and personalized netwofikeasning were analyzed to

determine their impact on enhanced instructiomategies. An investigation of
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individual teacher values on learning and collaborainformed its influence on teacher
engagement within virtual communities of practice.

Resear ch Questions
The following questions formed the basis for thislgative case study.
1. How is teaching enhanced through participationiitual communities of
practice and personalized networks of learning?
2. How do teachers’ beliefs on collegial collaboratinfiuence their
engagement in virtual communities of practice?
3. How do teachers’ beliefs of personal learning iaefloe their engagement
in virtual communities of practice?
Conceptual Framework
The conceptual framework for this study was Werg)ér998) social learning
theory, which emphasized the role of social inteoacfor learning and the potential of
social learning communities. In the social learrimgory, Wenger emphasized “learning
as social participation” (p. 4). Wenger stated“ttentral aspect of learning” rests on the
fact that by nature, humans are “social beings4jpThis assertion applies to teacher
professional development and sets the frameworkefaygnizing how “social learning
systems make it possible to understand learnirgsaxial process” (Wenger et al., 2002,
p. 226). Teacher communities of practice are afedfiperpetuating. As members of a
community of practice generate knowledge, theyfoeae and renew themselves

(Wenger et al., 2002). An understanding of the ades that contributed to transferable
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learning through social interaction provided ingigto teacher learning through
participation in virtual learning communities ofagtice. These findings were used to
answer Research Question 1 (Table 1), which cordetre ways teaching was enhanced
through the use of virtual communities of pracacel personalized networks for
learning. An understanding of the factors withirs ttooperative setting was used to
address Research Question 2 on how teachers’ $eletollegial collaboration
influenced their engagement in virtual communitégractice. Research results were
also used to examine how the flexibility of comniigs of practice, specifically in
Classroom 2.0 and Flat Connections, created aes@ieonment in which teachers’
beliefs were challenged and supported. This spolkesearch Question 3, in which |
examined teachers’ beliefs on personal learningtandfluential impact on social
learning within communities of practice. Chapten@udes an analysis of the conceptual
framework and a review of the literature relate@docator professional development
learning communities and technology integration.

Nature of the Study
A gualitative case study was used in this studw. (2009) posited that case study
researchers focus on the how and the why of thearels while supporting an in-depth
investigation of real-life phenomena within itswdtcontext. | examined the Classroom
2.0 and Flat Connections virtual community using thethod to “retain the holistic and
meaningful characteristics of real-life events”tsas “small group behavior and

organizational processes” (p. 4). In my study, guia@ation of participants’ motivations



14
to engage in collaborative Classroom 2.0 and Fain@ctions practices was examined
through “multiple sources of evidence” (Yin, 20@9_2). Collection of data in this
natural setting provided information that was uas@n evaluative tool of virtual
learning communities. Investigation of a singleecatidy provided first hand access to a
situation which offered valuable, descriptive imf@tion (Yin, 2009).

Purposive sampling was used to select nine teaglterparticipated in the
Classroom 2.0 or Flat Connections virtual learrsogimunity within the last year.
Participants represented a subgroup of teacherscamttnued to use this online tool to
support their personal and professional growth.rier (2009) stated that the sample
size should represent an adequate number of pamits necessary to answer the research
guestions posed. When no new information wouldebvealed from discussion with
further subjects, the sample size has reachedna glosaturation. The Classroom 2.0 and
Flat Connections platform were open to any inteestacher and did not have a set limit
of teachers who could participate in this commurtyarticipant group of nine provided
rich details on factors related to this study thratvided a “reflection of the number of
case replications” (Yin, 2009, p. 58). The expectatvas a reasonable interpretation of
the phenomenon as identified by the purpose o$tiindy.

The data collected were used to identify dynanhes personal beliefs on
learning and collaboration had on participationmmtcommunities of practice. The data
were analyzed through the triangulation of thrde e€data: an initial interview

(Appendix A) with each participant; a follow-up eénview (Appendix B) and Ning
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analysis of archived data (Appendix C) includethi Classroom 2.0; and Flat
Connections Nings to interpret, confirm, and clagtiestions that arose from the initial
interviews. The cross checking of data collectedugh interviews from different
participants with different perspectives and fratidw up with the same participants
provided internal validity for the study (Merria@009). By pulling rich themes and
patterns and using a constant comparison anatysismpare different participants’
description of the Classroom 2.0 and Flat Connastenvironment, emerging themes
evolved and gave meaning to the research.

Definitions

Collaboration: This is an instructional strategy in which everyaméhe learning
group performs a unique role to accomplish comnaskd. Each learner works
individually on the same topic and then shares wighgroup what he or she learned in
order to deepen everyone's understanding (NusslBaaoh & Ritter-Hall, 2012, p. 12).

Connected learning communitie¥hese are groups that connect and
communicate in local communities (professionalieay communities), global networks
(personal learning networks), and bounded globadrmoanities (communities of
practice), leveraging and bridging knowledge anglegtise across these networks and
communities to grow and continually improve profesal practice (Nussbaum-Beach &

Ritter-Hall, 2012, p. 28).
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Critical friends: These are educators who come together to examaargmove
each other’s teaching and leadership activitiesstuade meaningful feedback
(Nussbaum-Beach & Ritter-Hall, 2012, p. 41).

In-service training: This is the continued professional growth of thecteer so
the teacher can develop a positive attitude towangsoving his or her own performance
as a teacher, thus improving the quality of edocatnparted (Kothari, Patel, & Shelat,
2010).

Personal learning networkThis is a system designed by educators to “further
their short and long-range goals for professiomaiwh and personal learning”
(Nussbaum-Beach & Ritter-Hall, 2012, p. 31).

Professional developmenthese are the range of experiences which results in
improvements in teachers’ knowledge and instruetignactice as well as improved
student learning outcomes (Darling-Hammond e2809, p. 4).

Professional learning communitieS:hese include groups of teachers and
administrators with shared responsibilities leagrtmgether with the goal of improving
student achievement (Nussbaum-Beach & Ritter-12812, p. 29).

Virtual platform: These are the online environments which supporirgha
collaboration, and communication with people wharslcommon interests (Dass,

Dabbagh, & Clark, 2011, p. 98).
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Assumptions
Three assumptions about the participants in thestd@m 2.0 and Flat
Connections virtual communities of practice weraeat the beginning of this research
study. The following assumptions were consideretthis study:

1. Participants had an intermediate level of technplepertise and could
successfully navigate and contribute in an onlimarenment. Previous
personal experience or professional developmenahadhnology focus
and teachers had multileveled training in vari@ehhology applications.

2. The objective of a single case study was to proxedelts that were
representative of typical conditions. The studyhi Classroom 2.0and
Flat Connections communities represented commanalicommunities
of practice due to the program specialization tégnating technology for
teacher and student learning and was generaliralclenventional virtual
professional communities of learning.

3. Participants would respond truthfully to the iniew questions. It was
taken for granted that participants would respomaeistly to the initial
and final interview questions.

Scope and Delimitations

In this study, nine educators identified how thmsliefs on personal learning

and collegial collaboration affected their partatipn within a virtual personal and

professional community of practice. | also investegyl how teaching was enhanced
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through participation in Classroom 2.0, which weisugp and managed by Steve
Hargadon and Flat Connections owned and run bg Liidsay. The use of a single
case study methodology allowed me to conduct atepth examination of these
specific online communities. Through this reseapproach, the unique techniques
applied through Classroom 2.0 and Flat Connectizere generalized to “confirm,
challenge, or extend the theory” (Yin, 2009, p..47)

According to Merriam (2009), “case studies allow thsearcher to get as close
to the subject as they possibly can...to access ladgel about the phenomenon to
which we would not otherwise have access” (p. A&igned letter of cooperation
(Appendix D) from Hargadon for Classroom 2.0 andthear from Julie Lindsay for the
Flat Classrooms project (Appendix E) provided teeassary access to the Nings for
this in-depth examination. While many aspects diml professional communities
have been previously studied, the Classroom 2.(FatdConnections communities are
widely used programs not validated by current neteand thus became the focus for
this study.

The delimitations considered for this study weréofisws. First, the single-
case study was delimited to nine teachers who wmeodved in the Classroom 2.0 or
Flat Connections online personal and professiomadnaunities of practice that they
willingly chose to participate in. Second, the séingpof online participants was
restricted to members representing Grades K-12haldoaccess to the technology

necessary for participation. Third, the particigamad a working knowledge of
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communities of practice strategies. In the caserevh®re than nine teachers
volunteered, the criterion used to reduce the nurobparticipants was the length of
time they had actively participated in this comntyniParticipants with a longer history
of use were considered first.

The potential transferability of the results ofststudy depends on the person
seeking to apply it elsewhere. While “substantedatiptive data” allows transferability
to be possible, these results are explicitly regmetive of the Classroom 2.0 and Flat
Connections communities and their practices. Meri(2009) stated, in qualitative
research...a purposeful sample is selected predigelguse the researcher wished to
understand the particular perceptions of the ppdids in-depth, not to find out what is
generally true of the many. Administrators andrunstional technology leaders can use
the results of this study to plan teacher profesdidevelopment and minimize the
factors that play a role in program dissatisfaction

Limitations

As with any study, there are restraints associaiddthe process. Three
limitations about the participants in the Classrdathand Flat Connections virtual
communities of practice were made at the startisfresearch study. The following were
considered limitations in this study.

First, participants joined the Classroom 2.0 arad Elonnections voluntarily. The
use of a case study methodology had a bearingsaareh results. Yin (2009) identified

four possible areas related to this approach tleat wonsidered limitations that were
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relevant to this study. There was a possibilithias entering the research while
conducting interviews and while examining archidata. Reflective journaling of my
perspectives during the process enabled me todeopibiases. Second, in case studies,
researchers focus on a single situation that mayayr not be transferable to other
groups. Typically, scientific facts are based oritiple iterations of an experiment whose
results can be replicated (Yin, 2009, p. 15).lizdd the research data to expand
knowledge in the field on attitudes towards virttegcher interactions.

Another issue was the amount of time that was @gelicto conducting a case
study which was lengthy and produced a considei@bleunt of data. | used modes of
communication, such as Skype interviews and follgunterviews that expedited the
process and eliminated an overabundance of papenfar participant was feeling
pressured by time or responding with short answexrsked him or her to reschedule for
another time.

A final limitation was the ability to determinetifie results of this study could be
transferred to teacher involvement in any professidevelopment model (Yin, 2009).

In this case, participation in the Classroom 2.@ Elat Connections model was
examined and any results of the study were direetbted to teacher interaction within
this professional development model. These linotegiwere addressed in order to reduce

any negative influence they had on the study.
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Significance
As personal growth and professional developmenbdppities move to an
online delivery mode, new understandings, stragegied techniques on how to engage
learners for continued participation must occuthAligh several academic studies
covering online professional development have lwe&ucted, there are gaps in the
research regarding the link between social leartiiegry and how personal beliefs
influence learning and participation through engaget in communities of practice. The
personalized, self- initiated teacher developmearirenment in this study was available
for any educator to join and participate in. Soeleifispired to continue using the tools
and skills they developed through their use ofahine network. The value of
recognizing individual teacher beliefs and expearénhelped me understand the factors
that were essential in program design that bodstgthology integration into teaching
practices, which is the focus of both Classrooma2@ Flat Connections. This
information guided planning so subsequent commesii practice were more effective.
The intent of this study was to explore the evaMield of virtual personal
educational growth and professional developmentiamdntribute to the transformation
of practices in the field of online teacher leagh@ommunities. This study provided
clarity on some of the motivating factors that aefézl teacher satisfaction regarding
virtual opportunities for continued learning. Iretdata collected, | determined how
closely a teacher’s belief was related to his ermegration and use of technology as a

learning tool.
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This research on the Classroom 2.0 and Flat Colmmsatommunities of practice
informed organizations about the specific detdiét helped teachers utilize virtual
environments for their personal and professioraini@g. Through this knowledge,
refinement of practices and philosophies were ifledtand used to initiate
contemporary models that more closely aligned pexidioeliefs on learning and
collaboration with programs that offered persoralifearning and encouraged
participation. Obsolete methods were reviewed,datd from this research provided
necessary information for the innovative designidtial professional development
programs for educators.

This research contributed to the field of educatidechnology by recognizing
how teachers’ beliefs on personal learning andcegal collaboration impacted their
participation in communities of practice for prafesal development. | also
distinguished how teaching was enhanced throudfcipetion in these communities as
well as through personalized networks of learnhg.researcher had investigated the
Classroom 2.0 or Flat Connections models, andsthidy guided future planning and
design within virtual professional learning comnties that resulted in effective teacher
growth.

Summary

Chapter 1 provided the contextual setting for tagearch on how teachers’

beliefs on personal learning and collegial coll@bon contributed to their practice in the

Classroom 2.0 and Flat Connections professionaldpment communities. | also gave
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a basis for the research in understanding how tegetas enhanced through
participation in communities of practice. The evmn of professional development was
present in numerous virtual opportunities that pted educators with greater access to
resources and collaboration with other professmrf2¢rsonalized learning networks are
an example of this virtual collaboration. The Ctassn 2.0and Flat Connections
initiatives empowered teachers to manage theiregsabnal development by creating
personalized learning networks that facilitatedigto A distinction of how teachers’
beliefs on the personalized networks and the colktion they offered in this virtual
arena was not present in the research and wasnieedgas a gap in the literature.

In Chapter 1, | also presented definition of tespscific to this research, as well
as an explanation of how data were collected aatyaed. Wenger’s et al. (2002) social
learning theory and the concept of communitiesrattice were used as the conceptual
framework to support the research. Chapter 1 caedwvith a discussion of the
assumptions, scope, limitations, and transfergtalibong with the significance of this
study and how the results contributed to the fegldducational technology.

In Chapter 2, | review the current literature oe thotivations of teachers’
sustained practice using Classroom 2.0 and Flah&azions skills, which guided future
design and programming of virtual professionali@ay communities. Wenger’s (1998)
social learning theory provides the structure foderstanding the five stages of
communities of practice for interaction and leagniReview of recent literature on

communities of practice contextualized teachergssibnal development and the shift
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towards virtual environments for teacher learnitag.investigation of the Classroom 2.0
and Flat Connections communities and their pragtevides a platform for examining
individualized teacher communities for learningdidcussion of teachers’ beliefs related
to personal and professional learning providesraterstanding of how it influenced their
successful use of virtual communities of practicd #s transfer to enhanced teaching

practices.
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Chapter 2: Literature Review

The intent of this qualitative study was to deterenine impact teachers’ beliefs
on personal learning and collegial collaboratiod ba engagement in virtual
communities of practice, specifically the Classrodiand Flat Connections, for
personal and professional development. Teacharitegras well as teacher professional
development, has not kept up with the growth ofitetogy in the 2% century. Virtual
learning communities are one approach that enaddebers to facilitate the growth of
their technological skills providing occasions parsonal and professional development
that help them learn to integrate technology sesshan their lessons.

Technology has the potential to reform teacheructibnal practices that can
support active student learning (International 8gycior Technology Education [ISTE],
2009). The purpose of Classroom 2.0 and Flat Cdiumecis to equip teachers to include
educational technologies as a regular part of ieg@dnd learning. Researchers
(Cifuentes, Maxwell, & Bulu, 2011; Hur & Brush, 2Dconfirmed that opportunities
such as customized learning and shared practieeseatral to the functioning of virtual
learning communities. Online learning affords irmsed access to diverse and high
guality materials (North American Council for Ordibearning and the Partnership for
21 Century Skills, 2006). Well-structured learningyeanments encourage meaningful
work and provided multileveled support for eachtipgrant. Duncan- Howell (2010) and
Keown (2009) noted that virtual learning commusitneust have significance for

teachers and deliver “just-in-time” professionayelepment training that encourages
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participation. Strong communities can leveragernetdgy to facilitate interactions that
support solving authentic problems (Tsai, LaffeytH&nuscin, 2010). Teacher isolation
is reduced as they contribute to networked groBp&ér-Doyle & Yoon, 2011). While
much is known about the advantages of participatimgetworked communities
(Wenger, 1998), less is known about barriers, andntives to teacher knowledge
sharing in online communities of practice (BaraCé&giltay, 2010).

The paradigm for virtual learning and knowledgealegment has been altered
by the technologically centered*2dentury (Wenger et al., 2002). Revolutionary
measures must be taken to educate teachers orolayeate and participate in virtual
communities of practice that support accessingreateéesources to advance their
instructional practices (Wenger et al., 2002). Wiie Classroom 2.0 Network and Flat
Connections Project are established projects, noreral research was found on how
teachers’ beliefs on personal learning influendesrtindependent motives for continued
practice and collaboration. There was a gap ifitdi@ture on how to articulate teachers’
beliefs on personal learning and approaches tegiall collaboration and their continued
voluntary practice in virtual programs. An undenstimg of how the use of educational
technology tools that focus on transforming persand professional development was
examined to determine their effect in the classroom

Chapter 2 is organized in two sections, a reviethefcurrent research literature
on communities of practice and a detailed discussfdhe conceptual framework that

supported this research. In the review, | expoundidual communities of practice,
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technology integration, and factors contributinggachers’ continued practice in virtual
learning opportunities. The conceptual framework weted in Wenger’s social learning
theory and communities of practice.

Literature Search Strategy

Current peer-reviewed scholarly journals were obdld using Education Search
Complete, Academic Search Premier, ERIC, and Gddghmlar. Search terms included
combinations of the following key wordsommunities of practice, virtual communities
of practice, networked learning, critical friengsofessional learning communities,
educational learning communities, professional teag networks, teacher education,
continuous professional development, professioaeaélbpment, faculty, Web-based
communication, virtual, online, social learningataing spaces, academic/professional
cohorts, virtual professional development, facldgrning communities, online teacher
mentoring, collaborative learning, teacher pedagomyline teaching, teaching presence,
social learning, social networks, professional nateg, educational, instructional,
barriers, computer mediated communication, virtc@laborations, situated learning,
andauthentic learningAs the literature research evolved, additional tebmcame
apparent, which led to an exploration of furtheidsts. These new terms broadened my
search strategies and became useful in the cagdsah there was limited current

research within the last 5 years.
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Conceptual Framework

Social learning theory underscores how individwatsk and learn together
through shared interactions and meaningful exclangeese relationships are defined as
the process of learning (Wenger, 1998). In theaddearning theory, Wenger (1998)
identified learning as an intrinsic social proctsst cannot be separated from the social
context in which it happens. This social particgatinvolves “groups of people who
share a concern, a set of problems, or passiort aldopic, and who deepen their
knowledge and expertise in this area by interaatim@n ongoing basis” (Wenger, 1998,
p. 4).Wenger called these groups communities aftjpe (CoP).

When the common purpose is learning, CoP that stipgexcher learning have
brought a greater understanding as to how teaddamns in collaborative environments
(National Council of Staff Development, 2010). Riosi discourse creates an active
learning community (Swan, 2002), and authentiarggttsupport risk taking that
contributes to solving real issues related to w8skan, Kratcoski, Mazzer, and Schenker
(2005) referred to these authentic scenarios aatsi learning. Swan et al. indicated that
knowledge and learning are most effective when dreyheld within the learning context
of study, which in this case would be a classroom.

Swan and Shea (2005) examined the concept ofl $earaing and noted that
there may be a link between social interactiontheddevelopment of learning
communities. Through shared interactions, the lagroommunity encourages teachers

to become active contributors where knowledge caoson could take place (Pella,
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2011). Within communities of practice, all membdrsm novice to expert, contribute to
and benefit from a restructured model of appreshige In designing and implementing
successful communities of practice for knowledgestaction, a teacher must design a
structure that encourages the participation of membf differing ability levels (Wenger
et al., 2002).

The characteristics of a flourishing learning comityufeature the interactions
between members that facilitate collective andesthanderstandings. These mutual
beliefs and practices (Gu, Zha, Li, & Laffey, 20play a role in shaping individual and
group knowledge. This concept, known asdbeioculturalapproach, is based on the
notion that society and culture shape understandiing sociocultural study, Khoo and
Forrett (2011) examined interactive involvementhe valued activities of the
community that resulted in transformative changethe participants. Members
performed various roles with a range of resporisigsl that contributed to the group’s
progress toward shared goals. Project successatasaasured by product completion
but rather through an understanding of the mannesich participants worked
communally to develop knowledge. Groups examinathiag through a social and
cultural lens that allowed for open-minded sharimgich enhanced the identity of the
communities of practice (Wenger, 1998, p. 11).

Wenger (1998) identified four interconnected eleta¢hat supported this social
theory of learning. These elements include thegseof active participation within a

social learning community. With learning at the teerof the theory, four components
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extended from the center that was identified astjm®, identity, meaning, and
community. According to Wenger (1998), practicdefined as the sharing of resources
and perspectives that sustain mutual engagemaiation. It is the shared resources that
support the members’ relationships and interpi@tatof the world with everyday
activities in real-life settings (Wenger, 199818). This mutual engagement principle
was confirmed by Pella (2011) who found that, tigtoaollaborative work, teachers
participating in communities of practice sharedrttfieeoretical principles of learning.
This combined effort gave value to the shared nessuand cleared the way for a wider
perspective in their work.

Another aspect of Wenger’s social theory was idgniidentity is described as
how individuals become part of the community anarslexperiences that relate to the
overall goals of the group. It was this connectiothe community that supported and
influenced personal learning. The third componemaning, extended the concept of
identity by acknowledging each participant's cdnition as an indispensable and
meaningful part of the conversation. This elemeas$ wchoed by Swan (2002) as she
identified “valued and dynamic discussion” as apamant factor that contributed to the
success of online courses. Community recognizel eemmber as being an essential part
of the group, which allowed for comfortable intdranos and relationships that were
based on mutual respect and trust (Wenger, 1998g@#eet al., 2002). These four

components of active participation; practice, idgnmeaning, and community, served as
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the foundation of this social theory on which tlkacept of communities of practice was
built.

Wenger’s social theory recognized community asreeféor learning and
highlighted the human condition of socializatioragsrocess for learning. Through
collective interactions with others and an underditag of the environment, more
knowledge was acquired as part of community thanlevbe acquired independently.
Wenger identified this as learning (Wenger, 1998l5). Communities of practice are a
purposeful tool used to transform practice andtgracers. Wenger’s social theory
addressed my first research question that sougiridover how a teachers’ learning
theory inclined or deterred their participatioraicommunity of practice. Interviews with
teachers shed light on how these collective raiatigps compounded teachers’
knowledge versus working in isolation and if theiabzation of this process played a
role in how he or she fostered learning in thestiasm.

Communities of Practice

The concept of communities of practice exists maat all social contexts
(Wenger et al., 2002, p. 5). These community grootesact regularly and are formed
based shared concerns or passions. Through netgoikdividuals deepen their
knowledge and expertise. Many social groups carobsidered a community; however
there are three main characteristics that makewapga community of practice. The key
structural elements of Wenger’s (1998) model inelddmain, community, and practice.

Thedomainmakes clear the group’s purpose and values by ctingehe group’s
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members through participation, learning, and shaigdn. Thecommunityencourages
the development of relationships and mutual respetsteen members. This element is
vital to the group’s success because it is hertettiegprocess of learning overlaps with
social interaction. Participants make themselvéserable during this process of
openness and learning, which results in a moréniguand thus stable collaborative
environmentPracticeincludes all of the information the group develapsl shares.
Specific knowledge, based on the group’s initi&kiast, is created enabling members to
effectively share within the domain.

The concepts of personal learning community andnsonities of practice both
emphasize social learning. They are defined byrttegaction and participation of their
members. The principle focus of an instructionatihéng community is to create a
collaborative and democratic environment in whiatharity and decision making was
shared as teachers cultivated their professiondbdnning about student academic gains
(Hord, 1997). This group has a shared vision afiéctose goals. In contrast, community
of practice creation is more organic and naturadlgurring. An emphasis is placed on the
familiarity of its structure and in the collectigbaring and managing of knowledge
between its members. In a community of practicepf@eitbhecome informally bound by
the value that they find in learning together” (Wenet al., 2002, p. 5). Participant
rapport and the socialization of the group becaignafgant for learning and knowledge

sharing.
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Communities of practice began with open-ended pds&s that evolved into
more accurate representations of their work. Thegsformations occurred continually
as communities moved through each stage at theirpaee. Research suggested there
were “five stages of development for a communitypi@dctice: potential, coalescing,
maturing, stewardship, and transformation” (Wereggaal., 2002, p. i). Stages 1 and 2
defined the process in launching a community o€tica while 4, 5, and 6 spoke to the
challenges of sustaining a community through itsrlatages of growth.
Stages of Participation

Stage 1. Potential. In this initial stage, groups formed as loose neka®f
people who discovered others with similar problemsterests. Informal conversations
began to refocus the members’ relationships afmheed domain emerged. As a core
membership developed, the community built momeraachidentified common
knowledge needs. This period allowed for envisigrohpossibilities to which they can
aspire. A strong community coordinator was esskdtiang this stage, acting as a
catalyst to get the group established and skijifsilpporting the group as members
found value in participation. Coordinators servedhe liaisons between members and
prospective resources beyond the group as thegmexsx the group’s potential and
worked to build upon it (Wenger et al., 2002).

Stage 2: Coalescing. In this transformational stage, the community wasised
on supporting members as they built trust andicglahips. Community members began

to seek each other out for help, which helped éstah strong foundation. It was
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essential that during this stage community members able to have honest discussions,
knowing they were safe in their disclosures. It waky through these types of
experiences that relationships deepened and atedlanentality around problem
solving developed. During this stage, the commuecgrdinator took time to establish
the solid underpinnings of a successful communityferxcontinuously moving the group
forward. Formal meetings were held and the orgdioizaf the group was solidified
while private interactions between members were fasilitated. As the community
began to take shape, more common ground was estathland opportunities for sharing
began to materialize. A new chemistry within theugr emerged as it begins to unite
(Wenger et al., 2002).

Stage 3: Maturing. It is in this stage that members experienced a raltective
identity. The group members became more intentiabaut their techniques and
strategies as they commit to their shared pradbeeussions and activities became more
focused on problem solving and completing proje&tsfacts were generated and
documentation of community knowledge took form. Timembers began to find gaps in
the community’s knowledge and reached beyond tbpesof the group to find solutions.
Group membership also changed requiring a refimedgss for welcoming newcomers
(Wenger et al., 2002).

Stage 4: Stewardship. With an established identity, the group was conatulg
changing focus and undertaking new projects duhegstewardship stage. As this new

vitality sustained the community, many changes oecli Participants moved on and
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leadership changed. During this time, reflectiors wHective in reevaluating shared
values and refocusing on new goals that helpedrigp develop its potential. The
community leader role became intensified as hdercentinued to maintain energy and
keep the community in the forefront in its fieldejRvenating the community through
workshops, recruitment, and new leadership helpedign the growth of the community
with their practice. Building relationships withgamizations outside of the group served
to keep the community from becoming complacent esbers carried on their practice
and became authoritative voices in their domainr{yée et al., 2002).

Stage 5: Transformation. During this final stage, the focus of the grogzdme
diluted and members felt less ownership and lessaxied. This natural disbanding or
restructuring of the group indicated that the comitythad outlived its purpose. The
group’s original domain branched in many directiang no longer provided a singular
emphasis. This transformation made mergers witratbmmunities possible or the
community dissolved itself altogether (Wenger et2002).

McArdle and Coutts (2010) examined reflective gracind communities of
practice as foundations upon which continuous pafmal development (CPD) could be
built (p. 201). Reflection on practice challengeddhers to consider their skills in order
to translate their experience into knowledge thidrmed practice. This internal dialogue
allowed for meaning-making and was common to tloegss of learning. Even more
necessary was the opportunity to engage with ofoershared reflection in a social

setting” (p. 205). The community set the tone foaltenges to thinking and critical
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feedback of ideas. McArdle and Coutts (2010) deir@echreflection, combined with a
community of practice would have a greater liketiiof resulting in deep sense-making
for continuous professional development. This otiten can lead to “refined
instructional approaches that encourage sharedryidqChou, 2011, p. 432). It is the
collective process of negotiatidhat mirrored Wenger’'s model and supported theceff
that social interaction had in communities of picect

According to Wenger et al. “The art of communitywe®pment is to use the

synergy between domain, community, and practideetp a community evolve and
fulfill its potential” (2002, p. 47). The social déngs that advanced communities of
practice were the foundation of the practice. Thehange of ideas about teaching and
learning from a larger audience beyond residentggdrought added richness to the
experience. Swan and Shea (2005) shared relesa@rach that reinforced online
discussion among participants as a more equitatol@lamocratic system of sharing.
Customization of the learning community based @néeds of community members
strengthened the investment its members had ioadfmnunity. Deliberate understanding
of how a well-balanced community encouraged padici engagement supported my
research questions which aimed to isolate the tiondinecessary for membership in
virtual communities of practice that utilized teology to further teacher learning.
Wenger’s et al. (2002) social learning theory ensjpted the need for new professional
development opportunities and venues as we eadmnigea more socially connected

global network.
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Current Resear ch on Professional Development, Communities of Practice,
Professional L earning Practice, and Technology Integration

A review of the literature indicated that professibdevelopment for educators is
most likely to be successful if it meets the nesald motivations of the learner and if the
focus of the learned skills meets the changingdeage of technology and the social
needs of the digital learner. Hutchison (2012)estdhat most teacher professional
development is uninformed, “generalized for largaugs, and not driven by teacher
needs” (p. 38). Teacher collaboration in an onéineironment allows educators to share,
collaborate, challenge, and network with othersupport teacher training, learning, and
reflection. Wenger (1998) maintained that knowlega process shaped by social
interactions that play a central role in the depgient of cognition. Virtual professional
learning communities such as Classroom 2.0 andJéahections provide opportunities
for individual participants to share individual kmedge and expertise, which
characterizes Wenger’s social learning theory (1899& people learn from one another
through interaction and sharing. These virtualdegy communities provide an added
layer of learning and sharing as participants nilytdearn through technologically
immersed experiences and practices. The reseatiaiad that learning communities
have the power to influence practices that carrmefducation.
Teacher Professional Development

Using a social learning theory framework to stroetihe development of online

communities provided new possibilities in the fé@tlon of teacher professional
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development. Wenger et al. (2002) noted that mgj¢hnowledge is a social process and
it is through communal involvement that a body nbwledge is formed (p. 10). Strong
professional development includes interactions wéhars that encourage participation,
remove barriers, and inspire collaborative shaohknowledge and resources. Through a
social approach, teachers, as learners, can “Ehamedge in living ways rather than in
the form of a database or documentation” (Keun@92@. 101). Online professional
development communities that are grounded in akb@mework have the potential to
transform teacher professional development whexehtr's join colleagues in learning
how to “promote desirable instructional and pedacgighanges” (Berry, Daughtrey, &
Weider, 2010, p. 45).

The teaching profession continuously regulate#f itseneet the demands of new
educational policies and current trends. This idetiprofessional training and education
for teachers. "Professional learning can have aeploMveffect on teacher skills and
knowledge, and on student learning if it is susdinver time, focuses on important
content, and is embedded in the work of professi@aaning communities that support
ongoing improvements in teachers’ practice" (DgHitammond et al., 2009, p. 9).
Richardson (as cited in Duncan-Howell, 2010, p.)3fed that teachers seem to
continually attend workshops to "learn new skilisdate their knowledge, and change
classroom practices.” While continued professia®lelopment is an important practice
in any field, considerations must be given to anticecontent and meeting teacher needs

through modes of delivery (Duncan-Howell, 2010%tJs the field of teaching adjusts
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itself to policy trends, so must the designersrofgssional development who seek to
prepare teachers for the changing environment.

In 2010, The Stanford Center for Opportunity Polity¥education created a
technical report on professional development indhéed States. They noted the trends
and challenges of the common practice of teacleegsional development including
short-term workshops and single session conferefitesreport indicated that these
types of professional development were "unlikelynftuence teaching practices and
student outcomes" (Darling-Hammond et al., 2009))pThe research suggested that
there were certain factors that contributed to lygality teacher professional
development such as common planning and opporsrfioir teacher self-reflection.
These factors had the potential of supporting ehtexds ability to refine instructional
practice that may have an impact on student legrnin

Their recommendations indicated that professiopaetbpment should be
designed to engage teachers in active learningmog that were meaningful to them, be
connected to teachers’ collaborative work in scHiased professional learning
communities and learning teams, and be presentaual imtensive, sustained, and
continuous manner over time. Siemon (2009) stdtatittams working collaboratively
and interactively allowed teachers to identify thearning needs which created a greater
likelihood for improving educational outcomes (812 The application of appropriate
technology measures supports collaborative tegmoéessional development as it makes

available suitable tools for social interactiong§€ntes et al., 2011). Darling-Hammond
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et al. (2009) recommended that professional devedop methods be innovative and
reflect 21st-century best practices for teachetmdan-Howell (2010) surveyed a group
of teachers to provide insight into their professiodevelopment experiences and
attitudes toward virtual learning communities. Theynd that teachers who were
members of virtual communities felt that participatwas practical, authentic, and
relevant to them. An understanding of these reshiésl light on this research study’s
second question, which investigated how teachelgefs on learning influenced their
participation in virtual teacher learning commugsti

Tsai et al. (2010) investigated an online systelled@¢dETworks that was run on
the Sakai 2.0 platform. This virtual community sagpd professional collaboration
between pre-service, in-service, and universitycathrs. Participation in the Sakai 2.0
platform improved teacher sense of community ag itteracted with others in online
discussions and changed their perception of hasifextively use educational
technology to interact with distant colleagues. igirty, a study in Pakistan by Kasi
(2010) supported teachers as they moved from émsitnission method of instruction to
communities of practice that connected novice, Bgpeed, and university teachers for
teacher collaboration and professional growth. Tésgarch pointed to the potential
effectiveness of virtual communities for teacharteng and professional development.

