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Key Frameworks
The focus of this design project is to create a constructivist learning environment to support professionals to effectively apply mentoring skills and knowledge. The context is within a professional, job embedded model of blended support to create a community of practice. The historical image of a mentor, as outlined in Greek mythology, is that of a trusted guide and friend. This project will focus on the underlying mentoring skills and knowledge in supported, constructivist learning modules. It will include design activities that are informed by academic literature relating to mentoring, e-mentoring, adult learning, constructivist learning, knowledge building theory and concepts of communities of practice.  

             Mentoring is a response to the need of a workforce that is more self-directed and autonomous (Credit Union National Org., 2009) and has become a business imperative. 

Mentoring is done a retention strategy to address high annual attrition costs (Kennedy & Cavanaugh, 2010).  Additionally, mentoring is a means of career development (Loureiro-Koechlin & Allan,  2010), facilitation of professional growth and advancement (Vitale, 2010) as well as improving productivity, job satisfaction and achievement (Johnson, 2009; Shea, 1994). Mentors not only provide useful knowledge transfer, but encouragement, direction and the key to understanding various perspectives (Credit Union National Org., 2009). Mentoring is a leadership strategy that connects to practices as outlined by Kouzes and Posner (The Leadership Challenge, 2007). These practices include: model the way, inspire a shared vision, challenge the process, enable others to act and encourage the heart. Investing in mentorship programs aids organizations in retaining collective knowledge by building on previous knowledge and provides the ability to move forward despite staff attrition and turnover. 
            Traditional mentoring models are challenged by distance, lack of available mentors, role specific demands and available time.  Mentoring routines are being adapted to include on-line components as it affords mentoring practices to span time, space, and context and can involve a blend of face-to- face and online communications. (Loureiro-Koechlin & Allan, 2010). E-mentoring allows for flexible schedules that are responsive to the individual needs of mentoring partnerships. Providing an e-community can support participants to enhance mentoring, engagement and persistence. (Thompson, Jeffries & Topping, 2010)  E-mentoring can provide support for employees in areas of personal and professional growth, expanding professional networks, increasing interpersonal effectiveness and enhancing personal confidence. (Credit Union National Org., 2009) 
            Constructivist learning environments are lived by novice employees. Jonassen’s (1999) insights into constructivist learning will frame how the design elements are structured.  The elements will  include "…unstated goals and constraints, multiple solutions, solution paths or no solution, multiple criteria for evaluating solutions, uncertainty about concepts, rules, and principles, no general rules or principles for describing or predicting outcomes, and requiring judgements to problems and defending judgements by expressing personal opinions or beliefs" (Jonassen’s ,1999, p. 219). Instructional strategies that support learners in constructivist learning environments include modelling, coaching and scaffolding. (Jonassen, 1999). These will be exhibited throughout the modules.
            Members of mentoring networks can improve their own knowledge building by helping others advance their own (Scardamalia & Bereiter, 1993).  Knowledge building within a mentoring program includes forms of collaborative learning, guided discovery, project based learning, communities of learners, communities of practice and anchored instruction (IKIT website). According to Scardamalia (1994) knowledge building allows individuals to "…set ideas forth, have them contrasted with other ideas, stay active and be competitive". This is reflective of what occurs between mentors in a mentoring community.  
             The primary educational activities will be framed within an adult learning model. The course will be laid out into eight modules beginning with an introduction to the course content along with key skills for online learning. Each module will be conducted for a period of two weeks. This will provide learners with ample time and opportunities to complete the learning modules. 
           Leib (1991) describes six aspects for adult learners: autonomy and self direction, life experiences and knowledge, goal oriented, relevancy oriented, practical and respected. These aspects will inform content, context and activities  Features that motivate adult learners include: social relationships, external expectations, social welfare, personal advancement, escape/stimulation and cognitive interest. The modules for e-mentoring include building relationships, advancing personal knowledge in key skills and concepts, and include novel interactive experiences to stimulate interest and cognition. Four elements of learning addressed in the design for the adult learners are motivation, reinforcement, retention and transference. Adults participating in this e-mentoring course will be intrinsically motivated to support others. Their reinforcement will include the ongoing contact to apply concepts and activities from the course work. Retention and transference of skills and concepts are considered in the affordances of the module structures.




