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ABSTRACT

This study examines the experiences of participants enrolled in an online
community college jazz history course. | surveyed the participants beéore t
course began and observed them in the online space through the duration of the
course. Six students also participated in interviews during and after the
course. Coded data from the interviews, surveys, and recorded discussion posts
and journal entries provided evidence about the nature of interaction and
engagement in learning in an online environment. | looked for evidence either
supporting or detracting from a democratic online learning environment,
concentrating on the categories of student engagement, freedom of expression,
and accessibility.

The data suggested that the participants’ behaviors in and abilities to
navigate the online class were influenced by their pre-existing natidia me
habits. Participants’ reasons for enrolling in the online course, which included
convenience and schedule flexibility, informed their actions and behaviors in the
class. Analysis revealed that perceived positive student engagechant di
contribute to a democratic learning environment but rather to an easy, convenient
experience in the online class. Finally, the data indicated that parti¢ipants
behaviors in their future lives would not be affected by the online class in that
their learning experiences were not potent enough to alter or inform theuidreha
in society.

As online classes gain popularity, the ability of these classes to provide
meaningful learning experiences must be questioned. Students in this online jazz



history class presented, at times, a fagade of participation and commulaliydoui
but demonstrated a lack of sincerity and interest in the course. The learning
environment supported accessibility and freedom of expression to an extent, but
students’ engagement with their peers was limited. Overall, this siudy &1

need for more research into the quality of online classes as learning platiatms

support democracy, student-to-student interaction, and community building.
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CHAPTER ONE

The Internet and technology permeate education around the world. New
technologies and learning tools in in-person classrooms may include websites
such as YouTube, social networks, interactive textbooks, tools such as MP3
recordings, CD-ROMSs, and more (Nixon & Comber, 2001; Riley, 2009; Smith,
2003; Waldrep, 1998). In addition, online education has exploded in terms of
numbers of students as well as institutions offering or specializing in online
classes (NCES, 2008). With the rapid growth and increasing presence of the
Internet and technology, education itself is changing, and the tools that ara used i
teaching and learning may ultimately influence the quality and charHotdrat
is learned (Feola, 2010; Robinson, 2006).

One manifestation of the growing presence of the Internet and technology
in education is the online class. The exact inception of the online class is difficult
to determine. BlackBoard, Inc., one of the most popular learning systems used in
online education, was copyrighted in 1997 (“Blackboard” n.d.). Since then,
online learning has been in use by universities to varying degrees andwaraggro
phenomenon in college-level learning institutions (NCES, 2008). According to
the U.S. Department of Education (Parsad, Lewis, & Tice, 2008), by 2007, 12.2
million students in higher learning institutions were enrolled in either online or
blended (online and in-person) courses.

Given this trend, it is crucial that educators and researchers understand
online learning environments and how students act and interact within them. In
order to gain this understanding, research examining the qualities of online
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learning environments and the learning that occurs within them is necessary.
With a greater understanding of these phenomena, better quality online learning
environments may be possible.

For the purpose of this study, it is necessary to define various terms
referring to the online learning environment. For this study, online education and
e-learning are synonymous with distance education. The National Center for
Education Statistics (NCES) (2003) defines distance education as

education or training courses delivered to remote (off-campus) sites via

audio, video (live or prerecorded), or computer technologies, including

both synchronous (i.e., simultaneous) and asynchronous (i.e., not
simultaneous) instruction. . . . courses may include a small amount of on-
campus course or lab work, on-campus exams, or occasional on-campus

meetings. (p. 1)

The online jazz history course in this study aligns with the definition provided by
NCES (2003) and is synonymous with a distance education course. According to
NCES (2003), online courses can include entirely online instruction or a mixture
of online instruction supplemented with “occasional” on-campus exams or
meetings. The jazz history course in this study did not have mandatory on-
campus meetings or exams. However, students were invited to visit the
instructor’s office at the college during specified office hours with quesor
comments about the course itself or material pertaining to it.

In addition, online learning, in this study, refers to the learning
experiences of students enrolled in an online course. The U.S. Department of
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Education (2010) defines online learning as “learning that takes place pantiall
entirely over the Internet” (p. 9). The Department of Education also cetesgo
online learning based on purpose. One purpose is a “substitute or alternative to
face-to-face learning” (p. 9). This type of online learning is conducteckignti
online. The second purpose is to “enhance” learning by providing “components
that are combined or blended . . . with face-to-face instruction” (p. 9). The online
jazz history course in this study aligns with the first purpose outlined by the U.S.
Department of Education (2000): an alternative to an in-person class.

The community college that offered the online jazz history course in this
study falls under the category of an instructional educational institutionh whic
might include institutions that offer all their courses online or institutionshwhic
offer a mixture of online and in-person courses. According to NCES (2010),
instructional educational institutions are defined as “institutions that lglirect
provide instructional programs (i.e., teaching) to individuals in an organized
group setting or through distance education” (p. 353).

The purpose of this dissertation is to examine the democratic qualities of
education in an online learning environment by exploring how community college
studentgaking an online jazz history course access and utilize the available
technology and interact with the professor, course content, and each other. The
research questions that guided this study are as follows:

(1) How do students perceive the efficiency and accessibility of the online

environment?



(2) What are the instructional features of the learning platforms used and
how do the instructional features serve students’ specific learning
interests?

(3) How does the online environment support or discourage participation
for all individuals in the online community?

This study looked for evidence of how particular course components
supported qualities of democracy in the online environment. Three perspectives
relative to democracy in the online environment were considered: accessibility
student engagement, and freedom of expression. The key question of the study
asked: In what ways do the features of the course support and encourage
democratic forms of education?

The terminology used in this study is unique to the field of online learning,
and sometimes the definitions used in common language or in other disciplines
are not sufficient for the purposes of this study. A list of terms used in this study
and their definitions can be found in Appendix A.

The Roots of the Democratic Classroom

Lund and Carr (2008) provide rich and detailed perspectives on how to
deepen democracy in systems of education and rebuild schooling to ensure
learners are provided with the tools they need to become active citizens in a
democratic society. Lund and Carr (2008) summarize democratic learning by
suggesting how educational institutions should strive for it. They assert that
learning institutions should be environments for students’ development and
growth into active citizens, instead of simply platforms for students to inBctive
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absorb information that aligns with the prevailing political and economic steuctur
of society. Portfilio (as cited in Lund & Carr, 2008) explains further that the role
of democratic educational institutions is to “serve as beacons for personal and
social transformation” of students (p. iii).

These statements align with the project in that democracy was originally
defined by scholars such as Dewey (1900), who claimed that neither “object
lessons for the sake of giving information” nor “training . . . for the sake of
training, can begin to compete with the alertness and fullness of senéetlife t
comes through daily intimacy and interest in familiar occupations” (p. 8). Ypewe
believed that passive learning, without meaning or application, directly opposed
students’ and society’s interests. Above all, Dewey (1902/1956) asserted that
“learning is active. It involve[s] reaching out of the mind. . . . it is [the student]
and not the subject matter which determines both quality and quantity of learning”
(p- 9). The learners in Dewey’s vision of democracy in education are individuals
who think for themselves, acknowledge and have respect for differences, and
have concern and understanding for the continuance and improvement of
knowledge structures that strengthen our understanding of equity and encourage
engaged participation.

While any learning environment may offer promise and possibility for
nurturing the values of democratic learning, this study seeks to understand
whether and how the features of an online course contribute to democratic
education as well as to identify potential barriers to a democraticadassr
Democratic education, as reflected in Dewey'’s vision, provides an important
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framework for researching digital learning environments becaiséeoretical
framework supports the potential to improve the quality of students’ expesience
and enact Dewey'’s vision of education.

In two of his most seminal workBemocracy and Education: An
Introduction to the Philosophy of Educati¢t®16) andExperience and
Education(1938), Dewey outlines a vision for schooling that is progressive and
democratic. Dewey proposes that education should focus on two aims: educating
the individual student and preparing that student to become an active and engaged
citizen in the world in which he/she lives. Dewey explains that schools should
create environments that allow individuals to explore their interests and skills
while creating opportunities for students to see their potential as soci&éd afen
change. Students’ past experiences and interests should inform their education
and problems, and experiences in their everyday lives should be the fertile ground
from which learning and education evolve.

Woodford acknowledges Dewey’s point that “education entails some form
and degree of social control by the school” while emphasizing that “personal
responsibility” on the part of the student must also exist (Woodford, 2005, p. 5).
One of the most important elements of Dewey’s democratic classroomdeshe
that “solutions to [existing] problems were to be sought in the interests of all
society, not just those of a particular class or group” (Woodford, 2005, p. 6). In
other words, democratic classrooms should mirror democratic societies. They

should give voice and freedom of expression to all, asserting the value of each



person’s voice in the process of his or her own learning, thereby enhancing the
experience of the group as a whole.

In the twenty-first century, one might wonder what relevance Dewey’s
philosophy could have for contemporary education and whether that philosophy
still offers a guide from which to structure education. Contemporary educators
continue to grapple with questions similar to those of Dewey as they consider
what aims education should achieve and how pedagogy should be structured to
achieve these aims. The goals of some contemporary educators are to give
students a complete and meaningful education that includes engagement both as
students and as members of society as envisioned by Dewey and others.

To meet the modern challenges of democracy in education, Michael Apple
(2010) calls for the constant analysis and re-evaluation of practices in order to
navigate a constantly changing educational system that is intertwirted wit
constantly evolving society. He writes:

To understand and act on education and its complicated connections to the

larger society, we must engage in the processpaisitioning That is, we

need to see the world through the eyes of the dispossessed and act against

the ideological and institutional processes and forms that reproduce

oppressive conditions. (p. 152)

Since education is intricately connected with society as a whole, Appbedxeli
that researchers and policy makers must take direct and informed actions that
influence education. These decisions should keep in mind those who may be
excluded or silenced in educational and policy discourses.

v



Similarly, Levin (1998) states, “The ideals underlying education are
essentially similar to those underlying democra@y"58). He suggests that
schools should embody principles of democracy for students as part of a sound
education. He underscores the need for ongoing evaluation of education in today’s
society to reach democratic goals, saying, “Changes in social conditionghmsake
requirement even more important today” (Levin, 1998, p. 59).

Portelli and Vibert (2002) explore a notion of democracy in education that
encourages teachers and students to co-construct the curriculum. They advocate
an education process in which teachers and students share and apply their
experiences through critical thinking and cooperation with the aim of co-
constructing a more complete and satisfying educational experience. Thus,
democratic education can be a means for students to engage intellecitnalhew
world around them through exploration and inquiry in courses that evolve to meet
students’ interests and needs.

The value in Dewey'’s thinking and those who have followed can be found
in the inspiration they provide to educators and researchers who seek to look more
deeply into the connection between education and democracy and to understand
and explore how these two concepts may be connected. If the purpose of
education is to create a better society and to produce active and engaged citizens
then democratic education is a framework from which discussion, policy, and
practice may ensue. This dissertation will raise questions around whether

democratic learning exists in a particular online environment.



Perspectives on Democracy in the Classroom

As Shapiro (2003) explains, “democracy means many things to many
people” (p. 146). To most people, the word democracy brings to mind citizens
voting at the polls, freedom of speech, equality, access, consensus, and
community. On the other hand, democracy may also imply market competition,
and the term often has a political connotation. For those in education, democracy
may be considered more in light of citizenship or community development and
engagement.

Democracy and the teacherOne of Dewey’s important philosophical
contributions to the democratic classroom, and democratic society in general, is
that the “solutions to [existing] problems were to be sought in the interests of all
society, not just those of a particular class or group” (Woodford, 2005, p. 6). In
other words, democratic classrooms cannot have underlying intentions that serve
only one particular group, or democracy will not be fully achieved. The
responsibility, according to Dewey, for the growth of democracy in therolas
lies with the teacher. Ihhe Child and the Curriculurf1902/1956)Dewey
writes that the teacher should be the bridge between the student and the
curriculum and provide a rich, purposeful education process. In short, Dewey
believes the instructor of a democratic classroom must provide a safe, ethica
environment for democracy to grow and provide the guidance needed to achieve
that democracy.

Dewey also philosophized that the best way to create a learning
environment of this type was to understand that the students’ experiences outside
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the classroom directly influence their learning within the classroom. Hd note
that “the facts and truths that enter into the child’s present experience, and those
contained in the subject-matter of studies, are the initial and final terms of one
reality” (Dewey, 1902/1956, p. 12). In other words, the student gains an
individualized set of life experiences and an understanding of “facts and truth” of
the material studied.

Portelli and Solomon (2001) reference Dewey’s notion of democracy as a
“way of life” rather than a set of enforced education standards (p. 290), implying
that democratic theories of education offer a progressive framework for
curriculum. Democratic practices seek to validate and acknowledge the
experiences of students and teachers and allow for a natural co-construction of
curriculum that can evolve, grow, and flex depending on the changing needs of
the group. Such practices facilitate dialogue and embrace change tothasure
the needs and interests of individuals within educational settings, and the
community in which they function, are taken seriously.

Creating a democratic learning environment requires attending to
literacies, or ways of analyzing and negotiating the world around ong’s sel
including literacies already in use by students. The instructor must make the
language in which he/she teaches understandable and appropriate for students.
For Dewey, making curriculum learnable for the students meant not opposing the
students to the curriculum, but rather using the curriculum to aid in the students’

journey of learning.
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Democracy in cyberspaceWhile education has evolved and changed
since Dewey’s time, the most fundamental changes in the twenty-firstycantur
the prior experiences of students who live in a digital media culture and the
evolution of the setting in which learning occurs.

Author and economist Don Tapscott (2000) coined the term N-Gen, or
Internet Generation, to refer to young people born during the 1980s who rely
more heavily on the Internet and technology than any generation before them and
whose Internet habits will shape society. Tapscott describes N-Geners as
“collaborative,” relationship-oriented “innovators” (Tapscott, 2009). According
to Annetta, Murray, Laird, Bohr, and Park (2008), children growing up during the
first decade of the twenty-first century are known as the Net Generatiorahy
reasons, but the most significant reason is that the Internet is a constantegpresenc
for them. They have never known a time without broadband Internet and
advanced technology. This definition aligns with that of Tapscott (2000), who
believes that success in advertising to, selling to, and reaching thistgenera
depends on engaging them and satisfying their technologically relevant needs. He
states: “N-Geners want options. The availability of choice is a deeplyaleld
in the N-Gen culture” since they are used to “navigating in a world of aggmi
limitless choice” (p. 24). Similarly, Tapscott claims that “N-Gengpeet
customization . . . they are used to highly flexible, custom environments that they
can influence” (p. 24). The Internet plays an important role in the education of N-
Geners as well as currdnternet users of any age, and educators must consider
the “highly flexible custom environments” that N-Geners expect. The avdilabil
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that Tapscott refers to closely relates to the concept of access itutlyisvghich
is defined later in this chapter.

In Grown Up Digital(2009), Tapscott interviewed over 1,700 teenagers
and developed eight net generation norms (e.g., a tendency toward innovation, an
expectation of freedom, a demand for constant entertainment, and a tendency for
collaboration) that intertwine with ideas about democratic learning. In @waldiati
insights into the value of customizing education to the needs and habits of this
generation, Tapscott summarizes why social media are important to youth a
explains how teachers and curriculum writers in the online environment can
create opportunities and optimize social media in ways that reflect the andns
values of digital natives. These values and norms are also applicableitwgcreat
democratic online learning environments.

Reis (1998) and other authors including Howe and Strauss (2007) have
used the ternMillennials to describe the same group that Tapscott (2000) calls
the N-Geners. Reis (1998) describes their childhoods as heavily structdred a
full of sports, clubs, part-time jobs, and other extra-curricular activities. He
emphasizes that the time they spent on the Internet and computers in their youth
was significantly more than that of any generation before them anblyttiag
time they reach college, Millennials are computer-literate andyhggidialized
due to frequent media-based interaction with friends and family. When
Millennials encounter college educators, the differences in the backgrounds and
life experiences of the two groups may be stark, making teaching and
communicating effectively a challenge for both sides (Reis, 1998). These

12



differences may be important when considering and analyzing the educal®r’s
in providing and facilitating a democratic learning environment within the online
classroom.

As in any democracy, examining shifts and balances of power is important
and often informs qualities of the environment, including whether it is truly
democratic. If a power structure exists in which some participants’ vanks
opinions are not heard or acknowledged, then the lack of balanced power subverts
democracy. In cyberspace, power dynamics assuredly exist. Without cybe
literacy, or the ability to communicate fluidly and fluently in cyberspasers
become outsiders. These outsiders potentially lose their entitlement to equal
treatment if their credibility or knowledge of the space in which they are
interacting is questioned by insiders.

Knobel and Lankshear (2002) point out that the Internet is far from a
democratic environment where users, by virtue of their anonymity, arke@mndit
share their opinions and have those opinions acknowledged and democratically
debated by their peers. Knobel and Lankshear use an example to illustrate,
analyzing the interaction between eBay users in which an angry loagstien (or
insider) criticizes new users (the outsiders) for using the rating systeraperly.

This long-time user calls the newcomers “newbies,” who should not use the rating
system if they do not understand how it works (Knobel & Lankshear, 2002). The
flood of comments from other long-time users in support of this scolding shows
the gap between those users with more experience and the newcomers being
reprimanded. Thus, there exists, in some cases, a very wide gap between the

13



haves and have-nots on the Internet. What the haves possess is a unique online
literacy and the ability to spot, almost instantly, those who have not, or those
users who lack online literacy. The “have nots” are then labeled and treated a
outsiders, and their opinions and views are tainted (Knobel & Lankshear, 2002).

This charge applies to classrooms in Dewey’s time as well as modern
classrooms, both in-person and online. The responsibility of providing this
environment falls on the instructor; to create an environment that fosters
interaction and contributes to a democratic learning environment, the instructor
must have an understanding of the literacies that students use to interpret,
understand, and eventually critique the world in which they currently live. This is
a complicated endeavor since the modern student is, in fact, currently using a
combination of literacies (Knobel & Lankshear, 2002; Nixon, 2001).

At the foundation of democratic theory in education is the belief that a
collaborative and constructive approach will allow opportunities for those in
school to cope collectively and respond to the here-and-now issues and problems
affecting their lives and their communities. This is an approach very much in line
with Dewey’s belief, as explained by Macbeath (2004), that schools should drive
social change and that “isolation is the enemy of improvement” (p. 42). Levin’s
(1998) conception of democratic practices in education encompasses key
elements that underlie some of the aforementioned views. From Levin's
perspective, a problematic disconnect between educational ideals and educationa
practice exists (p. 63). Considering this disconnect and how it can be overcome is
one of the goals of this study. Some underlying causes of such disconnect can be
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addressed in the construction of future online courses if these causes are better
understood.

Educational setting for democracy The prevalence of online or blended
classes, also known as hybrid classes, in higher education is significd® (NC
2008). Mass migration to online education has altered the dynamic of classrooms
significantly; students can now choose whether to take a class in-person or online.
This shift provides an important opportunity for education researchers to re-
examine Dewey’s democratic education experiment. To better understand the
relationship between democracy and online learning, this dissertation egamine
the experiences of participants in an online jazz history course.

Competing demands in educationOnline education in the United States
is driven by democratic and economic ideals like competition, accessiaridy,
participant-driven outcomes (Carr-Chellman, 2005). Understanding the
manifestation of these ideals within the classroom is essential. Addigionall
aggressive recruiting practices with the hope of reaching market zagtitad are
important motivating factors for promoting online learning. Other motivating
factors such as profit have been identified as potential barriers to thiy gfali
online education (Hebert, 2007).

Online learning is embedded in many aspects of educational life at the
university and college level across the United States and Canada. Promotion of
online learning is largely media and advertisement-driven. The mesdhge in
promotion of many online courses includes a combination of affronts to the
educational consumer. The promotional voice in many institutions trumpets the
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virtues of online learning, referring to its offer of accreditation, eass&f
practicality, and the opening to all of what once was coveted knowledge and
learning. The college district in this study advertises with tag lnes as

“Education Your Way” (Rio Salado, n.d.). Other popular online universities such
as the University of Phoenix tout slogans such as “Online Degrees for Today’s
World,” “Degree Programs for Real People With Real Responsibilities,” a

“Your Degree on Your Terms” (University of Phoenix, n.d.). Other marketing
conveys terms such as convenient, independent learning, learn anytime anywhere,
flexible learning, meeting your needs, and easy to use online learning. Whethe
the marketing message matches the quality of the experience is neayet cl
Limitations and Frames

The study explores the online course environment to understand what
qualities of democracy and democratic education (e.g., Levin, 1998; Portelli &
Vibert, 2002) exist in the online classroom. Creating a highly participatory,
democratic, and interactive learning environment is essential to effectiine
learning. Democracy in education is a large theoretical field. For this
dissertation, | focused specifically on three qualities of democracyaitioreto
online learning: issues of accessibility, student engagement, and freedom of
expression.

Accessibility. Accessibility is a fundamental quality of democracy. If
individuals are to be empowered, they must possess equal access to opportunity.
While online courses and the Internet are widespread, accessibilitye for th
purposes of this study, relates not to the ubiquitous nature of the Internet but
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instead to the learning opportunities that students have within an online course. In
particular, access to relevant technologies within the online course must be
present.

According to the NCES (2003), educational institutions that offered online
learning noted student access as an important goal for the next decade of online
courses. Specific goals for increasing student access in these institutiadsd
“making courses available at convenient locations,” “reducing time camtstfar
course taking,” and “making educational opportunities more affordable” (p. 15).
These accessibility goals noted by NCES (2003) are institutional and program
goals, whereas accessibility in this study was confined to student &xtlees
online jazz history course.

The responsibility for creating a democratic learning environment for
college-age N-Geners falls initially on the instructor and the designers oéspurs
however, what can be done realistically may be limited by technological
constraints and funding of the educational institution. To provide an environment
that is accessible for technology users of possibly diverse levels, theiost
and designers must have a good understanding of the technology and computing
worlds of contemporary students (Katz, 2008). Understanding how students
access, engage with, and interpret the content in online courses is crucial.

Understanding how online course technologies align with the technologies
students use in their daily lives is a complicated endeavor since the contemporary
student may use a combination of digital and other literacies. The Inaachet
cyberspace have been a constant presence in the lives of most contemporary
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college-age students, and while they have developed literacies that apyly to t
online environment, they have simultaneously functioned in traditional school
environments with books and print media in their education. This has resulted in
a multiliteracy (Nixon & Comber, 2001) unique to this generation. Nixon and
Comber refer to literacies as the cognitive tools that students use to tehrn, a
their broad conception of literacy includes media such as the Internet, YouTube
videos, and online social networks. Making these learning tools accessible in
online classrooms may make the online environment compatible with
multiliteracy. The accessibility of these learning tools may also make the online
classroom learning experience democratic by supporting ways of thinking a
interacting to which students are accustomed.

Student engagementAnderson (2003) describes three different types of
student interaction for educational environments: student-to-teachemntstode
student, and student-to-content. Anderson suggests that a satisfying learning
experience includes a significant amount of at least one type of interaction.

For the purpose of this study, engagement includes interaction among
learners, interaction between students and instructor, and students’ interaction
with content. A democratic learning environment should show evidence of
students’ engagement with each of these. In addition to within-course fimtesac
a potential indicator of student engagement is the learners’ behaviors outside the
learning environment and how these behaviors relate to their experience in the
class. In other words, how do the students engage as citizens in society, or how
do they engage differently as a result of their online learning exges®
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Addressing these qualities of engagement is consistent with Dewelyigidefof
democratic education.

If students are engaged with each other, the course content, and the
instructor, then democratic learning is possible. This study questionetb
accommodate discussion and promote open, free, and democratic exploration
within the context of an online course.

Technology can play an important role in student engagement. Internet
tools that provide examinations and study strategies in an engaging, in¢gerest
way can have successful results (Cheng, Basu, & Goebel, 2009) and may increase
the level of student engagement with the course content. The addition of online
interactive tools for studying class material may also encourage engjatgehme
higher the level of engagement and interaction, the more potential there is for
democratic learning. This principle of learning by doing, reflecting, and
interacting is central to Dewey’s philosophy; Dewey believed that trsshea
students reached their greatest potential (Dewey, 1902).

Freedom of expressionFreedom of expression, for this study, is defined
as the comfort level, willingness, and freedom of the students in an online
learning environment to participate, interact, and share their ideas. Bewey’
democratic classroom allowed for sharing of information between learinettse
context of an online class, freedom of expression has the same foundation but is
observed through participation in the online environment.

The Internet as an educational tool has the potential to encourage
democracy because individuals are able to express opinions, connect, and voice
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freely online, though not face-to-face physically. However, a digital diviai

exist between those who have technological skills and those who do not (Knobel
& Lankshear, 2002). This divide represents an important intersection between
accessibility and freedom of expression. Without satisfying requirerfents
accessibility in an online learning environment, freedom of expression may be
hindered. Further, in an online class, perceived surveillance by the teacher
instructor may influence freedom of expression and the nature of the students’
experiences.

Experiences, including tensions in an online course related to frustrations
caused by technology, may contribute to or detract from an authentically
democratic learning environment. How the course evolves and shifts with
students’ interests, the flow of discussion that ensues, whether online structures
allow for students to engage and interact, and perceived direction of content may
impact a perceived freedom of expression and the democratic learning
environment.

Brief Overview of Methodology

The study utilizes a case study method. The participants were students in
an online jazz history course offered at a community college in Arizona. |
gathered data through documentation of student participation in the course and
through interviews conducted at the beginning, middle, and end of the class. The
data, which consisted of a pre-course survey, interview transcripts, discussion
board posts, journal entry assignments, and other course data, were analyzed
through the lenses of access, engagement, and freedom of expression, consistent
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with qualities of Dewey’s democratic educative framewadrke findings
contribute to the development of constructs that support pedagogical decision
making in future online digital course curriculum, particularly in the field of ja
history education.

The goals of this study are to examine how qualities of democracy are
either supported (or neglected) in an online learning environment and to answer
the key research questions proposed earlier in this chapter. In striving for these
goals, this study aims to achieve insight into future creation and implementation
of curriculum in online courses that support democratic educational environments
and allow for analysis and criticism of current policies and recommendsairea
possible future research in online education.

Chapter two includes a review of the literature relating to the study. This
literature is organized into themes pertaining to the goals of the study. Chapte
three is an explanation of the case study methodology used in the study, and
chapter four presents the data collected and provides description of the themes
that appeared during data analysis. Finally, chapter five offers findinga draw
from the data analysis and a discussion of the implications of this ressaveli a

as suggestions for future studies.
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CHAPTER TWO
LITERATURE REVIEW

This chapter provides a review of literature related to three key areas of
investigation: trends in online education, perspectives on democratic education,
and jazz education. Literature sources include peer-reviewed studies of
technology and student interaction in online environments, as well as online
courses, proceedings from education conferences, and articles from online
education journals. For some of the phenomena in this,dtathp refer to
informal literature on education and information provided in technology blogs.
This literature, though not formally peer-reviewed, is an important source fo
information and ideas about contemporary issues in online education and
technology. For recently invented or recently popularized technology, these blogs
and forums can provide insights into the most current uses of this technology. In
addition, some blogs are side projects for highly regarded professors, educators,
and authors. These sources are important indicators that more formal research
and investigation is needed in the realm of online education, particularly in higher
learning institutions.
Trends in Online Education

In the United States, the popularity of online education has been growing
rapidly. In 2000, three million students were taking advantage of online
education opportunities (NCES, 2003). By 2007, “two and four-year institutions
reported an estimated 12.2 million enrollments in college-level, creditiggan
distance education courses” (NCES, 2008, p. 3). Additionally, the NCES reports
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that undergraduate enroliment in all types of classes increased by 242000

to 2008 (NCES, 2010). That enrollment in post-secondary online education has
increased significantly in the last decade is noteworthy. Institutionstiesre
increasing their repertoire of online classes in response to this trend. Arizona
State University (ASU), for example, predicts that by 2021, a quarter of its
students will be enrolled in only online classes (Ryman, 2011). Because of this
trend, research and evaluation of online education is more important than ever.

Online education in the United States is driven by ideals such as
independence, freedom of choice, and equal opportunity (Carr-Chellman, 2005).
Carr-Chellman suggests that the opportunity to choose which courses to take,
when to start and end the courses, and when to do the assigned materials draws
some students to online education. Additionally, in the United States, online
education is seen as an economic venture, making it a field dominated by
economic competition, advertising, and a for-profit mentality (Carr-Challma
2005). This is evidenced by the multitude of advertisements for new, exclusively
online colleges as well as for programs at existing universities that can be
completed partially or completely online.

Whether students are influenced to choose online education by good
advertising or simply by the lure of convenience and freedom, it is important to
know what is happening to the millions of students who are turning to online
education in lieu of traditional classes. According to a meta-analysis of over a
thousand studies of online education, “on average, students in online learning
conditions performed modestly better than those receiving face-to-face
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instruction” (U.S. Department of Education, 2010, p. ix). The results of this
meta-analysis also suggest that the positive effects of online educaten wer
stronger for higher education than they were for K-12 distance learning. tn othe
words, undergraduate and graduate students appear to be the best candidates for
online education.

In an online survey of 562 college instructors and administrators, Kim and
Bonk (2006) measured predictions for trends in online education in the next 10
years. “Monetary support” was identified as the “factor that will most
significantly affect the success of online programs” by 24.7% of respondents
while only 15% of respondents indicated the “Technical competency of online
instructors” as most influential (p. 26). Additionally, survey respondents ranked
“lecturing or teacher-directed activities” tenth out of 12 pedagogichhtques to
be used more widely online in the coming decade, while “discussion” was ranked
third and “group problem-solving and collaborative tasks” was the most favored
pedagogical technique, with 65.4% of respondents choosing it (p. 28).

However, not all facets of the online environment seem to facilitate higher
grades or greater comprehension. The U.S. Department of Education (2010)
found that the use of some popular online tools does not necessarily lead to better
educational outcomes, such as higher test scores:

Elements such as video[s] or online quizzes do not appear to influence the

amount that students learn in an online class. This research does not

support the use of some frequently recommended online learning
practices. Inclusion of more media in an online application does not
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appear to enhance learning. The practice of providing online quizzes does

not seem to be more effective than other tactics such as assigning

homework. (p. xvi)

These results imply that the use of additional online tools is not the reason
for the success of online education in general. Tools such as YouTube and audio
clips may be useful to students in online classes but do not necessarily lead to
differences in learning. This meta-analysis of online education studieshthoug
useful source of information and a good summary of current research, does not
review any studies of online music courses. Perhaps when the subject issfine art
listening to audio clips, watching videos of performances online, and using other
additional media may have a different impact on students. More studies about
online music education, and specifically jazz history education, may be an
important addition to future meta-analyses.

