A CASE STUDY OF EELEARNING

Using Technology to Create

and Facilitate Experiential Learning

Theresa Pesl Murphrey
Texas A&M University

This study used a case study methodology to document an example of how technology was used to engage
students in an experiential eLearning (eeLearning) process in order to enhance student learning, student
engagement, course relevance, and interaction in an undergraduate course delivered online. While online
course delivery has become an accepted and common practice over the past years, creating experiential
eeL.earning requires unique strategies and approaches. Using computer programs that encourage creativity
and experiential learning can facilitate the learning process.

INTRODUCTION

While the benefits of experiential léaming
activities have been well documented for tradi-
tionally delivered classes, little focus has been
placed on creating experiential learning oppor-
tunities or studying their impact within the
online learning environment. The need to
engage and motivate students has been demon-
strated by many to be a critical factor of
eLearning. The use of technology in education
(e.g., Bannan-Ritland, 2002) and distance edu-
cation (e.g., McCann, 2006; Rabe-Hemp,
Woollen, & Humiston, 2009; Stein, Wanstreet,
& Calvin, 2009) have been studied exten-

sively. Velez and Cano (2008) reported that
“Students will have a greater likelihood of
emotionally and cognitively engaging in a
course when the instructor demonstrates verbal
and nonverbal immediacy” (p. 84). The
authors further stated that these behaviors may
be related to student motivation and that
“instructors need to exercise care and consis-
tency in portraying positive, encouraging ges-
tures and expressions” (p. 84). Faculty and
students perceive “open communication” and
“using a variety of instructional methods”
(Gaytan & McEwen, 2007, p. 129) as strate-
gies to encourage quality in online course
delivery. Hillman, Willis, and Gunawardena
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(1994) stressed the importance of providing
students the skills to effectively participate in
online settings. One might argue that in order
to achieve these goals, one must use the right
tools to accomplish the goal at hand. Zhang
(2005) concluded that “using a variety of
media in distance education milieu could meet
the needs of students with diverse back-
grounds” (p. 52). Northrup (2002) also noted,
“variety and strategies presented within the
confines of a course appears to yield positive
perceptions among students” (p. 223). In a
qualitative study focused on describing the
online experience of an adult learner, Stein et
al. (2009) shared that “the transactional dis-
tance gap can be a troublesome space for an
adult trying to create an identity as an online
learner” (p. 309).

As the number of students taking online
courses grows, and the learning styles of these
students broaden, it becomes increasingly
important to incorporate online learning tools
and activities that allow appropriate experien-
tial experiences for the targeted students.
“Online enrollments have continued to grow at
rates far in excess of the total higher education
student population, with the most recent data
demonstrating no signs of slowing” (Allen &
Seaman, 2010, p. 1). Students enroll in online
courses for a variety of reasons that can range
from location issues, job obligations, prefer-
ence, or course availability (Gaytan & Mc-
Ewen, 2007). Gustafson (2007) reported that
flexibility to complete coursework at diverse
times may relieve pressures reported by stu-
dents. Thus, the concept of “anytime, any-
where” becomes one that can greatly benefit
students. The question of whether a course is
delivered online or face-to-face is often not the
question that will determine the quality of that
course. However, in a study conducted by
Dobbs, Waid, and Carmen (2009), it was
found that “online course experience matters
in terms of some of the perceptions of online
courses” (p. 23). The authors found that stu-
dents who had experienced online courses
tended to have positive perceptions of courses
delivered online. As shared by Gayton and

McEwen (2007), additional research is needed
“to explore more innovative, efficient, and
effective instructional and assessment tech-
niques for the online environment” (p. 131).

One of the greatest challenges facing edu-
cators in today’s technology-enhanced world,
especially veteran educators, is transitioning
from an age-old position of providing informa-
tion to a new status as a “chief orchestrator” of
learning. The use of technological tools to cre-
ate experiential learning is one way of easing
this transition. Technology has the potential to
meet the needs of learners and thus improve
student performance (Turney, Robinson, Lee,
& Soutar, 2009), whether in the hands of
instructors or students. However, technology is
most often addressed in the context of being in
the hands of instructors or facilitators (Jepson
et al., 2005; Meloncon, 2007). Technologies
placed in the hands of the students have the
potential to create an experiential process in an
eLearning environment. The combining of
electronic learning and experiential learning
has been defined as “eeLearning” (Trevitte &
Eskow, 2007). While teaching and learning
technologies may vary and interpretations of
experiential activities may fluctuate, the con-
sideration of whether students can be empow-
ered to learn and engage in eeLearning can
assist in determining if certain technological
tools have value.