Professional development goals include improvingcatbrs’ professional
practice in ways that will benefit student achieesm The goals are used to provide

educators with the opportunity to develop theirfessional knowledge, skills, and
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attitudes. These opportunities suggest positivevtirgyet the research on professional
development conducted by Wei, Darling-Hammond, Addmson (2010) indicated that
teachers within the United States received lesepstmnal development and planning
time compared to teachers in other high-achievountries. “In order for our students to
succeed, their teachers must also be supportecttesd” (Wei et al., 2010). The
information provided by this research study britmgight which aspects of professional
development have the greatest impact on teachestaddnt growth.

Professional L earning Community
Reform in teacher professional development incluleating a school climate in
which faculty members grow in professionalism aaoohpetence. Professional learning
communities provide the context for professiongllerations and foster collaborative
endeavors (Hall & Hord, 2011, p. 26). Hall and Hde&ding pioneers in professional
learning communities, defined personal learning mamities as having these five
dimensions:
» Shared values and visiofihe commitment of the staff to student learning,
which is referenced for the staff's work.
» Collective learning and application: The identifioa and implementation of
staff's learning in order to more effectively adsgestudents’ needs.
» Supportive and shared leadership: Jointly held p@amd authority that

involves the staff in decision-making.
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» Supportive conditions: Physical and human capacitiat promote
collaborative organizational arrangements andicglahips.
» Shared personal practice: Feedback and assistamagéers that support
individual and community improvement (2011, p. 27).

Personal learning communities are interactive aisthén the work of the group provided
the emphasis is focused on collective interactioitisin encouraging environments.

The ultimate outcome of an effective personal legycommunity is the
"intentional learning of the participants and thegaplication of learning in their
classrooms or other organizational settings" (p. R®s this collective learning affected
by the members of the personal learning commurtitigscontinually contribute to the
guality of teaching and student learning. DuFowrFBur, Eaker, and Many (2010)
supported Hord’s (1997) theories of personal lesy@ommunities in their guide,
Learning by Doing: A Handbook for Professional Lieiag Communities at Work
DuFour et al. (2010) noted that the collaboratea is the central building block of a
personal learning community. Members recognizeithatder for all students to reach
high levels of learning collaboration is a necegsard fundamental part of the process.
The school culture must be rooted in collaborapiractices that support higher quality
work in personal learning communities.

Huggins, Scheurich, and Morgan (2011) also sawdaatulture and leadership as
critical to changes in teacher practices. In ardigeurban high school, a math personal

learning community was studied to determine théofaahat contributed to the growth of
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the community. They found that school leaders wesponsible for ensuring that
personal learning communities followed researcletdagpproaches to improve teaching
strategies. Miranda and Russell (2011) concurradeasfound that district-level factors
and school-level leadership were important contatsiin the culture of these learning
communities (p. 303). The process of collaborakiad to be fostered due to the fact that
merely giving teachers time to collaborate did gquedirantee success. Most importantly,
the authors stated that while professional autonisnay important aspect of a personal
learning community, strong administrative leadgyshnd direct participation in the
process “drives changes in teaching behaviordehatto improved learning” (p. 84).

In a study done with secondary science teacheBamgladesh, Rahman (2011)
emphasized that the culture of professional shaimgng these science teachers lacked
collegiality. Sharing knowledge and experience naistypical and teachers felt
responsible for mainly themselves and their stugl€fttey introduced peer pair
intervention process with seven teacher grouppairs, one teacher taught topics from
the secondary curriculum while the partner obsearatireviewed the lesson. Teachers
then reviewed and reflected on their notes abaitlésson and discussed issues such as
resources and learning environment. All seven ggdhpn came together to share topics
of concern or interest that were notable. Afterftret teaching session, in which both
peer pair members taught lessons, they reportéidde®ervous and hesitant sharing their
observations with their colleague. After the secoyele of teaching and observations,

the teachers began to change their beliefs abotégsional practice. The intervention
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process increased the teachers’ confidence inbmdéion and gave them a proven
collaborative strategy to improve their practicah®an (2011) cited Hord when he
stated that “one of the defining characteristica personal learning community is that of
power, authority, and decision making as being lsbtred and encouraged” (p. 4). The
understandings from this research may guide iéwvelopment of alternative ways that
foster teacher teamwork.

A narrative study, conducted in a secondary scimotble Australian state of
Tasmania, sought to distinguish the difference betwprofessional development and
professional learning. Melville and Yaxley (200@sthis redefinition as a critical
understanding to contributing in a competitive ghabalized world. Traditional
professional development included teachers gatip¢oiisten to a visiting expert then
breaking into discussion groups. This method exaggd the external control of
outdated professional development techniques. §3mheal learning, they argued, placed
teachers in control of their learning rather thamg “passive recipients of other’s ideas”
(p- 359). Avalos (2011) stated that educationahoizations have moved away from
traditional in-service teacher training modelsesders have come to understand the role
contextual factors play in designing models thabrporate teacher needs.

As teachers become involved in redefining theichézg practices, they become
more responsible for their learning and endeavietmore effective. Their personal
motivations to learn become central to their defir&knowledge (Melville & Yaxley,

2009). This speaks to the need for teachers tonbeself-directed in their professional
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learning. The globalization of society has resued traditional learning environments
and resources can now be accessed around the Whddocial implications of this are
far reaching, as we can no longer solely rely ookismr the Internet for information. The
ability to interact globally extends the range efutopics of exploration which requires a
professional and personal curiosity that will gulel@ning. Self-direction, initiative, and
interest will direct the creation of groups thastsin these pioneering communities of
learning.

Within effective professional learning communitipayticipants learn through
active participation in community activities theglwe. The social interaction of this
process begins to influence each group membertendammunity as they move toward
shared learning goals (Wenger, 1998). Khoo andefiq2011) determined that these
social and emotional transformations help distisguetween participation and
interaction. They studied an online master’s l@aelrse in order to understand how
student groups worked together to support each’stlearning. Their research
emphasized the need to recognize the “intellectaalial, and emotional aspects of
learning and knowledge” as valuable parts of stiparticipant knowledge (p. 138).
Their distinction between participation and intéi@ec echoed Wenger’s social theory of
learning and community building. Khoo and Forre@X1) noted that participation
looked to the development of relationships andtities as people in groups work to
achieve shared goals. Interaction, reciprocallg,lmaunderstood as the exchange and

dialogue between participants that served purpadated to intellectual, social, and
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emotional needs. “Social learning theory indicadked teachers gain new knowledge
while participating in communities of practice” (H& Brush, 2009, p.281). A social
learning model facilitates multi-leveled interactibetween participants that contributes
to the collective knowledge of group members.

Virtual Communities of Practice

According to Wenger et al. well-established comrtiasiof practice provide a
point of stability between organizations that hdistant relationships (2002, p. 136).
Members of virtual teams rarely meet with the engjroup and typically have more
interaction with local rather than remote particifga Global teamwork has the potential
to create even more obstacles that may causedtimra to function less optimally.
Company reorganization that responds to marketgdsaaften creates fluctuations in
group members, team managers, and business ulnése Tonnections and relationships
can become disjointed, even to the point of faillifee use of stable virtual communities
of practice, with peers who have long-lasting rielahips, serves as a constant structure
that removes those barriers and allows social atedactive experiences to bridge the
gap created by distance. Strong virtual communéikesv distant participants to feel
connected to the entire team (Wenger et al., 2002).

Wenger et al. (2002) stated that learning invothesinterplay between the local
and the global community, which requires a systemmaéthod that supports the
development of this new balanced process of legritalloff and Pratt (2005) concurred

that communities must be organized and statedehders of virtual teams must possess
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an understanding of human dynamics and nationalresl, and then possess the ability
to negotiate communication and collaboration thfoagmputer technologies. This
definition asserts that community members can ebqagaportive interactions that allow
for a deepening of their sharing and learning eepees. However, lack of support may
contribute to discontinued practice within virtgabfessional development
environments. Collective practices create a “shasmuntability critical to practice”
(Baker-Eveleth, Chung, Eveleth, & O’Neill, 2011,38), so strong leadership, and
collaborative engagement increase the likelihoosluotess in a virtual or online
environment.

Online communities thrive when the technologic&lastructure is in place before
the launch of the program and patrticipants arelfanwith the tools (Wenger et al.,
2002, p. 198). This permits the development ofaapctive platform for collaboration.
Palloff and Pratt (2007) posited that the succéssmmnline classroom is correlated with
student satisfaction, teacher facilitation, anddiecommunicated objectives. Social
presence, or the ability to be perceived as reahionline environment, is also
paramount (Khoo & Forrett, 2011; Swan, 2002; Swa8h&a, 2005). Skilled facilitation
in learning environments contributes to pupil ssscd his can be accomplished through
supportive tactics such as keeping participantssk and encouraging an examination of
materials at a deeper level. Regardless of the@mwient, a competent teacher’s

presence, whether virtual or real can be transfoveo learning.
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Baran and Cagiltay (2010) researched communifipsattice as aenabler of
knowledge managememodel. This framework became the lens for undeditey the
social structure of online environments. Their egsk sought to understand how
communities of practice reinforced the transmissibknowledge between people. This
study looked at two research groups, one whichiredumandatory participation and the
other voluntary participation. The researchersalisced that online communities
provided a platform for teacher dialogue that opletheir minds to different perspectives
and ideas, which also changed their beliefs altwit practice. This reflection on
practice allowed for discovery, development, angh@werment (Kasi, 2010), which
would support knowledge building and a sense afrighg which would contribute to a
stronger virtual community (Thang, Hall, Murugai&hAzman, 2011). The level of
motivation between the groups was evident as thentary group members were
intrinsically inspired to be interactive, while teeict rules of participation in the
mandatory group became a handicap.

These results mirror what Maloney and Konza (2@ddnd as they identified the
factors that influence teacher levels of engagenmecdmmunities of practice. The value
placed by each individual on professional develapra@d the terms of the shared
culture were factors in the level of participatiarthis professional learning community.
The professional investment teachers were willomghake depended on their perceived
relevance of the task. This sheds light on thearebequestions for this study regarding

the importance of understanding the motivationsrizkparticipation or nonparticipation
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in professional development communities of practitesearch indicated that teachers
could bring about change and improve their pradchceugh participation in a supportive
learning community.

A virtual learning community is a social networkwhich each participant
provides knowledge to the network. That knowledgten shared throughout the
network and connections are developed betweendtteipants, resulting in the creation
of connected knowledge. Wenger’s (1998) socialtheblearning focused on these
groups of sharing and emphasized what memberogdedtter and on the “cultural
resources they produced in the process” (p. 288% Understanding, applied to today’s
digital age, acknowledges that the acquisitionest information enables networked
learning that constantly changes to meet the nektlie learners. Duncan (2012) agreed
that in order for the learning process to be swsfogshe environment must consider
specific teacher needs and learning concernsrimailearning communities, such as
Classroom 2.0 and Flat Connections, participart<annected via a network and each
participant is a node who supports the interdepaecelef the community by providing
information, experiences, and knowledge. The kndgdeis then managed and shared on
an accessible electronic platform network. In thgecof Classroom 2.0 and Flat
Connections, group resources were shared on a rieNwag. This venue was accessible
to all networked participants for the sharing adad, topical discussions, and for varying

levels of support.



50

Virtual learning communities require that groupgezchers collaborate to
identify common goals to deepen student learnmggetvelop lessons, and to discuss the
evidence from data gathered. This shared procesgstteachers out of the traditional
classrooms to discuss lessons and pedagogy witjotileof improving teaching and
learning. A study conducted by Guasch, Alvarez, Bsiplasa (2010) analyzed university
instructors’ training experiences to determine Ipeattices in facilitating growth within
collaborative settings. They determined virtualiesryments should foster “strategic
thinking and meaningful building of knowledge” @00). They noted this growth in
thinking was difficult to develop independently aadollaborative model which includes
support from various educational professionals wantrease the likelihood of success.
They acknowledged that while virtual environmentgead discourse and sharing typical
in face-to-face encounters, virtual communitiesengill new environments which called
for new teacher competencies.

Keung (2009) studied teacher interactions withitual communities of practice
through a school improvement plan called The Leay8tudy project. His work
analyzed the reflective practices of primary teashhe Hong Kong by creating
communities of practice that supported teacherlvaroent in design, implementation,
and evaluation of lessons aimed at enhancing stlei@ming through teacher
professional development. The Learning Study ptogsearch method focused on
practitioners researching their own teaching pcasti This research paralleled Rahman’s

(2011) study in which small teacher groups worlagether to teach a lesson while being
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observed by colleagues. Reflection on the videatgwecess included recommendations
for instructional improvement and curricular reforfilmese efforts resulted in teachers
becoming reflective learners who became enrichetbtacticing the theories postulated
from others” (Keung, 2009, p. 83). As professidealning environments become a
prevalent means for teacher learning, there i®atgr need to engage in deeper
reflection on the practices that relate to teagnewth (Riveros, Newton, & Burgess,
2012). Both studies concluded that communitiesra€fice created a valuable
opportunity for teacher learning and professiomaledlopment.

Richmond and Manokore (2010) analyzed teacher ssons to identify the
critical elements of a sustainable professionahieg community. They examined if
teacher talkcould give insight to shaping teacher pedagogypaadtice. The findings
indicated that participants in professional leagmommunities showed a deeper
understanding about teacher practice from commumnésnbers than they did from non-
project colleagues. Teachers’ recognized theiitgtd act as change agents in their field
and remained committed to not regressing to tegcsrence using outdated practices.
Ertmer and Ottenbreit-Leftwich (2010) agreed that2f' century provides progressive
tools for change and instead of relying on thoséstto drive change; teachers can
transform their practice by acting as agents ohghan their fields. Participants become
empowered as life-long learners when they were @btenstructively participate in

collaborative endeavors that have an impact beyloadlassroom.
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In direct contrast, McCluskey, Sim, and Johnso2@®L() study magnified the
disadvantages of not being part of a supportiveraamty. Ten early career teachers
from Asian and European countries traveled to Qslaed to share their perspectives
and experiences in order to determine the role conmnes of practice played in their
development of professional knowledge. One Asianher’s experiences stood out in
her description of feelings isolated and lonely.she looked for opportunities to be
included in the teaching community within her sdhsbe was always on the outside.
She had limited interactions with other teachems, @though open invitations for
assistance were made, her colleagues were noablaib her. The researchers identified
sub-themes such as physical appearance, worldliaedssonversational differences that
kept participants from being embraced into commesitWenger (1998) noted that
unfamiliarity with a group might result in limiteat non-participation in community
activities and suggested that as we learn moretattber people, the characteristics by
which we identify ourselves become more evidenerB8oiff et al. (2011) contend that
experiences of isolation can be meditated througfepsional learning communities as
they provide greater opportunities to collaboraith wocal as well as distant colleagues.

This was the case in the previous research stuldgtenteachers felt they were
peripheral participantf the community of practice. Being on the outegesdf the
community was a reflection of the status of the caawers. Wenger believed that being
on this inbound trajectory can be a natural patheflearning process for newcomers as

they find their way into and within these professibcommunities. The contrast between
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these studies draws attention to the value of connrative practices among varying
groups. As education becomes a more socially caedegobal system, the opportunities
for worldwide collaboration increase. This provi@gegsopening for innovation in
professional development that calls for strong wseechnology that support far-
reaching virtual communities of practice for teashe
Classroom 2.0 and Flat Connections

A growing need exists for innovative professionavelopment delivery methods
that cater to personalized learning needs and wenked opportunities for learning more
accessible. Nussbaum-Beach and Ritter-Hall (20&R)ted out that “professional
development in the century can be do-it-yourself based on your ndetsests, and
passions” (p. 97). Classroom 2.0 and Flat Connestiteliver this practical form of
professional development through teacher collamrand support within the network.
This collaboration can lead to new teacher expedgmnvithin his or her classroom.

Tapscott’'s (2009) analysis of the current net-gatm@n (Net Gen) of students
showed that due to exposure to technology advanusirteday’s school-aged children
process information differently and more quicklghever before. Referred to as the Net
Gen, this group also desire customization of tlearning within a fast-paced
environment. For these students, “Speed is nodmabvation is a part of life” (Tapscott,
2009, p.7). Therefore, educational change in ietitnal strategies needs to occur in
order to meet the needs of this'2entury learner. Tapscott stated that this new

generation of student thinks more flexibly and idey to keep them engaged teaching
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methods and materials need to be reevaluated mmédlwith how student knowledge
and skills are acquired. As students’ daily soicidractions involve interactive media
and technology, teachers and schools struggleeostieps to respond to this new
expectation. Professional development for teacmerst refocus to include innovative
methods for integrating technology into the curticn. Virtual learning communities
may be one way to facilitate the growth of techgatal skills in teachers as they learn to
integrate technology in their lessons.

The intent of this qualitative study is to examimev teaching is enhanced
through participation in communities of practicpesifically Classroom 2.0 and Flat
Connections, and how teachers’ beliefs on perdeaating and collegial collaboration
impact this participation. Teachers participatetearner-directed opportunities while
leveraging technology for educational change. \irteaarning groups were used as a
venue for personal and professional developmeanb@ance individual learning and
transform technological teaching strategies. lir theok, Nussbaum-Beach and Ritter-
Hall (2012) used the teroonnected learningp describe the power of collaborating and
building professional networks within a profess{pn148). They stated, "connected
learning is self-directed, interest-based leariingn and with each other, through formal
as well as informal activities, from sources ouwtsad well as inside our situated practice”
(p. 18-19). Classroom 2.0 and Flat Connectionstpi@eers are encouraged to become
co-learners who are self-directed and open-mindeshmmitment to engaging in

inquiry, exploring new ideas, and continuouslyeefing on their work may foster this.
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Connected learning communities involve an inteisadbetween three types of
communities: personal learning networks (PLN), pssfonal learning communities
(PLC), and communities of practice (CoP). Persteahing networks are the online
connections a learner makes with others who sharedrofessional and personal
interests. Professional learning communities acallteams of teachers working to
enhance student achievement by developing theiegsmnal knowledge. Communities
of practice are groups who have similar concermkdavelop a collective group
approach to problem solving and developing knowdedg

Nussbaum-Beach and Ritter-Hall (2012) explainetiwale each of these
communities was distinct they all primed teacherskhowledge building within a
professional capacity (p. 97). While professioealrhing communities are organized by
teachers seeking to collaborate on topics relatekeir specific grade level, professional
learning networks and communities of practice vargurpose and focus. Professional
learning networks are characterized by individuei® are in search of answers for
personal growth and the skills and knowledge theyetbp is often brought back to their
community. Communities of practice differ in thagmbers work in virtual partnerships
for collective knowledge building. Through a shategic of interest systematic
improvement is reflected within the community adlwethin each participant. These
three connected learning communities share thréaggto-face interactions but the

benefits of 21 century presents technologies that encourageaVvieichanges.
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Nussbaum-Beach and Ritter-Hall (2012) discusseddes ofcritical friendsas
an instructional improvement program. Teacherdqpated in a cooperative
examination of each other’s teaching and leadenstaptices. When utilized in a face-to-
face environment, this peer-coaching element alibteachers to become familiar with
each other’s classrooms and collaboratively anadywkesuggest possible improvements.
The feedback assisted in the academic growth destis and improved educator
pedagogy. “Visiting each other’s classrooms andrigagthers visit theirs helped
teachers create an active vision for learning” {€ites et al., 2011, p. 79).

With the need to transform professional developn@mnteet the dynamic needs
of the digital learner and 21st century skills, taeewal of professional development
must allow for collaboration that improves teachamgl learning. Frost, Akmal, and
Kingrey (2010) stated that educational change wve®h “systematic shift that requires
rethinking of old ideas and developing new priestacross the entire educational
system” (p. 592). Nussbaum-Beach and Ritter-H&ILE) consider this shift invaluable
because as teachers reframe their beliefs “a nemds®t for learning affects what we
need to know” (p.14).

The process of school reform through the venuerafat learning communities
may support a culture of unity and purpose. Teachey feel empowered as they begin
to make decisions that influence the personal aofitpsional development process and
become active learners in their effort to aptlyeda the digital learner. Understanding

the liberation teachers feel when they become aatithe process of their own
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professional growth will guide administrative plans and program developers in
crafting a more responsive tool for teacher traggnBy providing specific teacher
feedback, intimate details that were previoushdentified in the field will contribute to
more personalized organization of programs.

Technology I ntegration

“Emerging from the convergence of technology amwhmunity is a new role
which we call technology stewardship. “The rolemportant in helping communities
construct and live in suitable digital habitats” €iger, White, & Smith, 2009, p. 23).
The traditional idea of instruction and curriculaiesign will have to go through a
transformation as technology has already begumalhdontinue to affect schools and
learning (Musawi, 2011). This suggests that teapkdagogy must rise to meet the
demanding needs of the®2dentury learner. Teaching strategies must allawréor
structured events as well as unplanned interactimatsncrease the potential of
instruction that “reflects authentic technologipectice” (Slatter & France, 2010, p.
217). In a 21 century classroom, innovative teaching coupleth witmprehensively
utilized technology is more likely to result inealning atmosphere that most closely
resembles the real-world environments studentsbsikxpected to work in (International
Society for Technology Education, 2006). Commantheftechnology and the skills
necessary for this to occur may lead to a discowétgachers’ motivations to implement
these tools in the classroom. Classrooms musttdfies understanding in order to meet

the needs of today’s contemporary student groups.
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Providing teachers with technology-based toolsistine singular solution for
technology integration and learning. Polly, MimggeBard, and Inan (2009) stated “there
is no guarantee technology will be used effectivghy5) even when teachers possess
adequate technological knowledge The focus mushidgow technology is utilized in
the classroom to improve student learning, accielehee implementation of effective
practices, and deliver data for curricular alignim@is DoE, 2010). One of the goals
stated for improving teacher learning is that “ps#ional educators will be supported
individually and in teams by technology that corteghem to data, content, resources,
expertise, and learning experiences that can empanckinspire them to provide more
effective teaching for all learners” (Atkins et 2010, p. 55). This focus emphasized the
significance of this research study. Virtual leaghcommunities can transform the face
of professional development and by understandintivaitons and providing
multileveled support; the design and practice ekthenvironments can be crafted to
specifically meet teacher needs. Through individaiddring of personal and professional
learning, participant resistance can be reducedngadarticipation a more profound
experience. The perspective and skill an educatemhth technology, professional
development, and allocated time for collaboratiod technology-based practices are all
areas to focus on when implementing technologysttmlinstruction.

Musawi (2011) suggested the importance of takingke into account a social
infrastructure when integrating technology intoeglucational setting. While it is difficult

to fully diagnose why a particular piece of teclogyl is used in the classroom or not,



59
attention must be given to the social context®tige. Participants with varied social
cultural backgrounds can have different responsdseaperiences (Voogt, 2010)
interacting with the same piece of technology. té¢esl that technology should be “used
to support learners, and make learning more effi@ad the learning experiences more
memorable, improve access to ideas and informagioimance and extend an individual’'s
abilities to express themselves” (p. 130). Techgplotegration can also be enhanced or
hindered by culture and context (Sang et al., 200)rder for full benefits to be
realized, the focus of teacher training on the engntation of technology in the
classroom must focus on the intersection betwedagmgical and andragogical
elements. Teachers as learners must comfortaldtytisir ideas on traditional
instructional practices to reflect an understandihthe changing social and educational
needs of a new student population

Gaffney (2010) stated that the solutions for teexkenbracing the power of
technology are multi-faceted. Attention must beegiby the top level stakeholders so
that educational systems having a shared understaatithe value of the digital venue
will develop policies to promote the use of teclugotal tools. Educators in Gaffney’s
study insisted on the relevance of the digital ueses to their work and a supportive
culture within the schools to institutionalize these. Typical concerns such as time and
training are common themes in the research inatt@a. “Basic technology skills and
integration of technology into the curriculum gaban-hand to form teacher technology

literacy and student learning. Encouraging the $essruse of technology in all
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curriculum areas and promoting technology is esslenttoday's 21st Century
Classroom” (Arizona K-12 Center, 2012, p. 1). Tleg ko the evolution of teachers
integrating technology practices into their instroie is to work systematically towards
improvement. The Florida Center for Instructionatinology (2012) created a matrix of
25 cells that illustrated how learning environmeantd levels of technology integration
can intersect. The Technology Integration MatrikMY places levels of technology
integration across the top of the chart which repnés five levels of technology
integration (entry, adoption, adaptation, infusiand transformation). A vertical list
along the left of the matrix represents five leagnenvironments (active, collaborative,
constructive, authentic, and goal directed). Teacban move through the continuum of
stages as they develop their skills. Educatorausarthe TIM exemplary models for
effective technology integration. Professional teag that addresses cross-curricular
content and technology standards intensifies enegacunderstanding of the value of
these new skills. The impact of having these resesiand a high level of support at their
fingertips may power up instructors’ goal of effeetclassroom technology integration.
Recognizing that using technology to enhance tegdniolves progression through a
multi-leveled system may empower teachers to flgxibstructure their preconceived
ideas about learning. This type of professionaktigyment can transform learning

environments and result in enhanced student eduedtachievements.
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Teacher Beliefs

The process of developing a teacher's technologarapetence may be impacted
by factors other than their experiences with teaglaind teaching with computers. An
individual's beliefs and attitudes about what cibutgts effective teaching and the role of
technology within that practice may have a strarflyence upon that teacher’s
educational decisions and classroom practices. @hérReimer (2009) stated that the
integration of technology into instruction is indloced by teacher beliefs and contextual
factors that support them. Their study of threénlgghool Taiwanese teachers explored
this relationship and determined that the convarsidechnology use from knowledge-
transmission tools to methods for fostering stisldnowledge construction does not
occur without some correlation between beliefs gradtice. This evolution underscores
the “influence that teachers’ beliefs have on thagformation process” (p. 226). This is
also established by the research of Kim, Kim, |Sggector, and DeMeester (2013). They
found that teachers’ “belief on learning and thoaliefs on effective ways of teaching
were related to their technology integration piagi (p.82). This change in beliefs could
only occur when teachers openly scrutinized tltas and contrasted them to alternate
beliefs.

Providing teachers with technology-enhanced expeeg that promote successful
teaching with technology in the classroom is agaitcomponent of assisting them in
becoming technologically confident. In a meta-as@algtudy, Shriner, Clark, Nail, and

Schlee (2010) referred to prior research that oea®d the notion that teachers’



62
confidence in teaching social studies through hrtelogy-supported program was
enhanced when certain factors were present. Theyndmed that focused professional
development was central to altering teachers’ cdemite and self-efficacy. Teacher’s
demonstrated confidence in attempting new practide=n they felt the training
equipped them with the skills to accomplish sped#isks (Lee & Tsai, 2010), and when
resources for their success were readily avail&@®#-efficacy was more pronounced
when the optimism teachers had toward their abditvas transferred to challenging and
unfamiliar scenarios. The beliefs the teachers hedrding their role in delivering
effective instruction and the role that technolsgpuld play in the instructional setting is
directly related to individuals' certainty in thekills. Ertmer and Ottenbreit-Leftwich’s
(2010) research suggests that “self-efficacy mambee important than skills and
knowledge among teachers who implement technolodiydir classrooms” (p.261). A
well-designed learning program that reinforcestieastrengths and promotes positivity
may contribute to continued and active participatiovirtual learning communities well
after the training is completed.

Educators’ educational beliefs are strong indicatdrtheir techniques in
planning, classroom practices, and instructionalsien making. Sang et al. (2009)
determined that these beliefs affect curriculumlengentation and instructional
approaches. Their study of student teachers saagmderstand to what extent their
thinking processes (teaching-efficacy, computeicatly, and pedagogical beliefs)

swayed their interest in using technology-rich kéag methods. They found empirical
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evidence that high self-efficacy was a reliabledpr®r of prospective computer use in
teaching. Strong computer-efficacy also pointeth&r capacity to use technology
comfortably in educational settings. Their reseateimonstrated that personal belief
systems exert a powerful influence on teachersiauar decision-making and
instructional practices. A better understandintheke beliefs and motivations may assist
in developing tools that meet teachers where theyvehile identifying alignment with
their educational philosophies that impact classreechnology integration (Sang et al.,
2009).

Slatter and France (2010) described teachers’fbelgefalling along a continuum
from teacher-initiated learning to student-initigteeachable moments. They studied 10
secondary technology teachers in New Zealand &rméte how their pedagogy
influenced their use of resources and expertisedauthin various communities of
practice. Teachers, students, and community otipeaepresentatives worked in
partnership to enrich the secondary educationgrpros. They determined that whoever
held thelocus of controlwithin these interactions had influence over teagedagogy.
These exchanges were likened to a fluid dance inhnthe person leading the dance
influenced the direction of the learning. As thadership shifted between participants,
each had an opportunity to alter the course obadeachers’ could take. The teacher
with the locus of control steered the motion arltbieed familiar conventions of
teaching. Here, pedagogy was firmly in place. Regmeatives aligned their skills with

the needs of teachers and students in order tgrateethemselves into the learning
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experience. Teachers who permitted these connsatvere open to changing their
teaching ideas. Students influenced these intersstyy generating authentic questions
which necessitated a teacher redirecting the iostmal direction. Teachers who were
able to shift the locus of control to students wiekeeones who recognized the value of
interaction with communities of practice.

A teacher’s willingness to allow others to take liwed in learning demonstrated
his or her responsiveness to the change necesssinfting hard held pedagogical
beliefs. At one end of the continuum were learrgitgations wholly designed and
delivered by the teacher. In the middle are reptadwes from the community of
practice while on the other end, students spunéwsal for open-ended experiences.
Laluvein (2010) stated “communities of practiceeofinembers the possibility of
changing or adapting their existing frames of refiee, assumptions, and theories” (p.
41). Research Question 1 of this study focusedawntkaching is enhanced through
participation in virtual communities of practicatérviews and a Ning analysis provided
details on how these communities and personalzaching networks provided teachers
with the option of reframing their ideologies thesulted in enhanced teaching. These
details contributed to new knowledge in the fielééducational technology which, once
understood, can be extended to other learning gtoup
Factors Contributing to Participation

A community of practice’s multifaceted platform danas an understanding of

the various reasons some professionals feel coatierparticipating and learning in this
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virtual environment while others do not. The foofisny research was to analyze if the
use of virtual learning communities for personal @nofessional development,
specifically Classroom 2.0and Flat Connectionspsuied continued professional growth
through virtual as well as typical learning netwarBaran and Cagiltay (2010) identified
possible motivators and barriers in the developmértirtual communities of practice
environments for teachers’ professional developmBEmy classified their findings into
three categories: interpersonal, environmental,pangdonal. The motivating factors
related to interpersonal reasons included the mafyedween participants that developed
and increased through their online activity. Inifidd, their desire to contribute to the
collective group made them feel like part of a camity. Personal motivators included
gaining more responsibility as a professional, tpiag self-confidence, and sharing
their viewpoints and levels of knowledge. The amoity of asynchronous
communication that digital and virtual technologgyided created a comfortable and
safe environment. Not having to engage in a fagad¢e environment resulted in
participants feeling more at ease.

Virtual learning communities can provide flexibylin professional development
by eliminating the need to travel and reducing toaastraints. While various factors
may contribute to a particular community’s sucaaskilure, Keown’s (2009) research
unveiled the fundamental features of effectiveunaltcommunities of practice as:

1. A clear purpose and focus of immediate and praatatevance to teachers
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2. Diverse community membership and encouraging differoles for

participants

3. Strong leadership and facilitation

4. Appropriate use of technology, concept tools, ardlian

5. Strong community relationships and value

6. An appropriate time frame, pace, and rhythm foram@munity that allows

for evolution, flexibility, and challenge

7. Develop and nurture in-depth dialogue and thinKmg296).

Other research supported Keown'’s (2009) deternunat{Baran & Cagiltay, 2010; Chen
& Reimer, 2009; Kasi, 2010; & Walker et al., 2011).

Virtual professional learning communities diffeofin customary models of
professional development and the expectationsefwtiers in terms of participation and
execution have evolved to include the effectivetesdnology (Darling-Hammond et al.,
2009). In order to develop and maintain these conities, school leadership must
provide teachers with extra time for work and dadleation, and they must nurture the
environment necessary for its success (Huggink,&(d.1). Essential criteria for job-
embedded training include learning that is linkedhte practice of teaching (Keung,
2009; Tondeur et al., 2011; Shernoff et al., 20&@immunities that foster and encourage
confidence in sharing (Hur & Brush, 2009), time teachers to reframe their beliefs and
practices (Maloney & Konza, 2011), and members\hhte varying perspectives that

support in-depth discourse (Frost et al., 2010gsEhattributes provide a framework for
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promoting teacher learning communities that alléovsa renovation of current models to
represent the needs of the'2entury learner.