Contemporary online learning technology Online education generally
utilizes a web-based platform known as a course or learning-managentemnt sys
(CMS or LMS). Ideally the CMS facilitates learning in several wdyshould
keep track of students enrolled in the course, open a line of communication
between students and instructors, chart student performance and progress, and
provide a venue for instructors to distribute course content.

A number of CMSs have been established since the advent of Blackboard
in 1997. As the Internet continues to be a significant presence and students have
sought out the flexibility and freedom of online education, these systems have
become more popular and more advanced. Standard features included in a CMS
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are forums, chats, and a system-based email. With technological advatszeme
creators of online classes have been able to recreate in the online learning
environment the social classroom environment that students recognize from their
daily lives.

Many advances in CMS technology in recent years are noteworthy. For
example, Edvance360 Learning Management System, from Edvance LLC,
emphasizes social networking. This interface allows users to creatkér
using a resume and portfolio format built into the system, motivating usery to sta
with Edvance360 after graduating. The learning system can contain published
works of the students, their learning experiences and qualifications, and
recommendations from faculty and instructors (Products and overview, n.d.). The
social networking infrastructure of Edvance360 helps colleges interact with
current students, alumni, and even prospective students.

Another CMS gaining popularity is eFront (eFrontlearning, n.d.). The
eFront system specializes in an intuitive design that resembles a Windovas contr
panel with a calendar and forum with instructor updates attached to the side of it.
The clean look, which implements a previously established visual setup, is
intended to make the platform familiar and easy to use.

Rhode (2009) is critical of modern day LMSs, or Learning Management
Systems. Rhode contends that educators and course designers need to determine
how to effectively integrate Web 2.0 technologies into their LMSs. The author
claims that the “rise of asynchronous and synchronous computer-mediated
communication (i.e., email and threaded discussion and synchronous chat,
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respectively) combined with the integration of a structured LMS environnasnt
been mistakenly hailed by some as the panacea for developing quality online
learning” (Rhode, 2009, p. 2).

In an investigation of learner preferences in online learning environments,
Rhode (2009) primarily focused on the various kinds of interactions students in
self-paced online learning classes took part in over the course of a yearsiThe f
issue he addresses is scheduling and its effect on communication. In an
“imposed-pace” course, group work and communication are easily established
and maintained because students are working on assignments at the same time. In
a self-paced course, as many online courses tend to be, students do the course
work when they have available time. Although many students take these courses
for the added flexibility, such courses can also add obstacles to the pedhgogic
process. Each student could potentially be at a different part of the course,
making collaboration and relevant learning communication between students
more difficult (Rhode, 2009). He sees potential in social networking capabilities
and believes that there is an opportunity to expand interaction beyond the confines
of the 'course environment,' such as expanding student-to-student interaction in
different sections of a course.

Rhode (2009) approaches the problem with the perspective that student-to-
student or student-to-teacher interaction is essential to an effective atiy heal
learning environment, in person or online. Rhode (2009) attempts to address two
guestions: examining and discovering what kinds of interaction students who
participate in online learning classes want to engage in and determiaing if
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theoretical system laid out by Anderson (2003) is an accurate framework for
higher education institutions to follow when designing online courses. Rhode
points out that many higher learning institutions have embraced Anderson’s
model for its flexibility and economical potential. It affords educatesstility

with things like class size and curriculum if they only have to fulfill one of the
three forms of interaction at a high level. Rhode suggests that institutions with
high numbers of students now try to teach too many students in an online course
with limited faculty. Those institutions are hoping, based on Anderson, that
supplying student-to-content or student-to-student interaction, in place of student
to-instructor interaction, will be adequate.

The online courses studied by Rhode implemented Web 2.0 technologies
and pedagogical strategies. Aside from the standard LMS, students were also
required to use social networking features, such as blogging and “learresr-dr
communities,” provided by an additional software platform (Rhode, 2009, p. 6).
To determine which interaction type was preferred by self-paced onlimetsar
Rhode (2009) asked questions that determined (1) which type of interaction the
learners engaged in most frequently, (2) which they valued most, (3) which forms
of interaction they viewed as equivalent to one another, and (4) what they
perceived the impact of interaction was on their learning experience. The
participants were from a one-year certification course offered atlzeastern
U.S. college that employed the self-paced online system. The course was
designed to allow all three types of interaction. The only deadline was a final
typed assignment due at the end of the semester.
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Out of 15 students enrolled in the course, 11 completed 75% or more of
the course and 10 agreed to a semi-structured interview, which included four
guestions (Rhode, 2009). The first question was: “Which form of interaction is
most common in self-paced online learning environments?” (p. 7). According to
their interviews, the majority of interaction was student-to-content orrsttiole
teacher. Students expressed enthusiastic approval of the multimedia aspects of
the course, such as the self-contained, audio-enhanced slide shows designed by
the instructor. Students also praised “supplementary video presentations linked to
from outside the online course room” (p. 9) or videos from sites like YouTube.
The social networking aspect did not seem to have been a primary focus of the
students, which illustrated that student-to-student interaction in an online
environment is a challenge to develop (Rhode, 2009).

To answer the second question, “Which form of interaction did student's
value the most?” Rhode (2009) had students rate the various course elements on a
1 to 5 scale. The top ten student-voted elements included assignments, direct
student-to-teacher interaction, the instructor's presentations, and thmaktxtés
to videos. All of the top ten consisted of either student-to-content or student-to-
teacher interactions. The poorest ratings were for student-to-studergtotant-
to-student message board posts from students of a different section, and student
comments on student blog posts.

The third question was “Which forms of interaction do adult learners
identify as equivalent?” (Rhode, 2009, p. 10). Students widely identified student-
to-content and student-to-teacher interaction as being relatively eauivale
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According to Rhode (2009), students had the view that some interaction with the
teacher could be replaced with student interaction, but because of the sedf-paci
it was difficult to interact meaningfully about the course content.

Question four was “What impact do adult learners perceive interaction to
have on their self-paced online learning experience?” (Rhode, 2009, p. 10). Not
surprisingly, students believed there was no substitute for student-to-content or
student-to-teacher interaction.

Rhode (2009) concluded that he had refuted Anderson’s (2003) claim that
certain interactions are interchangeable. Primarily teacher and conégatiion
cannot be substituted with student-to-student interaction in self-paced online
courses. He also concluded that because of the nature of self-paced online
learning courses, students consciously gave up meaningful student-to-student
interaction, in favor of scheduling flexibility, when they enrolled in the class
(Rhode, 2009).

Video, while not a new learning technology, is also becoming an integral
part of online learning. Some universities have local channels that show lectures
and courses for specific students. Additionally, video sharing websites such as
YouTube and iTunes U offer opportunities for college students to view lectures
from a variety of courses from universities across the country (EDU-YouTube,
n.d.). Universities and colleges have the opportunity to start their own YouTube
channels and share information about the school through them (EDU-YouTube,
n.d.). (A list of some examples of these pages, or channels can be found in
Appendix B.) YouTube.com education online videos are increasingly focused
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and directed at students using computers at home, and video lectures can be
directed toward a specific group of students. Websites such as Academic Earth
have taken advantage of this technology and now provide hundreds of recorded
academic lectures on a variety of topics (Academic Earth, n.d.). These pisevious
recorded lectures can range from MIT professors’ physics lectongsiete with
extravagant experiments to a lecture titled “Lying and Principles” franvéid
faculty (Academic Earth, n.d.). This plethora of online video education, along
with teachers’ own supplementation, provides students with a visual learning
experience in the online environment that was available, until recently, only in in
person classrooms. While the potential for the use of video in classroom settings
is not new, the effective implementation of this technology in online classrooms is
not yet widespread.

Another advancement in online education is the online Whiteboard
(Hyder, 2009), which functions as a whiteboard on a computer screen. A user or
group of users can use mouse functions to draw on the screen and produce shapes
and text boxes, allowing them to visually represent ideas that might lmeilditfi
express through text or email alone. These drawings can be viewed, shared, and
edited by other users in the group. Products such as Dabbleboard allow teachers
to communicate with students through whiteboard technology anywhere in the
world (Hyder, 2009). This free software is just one example of how the online
experience has advanced over the years. The combination of Dabbleboard and a
CMS chat room resembles a classroom experience without the physicalariass
in place.
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In a study of technology tools in a classroom, Cheng et al. (2009) found
technology to be an integral part of learning. Cheng’s study included technology
such as online tools for learning, the institution’s website, and a website for a
specific class. The researchers found that technology that successfuligesnha
teaching and helps students learn facilitates the process of learning itnan onl
environment. The authors suggest that their strategies for multimedia use in
online education will improve learning and support one of their goals to “provide
publicly accessible education anywhere, at anytime, and to anyone” (Chang et
2009, p. 16). The technology discussed, Computer Reinforced Online Multimedia
Education (CROME), is a group of web-based study and examination activities.
CROME implements techniques that range from ‘drag and drop’ activities to
video clips that make for engaging studying, quizzing, and testing experiences

Cheng et al. (2009) emphasize the need for further outcome-oriented
studies based around CROME. In the meantime, the authors present detailed
descriptions of these learning technologies. In the construction of online classes,
knowing the options that are available for learning tools is important. Although
Cheng et al. examine online technologies in science and math courses, versions of
these technologies might still be applicable in classes such as onlitnésfazy.
CROME is potentially a useful tool for future online class construction and
design. However, technologies included in CROME require further research,
specifically into how they help students interact and participate.

The potential for enhancing education through the use of information and
communication technologies and online tools is an area of research that requires
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further exploration. Savage (2005) argues that information and communication
technologies (ICT) can enhance education by making it more than just a one-way,
solitary experience for students (Savage, 2005). The same potentialistdgrex
music education courses, specifically. On the contrary, Paynter (196msass

that the extent to which the same technology in music education is useful is only
as a delivery device. Paynter (1997) explains that “IT [information technology] is
a means not an end [in] supporting the quest for genuinely musical activities” (p.
107).

Savage (2005), on the other hand, believes there is a more complicated
relationship between ICT and music education. He claims that Paynter (1997)
should have explored the relationship further. Savage suggests that researchers
ask the question “What can be done to make it not only a means but also an end?”

The relationship between music and ICT is not one of servant and master,

but rather a subtle, reciprocal, and perhaps empathetic one in which the

very nature of what constitutes musical practice is challenged, mediated

and redefined through performers’ and composers’ uses of ICT. (p. 168)
Savage attempts to answer two questions related to the current stage of
development of music ICT: How does ICT impact a music student’s learning
experience? and How does ICT affect the teacher’s pedagogical approach?
(Savage, 2005).

After observing a number of test groups, Savage (2005) concluded that a
structured compositional process that involved the students is the next necessary
step in music ICT (p. 178). He observed that when those processes were adopted
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in the classroom, there were impressive results from students, but he eegphasiz
that this is the exception not the norm. Savage (2005) concludes that educators
need to explore the potential of ICT and push the boundaries instead of settling
for contemporary uses. Otherwise, educators will fall into the stagnant trap
described by Paynter (1997) in which ICT is nothing more than a one-way
delivery system.

Online learning in music education According to Williams and
Webster (2006),

Many teachers develop online resources for formal courses taught at their

schools . . . Such course materials might be designed for students in

residence or perhaps as part of a distance-learning program of study.

Extensive use of multimedia resources such as sound files, graphics, and

digital movies is common. (p. 411)

Distance learning in music in higher education includes online courses and
even the opportunity to earn online degrees. For example, Berklee's College of
Music (Berklee Music, n.d.) boasts 130 online courses and certificate programs.
Topics include everything from a series of Pro Tools courses to songwriting and
music theory. Each student in Berklee's online music programs has a student
homepage, which allows access to the online courses. Inside these courses, a lef
frame displays three relatively standard sections: course content, whiaimsont
announcements from the instructor; a syllabus page with a list of lessons; and a

communications tab, which lists classmates, a discussion forum, and a live chat.
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Each lesson has a number of topics and activities as well as specific class
discussions. Many of the topics have animated learning aids. For example,
Lesson 1 of Pro Tools Basics includes a topic about signal flow as it reladhes t
monitoring of audio track signals. An animated chart shows how the signal
progresses as well as a brief explanation of the process from airflogv goin
through the larynx, or other sound source, and then into the microphone to the
microphone preamp. An explanation of exactly what each particular piece of
equipment does at each point in the system is included. The animation then
shows how the signal gets sent to a variety of locations depending on what kind of
hardware is used.

Each specific lesson has a chat room communication box to promote
consistent discussion throughout the entire lesson. Instructors hold regular live
office hours in the course chat room to answer questions. The chat room also
enables students to discuss, with each other and with the professor, what they are
learning and provides a medium through which students can ask each other for
advice. This is particularly useful in a technical field such as sound recording,
which teaches not only complicated software like Pro Tools but also techniques
such as placement of musicians and equipment and control of the environment for
the best quality recording. Many of the activities require students to post their
completed work and assignments they have done in the discussion forums.

Courses are linked cleanly into a system (Berklee.edu) that allows students
to switch easily between online courses in which they are enrolled usingwime
student homepage. The student homepage has a personal profile and social
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networking features that allogtudents to promote themselves and their work
throughout the Berklee music community.

Boston University (Boston University, n.d.) offers an online graduate
music education program as well. The university emphasizes convenience as one
of the reasons to enroll in the online program. The online format enables students
to reach their academic goals in a way and time that fits their individual needs.
Boston University students can pursue an online Master of Music in Music
Education (MusM) degree, as well as an online Doctor of Musical Arts in Music
Education (MusAD) (Boston University, n.d.).

The coursework for these advanced degrees is almost entirely online. The
MusM program consists of eight courses in theory and arranging, music
education, research, music history, and other special topics (Boston University,
n.d.). These courses may be finished in 17-20 months of study, and the degree is
awarded upon the completion of a master’s thesis. The MusAD program consists
of eleven courses that can be completed in a continuous course of study in 5.5
semesters. It also requires qualifying examinations, a one-week on-campus
residency, and the completion of a doctoral dissertation. The subjects of the
courses for this doctoral program are similar to the topics studied in the Blaster
program. One focus of this program is on techniques for applying music theory
and musicology in the classroom (Boston University, n.d.). Programs like these
have enabled students from around the world to take part in U.S. higher education

in music.
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Some researchers have investigated online music communities, though not
specifically jazz communities. For example, Salavuo (2006) revealed thag onli
music-based communities, populated by members with varying expertise and
interest areas, are prevalent and significant. He explains that these online
communities are diverse in purpose and their identities are dual-natured:

Online communities in the field of music are, on the one hand, knowledge

communities, since they include members with a wide range of expertise

who are seeking and sharing knowledge. On the other hand, these
communities are musical communities, where distributing one’s own

music and listening to the music of one’s peers have great importance. (p.

256)

According to Salavuo (2006), these “music-related online communities
have created a new culture of listening, creating and distributing mpsiz56).
Salavuo reported that websites such as Soundclick.com, Garageband.com,
iCompositions, and Audiostreet.net are some of the most commonly used online
music communities. At the time of his study, Soundclick.com and
Garageband.com had almost two million members combined (p. 258). Salavuo
discovered, through Web-based surveys, that many of the users of the
aforementioned sites were capable of writing songs and lyrics, singing mrgplay
in an active band, and using computers instead of traditional instruments to make
music. Since the number of people using and visiting these music-related

websites is significant, studies that analyze these populations may be lnseful
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addition, these websites may have qualities that can be adapted for techhologica
learning environments.

It is important to consider that the people who are attracted to a jazz
history class and who may succeed in a class that utilizes online music
technologies may be the same population sampled by Salavuo (2006), thus
making that study relevant to this investigation. Additionally, the extent of
students’ musical backgrounds may be important since familiarity witlopie t
might affect participation, freedom of expression, or overall comfort levakin t
online environment.

Online education in music education, specifically, is also growing (Hebert,
2007). Hebert (2007) investigated whether online education in music education
can truly be of the same quality as traditional face-to-face prograetsert
discussed five key issues that represent challenges in online music teacher
education and their effects on online learning and, finally, corresponding solutions
to each of them. These issues were (1) prejudice regarding the legitfnac
online degrees, (2) coordination between distance education and music
departments, (3) pressure to maximize profits at the expense of educational
guality, and (4) management of student behavior and provision of student
services. Hebert (2007) found it is important to recognize the unique challenges
in online learning and for university administration, professors, students, and
professional leaders to collaborate to overcome these challenges.

Hebert (2007) claims that effective systems can be devised and
implemented to lessen the frequency and severity of these challengestahh
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solutions include mentors focusing on assisting full-time and adjunct faatiity w
their online courses since it appears that “most characteristics diveffec
university teaching in live classrooms tend to transfer well into online programs
with the need for minimal modification” (p. 1). He also suggests that similar
online programs at other institutions make efforts to ensure a stringent@pproa
to program evaluation.

Online education and recorded musicContemporary online courses use
technologies that have evolved over many years. The recording industry began
through technologies such as 8-tracks, cassettes, and compact disks, and has now
evolved to MP3s and online streaming services. Thomas Edison's 1877 invention
of the phonograph prototype (Morton, 2004, p. 8) led to what would be
considered the ‘record player,’ but it was not the first time humans had captured
sound waves.

The first device to capture sound was the phonautograph, created by
Frenchman Leon Scott in 1856. The phonautograph was a cone-shaped horn that
directed sound to a membrane attached to a rapidly moving pointed stylus. When
someone played an instrument or yelled into the horn, the stylus transcribed sound
onto a soot-covered cylinder (Morton, 2004). Schools in the United States and
Europe purchased the device during the 1860s as did the Smithsonian Institute in
1866, and for the first time, students and scientists could study relativelytaccura
representations of sound waves (Morton, 2004).

Edison's phonograph, invented 20 years after the phonautograph, recorded
sound by making indentations on a strip of tin foil wrapped around a revolving

39



drum. Like many important inventions, its creator did not initially realize its
potential as a medium able to mass-produce and distribute music to a broad base
of consumers. The tinfoil was also not an adequate long-term sound-storage
solution as the quality degraded after each successive play to the point of being
useless after only a few rotations (Brooks & Spottswood, 2004). (For a more
complete history of recording technology, see Appendix C).

Today, online courses make use of digital audio and video recordings.
The first purely digital audio and video recordings were encoded in 1992 as
MPEG-1 Layer 3 and later became commonly known as MP3. These became the
standard for the type of compression in which some inaudible sound data are
discarded (Morton, 2004). This process minimizes the amount of data in the file
and is compatible with devices such as computers or iPods. By 1999, MP3s had
become very popular, especially with sites like mp3.com. Napster, the first
successful peer-to-peer audio sharing program, began in late 1999 and was later
shut down as a result of legal action initiated by the Recording Industry
Association of America (RIAA).

Although Apple did not invent portable MP3 players, the company’s
invention of the iPod was revolutionary (Hormby & Knight, 2005). Creator Tony
Fadell wanted to design a hard-drive based MP3 player, as opposed to the flash-
based ones available in the early 2000s, for increased storage capacityaas wel
for providing a means to obtain music legally. The first iPod was released in

October of 2001, and the iTunes Music Store began in 2003.
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Contemporary online music classes, such as the jazz history course
examined in this study, commonly use MP3 technology and streaming audio.
MP3 files, including both music and lectures or other recorded information, are
typically placed on class websites for students to listen to, and the presémse
technology in online teaching is significant. It has given rise to the use of digita
streaming as well as utilization of websites such as YouTube for teachieg. E
in non-music classes, MP3 technology has added many options for teaching and
learning.

Online Learning

Barnard, Lan, Crooks, and Pat@®08)examined students’
epistemological beliefs, or their knowledge of learning and their suntes-
regulated learning, in online courses. The participants consisted of over 400
students in an online course at a public university. Data showed that there was
not a strong correlation between epistemological beliefs and grade poegeaver
(GPA), which researchers used to measure academic performance.waébker
however, a correlation between epistemological beliefs and self-reulate
learning skills. Students with high self-regulated learning competeciado
could manage their time and pace of learning effectively, had higher GPws. T
researchers suggest that students’ self-regulated learning skifiselsted to
their epistemological beliefs and to their resulting GPAs.

Self-regulated learning skills in communities, including online courses,
can be affected by a phenomenon cafledal loafing Social loafing occurs
when a student does not carry his or her share of the workload in a study group or
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similar setting (Piezon & Ferre2008). Piezon and Ferree (2008) attempted to
determine the perception of social loafing of students in online learning groups.
The results from the two study groups, public university students and Naval War
College (NWC) students, were considerably different. At the public university
77.4% of students perceived social loafing in online learning groups, while only
8% of NWC students had that perception. Piezon and Ferree stressed that
students often had misconceptions of social loafing and labeled a fellow student
without understanding that student’s actual input and participation. In fact, at
times, the student perceived as a social loafer was actually working havesut
struggling with the concepts of the group work (Piezon & Ferree, 2008). The
authors suggest that educators who specialize in online learning will have to
develop unique methods to combat social loafing and that methods to curb social
loafing in face-to-face groups might not apply to online groups (Piezon & Ferree,
2008).

Instructor behavior in the online learning environment. Schutt, Allen,
and Lumakis (2009) examined instructor immediacy behaviors, or the lack
thereof, in online learning environments. They defined immediacy behaviors as
long-established social communication methods, such as intonation of voice,
physical gestures, facial expressions, showing concern or encouragerdent, a
recognition. All of those behaviors are conducive to a sense of physical and
psychological intimacy (Schutt et al., 2009). However, these elements may be a
problem for distance learning because of geographical differences kral lac
face-to-face instruction and interaction. The authors conclude that as eslvanc
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online education occur and mediums for education expand, so too do the
opportunities for instructors to exhibit immediacy behaviors.

The researchers collected data about students’ perceptions of instructor
immediacy when the students were exposed to different levels of instructor
interaction. Some students saw only text from the instructor, while otheds hear
audio accompanied by text, and still others saw a video lecture in addition to text
and audio. Schutt et.4dR009) hypothesized that students who participated in
video and audio instruction from teachers, accompanied by a text chat that
allowed for questions and feedback, would have the highest perception of
instructor immediacy and social presence.

The researchers found that student immediacy perception with the video
lecture was very high, which they credited to students’ established visual
immediacy behaviors. The authors pointed out that this result hinged on the
instructors’ abilities to use immediacy behaviors and their conscious attempt to
form a learning relationship with students. Schutt et al. found that this
relationship predicted a positive perception from students, even with the group
that had only audio and text, depending on the instructors’ abilities to vocally
express immediacy behavior. Schutt et al. (2009) concluded that the social
presence of an instructor could positively impact students’ satisfaction wiitie onl
courses and that the social presence can be enhanced with video and audio that
allow for instructors to exhibit immediacy behaviors.

Student perception of online learning.Tsai et al. (2008) address the
sense of isolation expressed by online students compared to their expesigimces
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face-to-face education. That sense of isolation has been cited as a nedsots st
drop out of online courses at a higher rate than students in traditional educational
environments (Tsai et al., 2008). The authors listed five factors that affect
learning, both online and in person: sense of community (SOC), social ability,
perceived ease of use, self-reported participation, and satisfaction. Timeglde
social community as the students’ sense of belonging or being a member of a
group. Tsai et al. asserted that students should feel that their success and the
success of other students is dependent on the group as a whole as well as a mutual
concern for each other’s opinions.

Tsai et al. used a questionnaire to calculate social ability, defined as the
students’ abilities to utilize the available online resources to interaetlgcand
to achieve goals in the online community. The researchers determined perceived
ease of use by assessing the students’ familiarity with the necesdamologies
to facilitate a social online learning experience. Self-reporteccjpation was
determined by the answers to questions on a one-pairggrticipatior) to
seven-pointd lot of participatior) scale.The authors determined satisfaction
using a similar scale as well as questions regarding students’ perceived
educational experience in terms of learning and retaining relevant coatseal
(Tsai et al., 2008). Interview gquestions investigated whether students posted on
the discussion board, read messages other students posted on that board, sent
emails to other students, or uploaded their work to the system.

Tsai et al. (2008) found that factors such as social ability, perceived ease
of use, and self-reported participation that resulted in a sense of community
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enhanced the students’ satisfaction in online courses. The added social and
community component was an important part of students’ education. When these
components were implemented in an online course, overall student satisfaction
with the course increased. The study also illustrates that perceived sense of
community is built upon the students’ participation in discussion boards and other
types of online communication with fellow students.

Ladyshewsky and Gardner (2008) investigated students’ reflections on
clinical fieldwork through the use of blogging, a form of mediated learning that is
also available in online classes. Groups in the study were comprised of four to
five physiotherapy students in their last year of study and an academicatooder
Students used blogs to discuss professional practice issues based on evidence they
gathered during clinical fieldwork. The intention of the blog was that the
students’ sharing of experiences and insights would broaden each student’s
personal learning experiences.

The authors found that participants communicated with one another using
specific language and drew on similar knowledge about blogs and the Internet. To
foster a safe medium where students could talk candidly with their peers, the
authors also tried to create an environment that would be free of intimidation,
even if unintentional, from superiors or instructors by using the peer-driven
interaction forum of the blogs (Ladyshewsky & Gardner, 2008).

The academic moderators were so impressed with the blogs that they
favored them over the written examination generally held at the end of the
students’ clinical work. They found that students were more engaged in their
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discussions with other students on the subjects presented in the blogs than they
were in past classes that did not use the blogs. Because blogging occurred
throughout the clinical study, students tended to be more insightful about the
clinical work while they were in the process of doing it as opposed to looking

back at those experiences at the end of the year, as would be the case in a typical
final examination (Ladyshewsky & Gardner, 2008).

However, the moderators had two main suggestions. First, they
recommended that students begin the blogging process earlier in the course, as
some students were initially more experienced at a reflective $tyletimg than
others. The other critique had to do with the roles of the moderators themselves.
The authors believed students would have been better served with less moderator
interference and clearer guidelines that would lessen the necessity of the
administrative leadership in discussions (Ladyshewsky & Gardner, 2008).

The authors reported many positive comments from students in this study.
Students appreciated the feedback from other students, which helped make their
work feel more relevant, created opportunities for them to see beyond their own
thoughts, and gave them a sense of empathy with one another. The blog
community was also beneficial for students because they developed more open,
trusting relationships with their blog groups.

One of the drawbacks, from the student point of view, was that the
university supervisors in the form of academic moderators read the posts.as well
Some students used nicknames at the beginning of the study to remain
anonymous, but this hurt the community dimension for other students who did not
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know with whom they were communicating (Ladyshewsky & Gardner, 2008).
Also, students tended to agree with the opinions expressed by the moderators on
the blog groups, which may have led to fewer original ideas and comments.
Students might have been ‘piggy-backing’ on the ideas of the moderators instead
of thinking independently, so less advisor interference led to better discussions
between students. The studealtso felt that beginning the blogging process

earlier in the course would have been beneficial to the group experience. In
addition, students encountered technical problems with hardware and software as
well as some Internet availability issues (Ladyshewsky & Gardner, 2008)

Based on their results and conclusions, Ladyshewsky and Gardner (2008)
presented a list of Dos and Do Nots for instructors attempting to fosteiociass
discussion. They suggest instructors develop a healthy, open atmosphere at the
beginning of the semester by using exercises that help students connecttand get
know one another and by showing respect for student opinions and enthusiasm for
discussion. The Do Nots include letting students feel unsupported and vulnerable,
arguing with students or squashing their opinions, and fostering an authoritarian
atmosphere (Ladyshewsky & Gardner, 2008).

Platforms for online learning. Annetta et al. (2008) investigated Multi-

User Virtual Environments (MUVES) or, more simply, multi-player educationa
video games. Annetta et al. believe MUVES could be advantageous in education
if implemented as a team-building environment that supplements the course
curriculum. Participants in this study included graduate students in a science
education course that was conducted entirely in a MUVE platform. Lectures wer
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given in a virtual classroom with the instructor using Voice over IP (VoiP), a
Internet-based telephone technology, for delivery of voice communications. The
authors found that participants were hesitant to respond and ask questions using
VolIP but instead relied on the text-based chat available. The reason for this
hesitation may have been a generation gap between these participants and the
Generation N students for whom VolIP technology may have worked better.
Participants in this study were either K-12 teachers or education raapbisere

older than typical Generation N students. Their discomfort with VolP and MUVE
technology may have been due to their unfamiliarity with it, and the authors
suggest that technologies like VolP and MUVE might have been better suited for
a class whose students fell within the N Generation.

Some of the educational professionals in the study suggested that class
curricula were too large and complex to make much use of the MUVE they
worked with during the study. However, others thought it could be a valuable
learning tool for at-home review of class work. In their conclusions, Annetta et
al. note that one of the most significant barriers to the participants in this
education course was unfamiliarity of the course technology. They conclude that
this method of distance learning, an entirely MUVE environment, will be an
attractive option to future higher education students who are already acalistome
to playing multi-player games regularly (Annetta et al., 2008).

Roehling (2011) describes findings from a research project conducted to
examine effective ways to engage students in college courses. The author
conducted six focus groups to study how students between the ages of 18 and 21
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participated and were engaged in classroom discussion. Students in the focus
groups agreed that classroom discussions were useful to their learningrecgpe
The three primary benefits were a more active learning experients, bet
understanding of the material, and the ability to see the subject from different
perspectives (Roehling, 2011).

Roehling (2011) discusses a criticism of members of the Millennial
generation regarding their short attention span, suggesting that lackntibatte
may be attributed to the numerous sources of information, entertainment, and
stimulation available to them and their ability to constantly switch betvwemse t
various sources. The students in the focus group suggested that engaging in
discussions helped them pay attention and focus on the subject, confirming the
author’s belief that class discussions are important to learning. This @dssm
that incorporating discussion boards in an online course may positively affect
student engagement in the course.

Finally, Roehling asserts that members of the Millennial Generation are
more likely to want to find things out on their own or prefer to be given
information and then analyze it and come to their own conclusions instead of
being fed facts and opinions without reflection. Roehling claims that these are
some of the reasons classroom discussions are important to the learning process.

Based on findings from the focus group discussions, Roehling (2011)
suggests that creating a comfortable and inviting environment in which students
feel empowered to participate in classroom discussions is crucial. The &tthor |
four factors that students felt empowered them to participate in classroom
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discussion: (1) the professor’s or instructor’s attitudeth@)nstructor’s ability to
moderate the classroom discussion, (3) the atmosphere of the classroom (or
forum), and (4) the students’ attitudes. The professor’s attitude was most cited by
members of the focus groups as either helping or hindering classroom idissuss
These suggestions may also apply to online discussions.