As orchestrators of learning, educators
must be open to new ways of accomplishing
learning goals, with a stronger emphasis on
creating learner-focused environments that
allow for personal experiential learning activi-
ties. Bellah et al. (2008) shared that “meaning-
ful learning occurs when new content is
introduced in the context of the learner’s expe-
rience” (p. 20). Bellah et al. (2008) cited
Caine, Caine, McClintic, and Klimek (2005) in
identifying the major tenets of brain-based
learning as “orchestrated immersion, relaxed
alertness, and active processing” (p. 20). These
tenets fit well with the process of experiential
learning. Zull (2002) provided compelling bio-
logical reasoning for engaging students in
activities beyond traditional lecture. The
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author provided detailed explanations as to
how “sensing” leads to “integration” and the
forming of “meaning” (p. 137) and thus it is
the details in our experiences that make the dif-
ference in the meaning that we construct. Zull
stated, “We must see through the student’s
eyes” (p. 141). Zull further explained that in
order to accomplish this task, we must re-look
at the subject matter we are presenting and
attempt to view this material as if we were
viewing it for the first time. This will enable us
to view the material as our “sensory input” first
experienced it. “One of the most important and
powerful aspects of experiential learning is
that the images in our brains come from the
experience itself” (Zull, 2002, p. 145). Thus,
instructors must strive to allow students to
build experiences that can be retained and
associated with previous experiences.

The issue of weaving social learning and
social interaction into the fabric of online
learning is gaining interest among educators as
social networks (e.g., Facebook) have been
adopted rapidly by a new generation of learn-
ers. While there are many types of interaction
taking place within social networks, many of
them mimic the attributes of experiential learn-
ing—and it is all happening in the virtual
world online. Social learning, described as
involving interaction among cognitive, envi-
ronmental, and behavioral factors (Bandura,
1977), has the potential to bridge the distance
gap in online courses and is gaining interest
among eLeaming researchers. Hill, Song, and
West (2009) explored the application of social
learning theory in the online environment and
shared that social learning “offers promising
opportunities” (p.100). However, the authors
stated that “social interaction in the form of
writing is challenging due to the lack of facial
expressions, body language, and tone of voice”
(p. 99). It is important for students to be able to
share their personal identity in the online class-
room (Rabe-Hemp et al., 2009).

Experiential learning and the use of tech-
nology in education have been widely studied
as separate areas of research but only limited
research has focused on the impact of incorpo-

213

rating technological tools to create experiential
learning online. The theoretical framework for
the case study shared in this paper is based
upon the foundation of education research on
the value of experiential learning. Kolb (1984)
defined experiential learning as “the process
whereby knowledge is created through the
transformation of experience” (p. 41). He fur-
ther explained that this approach to learning is
cyclical and experiential in nature. Kolb’s
model focused on the use of concrete experi-
ences combined with reflection and feedback
to enhance learning. Roberts (2006) summa-
rized the process of experiential leaming as
cyclical, requiring initial learner focus, interac-
tion with the subject of study, reflection, and
finally the development and testing of general-
izations. Svinicki and Dixon (1994) provided
lists of instructional activities that can facili-
tate the movement of learners through the
learning cycle of abstract conceptualization,
active experimentation, concrete experience,
and reflective observation. However, the ques-
tion arises as to how these experiential activi-
ties can be effectively accomplished in
environments outside of the traditional face-to-
face classroom given that Roberts (2006)
reported that “experiential learning is defined
by the context in which it occurs” (p. 27).

The concept of applying technology to cre-
ate experiential learning is exciting; however,
it is important to realize that educators are only
in the infant stages of learning how to maxi-
mize these experiential learning outcomes.
The nature of online course delivery presents
challenges in regard to building experiences
that are experiential. Karatas and Simsek
(2009) conducted an experimental study that
compared face-to-face and online delivery of a
course. The authors stated that a possible rea-
son for the online students scoring slightly
lower than the face-to-face students was “that
there is limited time for the students to state
their thoughts in their own words and it is
expected for them to ‘read’ and ‘write” on the
computer medium” (p. 71). As technologies
continue to emerge and evolve, it is important
that these technologies are examined and
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shared with the broader community. It is not
known which of these technologies could
allow effective and efficient experiential learn-
ing and could address the concern shared by
Karatas and Simsek. Gaps in the literature will
continue to occur as new technologies become
accessible for use in educational settings.