            Educational activities are framed within models for online learning. Anderson (2008) illustrated affordances within technology supported learning environments that include activities that are "…simultaneously learner centred, content centred, community centred and assessment centred" (p. 66). The application of the SECTIONS framework (Bates and Poole, 2003) supported decisions on course design and interactivities. The educational media selected will be applicable to mentors as they work with each other and as they work with their protégée. Interactive, creative, learning focused and explorative activities are incorporated. These support conversation, skill development and reflective practice. 

Intentions and Provisions

            The key accomplishment with this course design is to provide mentors with the proficiencies and skills to mentor others. A computer – mediated technology environment is the perfect medium to support mentors in this endeavour. One major obstacle relating to commitment to participate in mentoring programs is time restraint.  CSILE environments provides the ability to engage in the program at one’s own pace, is easily accessible, and provides asynchronous communication which allows thoughtful and reflective responses in an inclusive environment. The ability to provide just-in-time learning, combined with course flexibility will aid the learners in engaging with the course material at their own pace. A WebCT structure and design was selected to be the best construct for this course. Supplemental support is provided by a wiki designed particularly for mentors in mind. 
             Through the intentional constructivist design, mentors will obtain the necessary aptitude to be experts in providing leadership, developing relationships with their mentees, enhancing communication skills, and acquiring personal and professional growth and development that will enhance and improve not only the work place and work force, but their personal lives as well. This design-oriented course will focus on the goals for learning versus a description oriented focus which examines the end result of events (Reigeluth, 1996). Using constructivist principles, mentors will work through real-life and authentic tasks that relate to personal experiences which will provide meaningful learning opportunities to be shared with the mentee. Tasks and examples will provide advance organizers that will aid in linking prior knowledge to new knowledge. Progressive scaffolding and problem-solving activities will provide a framework in assisting the mentors in developing skills that will be built upon previously learned skills. This course design will encourage active and engaged learning through carefully constructed interactivities.
            According to Reigeluth (1996), learning should be constructed to provide clear information, thoughtful practice, informative feedback and provide strong intrinsic/extrinsic motivation. These elements will be present in the design through the provision of clear and concise learning objectives along with expected outcomes. Opportunities for feedback from the instructor and other mentors will be provided throughout the modules and will guide further discussions. Learning activities will be interactive and collaborative, which will encourage participation and motivation from all participants. Information will be broken down into attainable steps that allow the mentor opportunities in achieving the objectives. Thoughtful practice activities will include a knowledge-building community through discussion within the modules. A collaborative wiki site will foster positive relationships among mentors, provide problem solving with real-life situations, and reflections of professional practice. A collective and collaborative knowledge building community will be fostered throughout this course as a means of developing expert knowledge. Reflective learning activities will be situated throughout the learning modules in an effort to provide opportunities in evaluating cognitive and social growth and developments. The intention of the design is to provide effective visionary leaders who can facilitate, coach, exhibit successful communication skills, empower decision making and time management competencies, exhibit emotional intelligence, and improve management proficiencies within a culturally diverse environment. This course will move the mentor along the continuum from novice to expert while acquiring the necessary skills through self-directed learning.         
             Mentors not only provide useful knowledge transfer, but encouragement, direction and the key to understanding various perspectives (Credit Union National Organization, 2009). Mentors assist in the transition from university to the workforce, and play a critical role in the success of novices (Stanulis, 2009). Historically, Train the Trainer models stop short of achieving their objectives related to the fact that participants fail to remain engaged with the mentor as they practice applying their new knowledge and skills within the work paradigm (Graves, 2009).
             In a shifting and changing global job market, where demanding workplaces require a high skill set from employees, the stress of the transition into new workplaces can be overwhelming. Stress and burnout can lead to loss of human resources. With the impending retirement of baby boomers, the transition of knowledge has become increasingly more important  Knowledge Building and creation are essential to the health and wealth of our country/systems (Scardamalia 2010).
             Constraints experienced by employers include issues relating to human resources, cost, IT requirements and breakdowns, personality and relationship difficulties, low participation and lack of motivation. Lack of accountability and interaction can also hamper the learning objectives. Initial cost-benefit analysis may not initially show benefit realization, particularly in monetary forms. E-mentoring environments make it difficult for participants  to pick up on social and visual clues. The lack of immediate feedback can contribute to miscommunication and misrepresentation (Scarlet, 2011). Barriers to a successful mentor program need to be identified early on to ensure a seamless transition for new employees.
Key Concepts and Contexts
 Key Concepts 