Twenge (2006) also points out that Millennials are a diverse generation
and the idea that everyone's opinion should matter is prevalent in the Millennial
generation. Twenge uses blogs as an example of this. Twenge points to blogs as
an example of intricate personal logs of every daily action posted online for
everyone to read. It could be said that since 2006, the year of Twenge’s book, the
“everyone's opinion matters” perspective is more prevalent than ever, amdposti
of moment-to-moment actions has been taken to an unprecedented extreme.

Twenge (2006) points out that because of the pervasive attitude that
everyone is special, students may be hyper-sensitive to criticism and avoid
becoming involved in a situation in which they or their opinions could become the
target of criticism. Similarly, according to Howe and Strauss (2007), riviiké
students are more conventional than previous generations. They tend to respect
authority. If they do not feel that their opinions will be openly accepted by the
authority figure (e.g., the professor or instructor), they are much lesstikel
voice their opinion. This is doubly true if the students believe the professor's
opinion is divergent from their own. These authors suggest that instructor
enthusiasm may be an excellent tool to combat boredom in Millennial students
(Howe & Strauss, 2007; Roehling, 2011; Twenge, 2006).
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The instructor’s ability to moderate discussions is not a new subject.
Ladyshewsky and Gardner (2008) found that the academic moderators
unfortunately became a major hindrance to open communication in blogs and
discussions in online study groups. Roehling (2011) came to a similar conclusion,
stating that discussion should be “structured and focused, but not dominated, by
the instructor” (Roehling2011, p. 4). Some of the focus group students
suggested that professors who went out of their way to foster an environment of
civility and openness were the best at moderating classroom discussions
(Roehling, 2011).

Both Roehling (2011) and Ladyshewsky and Gardner (2008) identified
students’ comfort with interacting as a pedagogical issue. Lagg&heand
Gardner found varying levels of student comfort with Internet anonymity, and
Roehling (2011) found that 60% of the comments made by students in relation to
their comfort in the in-person classroom atmosphere referred to how well they
knew the other students in the classroom (Roehling, 2011). Given Roehling’s
(2011) findings and the reality that students in online classrooms do not
necessarily know one another, it is not surprising that Ladyshewsky addeGar
(2008) found that some students were uncomfortable interacting in the online
course. ltis also important to consider #wabnymity andhotknowing the other
students may make some kinds of sharing more comfortable.

Siemens (2005) suggests a learning theory based on connectivism as more
appropriate to contemporary digital age learning than behaviorist, cognaivis
constructivist theories (Siemens, 2005). Connectivism is the idea that learning

51



takes place in an environment that is not static and is not controllable by the
learner. Siemens suggests that the “life of knowledge,” which is the timedmetwe
the moment when the knowledge is gained and the moment when that knowledge
becomes obsolete, is no longer measured in decades but in years and months, or
even shorter time frames (Siemens, 2005). According to Siemens, digital
technologies have vastly shortened the lifespan of knowledge, and educational
approaches should be adjusted accordingly.

Siemens’s theory of connectivism has a number of principles important to
online learning and democratic learning such as the view that “leammihg a
knowledge rest in diversity of opinion” and the importance of the “ability to see
connections between fields, ideas, and concepts” (Siemens, 2005, p. 4). These
principles are applicable to online learning and the potential for democratie onl
learning. “Diversity of opinion” occurs in interaction and can refer to social
interaction that takes place in an online environment.

Online learning and Web 2.0n 2003, O'Reilly Media coined the term
Web 2.0 to refer to the new generation of websites that are based around
communities and user-created content. Duffy (2008) uses Web 2.0 to refer to the
surge in online media. This is a shift from the “read write web” that offered few
opportunities for community or for users to offer input or content. Duffy (2008)
outlines strategies for educators to implement Web 2.0 into students’ educational
experiences. Duffy also underlines the importance of this system to Millennial

generation students.
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Duffy (2008) describes a virtual ecology, in which relationships exist
between media and users, and points out that this system also exists in the
learning environment, where it can be referred teasing ecology.According
to Duffy (2008), educators and academics agree that the learning ecology is
evolving on the Internet, and this is important for educating Millennial generation
students who use media such as blogs, YouTube, and wikis to learn.

According to Duffy, writing a blog engages students and motivates them
to think analytically and critically about their course studies in a mediutnmstha
simultaneously solitary and social. A student must work independently to think
critically and develop an opinion and content for his/her blog. Those thoughts are
then read and, ideally, analyzed and interpreted by other students who can then
offer feedback.

Duffy emphasizes that the educational potential of the YouTube website,
specifically, does not lie within the medium. Rather than lecturingviteta-to-
student” or just showing clip after clip after clip, he suggests educatoriseuse t
video as a “vehicle for discovery” (p. 124) by having students watch a single
video clip and then encouraging them to search for additional information about
the topic by searching for more videos.

Duffy offers an interesting list of potential pedagogical strategiegading
YouTube in the classroom, including watching the video in convenient smaller
segments or pausing to ask students to review what has happened or to predict
what will happen next. Also helpful is the ability to mute the sound and narrate or
pause the video and have students describe what is happening on screen. Duffy
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suggests that videos are an excellent way to improve students’ note taking skills
by giving students specific viewing focus and responsibilities or speo#iving

goals to direct students’ attention as opposed to a lecture that can become
monotonous. Other strategies include assignments that require students to search
for video references relating to the subject of instruction or using YouTube as an
archive for classroom lectures.

Duffy cautions against using YouTube clips without a strong pedagogical
strategy. Educators themselves must think critically about how best to ierglem
the tools provided by Web 2.0 before it can become the tool that will transform
standard educational practices and teaching into strategies that wélacti
engage Millennial students.

According to Ruthmann (2007), the Internet has dramatically changed
over the past decade. It is no longer viewed as simply “a repository for
information and a conduit for communication” (p. 1). With the dawn of Web 2.0
technologies, the Internet has become a personalized tapestry af artisti
expression and collaboration (Ruthmann, 2007). There are a number of new tools
that music educators need to learn about and adopt in order to engage music
students in a meaningful way in both in-person and online courses. The value in
these tools comes from their ability to encourage collaboration and
interconnectivity between students and teachers.

For example, blogs, podcasts, and wikis are three major collaborative tools
for music pedagogy (Ruthmann, 2007). Blogs have great potential for
educational use. They encourage engagement because they are easily
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personalized and depend on content that is updated regularly. Another
educational feature of most blogs is the ability to post comments. This dtlews t
potential for teacher and student interaction through feedback and the initiation of
conversation. Ruthmann created a blog for each one of his classes containing
syllabi, calendars, and important files. He found that the greatest benefit of using
blogs in his classroom was that they provided “expanded online possibilities for
peer-feedback and peer-teaching” (Ruthmann, 2007, p. 7).

Ruthmann describes another tool, podcasts, as Internet radio stations. The
creator of a podcast has the ability to create multiple shows or episodesithat ca
easily be accessed and downloaded online. These easily accessibleasthiared
files offer increased flexibility for educators. The potential usepddcast
technology in the classroom are nearly limitless. Ruthmann suggestssaasine
a podcasting website such as Odeo.com to create online audio galleries for
students to listen to and discuss (Ruthmann, 2007).

A third tool for use in the online classroom, wikis, is the epitome of online
collaboration. A wiki is an online archive of information created by a group of
users about subjects of varying specificity. It is “designed for largéesof
people to collaboratively create, edit, and publish a webpage or website”
(Ruthmann, 2007, p. 5). To Ruthmann, the wiki embodies interactive learning
and is an intriguing tool for online learning. He claims “The power of wikis to
support music learning is rooted in the democratic and collaborative nature of the

technology. Any user with a password can enter a wiki and add, edit, or remove
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content” (Ruthmann, 2007, p. 10). As the moderator of the wiki, the teacher has
the ability to review the student contributions before they are updated.

Ruthmann also lists websites such as dBass.org, MusicDelta.com, and
SoundJunction.org as tools music teachers should utilize in order to achieve high
levels of democratic collaboration (Ruthmann, 2007). Instead of working within
the preconceived boundaries of the web, educators ought to embrace these tools
and harness the web’s potential in their classrooms.

Greenhow, Robelia, and Hughes (2009) assert that instructors have an
obligation to familiarize themselves with and become fluent in the newest
learning technologies, including Web 2.0. The authors described how educators
evaluated the first stage of the World Wide Web (Web 1.0) for its potential
pedagogical usefulness and how the educational outlook on the Internet has
changed in the Web 2.0 age. The authors reference Windschitl (1998), who set
out three primary factors educators should consider when approaching the Interne
for pedagogical purposes. First, and probably most importantly, is the web’s
potential as a repository of information that could fuel nearly limitlessarek.
Second, Windschitl (1998) saw the web as a medium for communication and
suggested in 1998 that further study be done on some sort of international e-pen-
pal type system. Lastly, Windschitl wanted academics to use qualitegesrch
methods to document and track how online learning and teaching was evolving
and changing.

Greenhow et al. (2009) describe changes from Web 1.0 to Web 2.0 and
provide an important interpretation of Web 2.0 knowledge. Instead of educators
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relying on published sources, knowledge in Web 2.0 is based on collective
agreement of a community of online users. The authors cite Dede (2008), who
notes that collective agreement “may combine facts with other dimensions of
human experience, such as opinions, values, and spiritual beliefs” (Dede, 2008, p.
80). Because of these factors, the validity of information, though collectively
established, can be questioned.

Greenhow et al. (2009) suggest viewing Web 2.0 as a learning ecology.
They cite Barron (2006), who explains that examining ecology in nature entails
studying how various living organisms in an environment interact with one
another. The concept of a learning ecology is similar, but the environment is an
educational environment and the participants are the students, instructors, and
technologies being implemented in the online learning environment. Learning
ecology can be used as a framework for understanding the diverse andiveteract
factors that contribute to education and development of students within a
classroom setting. Various players—including the teacher and studerit as we
parents and friends—and socioeconomic factors, gender, and other variables
impact a learning ecology.

Greenhow et al. (2009) make four assumptions about learning ecology
based on Barron’s work: (1) individuals operate among a variety of learning
settings, including at home on the computer or in the classroom with a book; (2)
they bridge those settings with learning, such as a child learning to read in school
and reading a book at home for enjoyment; (3) therefore, the settings do not have
concrete impenetrable boundaries; and (4) enjoyment taken from the learning in
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an educational setting and brought to the home setting will eventually create a
self-sustained learning situation. Given the importance that multimediaferm
whether Internet videos, music, social networking, or video games—have in the
ecology of young people’s lives, it seems that Web 2.0 has a significant role to
play in education.

Greenhow et al. (2009) map out goals similar to those of Windschitl
(1998) for examining Web 2.0 learning ecologies “for Web 1.0 practices” (p.
249). The researchers’ first conclusion is that further study needs to be done on
students’ usage of Web 2.0 technology in their lives. They also conclude that
educators need to become fluent in Web 2.0 technologies and immerse themselves
in this technology in their own lives (Greenhow et 2009). With the dawning
of wiki-materials and questionable information, the authors suggest that scholars
and educators need to work on improving the validity of those sources of
information. Lastly, the authors theorize about the future of Web 2.0. They
suggest that Web 2.0 is moving in two directions: an evolution of social
networking, called a social operating system; and cloud computing. Both may
impact education.

McLoughlin and Lee (2008) argue against what they call the outdated
“closed classroom models” in which the student is just an information consumer
and that information is “delivered” by the instructor and curriculum (p. 10). They
suggest that many learning management systems (LMSs) that arenmmooarae
facilitate this same type of closed classroom course in an online environment.
The authors emphasize that most LMS are inadequate in their Web 2.0
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capabilities. McLoughlin and Lee (2008) seek to open educators’ eyes to the
potential Web 2.0 has to revolutionize higher education.

McLoughlin and Lee (2008) define Web 2.0 as more than just innovations
in software and the Internet's capabilities. They believe there is dlyequa
important ethos that allows for cooperation and constant improvement by the
users. The authors claim that “It is not just an assembly of tools, software, and
digital strategies but a set of concepts, practices, and attitudes thaf\d&fine
2.0’s] scope” (p. 11).

To illustrate this point, the authors contrast Wikipedia and Encyclopedia
Britannica. One is an encyclopedia created by a Web 2.0 community, and one is
created by few a selected scholarly experts. McLoughlin and Lee (20€8) cit
Berinstein (2006), who studied the science sections of both Wikipedia and
Encyclopedia Britannica, and concluded that the accuracy of both was
comparable and quite high. But Berinstein cautions that neither is perfect. This
comparison illustrates the point that while Web 2.0 technologies have great
potential, it is not the content of the tools that reach that potential, but rather the
way in which the tools are used.

McLoughlin and Lee (2008) make two other important points. Learning
how to use the various Web 2.0 tools has become a necessity for the “digitally
literate” members of the millennial generation. They also point out that afan
these new Web 2.0 tools have one foot in reality and the other foot in the online
world. For example, sites like YouTube involve taking video footage from real
life and uploading it to share on a website. McLoughlin and Lee (2008) suggest
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that for educators to simply use Web 2.0 tools currently available is not enough,;
educators must work toward evolving a pedagogy that “involves engaging
learners in apprenticeship for different kinds of knowledge practice, new
processes of inquiry, dialogue, and connectivity” (p. 12).

The authors approach pedagogy with the perspective laid out by Sfard
(1998). The first is the classic pedagogical approach of doling out information,
also referred to as the acquisition model. The other is teaching the “process of
participating in various cultural practices and shared learning adjVitethe
participation model of learning (McLoughlin & Lee, 2008, p. 13). McLoughlin
and Lee (2008) take the second approach, that encouraging student proficiency in
Web 2.0 technologies and communities will ultimately help students understand
Web 2.0 ethos. As a result, instructors may teach students how to learn and how
to be involved with education for a lifetime.

The authors outline potential guidelines for what they call “Pedagogy 2.0”
(McLoughlin & Lee, 2008, p. 15). They suggest content be in small modules and
that the curriculum should be learner-negotiated to a certain extent. [$bey a
believe students should be given a wide array of options for communication and
learning resources. Lastly, there should be reflection, dynamiactthiaking,
and creativity involved in the learning process.

As an example of this type of learning, McLoughlin and Lee (2008)
include a reference to a psychology professor who held weekly meetings to
discuss the course work and also let students ask any psychology questions
unrelated to the course work. These meetings were then recorded and provided
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online in podcast form. Students who did not attend were still encouraged to e-
mail in questions that were then answered at the meetings. McLoughlin and Lee
(2008) also cite an example of a law professor who set up a law wiki, called “CJ
Encyclopedia,” for his students to contribute to. It grew and was so successful
that other educators started using it for the same purpose. Eventually, it grew too
big for the professor to handle with his limited time and resources, and he closed
it. Participation, personalization, and productivity were all achieved by the
professors in these examples. They did so by giving their students the freedom t
direct their own education and learning subjects while also making students
productive participants in the process.

Cloud computing, though not directly relevant to this study, is relevant in
a Web 2.0 environment, which is important in online education. Katz (2008)
defined cloud computing as the online environment in which technology tools
facilitate interaction, collaboration, and sharing of information. Understanding
the behaviors of users in this type of environment could inform an understanding
of users’ behaviors in online jazz history.

Katz (2008) underscores the importance of teachers operating and
educating in a world dominated by new technologies and provides definitions of
terms as well as a strategy for going about organizing technologiesemtord
effectively use them. Katz also explores, at length, the academic andlgchola
potential of cloud computing. Emphasizing that cloud computing is a relatively
new concept and quite broad, thus difficult to define, Katz provides four
characteristics of cloud computing:
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(1) Open information content, software, and services

(2) Service orientation and delivery

(3) Server and storage virtualization

(4) Standardization of computing across the Internet leading to what some

describe as the democratization and industrialization of IT. (p. 14)

A website such as Google provides an example of cloud computing.
Google began as a search engine, branched into email, and blossomed further into
RSS (Really Simple Syndication) readers, personal home pages, calemdars, a
plethora of other customizable features that are saved on Google servess. Use
log in to their Google accounts on any computer with Internet capabilities and
then access all previously set up tools, settings, and data. Using varioud Interne
protocols, users can then log into sites such as Finance Yahoo by clicking a button
that sends their Google ID to that website and allows them to log on and access
their content. These kinds of standardization, storage virtualization (information
stored only on the web), open content and services, and networked delivery
systems are hallmarks of cloud computing.

The Phenomenon of Creepy Treehouse

A common theme in online and even in-person class pedagogy has co-
evolved with social networking sites such as Facebook and Twitter. Just as
students and young people are creating profiles and interacting withteach o
through such sites, professors and teachers are also using them. Téredgym
treehousealescribes this phenomenon of including social networking in college
courses. Creepy treehouses began to arise with the advent of social networking
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sites such as MySpace (2003) and Facebook (2004), when students became
uncomfortable, or even horrified, at the idea of their professors being on these
sites and interacting with them and other students. A question arises as to
whether or not a professor simply having a profile on Facebook is discomforting
or whether a professor integrating these same profiles and sites ih&r his/
curricula and courses is what causes the discomfort for students.

Informal definitions and observations of this phenomenon exist mainly in
education blogs and among technology writers. Jared Stein, from Utah Valley
University, has defined creepy treehouse as

Any institutionally-created, operated, or controlled environment in which

participants are lured in either by mimicking pre-existing open or naturally

formed environments, or by force, through a system of punishments or

rewards. (Stein, 2008)

Being “lured in” refers to making, joining, and keeping up with the social
networking site page as part of the required coursework. Especially in online
classes, this use of social networking sites has become commonplace agynivers
and college faculty members attempt to use newer technologies in courses.

While educators may believe that using new technology in the classroom
makes learning more dynamic and interesting for stugérg@sreepy treehouse
syndrome is cropping up across education blogs, websites, and discussions. A
Chronicle of Higher Educatiohlog explains that students actually see interaction
with their professors on social networking sites as an intrusion into the lives they
live separately from class:
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Though such systems may be seen as innovative or problem-solving to the
institution, they may repulse some users who see them as an infringement
on the sanctity of their peer groups, or as having the potential for
institutional violations of their privacy, liberty, ownership, or creativity.
(Young, 2008)
The Chronicle of Higher Educatidslog also points out that these creepy
treehouses are often meant to be innovative to the classroom, making the
educational experience more meaningful and interesting to students.

Indeed, Tapscott (2009) believes such innovation is essential to keeping
the N-Geners interested and engaged. Discovering the key to using social
networking sites effectively in online and in-person classes may bepantant
step toward satisfying the needs of contemporary students and engaging éhem
meaningful and democratic way. Additionally, it is important to understand how
the characteristics of the students’ personalities affect their motigaand thus
behaviors in online courses (Bullen, 1998).

Questions arise, however, about whether social networking in educational
contexts can be democratic and about what qualifies as a creepy treehouse.
Apparently, the definition is broad. On his blog, Flexknowlogy, Jared Stein
claims that even Blackboard, a widely used educational platform, falls under this
category. He says:

The Blackboard family of learning management system products is often

seen as creepy treehouses, as they provide e-learning tools in a very rigid,

closed environment that is institutionally controlled in an attempt to
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“engage” students through technological novelty or mimicry of existing

Web-based tools for social engagement. (Stein, 2008)

If Blackboard, one of the most widely used interfaces for online and in-person
courses at the college level, is, at times, a creepy treehouse to studentssione m
guestion how a democratic environment can ever emerge in an online learning
context.

As discussed earlier, students in modern online learning environments are
able to function with multiliteracies (Nixon & Comber, 2001). Thus, integrating
various forms of literacy into online classrooms should amplify the learning
experience, making classroom materials available for analysis andsttiscus
through different lenses or literacies. The form of literacy being usextia s
networking sites, or the lingo that dominates communication on such sites, is an
example of the multiliteracy in use by contemporary students. In my stoicig)
media, outside of the Blackboard environment, was not a required part of the
course.

Online Interaction

Knobel and Lankshear (2002) refer to interacting in online environments
as a “complex social practice,” which includes an ability to write and
communicate as an “insider.” “Insiders” are “long-term participants in a
particular social space on the Internet” or people who are familiar enatigthe
Internet to have mastered the nuances and lingo used in communication over the
Internet (Knobel & Lankshear, 2002, p. 1). | would argue that Knobel’s
definition of insiders as “long term” users no longer covers all the people
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practicing this literacy since many of the young people who employ #radit
are not “long term” but rather consistent users. They have grown up or have spent
a significant part of the last decade negotiating cyberspace and iteoacth it
almost constantly.
Knobel and Lankshear (2002) argue that the dual-natured literacies of the
“long-term” participants have already infiltrated learning environsie8tudents
who have developed digital literacy in cyberspace environments use it to
negotiate their learning environments as well. In other words, they critigue a
understand other parts of their lives using digital literacies, and theoe is
separation. This is consistent with Dewey’s educational philosophy. A student
does not compartmentalize his/her life experiences by only applying them in
certain settings; instead, these experiences are applied to alldBidetsand all
future engagement (Dewey, 1900). Thus, this contemporary version of Dewey’s
hands-on learning, in which students apply literacies and points of view gained in
cyberspace to “class space,” may contribute to the democratic natureoafitiee
classroom environment. That literacy, however, is not yet fully understood and
more research is needed. Knobel and Lankshear (2002) explain:
Very little research attention has been given over to examining thelcritica
literacies young people are already using in cyberspace by dint of their
detailed “insider” knowledge of how the social spaces of the Internet work
to exclude some people and not others, or how the Internet can be put to
use in presenting their informed critiques of political and social events and
practices. (p. 1)
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Understanding and examining the literacies, both critical and in general,
used by consistent digital participants will be instrumental in creatirrgcalum
and course design of future classes, both online and in-person, that support and
approximate democratic goals. There is no potential for a democratic
environment if there is no possibility of discussion and meaningful interaction.
Participants in the democratic learning environment require a medium through
which to communicate that allows for creativity and discussion. Applying the
students’ existing literacies to create this medium should achieve thefgoal
democratic learning. However, more research is needed, specificallyaleshat
targets these consistent users and their behaviors in online learning enaionme

Despite potential hindrances, there is great potential for the existence of
democratic online classroom environments. A more revealing question is “Are
educators who teach online courses reaching that potential?” In masytbase
answer is no. Though there are few exceptions, the exceptions in this case prove
the rule. The majority of online courses depend on outdated learning systems
(McLoughlin, 2008) that were established over a decade ago and significantly
predate Web 2.0.

Although there have been studies of student success in online education,
findings are inconclusive and sometimes contradictory. While Savage (2005)
demonstrated that Web 2.0 technologies applied to music education could serve as
catalysts for collaboration and peer-to-peer teaching, he admits thab faebr
educational community has not yet effectively implemented these tools on a wide
scale.
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Just adopting new pieces of technology in the classroom will not affect
any meaningful educational change. There needs to be a wider
appreciation of the working practices that accompany such technologies.
(p.178)

Educators are essentially leaving the vast potential of Web 2.0
technologies untapped. Democracy in the online classroom will be unattainable
until education institutions adopt a pedagogical approach to online teaching that
embraces the use of Web 2.0 technologies and student interaction.

Selected Studies in Jazz Education

Jazz, which has been called America’s art form (Larson, 2002), can be
defined by its elements of improvisation, rhythm, dissonance, jazz inteiqmetat
(or inflection), interaction, and historical background. Today, jazz programs are
in place in high schools and colleges throughout the United States. However, the
research literature on jazz education and particularly online jazz education is
limited. The question of how we teach jazz, both live and online, requires further
exploration.

The incorporation of jazz music into the school music curriculum as a
legitimate formal study of jazz has been a slow process, as has the dewlopme
an effective way of teaching jazz history. Learning how to play jazz, tearni
about jazz history, and appreciating its impact on American culture occurred
outside the traditional classroom in the early decades of jazz (Baker, 1996).
Historically, jazz was an aural phenomenon, without any kind of written
documentation (Murphy, 1994). Early jazz education performance activities were
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often based on careful listening and purposeful rote memorization. This informal
strategy served as the first “organized” group education activity inézgphy,

1994), and it was targeted largely at those who wished to play or sing jazz. By
the 1920s, jazz was becoming more standardized with the widespread use of the
phonograph and the radio. These early recordings served as the first method
booksand historical sources, and they continue to be a necessary part of jazz
education.

Jazz music has been a part of college and university culture since the
1930s with jazz bands at schools such as Fisk University and Alabama State
(Scott, 1973). By the 1940s, ten colleges offered jazz performance courses on a
non-credit basis, and five colleges offered jazz for credit (Baker, 1973). Among
those were the Berklee School of Music, Westlake College of Music, Los Angele
City College, California State Polytechnic, and North Texas Stated@eolwvhich
is now the University of North Texas (Baker, 1996).

Today, a basic jazz curriculum is considered fundamental in contemporary
approaches to preparing not only college-level jazz musicians, but also music
teachers and humanities students as well. To mainstream music educaass, jaz
no longer considered a fad or trend; jazz has been affirmed as both a highly
expressive style and an appropriate topic for serious study amongst migsg ma
and non-music majors alike. Although limited, current research has enhanced the
historical, theoretical, and pedagogical knowledge of jazz. In the lastejeca
scholarly investigations have become more prevalent, and this research has helped
jazz become recognized as a legitimate art form and strengthenedtitsipos
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academia. With the exception of Goodrich’s (2005) study, little researdiebas
published on the topic of jazz pedagogy.

It is important to consider how the online jazz environment can mimic
traditional classroom discussions, maximize technology to individualize lgarnin
and allow for analysis of music and exploration. Research needs to be done to
provide more effective online instruction and to help implement effective
evaluative tools in ways that will enhance the students’ interactions and online

learning experiences.
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CHAPTER THREE
RESEARCH METHOD

The purpose of this dissertation is to examine the democratic qualities of
education in an online learning environment by exploring how community college
studentgaking an online jazz history course access and utilize the available
technology and interact with the instructor, course content, and each other. |
selected a single-case study approach for this investigation.

Cohen, Manion, and Morrison (2000) explain the case study approach,
noting that a single case is

a bounded system, for example a child, a clique, a class, a school, and a

community. It provides a unique example of real people in real situations,

enabling readers to understand ideas more clearly than simply by

presenting them with abstract theories or principles. (p. 180)
The bounded system for this case is an online jazz history course consisting of 29
students. The case is also bounded by the time frame of a single semester and by
the context of the community college at which the online course was offered.
Stake (2000) states case study research design is not a methodological choice but
“a choice of what is to be studied” (p. 435). In other words, a researcher must
base his/her choice of methodology on the study, not tailor the study to fit a
chosen methodology. This study focuses on the experiences of particular
participants in a particular online jazz history course.

The purpose of a case study is “not to establish relationships between
variables but rather to see what a phenomenon means as it is socially enacted
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within a particular case” (Dyson & Genishi, 2005, p. 10). Qualitative research
approaches allow for the feelings and reactions of the participants to be both
heard and interpreted. Case studies permit the observation and investigation of
complex lived experiences as the researcher is in the unique position of being part
of the “construction” of a reality rather than being part of a reality shdound”

(Dyson & Genishi, 2005, p. 3). Thus, the researcher can be a participant in the
story as it unfolds and potentially “develop an acute awareness” not obtainable
through other methods of study (p. 5). In this study, | was a participant, and | was
also the instructor in the online course.

According to Hutchinson (2004), the details that a case study often yields
allow for the identification of issues that may have been “disguised” by other
research methodologies. The changing nature of the environment provides the
researcher with opportunities to make appropriate responses and clarify or
reiterate when the researcher or participants have questions or aeafnghat
is being asked, observed, or perceived. Further, case study is a flezigle de
and aims to capture life as itis. This flexibility may lead to discoverigs tha
emerge through the unpredictable set of circumstances that may ariabilityle
is crucial in that each of the research study participants is “intiyaadehected to
political, social, historical, and personal issues” (Soy, 1997).

In reports of case study research, the researcher describes whatistbse
with the purpose of providing specific examples that may be relevant to other
experiences in other contexts (Spiro, 1956). Thus, case study reports may enable
readers of the study to better understand how abstract principles or separate
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experiences of individual participants can fit together (Cohen et al., 2000). By
selecting a single-case study with multiple participants, | interalethkimize
opportunities to gather dynamic and comprehensive data on the ways
technological features of an online jazz history course support and encourage
democratic forms of education. This may inform other readers and those who
have experiences with design or teach and learn in online environments.
Limitations of the Case Study

Case study methodology can be limited by the potential for the single
case, or even a handful of single cases, to misrepresent the group as a whole.
Individual cases cannot always speak to all situations, and the outcomes of any
study may not be universal. To overcome the weaknesses of the case study
methodology, the researcher must understand and make clear connections among
and between data that may include observations, interviews, and, as in this study,
additional media such as discussion board posts.

Researchers must also interpret the data while considering their own
subjectivity, thus challenging the researchers to consider the tensia@ehetw
objectivity and subjectivity throughout the study. For example, in this study,
discussion board posts and interactions of students on discussion boards were
considered data, and the interactions of the students through these posts were
observed throughout the course. As a teacher, | wanted to see that the students
were learning and interacting. As a researcher, | had to also look for evidence
that they might not be having meaningful educational interactions. It was
important to maintain objectivity while viewing these assigned matesalaia

73



for my study even though the posts were also assignments for the course. At
times, | had to remind myself that the assigned posts, which | graded and gave
feedback on, were to be observed as data for my study. The grades | assigned
were based on participation. There was potential to get attached or idt@neste
certain students’ discussions and interactions and neglect my researchet minds
simply because the discussions were those of my own students. In order to avoid
this, | concentrated on other aspects of the discussion posts while grading them,
such as length and detail of posts, and how fully students addressed prompt
guestions. Keeping these qualities of the posts in mind as well as keeping the
content and opinions of the students in mind allowed me to grade evenly and
without bias.

Mindful of potential limitations, this project was designed as a case study
to generate detailed student information that may be overlooked in large-scale
studies and that could be significant to the understanding of students’ experiences
and to the improvement of future online jazz history courses.

Course Information

The online jazz history course in which participants in this study enrolled
was open to all majors at the college and fulfilled a general humanities and
cultural awareness credit. It is not a requirement for music majors. Tihseco
was titled “American Jazz and Popular Music.” In the course cataloguas it
described as “The study of cultural and social contributions to the evolution of
American jazz and popular music from the mid-1800s to present,” with no
prerequisites.
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The course curriculum was organized by topics relating to jazz. Course
content included instruments of the jazz band, blues, song structure, improvisation
Versus score music, important jazz musicians, and jazz styles and theicdlistori
importance. This online jazz history class, for the purposes of this study, took
place in the Fall 2010 semester, from September 12, 2010 to December 14, 2010,
and was a “late start” class, meaning that it started a few weekshed official
beginning of the community college’s semester.