The perspective and experience an educator hagewgitimology, professional
development, and best practices are all area<tes fattention on when trying to
understand challenges teachers face. It is impoidagetermine if these elements
contribute to or deter from engagement in virti@hmunities of practice and
implementing technology. Hall and Hord (2011) rawagd the anxiety that can be
present when a change in practice is required. dseyssed the sense of loss of having
to stop doing what was a once familiar, doubt abloetevel of improvement that will
take place, and the discomfort that is part ohigysomething new (p. 13). This
information will assist in program planning thavdps a platform in which teacher
gualms are preempted and the design promotes erpes that effectively supports
successful virtual communities.

Educators’ willingness to adopt change can be dymsitive prior experiences,
confidence in teaching, and willingness to guidange (Baker-Doyle & Yoon, 2011).
Building confidence through structured programseded that teachers felt a positive
sense of empowerment at having new expertise.dndriLowther (2010) noted that
readiness coupled with confidence resulted in hitgheels of technology integration in
the classroom. Educators’ beliefs and values tifatance effective technology

integration suggests that curriculum reform, chteology or any other field, is more
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likely to be successful if we understand how teegHmeliefs influence the
implementation of the innovation.

When educators choose to be lifelong learnery, ¢batinue to develop the
knowledge and skills required to meet the needdunfents. Professional development
has been the tool by which teachers interact vatleagues within their school or
communities to form learning networks. These nekware typically “disconnected from
other networks” (Nussbaum-Beach & Ritter-Hall, 20p227). For continuous learning
to occur, teachers should to have the opportuaitotlaborate and discuss pedagogy
within the context of their work throughout the geédirtual learning communities allow
for teacher learning that is personally driven anticonfined to the time and day
prescribed by administration. Educators can thedegineir scholarship and shift away
from a transmission model as they embrace theilgaand community model of
personal learning and professional developmentoflehthat is “a based on equal
participation and emancipation from top-down, efqaerven, training programs” is
central for progress (Kasi, 2010, p. 99). Onlim¢udl programs leverage emerging
technologies to reveal global communities of inguesulting inconnected learning
communitiegNussbaum-Beach & Ritter-Hall, 2012).

Factors Deterring Participation

To successfully support and implement virtual l@agrcommunities, a strong

need for high-quality, sustained, and job-embedutetessional development is required

and approaches such as action research, profesleamang communities, and critical
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friend groups can be utilized (Darling-Hammondlet2009). The traditional
professional improvement model of isolated workshoppresentations given by outside
experts should be replaced with a system that geashers greater responsibility and
influence over what happens in their buildings.ches professional development
opportunities need to be relevant and meaningftiheg may shape the set of beliefs that
form the foundation for their professional view®rB et al. (2010) advocated that group
learning and the self-reflection of beliefs andgbices “promotes desirable instructional
and pedagogical change” (p. 45).

Darling-Hammond et al. (2009) studied teacher msitsnal development and
discovered that typical programs are not intensiveugh to efficiently support change in
the classroom. Effective professional developmbotkl be connected to practice and
provide support for teacher collaboration and comitybuilding. Varga-Atkins,

O’Brien, Burton, Campbell, and Qualter (2010) canfd this as they noted that most
operational professional development includes adamn the intersection between the
integration of new knowledge and its usefulneghéclassroom.

Maloney and Konza (2011) found an array of factbes affected professional
learning group members from being fully involvedhe training and the examination of
their beliefs and practices. Confidence was orta®imost influencing factors on the
conversational interaction between colleagues. Nazsthers felt that when differences
between philosophies arose, they lacked the sslfrasce to voice their ideas or speak to

the contrary of the majority of opinions. The cimtstances that have teachers often
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working in isolation allow them to hold private &t which are not regularly
challenged. Ertmer et al. (2012) suggested thiatedn through journaling and
electronic portfolios may allow teachers to chalienheir perceptions and contribute to
their own professional growth. Also, teachers folittlé value in professional
development that they did not have a hand in dguedp The impact of their
participation and the potential change it may haa@ on their instructional practices was
lost. Other roadblocks for teachers such as tindagf little time for teacher
collaboration, and lack of administrative suppdsbaundermined focused participation
(Darling-Hammond et al., 2009).

There was a surplus of research that pointed tsilplescauses for teachers’
disinterest or lack of desire to fully engage aditional or virtual professional
development. The literature reviewed was cleaitynald with factors that contributed to
the shortcomings of teacher professional developm@grams (Buckley & DuToit,
2010; Berry et al., 2011; Darling-Hammond et a002; and McCluskey et al., 2011).
Shortcomings have influenced the impact training tva changing and improving
teacher practice: (a) short term workshops that facus; (b) teachers’ limited power in
decision making; (c) top-down planning that is otitouch with classroom realities; (d)
insufficient time for collaboration that supporesathing and learning, (e) failure to
address teacher specific needs; and limited tinmedisucture practices with new learned
strategies (Darling-Hammond et al., 2009). Thesd&ditions do not provide the support

necessary for sustained and intensive professamadlopment that contributes to
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increased teaching aptitude. When teachers patecip meaningful professional
development that influences their skills, they radppt new norms of interaction,
unlearn old ways of thinking, acquire new knowledge skills, and learn how to apply
these skills in context...[which] can result in theanging of instructional practice (Berry
et al., 2010).

Technology enhances the ability to meet the neédwerse learners, but
research has indicated that there are obstaclesttral in the way of full instructional
integration (Cifuentes et al., 2011). The strongest most likely end users of technology
are teachers who feel confident in their abilitg aake leadership roles within the
community. This typically included teachers who gessed high content area knowledge
and some experience in educational technologiesefBaoyle & Yoon, 2011). Howard,
Chan, and Caputi (2014) investigated the relatignisetween subject areas and two
known factors of technology integration: teachexdiress and teachers’ beliefs. Their
research determined that “subject a@@amatter in technology integration” (p. 8). Wong
(2010) stated that the support of a strong commurifipractice allows teachers to “link
content knowledge to a broader social context6@8). His research comparing two
communities of practice demonstrated this point Qroup continued working closely to
enrich their content while participants in the otgeoup slowly disengaged from
community and began to fall back into their trazh@l practices. He determined that
constructing knowledge in collaborative communitiesated joint responsibility and

collective accountability in learning. Through eggment in cooperative learning
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environments, obstacles were reduced as the suattsscommunity relied on the
teams’ holistic approach to learning.

Summary

The focus of this study was to investigate howhearwas enhanced through
participation in communities of practice and tolgma how teachers’ beliefs on personal
learning and collaboration impacted this practid&ough a review of the literature,
three major themes were revealed: (a) educatoghsoelevant professional learning, (b)
personal significance was preferred, and (c) tiras meeded for teachers to reframe
personal and professional beliefs and practicesaf(B& Cagiltay, 2010; Darling-
Hammond et al., 2009; Keown, 2009; Keung, 2009;atbney & Konza, 2011).
Substantial opportunities for professional develeptrare needed regarding technology
integration. The advancement of personalized, onashel, and on-site learning makes
teacher learning more accessible and pertinentsfdusn-Beach & Ritter-Hall, 2012).
The Classroom 2.0 community embodied each of tbkeseents and participation was
facilitated by the site developer as well as veten@mbers. The sustained facilitation
within the collaborative groups drew teachers toticme participation and develop
networks for personalized learning. This study ergd the perceptions of teachers,
related to personalized learning and collaboratiosee what impact their beliefs had on
their use of Classroom 2.0 and Flat Connectioradesires for their on-going personal

learning and professional development.
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Professional development for educators is moshfiteebe successful if it meets
the needs and motivations of the adult learnerl{mHammond et al., 2009). Virtual
professional development should seamlessly integn&b teacher practice and “create
deeper learning for educators inside and outsidelodol, connecting educators with the
global community and promoting successful impleragons of new initiatives designed
to improve student success” (Killion, 2013, p. Ie focus should equip users with
resources and reliable high-quality technologieséet required professional
obligations.

Wenger et al. (2009) stated that “communities atpce offer a useful
perspective on technology because they are natatehy place or by personal
characteristics, but by people’s potential to le¢agether” (p. 11). This literature review
examined current research that utilized sociahiegrtheory to understand teacher
proclivities to learning through technology base@raaches. This proposed research
established specific factors that influenced car@thparticipation in Classroom 2.0 and
Flat Connections environments. Respondents’ renarlignterpretations of their
experience provided insight into an understandint® motivations of virtual teacher
learning. This contributed to the field of educatibtechnology by highlighting the
aspects of virtual professional development thastrbe enhanced or discontinued for
successful future implementation. A review of thethods used to conduct this study

appears in Chapter 3.
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Chapter 3: Research Method

The purpose of this study was to examine a groupawthers who independently
and voluntarily participated in the Classroom @ &lat Connections networks in order
to determine how their beliefs of personal learrang collegial collaboration influenced
their engagement in virtual communities of practicaso addressed ways in which
virtual communities of practice and personalizetivoeks for learning developed and
enhanced teaching. The social aspect of this garadias supported by Wenger’'s (1998)
social learning theory, which is characterized bstipipant engagement and the informal
learning produced by its members within communitiegractice. In this chapter, | focus
on the research design and rationale for the stadyrole of the researcher, research
methodology, and issues of reliability and trustivioress.

Resear ch Design and Rationale

The following research questions formed the basishis qualitative study.

Research Question 1: How is teaching enhancedghrparticipation in virtual
communities of practice and personalized netwofksactice?

Research Question 2: How do teachers’ beliefs bié@ial collaboration
influence their engagement in virtual communitiepractice?

Research Question 3: How do teachers’ beliefs ifqmal learning influence their
engagement in virtual communities of practice?

This qualitative case study (Yin, 2012) was desigioeexplore the impact of

virtual learning communities as a form of persaad professional development for
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teachers who interacted in the Classroom 2.0artdJélanection Ning networked
community. It was limited to teachers who partitgehin these Nings and who responded
to a letter of invitation for participation in CE®om 2.0 (Appendix F) or and Flat
Connections (Appendix G). The data collected represimultiple sources of evidence
(Yin, 2012, p. 10) for triangulation of data inciad the initial phone or Skype interview,
archived Ning artifacts, and a follow-up intervieuth participants. This study included an
analysis of the effectiveness of Classroom 2.0”latiConnections for nine teachers who
signed the consent form (Appendix H) who reveaseddrs that supported their continued
participation within the community. The qualitatisata also provided depth and detail to
the motivations of participants’ behaviors, whidfeced a unique perspective on virtual
communities of practice for learning.

Because of the interpretive nature of the studygse study approach was
selected. Merriam (2009) described qualitativeasseas an uncovering of meaning in
which researchers are “interested in understanaiwgpeople interpret their experiences,
how they construct their worlds, and what meanigy tattribute to their experiences” (p.
5). Similarly, Yin (2009) defined a case study as &€mpirical study that investigates a
contemporary phenomenon within its real-life cotiteshen the boundaries between
phenomenon and context are not clearly evidemhich multiple sources of evidence are
used” (p. 18). Yin and Merriam suggested collectiata in a natural setting in an attempt

to identify and understand participant reactionthinia specific event.
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This study was bounded by the use of two speciftaal learning environments,
Classroom 2.0 and Flat Connections, making it duibe case study research. Through a
detailed narrative, the reader is able to recoghieeexperiences of a person, a group, or
a program’s life in which they experienced the gtsidetting and the participants’
involvement. The rich descriptions also gave tlaglee access to the evidence my
analysis was based on (Merriam, 2009, p. 258).s& saudy provided access to
situations within the Classroom 2.0and Flat Connastcommunities that readers would
not normally have access to. Therefore, the usmiéties of evidence, such as archived
Ning documentation and pre and post intams, added to the case study’s flexibility and
strength (Yin, 2009).

Role of the Resear cher

The examination and analysis of data from the @@ss 2.0 and Flat Connection
networks was from a nonparticipant perspective datia were collected through
telephone interviews with each participant, frorhared posts on the Classroom 2.0 and
Flat Connections Ning, and through a follow-up miew with participants. An isolation
of the phenomenon, exploration of correspondingsdand definition of categories
facilitated the drawing of conclusions.

Initially, contact was made with the Classroom[8i0g owner and creator, Steve
Hargadon, to obtain a signed letter of cooperagigimg permission to use the archived
data on the Ning and to contact teachers partiogat the Ning. The same procedure

was used in obtaining authorization from Julie Isagto use Ning documents from Flat
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Connections. Following institutional review boat®B) approval, an inquiry message
was posted on each Ning with brief information atibe research and requesting
Classroom 2.0 (Appendix 1) and Flat Connectionsp@mudix J) network members to
participate in the study. The participant pool wasprised of those who responded to
the invitation, followed by an e-mail from me tipmbvided web links to the Consent
Form for Adults. If the initial invitation to padipate did not draw enough participants, a
second invitation was posted in the Classroom 2n@ Nommunity (Appendix K) and
the Flat Connections Ning community (Appendix Ljtek participants were selected, |
sent out another e-mail (Appendix M) detailing sitedy to those who met the conditions
for research involvement. The Ning analysis addsd that augmented the
understanding of how involvement in this online iemyment enhanced teaching and
how teachers’ beliefs on personal learning anceg@l collaboration influenced their
engagement in this community.

Prior to this study | was not a member of Classr@dnor Flat Connections
communities, but | became a member in order tosacttee Ning content. | had previous
experience with the methodologies employed witimmlar virtual communities of
practice. A letter of invitation was posted in t@mmunity as an invitation for possible
participation. The participants in this study weFachers who were contributing
members of Classroom 2.0 and Flat Connections dmudhad been active in the
community within the last year. | had not interactadth any of the teachers used in this

study and had not had any personal or professretatlonships with any of them prior to
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this study. When members who | knew volunteergghiticipate, | did not include them
in the participant group. This distance from theipgants permitted me to enter this
research with no preconceived ideas of responsestoomes, resulting in fewer biases
influencing the findings.

Dwyer and Buckle (2009) classified research on faifmns in which the
researcher shared an experiential base with tly gtarticipants assider researchMy
prior experiences and knowledge of virtual learrsogimunities provided an assumption
of shared understanding which facilitated a momafootable sharing of experiences. My
dual role as a researcher and an insider affordedmunderstanding of the experience
which lent legitimacy to my work. Dwyer and BuckR009) stated that being an insider
researcher enhances the depth and breadth of ttkedwe to having a shared language
with the participants. My prior participation alledd my position as a researcher to be
one of camaraderie rather than authority.

According to Karnieli-Miller, Strier, and Pessa@®(9), the researcher’s ability
to establish a “non-structured, informal, anti-auitative, and nonhierarchical
atmosphere” (p. 280) contributes to a more honesfflaid interaction with participants.
A welcoming environment communicates a feelingrapathy from the researcher which
creates a sense of intimacy among participantsingakem more willing to share
personal beliefs and stories (Karnieli-Miller et @2009). While it was impossible to
predict and remove issues of control participaealistbwards me, ensuring members’

ability to discontinue their participation in thesearch was communicated. The chances
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of breaching ethical standards were reduced byuwatirgy research using teachers with
whom | had no background history who respondeti¢agsearch invitation solicited
through a post within the Ning communities. Thetiparants were offered no incentives
for participation.

M ethodology

Include a topic sentence. A case study is an “aogbinquiry that investigates a
contemporary phenomenon in depth and within itslifeacontext, especially when the
boundaries between the phenomenon and the contesbiaclearly evident” (Yin, 2009,
p. 18). A case study method was an appropriate snfeamnderstanding which factors of
the Classroom 2.0 and Flat Connections virtuahiegrcommunities encouraged
continued practice for professional developmentrrim (2009) posited that an “in-
depth description and analysis of a bounded systeihallow for replication of the
study (p. 40). Detailed documentation and exanonatif participant selection,
instrumentation, procedures, and data analysisgeduvhe structure for this to occur. |
stopped reviewing here due to time constraintagelgo through the rest of your chapter
and look for the patterns | pointed out to you.ll mow look at Chapter 4.
Participant Selection Logic

Participants in this study were chosen becauseweey members of Classroom
2.0 or Flat Connections and voluntarily responaed participation inquiry post which |
posted in the community forums. My approved mentipraithin the Classroom 2.0 and

Flat Connections networks gave me access to thencoity so that | was able to identify
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teachers whose personal beliefs had been an iefhgefactor in their engagement in this
particular community. Participants were selectadgithe following criteria: membership
in the Classroom 2.0or Flat Connections learninmgroanities, recent participation within
Classroom 2.0 or Flat Connections Nings, and addessontributions within the online
environments. The criteria used in the selectiatgss were designed to gather data on
the factors which supported continued use of Ctasar2.0 and Flat Connections practices
for personal and professional development, and timgiact on teaching.

A purposive group of participants were designatduk first criteria for
participation included teachers’ successful pgréitton within one of the communities of
practice. Of the educators that responded to thiairon, a representative group of
Classroom 2.0 and Flat Connections participante welected based on the length of time
they had been involved in the community. A follow-@-mail was sent with information
on accessing the consent form for participatiothis research study. Purposive sampling
was used with each participant because it was i@hta “the assumption that the
investigator wants to discover, understand, and gaight and therefore must select a
sample from which the most can be learned” (Merri2@®9, p. 77).

Merriam recommended that the sample size be argtede number of participants
to answer the question posed” in the purpose stteof the research (p. 80). A group of
nine teachers who participated in either the Ctasar2.0or Flat Connections communities
provided “reasonable coverage of the phenomena®ianckasing the sampling units will

not result in new information” (Merriam, 2009, @)8The strength of purposive sampling
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lay in the fact that the researcher “keeps askiigrag as he or she is getting different
answers” (Baker & Edwards, 2012, p. 3-4). The aofanesponses would become
redundant with too many participants. In additifomdings can be corroborated with a
small group size that offered detailed data thatthmesaturation level and substantiates a
range of replies. The findings substantiated thswas some teachers found benefits of
continued Classroom 2.0or Flat Connections collaibans and how these experiences
enhanced their instructional practices.
I nstrumentation

Two interviews were conducted with each teacheyutjn telephone conversations
or audio conferencing using Skype. Responses tedhm-structured, researcher developed
guestions were recorded using Audacity Free Recgraind Editing and saved as an MP3
for further use during analysis. In the first iniexv, educators responded to questions
about their use of Classroom 2.0 or Flat Connestfonpersonal and teacher learning.
After | analyzed the Nings and the first interviefos emerging themes and patterns, a
second interview was conducted to clarify any qoastand probe for additional
information. Both interviews were digitally recotiasing Audacity, saved as an MP3 file,
burned to a CD, and transcribed verbatim by a psif@al outside service.

An examination of archived data from the Classré@and Flat Connections
Nings provided relevant information that focusedtoa patterns and themes that emerged
consistently throughout the conversations of tlhehers in the Nings. Discussion topics,

teacher concerns, and supplemental resources wstedpas participants engaged in
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dialogue within the Nings. Access to this rich daff@red additional understanding of
teacher levels of participation, personal beliafg] attitudes towards collegial
collaboration. The use of “multiple measures oflewice essentially provided multiple
measures of the same phenomenon” (Yin, p. 117,)200@se records, coupled with the
interview responses, revealed specific, authep#éigjcipant-created data.

Resear cher Developed | nstruments

Researcher developed instrumentation permittedbiléy in delivery and
allowed for a wide range for responses. Througlutieeof telephone and Skype
interviews the results of this study informed teegarch as it addressed Research
Question 1 on how teaching was enhanced throuditipation in virtual communities
of practice and personalized networks of learnirige data from these interviews also
spoke to Research Question 2 on teachers’ beliefsllegial collaboration and Research
Question 3 on beliefs of personal learning andrnfieence each had on teacher
engagement in virtual communities of practice.gdtticipants were asked the same
guestion which were digitally recorded, saved aM&3 file, burned to a CD, and
transcribed verbatim by the researcher. Tableotganized according to each research

guestion.
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Table 1:

Research Questions and Interview Questions

Research Question 1: How is teaching enhancedgdhrparticipation in virtual communities of
practice and personalized networks of learning?

e Can you share how your participation in Classroodna? Flat Connections influenced
your teaching?

o Will you describe the ways your personalized laagmetwork helped you in your
teaching? These would be the groups you joinekinv€lassroom 2.0 or Flat
Connections that were specific to what you wanteldarn, like a math group or foreign
language group.

e How did your participation in Classroom 2.0 or Riainnections community of practice

help you learn to integrate technology into yoacteng?
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Research Question 2: How do teachers’ beliefs kdgial collaboration influence their
engagement in virtual communities of practice?

e When you're in a typical school situation, can ytmscribe how you usually go about
collaborating with your peers?

e How did you use those collaboration techniqueseterainine how and who you would
work with in Classroom 2.0 or Flat Connections? atfrew you to the certain people
you chose to collaborate with?

e After participating in Classroom 2.0 or Flat Conti@ts have your beliefs on how you

collaborate with other teachers changed?

Research Question 3: How do teachers’ beliefs kdguel learning influence their engagement in
virtual communities of practice?

e Before joining Classroom 2.0 or Flat Connectiong loitd you go about learning more
about your field and teaching outside of the praifegal development your school
provided?

¢ Can you describe how your beliefs about your legymfluenced the way you
approached learning within the Classroom 2.0 conityian Flat Connections?

¢ How has being part of Classroom 2.0 or Flat Conoestchanged your beliefs about
how and where you learn? Were your personal Isediebut learning expanded or

challenged while participating in Classroom 2.@~@t Connections?

The follow-up questions were designed to clarifgsfic information, details,

and narratives that were evidenced by the Ningesnémd to probe responses from the
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first interview. The simultaneous coding of rawalaaptured the themes and patterns
that emerged and revealed relevant charactertbtsadded to the content validity of the
findings (Merriam, 2009). A thorough investigatiohthe comments and entries made by
participants on the Nings provided an understandfrigacher beliefs on self-learning.
The documentation analysis of the Nings contribtiteithe overall understanding of the
phenomenon.

Proceduresfor Recruitment, Participation, and Data Collection

The participants for the study consisted of ningifoed educators who were
engaged in the Classroom 2.0or Flat Connectiotgaticommunities of practice. These
included teachers from various educational settwigish included parochial, private,
and public schools. Data were gathered using seuhe included participant responses
to two interviews and an analysis of participaméraction in the archived Classroom 2.0
or Flat Connections community Nings. The Ning daggie evaluated over a period of 30
days. The initial interview took approximately ameur. The interview data were
digitally recorded using a web-based program calledacity, saved as an MP3 file,
burned to a CD, and then transcribed by a transoniagency. The data were evaluated
to discover common themes and patterns as relateaich research question. Follow-up
interviews were held with each participant to prde original responses. Throughout
the research and data collection process all maesaaind data were kept on a secure
password protected laptop. Data were stored omsmipally owned USB drive for a

period of 5 years following the end of the studigeTUSB drive was kept in a locked
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filing cabinet in my home. After 5 years, the datll be erased from the USB drive and
the USB drive will be destroyed.

At the end of the initial interview participants reeeminded of their agreement
to participate in a shorter follow-up interview.date and time for the second interview
was determined. When all interviews were complétedoarticipants were sent a thank
you message via e-mail. After the interview respsngere transcribed and initial
findings were isolated, the interpretations weraetl with participants for member
checks. This was an invaluable way of ruling oet plossibility of misinterpreting
participant responses (Merriam, 2009). Member cheakre also conducted throughout
the course of the study.

Data AnalysisPlan

Merriam stated that “data collection and analysia simultaneous activity in
gualitative research. Analysis begins with thet finserview, the first observation, the first
document read” (2009, p. 165). Data for this stweye collected from a purposive
sampling of individuals and manually sorted in asge to the three research questions.
Data relating to enhanced teaching in Researchti@ueswere coded and organized for
meaning. This coding was also used to make infeiefrom the first participant interview
and the follow-up interview. The same process v&esldo manage data collected
pertaining to Research Question 2 on personalfbealiecollaboration and Research

Question 3 on beliefs on personal learning and bbtheir influence on engagement in
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virtual communities of practice. The data minedriranalysis of the Nings were also
coded and used as supporting evidence when drawimgusions.

Throughout the research process, researcher jougreiabled the writing of
comments and memos that occurred during the d#ieecton process. These notes
provided useful information that helped substaatthe data. The use of a research journal
allowed the researcher to “keep track of thoughissings, speculations, and hunches as
you prepare your data for analysis” (Merriam, 20091.74). A focused exploration of
organized data supported a smoother, more efficiealysis process.

The data were hand coded for the organization acitithtion of data analysis.
Transcribed interviews, coded documents, and andre all associated and triangulated
for internal validity. Hand coding allowed datalde examined and thoroughly reviewed
by the researcher for an in-depth understanding.aHility to organize text and data into
meaningful coded groups and easily locatable setgrseipported a more accurate
investigation.

In order to maintain confidence in research, thayens of information identified
“data that support alternate explanations” (Merti2@09, p. 219). Rich sampling of
alternative explanations of the phenomena challépgeconceived ideas about possible
conclusions and increased legitimacy of the findiri®y identifying the most plausible
rivals and collecting data to determine if the Isvean be rejected, a case study can reach
an acceptable degree of certainty about its comrigs(Yin, 2012, p. 118). The analysis

of data involved “moving back and forth betweenarete bits of data and abstract
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concepts, between inductive and deductive reasphetg/een description and
interpretation” (Merriam, 2009, p. 176). Interpteta of the data from this qualitative
study served to clarify how beliefs of personatiéag and collegial collaboration
influenced continued engagement in this commurfigyractice and revealed how
personalized learning networks enhanced teaching.

I ssues of Trustworthiness

Qualitative studies involve researchers making ofag®ns of people’s behaviors
and interactions. Different researchers workingh@nsame environment may witness
different events. This “makes it imperative thaggarchers and others have confidence in
the conduct of the investigation and in the resafltsny particular study” (Merriam,
2009, p. 210). In order to establish trustworthenesqualitative research, credibility,
dependability, transferability, and confirmabilitgeds to be established. The standards
for rigor in qualitative research must be consisgemce there are a variety of approaches
and methods to collecting data (Merriam, 2009). fiitlewing section identified the
criteria that make qualitative research valid agldable.
Credibility

Qualitative research exists as a “multi-dimensiaral ever-changing” body of
information that bears inquiry. Merriam (2009) ddsed internal validity as how well
research findings match reality. While completesgbyity in research is difficult, there
are strategies that increase credibility suchiasdulation. The ability to review findings

through multiple lenses provided a more rigorousngxation of data that increased the
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likelihood of a more comprehensive conclusion. dsmultiple sources of data and
member checks were two methods for corroboratieditidings of a case study.
Comparing and cross-analyzing data as well as angdékr accuracy by reviewing
researcher analysis with participants ensurednateralidity. Triangulation involved
“using multiple investigators, multiple sourcesdatta or multiple methods to confirm the
emerging findings" (Merriam, 2009, p. 215).

Data were triangulated using a case study approkitte two Skype interviews
and archived Ning data. Two Skype interviews weseduo gather data from participants
who provided evidence on teacher beliefs of pelldeaaning and collegial
collaboration, and a description of how the perfimation of learning networks created
within Classroom 2.0or Flat Connections enhanced tlassroom practices. Archived
Ning data helped develop a greater understanditepafing community from various
perspectives. The sharing and interaction thatmedwia the Ning informed their level
of learning and change in instructional practié®samining participant's archived online
interactions clarified the social context whichlirginced their participation in the
learning community.

Transferability

Merriam (2009) defined transferability as the “ext® which the findings of one
study can be applied to other situations...and tloplean those situations” (p. 223). The
capacity to generalize findings was enhanced throiadp, thick descriptions that

provided details about the setting, participamtsl, @vidence of the results supported by
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guotes and field notes from the research. Maximamation enhanced transferability by
providing multiple and varied participant interacts resulting in a wider range of
transferability (Merriam, 2009, p. 228).

Dependability

Qualitative research seeks to explain the worlthase in the world experience it.
This can be difficult to replicate since there banmultiple interpretations of a single
event. Dependability refers to the degree to wihirndings are reliable and can be
replicated (Merriam, 2009). An outside researcheutd be able to consider the data
presented and concur that the conclusions make s€he results therefore are
dependable.

Two techniques outlined by Merriam (2009) were usetthis study to ensure that
“the results are consistent with the data collec{pd221). The first technique,
triangulation, was achieved by using two methoddadé collection and analysis which
included two teacher interviews and archived Niegprds. The convergence of evidence
from multiple studies reinforced the finding of tsieidy (Yin, 2009).

The second method, an audit trail, provided a tbetaxplanation of how data
were collected, the methods applied, and ratiorthksauthenticated the findings of the
study. The use of an audit trail provided a cleagpresentation of how the researcher
arrived at his or her findings. The use of thesdstenhanced the rigor and

trustworthiness of the study thus ensuring validitgpendability in research places the
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onus in the investigator as the abundant, expresiita presented makes transferability a
reasonable possibility (Merriam, 2009).
Confirmability

As further verification of the trustworthiness ekearch, confirmability can serve
to substantiate findings. Wahyuni (2012) stated ¢oafirmability “refers to the extent to
which others can confirm the findings in order ts@re that the results reflect the
understandings and experiences from observed iparnis, rather than the researcher’s
own preferences” (p. 77). The researcher must preske data so that a reader of the
research would be able to examine the data toroortfie results. This can be
accomplished through an audit trail which “descsibedetail how data were collected,
how categories were derived, and how decisions wage throughout the inquiry”
(Merriam, 2009, p. 223). A research journal caubed to note any issues that present
themselves during the research. Merriam (2009) ctitlt through reflexivity
researchers must maintain objectivity in reseaftis included not influencing the
environment being studied which ultimately affetis situation being observed.
Through clear articulation of researchers’ assuomgtand experiences a reader will
“better understand how the individual researcheghtihave arrived at a particular
interpretation of the data” (Merriam, 2009, p. 219)
Ethical Procedures

This study required Internal Review Board (IRB) eqyal from Walden

University. Access to participants was gained afterNing owner had signed the letter
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of cooperation and the Walden IRB approved thearebet 02-28-14-
0047910.Stakeholders in the archival data contaméae Ning were protected as stated
in the Consent Form. Participant consent forms weade available prior to conducting
the interviews. The consent forms provided a dpson of the research study, the
anticipated expectations of the participants, andraphasis on the confidentiality of the
participants. All participants were voluntary adulfhey were aware that they had the
right to withdraw from the study at any time. E#liconsiderations for the participants’
time responding to the interview questions weremakto consideration and the time
required for the two interviews yielded rich infaation to inform the research questions.

Member checks were conducted to allow participir@sopportunity to examine
the data and interpretations of their interviewdatermine if the analyses of the data
were reasonable. They were given opportunitiesad their transcripts and verify the
information and offer comments and clarificatioartitipants had the right and
opportunity to discontinue their involvement in ckimg the data. The accuracy and
objectivity of this qualitative research was intenally planned to ensure reliability. All
results were kept confidential and used solelytlierintended research study. All data
collected were securely stored and protected. &bearcher adhered to all internal
review board regulations at every stage of theystuach was aligned with the ethics of

research.



93
Summary

The relationship between teachers’ beliefs of pemkkearning and collegial
collaboration and their influence in engagemenhinivvirtual communities of practice
was examined. The researcher determined the fati@mrencouraged continued
engagement in networked learning groups and ppaticn in virtual communities of
practice. Through a careful analysis of the howlieas’ beliefs influenced sustained
involvement and use of personalized learning nétsya better understanding of how to
accommodate the learning needs of teachers’ pdrandgrofessional development
emerged.

Empirical data were collected using two intervieamsl archived data, as nine
educators’ contributions enlightened readers optlenomenon of social learning and
personalized virtual professional development.eion of preserving trustworthiness in
research was pragmatically applied while usingaedeer-developed instrumentation to
thoroughly examine data. The triangulation fornfahe research study allowed the
researcher to collect and examine three sets aftddbrm themes. A cross-checking of
the data to compare results provided “convergingdiof inquiry” from which data can
be corroborated (Merriam, 2009, p. 116). This adldvior a more in-depth analysis of the
data collected, thus drawing stronger and moresiotanclusions.

This research contributed to the knowledge andalitee in the field of teachers’
beliefs and practices in virtual communities ofgtice for personal and professional

learning. The implications of this study crossedesal domains benefitting educational
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administrators, K-12 teachers, educational trajreerd professional development
organizers. Understanding connections between parbeliefs on learning and use of
virtual communities of practice was utilized totrasture current models of virtual
learning that resulted in enhanced teaching. Irapbas resulted in the development of
programs that connected personal learning styléahefs with professional
development.

In Chapter 4, rich themes and patterns from thia dee reported. Chapter 4
includes the research setting, demographics, @dlitection, data analysis, and findings. It
provides evidence of trustworthiness, outlinesitesand responds to each of the three

research questions.
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Chapter 4: Results

The purpose of this qualitative case study wasé&rgne how teaching was
enhanced through participation in communities acfice and to analyze how teachers’
beliefs on personal learning and collegial collabion impacted this participation. |
investigated how personal or professional pedagogjributed to collaborative
strategies within virtual learning communitiesldafocused on the personal
philosophies of teachers to see if they had anénite on learning and productive
participation in virtual learning communities.