PURPOSE

The purpose of this case study was to describe
the use of interactive technologies (i.e., Centra,
an online conferencing system; Camtasia, a
screen recording program; and Snaglt, an
image capturing program) to enhance the
learning environment with experiential learn-
ing activities for undergraduate students
enrolled in an online course.

METHODOLOGY

Dooley (2007) described a case study as
including “the setting, characters, events,
problems, and conflicts, much like a richly
detailed story” (p. 35). As patterned by
Dooley, this case study tells the detailed story
of using electronic technologies to create an
experiential learning experience for the stu-
dents. Participants in the study were purpose-
fully selected because they had been involved
in the instructional design and technology
course under study. Data were collected
throughout each 4-month academic course
during the spring 2007 and spring 2008 semes-
ters. Twenty-seven students were in the sam-
ple and 22 of the 27 students submitted all
documents.

The data used to write the case study
included reflections and observations of the
instructor along with documents submitted by
the students as part of the course. Lincoln and
Guba (1985) attached the following adjectives
to documents and records: “available,” “sta-
ble,” and “rich” (pp. 276-277). It is because of
these aspects that documents resulting from
the course were tapped as a part of the case
study. Students were encouraged to reflect on

their current level of knowledge and under-
standing in areas related to both the topic of
instructional design and the use of technology
in general at both the beginning of the course
and at the end of the course through the use of
individual self assessments that encouraged
students to document why they believed their
knowledge was at a particular level. In addi-
tion, students submitted a reflection paper at
the end of the semester that responded to a
request to share “the most important concepts
gained from the course,” “what they learned to
make them more or less interested in the field
of instructional design,” and “three ways that
what they have learned could be applied in
their daily life.” It is important to note that stu-
dents were not directly requested to comment
on their use of the technology addressed in this
case study. Comments regarding the use of
Snaglt, Camtasia, and Centra were shared by
the students within their individual responses
without prompting. Institutional review board
approval was received to review the docu-
ments and include this component as part of
the case study.

Prior to examining the documents submit-
ted by the students, identifiers were stripped
and a number was assigned in order to main-
tain confidentiality of the students; thus, the
author was not able to associate statements
from a student to a particular semester. Docu-
ments were coded S1 through S22 to allow
comments from each student to remain associ-
ated and provide an audit trail of responses.
This process also provided a means of ensur-
ing trustworthiness. Documents were reviewed
in aggregate. Data analysis was conducted
using the constant comparative method in
which “each incident in the data is compared
with other incidents for similarities and differ-
ences” (Corbin & Strauss, 2008, p. 73). This
process allowed categories to emerge and doc-
umentation of themes across the data. Triangu-
lation of data was accomplished through the
review of documents, instructor reflections,
and student feedback. Counts and percentages
were reported in findings to document rele-
vance. It is recognized that the potential for
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bias existed given that the author served as the
instructor for the course and the research
instrument. In order to overcome bias, the
researcher reviewed data in aggregate after
identifiers were stripped from the data. In addi-
tion, input was sought from colleagues famil-
iar with eLearning in the interpretation of data.

RESULTS AND DISCUSSION

The following narrative provides a detailed
description of the characters involved in the
course including the instructor and the stu-
dents, the setting in which the course was
taught and how it was delivered, the events
involved in the course including the use of the
technology and the structure of the assign-
ments, and the results of the course including
student reaction to the course and the technol-
ogies.

Characters Involved:
Instructor and Students

The instructor of the course was an experi-
enced educator, with over 10 years of technol-
ogy-based education experience, who had
delivered multiple university courses online.
The instructor had experience using the tech-
nologies (Camtasia and Snaglt) in the creation
of materials to deliver courses but had not
required students to use the technologies as a
tool to submit assignments previous to this
course.