Research Site and Participants

This qualitative case study examined the experiences of participants in a
community college online jazz history class. This section describes the
community college site and the participants.

The site The online course chosen for this study was administered by a
large community college of over 25,000 students located in a populous city in the
southwestern United States. The community college itself was chosen based on
convenience and reputation. The researcher is on the faculty, and the institution is
nationally recognized as being a forerunner in online teaching and learning. A
mix of students, including music majors, non-music majors, and students of
diverse ages, participate in this and other live and online courses offered at the
college. The college offers certificates and two-year degrees in over 158rpsog
of study. Two-year degrees transfer to all public universities in the cslisigée
and many private institutions nationwide. Students may also pursue a Certificate

of Completion (CCL) or an Academic Certificate (AC).
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The music program at the community college is one of the largest of its
kind in the United States, offering ten different academic degrees as well as
certificate programs. Focus areas and two-year degrees andatediin music
include Audio Production Technology, Music Business, Music Education, Music
Humanities and Theory, and Music Performance. Music Certificates, known as
CCLs, can be completed in Music Humanities and Theory, Music Education,
Music Performance, and Music Business and are linked to degrees at a local
university. Many of the CCLs consist of a pre-determined series ofeequi
courses in the field of study along with program competencies to help prepare
students for careers and national certification exams in their field of. sAmly
Associate in Applied Science (AAS) requires more than 60 semester coedits f
the program of study and is designed for students planning to transfer to four-year
universities with all their courses as a block.

The college music department is considered part of the fine-arts
department, which includes Music, Dance, Music Theatre, Theatre, and Art
Departments. The online jazz history course in this study was offered by the
Music Department. The researcher, one of 14 full-time music faculty member
taught the online jazz history course. The college’s remaining musicyfaoalt
staff consist of over 60 adjunct or part-time instructors serving approxymatel
2,200 combined instrumental, choir, piano, and music theater students; 800 dance
students; 400 theater performing students; 3,240 music humanities students; 200

dance humanities students; 250 theater humanities students; 1,300 music theory
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students; and 1,250 audio production and music business students from Fall 2010-
Summer 2011 (Appendix D).

Participants. According to the Office of Institutional Effectiveness,
26,408 students enrolled in Fall 2010 at the college. More information, based on
age, gender, ethnicity, and other student characteristics, is availalppendix
D. In Fall 2010, 29 students enrolled in the jazz history course for this study, and
4 students were inactive, meaning they did not respond to any assignments or
complete any quizzes or examinations. Thus, the participants for this study
consisted of 25 students. The course fulfills humanities and culture requirements;
therefore, students who take this class are typically of diverse personal and
academic backgrounds and have a wide range of academic and personal goals.

| collected information about age, gender, musical background, and field
of study from the participants via an assignment in which students introduced
themselves to the instructor. Table 1 includes information about ages of
participants, their various majors, and their musical backgrounds. Six participants
reported having musical backgrounds; one listed music as his major. All 25 of the
respondents were invited to participate in a series of interviews conducied by
research assistant. Of the ten students who responded to the interview request,
seven were female and three were male. Six students were non-responsive to
requests to schedule interviews. Thus, two male students and two female students
participated in the full series of interviews planned for this study. Two addliti
students eventually opted to participate in the post-course interview. Interview
status is also shown in Table 1.
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Table 1
List of Students Who Were Enrolled in the Jazz History Online Course and Their

Status in the Study

Participant# Gender Interview Status Formal Music Major/Area of Study
Training

1 M Full Participant Y (high school Business
music) Administration

2 F Full Participant Y (music training Business Management
before high school)

3 F Full Participant N Arts

4 M Full Participant N Marketing

5 M Post Interview Y (music major) Music

6 M Post Interview N Business

Administration

7 F Declined N Business

8 F Declined N Dental Hygiene

9 F Declined N Undeclared

10 F Declined N Nursing

11 M Declined Y (Jr. high band) Undeclared

12 M Declined N Network Technology

13 F Declined N Film

14 F Declined N Dance

15 F Declined Y (high school Mortuary Science
orchestra)

16 F Declined N Culinary Studies

17 F Declined N Math

18 M Declined N Audio Technology

19 F Declined N Undeclared

20 M Declined N Veterinary Technology

21 M Declined Y (high school band)  Nursing

22 F Declined N/A N/A

23 F Declined N/A N/A

24 M Declined N/A N/A

25 M Declined N/A N/A

26 F Inactive N/A N/A

27 F Inactive N/A N/A

28 M Inactive N/A N/A

29 M Inactive N/A N/A

Participant descriptions. The participants in this study had differing
levels of experience in online courses; for some, jazz history was their firgs onl

class. Some of the participants in the interviews reported being familmar wit
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technology, were accustomed to the interactions that take place on the Internet,
and communicated over the Internet. These qualities align with Knobel and
Lankshear (2002), who use the term “long-term participants” to describe such
individuals. These qualities also align with what | call consistent pantitsipa

since some of the participants were older than the N-Geners and thus lived much
of their lives without the Internet.

Overview of each primary participanEight students of the twenty-five
enrolled in the course provided the bulk of data for this study. These students and
the extent of their participation are described below.

BB was a 25-year-old part-time student taking just one class, jazz history,
in the semester of the study. She was working as a bartender while finishing he
Associate of Arts degree, and jazz history fulfilled the last requiremant. J
history was her first online class. Her grade point average (GPA) was 2.8, and
she planned to transfer her two-year degree to an in-state universityp@ide
having one laptop, from which she worked at home, and she also used the Internet
on her phone for email and other correspondence as well as for entertainment,
such as listening to music. BB patrticipated in three interviews throughout the
course.

SW was a 22-year-old part-time marketing student taking seven credit
hours in the semester of the study. He had a full-time job at which he reported
working eight to nine hours a day. Jazz history was his only online course during
the semester though he had taken two online courses in previous semesters; one
was at the same college, and the other was through an online college. His GPA
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was 3.8. SW reported having a laptop with wireless Internet, an Xbox 360, and a
cell phone, which he used to text and receive and respond to email. SW
participated in three interviews throughout the course as well as the post
interview.

FB was a 22-year-old student who worked every day from six a.m. to
three p.m. For her job, FB researched and contacted prospective customers for a
business through the Internet. She had finished her Associate of Business degree
the previous May and was working toward completing the last three required
classes to transfer to an in-state university, where she planned to pursue her
Bachelor of Applied Science in Business Administration. During the senoéster
the study, she took ten credit hours. Though online jazz history was her only
online class that semester, she had taken three or four online classes in the past.
Her GPA was 3.2. She reported having two laptops at home as well as a desktop
computer and a cell phone with Internet, which she used to check her email and
social networking sites daily. FB participated in three interviews tfinout the
course as well as a post-course interview.

PT was a 50-year-old freshman in business administration. He was
married and had a seven-year-old child. During the semester of the stunyk he t
four classes, three of which were online. He reported having taken about ten
online classes during his college education. He worked from a laptop and a
desktop at home and cited CDs, videos, and word processors as technology he

used often. He had work experience as an electronic technician and said he
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enjoyed technology in general. PT participated in three interviews througleout t
course.

SG was a 22-year-old community college student who was studying jazz
guitar and had been at the community college for three years. In the semester
after the study, he planned to transfer his credits to an in-state universigyvehe
planned to study guitar performance. His cumulative GPA was 3.7, and in the
semester of the study he took 16 credit hours. Jazz history was his only online
class in the semester, but he reported that he had regularly taken onliretolasse
lessen the amount of driving to the campus. SG had a laptop and several video
game consoles, including a GameCube and a Wii. He had a cell phone but did not
receive emails or the Internet on this phone. SG participated in a post-course
interview only.

GG was a 23-year-old married community college student who worked a
full-time job while majoring in business administration. His GPA was 3.5. GG
planned to get his two-year associate’s degree from the community caltbge a
then transfer and complete a two-year program at an in-state university. He
received email on his phone and took all his classes online during the semester of
the study for a total of nine credits. He reported using technology everGB&y:
for his job as a delivery truck driver, online games on his smart phone, online bill
pay for his banking, and online updates to check brackets and game times for his
community sports leagues. GG patrticipated in a post-course interview only.

BR was a 29-year-old part-time student. She was married and had
dropped out of college when she was 21. At the time of the study, she was going
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back to school and taking classes at the community college to earn an Associate’s
Degree in Business. She was not sure whether she would transfer hettecr@dits
university to pursue a four-year degree. She was taking six credits during the
semester of the study, and jazz history was her only online class. She had taken
one online class in the past. She reported being familiar with technology and used
a laptop and an iPod. She also had an Xbox that was connected to the Internet.
BR did not participate in interviews; however, her discussion posts and other
responses to assignments are referenced in chapter four.

KR was a 21-year-old full-time student. She was attending the community
college to finish her core credits and then planned to transfer to an in-state
university to study education. She listened to music on her laptop as well as on
her iPod and admitted she rarely used the radio. This jazz history class was one
of two online classes she was taking during the semester of the study; @ Engli
class was the other. KR did not participate in interviews; however, her discussion
posts and other responses to assignments are referenced in chapter four.

In addition to KR and BR, other participants who did not participate in
interviews provided discussion board posts and journal entries that served to
create a big picture of student interaction in the class. Their posts are not
referenced directly in the next chapter but instead served to inform the direction
of emerging themes of the study.

The researcher My interest in studying instructional technologies in the
context of the online jazz history course was born of both professional and
personal experiences. For seven years, | taught high school instrumentahmusic
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a large, metropolitan area. At the same time, | was active as a jazz and
commercial trumpet player. Upon taking a leave of absence from public school
teaching to work toward my doctorate, | became interested in the use of
technology and the roles it plays in teaching and learning.

Shortly after my residency as a doctoral student, | was awardeetianteill
music teaching position at a large metropolitan community college. During my
second year of teaching (2002), the college president mandated that athéull-ti
residential faculty teach some online classes. The college presidéntialea
statement cited the explosive growth of online enrolliment and claimed that
offering online courses was necessary to meet the needs of the studentgopulati
of over 25,000. Additionally, one of the major universities to which students
transfer from this community college had also expanded its online education
programs (Ryman, 2011). To successfully bring about more online classes, the
college’s president believed that full-time faculty needed to lead theyvay b
teaching online.

To meet this challenge, | engaged in learning the college's online
educational environment known as Blackboard and our college's course
management system, WebCT, a digital learning tool and the online classroom
gateway for students to find their classes and to explore the online education
environment. Instructors on my campus utilized WebCT as an online classroom to
which they added learning tools such as discussion boards, messages, course
content, and even directions to class locations. Although | went into this quest
with hesitation, | eventually embraced the opportunity with the goal of engichi
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the students’ learning and enhancing teaching. Especially relevant & ane
teacher was gaining a better understanding of ways those new learning
technologies, such as the incorporation of online discussion forums, can serve
students of mixed ability and of various musical backgrounds. I quickly learned
about how both music majors and non-music majors socialize and form
communities in the online educational environments.

Because | was working as the sole online jazz history content writer and
instructional designer at the time (2003-2004), hundreds of hours working
collaboratively with the college’s digital learning environment spetsalather
teachers and staff who were pioneers in teaching and developing online classes)
were required to develop the course. Very few policies or design protocols
existed at the time, and the development process along with standards of
pedagogy and quality of design were my sole responsibility. Since then, | have
taught more than 20 online college classes in jazz and rock history spanning more
than five years of my career. | consistently modify and enhance the online
teaching platform as software, resources, and technology become available

In my dual role as an educator and student, | have witnessed an evolution
in various online architectures that facilitate instruction. | have notedajraxi
towards specific training and digital approaches in teaching and lgannoth
music and humanities classes at the college. This is demonstrated cléaely in
ways in which both students and teachers interact with educational content
through the increased use of forums, blogs, podcasts, online training programs,
instructional videos, e-newsletters, and, more recently, software spécifica
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aimed at online teaching environments. Online communication tools such as
Facebook, YouTube, Twitter, and other social networking formats have become
exceedingly important to community building, teaching, and learning.

In this study, | was a participant in the setting as the instructor and an
observer as the researcher. Thus, | was both an insider and an outsider. For the
majority of my observations, | strove to be a detached observer rather than an
active participant. | considered that my background as a jazz band director and as
designer of the course could allow potential opinions and ideas to become biases,
and | was careful to bracket my biases and consider my dual roles.

Data Generation & Collection

Qualitative data typically include field observations, artifacts, and
interviews. | describe these types of data and how they were geraardted
collected in this study below.

By definition, field observations are collected in person by observing and
recording participant actions and interactions. Glesne (1999) describes types of
observations, including setting, participant, event, and gesture observations. In
this study, the field is an online environment—an online course facilitated using
WebCT and BlackBoard. As an observer in an online environment, | gathered
data that included discussion board posts and responses to other interactive digital
assignments, such as journal entries or comments posted relative to variaus tasks
Since the students interacted with each other and the instructor through the
WebCT with BlackBoard and discussion boards, the traditional definition of field
observation (Glesne, 1999) was adapted to fit the parameters of this study.
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In this study, field observation data and artifact data are similar. Glesne
(1999) defines artifacts as documents such as diaries, letters, lists, andpeesvspa
that help to “corroborate your observations and interviews and thus make your
findings more trustworthy” (p. 58). The software for the course in this study
saves all information, including discussion posts, emails sent to the instructor
through the class site, and journal entries. These saved items constitube data f
the study. Discussion board posts, homework assignments, and other feedback
provided in the online course supported the field observations. Data were
collected from all 25 participants, whether through interviews, assignments, or
posts. Although they are not all directly quoted, their contributions helped direct
the study and make emerging themes clear. My goal in observing and collecting
information from all participants in the class was to create a foundation of rich
data for analysis.

Interviews are another source of data in qualitative research and an
important means of gaining an understanding of the phenomena being studied.
However, they are not reliable as the only source of data for qualitative studies
and are best supplemented with artifacts and other data sources (Maxwell, 2005).
Interviews are, at their foundation, interactions between the researchbeand t
interviewee (Glesne, 1999). In this study, all students enrolled in the dass w
invited to participate in a series of in-person interviews. At the start cfaks, |
sent an email with information about the study and a request for participation in
the interview portion of the study. The four participants who responded to
interview requests became primary participants, and two additional students
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participated in post-course interviews only. Interviewee names wergailatde
to me until after the course was over to prevent a conflict of interest withngradi
The goal was to use the interviews “to build a composite story” of students in an
online learning environment.

The interviews were conducted by a research assistant to ensure that the
students’ answers were not influenced by talking directly with the instyweho
was also the researcher. For example, if the instructor asked the students about
the quality of the class, an unbiased answer could not be guaranteed as the student
might change his/her answer assuming that his/her grade for the course was at
risk. The research assistant was a recent graduate of a doctoral prograng in mus
education and an experienced qualitative researcher.

| prepared an interview script (Appendix E), which was used with the four
primary participants and two post-course interviewees. The guide allowtgbf
examination of different topics and issues, depending on each participant's
responses to questions. Interviews were completed at various locations during the
course of the semester, depending on the participants’ convenience and location.
Interviews took place over telephone when patrticipants lived too far away or even
out of the state. One interview occurred via telephone, which prohibited the
interviewer’s ability to be reflexive and adjust the questions by reading body
language and other physical characteristics. The length of eachenteasiied,
though interviews were intended to last for about a half-hour. The interviews
were audio taped using a digital recording device. Transcription took place by a
research assistant soon after.
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The research assistant created “verbatim transcripts” from intervie
recordings (Maxwell, 2005, p. 110) and then listened through each interview once
more, reading the transcript along with it to ensure that nothing was missed or
typed incorrectly. At times, a complete verbatim transcript was not pgssibl
because of ambient noise in the background of the interview or because the
speech could not be understood or was not loud enough. These moments were
minimal and did not affect the overall integrity of the data.

The interviews were semi-structured, meaning that they included both
structured and un-structured questions. This structure enabled me to learn from
reading interview transcripts and to adjust the questions for the following
interviews. The strengths of the semi-structured interview questionsutilered
through interviewing at various times during the semester and changirtgléhe s
of questions when necessary, allowing the interviewer to tailor questions to the
interviewee and the direction of the interview. The disadvantage of the semi-
structured questions was that interviewees occasionally went off-toghiost
focus; however, the interviewer was able to redirect through her questioning
technigue. One disadvantage of having a research assistant perform the
interviews was that | could not personally guide the questions to themes sr issue
emerging from the data in real-time.

Confidentiality

After receiving approval from the ethics review committee at Arizona
State University and the community college (Appendix F), students wetednvi
to participate in the study through a descriptive email that | sent at thefstes
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semester. Positive student responses were considered evidence of consent. All
consented, apart from the four inactive students.

All of the study participants were given pseudonyms in this study as well
as on their typed interview transcripts to ensure anonymity. To ensure that
students felt comfortable being open and frank with the researcher, students were
reassured during interviews, which were done by a research assistahgithat
data would not influence their grades and that the instructor would not know from
whom the interview data were generated during the course. Findings would not
expose or target students or teachers in ways that would make individuals known,
and original data would be destroyed within five years of the completion of the
study.

Data Analysis

Data analysis followed guidelines set by Maxwell (2005). A master list of
data was gathered, which included interview transcripts and observations and
artifacts from the online class, including discussion board posts, journal entries,
and assignment posts. A data collection matrix (Saldafia, 2009) was created by
organizing the master list of data on a spreadsheet and using the spreadsheet t
view the bigger picture and identify potential themes. Open coding was used to
form “initial categories of information about the phenomenon being studied by
segmenting information” (Creswell, 1998, p. 57). Data sources were coded by
marking directly on interview transcripts with highlighters. A differenorol
highlighter or different symbols marked next to a quote visually organized the
data. For example, | looked for changes in students’ opinions or attitudes from
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the first to third interview. | also analyzed the feedback and assignments
collected from the students during the duration of the course via discussion
boards, journals, and other interactive environments available in the course.

Coding data was an important and ongoing process for this study. After
reading through the master list of data, | was able to identify common phnalses a
repetitive themes. Examples of these themes were “convenience,” “schedule-
mindedness” among participants, “ease of use” of the college website and class
website, “familiarity” with the class layout and the assigned techn@pgie
“accessibility” to information for the class, “interaction” that was happggor
not happening between students and the instructor, as well as other themes. These
themes were then laid out in diagram form and then discussed with colleagues,
peers, and advisors.

My goal during the analysis process was to create models based around
common themes and then apply those models to answer the research questions.
For example, | read the interview transcripts searching for phrases thdéa
were mentioned or brought up by multiple interview participants and found that
the participants talked specifically about taking the class online betausked
well with their busy schedules. Recurring themes like this one became Tier
themes. | then summarized Tier 1 data, either by the words they had in common
or by the ideas they implied, and created Tier 2 themes. For example, the theme
“schedule-minded” referred to a quality that defined the participants on the whole
and included Tier 1 statements such as the fit of online courses with busy
schedules. After combining meaningful themes, three Tier 2 themes emerged:
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accessibility, freedom of expression, and student engagement. | compared these
themes to the research questions about democracy in the learning environment.

At the onset of the study, | believed | was going to look at democracy, but
this theoretical lens changed to democratic education. | was not looking to make
my own theory based on this study but rather to view the course through the lens
of democratic education as described by Dewey and others. As | better
understood the participants during the study, my focus shifted to democratic
education and to three large themes of accessibility, student engagement, and
freedom of expression.

To increase the credibility of data interpretation and the study, | aimed to
establish trustworthiness through various techniques described by Glesne (1999).
| used multiple data collection procedures, as described above. Peer reviews were
included throughout the research process by discussing initial coding schmeines a
by asking colleagues questions such as, “What would you want to know if you
were doing this study?”

Reflexivity of the Design

Reflexivity in a qualitative study is understanding that “as a researcher,
you are inseparable from your findings” (Glesne, 1999, p. 177). Reflexivity is
only possible when the researcher realizes and constantly reminds hinaself t
“what you know about your research . . . is intertwined with what you know about
yourself’ (Glesne, 1999, p. 176). This means that the researcher is alwayd pres
in his or her research process, from its inception to its conclusion, and constantly
considers “the researcher’s position and how the researcher is affethed by
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fieldwork and field relationships” (Glesne, 1999, p. 177). Further, in qualitative
studies, the researcher constructs the account, which includes presenting data,
telling the story of the study, and pointing to findings. The researchersatei

and conclusions are unique to his or her study. Additionally, the researcher must
keep in mind that the process is individual to the study. In other words, no
methodology perfectly fits a given study or vice versa. Flexibility andicitya

must be characteristic of any qualitative methodology.

Consistent with a reflexive approach, this study, and the researcher,
underwent multiple changes. For example, the interviews that took place during
the course informed subsequent interview questions and the post-course
interview. Further, as in any qualitative study, this study was an experié
learning and growth for me as a researcher. | learned from my partscgraht
their interview transcripts, and findings in this study are based on these insights.
found | made assumptions about what participants’ responses might be, many of
which were incorrect. For example, | predicted that the oldest particmtra
interviews, who was 50 years old, would be frustrated with the learning tools used
in the course since they were new to him. However, he said the opposite; he
enjoyed getting a chance to be exposed to new technology. In addition, themes
and common topics emerged during the course that | did not anticipate. As a
result, | adjusted the post-interview questions to fit these emerging themes

Reflexivity allowed me to intensify the search for meaning and the
insiders’ (participants’) perspectives (Glesne, 1999). By maintaamdgseeking
reflexivity, this study became more effective in revealing such interect
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Outline of the Document

In chapter one, | introduced the purpose of my study as well as the current
trends and technologies in online courses. In chapter two, | outlined literature
related to the overarching themes of accessibility, freedom of exqpreasid
student engagement. | also highlighted how key findings in this literature t@lat
online learning. In chapter three, | discussed methodology that guided this study
In chapter four, the data gpeesented and organized by themes relating to the
democratic classroom and by relevance to certain sections of the course. The

final chapter is an analysis and discussion of the data and the study.
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CHAPTER FOUR
DATA ANALYSIS AND FINDINGS

Chapter four presents data including information about the participants,
brief descriptions of the assignments from which data was collected, and quotes
from interview participants as they referred to specific topics and oveeatles.

In this chapter, | refer to Tier 2 themes that were derived from the sz

process: accessibility, freedom of expression, and student engagement. These
were derived from Tier 1 themes that included convenience, student
independence, condensed classes, accessibility, ease of content, fun, tecthnologica
interaction, efficiency, flexibility, schedule-mindedness, and overall freedeor

this chapter, | will explore Tier 2 themes in the context of Dewey'’s vision of
democratic learning.

Platform for This Study

Prior to starting the online class, students were sent an email with
introductory information. Students were reminded to acquire the required print
text, History and Tradition of Jazay Thomas E. Larsqrand the accompanying
CDs. Students were also asked to confirm and check their college email account
and make sure that they could access the WebCT class site.

Articulating the college’s tuition refund policy, also of importance prior to
the students entering the online environment, related to the theme of access in this
study. Specifically, the information provided indicated that if a student decided
not to continue in this class, he/she must initiate withdrawal paperwork
immediately and that it would not be the instructor’s responsibility to drop the
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student. In fact, “no show” students were not dropped from the instructor’s roster
in the third week of class and full tuition was charged regardless of students’
ability to log in to the class or complete any assignments. While thedls deta
might not seem directly related to this study, understanding as much as possible
about why students enroll and stay in or drop out of a class is necessary to
understand their access to and interactions in the class. For instance, if the
penalty for dropping a class were severe, students may be more motivassd to st
in the class and finish it even if they do not find it interesting or fulfilling.
Conversely, students might drop a class at the smallest inconvenience if there
were no penalty for dropping out. In short, these qualities of the class could
indirectly mask matters of democracy.

Students accessed the WebCT class site through the college’s website
portal. To do this, students went to the college homepage, clicked on “MYMCC,”
and logged in with their ID and password. On the page that displays the student’s
class schedule and individual classes, there was a link next to each classghat
WebCT. Students followed that link to get to the jazz history class.

Complications arose when students forgot their passwords and when AOL
users needed to download an outside web browser such as MSN Internet Explorer
or Netscape to make the system work. Once they did this, they logged in through
AOL and then minimized that window and accessed the class through one of the
other browsers. Issues also arose with accessing the class websitezaesl qui

through the AOL browser. Furthermore, students frequently experienced
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problems with their pop-up blocker or a firewall (especially with the quizzes).
asked students to disable these programs before logging on.

Students taking an online class for the first time were pointed to the
Distance Learning area of the college’s website. The Distancaibhgar
homepage offered a wealth of information and tips for Distance Learning students
as well as an orientation for first-time students. Students were able thé¢ake
Distance Learning orientation and explore other tutorials and topics, including a
“Student Resources” link with answers to frequently asked questions in regards to
the online experience.

On-campus orientations were available during the first few days &f clas
for students struggling to access the platform. | referred students wlo wer
experiencing difficulty with WebCT or any other technical aspects of theseo
to the college online designated Help Desk phone number. Students were able to
speak with personnel who answered questions about the use of PC or Macintosh
computers. However, the Help Desk was only open during normal business hours
(Monday through Friday) and not during the hours many students were engaged
or working on their class materials (weekends and/or evenings). Email &elp vi
the Help Desk was also available during standard college business hours, and the
Help Desk website offered support in conjunction with the Information
Technology Services Department. In addition, | asked students to contact me
immediately when difficulties arose. Since there were no on-campus requise
for the class, all coursework and communications were done online via the class
website and email. | provided an external email in case the system went down.
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Most communication was done via announcements posted on the WebCT class
site, not through email.

| explained my role as a teacher and my status as a full-time faculty
member at the college to the students in an introductory email. | invited them to
attend any of the college’s live music events and to visit me personally during
office hours with questions or just to talk about jazz or music. | expressed my goal
for students to gain a new perspective on jazz music through the class and that by
the end of the class they would listen to music in a different way and be more
knowledgeable about the musical roots of their own favorite music, regardless of
the genre. | cautioned them regarding the online class, stating:

As you get ready to start the semester, think a little about whether distance

learning will work for you. To be successful, it is extremely important that

you fulfill the following requirements:

e Be able to dedicate the time and energy required to make this
course a successful learning experience. (Be prepared to spend as
much time on this course as you would if you were in class.)

e Be self-motivated, self-disciplined, organized, and independent.

e Be unafraid to share, ask questions, and receive feedback.

e Enjoy and be comfortable with reading and writing at a college
level.

It is very important that you stay current with the class, so check
DAILY for new announcements and new Discussion Board postings.

Also, refer often to the syllabus and outline, as most of your questions will
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be answered there. You are responsible for knowing ALL

INFORMATION in these documents. (Jazz History class introduction)
| explained that the “course will constantly be undergoing renovations. . . If you
have constructive feedback | would love to hear it.” | also encouraged students to
contact me if they experienced “trouble accessing or viewing anyspgcially
hyperlinks).” Most importantly, | cautioned that uncontrollable or serious “$ssue
.. . during this course which create a hardship for” students should be brought to
me, the instructor, for resolution (class introduction). | also explained that |
would normally be logged on and working on the class in the evenings, between
10 p.m. and 2 a.m., Sunday through Thursday. There was no requirement for the
students to be logged in to the class website at specific times or for a certai
duration of time throughout the course. However, assignments were organized so
as to encourage students to log in at least once a week.

Course Structure

This section provides a short overview of the course to give the reader a
sense of how the students navigated the course’s webpage. For more information
about the course, refer to the complete Jazz History Syllabus, in Appendix G.

This class was a product designed and created by me. | had influence
from other professors who taught online history classes, but there was nogemplat
for the design of a jazz history online course. The homepage for the course was
the entry point for students to complete and submit all assignments. Access to
and ease of use of the class homepage was essential. When students arrived at the
homepage for the course, they had several units from which to choose. Each unit
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or area of the website had a picture and a link with a unit title or information.
When students clicked on the unit link, they were taken to the lessons included in
the unit and course content that corresponded to their textbook and study
guestions. Additionally, a menu on the left side of the homepage provided links
to assignments, grades, a calendar, and other classroom tools. These links took
students to the interactive portions of the course, including discussion boards,

journal postings, and assignments. Figure 1 shows the homepage.
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Figure 1.The home page for the online jazz history course.

Lessons Once students gained access to the system and were enrolled in
the course, they could log into WebCT, which is part of the college’s Blackboard
learning platform, and from there, active students could see their cours list
banner, “Welcome to Jazz History, MHL 145,” along with seven album-cover
icons made up the homepage for the course. The first album cover link listed

instructions for getting started in the class as well as the syllabussetbed
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linked to the class syllabus. Following this, four more album covers each linked
to a corresponding unit. Within each unit, there were normally five content areas:
(1) chapter questions, which were from the textbook; (2) journal entries, which
included instructions for posting; (3) discussion, which included instructions for
posting; (4) a quiz, which went live 48 hours before the deadline and was
accessible to students at that point; and (5) other special topics, such as links to
YouTube videos and interactive modules.

Evaluations. Aside from assignments, which included discussion board
posts, YouTube viewing, journal entries, chapter summaries, and concert
attendances, the course included periodic evaluations and a final exam. |
evaluated students through untimed assigned quizzes within a required time frame
(around 48 hours) but not with a time limit in which to finish the quiz once
started. Students were encouraged to use resources such as notes and the textbook
to answer quiz questions. The questions were mixed multiple choice, short
answer, and deliverables such as a completion certificate from antinterac
module. In other words, a student’s quiz would require him/her to leave the
online jazz history platform and visit another site, complete a learning enodul
that site, and then return to the quiz on WebCT and finish.

The quizzes and final exam were interactive as well as structured. While
students could explore and interact with learning modules in an unstructured way,
guestions on the quiz relating directly to course content and activities were

structured and had correct and incorrect answers.
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The final exam was structured in the same way as the quizzes but was
cumulative and included material from throughout the semester. For the exam,
students were required to visit YouTube and explore YouTube videos of jazz
artists assigned during the course and then return to the final exam and report
details about the videos. These details included multiple-choice questions, such
as “What era of jazz is this from?” Multiple-choice answers might indhed®p,
big band, and hard bop. Questions also included instrumentation, artist
identification, style, and historical significance.

Students were made aware that media library discussion boards, web-
linked media postings, and live chat were public and that all other students could
see their input. Conversely, the students were made aware that journal entries
quizzes, and chapter summaries were viewed only by the instructor. Students
were openly invited to email me with questions or stop by my office at the college
during my designated office hours.

Data Analysis by Sources

In this section, | summarize data gathered from the various online sources
and students’ commentary related to those sources. The primary digital sources
of data include pre-course surveys, YouTube posts, discussion board posts,
journal entries, and an interactive module.