In Research Question 1, | queried teachers abeutehgagement within
Classroom 2.0 or Flat Connections and asked hoshitega was enhanced through
participation in virtual communities of practicedapersonalized networks of learning. In
Research Question 2, | examined personal pedagoggllaboration and queried how
teachers’ beliefs on collegial collaboration infiged their engagement in virtual
communities of practice. In Research Questionf@ither probed personal beliefs on
learning and its influence on participation in ldag communities and asked how
teachers’ beliefs of personal learning influendesirtengagement in virtual communities
of practice.

Chapter 4 includes the setting, participant denyagainformation, and data
collection methods. | then provide an analysishefdata which substantiated the
research trustworthiness. Research findings arereddunder the three research

guestions focused on teacher participation witktimee Classroom 2.0 or Flat
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Connections. The open-ended inquiries outlined #sooncerning the influence
personalized learning networks had on their teatmolse, as well as teachers’ personal
views on learning and collaboration within eithéthese two virtual communities.
Setting
The setting for this research took place in thetaigvorld through the
conversations | had with participants via Skype @odgle Hangouts, as well as through
the contributions participants made to their comityuding. Because the interviews
were conducted at a distance, the teachers paticigrom their own locales. Abby,
Beth, Toni, and Hope’s interviews were conductetina¢s when they were at home.
Beth had connectivity issues and switched locatwitisin her house. She indicated she
had moved to the laundry room in order to hear notearly. Carla’s interview was held
at the end of her school day, while Felix made tthagng his 50-minute planning period
to participate. Due to limited connectivity, Irissolated home location was not
conducive to online discourse, thus dictating thatschedule her interview at a time
when she was in her school building. Diana contatiuo the initial interview from her
home, while her follow-up interview was held fromrthotel room while she attended the
ISTE conference in Atlanta. Grace attributed hétadilty committing to a time to be
interviewed due to her hectic schedule and so intéinviews were conducted while she
was in her car.
One participant suggested using Google Hangoutddtar collection which was

then used. The teacher in Australia had limitecheativity from her rural home and felt
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confident that she could Skype from school dudéolietter bandwidth. The 16-hour
time difference between the eastern United Stabtgsphysical location) and the eastern
part of Australia (the participant’s location) hadbe negotiated in order to schedule a
synchronous interview. The most effective way afdwacting the interviews was to
simplify the steps and keep the call within thegtimnge they expected.

According to Wenger et al. (2009), a digital foatpis the trace a person leaves
behind each time he or she does something on theMns includes discussions,
pictures, and blog posts. The digital footprintleparticipant left behind through their
interactions, as found on the Classroom 2.0 oFtaeConnections Nings, was the
second setting for this research. Nings are web#it@ permit users to create their own
social or professional network. Interest groupsnfand are typically related to an
educational topic (Schreck, 2009). Members of thesecommunities participated in the
discourse within their Ning and often found sinifaninded colleagues with whom to
collaborate and learn.

In this study, | focused on the rich teacher nareatcollected through the initial
interview process, the follow-up interviews, and #xamination of digital Ning data.
The themes that surfaced reflected the persongpeetives of the teachers’ experiences
within these virtual environments as influencedlsir individual educational

viewpoints related to learning.
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Demographics

The interviews were conducted with eight teachérs vesided within the United
States and one teacher who lived in Australia. (Rsgyms were assigned to the
participants in order to maintain their privacy:Ah Beth, Carla, Diana, Eliza, Felix,
Grace, Hope, and Iris. Their teaching experienanged from 4-35 years in elementary
through high school settings, and eight out of n@aehers had earned a master’s degree.
All of the teachers had between 2 and 6 years ihicgzation in the Classroom 2.0 or Flat
Connections virtual community. The schools represgm this study included public,
parochial, international baccalaureate, technicatlamy, low socioeconomic, and an
isolated community of learners in rural Australia.

At the time of this research, all participants ([Ea®) were K-12 teachers. They
had all used technology as a tool in their clagsi®and contributed to either Classroom
2.0 or Flat Connections communities of practice amglaged in personalized learning
networks of practice at varying levels. These teexlwvere considered technology leaders
in their schools. Some provided professional dguekent to colleagues, while others

worked and supported small teacher groups.
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Table 2.

Participant Demographics

Level of Years Subj ect Yearsusing
Teacher Gender Age Education Experience Grade 2.0/FC
Computer

Abby F 43 Masters 21 Tech dn.gh 4

Beth F 48 Masters 13 Englllsgth 18- 1

Carla F 45 Masters 6 Elementa’¥) 5 1

Diana F 42 Masters 15 SOCIaéthStUdles 4

Eliza F 44 Masters 17 Elemesphtary K- 3

Felix M 58 2 Masters 35 Comt uterf Sci. 5
9h-12

Grace F 50 Masters 6 lergry/'l'hech 3
oh-12
Tech

Hope F 56 Masters 25 Specialist 5
5th_8th

Iris F 62 Bachelors 27 Telcstlri?r?gy 4

Data Collection
The data collected represented multiple sourcesioence (Merriam, 2009, p.
10) that was triangulated from the initial Skypeemiew, archived Ning artifacts, and a
follow-up interview with participants. This studydluded an analysis of the effectiveness

of Classroom 2.0 or Flat Connections for nine tees€hEach teacher signed a consent
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form stating they were willing to be interviewedoalb factors that supported their beliefs
on self-learning, collaboration, and participatieithin a virtual community.

I nterviews

Semi structured interviews were conducted with gaatticipant via Skype or
Google Hangouts. In Research Question 1 (Appendlix #dcused on teachers’ beliefs
on how they learned and how collaboration influehiteir engagement in Classroom
2.0 or Flat Connections Project virtual communitiedetermined whether the use of
networks of learning, which were personalized adicgy to teacher need, enhanced their
teaching and use of technology in their classrooms.

The influence teachers’ beliefs had on their engege within communities of
practice was the focus of Research Question 2 (Agiged). Inquiries were made to
gauge the difference between teachers’ typicahbolative methods and their
collaborative actions in virtual communities. Ppatticipation questions were used to
determine if participants’ ideas on collaboratimgagement had changed from their
original beliefs.

Research Question 3 (Appendix A) directed the itigason of teachers’ theories
on personal learning and their influence on engageim the communities of practice.
The queries permitted an exploration of teachenshérsion in virtual communities of
practice and an assessment of the reformatioraohtes’ pedagogical views. Educators
were questioned about their acquisition of knowedgd were encouraged to reflect on

and highlight various aspects of their engagemaéthinwirtual communities of practice.
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The researcher conducted these interviews fronhdrae office while teachers
were at their home, school, car, or conference whsponding. Each participant took
part in one initial interview, which lasted betwe#mand 60 minutes. The data were
recorded using Audacity Free Audio Recorder anddedhudacity offered a streamlined
process for recording Skype calls. There were @psstequired by the participant. This
simplified the interviewing and recording process.

The questions were the same for every participatifpaobing from the
researcher revealed valuable information that dauted to the research. The initial
interview provided the main source of data andsémond interview, along with member
checking, enhanced the themes and patterns andipdoadditional evidence that
supported post data analysis.

The process of finding qualified participants foe tstudy took longer than
anticipated. The Classroom 2.0 Ning announcemeppéAdix 1) was posted three
months. The information on this Ning included mygfpssional information and a link to
the letter of invitation. During that time, | credta personal page in Classroom 2.0,
joined various related communities within the Niagd sent scheduled Tweets on
Twitter. In addition, | contacted virtual colleagueho had large Twitter followings to
Tweet a call for participation using my model. Diesphese efforts, | was not able to
acquire 8-10 participants as expected and thustcdhatbaden my community search

parameters.
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My request to expand the virtual communities tdude the Flat Connections
community and its Ning was approved by IRB. A neadgated announcement for the
study was placed on the Flat Connections Ning (AdpeJ) for about two months. |
created a personal page with a professional prafietact information, and the
announcement that included a link to the lettanwitation (Appendix G).

The interviews were audio recorded using AudacigeFAudio Recorder and
Editor. They were played back and transcribed eyrésearcher. The extended time it
took to secure the first participants providedrésearcher ample time to analyze
findings and code data samples by hand. Files Wegresecure on my password
protected personal laptop. The interviews were gotedl April through July 2014 and all
records and data analyses were kept in my homeeaffn a password protected laptop.
Digital Media

Digital data mining allowed raw data to be turnetdiuseful information and was
used to extract data from each participant’s cbations to their community Ning. Along
with the data from the interviews, this informatsas examined for themes and patterns.
An evaluation of the Ning data yielded strong exspf teacher beliefs about their
learning within virtual communities of practice.cAmparison between the Ning data and
the interview responses revealed common themedekee from both data sources was
coded and is discussed in the Data Analysis section

There were no unusual circumstances encounteréagdiata collection. The

time that lapsed in getting the first few partisipmand reaching out to another virtual
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community for more participants, allowed me to aactdnitial interviews and transcribe
them by hand. This unexpected circumstance peihtitige to refine my questioning
skills for the subsequent interviews. The intenseéaok more time than anticipated to
schedule due to teachers’ end of the year schedvldple e-mails were sent to
teachers who initially consented to participatica &-mail but who did not follow
through with the interview. All interviews were s@ssfully recorded during the initial
attempt.

Data Analysis

The data analysis process “involves the simultaseoding of raw data and the
construction of categories that capture relevaatatteristics of the documents content”
(Merriam, 2009, p. 205). Throughout the collectppocess attention was given to the
data that provided a deeper understanding of péaticssues related to the active
participation of teacher learners. An organizabbdata disclosed information regarding
personal ideologies on learning and the use ohiaolyy.
Manual Coding

Manual coding was used to identify parallels intén data. This initial data
review facilitated a “period of intensive analyastentative findings are substantiated,
revised, and reconfigured” (Merriam, 2009, p. 1A8)er the interviews were
transcribed, open coding was performed on the aladaelevant categories emerged.
Data were organized by segments (quotations) gsiriphrases, and expressions for each

of the nine interviews. Recurring participant wovasre noted as were concepts brought
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forward, such as social learning and collation, which corresponded to the stud
research questions. The use of “pragmatic trarsmnif) researcher devised formr
which produces a verbatim text, provided the redesara tailored approach in which 1
organization of the data had meaning tcresearcher (Evers, 2011). Next, the us
software that supports visual diagraming caLucid Chart Diagramsnabled the
creation of flow charts of the major categorieftebemes, and watchwords (Figures z
4). Finally, the patterns that emergecre then correlated back to the three main rese
questions (Figure 1).

Figure 1 provides a visual depiction of the magategories that surfaced throu
data analysis. Figures 2, 3, and 4 represent tlegaa developed from each resee

guestion, expanded to show coding anal\

EMERGING THEMES

L

Research Question 1: Research Question 2: Research Question 3:
Enhanced Teaching Collaboration Personal Learning
PLN Authentic Engagement Reinforced Beliefs
| , | , |
Contemporary Technology Communication Impact Expanded Knowledge
I [ I
Focused Management Social Networks Generated Understanding

Figure 1: Mainresearch questions and emerging the.



105

Merriam (2009) held that all “qualitative data aysad is content analysis in that it
is the content of interviews, notes, and documénasis being analyzed” (p. 205). |
engaged in a multifaceted examination of the dataveld from open-ended interviews
and digital records collected from participantdivdties from the Nings. Through data
analysis, responses were grouped by categorieadeach research question. The three
categories were personal learning networks, tedgydools, and task restructure. This
raw data assessment proved to be important aifeitted the experiences of the
participants in the learning process (Merriam, 2009

According to Roth (2013) transcription is trangdati As qualitative researchers
make meaning of data collected, they “represenlivhe of others” (p. 18). Analysis of
empirical data involves breaking down participaatratives into the language of the
researcher. Wenger’s social theory of learning easjzied the method of collective
engagement within virtual learning communities liassroom 2.0 and Flat Connection.
These communities are created over time by thaisest pursuit of a shared initiative
(Wenger, 1998, p. 45). An outcome of continuedipi@dtion is teachers’ groups that are
characterized by the personal, social accountsenf activities within their community
of practice.
Discrepant Cases

A discrepancy was revealed between the beliefgaactices of one of the nine
teachers. Participants had comparable beliefs@ngbk of Nings as a basis for their

collaborative and global pedagogy. Technology apgzeto be paramount in their
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practice and each was engaged in either Classradr Zlat Connections. While
teachers were consciously motivated by their istareaugmenting work in their field of
practice, one teacher’s comments was incongruotietothers. Even though Grace, a
library and technology teacher in a small parockehiool, was briefly introduced to
virtual learning communities and participated i@€droom 2.0, her understanding of the
goals of this collaborative environment did not egpclear. “If | got the answer or idea |
would go ahead and do it myself in my own schoal bwouldn’t necessarily collaborate
within Classroom 2.0.” When paralleled with a tesxciwvho also had 6 years of
experience, the incongruities become clear as @aetzgnized that her beliefs had
changed drastically since her participation in &lasm 2.0 and she stated that “learning
doesn't just happen in the classroom. You can l&am people who are not in your
classroom.” While analysis of this deviant caseespp to contradict the patterns that
have emerged from this research, the discrepancheattributed to Grace’s
misrepresentation of the purpose of virtual leagraammunities. Her interpretation of
these learning communities did not affect the vglidr transferability of the study.

Evidence of Trustworthiness
Credibility
The ability to review findings through multiple k&8s provided a more rigorous
examination of data that increased the likelihobd more comprehensive conclusion.
The use of multiple sources of data and memberksh&ere two methods for

corroborating the findings of my case study. Iniams allowed for an informal dialogue
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between the research and participant leading toceth transition into the focused
interview questions. Triangulation of digital redsy interview data, researcher notes, and
members check provided a saturation of the reselrchmentation that began to show
limited differences in participant responses. Comnmgeand cross analyzing data as well
as member checks for accuracy decreases the chafmesearcher bias entering the
analysis and increases the study’s credibility {\4en, 2009).

Transferability

The capacity to generalize findings was enhancexligh the depth of the
descriptions about the setting, participants, andemce of the results, which were
supported by quotes and researcher notes fronesiearch. Teachers from two virtual
communities of practice were studied. The size $aminine provided enough variance
and perspective that it could contribute an endalederstanding of the influence
personal beliefs might have on learning in comparabmmunities. The use of sufficient
descriptive data and multiple and varied participateractions results in a wider range
of transferability (Merriam, 2009).
Dependability

According to Yin (2009) case study dependability@ases when the researcher
“makes as many steps operational as possible arwhtiuct research as if someone were
always looking over your shoulder” (p. 45). The tipk techniques used for data
analysis increased the dependability of the stlilg. transcription of the audio recorded

interviews provided an opportunity for the researdio develop an intimate
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understanding of the data. The reiteration of catidg multiple interviews and
transcribing data by hand allowed for a more cotepdaluation of the data. An outside
researcher should be able to consider the datamessand concur that the conclusions
make sense. The results therefore are dependable.

Confirmability

Wahyuni (2012) stated that confirmability refers'ttoe extent to which others
can confirm the findings in order to ensure thatrdsults reflect the understandings and
experiences from observed participants, rather thamesearcher’'s own preferences” (p.
77). The individual teacher interviews provided étaborations on personal beliefs and
instructional behaviors within the virtual enviroants in which they participated.
Researcher journaling fortified the audit trail yachng notes that could be used as
reference. The use of verbatim quotes from thevige's supported the themes found in
the digital data, which clearly linked the datahtihe analysis thus increasing the level of
confirmability.

Results by Resear ch Questions
Resear ch Question 1: Enhanced Teaching

RQ 1 framed the use of technology through the lagrand participation in
virtual learning communities. It was stated asdat: How is teaching enhanced through
participation in communities of practice and perabred learning networksRQ1 was

supported by three open ended sub-questions isetinéstructured hour long interview:
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1. Can you share how your participation in Classroo®no? Flat Connections
communities influenced your teaching?
2. Will you describe how your personalized learningnvuek helped you in your
teaching?
3. How did your patrticipation in Classroom 2.0 or REainnections communities of
practice help you learn to integrate technology ydur teaching?

During the data analysis three broad categoriesgadepersonal learning
networks (PLN), technology tools, and focused managnt. Under each of these broad
categories, | identified specific themes and pagter

Participants from both communities of practice, posed of both beginning and
veteran teachers, engaged in technology basedtoptas made possible by
membership in either Classroom 2.0 or Flat Conoastvirtual classrooms. Rich online
connections enabled teachers to share profesdinoalledge and engage in interactions
that enhanced their practice. Bingham and ConrgErQRwrote that networks “provide
people at every level, in every nook of the orgatim, and every corner of the globe, a
way to reclaim their natural capacity to learn rstop” (p. 6). Each category is expanded

model themes related to enhanced teaching.
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Figure 2:Enhanced Teaching category mind 1.

Analysisrevealedhree broad categoriéisat gave way to themes under e
topic. For this studyPLN will represented thprofessional groups and learni
approaches seffelected and initiatt by educators that further thejoals forpersonal
learning and profesional growth. This will include connections madth local anc
global colleagues. The te contemporary technologignified the implements ust
accomplishing a task especially involving technjmalcesses. In this study, these tc
are characterizebly their function of providing access to resouraed 2 century
methodologies. Examples include Nings, wikis, akygp®.Focused manageme
referred to the processes used in making teachles sdreamlined armore effectiv.

Interview and Ning dateevealed that the most effective communities weosd
whose members were willing to fu participate by communicating and sharing wit

their groups. Wengeat al (2009) definedhe term participation as “the social experie
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of living in the world in terms of membership incg&&l communities and active
involvement in social enterprises” (p. 55-56). Resk Question 1 investigated the power
of personal learning networks (PLNSs) in order tentify the influence it had on teaching.
PLNs: Professional Development, Community Support, and Collegial Connections

The educators in this study maximized their expees by engaging in the
participatory structure of online learning networkkeir willingness to learn and
contribute within these environments augmented tikaiching by exposing them to the
global collaborative immersions they took backheitt students. A revitalization of
philosophical pedagogies took place as teachergifealue in the unlimited potential for
collegial collaboration. The three categories réagaelating to Research Question 1
were professional development, community suppod,allegial connections. Teacher
experiences emphasized the essential role profedsievelopment played in
instructional practice and reframing previouslychetliefs. Cooperative teacher support
and the promising professional connections madsilplesthrough the deliberate
organization of PLNs and communities of practiagnfs to Wenger’s premise that
through the “process of communal involvement” thestrmeaningful learning and
knowledge development can occur (2002). Througlagegent in virtual learning
communities, collective experiences may lead inrtleegnition of technology’s capacity
to stimulate progressive instructional practiced #ire aligned to the learning skills

necessary for the future.
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Professional development. The data collected revealed trends particular to
teacher methodologies on improving practice as deaehers reported hearing new
ideas and using tools they were not familiar wikarning systems made available
through access to technology has restructured amdilcuted to a more self-directed
learning style. Many stated that district drivenfpssional development had become a
thing of the past. Teachers have become self-gueteders expressing their need for
growth as finding others with similar “passion ptarests.” The more “passionate people
feel about those concerns, the more drive the camtgnis likely to have” (Wenger et al.,
2002, p 71). Patrticipants conveyed that the ugeabinology and access to online local
and global interest groups afforded them the chémeagage in a more systematic
learning process. Iris described this social engesge as beneficial because it allowed
her to take more risks knowing that there was asnsspymeone out there to support her.

Teachers’ expressed that their role in the explamdbr professional knowledge
was transformed through their involvement in PLNthin virtual communities. Eliza, a
teacher who taught at an International Baccalaarsatool, felt that a substantial factor
in this transformation was involvement in her PISte stated,

| am the only person in my building that does jbisso | don’'t have a team. It

gets kind of lonely but I am part of a personati@ag network that | really enjoy.

We meet online once a month, | believe there aoaiafive or six of us, and

we’re interested in the same thing. So, we're d@iagk studies with the students
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online and we do some blogging with them. All of aeas are very similar so
we keep in contact and think of other ideas to @b each other.
The strength of a community of learners can oftevide richer personalized learning
compared to traditional methods of professionakttgument where prescribed content is
delivered while teachers’ sit and listen. Elizafoomed this as she described one of her
learning scenarios.
Usually the (professional development) classes yusteset up and they would
just train us. It was very structured and thereewer options it was just ‘this is
how you going to do it’ and ‘here are your choitdkw, because of Flat
Connections, | have a global network and a PLNhHve a question about
something | go to a Skype group that I'm in and“&ses anybody have or know
how to use a mobile iPad because we are havingstus? Has anyone else had
the same issue?” So, that's not always consideoddgsional development but |
get a lot of that from just being in these Flat @ection projects with people.
Carla was considered a master teacher whose tgesth@ngths were recognized as
superior. This recognition earned her the credeotimaster teacher. She remarked on a
characteristic of this learning network. She stdtbi is some of the best professional
development I've ever experienced and it reallyhgalsme to go into areas | never would
have pursued or thought of pursuing until | becaaue of this network.” Carla made

these comments after having been a participansftlam 2.0 for one year.
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PLNSs, as defined by Richardson et al. (2011), lse€'rich set of connections
each of us can make to people in both our onlimecdiline worlds who can help us with
our learning pursuits” (p. 21). Iris’s practicesAnstralia mirrored those of other local
participants. She strongly verbalized her ideasiatie potential for advancement
participants had at their disposal through thegag®ement in PLNs. She shared:
The combined talents within a virtual communityeyivs specialized professional
development. Our meetings contribute to our pelddamavledge so we are not
only PD’g (professionally developing) on pedagogy @n the backgrounds to the
ways we teach and learn.
When asked about the camaraderie in her group, Abbgribed the support and
significance of working within in her PLN. She sbdr
As a benefit, | connected with a few educators<qmaed my PLN and
incorporated some fun, engaging projects for mglestis to participate in. The
4th graders worked on the Crazy Crazes projedtarfadll and Mardi Gras project
in the spring with the students of the educaton®t in course. Although the
project was a challenge and | didn’t complete th&e course, | learned how
important being a connected educator can be fostogents and myself.
Wenger et al. (2002) stated that teacher trairhiagis embedded within “communities of
practice create value by connecting the personadldpment and professional identities
of practitioners to the strategy of the organizati®wWenger et al., 2002, p. 16). These

accounts on the use of learning networks and cortiasiof practice for teacher
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development speak to the need for contemporaryipesaeflecting the current state of
education. This informed Research Question 1whmdicated that programs developed
for professional learning delivered through virtaemmunities can influence teachers
and their instructional practice.

Community support. Cooperative teams provide a sense of intimacy agitd w
being. The livelihood of the group depends on tistagned interactions between
members (Wenger et al., 2002). Even Felix, a teastth 35 years of classroom
experience, used this quotation “the student (Mmgpmes the master” to epitomize how
his experience in Flat Connections equipped hirh tie necessary knowledge and skills
to support his interactions with other memberdefcommunity.

There were a lot of things going on, so many défeithings you had to figure

out. But, by asking for help from the group, hugtthrough things, reading, and

watching those who know what they're doing; now Imthe position of helping
people who are confused about how to do thingseeplstudents on task.
The crux of this collaborative environment andcigstain survival is the support
colleagues give each other. Iris stated it simghgmwshe verbalized,

It is difficult to reform teaching practice withotite support of others but this

support enables us to change teaching practicessaimmediately. | was able to

take greater risks with my students as | knew thexe full support out there from
others. Someone always shared how different ustesclbihology could support

the project and if we didn’t know we explored aadrhed together globally.
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Cooperative practice is the mainstay of functiorang learning within virtual learning
communities. As members identify the benefits otipgatory practices, they feel
empowered to bestow that support onto other mendfehe® community. Personalized
networks provide the familiarity necessary for giguneffective efforts as well as
successful practices. On-going discourse illumméte root of Research Question 1
which acknowledged that through these networks meddhinstructional practices can
flourish.

Collegial connections Communities of practice offer a useful perspectine
technology because they are not defined by plapei@onal characteristics, but by
peoples’ potential to learn together (Wenger et28102, p. 11). After full participation in
Classroom 2.0 Beth, a high school English teacheckly recognized how her PLN
connections could help her both professionally pexdonally. She stated:

As | am putting together my capstone that's whexalized there is a lot of

information out there; some great, some not so gooadif you know where the

solid information is, that's good. | know it can feeind in places like in

Classroom 2.0. I'm also a member of the EnglislgNamd just knowing that

there is somebody out there, that there is a corntynout there, a network out

there that can be your support, is really nicenladways looking for ideas for
flipped classrooms and | am also a member of tppdt classroom network. Just

knowing there is something out there and you dioaXte to go search on the
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Internet, instead you go to your PLN for supporuhrow the question out
there and someone is going to answer you. Thadrishelpful.
Felix, a veteran teacher, reflected on his pawiogm in Flat Connections and was
immediately drawn back to his early experiencesrdtalled how seasoned members
were always accessible and willing to connect \ith to ensure he had a maximized
experience. Now, he was motivated to support neminees. He said:
| am a pretty technical person and | was certaimtigrested (in Flat Connections).
It was a challenge though, so | know that othettiees in the project who were
English teachers or history teachers who are ntgédmical had a hard time.
Now, | am a part of that support for them to beeablanswer questions, suggest
ways to do things or show them blogs I've used withstudents. I'll do
whatever it might be to help them along.
Wenger et al. (2009) posited that “learning togetbans a valuable perspective on the
communal aspects of technology. It is more demandirtechnology than keeping a list
of friends or exchanging messages, it implies tdatnology will help us find learning
partners and engage with them meaningfully” (p-T#)s addresses the participatory
environment that increased the probability of gitkaned teaching as queried by

Research Question 1.
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Contemporary Technology: 21st Century Tools, I deological Differences, and
Experiential Growth.

Wenger et al. (2009) specified that technology mecxéel and reframed how
communities organize and express boundaries aatiarethips, which changed the
dynamic of participation (p. 12). The interactidretween 2% century technologies and
ambitious teachers can produce synergistic enviemsnn which participants can
develop on both personal and professional levatsess to remotely located resources
naturally sanctions exploration of the world ou¢saf the classroom often resulting in
interactions never imagined. While the benefitagihg technology devices typically
outweigh the complications, ideological differenees inherent when implementing
changes.

Twenty-first century technology. Digital technologies make possible
associations with experts and chances to join apexterest groups. Schreck (2009)
noted that these communities have created opptesiho “expand one’s exposure to
trends and issues” (p. 170) that are relevant anmepring. The utilization of ground
breaking applications created favorable circumstarior contemporary learning. Iris
described the significance of her 21st centurytdigietwork and the connections it made
possible for her students.

Over the last 5 years Skype has been used for glabgl linkups in real time.

The latest link up has been with an author from Nesk who would video

conference into our library with a small group of students. Successful linkups
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have been made with personnel from our sister Gek iR Hong Kong in which
experts share images of the fascinating geolofgedlires there. We've also had
geologist from China who was interested in the patdong Kong — a true global
classroom comprising multi-age groups, a varietgxqfert levels.

Enriched collaboration created by teacher assoadgatied to opportunities for students to
interact with diverse learners. Abby, a computacker, modeled one of the benefits of
this contemporary practice when she extended hlatsaas a moderator in a virtual Flat
Connections project. Her desire to learn througitinaed engagement allowed those
who were not in attendance to participate.
| am a virtual moderator for the Flat Connectionglin Sydney. I'm helping to
moderate virtually so these 10 teachers can paateiin the project because they
can’t make it to Sydney. So, they will be able &tgipate with the teachers that
are at schools and create projects with them. Oak @n the Flat Connections
Ning is to communicate using both synchronous aydehronous modes.
Richardson et al. (2009) recognized in 2009, thawérd thinking technologies like
Skype and virtual meeting tools had the potentiahtluence learning and instruction in
the near future. He stated they are creating “forefdal shifts that are fueling our
capacity to connect, interact, and learn with athemew and different ways.” A
participant shared one advanced technology prie@ptesource procurement that she
found useful. Hope, a fifth grade teacher, shareif'acentury concept called pull and

push technologies. Simplified, she explained & thay, “rather than looking for
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information as in “push” technologies (i.e. Googéarch), “pull” technologies bring the
information to you after it's been requested.” ghge examples of modernized pull
technologies such as RSS feeds, Ning communitiesnatworking organizations and
continued:

They can bring you constant stream of relevantrmédion that you may not have
thought about searching for or known that it exi$teey save time by curating
the best of what's relevant in a specific field p@rsonal and public use. This co-
construction of resources, by experts in the fis&ljes significant time in locating
and sifting through all that’s available. If youtghe time into setting up RSS
Reader, then you will receive information that msy@ur chosen topic.
While the use of technology has become dominatdday’s society, Wenger's et al.
(2009) philosophies emphasize the social aspdetofing and technology use. When
moving from one digital application to another, amgers must manage the
implementation and regard the social approachderaio safeguard the member’s
experience (p. 136). In a conversation between Hopethe parent of a new student who
was relocating, the mother stated that she wargeddn to have a seamless transition
into the new school. His knowledge working withmi®S platform would become
obsolete because this transfer required that e teause a PC platform. Hope reflected
and questioned,
Like his mom, we want our experience to be seamiegls information synched

between all devices, easy access and sharableeliagues, parents and
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teachers. How do we create that environment wibhinschools? 1 think we need
to be moving more towards cloud storage, collalbgeateb tools, and pull
technology.
The need to advance conventional instructionaltmem the field of education is
indisputable. Research Question 1 examined thedhgaaticipation in virtual
communities, specifically Classroom 2.0 and Flahi@tions, had on enhanced teacher
instruction. The availability of resources is bol&sd yet an understanding of the most
suitable environment for its implementation is @acl Twenty-first century
advancements can revolutionize the classroom,unaess is dependent upon educators
having a clear and well-developed instructionalggaphy.

| deological differences. Best practices are most effectively implementedhoge
whose ideological beliefs leave room for knowletigdding. Richardson et al. (2009)
believed that “committed people who are willingpiesh themselves and each other in
seeing the learning world in a different light” miag the ones who find success in their
efforts. When asked about technology operatiorteeincharge, tech savvy Carla
described an exasperating scenario that many tesachee encountered.

Teachers are usually receptive to hearing aboutteelnologies; however their

frustration lies with access to the technology.WN&w labs and older computers

that run slower than ones in my lab, teachers esgdnt to implement

assignments that use technology. | find this veugtfating, yet | totally

understand. | feel very fortunate that my lab hewer computer and | have the
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knowledge to work around most issues that occuwkiyiand efficiently so
students are not losing out on learning. Howevestrteachers do not have this
ability, so frustration tends to take over and koow what happens next, they
stop using the technology. | really hope our disttan somehow find funding to
implement a 1:1 initiative or at least grade-leslassroom sets that student and
teachers can utilize.

Grace, a library technology specialist whose idsagrasted other participants, also
recognized that apathy could contribute to lacktdrest and use. When asked if she
could see utilizing a Ning for her staff as a fasfmnteraction and collaboration, she
definitively responded, “No.” When further probgite replied;
| wouldn’t use it to collaborate with the staffave here. Most of them don’t even
know what a Ning is. | just feel like for us to adlorate causes stress and it is
easier for them to just go face-to-face or jusiogiodf an e-mail.
In this situation, Grace was not willing to chaljenteachers’ outdated practices and
instead chose to leave things as they were. Af-ang@ating learner, Beth elaborated on
how the concept of teamwork was remediated oves.tier past experiences have not
all been positive and she used the term ‘slaclatofato differentiate her early work in
groups from her current efforts in Flat Connections
You probably remember when you were in elementaigidle, and high school
you were in those groups and would tetsepeople that don’t do their part. It's

so frustrating and you end up doing the projecyalirself. It's not like that in
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Flat Connections. Here you have people who wahetbere, people who want to

give you feedback, want to give ideas, and waihielp so you don't feel like

you’re out there just sort of flailing on a boatymyurself. The slacker factor is

gone and everyone here is ready and willing to vwogether.
Educational discourse that rouses decision makass imclude solutions to the elements
that attract and deter people from using revolaigriools. The initial fear factor must be
alleviated so the ideological commonalities betwesacthers can be revealed thus
generating interest and eliminating resistance.firberesearch question results
intimated that the high learning curve must be ceduso that the richest learning
excursions can be accomplished by both teacherstaddnts.

Experiential growth. To optimally and successfully use technology device
routine practice is imperative. Skills and profiag become stagnant if used
infrequently. Often, the application of technoldgy personal or professional use makes
apparent its value. Abby described it as traininglemand. You're learning as you're
going and that makes it more meaningful thanwias done separately. Iris illustrated
meaningful technology use as she shared her pégmveth experience.

When stuck in a traffic jam in Melbourne and negdim be at a meeting within

minutes of the jam, my daughter helped me use @aoglps which showed the

extent of the jam and the predicted time to gehyodestination. This allowed me
to alter my driving route and get to the meetingiore. As | love travelling, | use

the trip advisor app for all manner of things wiaevay from home. Having a
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mobile device means that | can join webinars wihibstelling on a train and
moderate weekly webinars from home.

