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ABSTRACT 

Through this paper, we describe how a doctoral program in Learning and Leadership combines the best of both worlds 

from theory based programs and applied programs. Participants work from their embedded professional practice 

underpinned with the theoretical constructs of the program's seven foundational competency domains. 

Competencies are characterized as behaviors, knowledge, skills and abilities, exhibited in professional practice, and can 

be objectively measured, enhanced, and improved through learning, both formal and informal. Demonstration of 

competency (or lack thereof) directly impacts the success of individuals and organizations. Core competencies, for 

purposes of our program, are areas of focus upon which future learning and professional practice will be developed. 

Using core competencies as the baseline for a degree program enhances knowledge acquisition and performance. 

Competencies should not be static, but are continually enhanced through academic engagement, experiential learning and 

ongoing professional development, and serve as progress indicators for the evaluation and assessment process. 

The Learning and Leadership Doctoral Program is grounded in the following seven competency areas. Upon completion 

of the coursework, participants are expected to exhibit demonstrable competence in each area, as well as the ability to 

synthesize the connections between the seven domains.  

 Learning 

 Leadership 

 Research 

 Measurement 

 Organizational Effectiveness 

 Technology and Innovation 

 Communication 

 

Using a process of weaving experiential learning with theoretical constructs throughout the program’s core coursework, 

participants demonstrate their competence in the program domains in an ongoing manner that culminates with the 

Comprehensive Assessment; a presentation of a Digital Portfolio cataloguing their demonstration of competence through 

Critical Reflections on each of the program domains including artifacts to support the demonstration of competence and 

related experiential learning. This Comprehensive Assessment is held with a team of at least three faculty members and 

includes both written and oral components.  

The session concludes by reviewing lessons learned, best practices, and opportunities for further program development. 
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1. INTRODUCTION 

In our Doctoral Program in Learning and Leadership, the Comprehensive Assessment represents the 

blueprint for evaluation of progress in and completion of the program. The Comprehensive Assessment is a 

work-in-progress evidenced by a Digital Portfolio of specific artifacts used to demonstrate competence in 

seven program domains, including a detailed Critical Synthesis Paper (CSP). The oral presentation of the 

Digital Portfolio (written components) serves as the Comprehensive Assessment in the program, prior to 

moving to the dissertation stage. Consequently, it is imperative that each participant’s Digital Portfolio 

demonstrates evidence of competency weaving theoretical understanding and fluency with knowledge of and 

reflection on seminal works associated with the competency, specific experiential learning, best practices, 

and practical application in each of the competency areas. The Digital Portfolio will evolve in quality and 

quantity during the program. Throughout the doctoral program, each participant reviews, along with the 

program advisor and the core faculty, the progress being made and revises and updates the plan as needed. 
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2. DEMONSTRABLE COMPETENCE 

This paper describes how a doctoral program combines the best of both theory based programs and applied 

programs and how competence in the program domains is demonstrated through core coursework, reflective 

practice, and the Comprehensive Assessment. Participants work from their embedded professional practice 

underpinned with the theoretical constructs of the program's seven foundational competency domains. 

2.1 The Competency Domains 

Competencies can be characterized as behaviors, knowledge, skills and abilities, exhibited in professional 

practice, and can be objectively measured, enhanced, and improved through learning experiences, both 

formal and informal. Demonstration of competency (or lack thereof) directly impacts the success of 

individuals and organizations. Core competencies, for purposes of our program, are areas of focus upon 

which future learning and professional practice will be developed. Using core competencies as the baseline 

for a degree program enhances knowledge acquisition and performance improvement. Competencies can 

serve as progress indicators for the evaluation and assessment process. Competencies should not be static or 

fixed, but are continually enhanced through academic engagement, experiential learning and ongoing 

professional development, and can serve as progress indicators for the evaluation and assessment process. 

The Learning and Leadership Doctoral Program is grounded in seven competency areas. Upon 

completion of coursework, participants are expected to exhibit demonstrable competence in each area, as 

well as the ability to synthesize the connections between the seven domains. 