Pre-course surveysEach participant was asked to complete a pre-course
survey online. The purpose of this survey was to achieve a sense of the
technology already in use by the students and to get a window into their native
technology habits. The surveys revealed that each participant used thd Interne
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and email on a daily basis, usually in both job and school environments.
Participants reported using the Internet 1-4 hours a week for school and 10-30
hours per week for non-school related activities. Additionally, survey responses
revealed that participants had exposure to different types of technology apart fr
computers. Examples of such technology were digital cameras; video game
consoles such as Xbox and Wii, DVD, and BluRay players; and cell phones. In
general, the surveys revealed that the technologies used by students in their
everyday lives, such as email and Internet, were the same as those used in the
online jazz history course. For the complete pre-course survey, reference
Appendix H.

Posting links from YouTube YouTube postings were a required
assignment for the online jazz history course. The task directed the students t
visit YouTube and find music videos that were from jazz eras or that used jazz
style. As the course progressed from unit to unit and through different artists or
genres of music, students were required to post YouTube videos corresponding
with the new content. They were also encouraged to discuss and explain why
they selected the videos they posted, but the student interactions surrounding
these shared posts and corresponding discussions were not part of the grade for
the assignment.

This assignment required being able to navigate and re-post links by
copying them from YouTube and inserting them into the jazz history discussion
board labeled “Web Links.” Students were required to “post 1 link per week and
... to discuss and share” their reasons for posting (class website). Oneeexampl
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of a YouTube assignment asked students to pick three YouTube videos featuring
Louie Armstrong and discuss and share the style, characteristics, and
instrumentation of the songs. These YouTube links were posted on a designated
page on the class website, shown in Figure 2. This assignment required students
to engage with course content through using technology. The students’ access to
the content of the assignment may have been impacted if they could not master

the technological skills required to copy and re-post the links.
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Figure 2.The YouTube link posting assignment.

Perceived effects of YouTube assignment on learning experience
Students commented that finding and posting YouTube videos was a familiar
process to them. Some students reported that the assignment was “simple” and
that they enjoyed using YouTube in their daily lives outside of school:

| love YouTube music videos! Since YouTube has come out, it's been

wonderful . . . I've had quite a bit of experience ever since | started
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hearing about it a few years ago . . . the assignment was an easy transition.

(SW 2)

There’s everything on YouTube. | mean, you can find any video, not just

music videos. But, | mean, instructional videos on how to do anything. |

mean, | could look up how to bake a chicken and it's going to be there. So
| mean | had a lot of experience with YouTube before this class. The

assignment was very easy for me. (BB 2)

Some said that even though they were not familiar with YouTube before the jazz
history class, they now enjoy using the site:

This is the first time I've really used it before. | was aware of [YdaeT,

but | never used it really before . . . Opens up a new way of doing things |

guess. (PT 2)

Others found the YouTube assignment a welcome break from print media,
indicating that getting to visit YouTube and look at videos “just gets you out of
that zone, that textbook zone, so that was more efficient” (KR 3).

Overall, students commented on their own discussion posts, as prompted
in the assignment. These posts were usually a few paragraphs (1-3), ad dlirecte
the assignment description. However, they rarely commented on the posts of
others. All interview participants admitted being aware of other studarks’ li
and looking to them for a template or example of how to do their own assignment,
but students did not comment on the links of others. No one reported having any
trouble with the YouTube links or the technology used to post them. If there were
problems, students may not have vocalized them.
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Posting on discussion boardsThe discussion board page was included
on the class website. Students were directed to the discussion board six times
during the course. They were encouraged to monitor discussion boards regularly
for new posts and had the opportunity to respond to the posts of others at any time
during the course. Additionally, students were encouraged to pose questions
about assignments or to post information about upcoming jazz concerts to their
peers through the discussion boards. In other words, although there were only six
graded discussion boards, students had continuous opportunities for interaction on
the discussion board throughout the course. Students were also invited to come to
my office during his office hours to engage in live discussion about the topics
posed in the discussion board. | displayed periodic announcements on the class
website of these invitations to visit during office hours.

The intention of the discussion boards was two-fold. First, assignments
required students to respond to topics listed by the professor; topics weze relat
either to course content units or to discussions about jazz or music in general. A
second intention was to provide an opportunity for student-initiated collaboration
and communication. Part of the directions for the discussion board encouraged
interaction beyond assignments:

Please refer to the Discussions link on a regular basis for posted discussion

topics. There will be six discussion topics total: an introduction topic, and

then one for each unit. You are required to respond on the Discussion

Board to each topic posted as part of your participation in this class. | will

also allocate extra points based on your participation in discussion boards
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(this will really help you if an exam grade needs help). The Discussion
Board is dedicated to building a student community. Use the board to

respond, but also use the board to share and learn! (syllabus)
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Figure 3.Example of discussion board assignment prompts.
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Figure 4.List of discussion board responses pertaining to the ‘Introduce Yourself’
prompt.
Perceived effects of discussion board on learning experienicesome
ways, the discussion board served as an interactive forum. Students explained
that they enjoyed the ability to get help on a topic in a discussion board post from
both other students and the instructor as highlighted in the following interview
excerpts:
Usually if you have a question, you can put it out and students or the
teacher will help you find out the information if you need it. (PT 1)
| guess, it’s kind of interesting to be able to read everyone’s . ..
discussions, to be able to see everyone’s input also . . . feedback for . . .
discussions. That's kind of nice. (PT 2)
One student admitted that he often replied to discussion board posts of
others because of his expertise in the music being discussed.
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| like the subject, | guess. And I try not to be like . . . a snob about it, but |

would share information if | could because | listen to all those people and

more every day that we're supposed to listen to. (SG Post)

Other participants noted the lack of interaction in the discussion boards
and how this lack of interaction affected their view of the quality of the class.
These comments often referred to the absence of immediacy in the discussion
board:

| wish it was more of a text chat type rather than posting and then waiting

a day or two for someone to respond back. Itry to stay away from those

just because by the time | put something on there, | post it, come back and

it's been answered two days later, and I've already got the answer the day

of, so it’s quite difficult. (PT 2)

... there wasn’t that much interaction with all the students as far as

discussion boards. | mean, we would post some things, but | think | only

posted a few items and it was just a requirement. It wasn’t additional

information to help out. (KR 3)

Still more participants noted that there was little to no engagement or
interaction opportunity on the discussion board and that their responses to the
discussion board were simply done to finish the assignment, with no intention or
desire to further their learning or to create a community with their peers:

For every online class I've taken, there’s usually some girl who does it

like way in advance, so | just look at hers and do like half the amount that

she did. (SG Post)
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| kind of see it as--and it was like this in previous online classes I've

taken--it's “post five discussion boards and respond,” and it’s really black

and white. There’s no interaction. (SW 2)

.. . it's like a forced response. So people make half-ass responses just to

get the points . . . I've done it plenty of times. Well the times in this class

so far, I've given pretty sincere ones. But in other online classes, almost
every post | did was incredibly insincere. (AL Post)

The prompts for the discussion boards garnered different qualities and
numbers of responses. For example, the assignment with a prompt titled “Pops!
Louis Armstrong,” which required students to post 10 interesting facts about
Armstrong, resulted in mostly short or missing responses. For example, some
students commented to others, “Interesting. Thanks!,” “Interesting factdis
similar, short responses. On the whole, less than 25% of original posts had
responses.

In contrast, a prompt titled “The Recording Ban Discussion” garnered
numerous, sometimes lengthy responses. The prompt required students to
respond to a few questions about the recording ban of the 1940s. These questions
were: “What happened during the recording ban? How did it affect live music?
What if this happened today? How would it affect modern day musicians and
fans?” Responses to this prompt were more verbose than responses to other
prompts, and almost half of the posts had additional responses from other

students. Out of 17 responses, 10 were commented on or responded to by other
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students. In addition, for each response there were two or more additional
responses from other students.

Students also posted questions on the discussion board pertaining to
upcoming jazz performances since attending two jazz performances was
mandated. Sometimes students shared their knowledge of jazz groups or
upcoming performances, and their peers sometimes asked for more information,
such as where or when a performance was. Responses to questions like these
were not always common or timely. Only three students received an additiona
response after posing the question about where or when a performance was taking
place. In this way, the discussion board posts had the potential to act as a form of
student-directed curriculum content, but this was hindered due to disconnect in
posting and responding.

Submitting journal entries. Journal assignments, as opposed to
discussion boards, were not public. Each student’s journal entry was visible only
to him/herself and the instructor. Journal assignments were given five times
throughout the semester. Students used a link on the class website to reach the
journal assignment. On the page, current and previous journal assignments were
visible (see Figure 5). The purpose of these assignments was to encourage
students to think about their interests in music and how it might relate to their
lives and to provoke individual thought. Journal assignments were explained as
follows:

There are no right or wrorthoughts in this assignment. Points given are

based on the amount of thought you put into it. Develop your own system,
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purely

your own thoughts and opinions. Be creative. This is an opportunity to
reflect as we think about the world we live in. Everyone has a unique
perspective. . .. There are no right answers, just interesting

thoughts. Have fun with it! (syllabus)

Discussions that required free thinking, a focus on non-linear instead of

academic conversation, and drawing on life-experience were erebimag

the journal entries. Journal entries were places for students to simply express

themselves, whereas the discussion posts were more content-oriented and had

stricter requirements. My intent was to foster freedom of expression; d hope

students would not fear being judged by their peers since journal entries were

private assignments.
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The content of the journal entry assignments was not as structured as the

discussion boards. There was one prompt, given at the beginning of the course,
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which simply asked students to share their thoughts about “whatever you want . . .
but at least some of it should be related to our class” (class website). The same
prompt was used for the later journal entry assignments. Once the students
responded to the original prompt, the instructor responded to every student’s
initial journal entry, but further responses from the students were rare.

In the journal assignments, some students expressed what they hoped to
learn in the class. Their responses were usually one or two paragraphs. For
example, one student wrote, “Hopefully by the end of the semester, | will be
listening to jazz in a different way . . . able to recognize the players, instaiment
and different styles used” (KR Post). Others talked about their experienbes wit
jazz prior to the class, and some talked about enjoying the concerts they went to
for the concert attendance requirement portion of the class. Overall, topics in the
journal entries varied but almost always referred to jazz and music. The
following excerpt is an example of a typical initial student journal entry:

| have been involved [sic] with music for a long time | started playing the

stand up bass when | was about ten years old and played for about 8 years.

It was a really great thing for me, it taught me a lot about discipline to

practicing and to see the progress of getting better and better. | really

enjoyed one teacher | had in particular . . . he was an amazing teacher and
he would teach us some jazz so we could impress our parents. | was also
able to attend some bass competition classes called Bass Jam. | ertjoy mos
types of music and am excited to learn more about jazz. | was also able to
go to a small jazz show I think it was in Tempe about 4 or 5 years ago and
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that was fun to hear the music and watch the musicians play and really get
into the rhythm of the show. | hope that by taking this class | will be able
to learn more about the music history of jazz. (CH Post)
My response, the next afternoon, was as follows:
Do you still play bass? You should consider playing in one of the groups
at MCC or in town. | look forward to working with you this session.
Welcome to the class! (RH Post)
The student did not post an additional response.
Perceived effects of journal assignment on learning experierggidents
may have readily volunteered information about themselves in journal
assignments because they knew their peers did not have access to their responses
One student admitted that his post would not have been as revealing if other
students had been able to read it.
At first, | thought it was like one that everyone could see. | was like,
“Whoa, that’s a lot of information to just put out there” (laughs), but |
quickly figured out it wasn’t. Other than that, | mean, it was a good
assignment and | didn’t mind it (SW 2).
One participant said she enjoyed the one-on-one interaction with the
instructor:
When | got responses to my journals, | always liked reading them. He was
really encouraging, and he said my journal was interesting. | think once
he recommended a song from a singer | said | like . . . Yeah, | liked the
journals. (BB 2)
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The majority of the journal entries from students during the course
consisted only of the initial posts that were required for each assignment.
Students rarely wrote additional journal entries throughout the course.

The PBS Kids module The PBS Kids module is an interactive, multi-
step module that teaches history, musical qualities, and important artists.of ja
This module served to take the students out of the immediate online class
environment and expose them to a different way to learn about and experience
jazz. PBS Kids is a site dedicated to interactive, game-like scenati@sdhan
and promote learning for children. In the Band Leader game (PBS Kids, n.d.),
players can choose different instruments used in jazz, place them in diffeesnt rol
within the jazz band, and then hear their chosen instruments played together. This
game was used in conjunction with course content and a quiz about the different
styles and instrument requirements of a jazz ensemble. This section of the PBS
Kids module was referred to often by participants in the interviews.

In addition, the PBS Kids module includeds an activity called “Become a
Jazz Musician,” in which students can select styles of jazz and jazz iestaum
based on their preference, answer simple quiz questions about the musical and
rhythmic composition of jazz, and read short facts about the history of jazz. At
the end of this activity, the student is awarded a certificate, which indhislbsr

name and a short number code. An example of the certificate is in Figure 7.
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Figure 7. Certificate of completion of the PBS Kids module.
During a course quiz, students were re-directed to the PBS Kids website
where they were to explore and interact with the Band Leader module, including

the “Become a Jazz Musician” activity. Once they finished, they retuortbeé t
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course quiz (on WebCT) and were prompted to enter the code generated by the
PBS Kids website as the answer to the quiz question. They were also invited to
try the PBS Kids module prior to the quiz as a study tool during the first unit in
the course.
Perceived effects of PBS Kids module on student engagenidme
students found the PBS Kids module to be a novel experience. Interviewees
reported enjoying it and remembered it as engaging and colorful andaweel
change from the academic environment of the college website. Participants
commented on the overall “friendliness” of the technology, including the childlike
nature of the module, the vibrant colors, and the simplicity of the interface:
| did enjoy it. It took me out of the MCC environment, from the regular
online site, and it took me to a completely PBS Kids [environment] where,
| guess, the graphics, the color of it, was more interesting than anything
else. It was very user friendly and it's probably designed that way leecaus
of the kids that use it. It just seemed like it made it a lot easier to use. (SW
2)
.. . in reality, when we learn about music and technology, it’s just basic
tools that we start off with, so it's a good stepping stone for anyone that’s
beginning to learn computers, and very simple and very user-friendly. (KR
2)
However, it is questionable whether the assignment contributed to student
engagement since some participants either did not remember the assigienent |
in the semester or did not think it enhanced the instructor’s lesson content. Some
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participants described the module as interesting and fun but unrelated to the
course curriculum:

| kind of didn’t see it relating to what the quiz was, ‘cause it was kind of,

it seemed like it was at the end of the quiz so it was something kind of fun

to do. | could see it relating to jazz, but as far as overall with the quiz it

was different, a different approach. But it was nice. | like that he was
able to offer a website, something outside of the box for us to see

something different. (FB 2)

One student did find the site useful for identifying instrument sounds: “It's good
to be able to click and be able to figure out which [instrument] was which and
how to differentiate between them” (BY 2).

Some participants noted a sense of accomplishment related to the Band
Leader module. In the Band Leader game, students created their own example
by picking certain instruments to fulfill the roles in the jazz band and then
listening to their chosen combination. After they placed their instrumentssit w
“nice to hear the instruments, the different sounds, when you put it all together.”
(PT 2)

Also, the PBS Kids Band Leader module did not include a penalty,
negative response, or cue to the user for picking the “wrong” instrument to play a
part. Students appreciated the opportunity to experiment with different ensembles
until the mix satisfied them. Regardless of their selections, they weréoabl

listen to the instruments play together and try new combinations until the sound
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was the best. Even though certain instruments were suggested for certain parts by
the program, the user could still choose non-typical combinations of instruments:

You click on the link, it takes you right to the [PBS Kids Band Leader]

quiz and if you got the answer wrong, it told you what answer it was, like

what instrument you can put there, until you got it right! . . . You could

keep going untiyouwanted to stop. (SW 2)

The PBS Kids Band Leader module gave students the freedom to choose
combinations of instruments, and the PBS Kids Become a Jazz Musician quiz
allowed them to go back and re-try the questions if they did not get the right
answer. Participants appreciated that component of the module and often took
advantage of it.

[For the PBS Kids quiz], When | went to click on the right answer, | think

| did it twice, two or three times, because there were a few of them that |

got incorrect. | kept going back and doing it again. (KR 2)

Themes: Accessibility, Freedom of Expression, and Student Engagement

Accessibility, freedom of expression, and student engagement are qualities
of democracy that impact and reflect the degree to which democracy is promoted
or absent in the online classroom. These themes emerged from the data
throughout the process of data analysis and were the three strongest themes
related to the democratic qualities of this jazz history online course.

Accessibility. Accessibility in the online learning environment is
characterized by the students’ access to the content of the class, including the
textbook, syllabus, and other information about assignments; their access to tools
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such as discussion board, journal entries, learning modules and YouTube posting
space; and their access to the professor. Essentially, access to the toieaid s

need to learn and to the assignments used to evaluate their learning is mediated by
their ability to use the online class platform and the effectiveness andfesse

of that platform. Accessibility can also be facilitated by an instrwebar has a

good understanding of the technology and online tools being used and the support
systems that provide information for the students (Katz, 2008).

In the jazz history class, access is also related to interaction in that
students have access to each other’s work and postings, thus making other
interactions within the class visible. During in-person classes, studentsharay
their work during discussions and projects; for online courses, various tools may
facilitate discussions and sharing of projects. For example, the discussida boa
in this course were public and could be read and added to by any student in the
class. This online class included constantly visible discussion boards, public
YouTube postings, and the comments left on these assignments from other
students.

Perceived accessibility to the online environmelmt general, technology
can either enhance or collapse accessibility in an online classroonskleagsky,
2008). The failure of communication systems, such as the college’s email,system
can affect students’ experiences. Since online classes are dependent on the
Internet and email, the absence of these technologies due to outages or other
problems hinders the learning experience. This was not the case in the jazz
history course. During the course, no outages were reported by the college, and
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students did not email me with complaints of technology problems. However,
students had experienced technical difficulties or outages in other onlinesclasse
which complicated accessing class information, and accessibilityesiffe
Participants commented on accessibility and technology interruptions ipaseir
online experiences as well as in the jazz history course.
Um, | don't think I've had any hang-ups. Sometimes when you take the
class, sometimes the assignments for the class--if you try goingny t
you can’t find them or sometimes they don’t work. But so far, for this
class, everything has been working properly. (PT 1)
In a past class | had problems with the stuff. The teacher would say . . .
that the software was the problem and then you'd call the software
company and they'd say the teacher can take care of that . . . they're
saying it was the teacher and the teacher was saying it was tharspfw
you just go back and forth never getting the problem solved. (PT 1)
Um, our system . . . the WebCT was always off and on. So, | mean, |
think if everything is dependable and reliable and it was consistent then
there would be no problem at all . . . this [semester] | got lucky and there
were no problems. (BB 2)
While the technology worked, access was impacted for some students by
connectivity speed or browser problems:
One of my biggest challenges . . . is the connection speed that we have. |
mean, if you have three windows open and you're trying to get a fourth
window and your browser is very, very slow, it kind of stalls the entire
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process and delays time and makes you spend more time on your

computer than you want to . . . Sometimes | just wanted to finish the

assignment for this class because | was frustrated with the Inspeed.

(SW1)

Other students pointed to access problems related to organization rather than
connection or speed of connection.

There’s still a lot of problems with the way [jazz history] is organized.

But that’s not the teacher’s fault. Again, it's just the program . . . it

doesn’t organize [assignments] by date. When you put assignments in that

are new, it just goes to the end of the list. It doesn’t automatically do
things for you like it should. | mean its technology, right? But other than
that, he does it better than what I've experienced in the past. It's probably
the easiest to use. (AL Post)

Perceived accessibility to informatiofhe online jazz history course
included a print textbook that was accompanied by an audio CD. The chapters in
the textbook coordinated with the course units. Throughout the units, students
were assigned reading from the corresponding chapters, and the contentgrom thi
reading was included in the corresponding quizzes as well as the final exam.
Participants described the textbook for the online jazz history course as a useful
tool for learning.

As opposed to some classes in which the textbook ends up being a

superfluous resource, in this course, it was nice that the textbook for

online jazz history went along with the assignments. (BB 2)
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In the actual textbook it gives you characteristics of each individual styl
whether it's bebop or swing, and that was the most useful because when
you read a textbook it could be 100 pages and you still don’t understand
what the characteristics are of that style. But in this case, | think it was

used more for like a sixth grader to read. (SW 3)

It was in the book in the very beginning of the class they had one of those

little sections, it kind of gave you play-by-play of what was going on in

the song and being an amateur in jazz | think that was really helpful. You

can go back and listen to it again and again and say, “This is what’s going

on.” And that was helpful. (BY 3)

The ability to turn immediately to the Internet for answers to questions
about the class content was a positive aspect of accessibility in the online jazz
history course. The participants acknowledged the limitations of usingrwritte
media such as print textbooks as opposed to online media and study tools. When
the assignment or reading was done online, students could type an unfamiliar
word into Google or Wikipedia, and in an instant, a basic answer was almost
always available. Though this tool is also available by using a computer while
studying for an in-person course or from print text, participants referneds
being a positive aspect of the online jazz history course specifically. Students
explained:

A lot of the times, | would Google something | wanted to learn, to find out

about whatever artist we were reading about at that particular time . . .

And, like, if | wanted to see a song that that artist had, | could just type it
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into YouTube . . . I loved it. It was cool being able to have the visual right

there with the textbook and the notes. (BB 3)

Oh, I would not take away Google search. | use it every day and [for] any

guestions that | have. | love how I just type in a few words and . . . get

hundreds of pages of explanations, research, or basically my answer. Like

Wikipedia--even though teachers don't like that website--it helps when |

don’t understand something . . . it's almost just a click away. It's like my

answer key to everything. (FB 3)

Overall, students reported that the jazz history online course was easy tateegoti
and the mix of both online tools as well as print materials was helpful. The
information in the course and the opportunity for learning were accessible in this
course.

Desired accessibility to informatiamAchieving a democratic learning
environment entails, in part, understanding what participants desire for specifi
learning tools and tools to enhance accessibility. During the interviews,
participants were asked what type of learning tool they would like to see
implemented or invented for online classes. Students suggested using an
improved version of the textbook that incorporates both the Internet and the text
to create a more interactive experience. The following comment sunachéinz
desire for such a tool:

.. . like the text book, it would be nice if it was like an e-book so when

you’re clicking on it, it's more interactive. You could just click on a [jazz
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artist’'s] name or whatever, click on it to be able to get our [listening]

example. (PT 2)

Participants also expressed a desire for video lectures or, optimally, an
online live virtual classroom or a lecture session during which students could see
and talk to the instructor.

Also, I guess it would be kind of cool to be able to, if you're online to be

able to have a time, which probably is kind of . . . difficult, then you could

be online and be able to talk to your instructor. Like video conference or
whatever. It's always nice to be able to hear the instructor or someone
talking about the subject sitting in front of you while you’re watching it.

Plus then you could probably rewind it and listen to it over again. (PT 2)
However, they also admitted that such course components might not be realistic
or easy to coordinate.

It seems like [a live virtual classroom] would be some sort of a hassle and

it's not really necessarily then called an online course because [an] online

course is more on your own pace whereas if you have to go on a webcam
and meet all of the students at a certain time, it may not be as successful as

it sounds, as we would like it to be, | guess. (FB 3)

Some students desired this type of real-time interaction with clesssivell as
with the instructor:

| know realistically not everyone can do that, but there are some people

that might have the same opinion. They might say, “It's ten o’clock at
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night, who's on here and who can help me?” But if there are other jazz
classes, maybe just a chat forum for those classes. (KR 2)
Well, maybe they already have webcam type of stuff so | think maybe that
would be a fun thing to do. ‘Cause I've never really done that with an
online course, to see a lecture online or have everyone get together. (FB 3)
Some students’ comments referred to a recorded lecture posted by the
teacher for the students. Unlike the “visual chat room,” this recorded lecture
would not be interactive. According to the students, recorded lectures would be a
way for the instructor’s personality, opinions, and personal experience with the
subject to be visible to the students. The desire for the social presence of the
instructor through recorded video lectures included comments such as
I'd like to be able to see to have a chapter that we read that the instructor
would have available comment or something. Like a video, a little sort of
video to just discuss that a little bit, from their point of view, or whatever.
(PT 2)
Recorded lectures were not a part of the online jazz history course in tlyis stud
Some students explained that although the class was available online
through a computer, it was not accessible from their smartphones. Students
perceived this as a limitation because they were with their smartphones more
often than they were with computers. A common suggestion was an application
(or app) for a smartphone that would offer course updates and a calendar of due
dates for the online class. Students believed that this type of constant btyailabi
of the class would increase access to the course and improve learning and
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participation. Some of these comments about such a learning tool from
participants included:
If there was an app for my phone for taking the classes, like, on the go, on
the phone, that would be phenomenal, you have no idea. | mean,
sometimes . . . | have Wi-Fi and | can’t bring my laptop everywhere 'cause
| don’t get the connection, but my phone does. If | could just get an app
that gives me all of my assignments, when they’re due, sync it to my
calendar, put it in there, | would love that. (SW 3)
... there’s probably some way they could make an app or something [that
alerts me] every time there’s an assignment that’s due, | would like some
kind of update. . . . | know they’re obviously not going to make an iTunes
app, but something along that line. Something that'll give you
notifications pretty much any time the teacher does anything. (SG Post)
Another suggestion for a learning tool that might increase access was a
system of reminder emails (which could be checked on a computer or
smartphone) to enhance the learning experience by reminding students of course
events.
| know that | did forget sometimes when | had quizzes or things like that.
| would have to say [that | would suggest] a reminder tool or, you know, a
notification to your personal email saying, “Don’t forget you have a quiz
due on this date,” or “You have to turn in this assignment.” (SW 3)
| think it’s pretty good, though, to have an email announcement once in a
while in case something’s coming up. (PT 2)
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While the app and email suggestions above referred to convenient ways to
be reminded of course dates and events, other comments and suggestions were
more specific to content. Another tool suggested by participants was a page or
search engine on the class website, similar to a Wikipedia page but siigcific
for the class, with information pertaining to the class content. This page would be
in addition to WebCT and include extra definitions or explanations of the topics
covered in jazz history. According to the participants, students could access and
use this information in the same way they would use a teacher in an in-person jazz
history course. If there was a question about content or background information
for an assignment, for example, the student could simply reference ttas “Jaz
History Wikipedia.” It would function as a course-specific search engine and
would be different from a Google search engine, which includes results from a
much broader pool. The following interview excerpts demonstrate students’
desire for a classroom search engine and database:

... if would be helpful if they could have a search engine . . . that, you

type in a name and it gives you all of the associations . . . with that name.

If we were to do that with the online tools we are using now, I think if it

grouped everything together and for instance: instrument name. You type

in an instrument name on Google; it'll give you so many search options.

If we could have that with our online experience | think it'll be a lot easier

for all of us to grasp and learn a lot of new concepts. (KR 3)
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It would have been nice, like if there had been some information on some
of our readings there on the web. When we look up for each unit or each
chapter that there would be some extra comments. (PT 3)

| really, really like Wikipedia; | think that's the greatest. | think that

maybe if the class had its own page or something like that, for a resource

that's not there. | mean, for this class, jazz history had its own page, but |

would like a resource with all these pages and you can go there if you
have questions and just kind of look up things . . . one page and it had all

the resources and answers and, you know, kind of like a guide. (BB 3)

Freedom of expressionFreedom of expression, in this study, refers to the
students’ comfort with posting and participating in journal entries, discussion
boards, and posting of YouTube videos. Itis the level of comfort and willingness
the students have with articulating their own opinions and views in an
environment in which their peers or the instructor can read and respond. In order
to be consistent with Dewey’s democratic classroom, students must be tilling
participate, interact, and share these ideas.

When students in an online environment have freedom of expression, their
learning experience may be more complete (Stacey, 1999). Having the
opportunity to share with their peers and receive feedback or acknowledgement
can create a sense of community and trust, which is an important dimension of
democracy. There are, however, different dynamics of freedom of expression in
an online course. In this course, journal entries were intended to contribute to a
dynamic of freedom of expression that was relatively private in thasionwky
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accessible to the professor and the author. The content of discussion board posts,
however, were intended to contribute to a different dynamic because the posts
were available for all students to read and respond to. Posting YouTube videos
was also a more public interaction. The transparency of students’ work and their
peers’ and the instructor’s potential access to their work might have irdldienc
students’ participation and thus influenced freedom of expression.

Perceived freedom of expressidRor some students, jazz history online
was an environment in which they felt safe expressing their opinions. They were
not worried about their posts being judged, and they, in turn, did not judge others’
posts. For some students, freedom from judgment seemed related to an online
anonymity:

| kind of enjoy it. You don't really know who anyone is; you just kind of

have like an online personality, | guess, that you deal with and everyone is

really friendly and no one is judging you or your comments or, | mean
that's what it seems like . . . everyone generally seems to be on the same
page and interested in the course and not about judging your opinions,

which | like. (BB 2)

Some acknowledged the incidental adoption of an “online persona” in this
online class. In other words, they felt their freedom of expression wassedrea
because stereotypes or judgments often levied by them and to them in in-person
classes were no longer a factor in an environment where they could nottsee eac

other. Participants admitted that people in their in-person classes were more
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likely to be judged. Their comments exhibit these sentiments and concerns about
stereotypes and discrimination in both online and in-person environments:
. . . everyone does have a different view of people once you see them [in
an in-person class]. | mean, if you have a guy who'’s like saggy pants,
boxers hanging out, chains, you know, greasy hair, hat backwards, shirt
with a huge bad word on it, | mean, obviously he’s going to be judged and
everyone’s going to think a certain thing about him and his comments may
be weighed differently. | mean, it's sad to say, but that's how it is. (BY 2)
... it can be a problem for regular classes. If | had to take a class with
someone who | thought was annoying because of the way they dressed or
talked or something, | probably wouldn't listen to their comments the
same . . . it would be different if they were in an online class with me
because | would never know any of that. (AL Post)
Other students felt pressure in the public post forums, such as discussion boards,
and it affected what they chose to write:
Sometimes | just feel intimidated when some of the students have longer
topics or longer discussions that | do; then | feel like | need to put more.
(FB 2)
Like if I think that [another student] wrote something really good | might
raise the bar on my response, just so I'm not compared to them and fail the
assignment or something. (AL Post)
The presence of disagreement or difference of opinion between students
might indicate freedom of expression was present. However, there were no
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instances of this in the online jazz history course in this study. There were
instances in which different students’ responses to the same prompt demonstrated
divergent opinions, but there were no direct student-to-student responses to
discussion posts that disagreed or indicated a different view from that of the
original author. The presence of different, independent responses to the same
prompt does not indicate freedom of expression since there is no way to know
whether the students ever read each other’s conflicting posts.

