
ABSTRACT 

The Experience of High School Seniors in a Blended Learning Class and Its Potential 

Support to Post-Secondary Pursuits: A Case Study 

Barbara Boykin Epperson, Ed.D. 

Mentor: Brooke Blevins, Ph.D. 

Blended learning has been a contemporary buzzword with numerous educational 

institutions implementing blended learning courses. It combines face-to-face learning with 

online or distance learning. K-12 education has different restraints for blended learning 

courses, such as standards, seat time, and policy compared to higher education. The greatest 

limitation for higher education remains the legitimacy of online learning in the eyes of many 

professors and researchers. Simultaneously, K-12 distance learning and forms of online 

education grew due to evolving technologies and policies, but this growth occurred with 

limited interaction between K-12 and higher education. Since research on online and blended 

learning remained modest resulting from skepticism, researchers called again for an increase 

of studies about blended and online learning. Changing educational policy, technology, and 

shifting perceptions of blended learning led to a moderate uptick of research on blended 

learning and online learning of both K-12 and higher education. Major universities 

increasingly implement online classes, which in turn can lead to more research of both higher 

education and K-12 education.  



Meanwhile, blended learning received growing support from K-12 educators partly 

due to the recent emphasis on 21st century skills. The combination of growing support for 

21st century skills and blended and online classes in conjunction with limited research, 

especially from the student perspective, is the backdrop of the current study.  

This multiple case study lends insight into blended learning from students’ 

perspectives of the class during their senior year of high school. I inquired how or if the 

course provided support for the participants’ post-secondary pursuits, including full time 

employment, military, community college, and university studies. The conceptual framework 

provided a lens to explore students’ perceptions of blended learning; it combined the theory 

of transactional distance (Moore, 1997) and the Four Cs (NEA, 2014). The theory of 

transactional distance shapes student outcomes and describes teacher actions with three parts 

of structure, dialogue, and learner autonomy (Moore, 1997). The Four Cs are 21st century 

skills of creativity, communication, collaboration, and critical thinking (NEA, 2014). By 

analyzing students’ viewpoints of the course, I considered if the methods of blended learning 

provided support or hinderance of post-secondary pursuits. 
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CHAPTER ONE 

 
Introduction 

 

 
High schools are tasked with the challenge of equipping graduates with the 

capability to enter post-secondary schooling, the military, or the workforce, which seem 

to be ever changing in the world of technology. Educators desire students to foster 

independence and 21st century skills prior to graduation (Kist, 2015). Nearly all college 

students, whether attending community college, technical school, or university, use an 

online platform or learning management system (LMS). High school graduates who opt 

to join the military or seek employment also face increasing technological demands. The 

armed forces’ reliance on technology has intensified. Employees today in both service 

and manufacturing jobs often use technology such as operating a computerized cash 

register, taking vitals for a medical exam, or working on a factory line. 

The expectations and requirements of high school graduates have morphed to 

match the world today, so high school graduates must be prepared for expectations such 

as technological proficiency and communication. Furthermore, for college bound 

students, online classes are expanding in popularity. According to Bischel (2013), “80% 

of post-secondary institutions were offering online courses, and more than 50% of 

colleges were offering full online programs” (p. 3). Additionally, technology is 

flourishing outside of the arena of work and school. The Pew Research Center (2018) 

reported 94% of young Americans own a smartphone (an internet connected phone), 75% 

of all adults own a computer, and 50% of all adults own a tablet.  
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Many K-12 and post-secondary educators alike have been enthusiastic about the 

instructional possibilities of these types of personal devices. Since smartphones and other 

personal devices have helped create an expectation for instantaneous information and 

availability, the demand for learning offered with the same online methods has also 

increased (Bischel, 2013). High school graduates deserve to be prepared for post-

secondary options in the 21st century, whether workforce, military, or further schooling, 

and one way to prepare graduates is through blended learning in high school. 