• Learning 

• Leadership 

• Research 

• Measurement 

• Organizational effectiveness 

• Technology & innovation 

• Communication 

 

2.2 Demonstrable Competence 

Our definition of competence is the knowledge that enables a person to communicate or demonstrate a given 

concept or construct. Demonstrable Competence is articulating that knowledge through thoughts, actions and 

behaviors to indicate thorough understanding and abilities in a particular subject matter construct. 

For example, if a student were studying quantitative subject matter, s/he would be expected to have the 

ability to select the appropriate quantitative methods, perform calculations, and then use the resulting data to 

perform analyses. Thus one is demonstrating competence in that subject matter by being able to do the 

calculations (skill demonstration) as well as to provide the analysis, which goes beyond the demonstration of 

skill and into competence. Competence is not only knowing how to do something; but it is also understanding 

what to do and why. This includes knowing why, how, and what behavior you need to engage in as a result. 

Demonstrable competence is the logical way to measure evidence of learning. We view evidence of 

learning as showing a behavioral transformation as a result of the experience. Learning is synonymous with 

transformation. We believe demonstrable competence is the critical element to support stakeholder 

acceptance of competency-based learning versus content-based learning in graduate degree programs. 

2.3 Experiential Learning Foundations 

The foundation for demonstration of competence is based in the program’s underlying belief that experiential 

learning is the basis for weaving theory with professional practice. Experiential-learning theories gained in 

strength and influence in the arena of educational thought starting in the late 1900’s (Boud et al., 1985; Boud 

& Walker, 1991; Freire, 1970; Jarvis, 1987; Knowles, 1980; Kolb, 1984; Merriam & Brockett, 1997).  

David Kolb (1984), in his seminal treatise on experiential learning, defined learning as “a process 

whereby knowledge is created through the transformation of experience” (p. 38). Kolb described this process 

of adaptation and transformation through a learning model in a four-stage cycle. The first stage involves the 

learner engaging in concrete experiences. The second stage allows the learner to use the experience as a basis 

for reflective observation.  
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From this reflection, the learner then moves to Kolb’s third stage of building an idea, a generalization, or 

theory about the experience and reflection. The fourth stage, active experimentation, comes as the learner 

tests the application of the new theories in order to solve practical problems. The cycle also depicts four 

different kinds of learning environments, which in turn demonstrate the learning styles or preferences of the 

student at each stage of learning. Kolb claimed, however, that it is from the utilization of all four stages of the 

cycle that meaningful learning occurs (Kolb, 1984; Merriam & Brockett, 1997).  

2.4 Assessment of Experiential Learning 

Palomba and Banta (1999) defined assessment as “the systematic collection, review, and use of information 

about educational programs undertaken for the purpose of improving student learning and development” (p. 

4). They advocated a view of assessment that “provide[s] students an opportunity to learn from the activities 

in which they engage” (p. 336). Case (1992) categorized authentic assessment into three types including 

performance assessment, naturalistic assessment, and portfolio assessment. There are a number of other 

definitions for these types of assessment. Portfolio assessment has come to be widely used in adult learning 

as a method that can also include performance and naturalistic assessment (Barnett & Lee, 1994). Authentic 

and performance assessment have often been called alternative assessment. All of the terms have two 

characteristics in common - first, they are all viewed as alternatives to traditional multiple-choice, 

standardized achievement tests, and second, they all rely on direct examination of performance on relevant, 

real-life tasks (Worthen, 1993). That alternative or authentic assessment emerged in the 1990s as a valuable 

approach to educational evaluation is evidenced by the body of research on the subject (Bol, Stephenson, 

O’Connell, & Nunnery, 1998; Madaus & Kellaghan, 1993; Maeroff, 1991; Meyer, 1992; Worthen, 1993). 