Teachers were akin to Eliza when she said thaalbilgy to personally interact with
opportunities allowed them to learn on their owm® Beth referred to this learning
environment as “safe and not intimidating.” Elexzhoed the concept when she stated,
Harvard classes are out there. MIT’s classes dréhete. Stanford’s classes are out
there. You can attend anything, anytime, anywhacebe learning from the best minds
in the country.

Membership in virtual communities of practice piaral flexibility in learning
through the use of a myriad of applications andasy Tools ranged from those that
required little technology experience to those wibimplex processes that required
technical support. Eliza shared her professionéggbphy on expanding learning
parameters resulting in growth.

| think it's changing and it's going to continuect@ange. | think there is still a

whole lot of value in being face-to-face with perduut | think that there are some

things that we do that don’t need to be face-t@f&de can be learning online
with our peers and possibly the people who are rpeegs to you than people
who might be closer to you geographically. | thinkre a lot of opportunities for
us to be learning and have open our eyes andhake tisks of doing learning

things differently because things change.
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The experiences of these teachers confirmed Wen@E398) social learning theory. As
people increasingly use the web to connect withfamttdeach other, to express
themselves interactively, and to form communitiess, becoming a medium that shapes
the social world, by usage and design (p. 179, tmhe of the most experienced
participants, eloquently stated, “...my greatest vissto teach my students how to be
lifelong learners and to be well equipped for tigtdl world that is theirs.” Educators’
willingness to embrace learning on multiple levadsved as a model for students’
development and growth.
Focused Management: Efficient Work, Organized I nstruction, and Working
Examples

Teachers’ managing an overabundance of student paypk, lesson plans, and
responsibilities is a universal scenario in clagsre. Wenger et al. (2009) articulately
said, “busy people want it all in one place” (p).3®ractices such as filing papers and
hand scoring assignments have become outdatedhastegy that enables content
management has simplified mundane tasks such agimngg, combining, searching, and
completing written documentations (Wenger et &Q2 p. 83). Technology has
introduced numerous implementations that suppéidiefcy and the organization of
materials that lead to high instructional qual@yteamlining procedures makes way for
comprehensive scholarship from which progressivikweaamples can emerge.

Wenger et al. (2009) stated that technology affokels ways for communities to

handle the management of its documents. Membersrggage actively in a less
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structured, distributed fashion...whether in theedilve production of documents like
wikis or the collective development of structures drganizing resources through links
and tagging (p. 84). Well-planned and ordered nessuenabled teachers to give direct
attention to their instructional practices and eondelivery. Wenger’s expertise on
social learning and collective endeavors providesking for efficient management of
resources for best practices. Ahrens andetasska (2010) concurred that collaboration
and sharing through sample works confirmed progtaatlationships that resulted in
knowledge creation.

Efficient work. Productive endeavors are often the result of dyoaeamwork
between enterprising individuals. Many online todilee Diigo, a social bookmarking
site, and Elluminate, a virtual meeting tool, congbihe best of collaboration and
distribution of knowledge. Carla made a statemegéarding the complimentary effects
of shared efforts.

The ability to easily share documents with felloslileagues and administration

has made some processes that were once time camgsand tedious much easier

to complete. One instance where this became verghyhaas when scheduling
conferences this past fall. Our principal createared spreadsheets that had the
times for the conferences split out into approprinference segments. We were
then allowed to call parents we’d like to schedaleappointment with and update
the schedule ourselves. This way we could see wasatavailable and leave

comments and messages so everyone was on the agmeluring conference
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night if we were unable to attend a conference edccleave a message for the
team listing concerns we had in our class. Anotbéature of Google Apps for
Education is forms. Forms allow for the creatiomoizzes, surveys and
guestionnaires. This tool is a great way to gaitifermation from parents about
contact information and other any other informatyon may need to know. All
information is easily accessed in spreadsheet fordhcan be manipulated any
way needed.
Beth participated in an online course that dematedrthe collective power of one
notable suite of tools, Google Applications for Edtion. “These tools have made me a
more efficient educator giving me to ability to iasollaborate with fellow staff,
parents, and students.” Carla also expressedanp& of this partnership. She stated
“One of my colleagues and | created a Digital @mighip Policy that we will use and
share in our classrooms when teaching digitaleship and especially when expanding
our connections to the outside world.” Eliza strowveninimize duplications of work.
When she developed something like a permissioroslipshe just came across a great
new tool that she found on the web, she would offer her colleagues and say, “Let's
all use it in this project.”

Being able to easily share documents with felloleegues and administrators
has made once time consuming and tedious proceases to complete. The application
of suitable programs, such as Google Apps for Bitutacan be robust if employed

properly and used for multiple educational purpo€esla used Google Apps to gather
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contact information from parents, which was thesilgarganized in a spreadsheet and
manipulated as necessary. She shared the berefitdserved with students.

...Google Apps for Education Suite makes commuimgadnd sharing
information with students so easy. The use of Ge@ihss Folders has all but
eliminated my need to print anything in my classave created shared folders
that keep all my classes and student documentsiaeghfor easy access. | am
able to send out documents to each student’s ®laeh whatever setting is
needed for that project. Students then have atodbss document in the shared
folder that Google Class Folders created. Now lthavve used this tool and its
features, | can’t image going back to the old way.

The efficacy of strong personal management bec@messet to those who apply it.
Some teachers reported they felt frustrated wheretivas a lack of systematized
organizational plans. Instructional excellence lsarachieved when the necessary
materials are at hand and a deliberate plannimgysedagogic practice is implemented.
Organized instruction. The management and preparation of instructional
resources has the potential to facilitate flexipifind efficiency in teaching. Awareness
of instructional objectives coupled with systematiplanning creates environments
where teachers can take learning to higher leféls.pragmatism of appropriate tools
use was valued by both Diana and Carla. While Dsaggpertise is in secondary social
studies and has taught for 17 years, Carla’s backgt is in technology and has only

taught for six. Diana shared;
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| definitely think it (tools) has helped my orgaaiion and theirs (students) as far

as when it comes to them handing in something obengg able to observe their

online collaboration and do an observation on sitgldt gives me flexibility to

be more productive which make me feel very orgahize
Carla emphatically stated, “All these tools havarded the way | teach and
communicate with the education community. Usingé&ols has made me much more
organized and efficient as an educator.” Besttfes include systematic approaches to
instruction and learning.

The organization of materials and resources petegishers to deliver
meaningful content as the necessary tools are aighand. Iris’s personal trials
exemplified how organization made the classroonm&svehe wanted to expose her
students to possible. She mentioned:

The projects often make use of workflow tools, tionelge meetings to enable

participants to choose appropriate times for mgstithese online meetings

bring the full impact of our different time zonashool year differences, and
extra-curricular activities. The tools used in RIatmnections helped me with my
own class time management skills.
The organizational features that technology offeust be balanced with a focused
purpose. When used consistently and effectively atifvantages of attentive practice
diminished the chaos of disorganization and infeetsthe curricular momentum

delivered to students.
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Working examples. Preferred learning styles are as individual aptwple who
possess them. While some prefer that step-by-steegses be demonstrated, others
choose to explore on their own. The following un@pated theme arose from the data
evaluation period of this research. Within the @ptof focused management, many
teachers sought to have others’ experiences pexbémthem as model to follow and as a
way to anticipate pitfalls. Ertmer et al. (2013tet that some may not understand how
some ideas transfer into practice therefore pragidioncrete examples becomes an
important strategy to facilitate knowledge. Cama@untered some reluctance with
teachers capitalizing on the transformative poksés of technology so she shared her
experiences with them.

I'm able to say here's what | did. Look at how dhsyis. Let's set this up. It's

great that | can be a model or be the guinea piggéts to beta test certain pieces

of software and programs. If | can't say this isvhased in my classroom or this

is how I'm using it in my professional world, myathers aren’t going to follow.

So being able to say this is what | did with mywgrpthey are more likely to try

and do it on their own or at least let me help tlyanstarted.
Even Hope, had a similar experience providing waglexamples for teachers. She
shared:

Using some of the new tools with kids in my ownsslgives me more credibility

with the teachers | am trying to get to use tecbgyl It also gives me a chance to

try new tools and find what works and what doesnitk.
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Hope openly talked about her reflection on a céageerience in which the outcomes
were not what she expected. She was able to igi¢gh&fareas that needed fortification
and develop a list of guidelines to address thesgeis. Recommendations were available
to anyone embarking on the Digiteen Project in Elahnections. Also outlined were
revelations from her work on the Digitween Proj&tie explained the stages of a
working model which benefitted her and any colleagino sought success when
attempting these projects.

While | knew the Digitween Project my'@raders were doing would include

many of the ISTE Nets standards, | didn’t realioe/important their mistakes

and trials would be in pushing them to use therdth€E Nets standards

(creativity & innovation; critical thinking, and pblem solving). Here are some

tips to help manage a Long Term Project with mldtihings going on.
Teachers are held accountable for many things, sfwéich there is limited time to
complete. Having the correct tools to completejtibenakes success foreseeable. “Tools
that are seamlessly integrated are likely to femlentlose at hand and accessible since
they are designed to work together” (Wenger e8l09, p. 50). As technology
simplified routine tasks, teachers reflected onlg@mhanced ideas about practice,
advanced learning opportunities, and important ecatp/e interactions.

Supportive PLN communities combined with contempptachnology devices
that validate methodologies provide a higher liketid of bolstering teaching practices.

Focused management for content delivery supplentieose practices. In order for any
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new strategy to stimulate a transformation paréicts must feel empowered and
respected as agents of change (Schreck, 2009)aiRBsguestion 1 evaluated the effect
PLNs and communities of practice had on improve®rhing. The data revealed
encouraging outcomes when teachers were connedtetike-minded colleagues, felt
supported when implementing new instructional efyegts, and had confidence in
effectual planning. According to Tapscott (2008hinology cannot live up to its
potential if it is delivered using old-fashionedtim@dologies. A model for contemporary
best practices should include the affordancesabirtelogy at its core.

Resear ch Question 2: Collaboration
The second research question (RQ2) investigatenhfioence of personal beliefs
on collaboration. RQ2 askedow do teachers’ beliefs of collegial collaboration
influence their engagement in virtual communitiepractice?(Appendix A). There
were three sub-questions contextualized RQ2:

1. In atypical school situation describe how you Uigugo about collaborating with
your peers.

2. How did you use those collaboration techniqueseterinine how and who you
would work with in Classroom 2.0 or Flat Connecs@r{What drew you to the
certain people you chose to collaborate with?).

3. After participating in Classroom 2.0 or Flat Contm@as have you beliefs on how

you collaborate with others changed? Can you dasthiat?
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During data analysis three broad categories beesmndent: authentic engageme
communication impact, and social networking. Unelech of these categories th
themes and patterns were identifi

Technology’'s advent has reorgani what was once believed about learning

virtual spaces that accommodate scholarship. Tlee®dving digital habitats give us tt
chance to reconsider what we know about commuratielsrediscover fundamental ide
in new settings” (Weng et al., 2009p. 21). The knowledge of best practices in teac
challenges Z1century educators to consider worlds where commuagources an
global collaborative involvements become the cla@sr. Authenticity in learnin
through reaworld endeavors, which ilude ongoing problemselving and deeper critic

thinking, have now become the not

Research Question 2: Collaboration

‘ Authentic Engagement ’ Communication Impact ] ‘ Social Networks ’
Global Interactions Stakeholder Importance Community Relationships
I I I
Teachable Moments Professional Experiences Participation Challenges
Collaborative Practices Instructional Concerns Networks for Learning

Figure 3 Collaboration category mind mi
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Analysis revealed three general categories fronthwthree themes emerged. The
termauthentic engagemensymbolized the closest replication of learningsc®s
within virtual communities that represent real-vdogventsCommunication impact
indicated the effects of sending information togedhrough the use of technology. The
practice of generating user created content arréasag social contacts through
technology is referred to as@al networking.

Technology has become the opportunistic problewesah many fields of work
and study. Transforming partnerships within comrtiesiof practice as well as
maximizing the potential for teacher learning, dasmed it instrumental in creating
change within organizations. The ongoing interacbetween communities and
technology has created an intertwined system wé&eh is reliant on the other. New
technologies push the boundaries to meet commuaggs as innovation caters to a
fundamental human need for social interaction (Véerg al., p. 20, 2009). Research
Question 2 challenged teachers’ beliefs on collatommn to determine the impact it had on
their engagement in virtual communities of practieducators modeled numerous
examples of collaborative ingenuity, deliberatevaysations with stakeholders, and
navigation of risks in social networking resultimgunique and diverse applications.
Authentic Engagement: Global I nteractions, Teachable Moments, Collaborative
Practices.

Historically, collaboration in education includdaetsharing of good lesson plans

within grade level or content area. Typically, aeacher became the main provider of
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information and the others receivers. With the atlaead growth of educational
technology, the significance of teacher collaboratias had to match the “rapidly
evolving technological landscape” (Abbitt, 2011205). Global interactions,
spontaneous learning moments, and unique collabenaethods pave the way for
authenticity in learning. Tapscott (2009) stateat thanging work processes requires a
receptive culture and tools such as blogs and wlidsencourage collaboration.

Iris, a 27 year veteran, recognized the new visiogiobal collaborative practices
as she worked with her elementary students. Shreghar forward thinking ideas on
global collaboration when she shared:

Working collaboratively means that no longer car parson be in charge of the

class and make decisions regarding the timing,ecinprocedures, outcomes etc.

(as occurs in a traditional classroom). There bdsetgive and take, a sense of

humor, trust between the parties involved, commitinaad passion.

Open communications between practitioners strengttheelationships and practice
within communities of practice. The coalescingd#as and methodologies resulted in a
stronger foundation which contained elements oh gxaticipant.

Global interactions. Geographically distributed communities link peopteoss
time zones, countries, and organizational unitst like local communities these groups
are conducive to the sharing of ideas and the stgpey provide. Communities of
practice that cannot rely on face-to-face meetargsinteractions as a primary method of

connecting members are considered global commar{Mieenger et al., 2009, p. 116).
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Through teacher participation in virtual commursta practice, local and global
communities were established and served as an fretemcher membership and
growth. Deep engagement in community supportee@mioeavor of self-generated
learning opportunities and instructional resources.

Carla, Iris, and Abby each sensed the value and foeaylobal collaboration but
emphasized that it should be taught along with glskills and digital citizenship. Abby
described her integrated approach teaching stutiemtgo diplomatically problem solve
through their social interactions to become effectlobal partners.

In social studies we talk about this idea of bengjobal citizen. What's neat

about these projects is it allows us to have atitherperiences where kids get a

really good sense of what it means to be a glabako. What it means to be in

working groups with partners. If | don't have faoeface time with them, how do
we work on communicating and relying on those gl@aatners? What should
we do when our global partners aren't reliable® dtility to problem solve like

that and group work, it really is a 21st-centurgi f@hich is hard to do in a

traditional classroom. So, it's changed my teacimrtat way | can teach

students in a tangible way. | can have a real csat®n about being global

citizen and collaborating and using problem-sol\gkijls in a real environment.
Global citizenship should become a compulsory feaituthe education of students who
“view technology as just another part of their @amment” (Tapscott, 2009, p. 18).

Twenty-first century students can easily and festleinteract with multiple devices at
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one time. This suggests that their effortless hiiti adapt to new technologies is just
another way of learning for them.

Iris, the only teacher without a Master’'s Degresddh a Bachelor degree in
Business Commerce. In comparison to the othergiatits who hold Master’s degree,
her expertise and knowledge appeared to be frofuh&ommitment to accessing
learning tools for herself and her students. Sadtthat being in an isolated community
prompted the need for more substantial learningdppities. She richly expanded her
students’ authentic learning experiences from tieentedge she gained using Flat
Connections. She shared:

The students from the two schools in Malaysia hatdotogged before, created

videos, nor worked on a wiki before. It was a stiegpning curve. We had to

learn together and experiment with which tools wheebest for sending huge
files (as we needed a good quality video for tlgedaireen) to the Melbourne

Writers Festival people. Students learnt how toehnlypk text, embed YouTube

videos, work together online and appropriate netitgu
Iris continued describing her experiences and tjincwer practices corroborated the
influence global collaboration had on her studedts. instructional strategies had gained
notice regionally and her small school had beevilpged with a technology grant from
Microsoft. She shared a genuine experience shakblago provide for her 7-12 year old

students.
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A small group of students formed student actiomteto work on two trial
projects with the Innovations and Next Practicasion of our state Victorian
Education Departmenti-earning Responsibly OnlirendDigital Demons —
Playing by the Rule3 he latter project involved student action tearmsifracross
Victoria who worked with the Melbourne Football Tealhey explored
appropriate behavior and safety in social netwayland other online sites for
example; Facebook and Twitter. Here high profilerspplayers networked and
then relate back to schools and individuals. Tiuyfplayers were honest in the
mistakes they had made and shared their experieflsestudent groups
surveyed students in our school and other glohaicgaants on their use of the
Internet. The student team was concerned aboutuimder of hours that students
are online networking (some well after midnightjudnts created a digital video
on cyber bullying, uploaded it to YouTube and sHatevith their classmates.
They also wrote several articles for our local neayser.
Student interest and motivation are part of Iresfsicational approach. These rich
experiences will be long lasting and transferablstudents’ future. Authenticity in
learning is extremely appealing to students ofeakls (Richardson et al., 2009). The
combination of a creative teacher and modern idpetomake interdisciplinary project
based opportunities the new benchmark in educdfitassroom 2.0 and Flat

Connections provided favorable circumstances foballearning to take place.
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Teachers’ brought their initial beliefs into thigllaborative forum which magnified
opportunities for participation and took globalizsmllaboration to a new level.
Teachable moments. Veteran teachers have unique perspectives on nusiero
aspects of education. Longevity has rewarded thémimsights that permit richer
understandings. The similar experiences of AbbyRiatha touched upon some of the
challenges created by online collaboration. Asgssionals they regarded these
situations as teachable moments. Diana shared:
...virtually...is the perfect place to do it. And tisag’xactly what that project
accomplishes because we had students on the ptloggatent out and wanted to
continue this conversation on Facebook and we“¥ditba, Whoa, Whoa! Let's
talk about this and why we use these tools thaiseeand the importance of
being part of the community and being transpardrares everybody can see what
everybody else is doing. We were able to have asatiens. And those are
powerful conversations because so much of whatrthdging is they’re using it
for social media and social reasons. They use &mwaihd Facebook a lot, for
those social interactions. What this emphasizéhissis a professional
environment. We are learning how to communicat jpnofessional environment
and the Ning, although it can be set up like Faokligpe of environment, it's
still not Facebook. So, what does it mean when evelg and have conversations
on social media? How much of that becomes patief digital footprint? We

have those conversations too. So this project allimvthose conversations to
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happen in this area. Then they see what happens tlveg go out and do
something inappropriate and how that impacts othersnd them and potentially
impact them later on. | make sure to say that \eeahie to see everything they're
doing and it's password-protected. We have a lobofersations around that's
what we don't let them go out to Facebook and asls butside of the project
because you really feel it's important for all efta be seeing. It happens on every
project where student will make a mistake or doething that's culturally
insensitive or something that's considered notdgaigood digital citizen, and
that becomes a teachable moment which we focusamwuersations around that
and that's is one of the best learning experiefaresur students.
Skilled and vigilant teachers can anticipate immtrissues with students having access
to technology. Their ability to foresee potentiahsequences became indispensable as
they seized opportune moments to connect with stsd@&he experienced teachers were
able to turn these moments into teachable expagenc

Almost all of these teachers have spent time shamirsupporting others through
collegial collaboration. Only the case of Gracepwéught in a small parochial school,
was an outlier. Demographic information revealegl §hent 4 years as a technology
teacher and the last 2 years as a classroom te&ulmang the interview when asked
about her collaboration with other teachers shiedta

| don’t do Nings so much anymore. | find that PLdé® become overwhelming

and hard to use. | find that the Classroom 2.0 Nsr@yerwhelming and a lot of
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my teachers wouldn’t use the Ning. That’'s not thesrning style. A lot of my
teachers in the high school have probably nevem éeard of a Ning.
While the other teachers mentioned obstacles theterl bumps along the way, these
issues seemed typical for any classroom. Somesddithations included differing school
holidays, varied time zones, and school times whaslulted in communication being
completed beyond school hours. For eight of the téachers these hurdles proved to be
the times in which their resilience and professienaemerged, indicating that even
instructors needed to capitalize on teachable mtsnen

One instance of an opportune learning experiensedeacribed by Richardson et
al. (2011) when he spoke of one teacher’s serandpiconnection after having read a
blog post with which she disagreed. She resporuedigh her blog which was then read
by the original author which prompted him to cohtaer. This unexpected interaction
became a learning opportunity for this teacherhV8d@me ingenuity, unplanned events
like this may inspire active participate in endaawhich stimulate educational growth.

Collabor ative practices. Meaningful collaboration is the heart of commurstc#
practice and personalized learning communities (&eet al., 2009). The inherent
nature of sharing and nurturing growth is teacherstius operandi. At the core of
Wenger’s ideology is the fact that inclusionarygbi@es build stronger communities.
Carla’s description of her collaborative effort damtrated her eagerness to connect with

her teachers. She shared:
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I'm always looking for different ideas that | camwith the teachers and ways
that we can integrate technology together. Foams# the science teacher and |
just collaborated on Google forms. | went in thieréalk to him about a different
collaboration idea | had on simulations and he waiking on a unit were he
wanted the kids to write their own quizzes andd $dave the perfect thing; they
can do it in forms. And then you could have therdgrtheir own quizzes so all
they would have to do was come up with the quitorms and they had to send it
out to five of their classmates. Not just in thessiroom but out in their entire
grade level. Then they have to take those fiveapszand grade them. It was a
good way to show them how they could use formgsHat.

As matters arose they were negotiated for referensebsequent experiences. Iris’s
remote Australian location seemed to produce auenggt of concerns. She said:

...some of the other issues that arose were theelffeultures and different age
groups that were involved sometimes had differgpeetations but any problems
and issue had to be collaboratively worked throUgitere was a real non-
negotiable time-line to work to, and there werestant reminders and
reassurance from all those involved, regarding vieaki, content, and what had
to be done and how it had to be done. We madefube aviki discussion tab to
answer questions regarding the technical requirésraard issues which meant a
professional technical team also had to be colktledrwith — these were the

people responsible for the video, sound and oth&cess on the actual day. Three
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way communications often took place between thedghmols and the organizer
of the event. This meant getting used to diffeeatents, ways of saying things.
Iris’s experience allowed her to focus on pragmagiportunities that extended the
possibilities for her students. She sought inneeatvays to immerse students in
authentic learning experiences. This expandedinihar students’ growth
exponentially.

Abby best summed up her learning and collaboratotens within her virtual
community of practice when she said:

| would say (my experiences) were authentic, coltabve, and enlightening. It

does take you to another level. It's like in Bloentéixonomy. You want to get to

that last level where you are doing authentic le@rand applying your skills in

real world time. You're not just doing this for ysalf, there’s an audience too.

Now, that’s real.
Wenger (1998) asserted that the social interaetitimn communities of practice is what
expands the purposefulness of those CoPs. The @dganf these communities “is not in
and of themselves as specific activities, symhmigyrtifacts, but from the fact that they
belong to the practice of a community pursuing antrprise” (p. 82). Genuine
engaging activities make the instruction worthy #mellearning worthwhile.

Tapscott (2009) emphasized that authenticity gagement through globalized
encounters, seizing teachable moments, and stalaporative involvement contributed

to a connected world never imaginable. He statatlittte power of distributed learning
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has resulted in “knowledge flowing more freely tlea@r” (p. 280). The Internet and the
digital tools now available make it “far easierrraver to connect with each other and
the rest of the world: (p. 282). Research Queipnesented a lens in which teachers’
perceptions of collaboration could be examined. hifegful educational engagement
accomplished through collaborative means extenge@pproaches and spaces existent
for learning.

Communication Impact: Stakeholder Importance, Professional Experiences, and
Instructional Concerns

One of the means to ensuring program viabilityogymunication with
stakeholders on the topics of central programmpngsent and future goals, and potential
concerns (Schreck, 2009). As interested partiesrhednvolved in program maturation
their continued connection offers a foundationdopport and success. Richardson et al.
(2009) added that communicating how it will save skchool money, reduce the
environmental footprint, and better meet the neddwvery learner will influence a wider
range of constituents and build support for yowgpam (p. 126). Teachers who
communicate their experiences develop greater petisps which can provide insight to
forecasting security issues assuaging parentakcosacPreplanned strategies for safety
and success must be in place prior to implememtatnal a straightforward approach in
planning establishes transparency which makes stédker backing more probable.

Stakeholder importance. Stakeholder involvement is crucial to the succédss o

most programs. This is especially true in educaai®my research found evidence of the
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value of supportive stakeholders. Teachers’ renthdkehow technology increased their
ability to keep families informed of class actiggiand lessons. Through the use of
technology, Beth’s 13 years of experience confirtiedadvantages of this level of
communication when she stated:

Students and parents can review the work complateldss and can open a
dialogue on the subject matter and ask questiotiseegseview together. This
would be a great opportunity to take the teachioigign of my class home to
parents. It would create a stronger partnershipefmming — one that could
enhance the technology shift in the culture atsminool.
By providing families with regular access to thehild’s assignments, class events, and
important information, Hope stated the feeling eing on the “same team and working
for the same cause” could be positively nurturedl gnown. Schools and teachers found
that using technology for communication playedtalvile increasing parental
involvement. While Felix found success in postifigoahis class assignment details on
his Ning, he also found that students’ capacityuging resources and the ability for
parents to support his instructional efforts hagroved. He remarked:
| mainly use blogs and Nings to post informationrfoy students and parents. All
the assignments, directions, and due dates aredtistre and | also provide a
supporting video that either walks them throughgteeess or is an example of
the assignment. What | gained from Flat Connectasusing technology for so

long is something | find myself saying to studeadtghe time is you have to
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figure it out. I'm trying to encourage them to mdkeir own decisions and figure
things out as opposed to asking me for the answer.

With aim of gaining parental support, Beth, a héghool English teacher, reflected on
how her use of virtual environments and web-basel$ thad changed the collaboration

between herself, parents, and students.

This tool has been a great asset for studentsnisaaad teachers. Using Google
Sites for our website helps keep parents infornfessignments, news, and
anything in particular they need to know in théifld's classroom. They can look
at each teacher’s website to view homework, annemeats, and special dates.
Parents can also view their child’s progress in@®®rive in junior high.
Teachers write comments on students’ docs andmeggens. Parents can view
the progress as they create their projects. Theoseimd classroom calendar
keeps the community updated as well. School anreuents are immediately

posted and sent through social networks so thayeme is informed.

Transparency in communicating with stakeholdessté to keeping them informed as
well as being supportive of your educational effoftis, the colleague in Australia, used
a virtual collaboration method for this purpose.
| shared a link with parents to sign up for a coaiee with me. | held evening
meetings for parents which could be either facdéoe or virtual (involving web
conferencing). Students could be present and slwawnmany of their favorite

online sites work, and share how to have strongsaifel digital profiles.
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Teachers recognized best practice related to thebooative domain, whether online or
in the classroom, required cooperative engageniénile many of the teachers’ ideas on
collaboration were in place before membership @ms&loom 2.0 or Flat Connections,
their philosophies were strongly aligned in thisaarThese educators engaged in robust
communicative practices that mirrored the ideolsgieboth virtual communities.

Professional experiences. Alliances between colleagues advance professional
growth for both parties. A reciprocal relationsbilt camaraderie and encouraged
collegial work. Instructional techniques informeggtice through the complimentary
effects of shared personal accounts. Beth deth#éedhitial reluctance to virtual
participation and stated her need to acclimateelfeislearning within an online
community Ning. Once comfortable with this styleesextrapolated that her level of
engagement would be greater if she were engagectiiities that suited her professional
needs. She went on to continue her engagementrandhgwithin Classroom 2.0.

Carla availed herself of the various technologimahns for communication. Her
enthusiasm for using collaborative devices ledtbeemark on the changes apparent in
her practice. She shared:

All these tools have changed the way | teach anthzenicate with the education

community. From sending out a form to collect imhation from parents, to

attaching a rubric for grading, to shared docum#rdasstaff can collaborate on
quickly and easily. Using these tools has made mehmrmore efficient at my job

of educator.
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Beth spoke of this learning transaction as an dejgendent, judgment free, knowledge
bank. The information exchanges were advantageoai participants whether novice or
experienced. She included:

There are a lot of people out there who are wiltmghare their information, their

wealth of knowledge no matter how significant aigmificant it may seem. |

learned a lot of the technology tools that way Bomdne that was really a big deal
just sharing that kind of information.
Wenger et al. (2002) believed that communitiesaattan informal group of people who
begin networking around an important topic in agamization usually (p. 70-71).
Research participants had mostly positive virtaathing experiences. Thus, they were
motivated to continue their professional growtlotigh continued involvement in
Classroom 2.0 and Flat Connections.

Instructional concerns. The use of contemporary technologies can opendbe d
to host of opportunities as well as a plethoraarfgers. Beth, who initially had
reservations about typical technology use anditrgjreventually developed an
enthusiasm for the use of these innovations. Hereléo apply new ideas and
technological instruments brought her to pursueiaitnative support. She added:

My assistant principal is excited that | am intégga variety of technology into

my lessons. He told me to continue and let him kifdwmeeded help. The tools |

have introduced to my classes have never beenaisks school in the past.
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A typical educational concern is the possibilitgttstudents will find their way to
inappropriate web content. Information shared witidents and parents should include
the school district’s policy of vetting and applgifilters to websites to decrease the
likelihood of this occurring. Beth scripted a wdkfined document that delineated the
school and her policy on the abuse of technologchool. She added:
Indeed, our students hear the concerns about &tteafiety and cyber bullying
from our administrative team, but students do madithose warnings. Now,
parents have the safety information that theirdchbst follow. | firmly believe
that when students hear this information from asri@om teacher who actually
uses and monitors those technology tools regulaihgs a greater impact.
Carla also negotiated the matter of well-definelicgand recognized the importance of
procedural phases.
I’'m also going to pursue a blogging challenge chiffetudent Blogging
Challenge” through Edublogs. | am going to stagtphocess of getting
permission forms for students to create blog actouirfeel | need to start now
with this process so | can secure all the formd imeddvance of this challenge.
During this blogging challenge we will discuss thiee components of digital
citizenship and what makes a good blog. I will iegthat each student create an
original blog that meets curriculum objectives bl#o maintains the standards
expected by me and the district on technology Usave really good students but

there is always that one so | have to lay it oeadi.
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Similarly, Hope considered ways of indoctrinatingdents with constructive thoughts
about the use of technology in the classroom. Bbwaght to capitalize on her young
students desire to use computers and tapped iaitoeimpathetic nature. She drew upon
her knowledge from Flat Connections. She said:

One of the lessons | learned through Flat Connesti® that you need to start

early getting kids to think about how they woukklito teach others (siblings,

family, students, and teachers) through an actiojept. | am beginning to think
that having the kids start with family and friends good approach. Kids seemed

to be more verbal about concerns they had abootager sister, a friend, a

classmate.

While the quantity of learning spaces is innumegaltlis the quality of many of them
that teachers and students must learn to challergetiate, and assess before using.
Through evaluation and alignment with curriculajectives, it is more likely that the
content will meet the rigor of the lesson.

Communication with stakeholders remained the mastant instrument for
positive program execution. Richardson et al. (3@30@gested being as communicative
as possible with your constituents in explaining ¢thanges you are trying to effect on
your students (p. 80). Shared responsibility inglen making between parents,
principals, and community stakeholders createsujeentered and community minded

cultural norm” (Kensler, Reames, Murray, & Patri2gk11, p. 36). This will give insight
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to the connected learning and instructional methus@sl in your class which may reduce
community concerns and increase the program support
Social Networking: Community Relationships, Participation Challenges, Networks
for Learning

The heart of a social network is the web of relsdlups among community
members (Wenger et al., 2002, p. 58). The rich axghs and collegial rapport create an
agreeable atmosphere for interchange. The threeethelentified within social
networking were teachers’ relationships within feag communities, the challenge of
encouraging colleagues to participate in practoe, teachers’ use of networking for
collaboration and learning. The ability to find appy medium between new prospects
and longstanding practices resulted in dynamic atilugal stimulus for teacher learning.