Students enrolled in the course participated
during spring 2007 (11 students) and spring
2008 (16 students). All students were under-
graduates and 8 out of 22 (36.4%) voluntarily
shared that this was their first online course.
Both male and female students were enrolled
and participated in the course.

Setting: Course Description and Delivery

The course entitled “Instructional Design
and Technology” was delivered online during
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spring 2007 and spring 2008 by the author.
Both semesters were taught in an identical
manner using an online course management
system, Blackboard Vista (Blackboard Inc.,
Washington, DC). The overall objective of the
course was to introduce instructional design as
it related to technology-enhanced instruction.
Effective strategies for creating engaging con-
tent were shared. The goal of the course was to
provide an overview of instructional design
and technology. Specific course objectives
included: (1) Gain an understanding of the
technology-enhanced environment, (2) Recog-
nize what “instructional design” means in a
technology-enhanced environment, (3) Under-
stand when the use of technology is appropri-
ate, (4) Recognize possibilities and
opportunities available with technology-
enhanced instruction, and (5) Gain skills in
using Centra, Camtasia, and Snaglt. The text,
The Essentials of Instructional Design: Con-
necting Fundamental Principles with Process
and Practice (Brown & Green, 2006), was
used as part of the course.

Course requirements consisted of: class
participation (15%), unit quizzes (20%), unit
logs (20%), unit assignments (30%), and a pre-
sentation (15%). Class participation was
defined as partaking in discussion board post-
ings and periodic online meetings via Centra.
Unit quizzes consisted of objective questions
delivered via the course-management system.
These quizzes were available for 1 week and
could be taken two times, with the highest
score being recorded. Unit logs involved
reflection questions that were posed each week
related to the unit content that required the stu-
dent to react and respond to specific elements
of the material. Examples of questions ranged
from very general questions such as, “Which
of the events shared in your chapter reading
did you find most interesting?” to action-
oriented questions such as, “Write one goal
and three objectives supporting that goal fol-
lowing the ABCD [audience, behavior, condi-
tions, and degree] approach.” Individual
feedback on unit logs was provided each week.
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Setting: Technology Description

There were three technologies that students
were required to use during the course: (a)
Centra (Saba Software Inc, Redwood Shores,
CA), (b) Camtasia (Techsmith Corporation,
Okemos, MI), and (c) Snaglt (Techsmith Cor-
poration, Okemos, MI). Centra is an online
conferencing system that allowed the class to
meet live in a virtual meeting area similar to a
traditional classroom. Through the use of
microphones, students were able to speak, use
chat, and share PowerPoint presentations dur-
ing live meetings. Camtasia is a screen-captur-
ing application that not only allows the capture
of full-motion screen recordings, but also has
the ability to export the recording to a variety
of video formats. Camtasia can be used to
guide someone through a website or demon-
strate how to use a computer application. Any-
thing that is visible on a computer screen can
be captured using Camtasia and can include
both audio narration and the display on the
computer screen. Snaglt is an image-capturing
program that allows one to select and capture
images of anything on the computer screen.
This software allows one to show exactly what
they see by taking a picture of the region of the
screen desired. Users have the ability to add
comments and notations to the images cap-
tured. Often these images are saved as a “jpg”
or “png” file type that can be easily shared
with others.

Events: Use of Technology in the Course

During the first week of class, students
were instructed that the technologies would be
used throughout the course as part of their
assignments. Students were also instructed on
how to gain access to each of the programs.
During the second week of class, students
received detailed instruction on the use of
these three technologies. .

Unit assignments required the use of one of
the technologies (i.e., Camtasia or Snaglt ) and
consisted of specific requirements. Examples
of unit assignments included:

+ “Locate an example of training delivered
via the Internet that is a good example and
of interest to you and submit still images
and video (using Snaglt and Camtasia)

. depicting the training.”

» “Select a website related to ‘Needs Analy-
sis’ and record a 1-minute video explaining
why you selected this website. Then, visit
the site ‘Various Approaches to Needs
Analysis’ and select an approach listed that
interests you. Capture the approach using
Snaglt.”

o “Select an activity with which you are
familiar. (It should not be one of the topics
shared as an example.) Conduct a task anal-
ysis on the topic following one of the
approaches shared in the textbook. Use
PowerPoint to create a presentation that
shares an overview of your activity and the
task analysis that you conducted. Record a
video of you presenting your PowerPoint.”