            The primary concepts that need to be developed are related to the theories that sustain our project (know that) and the procedures that are to be designed (know how). 

 Conceptual “Know that”.
· Constructivist Learning Environments (CLE): support problem-bases learning by providing a question, issue, problem or project that a learner will attempt to solve or resolve (Jonassen, 1999).
· Communities of Practice: are groups of people who share a concern or a passion for something they do and learn how to do it better as they interact regularly. There are three elements of community of practice: The domain: has an identity defined by a shared domain of interest. Membership implies commitment and shared competences within the domain. The community: members build relationships that enable them to learn from each other through collaboration and active participation in activities and discussions. The practice: the members are involved with each other through collaboration and sustained interaction

· Why E-mentoring? Online learning environments help to (Pallof & Pratt, 2003):

· Develop open and supportive relationships.    
· Facilitate learner-centered education.

· Provide asynchronous and synchronous discussion 
· Offer active learning processes. 
Online learning environment’s limitations include:
· Lack of awareness of mentee’s reality and needs. How much help/experience could a mentor provide through distance learning?
· Requires ongoing engagement and persistence.
· Lack of social and non-verbal richness of face-to-face environments (Thompson, Jeffries & Topping, 2010). 
· Dependent on hardware and software

Procedural “Know How”.
· Emotional Intelligence: This term has been in study since 1990s. Salovey and Mayer (1990) have been the leading researchers in this area. They define the term as the “…capacity to reason about emotions and of emotions to enhance thinking” (Mayer, Salovey, & Carusso, 2004). It involves abilities to perceive ones own and others’ feelings and emotions, to discriminate among them and using this information to guide one’s thinking and actions (Salovey & Mayer, 1990).
· Active Listening: is a process in which a student acquires skills involved in an effective verbal and non-verbal communication. Active listening requires attention, paraphrasing (relating a message using other words, checking periodically that the message is understood) clarifying (bringing vague into precise), empathizing, reflecting, and summarizing.
· Problem Solving: helps constructing better comprehension, retained and transferable knowledge and requires intentional learning. Argumentation is an essential and powerful skill in learning to solve problems (Jonassen, 2010).
· Collaborative Learning is a process in which students shift from passive to active agents and are engaged in the construction of knowledge. Collaborative learning helps students working together, developing structured group activities and promoting social skills. It represents a shift from teacher-centered to learner-centered instruction. Collaborative learning takes on a variety of forms and is supported by different disciplinary backgrounds. The most common of which is the Constructivist approach.

Key Contexts

            The underlying theme of all activities and modules of this course embraces the constructivist learning philosophy. The course will be held on a timeframe of 4 months of 8 modules. Each module will last two weeks. Part of the course (once every 4 weeks, after module 2, 4, 6 and 8) the course participants should take one activity, reading, task and apply it to a face-to-face meeting with their mentee. After sharing with their mentee, mentors should bring it back for discussion in a separate, general discussion section.