Tapscott’'s (2009) study on the transformative eventated by the Net
Generation revealed advances and technologiesvdratnever imagined by previous
generations. He stated the NetGen have reenvisitieggossibilities of the Internet into
a place where “people can communicate, collaboasie create together” (p. 70). While
many adults still debate the merits of social leagrthrough networks, this younger
generation has embraced technology and has eletsitesk as a multi-purpose
instrument that harnesses the power of the InteRetearch Question 2’s created a
platform from which to view the impact that teadidaeliefs had on collaboration in
their virtual learning communities of practice. vgsearch provided insight into this

relationship and the advantages and set-backsadyearticipants.
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Community relationships. Wenger et al. (2009) described community as the
close, voluntary collaborative interactions thaalde members to invent and share
resources that support all sorts of groups andor&wirtual teams, friendships and
conversations (p. 5). Social exchanges are thedfation of its members’ potential to
learn together. Beth personified her social netwgylcommunity as having a
personality. “It seems like you felt more connediethe people you were talking to and
it was not just another entity on the other enthefcomputer.” She continued by
recalling her initial experience of feeling conrextivhen she explained:
It wasn’t just academic because we were able tehmse introductions out there
and tell about ourselves and personalize our padgélassroom 2.0. For example;
there was one lady who | thought was a quilter hasethe pattern she chose and
she said, of course, no, | don't sew at all, Igooa@k though. Oh, that kind of
makes sense, because what else is a quilt if rgpthuba scrapbook. It's nice to
get to know people a little bit more intimately, ra@ersonally on Classroom 2.0
from that perspective. That really made our disicunss academic discussion that
much more.
Iris expressed a similar reaction when discussormections within her network. She
summarized the relationships within her communitiearners and the bond she
developed through engagement.
From these networking sites, | have made many t&duand long term

connections and have found that once you connekctallaborate on a project,



153
there is a special rapport existing that is negggdtten and it is easy to take up
new projects with them, even after a year or twaarf-communication.

However, the most valuable and effective partngsshre with those who will
connect on a regular basis.
Beth went on to express that authentic engagemeargmmunity “allowed you to get to
know people on a different level than maybe you @ a regular online dashboard.”
She described a sense of well-being and acceptanich reduced the intimidation she
felt during her community interactions. She decrglener comfort level within her
community.
| think you’re able to pose questions...it's a varyiting environment and there
is no judgment if | don’t know something. | coulddw out a question and people
will respond will respond immediately, so | thirtkat's really very helpful to
know that you don't have to know everything or lggieu. There is somebody out
there who knows or somebody out there is goingitmmkwhere to send you. |
think that's okay because it takes away that, A'dknow what I'm doing and I'm
afraid ask.” There was always another option far §o find information that is
not intimidated.
Eliza stated that these environments are filledh itp notch” teachers who were
confident and enjoyed being helpful since they vase once new to this environment.
This echoed the hospitable welcome and involverttetboth Iris and Beth specified as

positively advancing their community participation.
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Both Classroom 2.0 and Flat Connections had corbfgphilosophies regarding
effective environments and techniques for meaninggticipation. The necessity for
human communication, constructive feedback, aniegiall support prevailed in these
environments as three of the most significant festof these communities. The
familiarity gained through engagement was refleateghhanced teacher notions on
collaboration and their newfound ambition for imsien in communities of practice.

Participation challenges. Wenger et al. (2009) surmised that technology’s
integration into daily educational practice reqdistrong leadership and intentionally
organized phases. The planning and facilitatiotheftransition process plays a pivotal
role in the adoption and use of this device (p. R&adership’s subtle changes should
account for varying levels of interest and skillilwrensuring existing connections
between participants are not jeopardized. Wheimmnttgidual relationships between
community members are strong; the events are mcistrr(Wenger et al., 2002, p. 59).
Eliza, who worked in an elementary school, shakes she intersected with members of
an online community that she considered her clas#iagues. She articulated her
resident challenge of being a specialist and nainigaa school team to collaborate with.
She expressed it this way.

| am the librarian and you are the only one of ¢hpsople in the building so

especially for those of us who were singled owiun buildings we’re the only

one of our kind in the building, so collaboratisrai big thing. For me those

people who | meet with once a month, those glofhdships that | have, are my
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colleagues more than the people in my building @nat is because we have the
same views and goals of what we want to do withstbdents and that doesn't
always happen in your building.

Abby’s interactions within her social network alleavher to flourished and discover
significance in her learning. Her zeal to sharekdmawledge on social networking and
become a catalyst for self-learning was unmistakdbhfortunately, even her enthusiasm
for collaborative networking was not enough to emtier colleagues to capitalize on the
capacity that rests in social technology to créé#terentiated opportunities for their
students. She conveyed her disappointment whealrsred:
Often times, | see their walls go up when | talb@bTwitter or blogging. It's
unfortunate because they are truly missing outroazeng connections and
collaborations, not to mention learning opportstior their students. Some of
them are slowly coming around. We are going tolariodel and they need to
find the best online solutions for their classrooms
In this scenario, it appeared that there was aataspue than just resistance to
technology integration. Carla’s understanding @ teluctance to incorporate technology
as a teaching tool led her to reflect. She said:
| found that some teachers were interested in hgafout new technologies.
Their frustration lay in the fact that there weog anough computers for all the

students and the few that we do have are outdaiddum slowly. There were also
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no computers for teachers to learn on. | find thistrating so | can definitely
understand why they would.

The challenges to building communities and stimadgparticipation should be
managed as a district or school wide initiativeerBwill always be those who resist
change but having a strong team of leaders witlingse to the challenge can help
mitigate complications. Richardson et al. (2009)ined typical issues surrounding
resistance to change; he called these concernd1eis...” (p. 133) and suggested
possible solutions. Educators who are spread tinmgjnt engage in thinking that
included statements such as, | do not have enaongth It's too overwhelming, | need to
make sure students pass the test. While thesercenae valid, communication is
essential in creating this change. Richardson&.§2009) recommendations included
the need for flexible and creative teachers, makisngnts an integral part of the process,
and awareness that the networks students leaoday twere the same ones they will be
engaging in as they worked to advance their caréferstated that it will not be until
teachers take on some of these shifts in theirleamming that they will understand the
impact this change can have on the future.

Networksfor learning. Wenger et al. (2002) stated that, “networks theatr a
strong feeling of relationship and responsibil@yother community members, are a far
stronger force for increasing participation andetiess” (p. 133). He quoted one of his

subjects who commented, “My biggest learning is thia all about the relationships...”
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(p. 133). When asked to explain how her networkgeraized for her to find like-
minded colleagues, Eliza stated:
It just kind of happened. You develop these conaest When my colleague and
| were in the Flat Connections class we just becaimeds. We worked with the
same type of kids and we wanted to work togethdrdamsome projects together.
So last spring about a year ago | decided I'd ydidé to do this. We wanted to
get more people to work with us in our projects.\Wdbn't we start meeting on a
regular basis so that we can throw out ideas ot wiede doing in the classroom
that we'd like to have collaboration with. So,usf organically bloomed. We
added a couple of people we knew and then forngrdw@p to sustain what we
wanted to continue to do. I think it's importanfited a few people who want to
do stuff. So we're trying to look more at what veeteaching to see if we could
facilitate more of that and thinking about whateetsuld we do that students
haven’t done before.
Abby, who had been involved in both connected emvirents in this study, was
introduced to global collaboration and social ne&wmy by a university professor. She
thrived in her experiences and spoke of the adgastahe could add to her skill set.
Empowered, her yearning was to remove the stigraialseetworking had within her
school community. She shared:
| use blogs, Twitter, Edmodo, and other social ioek& in my classroom in an

educational setting as well as personally. | shasethany social networks as |
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could with the colleagues so those who may notabdaliar with them could see
how it's used. Hopefully, one or two of them wipgy in their classrooms or
personal lives. Social networks are a vital toat@aanect, collaborate, and learn. |
am a big advocate of social networks and try tanstiat using these tools aren’t
“taboo” both teachers and students need to knowtbavge them appropriately
and effectively.

Established learning environments offer the pobsilaf a judgment-free culture.
Comfortable settings paired with virtual connecsi@ne natural conduits for
collaborative activities (Schreck, 2009, p. 168Jugators in this study reported that the
transition from their former collaborative technéguo innovative virtual collaborative
practices occurred as a natural step in their pead@al learning. Social networking was
an instrument that most all participants found ahle and easily customizable. Wenger
et al. (2009) claimed that the “close voluntaryaobration in communities enables their
members to invent and share new uses for the téadias at their disposal (p. 12).
Open-mindedness and creativity proved to be esdemtihe adoption process.

These findings substantiated Research QuestiontReoinfluence teachers’
beliefs had on collegial collaboration in virtuanemunities of practice. It was
determined that participant’s ideas on collaborati@re firmly in place prior to their
engagement in this environment. Through particgmteducators took part in authentic
collaborative engagements which bolstered theifidence in continued practice. The

importance of community became clear as teacheraeed their skills in these open
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learning environments and engaged in meaningfdepsional discourse. Through work
in communities of practice, social networking beeaime model of exemplary
instructional practices. Teacher engagement inctimsmunity made use of teachers’
strengths on views regarding collaboration whiclgniiged the limitless options for

learning.
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Resear ch Question 3: Personal Learning
Research Question 3 askétbw do teachers’ beliefs of personal learning
influence their engagement in communities of pca@T hree interview questions
interview questions were used to collect data édlect data forRQ3.

1. Before joining Classroom 2.0 or Flat Connectionsvgklid you go about learning
more about your field and teaching outside of ttedgssional development your
school provided?

2. Can you describe how your beliefs about learnifigeémced that way you
approached learning within the Classroom 2.0 or Eamnections community?

3. How has being part of Classroom 2.0 or Flat Cotioes changed your beliefs
about how and where you learn? Were your persaifd about learning
expanded or challenged while participating in Qlass 2.0 or Flat Connections?
Personal and professional awareness provide adiggiowth opportunity that

can assist in reaching a rewarding future. An opssarto learning permits new ideas and
information to supplement teachers’ grounded tlesoiVhen a new or isolated fact is
placed in a context that gives it significancepmfation is turned into knowledge
(Tapscott, 2009, p. 109). The confirmation and valef teachers’ beliefs on personal
learning are depicted through the following teacataratives which informed Research

Question 3.
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Research Question 3: Personal Learning

Reinforced Beliefs ’ ‘ Expanded Knowledge ’ ‘ Generated Understandings
Strengthened Ideas Continued Learning Personal Growth
| ) [ i [
Collaborative Learning Reframed Beliefs Professional Growth
I [ [
Life-long Learning Reflection Realizations

Figure 4:Personal Learning mind m.

During data analysis three themes became evidel@ruhe category of persor
learning: reinforced beliefs, expanded knowledgel, generated understandings. Un
each of these categories themed patterns were identified. The tereinforced beliet
signified the confirmation and fortification of j-existing ideasExpander knowledge
reported the increase or broadening of range owatraf skills or knowledge gaine
The termgenerated undersndingexplained the growth of comprehension .
development of conceptual practic

Twenty{irst century methods of learning now include tieegonalization o
resources and an atemand system that enables people to work and é&aheir
conveniencein their interest area, at any time of the day.rhees take advantage
digital and networked technologies not only to seéérmation but also to sha

information (Ertmer et al., 2012). Networked commties facilitate global relationshif



162
and contribute to life-long learning. These comntigaiare dynamic and “sustain
themselves as members negotiate their meaning stadding its potential,
rediscovering, or reproducing the old in the newefigyer, 1998, p. 96). Wenger's social
learning paradigm established that teachers leathey make connections with others
who share interests. Through professional netwgrkdeas can be challenged,
restructured, or enriched.

Reinforced Beliefs: Strengthened I deas, Collaborative Learning, Life-long L earning

Wenger (1998) believed the continued discussiom l@agning and best practices
in education was an issue that was not easilyvedollhe formation of knowledge was a
life-long process whose phases change as the whoaliiges. This continual renewal
should be the focus of education and lifelong leeynResearch Question 3 was designed
to probe how teachers’ beliefs on personal learimmgacted their participation in virtual
communities. Each teacher interviewed had prewoestiablished ideas about their
learning which enabled them to approach theseilegaommunities for the purpose of
gaining new knowledge. Their willingness to acqkinewledge and use it with students
became the catalyst that moved these teachergiqaéorward.

Traditional classroom instruction has changed tetrttee technology rich
learning styles of students in this generation.staft (2009) stated that “for the first
time in history, children are more comfortable, Wiedgeable, and literate than their
parents are with an innovation central to soci€py™2). Students have “natural affinity”

for the revolution of tools and methods that wesseing. This requires teachers’ to
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adapt and reorganize their perspectives (Tap2@9, p.9). Through teacher training
and experience most educators develop a philosagarding best practices for
instruction. While teachers in this study had poegly established viewpoints on
learning, their open-mindedness made room for l@mmgkng ideas to be challenged,
expanded, and changed.

Strengthened ideas. Schreck (2009) stated that for change to manitssifiin
practice we must “identify prevailing and outdatestitutional myths and develop a new
proactive story” (p. 131). Teacher narratives iatkd small pragmatic changes that
provided a platform for refined learning. Carlagreinces her beliefs on personal learning
as she discussed her participation in Classroom 2.0

It's not that it's new; it just reaffirms what rehdy knew. So, it kind of opened

my eyes to other resources that are out therd thdnh't know about. | never

knew anything about Classroom 2.0, | hadn't evemchef it. Now, | have new
ideas about the other resources that were out.tlt'sraot like | hadn’t looked for
resources before it's just when | found this orfejtithat it was a valuable
resource that | need to keep in my toolbox of thitigat | can use.
Likewise Eliza, a 17 year veteran, welcomed thdlehge of learning as she moved
through the process. She shared her school experien

I'm kind of a jump in with two feet kind of persapo | really enjoyed it. I've had

people in some of the projects really need to laiothings a lot before sharing

them with students. | have colleagues here thatedaio do a mystery Skype but
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they wanted to practice it first. They wanted tedane classroom pretend it was
country and another classroom to pretend they @eogher country. Then they
would have to guess what the other country mighAloel | was thinking “Why?
There are classrooms out there who want to doatitiisus so why do we have to
pretend that were doing this? We can just getlere and do it. For me | just
really enjoyed it wasn't a big change for me beedwsas ready for the new
experience.

With 13 years of teaching experience, Beth hadgpated in Classroom 2.0 for one

year. Her ideas were aligned with the conceptariliemg communities and she expressed

her satisfaction with the constructive nature efséhcommunities.
First, | am happy to know there is a safe commufoityeducators like me who
want to exchange ideas and reflections and reseinee feedback from like-
minded colleagues. Classroom 2.0 suits this neddgtly. | am excited to know
that | can post research driven ideas here andagplles will respond in kind,
steer me down the correct path, or enhance mynaligleas. | like the simplicity
of the site and the intuitive nature it offers $sét's not so complicated that |
wouldn’t continue using it in the future.

The teacher with the longest teaching record wés.Fée had been teaching for 35

years and engaged with the Flat Connections contgnfani5 years. His time as a

teacher made him confident in his beliefs as heudised the professional gains he had

experienced.
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I've always been open to (different) ways of finglithings out. This has helped
me and my students to be part of a great learrongmunity. | can’t say that it
has changed me or my beliefs. It's certainly begreat experience for me
professionally and for my students.
When asked if her ideologies had been tested bpdrécipation in Classroom 2.0,
Carla, who was one of the youngest participantstessed herself in this way;
| can't say that my ideas were challenged necégsigust learn in the same way.
It's not necessarily something | didn't know or emstiand it's more like here's
another resource. Can I find that information sdaepelse, probably? | would
say that my beliefs haven't changed that muchrmgef from before | started
Classroom 2.0 to after | started. It did make maravof the fact that there were
other resources out there that | can use to fifatnmation. | feel that my beliefs
are still the same. I'm using technology but ndvave extra resources that I'm
able to tap into through Classroom 2.0. The wapatn is | still go out and | still
find things on the Internet whether it's on Classn®.0 or another site.
Teachers’ preconceived theories on how they leadtlae notions they brought to
teaching influenced their engagement in thesealitearning environments. Their ideas
were not radically changed but rather corroboratetheir presence and participation.
Beth added that the research aspect of her paticipwas the most exciting. Her pleasure
came from searching for an answer to a questiorbamd) led and exposed to another

answer. The philosophical underpinnings of Classr@0 and Flat Connections ran
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parallel to teachers’ interpretations of learninghim these groups resulting in a deeper
experience for them all.

Collaborative lear ning. Traditional classroom proficiencies included someel
of collaboration as teachers implemented partnesshilearning. Updated perspectives
on teamwork took into account the tools and comtreswith which we collaborate.
While some teachers needed to be slowly brougbtdallaborative enterprises others
quickly immersed themselves in learning. Eliza catked one of her most fundamental
beliefs was the need to connect with others. Hdrggaation fortified this idea as she
became an advocate for connected learning. Shevedlithat teachers should be
collaborating with each other.
| think it (collaborating) became more importantarecessary in our society
where people work in global environments. Busing$se companies all around
the world. My goal has been teaching 21st centkitis @and collaboration is a big
part of that. | think collaboration, as a wholep@verful. As teachers, it used to
be you would shut your door teach. | don't thinghiould be like that because
they're so many ways to connect.
Hope’s years of experience included teaching oesraad within the United States. She
had been part of many collaborative efforts ankspd the benefits of having a base of
knowledge that can be shared with one anotherb8gan participation in Classroom 2.0

and Flat Connections when she returned to the Ui§itates and quickly found that her



167
immersion in these communities made the camaradspect of collaboration real. She
explained:

You don’t want to feel alone so it's nice when yaan connect and get help from
another teacher and say, Yeah, | had trouble Wwahtbo. | tried it and there were
some glitches. I'm glad it wasn't just me experiegc¢he glitches.
The 25 year veteran continued:
The online league of teachers that you get to wothk is fantastic! They know
where you're coming from, what you're doing, hadesais for you. It's like this
group of friends that you can bounce ideas offfbft part of it is really great.
As she recalled the advantages of her collaborattperiences, she inferred those ideas
to the comprehensive work of students. She detailed
| have loved the collaboration with other teach#ssnice feeling like there is
someone to talk to who is doing the same thingsayewdoing so you don't feel
quite so alone. | feel that it is important for daints, too. They need to learn to
think outside of themselves and work outside oirtivalls because that’s going
to be the world that they live in.
Iris described Flat Connections as something tadtihspired her, encouraged her, and
enlightened her on the different ways to collabaraAll it takes is a little support in
learning that way, collaboratively.” As & §ear teacher, Eliza was an advocate for

shared learning yet recognized that she did n¢dlootate as much as she should have
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early in her career. She joined Flat Connectionidther 29 year of teaching and
subsequently utilized her learning networks fofatmdration.

Despite inexperience or lack of knowledge, edusatglcomed an open platform
for knowledge building. Grace, a Classroom 2.0 meméeemed disconnected from
principles of this practice. When asked about tatation in her school she replied, “I
am not quite sure what you mean by collaboratione&n | needed to collaborate with
other teachers because | work alone. But for cotiatioon within the school | didn’t
really need anything for that.” The other eighttiggpants held educational theories that
were commensurate with the pedagogies of onlimaileg communities. Abby
condensed this idea and expressed, | am a verippass believer in collaboration. The
Ning groups do offer resources to find like-minahlicators to work with. Diana had
been a member of Flat Connections for 4 years skééements regarding her conviction
in collaborative practice made her perspectivearclehe asserted:

You know collaboration is where the learning haggpand that’s true for students

and teachers. | open up a newspaper, | read a magaticle even about the

private sector, and it’s all about collaboratiohals where the true success
comes in, the merging of ideas and the sharingfofmation.
Self-initiating learners possess tenacity in tlaeguisition of knowledge. Despite any
conflicting beliefs, they were open to receivingmaformation while still pursuing their
own goals. This responsive approach of giving @aweiving though collaborative actions

contributed to their increasing knowledge and cured learning. Through their
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involvement in communities of practice, collabooativas the groundwork for the
distribution of ideas and sharing of knowledge. é&atars’ displayed wisdom and
awareness on the merits of collaboration and itefiefor all participants.

Life-long learning. The most experienced teacher recognizes that every
interaction is a learning opportunity, which suppla distinct growth opportunity to
assist teaching and students in reaching a rewgfdiare. The continued pursuit of
knowledge can promote career longevity as the nmiions in education continually
improve. “l am still a work in progress but | guessold dog can still learn new tricks,”
said Beth. Teachers in this research study hedhgtconvictions about establishing
sound educational conventions. Even Grace, whetessusing Nings, had her own style
of researching new ideas. As well, Carla found ssvtechnologies and lesson designs
that she pursued in order to share with her calleagEliza’s matching philosophy
confirmed for her the underpinning strength of tealbgy for continued learning.

| was once that person to go online and searchrfswers knowing that there are

wrong answers out there and right answers. But &mm now reading a lot of

books because there is so much information ouétthet is interesting and |
think it's helped my love of learning. | know my&of learning has always been
there. So, philosophically you can learn almostlaing in our days.
Similarly, Carla recalled her deep-rooted educai@pproaches as she continued her
professional pursuits. With only 6 years teachsitg ventured for an advanced level of

education. She sought to earn a provisional tegdidanse and found the program to



170
lack rigor. Her self-assurance using technologyvedld her to compensate for the lacking
skills which reaffirmed her views on the power @ftinology to learn.

| don't know that was changed by Classroom 2.(hktjust in general being a
tech person and having to use technology everyttays how you learn. If | ran
into a problem | didn't go look it up, | went teetiveb to find my answers. | guess
it reaffirmed for me that's the way | do it. Thevere so many things I did not
have in college and | forget a lot of the termirgylol'm always looking on
different sites, whether it's Classroom 2.0 or darweb search to find
information that will help me understand what Ihyirig to do since | didn't go
didn't go that normal route (educationally).
Likewise, Eliza’s zest for lifelong scholarship inded using technology within her Flat
Connections community to discuss the plethora sdueces available to teachers at any
level. She goes on to detail some opportunitie®ifmiging gaps which facilitated
ongoing learning through her communities.
I'm on Twitter and have lots of colleagues in gladmnnections groups through
Flat Connections. | use that a lot to connect wehple. | think they're just so
many different ways and opportunities out thereuloto connect. I'm usually the
one to tell people, “If you're really intereste@t-Connections gave me a huge
jumpstart on collaborating.” | learned so muchrgvane | did a project. |

became a project manager and also learned so marolother people. We were
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all coming up with lots of different ideas and motthe people are sharers and
we want to share.
As Felix “jumps in with both feet” he is engagedHlat Connections and continuously
sought learning opportunities for his students. péission for creating lifelong learners
was evident throughout the interview. He discugkecheed for less restrictions
regarding student technology use in his schools&ié “We have other academies that
might have issues and need tight watching. Forélypatve haven’t had too many issues.”
While he understood the inclinations of junior hgghool students he still fought for the
chance to expose his students to real world oppiiets. He shared his beliefs in
reference to the liberal use of technology in sthoo

These are still 14 to 16 year olds who challengghing and want to know

more. | know they still need supervision and di@ttBut that's what we want

isn't it? That's what | was pushing for, openitgngs up. We can’t teach them

how to do things and how to be careful when we sagry you can’t go there.
The impetus to be part of a community, to sharertedge, and to develop skills that
allow participants to continue learning makes \afteollaborative environments enticing.
Beth expressed this connectivity as gold. Her &fovesting in her lifelong skills were
challenged as evidenced through the following wadpepdesign experience.

After playing with the site and creating my pagejas ready to share my latest

creation with everyone in class and the Internagje=creation was reasonably

easy to complete and navigate, so | was a bit fbutteen my page had to be
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approved before | was allowed to take my blog Ihike Victor Frankenstein, the
toiling, tinkering, and tweaking | put into thisgedeserved to be shared with
everyone; having to wait to bring my creation fe livas an unexpected delay.
This clue led me to believe | had officially movietb the “Digital Native-hood”
because | wanted to see the immediacy of my creaticthe World Wide Web.
However, realizing the potential for problems wstiidents, the delay made sense
and the reasonable adult in me returned home. Ihaxe a better appreciation
for the stark responsibilities that come with vataollaboration and
communication.

Teachers in this study saw the range of perspectegarding learning and education.
Commitment to instructional excellence moved thenetate their beliefs on personal
learning to the methods they employed with studdasticipants vicariously transferred
their expectations of lifelong learning to studessghey recognized the value it had in
their lives.

This third research question facilitated an ingggion on teachers’ personal
views on learning. Through engagement in virtuahownities of practice, educators’
carefully contemplated the pedagogical designsbhe learning and collaboration and
absorbed new ideas to add to their instructioranteire. Confirmation of strong
teaching practices sufficed educators to knowttheit professional skills and expertise
were continually developing. Teachers’ beliefs enspnal learning contributed to their

positive engagement in virtual communities. Bywarof their desire to immerse
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themselves in this learning environment their peducational philosophies were
validated which reinforced effective practices.

Expanded Knowledge: Continued L ear ning, Reframed Beliefs, Reflection

Eight of the nine participants thrived in a coneelctirtual environment as they
broadened their views on teaching pedagogy. Sci2&f9) believed that the
“transformation comes more from pursuing profoundsiions than seeking practical
answers. The struggle with the complex realitigbéssolution rather than a search for
the right answer” (p. 114). In the pursuit of memful applications it was necessary for
these instructors to temporarily suspend theirenily held viewpoints in order to
reframe and assimilate new conceptual frameworks.

Experienced educators recognized the importancerdfnued learning. This was
embodied by teachers’ persistence to learn moie é@z. Open-mindedness made
introspection part of the learning process as @pgnts expanded their knowledge by
reframing their original pedagogies to meet 2&ntury systems. Through participation in
communities of practice the teachers were expasedritemporary tools and practices
which enabled them to stretch their thinking arekeanine their perspectives as they
considered new instructional pedagogies.

Continued learning. In order to expand their instructional repertotrevas
essential that the teachers take calculated nis&sder to yield high payback. Beth
pointed out the need for broader and more inclusaming paradigms when she stated,

we don't live in a vacuum. She added:
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It's like that saying if the mountain won’t comeytou, then you’ll have to go to
the mountain. If they can’t get to the SmithsonmalVashington, D.C., why not
bring Washington, D.C. to them? Teach them they ttan go out and find things
by leaving the comfort of their couch. | don't kndwny whole philosophy is that
this is the way to get kids exposure to the wortshad them but for me, it's a
start.

Even though she was distantly located in a ruraktralian community, with poor

Internet connectivity, Iris pursued knowledge iegvform. The following was her

approach to extending her spectrum of resourcel@sontinually learned from others.
| keep up to date with blogs and posts of highrage This is a challenge in a
busy teaching schedule. However, | like to readolbgs of innovative educators,
for example, Vicki Davis, Julie Lindsay, Andrew Dby and Edna Sackville. |
also review the nominees and shortlisted blogs gaahin the Edublogs
Awards, and Free Technology for Teachers and akg/suggestions that catch
my eye from my Twitter feed. Another priority is it the blogs of people who
regularly comment on my blog posts. For examplisrErom Mexico, who
individually and often against all odds is usingiieology with her university
students and Sebastian Pankal from India who igcly great outcomes in a
country where technology is not readily availalolail.

Beth and Iris typified teachers who were willingwork outside of their comfort zones in

order to benefit from the knowledge of other teasltaand experts in their field. Similarly,
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Felix and Abby demonstrated the desire to partteipadynamic global enterprises.
Felix emphasized how he wanted to help others mglee catalyst for change.
| am always trying new techniques, always tryingdh that didn’t exist when |
started teaching and when we started Flat Conmec#otivities. I'm always
trying new things, bringing in new things, showimgw things, and trying to get
them interested in new things.
Abby highlighted her personal strategies for stgyionnected to a global community.
She determined that her online presence and wdibepmtiowed others to locate her and
from those links opportunities arose.
I'm more the self-guided person and like to leammyown pace. So I'm more
self-driven in my selections. When | see sometiinag is valuable | latch onto it
and learn more. | think that through Twitter | watiart to follow blogs and find
people to collaborate with. | joined Classroom&d | met some other
colleagues. A teacher from Argentina and | stacmdmunicating and that is
how | found this hero project on Classroom 2.Quégs by completing my online
profile | communicated my passions and interestspgople found me.
These educators demonstrated how a focus on ceaqtiearning propagated multiple
opportunities and dimensions from which to learne3e results brought clarity to
Research Question 3’s inquiry on personal learbilgefs and virtual community

engagement. Through self-initiated approaches expds innovative techniques
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increased the range and scope of learning prospgeetiection on ideology contributed
to the expansion of teacher theories on learning.

Reframed beliefs. The process of learning communities evolves as reesnb
interact, do things together, negotiate new mearand learn from each other (Wenger,
1998). Eliza recognized the negotiation necessagrvengaging multiple learners. She
shared “I think there's always that give-and-takere you're working with a bunch of
people who have different ideas.” She continuedbwtifying varying beliefs about
technology within her group and wrestled with pssienal dogmas she felt were all too
common.

| was in a community where a teacher didn't thirgksliould be doing so much on

technology. | said it was a global project andwilag we are connecting the kids

is through technology. But they really want to hofdo some of those things like
mailing letters which again there is a need for stmes but when you're in

school you want that fast connection. Let's sayweee reading the same book, a

letter is going to take longer to get there andh@n we’d be on a different

chapter of the book. You can’'t have discussiong smail mail. You have to use
technology to connect and do some of the thingsvilechave done. | think we
can see learning getting better and better withuiegeof technology when we do
that.

For Beth, technology came naturally. She felt emgred to reframe her philosophies on

learning in order to maximize the potential of PL&®I collaborative communities. “I
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was used to working with other people and kickithggis around” she added, so this
(participating in Classroom 2.0) was an extensiothat. But now, | wasn't just
collaborating with my colleagues in the class | \abB® actually sharing information that
| was learning. This English teacher continued;
| have a professional learning community (at mydgrkevel) where we meet once
a week to kick ideas around and do some collah@ @ilianning for where we're
headed with our classes. As we do this is, wedatkjot down ideas just like it's
always been done. Now my two cents to the groggtithem to use technology
more. So we've done some Google hangouts whenamerg from the office
because we can all get to that drive so it'sle lticer to do things that way. We
also do chats and conversations on Facebook. Weeallanembers of the same
community. | think it's just strategies more thamthing else; coming up with an
idea and shooting it back to them and getting faeklb

When asked if his participation in Flat Connectichanged his belief about

collaborative meetings with other teachers Felpliegl, “No, | don’t think so.” He

added:
I've always believed that it (collaboration) wag/kend important for the future of
the world even before | started with Flat Connewidso, | wouldn’t say my
beliefs have changed but | am glad that | founsl toimmunity to work with. I've
learned a lot more and stretched myself a lot &rrbiecause | have this

community of people to work with.



178
Diana contributed an analogous perspective onlomiédion and networking.

It (Flat Connections) always introduces me to neais to try. A lot of what | do

now is online regarding collaboration with studetitgives them an opportunity to

go beyond the classroom and to know about thods, texperiment with them, and

try them all out. These are the ideas | have |lehhyebeing a part of this network.
These narratives include the recurring theme afiteis’ openness for scholarship. None
shied away from unfamiliar scenarios instead thegduhese situations as opportunities
for learning. Educators easily incorporated thafferént dimensions into their already
held personal beliefs on learning.

Reflection. The effects of a robust community can be palpalites effect can
sometimes be vividly apparent while other timedization develops from deep
introspection. Participants Beth and Felix desctibew their virtual communities
permitted a reframing of their original views. Bébloked back on her transformation,

| recognized that my initial belief about group Wwavas very negative and now

it's not. | know that that give-and-take doesn’'védo be face-to-face with my

colleagues, | can do it electronically. | thinkstalmost a little bit better because
it gives you that opportunity to pause and thintolbe you speak. I think it does
make some changes. I'm taking those tools anddatiog them in very small
doses not just to my colleagues but to my studé&dbody in our school does

this kind of work so it is foreign to them all.
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Conversely, even though Felix would say his belgdfsut communication were not
changed by patrticipation in Flat Connections, ltegaized that the number and value of
connections he made in Flat Connections were ¢¢bguality. “I wasn’t a digital hermit
but it certainly has opened up the world to me mydstudents.” This was a sentiment
expressed by many of the teacher participants.

Diana’s family plans and travel schedule madefftadilt to schedule the follow-
up interview. We finally connected while she washat International Society for
Technology Education (ISTE) convention in Atlar@eorgia. When asked to think upon
her overall experiences in Flat Connections anldtissome of her most memorable
encounters she shared the following anecdote.

| just had this very discussion in one of the boedlsessions at Unplugged. There

was a Board member who had come from Virginia. tbipec of our break out

session was on global collaboration and onlingiceiahips developing. He
guestioned these virtual relationships and askedvaduable can they...and he
used the word “fake relationships.” You could fdelse who had collaborated
globally take a deep breath. | was really caughgoérd but did have enough in
me to say we are all learning together and actuakyare establishing some of
the most amazing relationships we have ever hdessionally and learning the
most we ever have. ...you can have a very valualdeaathentic and close
relationship with someone online that you techiydaave never been physically

next to. When questioned on one of the foundatipniatiples of virtual learning
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communities, Diana’s leadership prompted her toleasjze the meaning
relationships had on successful practice.