The assignments varied in breadth and depth
and were designed to encourage students to
interact with the content in a manner that was
experiential. Specifications such as video
length, number of images, and expectations
were provided for each assignment.

There were a total of five Centra sessions
during the course. One session was a live ses-
sion presented by the instructor focused on a
unit of instruction, modeling best practices in
using a Live Online system. Three sessions
involved individual student presentations
focused on applying course concepts in a job
setting. Students were required to prepare a 10-
minute presentation that connected course con-
tent with the real world and share that presen-
tation via Centra. The purpose of the
presentation was for students to demonstrate
skills in presenting using an online conferenc-
ing system (i.e., Centra) and to provide a con-
nection between course content and real-world
application. The final session involved guest
speakers currently employed as instructional
designers. The guest speakers provided an
overview of their involvement in instructional
design as a career. Following the presentation,
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students had an opportunity to ask questions.
Students unable to attend the live sessions
were required to watch the recorded session
and submit a one-page summary.

Events: Facilitation of
Experiential Learning

The course requirements were designed to
encourage and facilitate experiential learning
as students completed assignments using spe-
cific technologies. Learners were engaged in a
concrete experience (i.e., locating a particular
website related to the topic), reflected on that
experience in both audio and text, conceptual-
ized what was observed, and finally tested the
observation by applying the experience to their
own situation. The following strategy was
used to encourage engagement while using the
technologies. Students were provided activi-
ties that involved the use of the technologies in
three unique ways: (1) Students were encour-
aged to find an answer to a particular question
or locate specific information, cite it properly,
and quote it directly. Students were not
required to restate what they had found in their
own words, but rather report what they had
found; (2) Students were requested to relate a
particular finding to themselves personally,
not report what they found, but rather explain
what they thought of the information, whether
they found the information to be accurate, and
explain how it related to the topic at hand. The
information presented was their opinion—not
a right or wrong response; and (3) Students
were requested to create new information
based on a particular concept such as explain-
ing how the topic at hand could be applied or
by explaining what changes they would make
to increase relevancy.

Using these three approaches, the instructor
was able to encourage the students to learn
how to use material found more appropriately
without focusing on the actual citation of
material in all cases. It is the belief of the
author, that if instructors only focus on having
students provide summaries with citation,
there is the risk that the activity could be dis-
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ruptive to the learning process instead of add-
ing to the learning process. Experiential
learning was facilitated by posing appropriate
and relevant questions, not by creating an
assignment that would tempt students to pla-
giarize, but instead encouraging the students to
locate and use information, report what they
found, and build off that information.

Results: Student Reaction
to the Course and Delivery

While reaction to course content and deliv-
ery varied among students, the majority of stu-
dents (20 of 22; 90.0%) indicated the course
was a positive experience. Some students (6 of
22; 27.3%) indicated apprehension about tak-
ing an online course. As one student stated,
“Coming into this course I was very nervous”
(S8). Another student stated, “I was against the
idea of an online class before I took this course
because I thought education could not be con-
veyed as well using distance education, but
now 1 realize how incredibly effective it is. |
have to admit that now 1 am a fan of online
courses and would quickly take another if 1
could” (S2). Another stated, “I feel that I
gained not only a greater understanding of
instructional design, but also some life lessons
along the way” (St). And yet another shared,
“There are a lot of important concepts that 1
gained from taking this course” (S12). Based
on comments shared by students, one can see
the connection between the use of the technol-
ogy and the impact that use had on their overall
engagement in the course. As one student
stated, “[The] class gave us the opportunity to
be more creative in researching and/or learning
about each unit’s topics, as well as presenting
those topics in ways that were fun and repre-
sented our own unique styles” (S21).