Interactivities

The activities generated by our design are meant to be woven together and shared within a community of practice. One of the first activities undertaken by participating mentors is to create a Google site to share with protégées. The interactivities were selected based on ease of use, possible application to the work environment, novelty and to assist in developing reflective practice. The selections provide scaffolding from easier to more challenging assignments. They move the learner from a situation where they are a coaching participant to a state of being a mentor in a community of practice.  Three on-going interactivities that are expected for course participants include creating and maintaining an e-journal, participating in the online discussion forums and ongoing contact with a ‘mentee’ outside of the course environment. These core interactivities are supported by additional interactivities that are embedded in each course module. 

There are eight modules for the e-mentoring course with each having the express purpose of connecting and strengthening the mentor for future roles. This fulfills the purpose of our original proposal which was to design activities that allowed the mentor to engage introspectively upon their personal practice and experience and then generate reflective activities that allow participation in a collegial learning community. From here, we deviated from the original proposal by identifying the foreseen learners as the mentors alone. Due to this, there are no anticipated activities for the mentee or for the partnership of mentor/protégé.  The reason for this is change is clear. Since a new teacher will develop into an effective practioner by incorporating the desirable skill sets, approaches, opinions and outlooks of the mentor (ERIC Digest No.7). The mentor needs to deliberately assess and develop those standpoints to share with a new inductee to the profession. An effective mentor must be confident in themselves as individuals before they can establish a mentor repartee with a junior colleague that is beneficial and supportive.

A decision was made to include a select quantity of activities for each of the eight modules. It was anticipated that this would create cohesiveness in the project design and allow sequencing and a capacity for further development of the design. An explanation for the rationale behind the development of activities for each module will be provided individually by module:
Professional skill development and Barriers to Mentoring (P. Collins)
These two modules were placed at the forefront of this course purposefully. The activities described within have been created with the goal of allowing the mentor time to reflect on pitfalls experienced in other programs and with other mentee relationships. By spending time reflecting on what research has shown is good practice to an educator they will have a foundation to build upon and to share with a new inductee to the profession.


In the Professional skills section the learner is asked to first situate themselves contextually in their own school environment and identify sources of questions for a new teacher to that environment.  They are then asked to develop their own mentor belief inventory to share in the discussion forum and post on their Google Site after reflecting on the reading from the instructional leadership inventory. After this they are asked to read over the list of accomplished practices for professional educators and identify the two that they find to have the most value in their school setting. With a colleague at the school they are  to discuss their findings and share it with their online community using either audacity.sourceforge.net or the WebCT podcast tool available by clicking on the link provided. Finally, with the aim of developing some insights as to why they have chosen the path of mentorship they are asked to reflect on questions related to Carl Glickman’s book “The Courage to lead” and post their responses in the Discussion Forum.

Introductions and Constructivism (A. Novoa)

The first two activities involved in the introduction section, creating a Google site and a Word cloud reflection, are geared towards helping the mentors develop a shared space to connect to later module activities and for initializing the participants into the course. The hope is that this will become a space for shared experience. There is a secondary goal anticipated from participation in the introductory word cloud, which is to reflect on the learners individual expectations from the course and develop a context for their colleagues as they get to know each other.


For the module on constructivism there are related readings authored by Jonassen, a video with John Abbot featuring his ideas related to constructivism and reflection questions to be posted in the discussion forum. These activities are being proposed to develop an understanding of the constructivist philosophy and its application through the use of technology (e.g. through an online environment). We expect that the mentors reflect on their opinion about this philosophy of learning, their own practices, and their beliefs about education and create a standpoint to be shared with each other and eventually their mentees. 
Coaching and Mentoring (H. DeWaard)

Interactivities for these modules are based on a read, do and reflect cycle. The articles and inventories provide concepts and activities to support relationship building and self-reflection. True to adult learning theory, there is choice and real world relevance to each task. Direct application of tasks to mentoring work was an underlying principle in selection of interactivities. 


The activities for participant reading includes course content, articles related to metaphor and a variety of other articles connected to development as a coach and as a mentor. The tasks that involve a “reflection” to be executed range from viewing videos about coaching and tribes, listening to podcasts about mentors finding role-models and a reflective podcast aptly named “Not Your Personal Google.” Partaking in these reflective tasks will be juxtaposed with engagement in online discussion forums and e-journaling. Finally, there is included an inventory of web-based activities for the participant to choose from for them to organize and apply their knowledge in creative ways such as; Wordle, Webposter, Webspiration, BubblUs and other graphic organizers.