Through her narrative it was clear that Diana wagee and open to new possibilities.
Still a learner, she reflected on her own perspesthumanized her comments when she
said, “Everybody gets a little nervous taking thsk but the more | use it the more
comfortable.” She went on to add:
| can understand what he was saying, though. Heaifite older and hadn’t
really caught on to the movement. He was stillkimg in old terms. He said for
him having a relationships means sitting down aadrig a cup of coffee with a
friend and talking. He said “when you’re doing thisblogging or online
communication, what kind of relationship could tha?” Then, we had a
conversation about how incredibly valuable thosatienships could be. |
wouldn’t have learned half of the things | know Hambt been part of those
virtual communities.
Wenger (1998) wrote that communities of practieerast only a context for the learning
of newcomers but also, and for the same reasarm)taxt for new insights to be
transformed (p. 214). As Beth thought upon the gkarshe experienced throughout her
engagement in Classroom 2.0 and the personalizatibar networks, she tried to
encapsulate the phenomena. She then made thistatsment, “| really like it (PLNS)

because it's something that is important to mer&hesort of a variety but specificity if
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that makes sense. It's sort of like big and smdhe@same time.” The magnitude of
possibilities was hard to put into words.

Generated Under standings: Personal Growth, Professional Growth, Realizations

Learning is at the heart of personal change amgfitamation, and the learner
must be willing to take risks and deal with chawggsituations in his or her
environment (Wenger et al., 2009). Through the aamgnsive analysis conducted in
this research it was apparent that each of thesieipants had personally evolved on
some level. Eliza believed that there were a lapygortunities to be learning and having
her eyes opened to taking those risks of doingeewthing things differently because
things change. These enlightened moments facditateoutward appreciation for the
manifested growth that occurred. Felix changedlloyéng more student exploration
and discovery rather than giving detailed diretibefore each lesson. Beth noted a
positive transformation of her beliefs on collakima.

Many new concepts and philosophies were represémtedgh the diversity of
members of both Classroom 2.0 and Flat Connectidm&ugh collaboration and
participation educators developed a new awarerfabgio already held beliefs on
learning. Recognition and reflection on these friestspectives gave the teachers
alternative opportunities from which to improveithastructional pedagogy. The
teachers selectively utilized these learning prosp® advance themselves personally

and professionally.
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Schreck (2009) specified that in order to advareregnal or professional
knowledge, the subjective nature of learning rezgiawareness of one’s strengths and
weaknesses. Participatory learning in this study fwand to involve an assertive
approach for information acquisition. Examplesto$ tevolution will be discussed in the
personal growth section. Brown and Ellison (19949atibed active learning as
stimulating students so that they develop habdstimke them think about how as well
as why they are learning and to increasingly tasponsibility for their own education
(p. 94-95). The premise of personal accountaliitittknowledge development may be
one of the most powerful concepts regarding indigldyrowth.

Personal growth. While the changes were subtle in some and pronalince
others, participants found specific areas in whingy felt they needed to develop. Beth’s
renewed ideas were in the area of collaboratioe.&lsociated her personal growth with
a situation she went through many years ago. Sieed:

| think it does it change my attitude about grougrkv Several teachers are of the

same mentality where we don't do group work becawsend up doing all the

work ourselves. This (Flat Connections) truly chesthe face of group work and
gives me a good model for later on if | chose tesdmething collaborative like
this with my students.
Felix recognized his change in practice when intobglg a new topic. He disregarded his
personal inclination to control situations, andamaged exploratory learning for

students. He shared:
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I've always had the students explore wikis, forrapée. Since starting with Flat
Connections | have an early semester project wsteckents teach their peers
about a topic and then they use a wiki to work vedich other. They use a wiki to
build a reference for other students on their topreviously, | would have shown
them a wiki or explored playing with a wiki. Flab@nections encouraged me to
change (doing it this way) which changed my ertoarse. I've moved from
quizzes and tests to doing as many real-life bastdities as possible.
The use of authentic activities creates a moregingand interesting learning setting.
The caveat, as Eliza explained, is ensuring theatlthentic undertaking has merit. As
she looked back on a recent activity she recogntgeshortcomings. Eliza’s personal
views on learning made it difficult for her to remile the scenario. She described a
lesson in which her students used Skype to col&ibavith students from California.
It's (Skype) a real basic and simple way to gathees to use more technology in
the class. It's a one-time shot. You don't haved@ lot of planning. You also
don't have to do anything afterwards so; this ame-experience becomes very
shallow. You're not doing anything with it, youhret adding it into the
curriculum, and you’re not getting these kids tallsethink about what they're
learning.
Likewise, through Diana’s acknowledgment of herestipial participation in her virtual
group she was resolute in changing. Wenger e2@09) called this type of participation

peripherality. While better than no participatiopiovided “an approximation of full
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participation that gives exposure to actual pratt{p. 100). This pseudo engagement
created safety for the participants but provide@pportunities for risk taking.

Six years ago | would have called myself a lurkevould go to a blog or get into

these online meetings but | would just watch, raotipipate. To me, that's a bit of

an intimidating environment because it was uncotafide. Not having the face-
to-face was just weird to me at first. It was sdmreg | had to adjust to. As |
started involving myself with Flat Connectionsdrséd having more and more
online meetings | got so much more comfortable withou contribute, you add,
you get on videos, add to the audio, you throw gbmeg in an online chat, and
the more you do that, | think, the more comfortalda feel. Previously, | noted
that the new teachers that came into the globggiotended to be inconsistent
in participation. They tended to be quiet in onlmeetings. Now, | get it because
that was me once. | find that tends to be an unodatile situation until you

actually do it. Using personal experience as atersamine practice created a

unique viewpoint which Diana utilized to help oth@row.

Professional growth. For growth to occur, whether on the personal or
professional level, the learner must be agreealdegave consideration to new
possibilities. Beth relayed how she had to strasdlyi approach her colleagues to
convince them of the importance of using educatitewnnology.

My two cents to my PLC at school is to bring tediogg tools in small baby steps

just so that I'm not overwhelming them becausaiitloe overwhelming. But this
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is a kinder, gentler approach to using technologyollaborative ways. This way
I'm more likely to get the buy-in from my colleague
As a master teacher, Eliza vocally compared traakti communication with a new
model. She seemed to weigh the possibilities dfil baeaningful forms of collaboration.
While both were decidedly useful, she seemed t@pw@mphasis on the latter.
| think it is (learning environments) changing atslgoing to continue to change.
| think for me there is still a whole lot of valuebeing face-to-face with person.
But | think that there are some things we do tloat'tcheed to be face-to-face. We
can be learning online with our peers and possiblyple who may become better
peers to you than people who might be geograpkichdker to you.
Professional awareness can supply a distinct groppiortunity that can assist in a
rewarding future. Accomplished educators find nesrfor learning in every exchange.
Beth reexamined her work and admitted through her @xample that the benefits of
professional learning are reaped by her and hdests as well.
| have come to learn that knowing where | want taglents to go and what |
want them to take away from my lessons makes ngpteplans much easier to
produce. Reminding myself (and my students) whatbal is for any given
lessons has it benefits; using the tools | havenezhthrough Classroom 2.0
makes it all worthwhile. | am still a work in preggs but | guess an old dog can

still learn new tricks.
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The inclination to participate in opportunities fmmofessional growth seems to reside in
those who are open to change. These potential greggsions seemed incongruous to
the beliefs of Grace, the teacher with divergeaasl Again, we mention that even
though comprehensions of the advantage of connézening were absent, she was still
attached to traditional practices. She said;

| would rather go to a professional developmensisas(that is planned) than go

to a webinar. I'm not saying that | haven’t donefblout | haven't really found

anyone worthy of collaborating with. Also, | havergally found any group that |
got something specific from.

As a library and technology specialist, Grace’ssplinfluence was extensive.
Her engagement in out-of-date methodologies mirechihe capacity for tremendous
effects within her school. Her continued profesal@axposure to contemporary devices
and practices may present a host of new opporésnitom which she and others can
learn.

Realizations. Changing personal beliefs, educational pedagogyjrestructional
practice does not happen quickly or without a pergEending some time reflecting.
Insight and flexibility are necessary aspects fpeeson open to changing. As Carla
stated, “If you're talking about the last 7 or &nge(time as part of virtual learning
environment), my beliefs are still the same. If 'yewalking about before then, they have

changed drastically.” Beth articulated that thamge required a teacher who was
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motivated, open-minded, and eager to try sometbirigf the ordinary. Diana provided
this example to demonstrate her eagerness to learn.

Before | got involved with Julie Lindsay | partieied in another virtual personal
learning community, 6 years ago. We learned toSksge, Diigo, and blogging. |
have not ventured anymore into that. | had not ghott into my teaching and it
was not part of my personal life. | had not immdrseyself in any of that. They
talked about how valuable these tools were to fegchreally began to see some
things that | was not aware of before. | decided tmeeded to make more of an
effort to use these tools and once | did | begafirfg more comfortable with it.
Personal attempts to engage in community usingfaend skills along with
technological endeavors can be daunting. Thougéretimay quickly tout the advantages
of certain applications and devices, Eliza usesel “skeptic” when presented with a
popular new tool that she had not evaluated. Ste thas example:
After investigating virtual reality environmentsmailations, and tours on
conducting research on what the experts have talsayt virtual reality in
education, | have to say that | have changed mymbout the use, effectiveness,
and purpose of virtual reality in education.
Beth went through a similar transformation when eva@uated various sites and
applications. She promptly realized that she ne¢ol¢éake small steps as she grew. She

stated:
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I’'m not a complete convert yet however, | can $eevialue and effectiveness

virtual reality sites, applications, and simulasdiring to students in the name of

convenience, cost, and curriculum. The secreinktand have learned, is to
strike a balance between what happens in a traditdassroom with doing
nontraditional activities.
As the teachers prepare students for required seseds, there are challenges to
becoming well versed in multiple fields of practiédby shared her observation when
she stated, we can’t do nearly as well in isolat©@wollaboration is where the learning
happens, that's where the true success comesimenging of ideas and the sharing of
information.

Virtual learning communities, such as Classroomah@ Flat Connections, offer
potential relationships with colleagues and propgeseurces that were once far beyond a
teacher’s reach. For Abby, joining PLNs added toteaching practice and strengthened
it. I's a good place to start, find resourcesfatiow and get to know people in your
field. Beth’s PLN supplied tools that enabled hekenbold change like including a
social bookmarking page for students to keep aiftlesearch materials organized and in
one place. This spilled over into their researgiorts.

We are currently in the midst of teaching a CaResearch Paper to our

10th grade students and | am already beginningeadtsat when | teach this

research paper next year, a couple of things reedange. We need to stop

writing on note cards and move to digital note#gkiMy process needs to be
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more solidly in place before we begin the lessbkaow | need to incorporate
more purposeful planning with a stronger focusafanore authentic learning
experience.

Beth continued and shared this analogy to expresasshe moved through her PLN
shopping for worthy endeavors.
It's kind of like going to the grocery store andisa I'm hungry but | don't really
know what | want to eat. When you get there, yonkththat looks good. I'll try
that thing that looked really good. | may try thaggain if it's like the first
experience. I'm sort of shopping around and lookmngee what's out there and
finding something that | need or am intrigued bysuially learn something new
or get information on something that | just didmbw about before.
The benefits of participation in connected virtcammunities of practice and engaging
in established social networks are boundless. Graan be represented through
modified personal beliefs, reevaluated professiatenlogies, and improved pedagogy.
Diana confidently felt that she personified theipes evolution she experienced from
participating in online learning communities.
I’'m a stronger teacher for it. | think | have sochumore to offer my students by
being part of Flat Connections network. | am farencomfortable in my
teaching. I'm much more comfortable taking riskd Bm much more
comfortable with not being the one who knows it tile one with all of the

information. | have finally taken on a role whelma there to mentor and guide.
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Reforming solidly established beliefs is a chalkeoften left with fruitless results. As
professionals, educators have traversed the ebbBamdf countless educational
pedagogy. While firmly held principles on persolearning were factors in teacher
engagement in virtual communities, the transforamatested on the understanding that
“we are now creating knowledge together, testirpties and ideas, collaborating on
solutions or actions, and sharing back most evergtive learn in the process” (Schreck,
2009, p. 23). This notion recognized that those twne evolved over time...have
shifted important attitudes and practices as dtresthe reframing of what they do
(Schreck, 2009, p. 137). Newly established undedstgys on communities of practice
and personalized networks for learning broughtetieachers to the forefront of present
instructional approaches to learning. Teachersareéd beliefs may result in the

modernization of practices that are more commetsuveh contemporary ideologies.
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Summary of Findings by Resear ch Question

Resear ch Question 1: Enhanced Teaching

The research findings confirmed that teaching @dsanced through
participation in virtual communities of practicedathhe connections made within personal
learning networks. PLNs, technology tools, and tasitructuring were the main
categories found under Research Question 1. As menolh Classroom 2.0 or Flat
Connections, teachers became confident manag&ishs for professional development
and were self-directing in their processes creafiggal collegial connections for
support. Participants found relevance in their messof sharing passions with like-
minded colleagues and the collaborations that deeel from those interactions.

Personal and professional factors prompted eigtiteoparticipants in this study
to utilize progressive learning tools such as Skyyegs, and Twitter. They modeled
exemplary collaborative practices and were catalfigstchange within their schools.
These experienced teachers became advocates faeated communication and
provided individual, small group, and large groapdher training opportunities. While
teachers’ preexistent personal philosophies wetraltered by their participation in these
virtual communities, they recognized that technglags the vehicle by which they
could extend learning beyond classroom walls, anldis stated, “Become powerfully
connected globally.”

Preparation and flexibility were characteristidlodse communities as unforeseen

situations arose often. The teachers spoke ofwbemnelming realities of the classroom
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and credited their use of digital technology asn&aluable tool in facilitating the
organization of themselves and their students.rébigrocal efforts of the teachers
reduced the duplication of work which made timedther creative ventures to take
place. Sharing resources and working knowledgesasad productivity among the
teacher participants.

Resear ch Question 2: Collaboration

The interest to learn and contribute within virtatammunities of practice
augmented the teachers’ potential to refine timsitructional practices and enabled them
to communicate with experts and educational piaogts on a global platform. The
accessibility of resources exponentially expandwedugh this digital interface as
teachers and students engaged in authentic coongecAn and Reigeluth (2012) stated
that as students work collaboratively to create keawledge, authentic learning
experiences help them develop real-world skillshsas collaboration, critical thinking
and decision-making skills. This pooling of varexperiences and knowledge resulted in
specialized collaborative environments. Learnimgtfhand challenged the teachers’
educational pedagogies as well as their backgroandww they teach and learn
bringing perspective to these digital engagements.

The allocation of vital information and educatioaahievements gives each
school an identity worthy of being shared. Commusiakeholders such as families and
business leaders can then see the changes madaetssugh their support.

Transparency in practice and policy were foundalidor each organization. While the
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use of reformist technology practices had posi@aening outcomes, the teachers
expressed that the safety and value of this preyegducational technique must be
clearly communicated to parents and local commustaieholders. The teachers used
newfound digital devices to ensure clear commuimnathich assuaged parental fears
and reassured the community about any uncertaitégsmight have. Teacher and
student use of collaborative pedagogical practiedaced the generational gap between
adults and students, opening new opportunitietefoning. Meaningful learning can
develop at the realization of personally meaninghd educationally worthwhile
learning outcomes (Wenger, 1998). This approackwetddow the development of both
teachers and students can grow immensely.

Social networking is a term commonly utilized amdlerstood by the millennial
generation. Tapscott (2009) called them the Net&whstated that they are incredibly
flexible, adaptable in their thinking, and very mmakedia savvy (p. 98). This research
found that once the teacher participants had pesexperiences within online
communities they were more likely to continue tltkgital learning endeavors. As
teachers participated and gained skills using ‘&aaid participatory technologies”
(Conole, Galley, & Culver, 2011, p.120), like Facek, Skype, and Twitter, they
recognized the potential of networked environmeliga described social networking as
the “when-needed and when-time-allowed capacigctess resources and to interact
with each other at their own pace.” The socialvwoek concept became demystified as

teachers developed new understandings and tookotoner their learning.
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Resear ch Question 3: Personal L earning
Personal philosophies are typically determinedyaar& career and tend to
remain the same over time. This key factor playsgyaificant role in teachers’
engagement in virtual communities of practice. iBignts were resolute in their beliefs
about learning which inclined some to resist thespect for growth. Participants ranged
in age from 42-62 years and had between 6-35 ygaesnching experience. All had
essential technology roles in their buildings. Whiey were open to the full immersion
learning process common in both Classroom 2.0 #gidJ¥onnections, their ideas on
learning were not greatly impacted. Most felt mershig in these communities
reinforced their preexisting ideas on learning asd\bby stated that participation in
Classroom 2.0 strengthened her beliefs. Collabagtractices were the norm for most
all of these teachers. Felix noted that he had bdengtime collaborator, but Flat
Connections gave him richer experiences in whiclddk. Before these teachers entered
the virtual learning environments, they held esshlgld ideas that were similar to many
of the principles of Classroom 2.0 and Flat Coninast
The data from Research Question 3 establishedites¢ participants thrived at

being life-long learners. Eliza mentioned that retgss of her participation in the Flat
Connections or as a project manager, she learmadtbong new every time she was
engaged using technology. Exploration of innovagixactices and techniques were made
possible by the teachers’ pursuit of meaningfulde®. Hope recalled being given a

technology tool she had never used before and ghrbar perseverance, figured it out.
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While participants’ beliefs did not markedly chantfeey did respond that they were able
to extend their learning and ideas about certgic$o Abby shared, “Classroom 2.0 also
had webinars and presentations so, just havingthat entity in Classroom 2.0 was
great and it expanded the area of things you Gan liegom.” These participants
recognized many of the opportunities provided taritthrough their engagement within
these virtual communities of practice.

While eight of the nine participants utilized timeeéntive methods of teaching and
learning offered through their participation indkevirtual communities, there was no
suggestion that teachers moved beyond what wasngszs Some of the participants
began their community of practice experience thhoaig outside influence while others
were required to join a community for a univergsiburse. Regardless of the manner in
which they began their participation, teachersmditlindicate that their engagement
inspired them to branch off independently to finstidctive experiences. They were
highly engaged in new opportunities and used tima tenspired” to describe their
motivation to continue using the tools they expeerexl during their practice in their
learning communities.

The teachers eagerly utilized the opportunities Were made available through
Classroom 2.0 and Flat Connections. They identifese learning environments as
enlightening, it opened their eyes to things thag hever heard of or knew existed.
Felix, with his zeal for technology, articulatectline has been trying things that didn’t

exist when he started teaching and when he stal&¢dConnection activities. Even
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Anne, a veteran with 27 years’ teaching experiele@@ned a lesson in cultural beliefs
from an encounter she experienced via Skype. Tdeh&zs’ journeys in these learning
environments were their keystones of learning aofepsional growth. In order for
students to grow, so must teachers. Wenger 2@09| stated that “while people think
and work differently, they should all be focusedtb@ same audacious goal, to contribute
to the world’s capacity to learn” (p. xii). Educegon this research study epitomized
progressiveness through their desire to expand khewledge through their virtual
community learning experiences.

Interpretation of findings, limitations of the sjydecommendations, and

implications for social change are discussed ingBeb. Concluding remarks highlight

the core of the research. Suggestions for futiseareh are included in the final section.
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Chapter 5: Discussion, Conclusions, Recommendations

The purpose of this qualitative case study wasé&rgne how teaching was
enhanced through participation in communities acfice and to analyze how teachers’
beliefs on personal learning and collegial coll@bon impacted this membership.
Communities of practice and personalized learnetgvarks were evaluated to determine
their bearing on enhanced instructional strategws;h included integrated educational
technology practices. | found that individual teaxc values on learning and working
partnerships influenced teachers’ engagement watininal communities of practice.
This supports Fazio’s (2009) findings on the indual and social development of study
participants engaged in collaborative communitigsractice. Fazio stated that the
relationship between participants’ abilities angerxences can “propel their personal and
professional growth” (p. 104). Relationships essdigld through social networks and
reciprocally beneficial collaboration furtheredtinstional practices to reflect 21
century principles.

This qualitative case study was an exploratiorhefdvolving field of educational
growth and professional development as balancqmedggogical beliefs. Results
contributed to the transformative practices inftakel of online teacher learning
communities through an understanding of teacheslipitees for knowledge and
collaboration. Semi structured questions and arsabfgeachers’ contributions to digital
Nings presented data that were coded and reviewétemes that emerged from the

analysis. Clarity was provided on teachers’ belib& influenced their engagement in
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virtual opportunities for continued learning. Irettata collected, | was able to determine
how closely teachers’ beliefs were associatedeo thtegration and use of technology as
a learning device.

This study provided a glimpse into how nine purpalbechosen teachers who
engaged in virtual learning communities restruaubeir academic and personal
philosophies on collaboration and learning as altre$ their participation in
communities of practice. Meaningful connections enadthin personal learning
networks influenced technology integration intainstional methods subsequent to
participation. The participants emphasized teachelationships with learning,
collaboration, and technology implementation thatewdirectly connected to their
preexisting pedagogical views. Teachers’ beliefsualheir learning were well
established before they entered their classroomsl@hnot change during or after
participation in virtual learning communities. FRmme participants, while their
conceptions on building communities for learningdatened through their engagement in
the Classroom 2.0 and Flat Connections, their vienvgeaching remained consistent.

I nter pretation of the Findings

Researchers have described the efficacy of vidodmunities of practice as
settings for teacher learning and professional ldgweent. The need for relevant
professional learning and time to reframe belieid practices emerged from my
investigation as the most prominent areas of confmerteachers. Darling-Hammond et

al. (2009) stated that professional communitiesnawst effective when teachers are
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involved in the educational decision making andehaagular blocks of time for teachers
to collaborate. A self-directed personal learnirggimod (Melville & Yaxley, 2009) is
preferred by teachers and allows them to feel cctedeo the entire team (Wenger et al.,
2002). Virtual communities of practice provide atfdrm for dialogue that opens
teachers’ minds to different perspectives and iaddash was supported by my findings
on teachers’ reported expanded knowledge.

Huggins et al. (2011) emphasized that stakehokgideaders need to nurture
these virtual learning environments for succesdentialoney and Konza (2011)
prescribed a time for teachers to reframe theietsend practices. My research
outcomes were in line with Huggins et al.’s (20a&yl Maloney and Konza’s (2011)
findings on the need for backing from stakeholderd ample time for restructured
practices. A joint effort from stakeholders, leajend educators increases the
possibilities of successful environments and pcastto occur.

Maloney and Konza (2011) examined the outcomedtiegdrom differences in
philosophical principles within communities of ptiae. Maloney and Konza found that
some teachers refrained from voicing their opinidas to a lack of confidence or fear of
causing discord within the group. Teachers in setftained, self-supporting classrooms
hold personal beliefs that are not regularly cmglésdd, and by not having to conform to
group practices, they are able to maintain thespe®oted ideas. My research refuted
this finding as four out of the nine teacher pgvaats held positions in which they

worked independently and were not connected teeeispgrade level or teacher team.
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Despite the lack of direct associations, thrednesé educators, Abby, Hope, and Iris,
developed relationships through their virtual comiinteractions. Their work
environments did not facilitate professional netxgoiso they established virtual
connections which thrust them from isolation. Tless especially true for Iris, who lived
and worked in a rural Australian community yet madme of the richest collaborative
experiences for her students.

Slatter and France (2010) determined that teacbeti®fs had an influence over
who had control in educational situations. Sladited France used the tetatus of
controlto describe the fluctuating transfer of power bemeeacher and student
interactions. The position of teachers’ beliefsxgla continuum represents their ability to
share or relinquish this locus of control. Posi@édron one end of the continuum are
teacher beliefs that result in learning situatithad are designed and delivered by
teachers. The center of the continuum denotes ¢esidbeliefs and willingness to
distribute control and utilize community membersdsacators. On the other end of the
continuum are students who seek open-ended |leaerjpeyiences. As the locus of
control is shifted to them, they take on leadersblps that influence their learning
experiences. Through my research, two more nod#sddokefore and after the center
position of this continuum may extend knowledgéhia field of educational technology.

In addition to the three existing continuum nodeacher-led experiences,
communities of practice within reach for teacherd karners, and student-driven

learning, a fourth and fifth node could be addexmhglthe scale as seen in Figure 5. These
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new nodes are positioned as the second and fooddsn The second node would
provide a transitional step from solely teachenglesd activities to include continuing
teacher professional development, cooperativeenftes using strengths of community
of practice engagement, and collaborative praetgeeriences. Through firsthand
practice, this step would drive teachers to mowenfa controlled style of instruction
towards an exploratory instructional approach tfggrs respectful student tasks. The
fourth node placed after the middle node wouldradféevel that considers student needs
and integrated student interests. This step wauldosver students to take responsibility

for their learning through authentic experiencegeéd in 2% century applications.
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| examined the influence that teachers’ persorahiag pedagogies had on their
engagement within virtual learning communities @qtice. Due to the nature of their
open-ended and collaborative nature, the Classéh0rand Flat Connections
communities provided an excellent setting for thigestigation. | determined that
teachers’ established ideas about their learnidgcatiaboration became intertwined
with their virtual practice. Teachers’ prior knowfge was not a drawback to their
participation, nor did it change their views. Edioca were introduced to techniques and
concepts they readily adopted and used to creatible learning environments that
extended their knowledge development beyond classmwalls. The teachers pointed to
the direct advantages of this new learning, whicdiuided innovative instructional
strategies such as global collaborations and teawtevorking. Wenger (1998) wrote,
“The transformative practice of a learning commyoitfers an ideal context for
developing new understandings because the commaustgins change as part of an
identity of participation” (p. 215). Teachers applitheir conceptions of learning to their

engagement in virtual communities of practice.
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The outcomes presented personalized learning nietvadra means to
collaborative practice that teachers utilized teedep professionally and reinforce
confidence in their pedagogy. Colleagues with simileeds formed relationships and
engaged in educational discourse through virtupeegnces that advanced their teaching
and increased professionalism. Wenger’s (2002ppbphy of building sturdy units for
learning played a central role in creating thetreteships required for global
collaboration. Robust connections were importarth&integration of contemporary
practices, and effective interactions resulted utually beneficial partnerships. Wenger
et al. (2002) stated “by uniting people from diéfet regions or countries around topics
they are passionate about increases the denditg oélationship between members” (p.
135-136). The teachers’ collaborative interactipresented opportunities to extend their
learning and fully engage with local and globaleagues.

My research identified the value of reciprocallyadtageous relationships as
veteran community members were intrinsically mdgdato provide support for fledgling
members. One of this study’s participants, Febiatexl that his inspiration emerged from
prior experiences in which collegial support enem@d his full participation. These
professional affiliations often evolved into opponities for teachers to take on
leadership roles within various communities of pigcas evidenced by the study
participant who became a virtual moderator. Retetops based in community practice

became positive conduits for learning and profesdidevelopment.



204

Wenger’s social learning theory provided the fraragwfor this examination of
teacher pedagogies on learning and collaboratiba.géneral tenets of Wenger’s social
learning theory framed the idea that learningss@al activity that is most effective
when learners engage in creating products thatensonally meaningful (Wenger et al.,
2002). Social learning theory emphasized that lagramerged from social interaction
that can “sustain and have enough mutual engagampatsuing an enterprise together
to share some significant learning” (Wenger, 19986). An analysis of findings of this
study revealed that teachers’ personal ideologidearning stood firmly grounded and,
rather than being swayed, became enriched by phaeiicipation in virtual practice.
Membership in personalized learning networks throGtassroom 2.0 or Flat
Connections enabled the teacher participants toemirglobally, using 21st century
technologies, and to engage in collegial collabonat

Relationships built with learning communities fostavironments that “organize,
upgrade, and distribute knowledge their membersusey day” (Wenger et al., 2009, p.
76). There was evidence to support that the ppatititeachers’ exchanges became
platforms for real world interactions, collectiverks among teachers, and opportunities
for reflection on pedagogical practices. McArdle &outts (2010) highlighted the
importance of critical reflection in any learningttsng as it joins members enabling them
to create shared knowledge and work together tcernbkinge. The fellowship enjoyed

by Classroom 2.0 and Flat Connections participant®uraged these collective ventures.
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Wenger’s et al. (2002) social learning paradignedeined that “customized
communities of practice make it easier to learnguodv in” (p. 151). This research
substantiated that the intention of virtual comntiesifor learning were enriched by the
communication and sharing within those groups. Sdwal, multi-faceted learning
experiences of participants highlighted Wenger'sigoan on knowledge building through
community relationships and learning through sosfialctures. Collaboration in 21st
century communities of practice provided paradigmsessary for teacher growth.

The foundational elements of communities of pracémphasized the internal
dynamics of the group. Wenger (1998) identifiedsthieatures as critical to the
community’s operational effectiveness. The reduitsh this study provided evidence of
the socialized behaviors that practitioners engagédetch Wenger identified as essential
to a community’s success. The social productiomeéning included relationships that
supported practice within communities. As these roomities progress and matured their
common objectives empowered them to remove bamiglsengage in meaningful
practice around the world (Wenger, 1998).

The educator groups used in this study represehigethteraction as they
harnessed technology’s fluid capacity to conneetrtlvith communities and colleagues
abroad which facilitated this construction of knedde. The participant educators’
worked cooperatively to overcome obstacles andemgabal affiliations which enriched
their instructional practice and served as an dppdy for professional growth. This

study on communities of practice as instrument®fidranced teaching embodied
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Wenger’s social learning theory as members of @ass 2.0 and Flat Connections
interacted through educational discourse, relaktignisuilding, and engagement in
practice to learn.
Limitations of the Study

Yin (2009) stated that case studies focused onglessituation that may or may
not be transferable to other groups. Typicallyestfic facts are based on multiple
iterations of an experiment in which results camd@icated (p. 15). The reproduction of
research results were a study limitation as theilitiato access an abundance of
participants limited my study to the responsesefrtine educators who replied to the
invitation. | utilized several recurrences of tleeearch data as well as an extensive
analysis to expand knowledge in the field of ediocategarding personal perspectives
towards virtual learning interactions.

The risk of bias entering the research during uisvs or while examining
archival data was considered and intentionally ceduThroughnsider research
(Dwyer et al., 2009) my shared understanding dbigircommunity participation may
have resulted in assumptions being made. Reflegiv@aling of my perspectives
during the two interviews with each of the ninetjggrants facilitated an impartial
scrutiny of the data. Careful review of my notesught attention to any preconceptions
which were then circumvented during the secondvige and subsequent Ning

analyses.
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The potential impact of researcher bond with pgréicts may have also been a
limitation to this research. This chance was miagdithrough the triangulation of the
three data sets which included an initial intervyiewaluation of Ning contributions, and
follow-up interviews. The use of multiple sourcedbstantiated the responses offered
during the interviews (Merriam, 2009). The variedthods of data collection
authenticated the results of this study.

The ability to validate study results indicatingttthey could be transferred to
teacher involvement in any virtual professional@epment model was the final
limitation (Yin, 2009). In this case, participationthe Classroom 2.0 and Flat
Connections paradigms was examined and resultedftudy were specifically
associated to teachers’ interactions within theeéepsional settings. Exact program
features may be difficult to recreate and partictgasponses are uniquely individual.
Attention to these limitations diminished any négainfluence they had on the study.

A possible threat to validity incorporated teachéar of being judged as a result
of their participation in the study. Educators weot identified by name in the study and
pseudonyms were used to protect each participalergity. Teachers independently
chose to participate through their response tdterlef invitation posted to their
community Nings. There was no penalty if they regfsal to the invitation and then

chose not to join. The richness of the data comoates the strength of the results.
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Recommendation for Research

Through varying research approaches future studieducted on teacher beliefs
on self-learning, collaboration, and participatiorvirtual communities of practice may
enhance the field of educational technology. lhdaesumptions in this study expected
that teachers had an intermediate level of teclyyad&ill and could navigate within an
online environment. It was assumed that teacheeyipus experiences in professional
development provided them with multi-leveled tragpin technology practices. Greater
information would come from a correlational stutigttinvestigates student achievement
in relation to teachers who are entering the fafldducation as a second career to those
who have only had careers as teachers. Questianexplore the types of technology
training and skills second career teachers brirly thiem could assist in understanding
how previous exposure to technology affects legéomfort with technology use in
classrooms. Continued research on teachers’ preweminnological experiences may lead
to the development and application of tools th&drms future educational teacher
programming.

My research indicated that while teachers had dexes of collaborative
experience it was not clear how they initially jeiththeir communities of practice.
Further research using a mixed method approacteiaaines if teachers were required
to participate, influenced to participate, or sifren in their actions may give insight to
their level of motivation within their communitieBhe use of interviews and discussions

with teachers, self-reports, and scale ratingsccpudduce a comparison tool that
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determines how the different initial stimulus favolvement in communities of practice
reflected in their motivation and engagement. Dadg reveal the relationship between
the characteristics of teachers who continued esrgagt in these communities and those
who did not.

Virtual communities of practice present differingrgpectives and ideas which
can change teacher beliefs about their practicei(R810). Sang et al. (2009) stated that
personal beliefs systems exert a powerful influestéeachers’ curricular decision-
making and instructional practices. While thergaserous data on the ability of virtual
learning communities to shift teachers’ beliefdldiis known about when or where their
beliefs are formed. Ertmer and Ottenbreit-Leftw{2010) proposed that long-standing
beliefs about teaching and learning are formeddasepersonal educational experiences
to which Prestridge (2012) added can be resistachange. A comprehensive mixed
method study on the personal and educational baakdgs of pre-service teachers may
indicate a rationale regarding the developmenteo$@nal philosophies of learning. An
understanding of the evolution and maturation athers’ ideologies may provide a
guide for course design in university programs.