Based on the review of documents submit-
ted by the students, the experiential methods
employed using technology engaged the stu-
dents with the content. Most of the students
(19 of 22; 86.4%) reported in their reflections
that they were not familiar with the content of
“instructional design” prior to the course. As a




218 The Quarterly Review of Distance Education Vol. 11, No. 4, 2010

result of the course, multiple students indi-
cated that they gained an interest in the field of
instructional design (S2, S3, S4, S8, S9, S10,
S11, S12, S14). This engagement was revealed
in comments: “At the beginning of the semes-
ter ... 1 thought to myself that ID [instructional
design] was a pointless field and that I would
never have to use it. As 1 made progress
through the course, I began to embrace and
appreciate the instructional design field” (S5).
“I would have to say that throughout the
semester | have enjoyed learning about ID
[instructional design] and the processes
involved” (S10). “Before this course, I hon-
estly had never even thought about instruc-
tional design as a possible career choice; I
really didn’t even understand the depth of it.
Now, I want to become a high school teacher
and integrate methods | have learned from this
course to make math more appealing to stu-
dents” (S6). As shared by another student, “I
knew absolutely nothing about instructional
design before this class so I would say that my
eyes have definitely been opened up to all the
opportunities that this field has to offer” (S14).

Results: Student Reaction
to the Use of Centra

A review of comments related to the use of
Centra revealed that the Live Online confer-
encing system was perceived as a useful tech-
nology in the course. In regard to student
presentations, one student commented, “All
the presentations were very informative and
well executed” (S14). Another stated, “Over-
all, I really enjoyed the presentations” (S11). A
student that had listened to the recordings
shared, “After listening to the guest speakers,
it was an event | am sad that I missed!” (S3). In
fact, students that wrote summaries often indi-
cated that they “regretted” (S2) missing them
because they really enjoyed the content that
was shared.

Based on student comments, it is possible
that use of the technologies helped students
feel more connected. As shared by one student,
“Looking back I am very impressed with the

course because | feel closer to my instructor
than in any other class” (S2). Another student
shared, “I enjoyed this class and getting to
know my professor and classmates in this dif-
ferent way” (S14). Technology was directly
mentioned by some students: “Now | know
that Centra can be used to bring the class
together no matter what the distance” (S16).

Results: Student Reaction to the Use
of Camtasia and Snaglt

The following student comments reveal the
important role that technology use played in
the delivery of the course: “While using Snaglt
and Camtasia, | honestly thought of different
times in the past and in my future where 1
could use these programs” (S3). “I feel 1
learned a lot through the course and feel that |
expanded my technical knowledge as well”
(S1). “Learning to use Snaglt and Camtasia
have been quite interesting to me and not see-
ing a need in them at first | have to admit I use
the programs on my own personal endeavors
now” (S2). “With the use of programs like
Snaglt and Camtasia, | can record exactly how
to complete the task and send it to her {my
mom]” (S6). “The most important concept that
I am going to be able to take with me after this
class is finished is the amount of knowledge
that 1 have gained about technology and other
technological programs” (S7). “Those assign-
ments were way out of my comfort zone and |
felt pleased when I was able to complete them
on my own” (S14).

Students revealed that over time they
became comfortable with using the technolo-
gies. As one student stated, “I found Snaglt to
be very easy. While Camtasia is not quite as
user friendly, it is still fairly easy to navigate”
(S15). Another stated, “The software systems
that we had to use throughout this class were
very interesting and were a great experience as
well” (S18). Another shared, “This was my
first time [ have used the programs Snaglt and
Camtasia and it was a new experience for me”
(S14). As one student stated, “Initially, 1 was
alarmed by the idea of having to use the two
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computer programs because | am not very
familiar with computers, but the more 1 used
them, the more | was amazed at the interesting
stuff I could do with them” (S13). Another stu-
dent stated, “When the course first began I was
intimidated and overwhelmed by everything
from Snaglt and Camtasia to the live Centra
learning sessions and now I not only feel com-
fortable in all these areas but I am intrigued by
how useful they can all be as well” (S22).

Not all students found the programs easy to
use. As one student stated, “Camtasia continu-
ously gave me server difficulty in saving and
submitting my assignments” (S19). However,
the same student commented, “[I] thoroughly
enjoyed the Snaglt portions of my assign-
ments” (S19). Another stated, “I am techno-
logically illiterate and the program looks very
overwhelming at first” (S17).

It was interesting to find that many students
reported that once they learned how to use the
technologies, they extended use of the technol-
ogies to activities outside of the course. Stu-
dent comments included: “l found [Snaglt]
very useful and have actually used it for other
class assignments” (S14); “I love Snaglt, 1 use
it frequently in emails and PowerPoint presen-
tations” (S17); “After completing my Snaglt
and Camtasia assignments, | realized that both
of the programs could be very beneficial for
me to use” (816); “l also have enjoyed using
the computer programs Snaglt, Camtasia, and
Centra over the semester” (S21); and finally,
“Perhaps the most beneficial or applicable
concept that | have learned during this class is
how to use Camtasia and Snaglt” (S5).