Communities of Practice and Reflections (D. Giesbrecht)
The activities anticipated for the Community of Practice and Reflection modules focus around videos, readings, voice thread and wiki participation. With the opportunity to watch videos from the subject’s experts, the learners are connected and the gap between authority and the participant gets bridged with an auditory stimulation to assist in absorbing the knowledge. The readings have been chosen for relevancy to capture the identity, definitions and nurturing of a community of practice. Additional questions for the Discussion Board are aimed at assisting mentors in examination of the communities within their own organization while promoting thoughtful discussion and engagement.


Using Voicethread is a valuable means of learning new technology and utilizing a new tool to share ideas. Learning this technology was deemed as important as the actual information it is designed to communicate due to the direct translation of these skills into the classroom. This task further assists in scaffolding new knowledge with previous knowledge related to other activities. Finally the wiki affords professional collaborative space. It provides flexibility with networking and “just-in-time” learning while building a knowledge community. Quality and depth of meaning can only be determined in an environment where work is collaborative and social (Barab & Duffy, 1998, p.8).

Lastly, in the reflections module the reading related to a personal experience of a mentee and the activity on the Discussion Board is intended to engage the learners by connecting them with an authentic real-life situation. The mentors are also asked, as a summative assignment, to reflect on their personal journey by presenting a short story with Cogdogroo. Participants are asked to complete an evaluative survey designed to reflect if the intended design of the course met the needs of the learner. At this final point, mentors are asked to share their Google Site e-journal experience by posting a summary in the course Discussion Forum.  These activities will help identify gaps in learning, if the technology used was appropriate, measure the satisfaction of the course and to gather qualitative evidence in course re-development. 
Verification and Evaluation

The evaluation process for the e-mentoring program required careful debate and analysis. Our team decided to forgo any formal assessment of the mentor or mentee because it would create an atmosphere of judgement. This could seriously jeopardize efforts to build a relationship of confidence and support.  Layering into this complexity was the fact that this course was based on volunteers. Not being mandatory generated other factors for consideration.  For instance, the majority of people who sign up to be mentors put considerable amounts of their own time and effort into the endeavour and have personal principles and beliefs that value mentoring.  Fostering their efforts and practices is of utmost importance, along with providing them with the tools to be better mentors while establishing a support system that they can turn to for support and problem-solving. 

So how do you evaluate the effectiveness and usefulness of a course that is not orientated to grades or provides income based compensation? The team decided that qualitative analysis would be the only logical way to evaluate the course content and design. This would take the form of a detailed questionnaire at the end of the course which would be included in the Reflections section under one of the Interactivities. This survey would be designed to have the learner reflect on the content of the course, the sections they found particularly helpful, the sections that they did not find useful, and suggestions for improvements. The interactive tools would be scrutinized as to their added value and significance to the course content. The survey would examine individual modules as well as the course as a whole. The data would be compiled and used to reconstruct the course as necessary and make ongoing revisions. The evaluation of effectiveness of the course would be driven by the learners and therefore would not have a grading component.  Informative feedback would be accomplished by providing mentors with a course instructor who could be contacted via e-mail, and who would participate in overseeing discussions on the Discussion Board and facilitating wiki participation.   

The final verification option for the course design would be the adoption of a third party review technique that would allow a stakeholder (administrator, department head, union rep) the chance to receive anecdotal feedback from participants and constructively suggest changes to the design as implemented in their particular contexts. For example, in Northern or smaller communities, there might be benefits in adapting the modules to take place over an extended time period so the time frames could be adjusted.
Reflections

Group Reflections

A design task, by its very nature is meant to be open and unstructured to maximize creativeness and affordance conception. As a team, this can create uncertainty and dilemma as we attempt to incorporate everyone’s interpretation. Open communication and supportive dialogue provided a foundation for honesty, critique and facilitation.
Finding time to collaborate in a focused manner did present challenges. As individuals, there were sacrifices made to be available for a group project that was so dynamic. It is a testament to the dedication of the group members that we managed to make it work. Across time zones and continents we laboured to bring our skills together. Making our intent and ideas clear, given the differences in our professions, cultures and languages was a challenge at points.  It was through our dedicated efforts to communicate weekly, through synchronous and asynchronous means, that we became more effective collaborators.