Student engagementFor the purposes of this study of the online
environment, student engagement was divided into three categories: students
interacting with each other, the course content, and the professor. Each student
had opportunities to interact by sharing ideas and questions and acknowledging
and critiquing others’ work. Each student also had the opportunity to voice
problems or questions to the professor.

Perceived student-to-student engagemetudents had many
opportunities to interact with each other in the online jazz history course. The
discussion boards were one opportunity for engagement because they were
available for assignments as well as for question and answer forums. The
YouTube video links, which were posted by students to the class webpage, were
also visible to every student and provided another opportunity for student-to-
student engagement.

A few participants voiced a dislike of group work settings regardless of
class context and preferred to work independently as opposed to interacting with
other classmates in study groups, lab groups, or small working groups.
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Right now, I'm taking a biology class and that course, to be quite honest
with you, the lab is pointless. You have five or six different people and
you want to move on . . . it's not like you don’t want to be in a group
setting, but when you can go on an online class [instead] and track things
on your own levels and learn and be able to do projects by yourself, then |
learn a lot more quickly and more efficiently. (SW 2)
| don’t personally [form study groups]. Ever. But other people do that
and I'm sure it helps . . . The reason | think I'm fine [with online classes]
is because I'm a very independent person and an independent learner and
I’'m more likely to succeed in online classes. (SG Post)
This was surprising given research that revealed that students of thetinter
generation are accustomed to interacting in groups and socializing on a constant
basis (Apple, 2010; Tapscott, 2006).
Conversely, other students admitted that less engagement in an online
class had a negative impact on their study habits:
| guess you do a lot less one-on-one interaction. | don’t generally get to
know . . . classmates as well or my teachers as well [in online classes].
And if you don’t have that type of correspondence with people it's easier
to slack off and not make that [class] a priority . . . sometimes that
happened in the jazz [history] class. (BB 1)
Other participants’ comments reflected introverted tendencies, certain

personalities, or a reluctance to engage with peers at all:

132



| tend to stay away from the classrooms in the music major because | hate

all the other music majors usually. They're all stuck up. Unless it's a

performance class | probably would avoid taking it [in person]. (AL Post)

The discussion board posts, aside from being an opportunity for student-
to-student engagement, were forums for directing questions to the erdg@asla
well as a resource for finding answers to questions. Generally, interview
participants admitted that the discussion board assignments were not viewed as
opportunities to interact and exchange ideas to enhance learning but were instead
a task to be completed. Overall, their interactions were not driven by irdacest
engagement, but rather by course requirements.

Similarly, participants recalled looking at others’ YouTube postings often
but did not generally respond to them online. These students typically
commented on their genuine interest in and enjoyment of their peers’ YouTube
postings:

Yeah, | see different things that I've never listened to or wouldn’t

consider, | guess. Which is kind of odd for me. But that's the way it is.

(PT 2)

... you look at one and then there’s a bunch more and there’s links to

more and then, you know, what was supposed to be five minutes you're

there for another thirty minutes looking at all the different videos because
you're curious and they just pop up, so | definitely spend a lot more time

on that. (BB 2)
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Others admitted they only referenced others’ work as a template for their ow
posting or to ensure that they were not posting repetitive links.

I've gone through two of them and it's more to get ideas about what to

post, rather than for entertainment or out of interest. (SW 2)

| just look at how they set it up and how they turn it in--the format is what

| look at when | look at the other [posts]. But other than that, | don’t click

on their links. (FB 2)

Perceived student-to-teacher engagemdsdich participant had
comments about his/her interaction with the professor, though comments about
level of interaction in this course and in online courses in general varied.
Students valued positive feedback from the professor, and instances in which they
received positive feedback were memorable to them. When the professor
answered questions promptly, participants saw this as more significant
interaction.

Each participant considered it important to be able to communicate with
the professor, but not all actively did so throughout the course. Participants also
recalled other online classes in which a breakdown in communication with the
professor detracted from their learning experience to the point that thgyedi
the class or retook it.

Sometimes it's hard with the communication. Just by email and even by

phone. Sometimes you think that you understand what you're supposed to

be doing, but you could be totally wrong . . . And usually it's hard to find
out about it until after you turn in your assignment . . . In a past class, |
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was communicating with the teacher, | was thinking | was doing
assignments right, and | was actually here at the writing centergyett
help. Ididn’'t understand. I|thought | was doing it right; turned out |
wasn’t. This quarter, I'm taking [the class] on-site. (PT 1)
Other interviewees cited a lack of instructor response to their problemsiin othe
courses as being frustrating and even the cause for dropping an online class.
The problem was that the teacher would never respond to my emails . . . so
| didn’t know exactly what | was supposed to [do for my assignments].
And then | would be graded worse because | didn’t do exactly what she
said, but she would never respond to emails. . . . | just dropped the class
after that. (SG Post)
Sometimes the communication, you know, going back and forth with
emails or phone with the teacher and sometimes you’ll get no response in
some cases. Sometimésere is] no response ever for something. (PT 1)
Some students seemed to predict that an online course would not facilitate
communication with the teacher or access to teacher-specific content.
| guess maybe the interaction with the teacher and maybe their own
perspective and their own examples and being able to talk to them would
probably be the only thing that would be taken away in taking an online
class because there’s not much of a discussion about . . . the teacher’s

experience. (FB 2)
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Students commented on positive interactions with the instructor, and some
mentioned that they regularly seek out interaction with their instructoos fioie
classes.

Yeah, | emailed him [during the course] about assignments and stuff

because |, personally, like to get into a little bit more depth and know

more details about my assignments. (GG 1)

.. . the feedback that we would get from the professor, stating “Good job

on doing this,” and “Good submissions on this one,” and “You referenced

the question perfectly.” You know, those type of comments were great.

(SW 3)

Um, | like the fact that if you have a question or anything that any of the

students would be there to answer and also the professor; he was very

quick to respond, and that’s a big deal to me. (BY 1)

Other students indicated that they would seek communication with the professor
more readily in an in-person class.

If it's [a class that’s] in person, | would go to the professor or the students

[for answers to questions]. If it's online | would go either to the books or

the Internet first. (SG Post)

At the outset of the study, | thought journal entries would facilitate
student-teacher engagement since only the individual student and instructor could
see the journal entries. In general, however, interview participants did not
mention journal entries often when answering questions related to interaction.
When they did, it was clear that the journal entries were approached by the
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students much in the same way that the discussion boards were. That is, they
were an assignment, not an opportunity to share information and interact with the
instructor, the only other person to whom the journal was accessible. This is
evidenced by the students’ lack of further responses when | responded to their
journal entries.

Student engagement in the futur@he participants commented that their
positive experience in jazz history online would influence their decision to take
more online classes in the future:

Like I said, it's my first [online] class, and so far it's been a good

experience for me, so definitely, when | get to ASU I'm probably going to

take some classes online. (BY 2)

| love it. It's my first online class. If it wasn’t the end of my community

college career, | would definitely take more. (BB 1)

Throughout the interviews that occurred during the course, participants
were asked about course content in learning modules or assignments but not about
student engagement with course content in the future. The three participants
interviewed after the completion of the class indicated that their futa=® li
would not be greatly impacted by the content in the online jazz history course.
Curiously, however, they indicated they would be encoursmésten to more
jazz. In fact, students indicated that appreciating jazz and participafukyre
live jazz concerts were the only noted changes that would occur for them as a

result of the online jazz history class.
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Other participants also gained an appreciation for jazz music and noted
that they learned about the structure and characteristics of jazz fromttaking
course:

Before [this class], when | would listen to a jazz CD, | would just listen to

the music, not really pay attention to the chords, to the rhythm . . . This

course has helped me find the difference between . . . the different styles
of jazz and only because it says “jazz” doesn’t mean it just falls into one
category . . . I don't listen to jazz that often, but I think it will be more

interesting to me now. (SW 3)

Creepy treehouse in the online jazz history environme@iteepy
treehouse is a situation in which students feel uncomfortable or unwilling to
participate in an online, usually social media, environment because their
participation is required by an instructor as part of a class grade oassr cl
requirements (Young, 2008). Participants reflected on other online courses in
which they were required to keep up with the social networking site of the class as
part of an assignment or requirement. One student commented:

As a whole, the assignment was comfortable. It was an easy transition.

Most people already had a Facebook. The communication was great when

we used it. The actual group participation is what | think Facebook is

supposed to be used for. You have to have group presentations and you
have to do all this stuff as a group. So instead of making you have to meet
out of class, you could just do it on Facebook. It made everyone more
accessible. (BB Post)
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The positive perception of this student indicates that creepy treehouse syndrome
did not exist in that particular situation.

When asked if they would welcome the addition of a Facebook page or
other social networking site to the online jazz history course, some students
responded affirmatively. One participant said:

| think it would be fun to get to see everyone in the class. Your Facebook

page is a good way . . . to make friends in your classes. | think it would be

interesting. | would be okay with a Facebook page. (SG Post)
However, when asked about the value of the Facebook page for learning the
material in the online course, participants’ responses were mixed. Onepattic
explained:

| think it could be easier to keep up with your assignments if there were

just little reminders on my Facebook. Maybe he could do that . . . it would

be easier. (BB 3)

Another participant thought a Facebook page would be fun but not helpful to
learning the material in the jazz history course. The participant exgiaine

| don’t know. | don’t see how I could learn more. | would like to see

more about the other students in the class and it might be cool to see the

professor’s page. | just don’'t see how I could leaoneabout what

we’re learning in the class. (GG 3)

Conclusion

In conclusion, the students in the online jazz history class perceived their

experience in this particular online learning environment as convenientigiamil
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and interesting. They enjoyed the integration of online tools in their learning
experiences, and few students had any problems with the technology used in the
class, which meant that accessibility, or lack thereof, to course content did not
detract from democratic learning in this course. The students participated in the
interactive assignments, but some had different intentions from others. In other
words, some students interacted only to complete the assignment and not out of
genuine interest or enthusiasm. This general lack of student-to-student
engagement during the course is not consistent with a democratic learning
environment. Freedom of expression appeared to be present throughout the
course, but observations were somewhat limited by lack of student-to-student
engagement.

The next chapter consists of a discussion of the findings in this chapter.
The discussion offers insights into the experiences of the students in this class and
the perceived and actual quality of their learning. It also offers insigfiots i
future studies of online education environments that encourage interaction and
learning and how the qualities of these environments may contribute to a

democratic learning environment.
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CHAPTER FIVE
DISCUSSION OF FINDINGS AND CONCLUSIONS
The purpose of this dissertation was to examine the democratic qualities of
education in an online learning environment by exploring how community college
studentgaking an online jazz history course access and utilize the available
technology and interact with the instructor, the course content, and each other.
The research questions that guided this study were

(1) How do students perceive the efficiency and accessibility of the online
environment?

(2) What are the instructional features of the learning platforms used and
how do the instructional features serve students’ specific learning
interests?

(3) How does the online environment support or discourage participation
for all individuals in the online community?

Analysis and Interpretation of Findings

The findings in this study were considered through the lenses of
accessibility, freedom of expression, and student engagement, qualitigsitiat
to the potential for democracy in the classroom. When these qualities arg abse
democracy in the classroom is unlikely. The following chapter outlines ty& wa
in which these qualities were evident in the online jazz history course in this
study, pointing to the possibility of a democratic learning, or, by their ahhsence

indicated the absence of a democratic learning environment.
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Accessibility. Accessibility was a key theme framing the data analysis. In
this section, | describe the impact of technology on accessibility and how
accessibility impacted the democratic learning environment in the online
environment in this study.

Impact of technology on accessibilitfhe impact of technology on
accessibility was instrumental in fostering opportunities for intenact
Technology that does not serve the needs of the learning environment will
influence interaction (McLoughlin & Lee, 2008). For this online jazz history
course specifically, the participants did not identify problems interaatitingthe
technology other than slow connectivity or platform organization. However, they
did point out significant issues with the WebCT and community college online
learning platforms in other online experiences. While this does not relatd\dir
to the jazz history course under investigation, it speaks to the issues of systemic
dysfunctions and the impact these have on limiting or interrupting partanpati

Online access and a functioning and maintained digital environment are
critical factors in ensuring full participation in online courses (Ladyskgws
2008). If the students are enrolled but have problems accessing the interactive
forums or even the class website and course content, then they may sign on less
often and interact with the instructor, each other, and course content less
frequently. Overall, access problems detract from the democratic eharbithe
online class environment.

In addition, problems with the college website might prevent students
from both taking and recommending online courses to other students. Further,
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understanding who is affected by technology access, or lack of technology access
and whether the online learning environment is inclusive remains important. If

for example, those in rural or dial-up areas have more problems than those living
in urban centers, a systemic barrier to entry exists. For this course, homgever
such problems were reported by participants, although they did report frustrations
with speed of Internet connection in previous courses.

Accessibility and democracyarticipants in this study indicated a desire
for additional digital tools to enhance their learning. However, the tools they
imagined would enhance their learning experience were more praleéinal t
educational in nature. For instance, one participant described a smartphone
application that would essentially keep track of assignments. This integration
would only eliminate the need for students to make their own calendar of due
dates or to check the class website. Another participant expressed aatesire f
automatic email and text reminders of assignments. These suggestigearace
not at enriching content or curriculum but rather at using technology tools to
lighten the students’ responsibility for planning, checking the class webwsite, a
keeping track of the syllabus.

This desire to improve the procedural and organizational functions of the
course and the lack of interest in addressing or volunteering information on
content may imply passivity in terms of the level of input students assumed they
had in the content itself. Dewey (1900) emphasized learning by doing, meaning
that students actively take a role and participate in sharing ideas, ogteyual
challenging content, and co-creating and directing the curriculum. A truly
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democratic environment is one that nurtures opportunity for these actions and
allows meaningful deliberations about the learning and curriculum. The
responses in this study indicated more of a “How can | get this done in the leas
amount of time” approach.

The procedural nature and concretization of learning expectations that are
embedded in the design of this online jazz history course could be factors limiting
and fragmenting the potential for a democratic learning environment. In this
study, course content decisions were made prior to the start of the course. In
some respects, students did not have choices or an influence over content. In
others ways, students had opportunities to influence content in the course. For
example, the discussion board prompts were decided before the course started;
however, the direction and topic areas of the responses to the prompts were
decided by the students themselves. Therefore, it is suggested that when
examining factors that influence democratic learning, one must consider whethe
or not the class structure provides such an environment.

Freedom of expressionFreedom of expression was another key theme
framing the data analysis. In this section, | describe the ways in which
participants expressed and shared ideas throughout the course, as wellsgsthe w
in which freedom of expression in the online course was consistent or inconsistent
with a democratic learning environment.

Participants in this study had a mixed notion of their freedom of
expression in the online course. Some felt comfortable posting discussions and
comments publicly because they viewed the online environment as a place for
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free, uninhibited, and non-biased expression. Others felt intimidated by these
public posts because they feared their responses would not be sufficient.
Comments during interviews suggested that some students felt insecure about
whether or not their posts measured up to other posts in the forums.

While democracy is secured by participation, it is also important to
consider how the exposure element, or the level of transparency of students’
work, in an online course affects what individuals choose to say, think, and feel.
For example, students with an extensive musical background were comfortable
sharing their expertise with the instructor as well as with other studentswasi
not common in participants who had little or no jazz or musical background.
These participants were less likely to comment on the posts of others or to add
input about jazz or music past the required assignment.

Freedom of expression in action implies a true exchange of ideas and
viewpoints. When students are able to exchange ideas authentically, there is
evidence that democratic learning occurs. However, when students adjust thei
posts and potentially edit their own ideas to protect themselves from being
criticized, problems arise and barriers to true expression of ideas occur.aithat s
if students feel obligated to post high-quality content, or at least to put more eff
into their public discussion posts, more meaningful or thoughtful commentary
might naturally result. This, in turn, may encourage more meaningful interaction,
including exchange and possibly critique of ideas between those who post and
those who read and respond. Participation in discussion boards, if framed
differently and considered along with other communication behaviors in the
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online classroom, might directly enhance community building in the online
classroom, as predicted by Tsai et. al (2008).

It is important to understand what kind of forum, format, or instructional
strategy is most likely to produce engaged responses that show true citizenship
and participation in learning. In this study, students admitted piggy-backing off
of other students’ work. This form of self-reporting was rare in the results of
Piezon & Ferree (2008), who found that more students accused others of social
loafing than admitted that they had committed social loafing themselvesiiPie
& Ferree, 2008). In the jazz history course, participants admitted only reading
each other’s posts and viewing each other’s links on the YouTube postings and
discussion boards to get a template for their own submissions or to decide how
much input they had to include to avoid a lower grade than other participants.
This behavior falls under the category of social loafing and does not support
democratic learning (Piezon & Ferree, 2008).

As the instructor, | imposed the structure of the discussion boards, and
structure may change the level of freedom of expression of students. The way
structured discussion board prompts or responded to students’ posts may have
influenced freedom of expression. Some prompts generated more interest than
others. Though I did not respond to discussion boards by the students often, |
occasionally answered questions about due dates of assignments or concert
attendance assignment details. | did not partake in discussion topics, only in

answering questions about course requirements.
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Students who are English language learners or for whom writing is not a
strength may be especially vulnerable and intimidated by judgement theilweerce
from other participants regarding their ability to write and communicatelgl
However, there were no students in this online jazz history class who identifie
themselves as English language learners.

Student engagementin this study, | sought evidence about what students
experienced when they engage with each other, with their instructor, and with
content in an online course. These three types of interaction can vary in their
degree of influence on a student’s learning experience in an online course
(Anderson, 2003). | looked for evidence of students’ abilities to analyze course
content, think for themselves, and act and express their ideas in ways that might
align with or be contrary to others’ opinions or expectations.

Perceived student-to-student engagement and democ@nythe
surface, student-to-student engagement appeared to occur in this course; however,
a closer examination of data from discussion boards and YouTube link postings
calls the degree of engagement into question. Throughout the class, students
appeared to diligently post interesting comments to the discussion board and
sometimes enthusiastically responded to and acknowledged others’ posts.
However, when asked about discussion boards in the interviews, the responses of
the participants indicated a lack of interest and investment in the discussion board
posts. One student even went as far as to call the discussion boards “forced
response” (AL Post). The notion that students would not visit the discussion
boards unless they were part of an assignment that affected their ovadaligyr
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contrary to the principles of a democratic learning environment. In this ideal
environment, students discuss and interact while working toward the completion
of a task. They also learn from discussion and use learning to inform future
decisions. It was evident in this study that discussion boards did not contribute to
a democratic learning environment.

Similar dynamics of engagement occurred with the YouTube postings.
Duffy (2008) suggests that including YouTube in online learning can enhance
interaction, and some participants reported that they clicked on links posted by
other students and then viewed several videos by an artist. Normally, however,
participants completed posts as assignments and viewed others’ posts anly whe
requested to do so. On the whole, these student-to-student interactions were
insincere, occurring only when required, and showed a lack of curiosity and a
focus on achieving the grade. While there was some indication of self-directed
learning when students, on their own, chose to post and view clips that were not
required, the majority of postings were made in response to expectations, and side
conversations or honest, quality discussions that showed expansion and
augmentation of learning beyond what was required rarely occurred.

Although the use of YouTube did not appear to be conducive to
democracy in this online jazz history course, the use of YouTube in future online
classes still holds potential to enhance democracy in the learning environment.
As various authors suggest (Duffy, 2008; Nixon & Comber, 2001; Riley, 2009;
Smith, 2003; Waldrep, 1998), contemporary students, or Millennials, are
comfortable with and interested in YouTube, and they may respond positively to a
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class environment that utilizes YouTube as a “vehicle to discovery” or as toway
incite interest and participation instead of acting as a stand-aloneergjates of

the information. However, the manner in which YouTube is employed requires

further research; YouTube use in this online jazz history class did not contribute
to a democratic learning environment.

In essence, the data from this course suggest that students interacted with
each other only to fulfill a class requirement, not to learn content or engage with
or learn from each other. Findings support that the current orientation of the
course, including the structure of discussion boards and YouTube experiences,
provides too few possibilities for a more genuine and on-going exchange. For
example, if there had been more opportunities for student-initiated discussion
prompts or student-initiated YouTube posting assignments, students may have
interacted more since the topics may have been more relevant or interesting
coming from a peer instead of from an instructor.

As Ladyshewsky and Gardner (2008) assert, the ability of the instructor to
create and foster meaningful discussion environments that are both safe and
engaging can have a profound impact on student engagement. Although
discussion boards and YouTube postings fall under student-to-student
engagement, the instructor is also involved, indirectly, in providing the foundation
for this engagement. The types of prompt questions may have had something to
do with the ways in which students engaged.

In this course, an element similar to a creepy treehmasehave existed
in that students were forced into a social setting and their interactionsigtere
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authentic since some of them reported feeling that their responses wetk forc
when completing discussion board and journal entry assignments. This may
explain, in part, their low levels of interaction. Students may be less willing to
participate in discussion boards or journal entries if personal interaction is
required or if observation by the instructor takes place. When students perceive
attempts to integrate discussion through social media as a creepy treém®use
problem may not lie in the technology itself but instead with the type and level of
intrusion. By presenting social media as a potential source of informatioer, ra
than requiring social interaction, creepy treehouse syndrome may be avoided.

In the online jazz history course, the symptoms of creepy treehouse
manifested themselves in the journal entry assignments. Students diligently
posted initial responses to the journal prompts and continued to post as assigned
throughout the course but did not respond to comments from the instructor.
However, Young (2008) indicates that if the use of social networking in classes
does not infiltrate the students’ own social settingsthedforce interaction, the
requirements of creepy treehouse have not been met. The course in this study did
not infiltrate a pre-existing social network, yet the lack of intevadbietween
students and instructor in the journal entries and between students in the
discussion board and YouTube posts, where the instructor was present as grader,
showed indication of a creepy treehouse. Similarly, students’ reactions to the
possibility of a Facebook page linked to the course in the future were mixed.

Some students said they would not mind it and had, in the past, experienced
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courses in which social networking sites enhanced a class. Others said it would
not enhance learning but would be welcomed.

Whether or not the creepy treehouse phenomenon is possible to avoid for
teachers and professors who seek to integrate contemporary social media
technologies in their courses remains a question. The degree of “creepiness”
seems directly proportionate to the level of surveillance, the purpose of use, and
the requirement for personal interaction. It may be possible to avoid creepy
treehouséf a social networking site were used as a class schedule-related tool as
opposed to something in which personal information was shared. In addition, if
the social network page functioned as a group page, not a personal profile page,
then the tool’'s main result may increase accessibility to information, thus
providing the potential for a democratic learning environment and avoiding
creepy treehouse.

Perceived student-to-teacher engagement and demociaaya in this
study were also analyzed for student-to-instructor engagement. Qverall
participants appeared comfortable engaging with the professor. Pat8cipan
seemed to value the online journals and the opportunity to interact with the
instructor on a more personal level. Participants also expressed the importance of
receiving quick responses to emails and questions and the professor’s
dependability when it came to answering questions. However, student-to-
instructor interaction rarely went beyond questions about assignments or
deadlines. This may be an indicator that a democratic learning environment was
not consistently encouraged by the teacher’s interaction with the students.
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A possible solution to this lack of interaction may be found in video
lectures or interactive, real-time chat opportunities with the professoit vghic
something students in this course reported they would like in future courses. A
more direct social presence of the instructor might contribute positively to
students’ perception of the community of the class (Schutt et al., 2009) and might,
in turn, support demaocratic learning in this and other online courses. However,
Kim and Bonk (2009) cited “lecturing or teacher-directed activities” ra tef
twelve pedagogical techniques to be used more widely online in the coming
decade (p. 28). The desire of students in this study to see the instructor and listen
to recorded or in-person virtual lectures coincides with Schutt et al. (2009), who
found that students succeeded when instructors displayed immediacy behaviors,
like video lectures or live chat opportunities, but that finding does not coincide
with what educators plan to do in the next decade of online teaching (Kim &
Bonk, 2009). Disconnect in pedagogical practices of instructors (Kim & Bonk,
2009) and factors that influence students’ success (Schutt et al., 2009) may
negatively affect democratic learning environments.

Student engagement with conter@verall, student engagement with
course content was supported by certain technologies. Students found MP3 files,
YouTube videos, and content resources such as the print textbook and
accompanying CDs most valuable. These resources gave the students the ability
to control their own learning and may have allowed students to contribute to and
participate in the online learning environment, although this did not appear to
occur. For example, participants enjoyed and interacted with learning modules
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such as PBS Kids. Unfortunately, this specific resource did not have a significant
lasting impact on students’ learning. Students could not remember what they
learned from it when asked later in the semester, and they reported that the
module did not enhance the lesson or course content. This learning module did
not support democratic learning in this class since engagement with the content
was brief, and Dewey (1902/1956) insists that on-going engagement with learned
material is an important characteristic of a democratic learningogmmrent.

Student engagement in the futur&ince a democratic learning
environment implies that students’ future behaviors be influenced by their
learning experiences in the classroom (Dewey, 1900), one indicator of student
engagement with content may be whether the learning experiences and content
were memorable. In this study, specifics of the course content were not
memorable to participants. When asked in interviews to reflect on lessons or
learning modules, participants said, again and again, that they could not remember
specifics. For example, when asked what she remembered from the PBS Kids
lesson, SW replied, “No, | don't know. It was a little while ago. | don’t
remember” (SW 2). BN responded in a similar manner to the same question,
saying, “to be quite honest, | don’t really remember what the questions were, or
the answers” (BN 2). BB commented, “I think | remember just what type of
instruments. | remember the--maybe like the saxophone and things like that. |
don’t remember much” (BB 2). Overall, the participants enjoyed the module but

did not appear to retain specific content from it.
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The textbook was also another source of student engagement with content.
The participants said they approved of the organization of the textbook but did not
give specific examples of what they learned or how it would affect themefut
behavior outside the classroom.

Student engagement with content extends beyond the classroom, and there
was some indication of future engagement, specifically with jazz music. The
subject of the course, jazz history in general, did seem to have a lastingiimpact
that participants said because of what they learned, they would enjoygezz m
listen to it, and look for style, rhythm, and specific artists. BB reported that
“listening to jazz will probably be more interesting for” her after whatlshrned
in the course. Similarly, FB commented, “Now when | listen to jazz, the elitfer
styles and instruments will come out and . . . | will be able to know more about
the song just by listening to it.” From these observations, it appears that content
may have an effect on student engagement in the future. However, participants’
predictions for their own future engagement pointed to little or no change as a
result of this online class, apart from their mentioning that they would listen t
jazz in the future.

Other evidence in this study points to incidental learning related to extra
musical skills and attitudes acquired. For example, some students coshmente
about whether or not they would enroll in future online classes based on their

experiences in this course.
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Discussion

The following discussion of findings refers directly to the research
guestions posed at the beginning of the study.

(1) How do students perceive the efficiency and accessibility of the online

environment?

Accessibility, in an online course environment, provides either a sense of
success or frustration for students. The community college where this study
occurred set up opportunities for students to access the online infrastructure and to
receive assistance via a helpdesk, online learning tools, and troubleshooting
information. The accessibility to the jazz history site, as well as otheearéias
sites, was based on the individual college IT department’s ability to keeipethe s
running in addition to the ability of Blackboard, the corporate platform provider,
to maintain its capabilities. In this study, most of the technology frustrations
which were minimal, had to do with the students’ Internet connection speeds.
Frustrations surrounding technology use seemed to be fewer among students who
dealt with technology on a daily basis. For this study, participants inditegted
were comfortable with the technologies in the course and exposure to new
technologies or learning tools was not significant. However, technological
literacy varies from class to class and from student to student and may be
problematic in other settings or for other students.

Democracy can be stifled in online courses when there is a breakdown in
technology and the learning platform and instructional tools or content become
inaccessible. In a traditional, live teaching environment, technologicatisarr
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can be changed or manipulated to move forward with the teaching process. For
example, if a PowerPoint presentation is not projecting, the professor can
continue the lecture without the visual aid. In an online teaching environment,
however, progress can come to a complete stop if technological tools aredisabl
pointing to crucial obstacles to online learning related to administrative and
technical control.

None of the students mentioned that the jazz history online course was
their first time using email or other Internet technology. In fact, sonaests
found Blackboard and WebCT to be outdated and uninspiring from a
technological perspective. These students used technology such as smartphones,
laptop computers, streaming media devices, web-based software, and a multitude
of other technological staples daily. They took notes with their computers and
utilized online calendars and instant messaging to contact classmatesnae
even maintained blogs. Instead of being hindered by technology and a lack of
skills to operate in the online learning environment, these students seemed to be
looking for novel technological features such as live video chat, real-timatinsta
messaging, dynamic assessment opportunities, and multi-media contenydeliver
such as real-time video feeds of live jazz performances. The studentgjdeeli
align with Ruthmann (2007), who claimed that highly interactive technologies
have great potential for online learning. These students’ requests foaiimgg
more technology, more interactive modules, and more “live” experiences have
implications for this course and others. The addition of tools like the ones
referred to by participants in this study would align with the characteristia
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Web 2.0 learning environment (Duffy, 2008; Greenhow, Robelia, & Hughes,
2009; Ruthmann, 2007).

When considering accessibility, future researchers also need to question
students’ motivations for taking a class. Students taking an online class to
participate fully may perceive accessibility differently than those fapfor an
‘easy’ way to finish uninteresting credits. Thus, future studies should coneentrat
on how students’ motivations drive their behaviors in the online environment.
Specifically, other researchers point to the flexibility of online courses@ime
motivator for students (Richards&nSwan 2003). Flexibility seems to be
beneficial for students who work part- or full-time and have difficulties
scheduling their courses around those obligations. However, online courses also
allow students to rationalize their way out of participation in course work. Some
students simply did not participate in the engaging activities, such as messag
board discussions. More studies focusing on what motivates students to enroll in
online courses are needed, as motivation might be able to explain discrepancies in
student engagement in online courses.

For example, Bullen (1998) investigated unique characteristics of
motivation and student behavior in online courses and found that students did, in
fact, feel disconnected from both the other students and the instructor (Bullen,
1998). Bullen points out that

Although the technology may have attributes that have the potential to

facilitate a dynamic and interactive educational experience, makmg t

happen depends on much more than the technology. (p. 30)
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Bullen (1998) found that success in online courses, or meaningful participation
and absorption of knowledge, is dependent on various student characteristics.
Factors such as a student’s previous experience with online courses, cognitive
maturity, and experience with participatory and interactive online learning
environments all seemed to be necessary prerequisites for a student'sherperie
in an online course to be considered successful (Bullen, 1998).