Defining “blended learning” is complicated by the different ways the term has 

been used. In fact, “the definition of BL (blended learning) . . . still remains a point of 

ambiguity” (Morgan, 2002, p. 736). For this research, blended learning is defined as a 

hybrid experience of face-to-face traditional classroom time balanced with online 

learning. Kazu and Demirkol (2014) stated, “Blended learning can be a good solution by 

offering different learning environments to the students who have individual differences 

as well as approaches to learning” (p. 79). Blended learning is frequently described as the 

greatest part of traditional learning combined with the best part of online learning (Kazu 

& Demirkol, 2014). This optimistic description of blended learning is a way to focus on 

the time being better optimized in a blended learning class during the face-to-face time 

and online portion. While extensive research concerning blended learning has been 

limited, recently the research in this field is broadening. Nonetheless, much of this new 

research compares the delivery methods of blended learning to traditional learning, with 

classes learning the same information, but through either blended learning or traditional 

learning format. Researchers compared how much the students learned based on 

summative assessments, not student perceptions (Avci &Adiguzel, 2017; Butz, 
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Stupnisky, Peterson, & Majerus, 2014; Kazu, & Demirkol, 2014; Saritepeci & Çakir, 

2015). The quantity of blended learning courses coincides with the technology 

advancements particularly smartphones and WiFi that allow for an easier adoption of the 

online portion of blended learning (Barbour, 2018).  

 

Statement of the Problem 

A major factor driving the steady uptick in blended learning offering are federal 

education policies (Every Student Succeeds Act [ESSA], 2015; Heafner & Handler, 

2018; No Child Left Behind Act of 2001 [NCLB], 2002). These federal policies not only 

encourage school choice but also emphasize 21st century learning skills (ESSA, 2015). 

For this study, 21st century learning is defined as critical thinking and problem-solving 

skills necessary to solve current problems but also to meet the challenges of the 

constantly changing global society (National Education Association [NEA], 2014). The 

growing demand for 21st century learning and student-centered classrooms in K-12 

education coincide with the rise of technology, making way for blended learning courses 

in K-12 schools.  

However, a void exists in the literature about blended learning high school 

students’ perspectives, and this void becomes problematic, since many high schools are 

rapidly incorporating variations of online and blended learning. Educators and students 

alike are told that 21st century skills, such as those from a blended learning class, will 

prepare students for post-secondary work or schooling, but little research affirms this 

notion. A gap remains in the literature that takes into account students’ perspective to 

determine if blended learning prepares students for post-secondary choices of 

employment and/or further education.   
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Purpose of the Study 

The purpose of the multiple case study was to understand the experience of four 

students in a blended learning class, and study how or if the course supported the 

participants’ post-secondary endeavors. I aimed to explore how students who participated 

in a blended learning course made sense of that experience in relation to their post-

secondary lives. 

Exploring students’ experiences and perspectives of a secondary blended learning 

course through the two lenses of the instructor actions and 21st century skills will provide 

insight into both the course and the nature of influence the course had on college, career, 

and military preparedness. A qualitative case study method allows for understanding to 

emerge in the field to promote further qualitative and quantitative inquiry. Additionally, 

the following sections will explore information on blended learning as well as the current 

gaps in the literature. This chapter will conclude with an overview of this study with key 

terms defined. 

 

Current Efforts to Address Blended Learning 

Most of the research of blended learning has been conducted in college classes, 

both at the community college and university levels. In fact, community colleges were 

the initial leaders in blended and online learning, as these schools were attempting to 

cater to non-traditional students by using a non-traditional platform (Bischel, 2013). 