As a group, the scheduling and time allocated for group meetings over Skype was a significant challenge. Nevertheless, we persevered and through flexibility and understanding created a working environment where everyone’s contributions were respected. Our team implemented a variety of communication tools throughout this project; a Google site and a Google doc, our WebCT design, email, Skype and the forum within Blackboard Vista. This group dynamic was critical to ensuring a successful final project. We divided the tasks equitably, as individuals took responsibility, and supported each other as we continued in our efforts to build the design project. Difficulties occurred with making everyone’s design efforts fit. Certain ideas had to be critically challenged for appropriateness, such as the Medicine wheel. Even though it was difficult given the research and time investment, when it became clear the idea was proving unwieldy, the team decided to eliminate it from the final design.

                  The actual task had a number of unforeseen challenges associated with it. The Web CT built-in tools afforded independent learning modules so group members could work independently and at their own pace. Creating the design and learning how to integrate our design into WebCT was a complicated process. Furthermore, as a team we struggled to identify our learners. Through dialogue and reflection we addressed this at a point where it did not adversely affect our earlier efforts. Another challenge was identifying the appropriate length and verification process for the e-mentoring course. The fact that our curriculum was designed for people participating voluntarily and intrinsically motivated how to conduct verifications was a challenge. Readings and activities for ETEC 510, specifically Bates and Poole (2003) [article] helped clarify our understanding and resolve problems.

Angela’s Reflections
During the development of this project I have learned how to share reflections, inquiries and knowledge with other professionals who want to create a similar course. I have worked in other team assignments during my participation on MET, but this has been one of the most challenging. For the first time I was the only one who spoke a different language. During my participation in this project I have learned to listen, understanding other points of view and expressing myself in a non-native language. I collaborated in a project being the only person who comes from a different continent. As a group we were able to overcome difficulties related to our jobs context, distance, time and cultural differences in order to build a coherent project. What makes the difference between this and other experiences on team works is that we maintained our constant and fluid communication in different formats (asynchronous and synchronous). In addition, we tried being open minded in order to analyze, reflect, and revise our project constantly. All the members of team collaborated to keep up the project continuously.

I have learned to solve technical problems related to the design of the course through a particular technology. For example, I was experiencing difficulties to upload images to the Web CT shell. Thanks to some help from Helen and my own exploration, I figured out how to embed it through html editing. I learned about our different skills. I think we knew effectively how to take advantage of those abilities. Through the development of the project, I have learned more about a particular topic that I was interested in. I also discovered the engagement of mentoring through an online environment with constructivist pedagogies. As other MET assignments and activities I have learned about different cultures and the characteristics of the educational system of other places of the world.
Deb’s Reflections

The ETEC 510 Design Project provided opportunities for students to produce and create a course of their interest and afforded the opportunities to be the ‘designer’. The idea of mentorship programs was a personal endeavour for me due to the fact that when I was starting a new and challenging career, I too was looking for a mentor to help navigate the difficult waters of leadership and decision making. I unfortunately did not find one, and often felt that I would have been a better employee had I been mentored by an experienced individual.  The project team decided to use the Web CT shell for the design of this course. This afforded a number of opportunities to use built-in tools, such as the Discussion Board. Other opportunities included organizing and presenting information in a sequential and logical format. This worked well for our needs. It was challenging and frustrating for me to use this technology, however, after getting a handle on the tools and the various sequencing that was required, it provided me with a better way to consolidate my material. Linking material to outside sources assisted in adding well known and used resources that would have been challenging if a different format had been used. 
 