(2) What are the instructional features of the learning platforms used and
how do the instructional features serve students’ specific learning
interests?

The instructional features of this course included the assignments, learning
modules, email system, and course page as well as anything else cetatetént
that was incorporated into the online course and curriculum. The features of the
learning platform served students in the course differently, depending on the
students’ own application of the course tools.

The technology tools used in this online learning classroom were chosen
and implemented by the instructor. Instructors, according to Duffy (2008), must
be familiar with the technology-driven world in which their students live. The
instructor’s understanding of the learning tools available for the construation a
implementation of an online course is crucial to the success of the course. In
other words, if the instructor is not putting these technologies to their best use,
then students will not receive the full benefit of them (Paynter, 1997; Savage,
2005). However, Kim and Bonk’s (2006) survey of online educators and
administrators indicated that the “technical competency of online instrucsors” i
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not as important as other factors, such as the institution’s “monetary supmbrt’ a
the instructor’s “pedagogical competency” in the future of online education (p.
26). In this study, students did not complain about the instructor’s lack of
expertise or competency in technology used in the course and praised the
organization of the class. In future studies, the technological competence and
flexibility of the online course instructors should be more closely examined.
Additionally, the relationships between students’ perceptions of instructors’
pedagogical and technological abilities should be examined.

A lack of cooperation and logistical organization of music departments
and distance education departments can hinder instructors’ abilitiesho teac
effectively (Hebert, 2007). At the college in this study, a network of resburce
existed to facilitate effective teaching. These resources includeprehensive
faculty development and quality standards to support online education. In 2009,
the college initiated a pilot framework to meet the needs of online education
programs. This framework was designed to help with faculty development and
support, online course design, and, consequently, student success. This framework
offered guidance for instructors through resources such as wiki discussion boards
and the University of Wisconsin-Milwaukee Handbook for Peer Evaluation of
Online and Blended Courses (eschool news, n.d.). These and other resources may
be useful to those who wish to develop online courses. All universities and
schools interested in developing and maintaining high quality online courses

would be best served by supporting faculty with similar resources.
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Some of the course tools intended to facilitate group interaction in this
study (discussion boards, YouTube postings) appeared to be successful based on
the volume of posts but not on the degree of interaction. Students responded to
initial prompts, but significant student-to-student interaction occurred for only a
few, namely the “Recording Ban” and “Where Do You Buy Music?” prompts.
For the students who responded to each other’s posts, group interaction moved
toward a democratic learning environment. The implication is that incorporation
of current topics into a class about historical topics is important in supporting
connectivism (Siemens, 2005) and a more interactive learning environment.
However, interviewees in this study claimed that they were not alvesysreely
engaged in discussion boards and other assignments intended to foster peer
interaction. This juxtaposition of apparent results and interview feedback is
important to consider as a potential misrepresentation of the reality of desnocra
in the online class.

On the other hand, the more independent learners among the participants
in this study simply wanted to be left alone, and the instructional features of t
course intended to foster group interaction seemed to have little appeal to the
independent learners. These students stated that the individual environment,
rather than the peer group or facilitated interaction, enabled them to meet the
learning goals. Those individuals tended to finish the discussion board prompts
earlier than other students. These results do not align with the predictions by
teachers and administrators of online classes, who believe that group ioreract
and peer collaboration will and should become increasingly common in online
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education (Kim & Bonk, 2006; Tapscott, 2009). The presence of independent
learners and the opportunity for these individuals to work ahead and avoid
interaction and group activities may not foster democracy in future onlissesla

In general, the opportunity for the students to work ahead seemed to be a
deterrent to democratic interaction among students, based on the evidence in this
study. For example, two students completed the first three weeks of assignme
within the first week of class. Their posts were not read by other studeihts unti
sometime later, and limited interaction with their peers on the discussion boards
may be attributed to their early submissions. The relevance of their posts
diminished in the days or weeks after they were originally posted since the
content was no longer current. Interestingly, these students both had three
incomplete assignments at the end of the course and received lower grades.
Additionally, both of these students only replied to each discussion board prompt
(aside from the ones they missed completely) once, as required, and did not
respond to my comments on their journal entries. In this case, the individual
learning goals of these students appeared to be based on completion of the
assignments rather than interacting in a meaningful way. This does not idtign w
Barnard et al. (2008), who found that students who had high independent learning
skills had higher GPAs. On one hand, these students had the freedom to manage
their time and assignments and chose to work ahead; on the other, if they had
followed the recommended timeline and not worked ahead, their missed
assignment count may have been lower and their engagement with other students
may have increased. Their self-directed mentality seemed to be inaonsisite
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an interactive democracy (Dewey, 1900), and, despite that mentality andycontra
to the findings of Barnard et al. (2008), their grades suffered.

Some of the course features that the students valued differed from those
valued by the instructor. | anticipated that students would choose to engage with
content and to interact with each other; however, students behaved in task-
oriented ways, simply doing the minimal work required to achieve a passing
grade instead of internalizing and finding meaning in the content or engaging with
each other. For example, one student commented

It was really nice the way | could go and get everything done when |

needed to, like | could work ahead if | happened to have time, or | could

just do it when | needed to and | didn’t have to think about anyone else’s

pace. That's what was a good quality of the online class. (SW 3)

For future studies, it will be important to discover whether the behavior describe
above is related to students’ expectations of online courses, personalitieaglearni
styles, and/or learning goals. In addition, future studies should investigate
whether these kinds of behaviors are consistent in the same students in both
online and in-person classes. This lack of interest in working at the sanegspace
others could be driven by the nature and expectations of some of the students who
may fall into the Millennial Generation (Tapscott, 2009). It might be moreylikel
that a student who usually participates in an in-person class disengages in an
online class because the student may have chosen the online class only for
convenience and not because of interest in the topic. This may be especially true
for general studies classes, such as the one in this study, which may fall into the
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“convenience” category. This aligns with Rhode (2009) who found that students
purposely forgo interaction when convenience and scheduling flexibility is of
more concern.

As the instructor, | intended the discussion boards to encourage student-to-
student interaction consistent with democratic learning, but that goal was not
always met, as students did not participate. Students in this study reported a
willingness to participate in the discussion boards because they did not feel they
were being judged and therefore felt greater freedom of expression. They
intimated their fear of being judged in in-person classes and admitted that they
themselves judge others in in-person classes based on physical appearance and
presence. While physical appearance was not a factor in online intesaation
this study, the author of each post was known, which may have helped foster
genuine interaction, since it has been demonstrated that anonymous posts can
detract from the quality of the learning experience (Ladyshewskpni&r&r,

2008). Still, students in this study did not interact past initial exchanges. Kim
and Bonk (2006) predicted that discussion would be widely used in the pedagogy
of future online classes. The results of this study indicate that morectesea

the use of discussion boards and similar formats is needed.

Another feature of the course that supported some dimensions of
democratic learning was the PBS Kids website. This was a unique learning tool
in the class in that it encouraged exploration without penalty for wrong answers
a different environment than the college website. Students appreciated the
opportunity to be creative. They also commented on their enjoyment of selecting
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and hearing the instruments in the Jazz Band Leader module of the PBS Kids
website. The reward of hearing the final product of their decisions was anport

to them. This sense of reward for creativity is important in education of students.
Although participants did not seem to be impacted significantly by the module,
they commented on their enjoyment of and willingness to participate in it. This
course feature enabled participation and freedom of expression, supporting
democratic learning. However, engagement in the future did not appear to be
supported. Future research should include studies about the learning effects of
similar types of interactive media that are closely related to coargert.

(3) How does the online environment support or discourage participation

for all individuals in the online community?

This study suggests several possible interactive techniques that may
support participation and interaction among the students, thus fostering a
democratic learning environment in the online course.

Students had many opportunities for participation in this online course.
Their participation was sometimes supported by the online environment, as in the
case of the YouTube postings. Students expressed their enjoyment through
freedom of expression by sharing their various YouTube links, commenting on
them, and touting them to their classmates. Due to this freedom, the YouTube
assignment was where students seemed to flourish and showed their individuality.

Another area in which students participated and freedom of expression
was supported was during the “Where Do You Buy Music?” discussion prompt
surrounding copyright violations and recording bans. This discussion area
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showed stronger numbers and more responses than any other, perhaps because it
is a current topic and not a historical one and has more relevance to students’
everyday lives. In future online jazz history courses, democracy and parbicipati
can be supported through making discussion prompts more relevant to current
events or topics.

Student participation in the online environment appeared limited due to
the lack of opportunity to ask and answer questions in real time. For example,
students posted questions on the discussion board pertaining to upcoming jazz
performances; attendance at two jazz performances was mandated, and student
shared their knowledge of jazz groups or upcoming performances. Once the
recommendation was posted, some students asked for more details.
Unfortunately, only three students received timely responses from their peers
providing them with relevant additional concert information. This was a missed
opportunity for participation. Recommending jazz concerts to other students
could have been a way to direct and influence the curriculum of the course based
on the interests of the students.

In general, student participation and interaction was limited in this course.
Students were required to participate in discussion topics; however, most failed to
interact after the initial required post. When further interaction did occur,
responses were often limited to one sentence. When they did interact, students
asked questions relating to upcoming concerts, musical preferences, and outlook
on controversial areas such as copyright laws. Few students responded to each
other's comments more than once. While | hoped, as the instructor, that this
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hands-on educational platform would consistently involve all students and enable
everyone to participate and have a voice in the classroom, this was not the case.

Clearly, more free-flowing discussions would offer higher levels of
interaction and potentially greater freedom of expression. Making the abags m
progressive could assist the internalization of knowledge or magnify the impact of
the course content. That many students seemed to be task-oriented may have
been due to their feeling of being under surveillance by the professor tedlinyi
the parameters of the class. Given different structure in the online j&@y his
course, the students may have, in fact, been willing to interact more.

Long-term effects of the course and what the students did once they
completed the course are also unknown. Students did comment on their
appreciation for jazz and on whether they felt encouraged to take more (or fewer
courses online as a result of this course, but there was no evidence to indicate that
their behavior would be influenced any further. It would be wonderful to assume
that all of the students left the online jazz history class with a greater apiprec
for jazz, artistry, and perhaps even media technology, but this study was not
designed to address the future behavior of the students in this class, and so this
remains unclear.

Future Research

This insider look into the experience of the students in an online course
provides direction for further studies and raises questions of how best to
accommodate discussion and promote open, free, and democratic exploration
within the context of a prefabricated online course.
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This study also provides insight on how a larger, more comprehensive
study might be completed to a greater degree of success. Several silibdes w
needed before a meaningful picture can be drawn about what techniques are best
suited for supporting democratic environments in online teaching and learning. |
particularly hope that such studies will suggest how music educators can help
individual students reach their maximum potential in an online environment. In
addition, this research might suggest instructional approaches that tezhers
use to help students in the development of overall stronger online curricula.

Understanding future engagementFuture studies should include
research that measures and follows up with students during and after the
completion of the course in order to gain insight into student satisfaction and
participation in content following completion of the course. Additionally, future
studies that include measurement of short and long-term effects of technologies
aside from the ones used in this online course, like video chat, Skype, and other
virtual face-to-face activities, may be informative. Lastlyuagthat revisits the
same participants one to five years after completion of the class would paovide
better sense of how their experiences in the class affected their lives.

Also, future research should be informed by the interview questions used
in this study. When | added questions that addressed future engagement to the
interview script, | did not predict that the answers to these questions would be so
uninformative. Future research should look carefully at the questions asked in
interviews and whether or not they are useful for providing information about
potential future engagement.

167



Understanding student-to-instructor engagementin future studies,
searching for data that informs student-to-teacher engagement wilpbetant
since engagement between students and teachers is just as important to a
democratic classroom as interaction between students (Dewey, 1900). Some
studies show that the instructor’s role is somewhere between a moderator and a
participant (Ladyshewsky & Gardmer, 2008; Roehling, 2011). However, it is the
ability of the instructor to lead students into discussion or collaborative work that
is central to the learning process in an online course (RoeB04g).

Connectivity. Some students in this study expressed lack of interest in
interacting with or getting to know their classmates and chose to do the bare
minimum in regard to interaction. The majority could not recall any other
classmates in the post-interview questions. Any connections appeared temporary.

When asked about the type of interaction they had with other students in
the class, some students commented on their feeling of anonymity. Even though
they knew each other’s names, they still felt anonymous. This feeling of
anonymity may have negatively impacted the democratic learning environment
since studies have shown a similar negative impact in online interaction af a res
of anonymity (Ladyshewsky & Gardner, 2008; Roehling, 2011). Future research
on student connectivity during and after participation in an online class is needed
to further understand this area.

The results found in this study could be indicative of the personality type
of some students who are drawn to online classes and might not be a
representation of all students. For example, indicators of such personality types
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include participants’ comments that they liked to work alone or that they neckfer
to work ahead.

Native media habits Does the online environment facilitate,
acknowledge, and integrate students’ past experiences? Students’ native digital
habits are also of interest in online courses. During this study, studentglielt fa
comfortable due to their native technology habits. They did not report problems
with tasks such as posting links from YouTube videos. Although diversity of age
and background existed, all participants seemed to have similar comfost level
surrounding technology used in this course. Online learning is potentially a
frustrating learning style for some, and in such a case, the convenience would be
stifled by a lack of native technology habits.

In the case of participants, age was not a deciding factor in their
familiarity and comfort with the technology used in the class; however, native
technology habits prior to taking the online class may have been a decidorg fact
Future studies are needed regarding the native technology habits of stadents a
how these habits align with the technology used in jazz history courses and online
courses in general. Participants indicated in interviews that they waated m
technology, such as smartphone applications and Internet-based class websites
with more information about course content, integrated into the course,.

Understanding creepy treehousdt would also be of interest to gain a
holistic understanding of student preferences in relation to integration of their

native media habits. For example, would having students sign in to their WebCT
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Blackboard account with Facebook Connect be convenient or create a creepy
treehouse effect?

Creepy treehouse may be a threat to democracy and community building
in online classes (Young, 2008). Future research should pay special attention to
uses of technology and learning tools that might cause a creepy treehouse to
occur. The perceived effect of a creepy treehouse may detract fromtstude
willingness to engage and to express themselves freely, thus negating the
possibility of democratic learning. While the potential for increased nimtiva
and interest in a course due to innovative class structure might be reached by
implementing tools like social networking sites (Tapscott, 2009), students will not
be responsive if they interpret such technology as a creepy treehouse. It is,
therefore, imperative for future researchers and studies to better undenstand t
phenomenon in the online environment.

Future research should also examine the level and types of personal
interaction between students and instructors through social media. Since this is an
important factor in judging the presence of a creepy treehouse, it is impéoat
examine these boundaries. Personal interaction is important to a democratic
online learning environment, but the amount and kinds of interaction taking place
through social networking media may have negative as well as positive impacts
on the learning environment.

Online education and what students wantAnother question to explore
is whether the community college jazz history online course model aligns with
what participants said they wanted from the class. A democratic learning
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environment allows participation that is thought-provoking and genuine for all.
Simply giving learners what they want (i.e., a convenient, fast, easgvigate

course) may not lead to a democratic learning environment and may even result in
hindering it. For future studies, this relationship between structure of time onli
learning environment and resulting qualities of learning and interaction in the
learning environment is important to consider.

The introverted nature of some of the participants in this study is
important to consider in creating future studies and future online courses. If
students chose the online course for its convenience and to utilize the anonymity
to work independently, is it even possible to foster Dewey'’s vision of a
democratic learning environment? Students admitted that they preferred to post
discussion responses that were not meaningful just for the sake of completing the
assignment. Is it possible to structure online classes, and in-person cagkas,
more authentic learning occurs? Insincere engagement, which exists isidiscus
boards in online classes, can exist in in-person classes as well. Fudbheches
necessary to examine kinds of engagement in all types of classes.

Using research to create online course®A question to explore is
whether or not more research will lead to a holistic understanding of students in
the online environment and subsequently empower instructors to create higher
guality online courses. Currently, individual instructors have the freedom to
create their own curriculum with either only vague guidelines from adnanhcstr
or informal advice from fellow instructors. For example, the amount of time the
instructors give to student feedback is unregulated, and in some cases this may
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lead to students’ lack of interaction and lack of fostering of academic and
technological skills. Although the instructors teaching online courses may have a
reasonable amount of live teaching experience, their ability to reach studant
meaningful way via the Internet can be limited. Also, the time and support
necessary to alleviate technical hurdles can potentially paralyzehetegho is
unfamiliar with the platform, thus hampering the students’ learning processes

Jazz researchThis study also has implications for future studies in online
jazz education research. Future studies should include (1) models for nurturing
jazz and technology in a cultural, sequential, and developmental fashion that
students can relate to and apply to their lives, (2) an increased understanding of
how to help the amateur musician learn to improvise and listen so they can better
understand jazz and how this might apply to music in general, (3) an inquiry into
the relationship between human communication in sound and jazz, (4) a
comparison between ways that online jazz history students listen, respond, and
interact with each other and their teachers in both pure online and hybrid
educational environments, and (5) a study of whether or not online classroom
culture should be similar to or different from face-to-face classrooms.

Questions of how we can increase free-flowing discussions and avoid
teacher-directed power in online jazz history environments are important for
research, as well as for practice. Although student respondents in this study did
not perceive the learning environment to be intimidating or threatening, they st

felt censored and judged.

172



Digital Democracy

Dewey'’s vision for democracy in the learning environment requires
participation and engagement on the part of the learner as well as the teacher
(Dewey, 1902/1956). Qualities needed to encourage this type of environment
include interaction, learning by doing, and reflection. The themes in this study
aligned with these qualities. Reflection aligns closely with poteritidesit
engagement in the future as a result of the course. Learning by doing aligns
closely with student participation and freedom of expression. Lastly, Dewey’'s
idea of interaction aligns closely with student-to-student engagementaledtst
engagement with course content. Accessibility, in regards to the technology use
in the course and the course content, is an overreaching theme that influences all
of Dewey'’s qualities of democracy as well as the themes discussed imtlyis st

Democratic education may be in conflict with personal and institutional
goals. Motivations for taking the online jazz history course may be to fulfill a
interest in the history of an American music genre or to fulfill the academic
requirements (humanities and cultural awareness) in a convenient format.
Understanding these motivations will influence the instructor’s ability kor téne
class to the needs of the students and to promote an interactive, democratic
learning environment. These convenience motivations align, partially, with the
motivations of promoters of online learning. Convenience is a quality promoted
heavily in advertisement of online courses, and it is something that partscipa
this study reported valuing and enjoying throughout the online jazz historyecours
Whether or not the alignment of these ideals in the online jazz history course
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serves a democratic learning environment is questionable. Future studies should
address the needs of students as they relate to or differ from the needs and want
advertised by online education.

Motivation for choosing online courses over onsite courses seems to be
varied, but some students value the practicality and ease of use of scheduling
online courses provide. At the onset of online learning, the marketing messages
of schools initially appealed to “distant learners” who could be reached through
this new opportunity. As online learning moved forward, the range of
opportunities and flexibility of scheduling that online learning affords have
become a draw for students from any geographical location. The formatsappeal
to those who may be struggling to juggle part-time jobs while being fudl-tim
students. Mature students may be motivated as they contend with the demands of
family life and the extra travel costs that an on-site course imposes. ©n a ve
practical level, learners find the online format offers, if nothing more, a@olut
to the demands of their daily lives. Promoters now advertise these “advantages.”

While promoters portray courses to have the draw of accreditation and, in
some cases, a reduced cost with enhanced learning, the sometimes limited
contours of current online learning programs are seldom considered problems by
students looking for a “quick fix” to a scheduling problem or a way to get a
course over with. With this motivation driving the educational consumer, it has
been increasingly easy for universities and colleges to offer online sa@mde
then, with the intrinsic motivation of their users, expand course offerings and even
programs in response.
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Parker (2008) grapples with quality control issues that plague online
programs, stating that “buyer beware is the watchword for students, inastut
and public agencies alike” (p. 317). While promises are made about what online
learning can deliver, evidence about whether or which of these promises have
been met remains questionable. In what ways can educators be informed by
guiding principles of democratic design to address gaps in what promoters of
online education say it provides and what is actually provided? How can we
ensure instructional decisions are in balance with and not led by market
competition and capitalism?

The over-arching question as to whether or not an online learning
environment can support digital democracy cannot be answered in a vacuum. The
inquirer must consider that education that is immediately valuable to the students
lives co-exists along with education that strives to enable students to centobut
society. Some students take classes simply to fulfill requirements, white othe
aim to gain learning experiences that will influence the rest of theg éd be
memorable. In many cases, these two behaviors can be displayed by the same
student, depending on the circumstances of his/her personal lives during a
particular class or semester.

The prospect of a digital democracy, which would combine the qualities of
Dewey’s democracy with contemporary students’ needs, wants, and motivations
for pursuing higher education, is an intriguing prospect. However, the possibility
of a digital democracy may not be within the reach of contemporary online
educators or students. Findings in this study did not indicate the presence of a
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functioning version of Dewey’s democratic classroom but instead a learning
environment dominated by a need for convenience, a lack of interaction beyond
requirements, and little future engagement or reflection.
Implications for Practice

Online learning has grown exponentially and is rapidly gaining
momentum. The results of this study indicate there are instances when g cour
of study under investigation created opportunity for democratic learning to occur
and other instances when it did not occur. If educators understand when courses
foster democratic teaching and learning and when there are gaps, we can then
focus attention on improving and implementing strategies to support democratic
teaching and learning. Considerations surrounding the online environment
include isolation and distraction, hindered social development, professors not
being ahead of the technological learning curve of their students, and unnalotivate
students. Although it is often perceived that technology such as webcams, Skype,
instant messaging, and the inclusion of hybrid classes has positivelgdffect
online teaching, the democratic framework has been endangered. Online courses
are convenient, especially for the adult learner, but are they dem®@cratic

In the past few years, there have been an increasing number of studies
surrounding student satisfaction, types of motivation, and online student behavior
in college level classes. More of these studies are needed, particuladgyarea
of music and specifically online jazz history, to truly gain an understanding of

future learning trends and to anticipate online learning scenarios. Inpicati
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this study also show that there is an overlap in online learning features and trends
as they relate to the students’ native technology habits.

Educational gaming is not a new phenomenon, but it would be novel to
educate through an entirely MUVE environment (Annetta et al., 2008). The
concept of distance learning students being taught in a virtual classroom
surrounded by their peers has potential for traction. Students could also enjoy
new levels of educational community or collaborative learning opportunities that
have not yet been achieved by most online education learning management
systems (Annetta et al., 2008).

In the future, virtually interactive games and other motivational tools
along with assessment opportunities should be implemented to enhance online
learning. As Cheng suggests, further research into the effectiveness ébtools
online learning needs to be a priority (Cheng, 2009). The use of such tools has
great potential for engaging students and contributing to democracy in the online
learning environment.

In the jazz history platform in this study, the relatively structured,
disciplined, and ordered environment represents a paradigm war with student-
directed, progressive education. The curriculum design in this setting infzerentl
polarizes these extremes. For example, students are required to answer gome qui
guestions in traditional styles, such as multiple-choice, while also working
through a web-based music software program exploring the instrumentzin a |
ensemble. To truly understand the nature of human experience, further research is
necessary about traditional and progressive forms of education in the online
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environment. It is imperative that we have a better understanding of our students’
present and future needs. Some learning platforms that employ game-based
learning activities have been successful (Annetta et al., 2008), and futaehese
into learning modules that are interactive and game-like and their impact on
democracy in an online environment is necessary.

Additionally, feedback, communication, and rewards from the instructor
to the students seemed to be appreciated and also motivational in this study.
Students commented on the ease of communication with the instructor. Questions
arose about topics such as the hiccups in the technology, late submittals,
clarification of concert dates and venues, guidelines for the class, and other
assignments, resources, and technological support. None of this interaction with
the instructor was democratic in nature. It was instead simply a questen-a
answer interaction without discussion. However, the mere fact that the
instructor’s responses to students’ questions came in a timely fashion wgs highl
regarded by the students as a motivational facet of the class.

One of the attractive points of the course for students in this study was the
flexibility of scheduling. Although a hybrid course that required students tb mee
with each other and the instructor face-to-face might enhance interactionldt
also be perceived as a burden for students such as PT, who had to complete the
course in his spare time when not caring for his child or working his full-time job.

On the rare occasions that content was student-directed and students could
choose what they wanted to share and discuss, freedom of expression blossomed.
It is possible that the reason for this was a combination of the type of question as
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well as the willingness of students to jump in and interact. Discovery and
exploratory learning seemed to evolve when the instructor got out of the way. In
fact, the instructor commenting in open discussion forums often decreased
interaction in the learning community.

There are very few studies in the area of online jazz history and
democratic approaches to online teaching and learning. More studies are needed
to reach a clearer understanding of an effective democratic online learning
environment. The issues that come about in an online class through student
interaction, accessibility, and freedom of expression are important facets
understanding the democratic learning experience. Since very littigalase
attention has been given to examining democracy in the online jazz history
learning environment, specific studies in this areas as well as respplyingto
general online learning environments will be necessary in the development of
online learning in the future. Further research is needed in areas dgpecial
relating to how the social spaces of the Internet work and how students interact
with each other, technology, and their instructors. As technology continues to
develop and as the social spaces in which society interacts continue to aihinge a
evolve toward online environments, research into how to best adapt to these
changes in democratic educational environments must be done. Simply put, as
learning environments and society change, research and investigation become
increasingly vital (Levin, 1998).

Having examined my online jazz history platform, the reality is that the
interaction and learning in this and other online classes may not follow Dewey’s
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vision of a democratic learning environment. By virtue of their anonymity, the
students are creating an even wider gap between traditional and progi@asss/e

of education. Through themes illuminated by the students in interviews and
discussion posts, it is clear that the students are not using their online presence t
participate in meaningful ways in this online course but are instead using
anonymity to (at times) avoid interacting and to get through the classrassit
unnoticed. Online learning at the college level is rapidly changing and imgact
the quality and character of education. This study has shown that although online
environments may be perceived to be safe, ethical, and of value, the ability of
online environments to provide a democratic environment where students
interpret, critique, and understand the world in which they live is far removed

from reality.
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Blogging:

Prefabricated CourseA course design that is laid out or implemented before
students enroll, or before the start of the course. The course in this study
was a prefabricated in that the construction of the course was already in
place and students did not have an opportunity to direct course content.

Web 2.0this is a shift in the layout and purpose of websites. Web 2.0 online
tools are based around communities and user created content. O’'Reily
Media, in 2003, originated the term. Web 1.0 was a “read write web” that
offered few opportunities for community or users to offer input or content.
Web 2.0 offers more of these opportunities to users.

Cloud ComputingCloud computing, though not directly relevant to this study, is
relevant in a Web 2.0 environment, which Katz (2008) defined as the
online environment in which technology tools facilitate interaction,
collaboration, and sharing of information.

Online Communitya community of both individuals and organizations who,
though geographically dispersed, are connected by the Internet. Another
phrase for an online communityvstual community orweb community

Virtual Learning Environment (VDEan online system designed to operate in an
educational setting. A VLE works over the Internet and provides a
collection of tools for communication, uploading and delivery of content,
administration of student groups, assignment and return of students' work,
collection and organization of student grades, and implementation of
guestionnaires and other progress-tracking tools. BlackBoard is one such
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virtual learning environment, or web-based server software platform.
BlackBoard is equipped with functions that facilitate course management.
It has a customizable open architecture and a scalable design, which
allows for integration of the students’ own information systems. The goal
of BlackBoard is to add online elements to courses that are in-person. It
also provides a platform for courses delivered entirely online.

Native Media Habitsthe students’ existing proficiencies and knowledge of the
Internet and related technology, specifically technology used in an online
learning environment.

The N-Generationaccording to Tapscott (2000), this refers to “the Internet
generation, [or] the ‘echo boom,” born from January 1977 to December
1997- the children of the baby boomers. As a group, they make up 30% of
today’s population” (p. 24). For this study, some of the participants may
fall into this category while others will be older. The comparison of N-
Geners and those who are not N-Geners will be important in this research.

Discussion Boardone of many functions of learning systems like BlackBoard
that allows instructors and students to initiate and respond to existing
discussion threads or conversations online.

Discussion Forums or Internet Forunsmilar to a discussion board in that its
users respond to posted questions or topics. The difference is that the
venue for discussion forums is the web, in general, instead of a learning

system, like BlackBoard. Additionally, a discussion forum response or
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prompt can include things like media, pictures, or web links as well as
text.

Web CT the first successful course management system for colleges and other
higher education institutions. It is now owned by BlackBoard.

MP3: an abbreviation for the audio compression technology MPEG-2 Audio
Layer Ill used in the exchange and use of digital music. An MP3 file
compresses CD-quality sound by a variable factor. MP3 files can be
played on a computer via media player software, such as iTunes or
Windows Media Player, as well as on iPods and other portable media
devices. MP3 sound quality cannot fully match that of the original CD,
but it is still widely used.

Podcast a group of digital media files that are organized episodically and can be
played on many handheld MP3 players. Podcasts can either be audio files
or video files with audio. The womdebcasis synonymous, but podcast
has become more widely used as the popularity of the iPod has increased.

YouTubeaccording to the online PCmag Encyclopedia (YouTube, n.d.),

YouTube is a web video sharing site that allows users to store short
videos, either original or TV and movie clips, for private or public
viewing. Founded in 2005, it was acquired by Google in 2006.

The Jazz Bandleadeon the PBS Kids website, this is an interactive software
module designed to help students better understand musical concepts and
learn to identify instruments in a jazz ensemble. It uses sound clips to
teach identification of instruments as well as to convey a sense of the
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instrument’s role in the jazz ensemble, e.g., lead, rhythm, or

accompaniment.
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College or University  YouTube channel

Arizona State http://www.youtube.com/user/ASU#p/a/u/O/elcviBIC_pO
University

University of http://www.youtube.com/user/UMNewsService
Michigan

New York University http://www.youtube.com/user/nyu?blend=6&ob=5
University of Arizona  http://www.youtube.com/user/uanews?blend=8&ob=5

University of Miami  http://www.youtube.com/user/MiamiMiddletown?blend=9
Middletown &ob=5

University of http://www.youtube.com/user/UCBerkeley
California Berkeley

Notre Dame College http://www.youtube.com/user/NDdotEDU

Mesa Community http://www.youtube.com/user/mesacc
College

Indiana University http://www.youtube.com/user/IUAthletics
Athletics

196



APPENDIX C

RECORDING HISTORY

197



After setting the invention aside for nearly 10 years, Edison returned to his
phonograph, in frustration, after other inventors began making improvements on
it. Soon after, he developed the wax drum, which was considerably more durable
than that of tin foil (brooks, 2004, p. 4).