CONCLUSIONS

The observations and data collected during this
case study support the idea that interactive
technologies can be used to enhance the learn-
ing environment with experiential activities in
an online course. Technologies such as Snaglt,
Camtasia, and Centra offer ways to allow stu-
dents to express themselves and increase sen-
sory input, thus increasing the chance to
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engage students and enhance learning. “Part of
the art of changing the brain is recognizing the
existing neuronal networks in a learner and
inventing ways for her to use them. She will do
the rest” (Zull, 2002, p. 118). While any partic-
ular technology is not required to accomplish
this task, it was concluded that the technolo-
gies shared can facilitate this process.

The technologies enabled students to be
expressive and innovative in their assignments
and allowed the instructor to “look over the
shoulder of a student” and observe the individ-
ual activities and learning processes exhibited.
The technologies allowed the instructor to
“hear the voice of the students” as the students
explained and identified material found in lit-
erature on the Internet—similar to a traditional
experiential learning process. As shared by
McCann (2006), incorporating “highly interac-
tive components” (p. 21) into online instruc-
tion is important. Consequently, it was
concluded that the technologies addressed in
this case study provide an opportunity for
instructors to incorporate active components
that allow students to use sensory inputs more
effectively and encourage deeper understand-
ing by engaging the students and providing an
enriched learning experience.

Student comments and course observations
indicated that use of the technologies encour-
aged experiential learning by allowing stu-
dents to gain ownership of their ideas and
communicate their ideas clearly. The technolo-
gies encouraged authentic submissions by
allowing students to use their own voice and
express their ideas both pictorially and through
audio. This finding provides a mechanism to
address the issue shared by Rabe-Hemp et al.
(2009) regarding the need for students to be
able to express themselves in ways that
“encourage students to present their personal
identities in collaboration with other students”
(p. 213). This finding also adds further support
to the need to employ diverse instructional
strategies (Gayton & McEwen, 2007).

A critical conclusion related to the impor-
tance of faculty providing clear instructions
and timely communication with students as to
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the use of technologies. Based on comments
by students, one cannot assume that students
are arriving in the college classroom as
computer-literate individuals. This finding was
consistent with Zhang (2005) who shared the
importance of providing technical training for
students. While the technology should not
become the focus of one’s course, it should be
noted that students required careful and spe-
cific instruction in order to overcome techno-
logical barriers. This finding supports the early
work of Hillman et al. (1994), which focused
on the importance of learner-interface interac-
tion in distance education. An unanticipated
finding related to an informal means of verify-
ing that students were doing their own assign-
ments. An ongoing challenge associated with
online classes is the issue of “cheating”; how-
ever, use of these technologies provided a sim-
ple nonintrusive mechanism, while not
absolute, to identify students by hearing their
voice. It is recommended that further research
be conducted to determine additional methods
to address this issue.

Readers are cautioned that this case study
reflects the experiences of the students and
instructor involved in the course described and
cannot be generalized to the broader popula-
tion. However, it is the author’s hope that the
reader will benefit from the case study by real-
izing the new opportunities that exist for the
use of technology to encourage experiential
learning in online settings.

REFERENCES

Allen, I. E., & Seaman, J. (2010). Learning on
demand: Online education in the United States,
2009. Retrieved from the Sloan Consortium
website: http://sloanconsortium.org/publications
/survey/pdf/learningondemand.pdf

Bandura, A. (1977). Social learning theory. Engle-
wood Cliffs, NJ: Prentice Hall.

Bannan-Ritland, B. (2002). Computer-mediated
communication, eLearning, and and interactiv-
ity. Quarterly Review of Distance Education,
3(2), 161-179.

Bellah, K. A., Robinson, J. S., Kaufman, C., Akers,
C., Haase-Wittler, P., & Martindale, L. (2008).

Brain-based learning: A synthesis of research.
NACTA Journal, 52(2), 15-22.

Brown, A., & Green, T. D. (2006). The essentials of
instructional design: Connecting fundamental
principles with process and practice. Upper Sad-
dle River, NJ: Pearson.