Collaboration on the project allowed for work to be distributed and offered a variation of opinions and ideas. This assisted in developing a more robust course content and allowed a higher quality of course material. It was difficult, however, to amalgamate information that was developed independently into a well-rounded and presented course. To rectify this problem, an editing plan was established to assist in ensuring that information flowed smoothly without repetition or duplication of material. Next time, I would have carried out this plan at the proposal stage to avoid the disconnection of material. 
 
Communication was central and a key factor in maintaining our focus and direction. It was easy to get off topic, and therefore off course. Regular meetings and e-mails allowed a more central focus, kept us on track, and help guide us to our overall objectives. Overall it was a positive learning experience and achieved in helping me attain some valuable tools that I can incorporate into other areas of my work and student life.
 Helen’s Reflections
For four days, I felt I was an online course designer. I was online, immersed in the topic, and focused on designing a course. With Jonassen, Anderson, and Bates & Poole at my side, and Wellman and Bloom as my guides, I was creating an online learning environment to support mentors do their work. During those unique four days I felt that the content, community of practice and constructivist learning all merge together. My responsibility to my community - my fellow group members - and personal interest in the topic were my motivations to solve problems, work through challenges and collaborate creatively.

Why only four days, despite the many hours spent on this project? Those four days were ones that I spent immersed in the material and tasks, constructing my understanding of process and product. Those four days I had focused, uninterrupted, dedicated time to spend reading, reflecting and reviewing the design proposal, related research, creating the design modules and writing the final submission. Through the many other hours spent on this project I felt like a player who briefly gets on the field, leaving me wanting more.

This group design project, through collaborative work on process and product, reflected the course outline we created for mentors. We worked through the process of coming together and being introduced to the topic. We learned about skills, barriers, and constructing the knowledge of course design together. We moved through a period of coaching and mentoring, where we supported each other to make the best decisions for the course design. Our community of practice came to common understandings of content, context and course outcomes. As a group, and as an individual, there was a transformation from ‘doing’ to ‘being’ on-line course designers.

Patricia’s Reflections
I have worked on group projects before, both for my educational and professional careers. However, in that past, our approach has always been one of divide and conquer. It was a fully disconnected approach to completion. In many ways, what I have learned from participation in this project may not be deemed as important by some outside of education. There were no great technological hurdles that needed to be crossed, nor were there any colossal amounts of research that needed to be completed. What there was, was a process that needed to be undertaken; a very human process, of discovery and compromise.

                  I found this whole development to be immensely challenging and cannot express the gratitude for the support of the ladies that were together on this journey. This design project became so much more than simply earning a grade for a cumulative assignment. The original proposal was continuously questioned from all angles for implementation into our “real” professions as opposed to our virtual course world. When we found ourselves focusing too strongly upon designing a product for implementation into a particular setting, together as a group we would take a step back – reflect – and re-evaluate. Some elements of the design were conceived, tested, and found lacking for the situational setting of proposed learners. This was a foreign process for me personally. I have always taken great pains to be mindful of not questioning a colleagues practice and to be ultra careful and conservative when it came to commenting on other’s efforts in the classroom.

                  This process required me to step outside of this constrained behaviour.  To be fully involved, I had to carefully critique everyone’s ideas including my own; but in a compassionate, honest and conscientious way. Vigilant deliberation of all aspects of our task had to take place.  And consensus needed to be reached by everyone involved about what was being deemed important for our learners. This was a challenging process given the cultural diversity of the team. As an Aboriginal Educator, I was disappointed in myself, that I couldn’t help the team find a way to incorporate the design aspect of the medicine wheel into our course. Even with thorough research from the team-mates, and discussions with Elders regarding appropriateness, we just couldn’t make it fit for learners and as such, had to abandon the idea at this point. The supportiveness of the group, while I continued to explore this feature and then reaching the conclusion that it was unworkable was a real turning point. We were able to move pass this challenge with diplomacy and reassurance that by supporting each other our team, and our design, would be stronger in the course of the process.
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