Edison and a few other entrepreneurs started the first record label in
Washington DC in 1888 (Brooks, 2004, p. 5). Sony and CBS Records can
actually trace their lineage back to that original venture, Columbia Phonograph
Company. Records began as an oddity but soon led to jukeboxes (Brooks, 2004,
p. 5), and by 1890, smaller and less expensive units were designed and sold to the
public.

During this period artists and musicians could still make more money
performing than recording. Even if they had the desire to record, the fledgling
labels could not afford to pay huge contracts for them (Brooks, 2004, p. 5).

It was during the record period that jazz was first taught at a conservatory.
The Hoch Conservatory in Frankfurt, Germany started a jazz program in 1928
(DRA). Unfortunately, the program was shut down in 1933 under pressure from
the Nazis. A former student of the Hoch Conservatory, Percy Grainger, took the
next step. After becoming Dean of Music at New York University in 1932, he
included jazz on the syllabus there. He also invited Duke Ellington to the school
as a guest lecturer (Lawrence, 2001).

The Danish engineg¥aldemar Poulsennvented the magnetic sound
recording, the precursor to the cassette disc, in 1869 (Morton, 2004, p. 50). For
this device, a microphone sent an electrical current to an electromagioét, wh
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radiated a magnetic field and created something like an invisible magnate
(Morton, 2004, p. 50).

This technology remained relatively dormant until the late 1930s, when
inventors and laboratories began re-working the concept again. In the United
States, it was the military who saw the value of the technology and subsidized
more research and development. The steel-tape recorder, developed by Bell
Telephone Laboratories, resulted and was first sold by Western Electronic
(Morton, 2004, p. 106). A portable, battery-powered version was used by the
Allies' signal corps and journalists during World War Il (Morton, 2004, p. 109-
111).

In Europe, Poulsen’s technology developed differently when the Germans
invented the magnetophone in the early 1930s. This device more closely
resembled the later cassette tape that would gain popularity, and requigbtya hi
specialized production process to create the fine iron powder attached to the
recording strip (Morton, 2004, p. 114). In 1936, the London Philharmonic tested
a musical recording on tape, marking the birth of recording music to modern tape
(Morton, 2004, p. 115).

Recording techniques continued to advance through the late 1940s and 50s
with the ability to record in stereo and the ability to splice, which madegetti
sound recorded perfectly in one take unnecessary (Morton, 2004, p. 144).

In 1955, the first battery-powered tape players began appearing (Morton,

2004, p. 156-167). In 1964 both the cassette tape and 8-track were introduced. In
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the mid 1970s records still reigned supreme, followed by 8-tracks, and then
cassettes, but by 1985 the cassette was dominant.

The Compact Disc (CD) resulted from the introduction of laser discs in the
1980s. Firstintroduced in 1982, it cost $2,000 for a player and $12-15 a disc
(Morton, 2004, 172). It took 12 years after introduction of the CD for it to begin

outselling cassette tapes.
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From:
http://www.maricopa.edu/business/ir/trends/HTML/Fall45_MC.htmhttp:immaricopa.edu/business/ir/trends/HTML/
Fall45 MC.htm

Mesa Community College

Fall 45th Day Age Groups
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2,000 -
i -

Students
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2001 2002 2003 2004 2005 2006 2007 2008 2009 2010
1519 020-24 W25-29 0O30-39 E40-49 0O50-59 w60+ OUndeclared
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Year
15-19
20-24
25-29
30-39
40-49
50-59
60+
Undeclared
Total

% 15-19
% 20-24
% 25-29
% 30-39
% 40-49
% 50-59
% 60+
% Undeclared

2001
5,888
8,601
2,988
3,067
1,755

809
254
200
23,562

25.0%
36.5%
12.7%
13.0%
7.4%
3.4%
1.1%
0.8%

Print in landscape for best results

Source: Official 45th Day headcount as reported by colleges.

24.9%
36.4%
13.6%
12.5%
7.6%
3.2%
0.9%
0.8%

26,138

24.7%
36.3%
13.9%
12.5%
7.7%
3.3%
0.9%
0.7%

2004
7,127
9,528
3,660
3,533
2,103

972
262
147
27,332

26.1%
34.9%
13.4%
12.9%
7.7%
3.6%
1.0%
0.5%

2005
6,968
9,462
3,559
3,255
1,923

998
260
103
26,528

26.3%
35.7%
13.4%
12.3%
7.2%
3.8%
1.0%
0.4%

2006
6,993
9,063
3,413
3,025
1,866
1,082

321
118
25,881

27.0%
35.0%
13.2%
11.7%
7.2%
4.2%
1.2%
0.5%

2007
6,567
8,886
3,429
2,760
1,590

896
293
49
24,470

26.8%
36.3%
14.0%
11.3%
6.5%
3.7%
1.2%
0.2%

2008
6,720
8,564
3,356
2,712
1,407

797
247
22
23,825

28.2%
35.9%
14.1%
11.4%
5.9%
3.3%
1.0%
0.1%

2009
7,191
9,188
3,827
3,107
1,569

798
259
21
25,960

27.7%
35.4%
14.7%
12.0%
6.0%
3.1%
1.0%
0.1%

2010
6,859
9,221
4,095
3,348
1,738

894
239
14
26,408

26.0%
34.9%
15.5%
12.7%
6.6%
3.4%
0.9%
0.1%

Last updated onNovember 18, 2010

Maricopa Community College District « Office of Institutional Effectiveness « Maricopa Trends » www.maricopa.edu/business/ir
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Mesa Community College
Fall 45th Day Gender

16,000 -

2 12,000

Z 8,000

@ 4,000 -

0 4

2001 2002 2003 2004 2005 2006 2007 2008 2009 2010
[ mMale OFemale mUndeclared |
Year 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010
Male 10,863 11,484 12,051 12,742 12,088 11,787 11,049 10,816 12,175 12,300
Female 12,352 13,135 13,727 14,245 14,105 13,776 13,120 12,543 13,266 13,674
Undeclared 347 386 360 345 335 318 301 466 519 434
Total 23,562 25,005 26,138 27,332 26,528 25,881 24,470 23,825 25,960 26,408
% Male 46.1% 45.9% 46.1% 46.6% 45.6% 45.5% 45.2% 45.4% 46.9% 46.6%
% Female 52.4% 52.5% 52.5% 52.1% 53.2% 53.2% 53.6% 52.6% 51.1% 51.8%
% Undeclared 1.5% 1.5% 1.4% 1.3% 1.3% 1.2% 1.2% 2.0% 2.0% 1.6%
Print in landscape for best results Last updated onNovember 18, 2010

Source: Official 45th Day headcount as reported by colleges.
Maricopa Community College District « Office of Institutional Effectiveness « Maricopa Trends ¢ www.maricopa.edu/businessl/ir



Mesa Community College Fall 45th Day Ethnicity

20,000 -
2 15,000 -
< 10,000
< 5,000
0
2001 2002 2003 2004 2005 2006 2007 2008 2009 2010
| mAmerican Ind. O Asian/Pacific Isl. WBlack OHispanic EWhite 0 Other|
Year 2001 2002 2003 2004 2005 2006 2007 2008 2009
American Ind. 699 761 834 763 746 814 842 812 900
o Asian/Pacific Isl. 1,242 1,179 1,209 1,208 1,237 1,251 1,243 1,271 1,332
g Black 806 841 987 999 1,018 1,150 1,157 1,199 1,469
Hispanic 3,176 3,462 3,708 4,053 4,143 4,289 3,905 3,810 4,351
White 15,819 16,804 17,295 18,116 17,452 16,370 15,314 14,908 15,316
Other 1,820 1,958 2,105 2,193 1,932 2,007 2,009 1,825 2,592
Total 23,562 25,005 26,138 27,332 26,528 25,881 24,470 23,825 25,960
% American Ind. 3.0% 3.0% 3.2% 2.8% 2.8% 3.1% 3.4% 3.4% 3.5%
% Asian/Pacific Isl. 5.3% 4.7% 4.6% 4.4% 4.7% 4.8% 5.1% 5.3% 5.1%
% Black 3.4% 3.4% 3.8% 3.7% 3.8% 4.4% 4.7% 5.0% 5.7%
% Hispanic 13.5% 13.8% 14.2% 14.8% 15.6% 16.6% 16.0% 16.0% 16.8%
% White 67.1% 67.2% 66.2% 66.3% 65.8% 63.3% 62.6% 62.6% 59.0%
% Other 7.7% 7.8% 8.1% 8.0% 7.3% 7.8% 8.2% 7.7% 10.0%
Print in landscape for best results Last updated on November 18, 2010

Source: Official 45th Day headcount as reported by colleges.
Maricopa Community College District « Office of Institutional Effectiveness « Maricopa Trends » www.maricopa.edu/business/ir
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Mesa Community College
Fall 45th Day Residency

25,000 -
20,000 -
£
3 15,000 -
= 10,000 -
W
5,000 -
0 N = T 0O T = T = T = T = T |_I T l_l T r‘ T I_I 1
2001 2002 2003 2004 2005 2006 2007 2008 2009 2010
W Maricopa County Resident OOt of County - Reciprocal
WOt of County - Not Reciprocal OOt of State - Residing in AZ
O Ot of State - Hon Resident W Ot of State ‘Western Undergraduate Ex.
Year 2001 2002 2003 2004 2005 2006 2007 2008 2009 2010
Maricopa Coun ty Resident 21,212 22,571 23550 24,594 23,900 23,406 21,115 20,935 23,082 23,301
Out of County - Reciprocal 823 950 1,100 1,227 1,185 1,210 977 844 919 1,094
Out of County — Not Reciprocal 83 97 48 39 49 41 35 40 37 47
Out of State - Residing in AZ 1,366 1,264 1,303 1,323 1,249 1,076 2,202 1,850 1,742 1,780
Out of State — Non Resident 0 1 0 3 4 3 8 45 55 82
Out of State -Western Undergraduate Ex. 78 122 137 146 141 145 133 111 125 104

Total 23,562 25,005 26,138 27,332 26,528 25,881 24,470 23,825 25,960 26,408



%Maricopa County Resident 90.0% 90.3% 90.1% 90.0% 90.1% 90.4% 86.3% 87.9% 88.9% 88.2%

%0ut of County - Reciprocal 3.5% 3.8% 4.2% 4.5% 4.5% 4.7% 4.0% 3.5% 3.5% 4.1%

%O0ut of County - Not Reciprocal 0.4% 0.4% 0.2% 0.1% 0.2% 0.2% 0.1% 0.2% 0.1% 0.2%

%O0ut of State - Residing in AZ 5.8% 5.1% 5.0% 4.8% 4.7% 4.2% 9.0% 7.8% 6.7% 6.7%

%0ut of State - Non Resident 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 0.2% 0.2% 0.3%

%0ut of State -Western Undergraduate Ex. 0.3% 0.5% 0.5% 0.5% 0.5% 0.6% 0.5% 0.5% 0.5% 0.4%
Print in landscape for best results Last updated onNovember 18, 2010

Source: Official 45th Day headcount as reported by colleges.
Maricopa Community College District « Office of Institutional Effectiveness « Maricopa Trends » www.maricopa.edu/business/ir
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Interview Part 1 Questions

Protocol:

-Introduce the study fully before beginning any interviews

-Ensure that students participating are only those who have signed permission
forms

-Reassure students that they are free to answer questions honestly dredaimat t
is to work together to figure out a way to create technological learning tools that
are effective

-Give students and participants opportunities to ask questions

-Speak clearly and repeat questions, if necessary

-Ensure students understand the questions

Samples of Questions Designed For Students

Part A: Personal Information

Grade

Age

Gender

Current course load

Questions for First Interview, Experience with Technology

Have you even taken an online class before?

Do you enjoy using technology? Explain.

Do you have a computer at home?

How often do you use e-mail and computers outside of school?

Tell me how you use technology in your life?

How often do you use technology for educational purposes?

How do you feel about the use of technology for educational purposes?
In what ways do you use technology for educational purposes?

What do you see as barriers to technology use for educational purposes?
10 How well have you coped with the technology for this course so far?

11. What's working for you-have you had any trouble?

12.Why did you choose to do an online course?

WCoOoNOO Wb PE

Questions for Second Interview

1. You just experienced using online interactive
learning tool. In what ways did you find this tool useful?

2. What kinds of things did you learn from this lesson?

3. Did you feel that your instructor’s lesson was enhanced by the use of this
technology? Please elaborate.

4. In what ways do you feel you would you learn best about Jazz history
online?
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5. If you could learn completely online with a laptop in front of you at all

times would this appeal to you? Why or why not?

Has this experience prompted you to think about this topic differently?

What kinds of questions do you have now that you have experienced a

lesson on this topic?

8. Do you have any concerns about interacting through discussion forums
with other students?

9. How much prior experience do you have viewing YouTube music videos?

N

Questions for Third Interview
1. What topics do you feel you were most useful in the online learning
environment? Why?
2. Are there any patrticular learning tools that stood out to you? Why?
3. What additional support do you feel might have helped you to learn?
4. What kinds of learning tools would you like to see developed in the
future?
5. What was your initial reaction to the online learning experience?
6. Would you recommend this kind of course to others?
7. If you could have any kind of online resource, what would it be?
Post Interview Questions
1) What factored into your decision to take an online class?

i) A lot of students said that they take online classes because they have
more freedom that way. Did that factor into your decision to take an
online class?

2) What would you say if someone asked you if they should take an online
course?
3) What have you heard people/other students say about online courses?

i) Have you heard that they’re not good to take?

4) We've heard others say that online courses are intimidating. Do you find

them intimidating?
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5) Some students said that they believe online classes are not good if you are a
procrastinator. What do you think?
6) If you were giving advice to someone who is designing an online course, what
would you tell them?
7) What would be the biggest differences between the same class taught online
and in person?
i)  Which would be more challenging?
i) Talk about the difference between your interactions with other
students in an online environment as opposed to an in-person class.”
iii) Are your interactions with other students the same in in-person classes
as they are in online classes? How are they different?
iv) Is there a difference between how you interact with the instructor in an
online environment versus an in-person environment?
v) Do you feel your instructor is more accessible in an online class or an
in-person class?

vi) In your in-person classes, how have you interacted with the instructor?

User Experience Questions

1) Please talk us through the user experience of:
1. YouTube posting
2. Journal

3. Discussion Board

»

PBS Kids

211



2) Talk me through every step and if you run into something that stood out to
you either because it was easy to use or because it was difficult, tellyny wh
and how you would change it.

After unit completion

1) If something hadn’t worked or if you had run into a hang-up, what would you
have done?

i) Were there any particular assignments where that happened?
i) What did you do then?

2) After you finished this particular assignment, did you go back and look at it
ever again?
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PSU Brsisssesterrse

Office of Research Integrity and Assurance

To: Sandra Stauffer
MUSIC
From: ;l:crkm CMIS;,.\—
Date: 090312010
Committee Action: Exermption Granted
IRB Action Date: 09032010
IRB Protocol #: 1008005443

Study Title: An Examination of Particular Technological Features in an Online Jazz History Course
: and How Students Leam, Ineract and Form Communities

The above-referenced protocal is considered exempt after review by the Institutional Review Board pursuant to

Federal regulations, 45 CFR Part 46.101(b){1) {2) .

This part of the federal regulations requires that the information be recorded by invesSigators in such a manner that

subjects cannot be identified, directly or through identifiers linked to the subjects. It is necessary that the information

Dblainednmb&md\matﬂd'mdmhammHmhmmhmﬁﬂﬂ:ﬁmtm
civil liabifity, or be damaging to the subjects’ financial standing, empioyability, or reputation.

You should retain a copy of this letter for your records.
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You are responsible for ALL information in this sbus.
Read carefully.

SYLLABUS & COURSE OUTLINE
MHL 145: JAZZ AND POPULAR MUSIC

Instructor: Rob Hunter
Office Hours: M/W 1:00 pm — 2:00 pm
Office: MU-10
E-mail: jazzhunteronline@gmail.com

Office Phone: 480-461-7884

COURSE DESCRIPTION: The study of social contribution to the evolution of
American Jazz from the mid 1800’s to the present.

PREREQUISITES: None

REQUIRED TEXT : History and Tradition of Jazd,homas E. Larson -
accompanying CD’s (Any edition will work but you should strive to use the most
recent)

STUDENT REQUIREMENTS

1. ATTENDANCE

Online participation is a very important aspect of this course, serving the obvious
function of giving you the opportunity to hear and see the music that is discussed
in your text. A significant amount of lecture material does not appear in the text
and various support materials are also given out. lliness or other circursstance
may cause you to miss class
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2. WITHDRAWAL POLICY

If you decide not to continue in this course, YOU are responsible for

completing a “drop-add” form with Student Records to withdraw yourself

from class. You are also required to notify me of your decision. If it is too late
in the semester to drop yourself without my signature, | can do it for you, but
only AT YOUR REQUEST.If you fail to login to the class site for three

weeks or more, or miss two consecutive unit assignments, you may be dropped
from the class, at my discretion and without warning.

MCC REFUND POLICY CHANGE!

To qualify for ANY refund of your tuition and fees, you must
process your withdrawal paperwork within the 100% refund period,
as specified by the Cashier’s office. If you are withdrawn from the
class after the 100% refund period (whether you complete an add-
drop form, are dropped by your instructor, or being purged for non-
payment) YOU STILL MUST PAY ALL TUITION AND FEES.

3.CHAPTER QUESTIONS: At the end of every chapter are Study Questions.
Each question should be answered with at least one thoughtful paragraph. Use
your own words when answering questions, and be sure to use quotation marks
and citations when quoting the text, otherwise you are plagiarizing!

4. CONCERT ATTENDANCE : You will be required to attend two live jazz
concerts or jazz nightclub engagements and write a review. Specific itifmmma
on this assignment will follow. Many of these events are free for studemis if
plan ahead. http://jazzinaz.org/http://jazzinaz.ts@ good place to start.

5. LISTENING : Listen to jazz recordings in preparation for exams and chapter
guestions.

6. Keep an organizational file of handouts and class notes.

7. QUIZZES and FINAL EXAM : There will be 4 ONLINE QUIZZES during
the term and a FINAL EXAM. They will be announced in advance.

8. ASSIGNMENTS AND QUIZZES: Reading, writing and listening
assignments are required.

GRADING:

You will be graded in the following areas:
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1. Quizzes (include listening from your CD): 4 @ 125 points = 500 total
2. Chapter Study Questions: 5 @ 50 points = 250 total

3. Concert attendance and critique: 2 @ 25 points = 50 total

4. Journal Entries: 5 @ 20 points = 100

5. Discussion participation: 5 @ 10 points = 50 (points will be included at end of
the semester)

6. Listening Discussion = 50 extra points when applicable

The total of all of these areas will result in your final grade.

A: 1000 - 900; B: 899 - 800; C: 799 - 700; D: 699 - 600; F: 599 or lower.

GRADE TABULATION
Quizl:  Quiz2: Quiz 3: Quiz 4:
Concert Attendance and Critiques 1:
Concert Attendance and Critiques 2:

Chapter Study Questions 1: 2: 3: 4. 5:

Journal Entries 1: 2: 3: 4: 5:

Discussion Board
Listening Discussion

THE GRADEBOOK

You may access your grades at any time through the “My Grades” link. The

“Percentage Grade” column displays your current cumulative percdotage

all work that has been submitted and graded. Your “Current Letter Grade” is

based on the Percentage Grade value. Assignment and Discussion grades will

appear in the grade book after | have graded all submitted assignments for that

unit. Quiz grades will appear in the grade book as soon as you complete the
220



quiz, but will not be included in the “Percentage Grade” value until after the
due date, when everyone has had a chance to complete the quiz. If you have
any questions about anything related to grading or the grade book, contact me
immediately.

UNIT ASSIGNMENTS: CHAPTER QUESTIONS AND JOURNAL
ENTRY

Located within the “Learning Modules” link of our course, you will find
introductory lecture notes for each unit along with links to the
assignments that need to be completed. You can also find all Journal
Entry and Chapter Question instructions through the*Assignments”link.

One JOURNAL ENTRY is required for each unit (5 in total).

Your Chapter Questions should be answered in complete sentencedhist

is a requirement for all 5 units (questions are from chapters in your book)
and journal entries are to be submitted on, or prior to, each due date
throughout the course. Your work should be submitted through the
“Assignments” area of the class website, and must be submittdd %9 pm

to receive full credit. This deadline is firm, so plan ahead. Write and save
your work using a word processor program, then copy the text of your essay
and journal into the textbox provided. In you want, you may also include your
assignment as an attachment, in addition to copying the text into the textbox,
but the file must end in file extension “.doc”, or “.rtf”. Please DO NOT SEND
ATTACHMENTS ONLY.

Due dates for all assignments can be found in the COURSE OUTLINE

portion of this Syllabus (below), as well as on the class Calendahll units

are due on either a Tuesday or a Friday, approximately 10 days apart. So that
you do not lose track of important due dates, | recommend printing the
following Course Outline and posting it somewhere near your workstation.

Late assignments will be accepted for reduced credit, if submitte
BEFORE THE NEXT UNIT'S DUE DATE. Assignments received within
24 hours will be penalized 20% of the total points possible. Assignments
received more than 24 hours late will be penalized 50%.

CHAPTER QUESTIONS (50 PTS EACH) Questions located at the end of
each chapter in your required text

CHAPTER QUESTIONS UNIT ONE (ANSWER QUESTIONS AT BACK OF
EACH CHAPTER)
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Chapter 1: Understanding and Defining Jazz

Chapter 2: African Music and the Pre-Jazz Era

UNIT TWO
Chapter 3: Jazz Takes Root

Chapter 4: The Jazz Age

UNIT THREE
Chapter 5: New York and Kansas City

Chapter 6: The Swing Era

UNIT FOUR
Chapter 7: Bebop and Modern Jazz

Chapter 8: Fragmentation

UNIT FIVE
Chapter 9: The 1960's and Beyond

Chapter 10: Jazz Today

| STRONGLY SUGGEST typing out your responses first in a word

document to assure Chapter Questions are doubled-spaced, 12-pt font. When
finished, cut and paste your work into your assignment submission. Since
technology can be unpredictable, make sure you SAVE YOUR WORK, in
case you need to send it again.
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IMPORTANT: Itis highly recommended that you proofread all your
written work at least twice before submission. (This means more than
just running the spell check!) Extensive spelling and/or grammatical
errors WILL negatively affect your grade.

Assignments will be evaluated on how well you put together the course

material and the conclusions you draw from your information. The

information should be gathered from the text readings, the Unit Introductions,

and any other necessary research. Take advantage of the suggested websites to
find additional information.Some topics are not covered in much depth in

the text, and thereforerequire extra research To be really successful, take

the initiative to make sure you have all the information. DO NOT use the
assignments as a forum to champion your favorite artists. Insteadllgritic

examine the material you have gathered.

JOURNAL ENTRY_ (20 PTS EACH)

The journal is an on-going, non-linear collection of thoughts. It is not a
“finished” form like the Chapter Question portion of the assignment, but rather
it stresseprocessnstead oproduct Therefore, WHAT you write is

important.

You are required to submit ONE JOURNAL ENTRY PER UNDO NOT
post your journal entries to the Discussion Board.The Discussion Board
discussions are a completely separate requirement.

Your journal is a confidential documenter my eyes only.

Use the journal to record your thoughts as you progress through the class
The journal records many levels of responses and should therefore have a
variety of material in it. You may record your initial responses to a song, an
assigned topic, an idea in the text, or to a classmate’s comment from the
Discussion Board. You might later comment on earlier journal thoughts in
light of further thought, readings, study, or knowledge.

Do not restrict your journal solely to academic and scholarly matteystoTr
relate what you are reading, listening to, and experiencing in this cladst
is happening in your own life outside of class. Synthesize! Use the first
person! Be involved!

As with any reaction to art, consider a balance between emotional and
intellectual responses realizing that each impacts the other. The joummal is a
ideal form for this course. It is an opportunity for you to reflect or discuss a
topic, or a tidbit, or a newly discovered fact, or an idea, or whatever. There are
no right answers, just interesting thoughts. Have fun with it!
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QUIZZES (125 PTS EACH)

You can access the examples through the “Assessments” link or through each
unit's Learning Module. All exams include multiple-choice questions. The
purpose of the exam is to encourage a well-rounded understanding of the
course materialEach exam may only be taken once.

Exams are open-book and open-note, but are also tis@awill have a pre-
determined number of minutes to complete each exaniYou WILL NOT
have enough time to look up each answer from scratch, smystao the
reading and familiarize yourself with the material before you begiquize

You may only take the exam once. If you are interrupted you may not

take the exam again. No exceptions. DO NOT open the exam until you

are ready to complete it.

Each exam must be completed by 11:59pm on the due dageormally the

same day the chapter questions and journal are due.) After 11:59 PM of the
due date, the quiz will no longer be available, and you will not be able to make
it up.

IMPORTANT : Online service can be unpredictable. You can expect to
encounter a certain amount of problems with your server or the MCC server
during the course of the semestétlowances will not be made on due dates
because of technical difficultiesPlan ahead and ALWAYS leave time for
unexpected technical problems. This is especially true for the quizzess If y
have any technical problems of any kind, notify me immediately.

In other words: Don’t wait until the last minute! If you encounter a
problem, you will not be able to resolve it before the quiz becomes
unavailable.

NO MAKE-UP EXAMS ARE GIVEN . If you miss an exam, you miss it.

THE DISCUSSION BOARD (50 POINTS TOTAL)

Please refer to theiscussiondink on a regular basis for posted discussion
topics. There will be 5 discussion topics total: an introduction topic, and then
one for each unitYou are required to respond on the Discussion Board to
each topic posted as part of your participation in this class. | will also
allocate extra points (this will really help you if an exam grade needs hélp
The Discussion Board is dedicated to building a student community. Use the
board to respond, but also use the board to share and learn!

You are required to respond to one discussion topic per unit on the
Discussion Board. To earn the full 50 points, your response should include
opinions and original thoughts that are the result of thoughtful consideration of
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the topic (DO NOT simply restate what has already been saalyet full
credit, you MUST post your original response as a new message, not as a
reply to another message.

Reactions and responses to classmates’ opinions are an important part of each
discussion.For each topic that you post one or more replies to a

classmate’s thoughts (in addition to your own original posting), you will

receive 5 bonus pointgMax 5 points per topic). If you post more topics, you
could have as much as 50 extra credit points. This is an easy way to augment
your grade and contribute to a more lively discussion at the same time.

The deadline for posting a response to a Unit topic for extra credit is

THREE DAYS AFTER THE UNIT DUE DATE.

Even though the Discussion Board is a casual environment, keep in mind that
this is still anacademic forum Debate is encouraged, but profanity and other
inappropriate language or attitudes will not be tolerated. If you wouldn’t say i
in a live classroom discussion, don’t say it here. Any inappropriate comments
will be deleted, and repeated offenses will be subject to disciplinary action.

LISTENING

This leads to the greatest dilemma in studying music as an independent online
course: how does one get to hear the music being discuised®sential to

listen to the artists or songs being studiedWithin each Learning Module

(and with the CD included as part of the textbogku will find a list of

relevant recordingslt is your responsibility to find and listen to the

recordings!!!!

| will also provide a number of website links which often offer audio and
video material and additional music to augment this experience. Take
advantage of these!

Many local libraries carry jazz music recordings. | also suggédsyadhiascan
radio dials and satellite channels to hear material being studied. Thase of y
familiar with the process of downloading music will also find that to be a
helpful strategy. Many students like to use one of the music download
services which charges a flat monthly fee for unlimited downloads. This is a
good way to have access to ALL of the music. The more you hear, the more
you will appreciate the music we discuss.

ACADEMIC INTEGRITY

You are expected to uphold the principle of academic integrity in all the work
you do for this course. This means that all of the work you turn in must be
entirely your own If you borrow any material from external sources
(including the text, lecture notes, or internet articles), you MUST give

credit to the authors and publishers of the borrowed information.
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Materials for this class were used and modified with permission from
instructor Kelly Hayes* *

| am VERY strict about this offense, and if | ever suspect that your words

are not your own, be assured that | WILL check. It is surprisingly easy to

find the source of your information. If you are in the habit of disregarding the
Academic Integrity policy of Mesa Community College (found in the Student
Handbook), then you should drop this class right now.

IMPORTANT!

Students who plagiarize (either intentionally or unintentionally)or engage
in other forms of academic dishonesty will be given a zero on the
assignment, withdrawn from the course, or receive a failing grade for the
course at the instructor’s discretion.

| cannot emphasize this point strongly enough! Even one offense will severely
impact your final grade.

Please be assured that | am willing to make any reasonable accommodations
for limitations due to any disability, including learning disabilities. Please
contact me during the first week of class to address your concerns.

Whew! There is a great deal of information provided.
You are responsible for ALL information in this syllabus.
Please read through very carefully, and refer to this course introduction
frequently!
(I reserve the option to make changes in this course as necessary)
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APPENDIX H

PRE-COURSE SURVEY
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1. What is your gender? 'l Female [l Male

2. How many years of undergraduate coursework have you completed?
‘JLessthanl1l 11 112 (13 [14 []Morethan4

3. What is your current course load at MCC or another college/university?

4. Do you have any formal music training? (Circle one) Yes or No

5. Is your training instrumental or voice? (Circle one)

6. How many years of that training do you have?

7. On average, how many hours per day do you watch television?

8. On average, how many hours per day do you use your computer?
a) How much of your computer usage is spent surfing the Internet?

b) How much of your computer usage is spent on school work?

c) What else do you use your computer for?

9. Do you primarily listen to music on a mobile device (iPod) or a
laptop/desktop computer? (Circle one)

10.What operating system do you use primarily?
0 PC ] Linux
71 Mac

11.What types of computer programs/tools do you use for school work?
] Word Processor [] Spreadsheets [ Power Point
Other (please list):

12. Select any of the following for which you use the&ernet:
[ information (news/weather/health/sports)
] social media (Facebook, twitter)

"l emall

]instant messaging
[ play games

] online shopping

1 downloading music
[ forums

[ blogs

Other:
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13.Do you use computer technology for any of the following?
] create/design web pages
[l create/edit audio
[l create/edit video
[ write blogs
[ create graphics (such as Photoshop or flash)
Other:

14.What types of technology do you use for social purposes?

15.1f you use Instant Messaging or Chat Rooms;
a) What language(s) do you communicate in?

b) What acronyms (lol, 18r, etc) or emoticorig)(do you use to
communicate?

c) Who do you usually chat with?
[ Friends []Relatives [1Strangers Other

16.Which methods of online communication do you find appealing?
[1Email [Instant Messaging [ Chat Rooms [ Video "1 Audio
Other

17.In what ways do you think technology should be used in the classroom?
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