2.5 Portfolio Assessment 

Many studies describing portfolio usage in graduate education are connected to teacher education (K. Wolf, 

1991). Mills and Reisetter (1995) described their experiences with authentic assessment through the use of 

portfolios in graduate classes in the field of education. They discussed failures and successes and the need to 

achieve a delicate balance between educating graduate students in what materials should be included in the 

portfolio, when to prescribe materials to be included, and how to encourage students to be creative in their 

own selection of materials. MacIsaac and Jackson (1994) also discussed the idea of balance between 

prescribed material and the free choice of inclusions. They advised that while learners should be permitted 

flexibility in constructing portfolios, the portfolio process and its products must be configured in a manner 

that enhances the way information is communicated to portfolio users. Further, the authors explained that 

structured or required materials make it easier for adult learners to substantiate the learning that has taken 

place, showing competencies gained in cumulative learning and demonstrating personal growth and change. 

2.6 Using Demonstrable Competence to Measure Learning 

From the outset of the doctoral program, participants are encouraged to begin the demonstration of 

competence. This is accomplished through a number of different types of course deliverables, each designed 

to allow the participant to weave his/her experiential learning with the concepts and constructs discovered 

and discussed in the various aspects of coursework.  

Discussion Forums - The program utilizes a hybrid based delivery system that includes extensive use of 

the Virtual Classroom (Rausch & Crawford, 2012). After a preparatory broad spectrum of seminal and 

scholarly theoretical readings, initial face-to-face sessions are facilitated where theory is reinforced and 

foundations for learning established. Unlike traditional content based learning where a question based on the 

readings is thrown to the class from the podium, and responses can rarely be reflected upon thoughtfully and 

reasoned as no time is allowed for processing, imagine posing a question in a discussion forum and asking 

the students to pick up the discussion over the next 24 hours as they reflect upon their own life experiences 

and how the theoretical constructs introduced in the class may impact their current view of those experiences.  

Critical Reflections - In each core course (based on seven competency domains), participants are asked to 

write a Critical Reflection paper. The purpose of the paper is to demonstrate competence and ultimately 

mastery of a specific program competency area including the specific learning about theories and concepts.  
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These Critical Reflection papers serve as "cover documents" representing each competency area, and are 

used to weave the theoretical understanding and fluency together with knowledge of and reflection on the 

seminal works literature associated with the specific competency, and the participant's specific experiential 

learning, accompanied by practical application in each specific competency area. The Critical Reflections are 

set with a minimum of 1500 words and typically include three entwined elements: a) a summary of the 

learning experience – including what the participant has done related the competency area and what the 

measureable outcomes of the experience were; b) identification and explanation of the relevant theoretical 

constructs and how they relate to the competency domain – including a demonstration of “ownership” of the 

identified theory; and c) utilization of the concepts and theories to explain the learning experience – including 

demonstrating the ability to successfully and insightfully apply the theory to practical application.  

Competency Plan - While the foundational competencies of the doctoral program are Learning and 

Leadership, all seven competencies are important. One way that we work with participants to better 

understand and articulate the integrated nature of the competencies is to encourage them to separate the seven 

competencies and view them in isolation through the Competency Plan and then put them together in a final 

synthesis as their program unfolds. The Competency Plan is organized around the following questions:  

 What is my background/history relative to this competency area? Experience in the area, courses 

related to the area, and reflections on my current competence in this area? 

 What level of competence do I want to achieve in this competency area? Published, scholarly, and 

leading-edge competence? Professional-practice competence? 

 What is my plan to achieve the desired level of competence in this area? Academic plans, 

professional plans, collaborative plans, personal plans? 

 How do I intend to integrate each of the program’s required courses into my overall plan?  