Caine, R. N,, Caine, G., McClintic, C., & Klimek,
K. (2005). 12 brain/mind learning principles in
action: The field book for making connections,
teaching, and the human brain. Thousand Oaks,
CA: Corwin.

Corbin, J., & Strauss, A. (2008). Basics of qualita-
tive research (3rd ed.). Los Angeles, CA: Sage.

Dobbs, R. R., Waid, C. A., & Carmen, A. D. (2009).
Students’ perceptions of online courses: The
effect of online course experience. Quarterly
Review of Distance Education, 10(1), 9-26.

Dooley, K. E. (2007). Viewing agricultural educa-
tion research through a qualitative lens. Journal
of Agricultural Education, 48(4), 32-42.

Gaytan, J., & McEwen, B. C. (2007). Effective
online instructional and assessment strategies.
The American Journal of Distance Education,
21(3), 117-132.

Gustafson, C. R. (2007). When do students com-
plete online exams? NACTA Journal, 51(4), 9-
16.

Hill, J. R,, Song, L., & West, R. E. (2009). Social
learning theory and web-based learning environ-
ments: A review of research and discussion of
implications. The American Journal of Distance
Education, 23, 88-103.

Hillman, D. C., Willis, D. J., & Gunawardena, C. N.
(1994). Learner-interface interaction in distance
education: An extension of contemporary mod-
els and strategies for practitioners. The Ameri-
can Journal of Distance Education, 8(2), 30-42.

Jepson, P. I, Riesen, J. W., Chambers, K. O., Hafs,
H. D., Schoknecht, P. A., & Pollak, E. J. (2005).
Promoting cooperation to enhance teaching with
technology. NACTA Journal, 49(4), 57-62.

Karatas, S., & Simsek, N. (2009). Comparisons of
Internet-based and face-to-face learning systems
based on “equivalency of experiences” accord-
ing to students' academic achievements and sat-
isfactions. Quarterly Review of Distance
Education, 10(1), 65-74.

Kolb, D. (1984). Experiential learning: Experience
as the source of learning and development.
Englewood Cliffs, NJ: Prentice Hall.

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic
inquiry. Newbury Park, CA: Sage.




A Case Study of eeLearning

McCann, B. M. (2006). The relationship between
learning styles, learning environments, and stu-
dent success. Journal of Agricultural Education,
47(3), 14-23. :

Meloncon, L. (2007). Exploring electronic land-
scapes: Technical communication, online learn-
ing, and instructor preparedness. Technical
Communication Quarterly, 16(1), 31-53.

Northrup, P. T. (2002). Online learners’ preference
for interaction. Quarterly Review of Distance
Education, 3(2),219-226.

Rabe-Hemp, C., Woollen, S., & Humiston, G. S.
(2009). A comparative analysis of student
engagement, learning, and satisfaction in lecture
hall and online learning settings. Quarterly
Review of Distance Education, 10(2),207-218.

Roberts, T. G. (2006). A philosophical examination
of experiential learning theory for agricultural
educators. Journal of Agricultural Education,
47(1), 17-29.

Stein, D. S., Wanstreet, C. E., & Calvin, J. (2009).
How a novice adult online learner experiences
transactional distance. Quarterly Review of Dis-
tance Education, 10(3), 305-311.

221

Svinicki, M. D., & Dixon, N, M. (1994). The Kolb
Model modified for classroom activities. In K.
A. Feldman & M. B. Paulsen (Eds.), Teaching
and learning in the college classroom (pp. 307-
315). Needham Heights, MA: Ginn,

Trevitte, C., & Eskow, S. (2007). Reschooling soci-
ety and the promise of ee-learning: An interview
with Steve Eskow. Innovate: Journal of Online
Education, 3(6).

Turney, C. S., Robinson, D., Lee, M., & Soutar, A.
(2009). Using technology to direct learning in
higher education. Active Learning in Higher
Education, 10(1), 71-83.

Velez, 1. J., & Cano, J. (2008). The relationship
between teacher immediacy and student motiva-
tion. Journal of Agricultural Education, 49(3),
76-86.

Zhang, Y. (2005). Distance learning receptivity:
Are they ready yet? Quarterly Review of Dis-
tance Education, 6(1), 45-53.

Zull, J. E. (2002). The art of changing the brain.
Sterling, VA: Stylus.