The second assumption of this study expectedtseihat were representative of
typical conditions within virtual communities. Waiho study will exactly match the
findings of another, sufficient, descriptive dagach as participant quotes and interviews,
make transferability possible (Merriam, 2009). Tasults could then possibly be

generalizable or transferrable to other typicaiugl learning environments.
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Findings from this research determined that teaclpersonal beliefs about
learning were not greatly impacted by their engag@nn virtual learning communities.
While they did benefit from social interactions ahd development of personal learning
networks, growth could only be demonstrated thraihghnew interactions that lead
teachers’ to participate in personalized commuadtyvities. Teachers who progressed
and adopted new practices only expanded as faeandst advanced person in their
personal network. There were no teachers in thidysivho indicated that they were
motivated to seek further advanced learning opparés on their own. Their
participation and growth relied on the leaderstiptber teacher participants. A mixed
method approach using multiple techniques for daligction such as surveys,
observations, and input from school leadershipsaakieholders may provide a more
robust assortment of data that produces a methraddce accurately measuring teacher
growth and motivations for learning.

Best practices in educational technology incorpotla¢ perspectives and
motivations regarding beliefs and practice, bub astinguish if the motivation is
aligned with teachers’ pedagogical beliefs or whidir beliefs on technology. Research
indicated that the value placed on the professidaaklopment task and the terms of the
environment were factors in the level of teachetigaation in these learning
communities (Maloney & Konza, 2011). Sang et &00@) stated that technology
integration can be enhanced or hindered by cuéindecontext. While an understanding

of factors relating to this relationship are esis¢im developing and strengthening these
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technology rich environments, further research diagnguish if teachers’ beliefs about
practice can be attributed to their pedagogicaksier their beliefs on technology use.

Richmond and Manokore (2010) determined that teeadirse called “teacher
talk” between community members and non-projedeagiues enabled teachers to
recognize their ability to act as change agentkeir field. This commitment to
becoming life-long learners promoted teacher pcaduring their study. Further
research that investigates the influence educdtdiseourse with non-educational
organizations could provide perspective on elemfmtprofessional growth. The
continued search for innovative methods for knogéedharing reaches only as far as the
next successful educational organization. An oetsxrspective may provide a spark
that initiates improvement by investigating effeetorganizational systems at work.
Teacher talk through learning networks and virtahmunities has not been
demonstrated to motivate teachers to change pea&itccessful non-educational
programs have leaders that facilitate growth sevatuation of these programs may
provide a new vision for education.

Preparation and access to the correct job provdstan make a difference in
motivation to engage in practice. Teachers maybknied to participate in communities
for learning, but environmental factors play aidistrole in its actualization. In the
research conducted by Baker-Doyle and Yoon (20ddghters reported that the quality of
the technology was a motivating factor in theirtiggvation. While teachers’ beliefs on

collaboration and participation may be favoraldhe, ¢ducational environment must be
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conducive to successful practice or teachers nfagimgrom engaging with it. Future
research on factors including socio-economic chghs, lack of administrative support,
and limited resources or access technology maylepabgram leaders to identify
barriers to participation and address factors teaane teacher development
opportunities.

Virtual communities of practice have been showhd@dvantageous in providing
opportunities for teacher growth. Many educatorgeh&cognized the flexibility of the
environment and the richness of its resources.tiing assumption of my research was
the expectation of truthfulness in participant tesges. There were no indications that
any of the participants in my study were untruthfittirough honest responses continued
research on the alternate experiences of teachersliscontinue community practice
may contribute to designing custom-made commuedyriing models that truly reflect
teachers’ needs. A qualitative study that considertiple representations of teacher
engagement in practice with a focus on the elentbatgrove to be obstacles to
participation is also recommended. As teachersidently report barriers to their
engagement in virtual communities of practice, éhisrgreater likelihood training will
provide opportunities for improving teacher pragsi¢eading to professional growth.

Implications

This research contributed to an understandingetffects teachers’ beliefs on

learning and collaboration have on engagementrtnalicommunities of practice. Based

on the evidence from this study, teachers’ vievesdarep-rooted before they enter the
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classroom. They sought worthwhile programs thathed these beliefs for support in
their continued practice. Teachers’ receptivenesgetv knowledge provided exposure to
sophisticated techniques that resulted in teagbiogress. Through focused attention to
the findings, leaders and teachers may become extgdavith strategies that motivate
individual teachers to construct new knowledgeufgrointeractions within learning
communities and global educational connectionsib@edte planning in both Classroom
2.0 and Flat Connections fostered advancement$’iceéhtury techniques that embodied
an ever-changing society.

Technology that reflected modernized methods ctdeapgortunities for local and
global collaboration that were successful when suegd by organizational decision
makers. The Partnership for’2Century Skills (2007) emphasized that strong adegc
encouraged policies and initiatives that contriduteeffective implementation of
forward thinking educational systems. The benéfitstakeholder support are paramount
as it may influence the replacement of long helgcational paradigms with methods that
align with contemporary societal changes and teldgnmal innovations including online
learning. Social change may emerge as leaderstakeh®lders continue to back
educational development for an improved educatiepstem.

Teacher matriculation in education programs magdform field experiences into
virtual experiences, and pre-service teachers maguate with the skills necessary to
lead technology-based learning practices. ErtmeérQitenbreit-Leftwich (2010)

suggested pre-service teachers demonstrating eadsriheir technology proficiency in
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order to graduate. Traditionally structured edwsal models for professional
development are becoming less prevalent. Progeesdas and Zcentury technologies
have transformed learning. Technology providescHpacity for pedagogical changes
which included interacting and improving “our rébeiship with the rest of the world”
(Tapscott, 2009, p. 127). Technology’s integraisnwital in preparing students to
participate in a global economy.

Educational reform may result in advancing tea@uercation programs that
enhance their techniques, strategies, and knowletiigaching their students in ways
that correspond to the contemporary techniquesssacg for the future (McCluskey et
al., 2011). Focused attention to societal behawidgiisenable the improvement of
professional education that matches societal ndesdschers must teach in a way that is
adaptable to the way society behaves which meapnsitig beyond the schools and
understanding the homes and communities childrest X (Singh, 2010, p. 206).
Consideration must be given to factors that inclerder-changing social interpretations
of family, communities, and learning. These ongmriliar structures have been
transformed their new configurations should be emsped in teacher educational
programming. The most prudent way for educatioaftect change in schools is to
determine the forces that have the greatest ingratite future of learning. If teachers
can modify the way they perceive education, theyadjust the way they teach to meet

the ways students learn.
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Research participants represented a range of schowhunities with distinct
characteristics and backgrounds. Attention to #eds of educators suggested alternative
instructional tools that cater to learner needdenstill delivering connected experiences.
As educators continue to recognize the transformaéchniques available for
collaboration and participation within learning coumities, they may change their
beliefs and improve their instructional practices.

Communities of practice have become a safe placed&zhers to engage in
learning trials that are conducive to the explomabf new knowledge and skills. Social
change will come from research that informs proglaaaers on the development of
communities for learning that regard teachers’ atlanal traits which would contribute
to a personalized system for professional developrmi@ranto (2011) stated “as more
and more people who have experience and preferamoseng digital tools enter the
teaching field, the preferred methods of formingfessional learning communities will
be in the form of new information and communicatiechnologies” (p.13). As
instructional methods and assessments considengaeaching and learning styles,
understanding learning inclinations may supporibéehte organizational programming
in which learning styles are the basis which masues deeper learning.

Virtual communities and personalized learning neksdave proven to be
fruitful grounds for teacher engagement and collation. Intentional planning and
communication with community stakeholders couldegige to partnerships between the

field of education and the professional commuritieraction between these two groups
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may provide opportunities for exchanges that affgnificant insights and collaborative
opportunities. Evaluating programs outside of etlanawill allow programmers to
develop a broader scope in defining leadershipcatidboration. Social change may be
seen in the collaborative unions within the glat@hmunity that may offer an awareness
of essential skills which contribute to future medional success that has an impact on
educational systems.

One of the many factors that can contribute tocttenges apparent in teacher
professional development is the advances madeuca¢idnal technology. Discerning
leaders have isolated best practices for leveragictgnology’s capacity to provide
extended learning opportunities that incorporatédvade resources for distinguished
learning programs. Teaching professionalism caerienced through the use of virtual
video opportunities that extend beyond a schoaisnpeter to support observations of
the strongest and most talented facilitators imower career settings. This knowledge
may contribute to social change in the field of&tion as teachers recognize other
methods and styles of information and content ée§ivThe value of allowing learning to
take place and knowledge creation to form will beeanore clear as teachers step aside
and permit the processes to take place. A socfdgamers who are engaged through
their passions may transform the future.

As methods of instruction shift more towards thalfiation of learning rather
than direct instruction, learners may embrace ttodgrin personalized learning systems.

They may recognize characteristics that make legrmeaningful to them. In turn this
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may enable some to find their passion and focus ¢mergies on successful approaches
to their future. A new level of dedication in leang could create a society of empowered
leaders working for social change.

Teachers’ who bring in previous experiential knayge in technology,
collaboration, and professional ideology may cdmite successful methods that are not
present in their educational settings. The impiicet for change may begin through
structured teacher evaluation to assist in ideingfygualities that represent valued
business or organizational practices. Positivéoaties can then be used as a framework
for determining desirable characteristics thatuafice the hiring of new teachers. This
may result in focused professional developmentchhivates strong techniques which
have been proven effective in outside organizatisystems.

Professional development in which teachers edwather teachers through
modeling and mentoring has not produced anticipegedlts. Even with the support of
learning communities and social networks there measvidence to indicate that teachers
have become outspoken advocates for training tretiles them to reach their self-
defined goals. An investigation of what makes a#girganizations prosperous may
provide a broader scope of tactics and skills ¢oatd influence teachers’ to command
their professional development. As education besomere aligned with superior
examples of success, teacher development practiag$elp educators prepare

themselves to instruct society’s students.
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The abundance of growth opportunities related ttwal communities of practice
extended to reach educators, students, administrabod stakeholders. Through the
support of various organizations the possibilif@mschange in the culture of teaching are
evident. An effectively restructured system of pssional development and teacher
support could lead educators to become the movershe shakers of 2kentury
education. As teachers become knowledgeable intb@areate success in learning they
change the culture of learning that may then mtogety reflect the demands of society.

Advancement of the educational community may otargugh greater
stakeholder support, innovative instructional idgods, and practices that reflect the
changes and progress made through technology. rolglgexpected by educational
systems can only occur if leaders and teachersaaalanticipated changes. The discord
created by this change will be temporary and mésnately push teachers to utilize
improved instructional strategies. Educational mefthrough personalized teacher
professional development and extended communi&fioglships may create social
change that is in concert with contemporary €entury practices.

Conclusion

The field of education has the potential to growanentially through observation
and working relationships with community organiaas. Communities of practice serve
as a tool for teachers to engage in educationabdise yet do not create the necessary
impetus for teachers’ individual growth and exptaa after participation. Teachers’

beliefs regarding their personal learning and taltation lacked the force to drive
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themselves towards finding extended sources far ¢dagication. The participants’
implementation of technology in their classroonigraheir community practice, began
to show signs of positive movement. However, thvelof curiosity to go above and
beyond what their communities offered were not entd

The implications brought forth by this researchnpdd advances in the field of
educational technology. Teacher training thatflsiénced by the strongest results in
research may offer previously unimagined improveis@nteacher training. These types
of educational experiences will begin to see posi@iffects and teachers will experience
opportunities for learning that their match theseds and are applicable to the instruction
of a new generations of students. Educational isaai®d instructional planners will have
new data that may provide a solid foundation onclWwhihey can design personalized
teacher learning experiences. Social change camr edwen conflicting paradigms are
accommodated; work is guided by passion, and trexdging of useful tools like
technology, engage people in meaningful tasks. Gramers reconcile these factors,

educational practice in the 2tentury has the power to affect the future ofriear.
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Appendix A: Initial Interview Questions

Resear ch Question 1: How is teaching enhanced through participatiocammunities

of practice and personalized networks of learning?

Can you share how your participation in ClassroodV Elat Connections
influenced your teaching?

Will you describe the ways your personalized leagmetwork helped you in
your teaching? These would be the groups you jom#dn Classroom 2.0 / Flat
Connections that were specific to what you wantel@arn, ex: math or foreign
language group.

How did your participation in Classroom 2.0 / Raannections community of

practice help you learn to integrate technology ydur teaching?

Resear ch Question 2: How do teachers' beliefs of collegial collaboratinfluence their

engagement in virtual communities of practice?

When you're in a typical school situation, can gescribe how you usually go
about collaborating with your peers?

How did you use those collaboration techniqueseterinine how and who you
would work with in Classroom 2.0 / Flat ConnectidWhat drew you to the
certain people you chose to collaborate with?

After participating in Classroom 2.0 / Flat Conneas have your beliefs on how

you collaborate with other teachers changed?



234

Resear ch Question 3: How do teachers' beliefs of personal learningueriice their

engagement in virtual communities of practice?

Before joining Classroom 2.0 / Flat Connections libevyou go about learning
more about your field and teaching outside of ttedgssional development your
school provided?

Can you describe how your beliefs about your leaymfluenced the way you
approached learning within the Classroom 2.0 / E@tnections community?
How has being part of Classroom 2.0 / Flat Conaastchanged your beliefs about
how and where you learn? Were your personal lsediebut learning expanded or

challenged while participating in Classroom 2.0at Eonnections?
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Appendix B: Follow-Up Interview Questions
Patterns and Themes: (NOTE: Following my analysib@first interviews and Ning
data | will use the patterns and themes as a b@kg/-up interview questions. These are
samples that | may use)
Resear ch Question 1: How is teaching enhanced through participatiocammunities
of practice and personalized networks of learning?
e Many comments on the Ning talked about the benefitseing part of and
participating in the Classroom 2.0 / Flat Connewitearning community like

. Were your experiences consistentthigtpoint?

e From the first interviews and comments on the Nirsgemed like teachers felt
when they interacted within their persaealilearning networks. How

did your personalized learning network contribaeit diminish in

terms of your teaching practices?
¢ Many teachers mentioned that using the technologig tithin Classroom 2.0 /
Flat Connections, like Twitter, Skype and Ellumaaessions, was

. Can you tell me how the technojagyused in Classroom 2.0

/ Flat Connections helped you feel more or lessfodable using technology in
your teaching?
Resear ch Question 2: How do teachers' beliefs of collegial collaboratinfluence their

engagement in virtual communities of practice?
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e Comments from the Ning conveyed that after parditng for a short while,

teachers became more confident in collaboratioause . Can you

describe how your beliefs about collaboration ieflaed your participation in
Classroom 2.0 / Flat Connections?

e Teachers also shared that they liked inglboth synchronous and
asynchronous collaborations. Will you describe liog/Ning was useful to you
in sharing and learning from others?

Resear ch Question 3: How do teachers' beliefs of personal learningueriice their
engagement in virtual communities of practice?

e Based on the Ning comments and the analysis dfrtenterviews, | found
beliefs about personal learning influenced thegagiement by

Can you elaborate on this.

e From the Ning Would you find this some teachersdbed Classroom 2.0 / Flat
Connections as . Can you share how yow@riexge was similar of

different from this?



Appendix C: Ning Analysis

Classroom 2.0 / Flat Connections Ning Analysis

RQ1: Howis teaching enhanced through participation in communitizs of practice and
personalizad natwrorks of leamning?

Date:
Findings: {Thamss)
Date:

Findings: {Thamss)

ERQ2: How do teachers” beliafs on collagial collaboration influence their snpagement in
virtual communitizs of practica?

Date:
Findings: {Thameas)
Date:

Findings: {Thameas)

RQ3: How do teachers” beliafs of personal learming influsnca their esngapament in virtual
communities of practica?

Date:
Findings: {Thamss)
Date:

Findings: {Thamss)
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Appendix D: Letter of Cooperation for Classroom 2.0

Classroom 2.0
Steve Hargadon

November 5, 2013
Dear Rose Arnell,

Based on my review of your research proposal, I give permission for you Lo conduct the
study, Teacher Pedagogical Beliefs and Participation in Virtual Communities of Practice, within
the Classroom 2.0 online community. As part of this study, I authorize you to post a letter of
inquiry within the Classroom 2.0 community for potential participants, contact participants via
email, telephone, or Skype, and share the results with participants when they request them.
Classroom 2.0 members® participation will be voluntary and at their own discretion.

I understand that my only responsibility is granting you access to the postings of the
members of the Classroom 2.0 community. [ reserve the right to withdraw from the study at any
time if our circumstances change.

1 confirm that I am authorized to approve research in this setting.

I understand that the data collected will remain entirely confidential and may not be

provided to anyone outside of the research team without permission from the Walden University

IRB.

Sincerclly. %
"o

Steve Hargadon
Authorization Official
Contact Information
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Appendix E Letter of Cooperation for Fl&onnection

Flat Connections Global Project
Julie Lindsay

Apnl 14, 2014
Dear Rose Arnell,

Based on my review of your neserch proposal, 1 give permission for you to conduct the
study, Teacher Beliefs on Self Learning and Participation in Virtua! Communities of Practice,
within Flat Connections Gilobal Project online community. As part of this study, I authorize you
to post a letter of inguiry within the Flat Connections Global Projects community for potential
participanis, contact parficipants via email, telephone, or Skype, and share the resulis with
participants when they request them. The Flat Connections Global Project members’
participation will be voluntary and at their own discretion.

I understand that my only responsibility is granting vou access 1o the postings of the
members of the Flat Connections Global Projeet community. 1 reserve the right to withdraw
from the study at any time if our circumstances change.

I confirm that I am authorized to approve research in this setting_

I understand that the data collected will remain entirely confidential and may not be
provided 1o anyone outside of the research team without permission from the Walden University

IRB.
Sincerely,

Julie Lindsay
Authorization Official: Director, Leamning Confluence P/L
Contact Information: PO Box 14, Ocean Shores, NSW 2483 Australia. Lindsay julief@pmail com

Pl
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Appendix F. Letter of Invitation for Classroom 2.0
You are invited to take part in a research studyonir experiences and beliefs
learning withinClassroom 2.. Research will be conducted by me, Rose Arne
doctoral student at Walden Univer:. If you are interested in participating please ¢

on this linkand respond to these 3 short quest

Letter of_ _I‘Invitation

e i R
clizzroom MNing

Participation Criteria

In crder to determine if pou would qualify for thiz research study, vou must respond Yes' to the following questons

First and last name: *

Yourmame or iy identifring information will NOT be used in the ressarch

1, I am a E-12 teacher *
Yes

o

2. I have participated in Clazsroom 2.0 for at least 1 year. *
Ye:
Mo

3. T have made contributions to the Clazsroom 2.0 Ning. *

a oW

oy

4. E-mail address ¥

:_$ubm¢;
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Appendix C: Letter of Invitation for Flat Connections

You are invited to take part in a research studyonir experiences and beliefs
learning within an online community. | am lookingy iK-12 classroom teachers w
have participated in Classroom 2.0 or Flat Conpestior at least one yeay posting to
the classroom Ning. Research will be conducted byRose Arnell, a doctoral studen

Walden Universitylf interested in participating please respond &sth3 short questiol

Letter ofhlnvitation

FARTICIFA

take partm s

Participation Criteria

I order to detemurs frow would queby for this revsarch stody, Tou mmt repond He
First znd last mapme *
Vot niwms or any idestifnng mformation =il MO'T be weed i the rmeemk

1 Iama E-12 veacher ¥

2.1 have participated in Classroom 2.0 or Flar Commections Global Froject for at least 1 vear. #

3.1 have made contrabutions to the Classroom 20 ox Flar Connectons Giobsl Frojec Tang *
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Appendix H: Consent Form
After you have read and signed the Consent Foraspleeply to my e-mail with the
word CONSENT at the top of the page or in the Sttdjee. | will then contact you to
set up a time for your interview.

You are invited to take part in a research study tihes to understand if teachers’
personal views on learning and collaboration haveféect on their participation in the
Classroom 2.0 community. The study will also trylaiermine if teachers’ personalized
networks enhance their teaching. The researclieviting teachers who participate in
Classroom 2.0 to be in the study.

This form is part of a process called “informed sem” to allow you to understand this
study before deciding whether to take part. Thislgis being conducted by a researcher
named Rose Arnell who is a doctoral student at \faldniversity.

Background I nformation:

The purpose of this study is to determine how teegtbeliefs about their own learning
and collaboration with others affect their engageinime Classroom 2.0. It also seeks to
determine how patrticipation in communities of piaewithin Classroom 2.0 (for
personal and professional development) enrichehiteg.

Procedures:
If you agree to be in this study, you will be asked
e Respond to initial interview questions asked vigggkor telephone. This will
take approximately 45-60 minutes.

e Respond to follow-up, clarifying interview questsasked via Skype or
telephone which will take approximately 45-60 masit

The researcher will also conduct a Classroom 2r@ Keview looking for comment and
participation patterns on personalized learning @ildboration.

Here are some sample questions:
e How has your teaching been impacted by your pagtan in Classroom 2.0?

e Describe some of the benefits of using Classrodnhidz.your personal and
professional development.

Voluntary Nature of the Study:
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This study is voluntary. Everyone will respect yoecision of whether or not you
choose to be in the study. No one at Walden Unityeos the Classroom 2.0 community
will treat you differently if you decide not to @ the study. If you decide to join the
study now, you can still change your mind lateruYoay stop at any time.

Risks and Benefits of Being in the Study:

Being in this type of study involves some risk lo¢ iminor discomforts that can be
encountered in daily life, such as fatigue durimg time it takes to conduct the initial and
follow-up interviews. Being in this study would nodse risk to your safety or wellbeing.
The benefits of participating in this study inclualeontribution to the Classroom 2.0
community and its continued positive delivery ofvsees to teachers.

Payment:
There will not be any payment, reimbursement, tis §or your participation in this
study.

Privacy:

Any information you provide will be kept confideali The researcher will not use your
personal information for any purposes outside ©f tbsearch project. Also, the
researcher will not include your name or anythitsg ¢hat could identify you in the
study reports. Data will be kept secure on a flérsbe and stored in a locked in a file
cabinet. Data will be kept for a period of at |€agtears, as required by the university.

Contacts and Questions:

You may ask any questions you have now. Or if yawehguestions later, you may
contact the researcher via Skype or via e-mayloif want to talk privately about your
rights as a participant, you can call Dr. Leilandiott. She is the Walden University
representative who can discuss this with you. Heng number i ]l 10 (for US
based participants). Walden University’s approwahber for this study is 02-28-14-
0047910 and it expires on 02-28-15-0047910

Please print or save this consent form for youorgs (for online research).
Statement of Consent:
| have read the above information and | feel | ustémd the study well enough to make a

decision about my involvement. By replying to taieail with the words, “I consent|”
understand that | am agreeing to the terms destabeve.

Thank you for your participation.
Rose Arnell
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Appendix : Letter of Inquiry on Classroom 2.0 Homep

This announcement will be posted on the front pedbke Classroom 2.0 Ning. When tr

click the link it will take them to my page within theaSsroom 2.INing. The Letter o
Invitation will be posted there
i

=4
.

Teachers...
willing to share their
knowledge &e Experm.e ﬂbo' a

ik

)

~ I'm conducting research on -
. expetiences within the C 2.0 con <
_ Shareyourinsights, dscoveries, &wisdom
:j' by ldgg ere for more mﬁ:rmhm_. :

REWARD

memng you were
part of the
Education Revolution

—



245

Appendix .. Letter of Inquiry Flat Connections

This announcement will be posted on the front pEdgbe Flat Connections Homepsa
Ning. When they click the link it will take them to nmage within the Flat Connectio

Homepage Ning. The Letter of Invitation will be pexd here

“ WANTED

——— § A —

Teachers...
willing to share their
knowledge & expertise about
learning within the
Flat Connections Global Project

I'm conducting research on

teacher experiences within
the Flat Connections Global
Project community.

Shareyourinsights, discoveries,
& wisdom by c|ick.iﬂg here
for more informaﬂon.

REWARD

Knowing you were part of the
Education Revolution
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Appendix kK: Second Letter of Invitation Classroom
If fewer than nine teachers respond to the inwataio participate, | will repost thi
announcement.

Second Request for Participation
v

PARTICIPATION IN CLASSROOM 2.0

You are invited to tzke partin 2 rezezrch srdy of Tour experenc

md belief: on leaming within m online community. Tam
looking for K-12 clazsrocm teachers who huve participated in Clazsroom 20 for 2t lesst one pear by posting to the clissroom Nmg,
Research will be conducted by me, Rose'Amell 2 doctorl student at 1.

If 7ou e interested In pariicipsting ples:e click on this link and rezpond to these 3 short queston:

* Required

Participation Criteria

In order to determine if vou would gualify for this research study, you must respond Ves' to-the following questions

Firat and last name:

Your rname of my identifring informetion will NOT be n:ed in the rezczrch

1 I am a E-12 teacher +
Yes

Ho

2, I have participated in Classroom 2.0 for at least 1 year, *

4, E-mail address *

| Submt |
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Appendix L: Second Letter of Invitation for Fl&onnection

Second Request for Participation
@

PARTICIPATICON IM CLASSROOM 20 / FLAT CONNECTICNS GLOBAL PROJECT 5TUDY
You e mvited to tke part 1n 1 reserrch study of vour expenences md belief: on legrung wathin m cnbne commumity. Tim
locking for E-12 classroom tezchers who have pardeipated m Classroom 20 |/ Flat Cotmection: Global Project for at least one vem
by posting to the clissroom Ning. Resezech will be conducted by me Rose Amell 7 doctory] student ot Walden University
If vou aré interested it participating pleaze click on thiz link and respond o theze 3 short question:

* Required

Participation Criteria

In crder to determine if vou would qualify for this research study, you must respond Yes' to the following questions

Firzt and last name: &

Your mame or any idennfying infoomation will NOT be uzed in the rezearch

L I am a K-12 teacher *
Tes
HNo

b

1 have participated in Classroom 2.0 / Flat Connectiong Global Project for at least 1 year. ¥

[

. T have made contributions to the Clazzroom 2,0 / Flat Connections Global Project Ning, *
Ye:
No

4, E-mail address *

| Subeit |

Hlrrmrse mrilrenit mensrmemeds Sheminnis 7 mmnle Bee-
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Appendix M: E-mail to Potential Participants

Thank you for your willingness to take part in negearch. As part of the process,
if you are selected as a participant in the rebegau must first read and sign a letter of
consent. It provides you with background informaiidoout my research, the procedures,
and your role in the process.

| appreciate your support which will allow me targarst-hand data about
participation and learning within the Classroom@.®lat Connections community from
experienced users. Your expertise will make a @ffee in the research and contribute to

change in the field of education.

Thank you,
Rose Arnell

Walden University Doctoral Student
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Curriculum Vitae

Professional Summary

Leader and innovator of multi-level technology exgeces such as a STEM event for
women, a school television studio, and virtual slubuthor and recipient of over 10
grants to augment real-world, interdisciplinaryiates for students and teachers. Local,
state, and national level presenter purposefullygiechnology to motivate and
challenge ideology. A strong communicator with sia for innovation in education and
leadership. A Ph.D. in educational technology ht&igs the commitment to delivering
comprehensive initiatives that enhance knowledgleling on the learning stage and in

the global classroom.

Education

Ph.D. in Education, Specialization in Educational Technology, Walden University,

Minneapolis, Minnesota

e Dissertation Topic: Teacher Beliefs on Self Leagni@ollaboration, and
Participation in Virtual Communities of Practice 2014

e Dissertation Advisor: Dr. MaryFriend Shepard

Master Teacher Status, Forest Hills School District 2011

Masters of Education Specialization K-12 Gifted,
Xavier University, Cincinnati, OH. 1999

Bachelor of Science in Education, Elementary 1-8§pecialization,
Education of the Handicapped, K-12, Xavier UnivigtsCincinnati, OH. 1989

Professional Experiences

e Middle School Gifted Specialist, Forest Hills SchBastrict, Cincinnati, OH.
2008-present
o0 Developed and delivered a young women’s STEM pragémpowering
Determined Girls in Education (EDGE), servicingdbschool districts.
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Curriculum Vitae

Female science professionals engaged 150 young misntscussions
and explorations in math and science based careers.

0 Developed and conducted Gear Heads, a virtual téabwy club using
WizIQ virtual conferencing tool for high-level temblogy students.
Applications included Blender, app development, prodyramming skills

o Designed and led face to-face computer club focosegming, coding,

and maker movement

0 Supported students learning code using Scratche @oddemy, Alice,
and programming

o Engaged students with creative design technologycanductive paint
and pens using MakeyMakey

e Secondary Gifted Specialist, Forest Hills Schodtiit, Cincinnati, OH.
2004-2008

o Developed and delivered a distance learning cdvased program for
high school students with opportunities from Varietniversity and
Ohio State University.

e Ashland University Instructor, Technology and &iftLicensure Program
2003-2006
o Elementary Gifted Specialist, Forest Hills Scho@tbct, Cincinnati, OH.

1989-1996
o Designed and executed a live television studianielamentary school for
student-delivered, daily live announcements, inésvs with visiting
authors, and grade level activities

e Elementary Teacher, Sycamore Community Schools;idhiati, OH.
1989-1996

Professional Development Delivered

e Tech Talk (2010). Developed and led a weekly teaghoup to support
integration and extend the use of technology apptios ranging from basic to
complex in the middle school classroom.

e Teacher Professional Development (2009-2013). dDirsstruction and support
of various technology topics and applications idahg using wikis, working with
video media and sound, creating self-grading assa®s, Google Forms and
Documents.



251

ROSE ARNELL

Curriculum Vitae

e Cadre Leader Powerful Learning Practice (PLP) (20TDllaborative
management of teacher team and technology applisataf a self-designed
professional learning model and networked learning.

Professional Presentations

Arnell, R. (2011). Yearning for technology leamjrin Service Learning, Ohio
Association for Gifted Children (OAGC) Teacher Aeaty presenter

Arnell, R. (2009). Empowering determined girlsegucation (EDGE) STEM
program for young women.

Arnell, R. (2009). Differentiation in the Advanc@kacement Classroom, Miami
University Cincinnati, OH.

Arnell, R. (2009-2010). Web 2.0 Technology Too&yuthwestern Ohio
Instructional Technology Association (SOITA)

Arnell, R. (2008). Developing International Gloliadllaborations, Women of Web
2.0 Podcastbuest Speaker

Arnell, R., and Nance, R. (1998). Using ComputeftBare and Technology with
Gifted Students, Ohio Association Gifted Childr€@AGC) Conference

Arnell, R., and Nance, R. (1999). Meeting the rseefdartistically talented superior
cognitive students. State of Ohio Reason for Psap@RFP) grant recipient
presented finding with school district board

Shepard, M., Toledo, C., and Arnell, R. (2009) wBoboost your lessons with wikis,
International Society for Technology in Educatioatidnal Educational
Computing Conference (ISTE/NECC) Washington, D.C.

Grants Received

State of Ohio Reason for Proposal (RFP) (1998)etMg the needs of artistically
talented superior cognitive students. Pairingro$tcally talented and superior
cognitive students to create a visual represemd@sed on social awareness
topics through the use of Photoshop graphic aftevace. Presented findings at
Ohio Association Gifted Conference (OAGC) and Iaiool district
administrative panel

Cinergy Foundation Youth Environmental Service Paoy(1998). ($500). Guided
students in designing and creating the Outdoorstdasn and Neighborhood
Clean-up Project in a local, over run woods.

Hamilton County Educational Services Center:
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Curriculum Vitae

o Outdoor Education (1998). ($968) Funding to supfamergy
Foundation grant. Program highlights include difierexploration
materials, seating cushions (student created)tesawher resources for
conducting class in the outdoor classroom.

0 Robotics (1999). ($980) The purchase of Lego® Badta® materials
and RobolLab Starter Kits for the development dfaai thinking, analytic
reasoning and mathematical skills.

o Tower of Power (2002). ($500) Graphing calculatord motion sensors
used to collect and calculate mathematic and stieedata of objects in
motion on a student built tower.

e Teaching Tolerance (2003). Pupils Engaged in AifigcChange Educationally
(PEACE). ($800). The purchase of paint and maletd create a multicultural
mural within the school and multicultural musicrfrd®utumayo Kids for school-
wide music streaming.

e Think Ink: Mimio Teach Interactive Whiteboard (2Q0ZReceived technology
equipment to create an interactive whiteboard uamgxisting dry erase board
which connected to a computer for automatic docuatiem and sharing.

e Greater Cincinnati Foundation (2000). Math To&k@00). Color coordinated tubes
housed extension materials related to math cutnoubr use with gifted students
in the classroom.

e National Science Foundation and Xavier Universii§98). ($500) Geoscience
Education through Instructional Technology (GETpIpt and evaluation of
software on volcanism developed through a partmeishscientists and the
Geological Society of America.

Professional Affiliations
Member, Ohio Association for Gifted Students, (OAGC
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