Digital Portfolio - Demonstration of competence is documented via a Digital Portfolio that the participant 

designs, creates and constructs throughout the program. The purpose of the Digital Portfolio is to document 

and assist in assessment and evaluation of the participant's level of personal growth and subject matter 

competence as reflected in each of the seven competency areas represented in the program, including artifacts 

and materials that demonstrate how the participant has developed competence and ultimately mastery 

through application in professional practice. The Digital Portfolio is a tool which assists the participant in the 

collection and organization of artifacts and materials that reflect his/her progress and achievements during the 

doctoral program. The specific method of how the participant collects and organizes the Digital Portfolio is a 

matter of his or her choice; however, most choose to organize by competency area. Each section of the 

Digital Portfolio includes artifacts and materials that demonstrate how the participant has developed and is 

developing competency in the specified domain. The Competency Plan provides an outline of the materials to 

be collected and organized in the Digital Portfolio. The Digital Portfolio is a practical record that chronicles 

the participant’s growth in Learning and Leadership. The participant works closely with program faculty and 

advisor to determine artifacts that are relevant to the Digital Portfolio documentation. Items included in the 

Digital Portfolio should be carefully selected and should tie directly to the competency domains. 

The Critical Synthesis Paper (CSP) is the culminating manuscript demonstrating the participant’s 

knowledge and understanding and a complete synthesis of all seven competency areas. Its purpose is to 

exhibit knowledge of the academic discipline associated with the competencies and confirm effective 

analytical abilities and writing proficiency in a holistic fashion, not just a paper that bolts seven competencies 

together or is merely a report on each competency area. The CSP reflects the participant’s personal journey in 

the Learning and Leadership program. 

The Critical Synthesis Paper should be 4000 words (minimum) in length. The Critical Synthesis Paper 

(CSP) contains the following elements:  

a. A personal reflection on the subject of learning and leadership: What your definition of learning and 

leadership was in the beginning, what it is now, and how it has changed. 

b. Relative to “learning” and “leadership,” who you were as you began the program at Induction, how 

you have changed, and who you are now. 

The Critical Synthesis paper is where the participant weaves together his/her understanding and 

demonstration of competence across the seven program domains, with an emphasis on the foundational 

domains of Learning and Leadership. The participant’s ability to intertwine and make experiential 

connections among the seven domains is the ultimate step in the demonstration of competency.   

IADIS International Conference on Cognition and Exploratory Learning in Digital Age (CELDA 2013)

401



3. CONCLUSION 

Over the past 7 years since the program begin, we have learned a number of lessons relative to adopting 

Demonstrable Competence as the method for assessment of learning in the program. One technique that 

seems to be particularly successful, as well as appreciated by the participants in the program, has been 

building the process of demonstrating competence from the outset of the program into each core course. By 

using the “rough draft” of the Critical Reflection for the program domain in the initial core topic courses, 

participants begin to weave their experiential learning with the theoretical constructs of the coursework from 

the very beginning. This serves in two ways. First, they are able to begin building the framework for the 

Comprehensive Assessment early, and by the time they have completed the core coursework, the structure of 

the written parts of this culminating deliverable is largely in place. Secondly, they are learning the process of 

demonstrating competence in the program domains in the earliest stages of the program and this process 

builds skill, competence, and confidence, allowing and even encouraging continuous success.  

Program experiences reinforce that Demonstrable Competence is truly an expression of learning through 

thoughts, actions and behaviors that represent thorough understanding and application in a subject matter 

domain. We view evidence of learning (demonstration of competence) as being able to show a behavioral 

transformation as a result of the experience. We believe demonstrable competence is the critical element for 

competency-based versus traditional content-based learning in graduate programs. 

REFERENCES 

Barnett, B., & Lee, P., 1994. Assessment processes and outcomes: Building a folio. In L. Jackson & R. Caffarella (Eds.), 
Experiential learning: A new approach (Vol. 62, pp. 55-62). Jossey-Bass, San Francisco. 

Bol, L., et. al., 1998. Influence of experience, grade level, and subject area on teachers’ assessment practices. The Journal 
of Educational Research, 91(6), 323-330. 

Boud, D., et. al., 1985. Reflection: Turning experience into learning. Kogan Page, London. 

Boud, D., & Walker, D. (1991). Experience and learning: Reflection at work. Deaken University Press , Geelong, 
Australia. 

Case, R. (1992). On the need to assess authentically. Holistic Education Review, 5(4), 14-23. 

Freire, P. (1970). Pedagogy of the oppressed. Seabury Press, New York. 

Jarvis, P. (1987). Adult learning in the social context. Croom Helm, London. 

Knowles, M. (1980). The modern practice of adult education: From pedagogy to andragogy (2nd ed.). Cambridge 
Books, New York. 

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

MacIsaac, D., & Jackson, L. (1994). Assessment processes and outcomes: Portfolio construction. In L. Jackson & R. 

Caffarella (Eds.), Experiential learning: A new approach (Vol. 62, pp. 63-72). Jossey-Bass, San Francisco. 

Madaus, G., & Kellaghan, T. (1993). The British experience with authentic testing. Phi Delta Kappan, 74(6), 458-469. 

Maeroff, G. (1991). Assessing alternative assessment. Phi Delta Kappan, 73(4), 272-281. 

Merriam, S., & Brockett, R. (1997). The profession and practice of adult education: An introduction. Jossey-Bass, San 

Francisco. 

Meyer, C. (1992). What’s the difference between authentic assessment and performance assessment? Educational 

Leadership, 49(8), 39-40. 

Mills, E., & Reisetter, M. (1995). Portfolio assessment in graduate education classes. The Professional Educator, 17(2), 
15-24. 

Palomba, C. & Banta, T. (1999). Assessment essentials: Planning, implementing, and improving assessment in higher 
education. Jossey-Bass, San Francisco. 

Rausch, D. & Crawford, E. (2012). Cohorts, communities of inquiry, and course delivery methods: UTC best practices in 
learning – Hybrid Learning Community Model. The Journal of Continuing Higher Education, 60(3). 175-180.  

Wolf, K. (1991). The schoolteacher's portfolio: Issues in design, implementation, and evaluation. Phi Delta Kappan, 
73(2), 129-136. 

Worthen, B. (1993). Critical issues that will determine the future of alternative assessment. Phi Delta Kappan, 74(6), 
444-456. 

ISBN: 978-989-8533-18-0  © 2013 IADIS

402


	CELDA 2013 - COVER
	CELDA 2013
	COPYRIGHT
	TABLE OF CONTENTS
	FOREWORD
	PROGRAM COMMITTEE
	KEYNOTE LECTURE
	PANEL
	FULL PAPERS
	WORKING MEMORY INTERVENTION: A READINGCOMPREHENSION APPROACH
	SUGGESTIONS FOR THE DESIGN OF E-LEARNINGENVIRONMENTS TO ENHANCE LEARNERSELF-EFFICACY
	STUDENT AND TEACHER USE OF TECHNOLOGY AT THEUNIVERSITY LEVEL
	UNDERSTANDING AND APPLYING TECHNOLOGY INFACULTY DEVELOPMENT PROGRAMS
	MEASURING PROBLEM SOLVING SKILLS IN PORTAL 2
	STUDENTS’ FACEBOOK USAGE AND ACADEMICACHIEVEMENT: A CASE STUDY OF PRIVATEUNIVERSITY IN THAILAND
	STUDENTS’ USAGE OF FACEBOOK FOR ACADEMICPURPOSES: A CASE STUDY OF PUBLIC AND PRIVATEUNIVERSITIES IN THAILAND
	PERSISTENCE OF COGNITIVE CONSTRUCTS FOSTEREDBY HANDS-ON SCIENCE ACTIVITIES IN MIDDLESCHOOL STUDENTS
	SPANNING KNOWLEDGE BARRIERS IN E-LEARNINGCONTENT DESIGN
	ASK LDT 2.0: A WEB-BASED GRAPHICAL TOOL FORAUTHORING LEARNING DESIGNS
	MODEL OF EMOTIONAL EXPRESSIONS INMOVEMENTS
	THE ANCESTOR PROJECT: ABORIGINAL COMPUTEREDUCATION THROUGH STORYTELLING
	CONTEXT-BASED SEMANTIC ANNOTATIONS IN COPES:AN ONTOLOGICAL AND RULE-BASED APPROACH
	MOBILE AUGMENTED REALITY IN SUPPORTING PEERASSESSMENT: AN IMPLEMENTATION IN AFUNDAMENTAL DESIGN COURSE
	INTELLIGENT TUTORS IN IMMERSIVE VIRTUALENVIRONMENTS
	CAN FREE-RANGE STUDENTS SAVE SOME SCHOOLS?A CASE STUDY ON A HYBRID CLASSROOM
	ICT SUPPORT FOR COLLABORATIVE LEARNING -A TALE OF TWO CITIES
	ISSUES OF LEARNING GAMES:FROM VIRTUAL TO REAL
	DATA CHALLENGES OF LEVERAGING A SIMULATIONTO ASSESS LEARNING
	SELF-ASSESSMENT AND REFLECTION IN A1ST SEMESTER COURSE FOR SOFTWARE ENGINEERINGSTUDENTS
	JOURNEY OF EXPLORATIONON THE WAY TOWARDS AUTHENTIC LEARNINGENVIRONMENTS
	SUPPORTING THE STRENGTHS AND ACTIVITY OFCHILDREN WITH AUTISM IN ATECHNOLOGY-ENHANCED LEARNING ENVIRONMENT
	TRANSFORMING EDUCATION IN A PRIMARY SCHOOL:A CASE STUDY
	USING GENERIC AND CONTEXT-SPECIFICSCAFFOLDING TO SUPPORT AUTHENTIC SCIENCEINQUIRY
	USING A FACEBOOK GROUP AS A FORUM TODISTRIBUTE, ANSWER AND DISCUSS CONTENT:INFLUENCE ON ACHIEVEMENT
	SOME PSYCHOMETRIC AND DESIGN IMPLICATIONS OFGAME-BASED LEARNING ANALYTICS
	PIAGET, INHELDER AND MINECRAFT
	MATH ON A SPHERE: MAKING USE OF PUBLICDISPLAYS IN EDUCATION
	RESEARCH ON THE E-TEXTBOOK AND E-SCHOOLBAGIN CHINA: CONSTRUCTING AN ECOSYSTEM OFE-TEXTBOOK AND E-SCHOOLBAG
	A STUDY ON IMPROVING INFORMATION PROCESSINGABILITIES BASED ON PBL
	TABLETS IN THE CLASSROOM: IMPROVISATIONALRHYTHMS AND CHANGE THROUGH BRICOLAGE
	USING REU PROJECTS AND CROWDSOURCING TOFACILITATE LEARNING ON DEMAND
	IPADS IN INCLUSIVE CLASSROOMS: ECOLOGIES OFLEARNING
	DESIGNING LEARNING OBJECT REPOSITORIES ASSYSTEMS FOR MANAGING EDUCATIONALCOMMUNITIES KNOWLEDGE
	THE CONFIGURATION PROCESS OF A COMMUNITY OFPRACTICE IN THE COLLECTIVE TEXT EDITOR
	CROSS-CONTINENTAL RESEARCH COLLABORATIONSABOUT ONLINE TEACHING
	LEVERAGE LEARNINGIN THE UNIVERSITY CLASSROOM
	USING LOOP LEARNING AND CRITICAL DIALOGUE INDEVELOPING INNOVATIVE LITERATURE REVIEWS
	DEVELOPING A CONNECTIVIST MOOC AT A COLLEGEOF EDUCATION: NARRATIVE OF DISRUPTIVEINNOVATION?

	SHORT PAPERS
	THE COGNITVE COST OF CHATTING WHILEATTENDING A LECTURE: A TEMPORAL ANALYSIS
	“VISUAL SELVES”: CONSTRUCTION SCIENCESTUDENTS’ PERCEPTIONS ABOUT THEIR ABILITIES TOREPRESENT SPATIAL RELATED PROBLEMSINTERNALLY AND EXTERNALLY
	EDUCATIONAL AFFORDANCES THAT SUPPORTDEVELOPMENT OF INNOVATIVE THINKING SKILLS INLARGE CLASSES
	TECHNOLOGY AND CURRICULUM STANDARDS: HOWWELL DO INTERNET-BASED LEARNING GAMESSUPPORT COMMON CORE STANDARDS FORMATHEMATICS?
	ENGLISH PROFICIENCY AND PARTICIPATION INONLINE DISCUSSION FOR LEARNING
	PROBLEM-BASED EDUCATIONAL GAME BECOMESSTUDENT-CENTERED LEARNING ENVIRONMENT
	TECHNOLOGY AND COGNITION MERGE WITHCHALLENGE-BASED LEARNING CYCLES ONLINE
	STUDENT-DRIVEN CLASSROOM TECHNOLOGIES:TRANSMEDIA NAVIGATION AND TRANFORMATIVECOMMUNICATIONS
	THE INVESTIGATION OF PRE-SERVICE TEACHERS’CONCERNS ABOUT INTEGRATING WEB 2.0TECHNOLOGIES INTO INSTRUCTION
	AN EXAMINATION OF TEACHERS’ INTEGRATION OFWEB 2.0 TECHNOLOGIES IN SECONDARYCLASSROOMS: A PHENOMENOLOGICAL STUDY
	PERCEIVED AFFORDANCES OF A TECHNOLOGYENHANCEDACTIVE LEARNING CLASSROOM INPROMOTING COLLABORATIVE PROBLEM SOLVING
	AUTHENTIC LEARNING THROUGH GBL: USINGINQUIRY AND PBL STRATEGIES TO ACCOMPLISHSPECIFIC LEARNING OUTCOMES THROUGH SMARTGAMES IN FORMAL AND INFORMAL SETTINGS
	DEALING WITH UNSEEN OBSTACLES TO EDUCATIONIN THE DIGITAL AGE
	IMPLEMENTING COLLABORATIVE DESIGN IN THENEXT SERIES OF ELEARNING PLATFORMS
	FACING THE CHALLENGE – DEVELOPING ANINSTRUCTIONAL PLAN FOR PORTUGUESE AS FOREIGNLANGUAGE IN BRAZIL BASED ON MULTILITERACY
	LIFE-LONG LEARNING AND SOCIAL RESPONSIBILITYOBLIGATIONS
	THE CONTRIBUTIONS OF DIGITAL CONCEPT MAPS TOASSESSMENT FOR LEARNING PRACTICES
	DON’T WASTE STUDENT WORK: USING CLASSROOMASSIGNMENTS TO CONTRIBUTE TO ONLINERESOURCES
	LEVERAGING SOCIOCULTURAL THEORY TO CREATEA MENTORSHIP PROGRAM FOR DOCTORAL STUDENTS
	DEMONSTRABLE COMPETENCE: AN ASSESSMENTMETHOD FOR COMPETENCY DOMAINS IN LEARNINGAND LEADERSHIP DOCTORAL PROGRAM
	CONFIDENCE-BASED ASSESSMENTS WITHINAN ADULT LEARNING ENVIRONMENT
	EFFECT OF DIGITALLY-INSPIRED INSTRUCTION ONSEVENTH GRADE SCIENCE ACHIEVEMENT
	INTERACTIVE TECHNOLOGIES FOR TEACHERTRAINING: COMPARING PERFORMANCE ANDASSESSMENT IN SECOND LIFE AND SIMSCHOOL

	REFLECTION PAPERS
	SOME CONSIDERATIONS ON DIGITAL READING
	AN ALTERNATIVE APPROACH TO TEST ANALYSISAND INTERPRETATION
	VOLITION SUPPORT DESIGN MODEL
	TEKKING: TRANSVERSING VIRTUAL ANDINTERNATIONAL BOUNDARIES TO EXPLORE ANDDEVELOP EFFECTIVE ADULT LEARNER EXPERIENCES
	STRENGTHENING PARENT-CHILD RELATIONSHIPSTHROUGH CO-PLAYING VIDEO GAMES
	REFLECTION PAPER ON A UBIQUTOUS ENGLISHVOCABULARY LEARNING SYSTEM: EVIDENCE OFACTIVE/PASSIVE ATTITUDEVS. USEFULNESS/EASE-OF-USE

	AUTHOR INDEX