Many K-12 schools using blended learning models are usually focused on the flipped 

classroom model—a type of blended learning which includes daily class meetings but 

different instructional methods due to scheduling or prior homework (Kist, 2015). A 

flipped model of instruction is often described as homework in class and the lecture out 
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of class. Gough, DeJong, Grundmeyer, and Baron (2017) further described the flipped 

model by stating, “The essence of the flipped classroom is moving the direct instruction 

and lectures outside of the classroom and then providing active learning opportunities for 

students in the classroom” (p. 391). Often, most teacher-centered instructional methods 

are recorded by the teachers and viewed by the students prior to the class meeting for 

homework, so student-centered activities dominate instructional time in class. Most of the 

research on the flipped classroom is conducted at the university level. The flipped 

classroom model often opens a door into blended learning because it creates a rhythm of 

homework prior to class and activity experience while the class meets. 

The main difference between flipped classrooms and hybrid blended learning, 

which will be referred to as simply blended learning, is class meeting times. In a flipped 

classroom model, the class meets as often as a traditional class, which is typically daily; 

yet, the context of the class differs from a traditional classroom (Kist, 2015). For 

example, the class structure might be fully student-centered and technology-based on 

certain days of the week, and traditional on other days. The other most common variation 

of flipped classroom involves students watching lectures or taking notes as homework, 

while the practice portion or traditional homework is done in class under teacher 

supervision. Regardless of the variation of a flipped class, this model is meeting the same 

amount of time as a traditional class, whereas in a hybrid blended-learning model, the 

class meets less frequently (Kist, 2015).  

 

Methodology 

Academia has not agreed on one specific definition of a qualitative study. 

According to Creswell and Poth (2018), “Qualitative inquiry represents a legitimate mode 
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of social and human science exploration without apology or comparisons to quantitative 

research” (p. 6). Creswell and Poth further stated, “Qualitative research begins with 

assumptions and the use of interpretive and theoretical frameworks that inform the study 

of research problems addressing the meaning individuals or groups ascribe to a social or 

human problem” (p. 8). Since I desire to address blended learning from the student 

perspective, qualitative research is an appropriate research method.  

The qualitative method is vital to understanding student voice and discovering 

patterns and themes that emerge from the data, so a narrative form is the most suitable to 

describe the students’ viewpoint. According to Connelly and Clandinin (1990), “life’s 

narratives are the context for making meaning of school situations” (p. 3). A narrative 

approach offers clarity from the students’ perspective, as the narratives allowed the 

participants to share their own feelings on taking blended learning courses during their 

senior year of high school.  

One such narrative form is case study, an empirical method to investigate a 

contemporary phenomenon in-depth and within real-world context, especially when the 

boundaries between phenomenon and context may not be clearly evident (Yin, 2018). 

The case is also bounded by the time and place, and it is the case being studied (Creswell 

& Poth, 2018; Yin, 2018). Multiple cases can be bounded over time through detailed, in-

depth data collection involving multiple sources of information with robust amount of 

context (Yin, 2018). According to Yin (2018), multiple case studies are preferred since 

these studies both allow for replication as well as more powerful analytic conclusion. A 

narrative inquiry is critical for understanding experience and perspectives (Connelly & 

Clandinin, 1990) of the blended learning students. Creswell and Poth (2018) explained 
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that narrative studies explore the life of an individual and also suggest a narrative study 

for a small sample size for participants want to share information with the researcher. 

 

Participants 

To achieve maximum variation for participants in this multiple case study, the 

participants were former students from government and economics blended learning 

course in the 2017-2018 school year, as they are currently pursuing varying post-

secondary choices. The participant sampling was purposeful (Creswell & Poth, 2018), 

and sampling was based on the criteria of being a former student in the government and 

economics course currently pursuing post-secondary education (4-year university or 

community or technical college), joined the military, or entered the workforce. The 

participant variation included four former students—one attending a university, one 

working full-time, one attending a community college, and one serving in the U.S. 

military. All of the former blended learning students experienced the same blended 

learning courses, government and economics, during their senior year of high school in 

2017-2018. Since 35 students participated in blended learning, I am confident I had 

participants needed for the study. A more detailed account of both the methods and 

sampling are found in Chapter Three. 

 

Conceptual Framework 

Two models connect to create the conceptual framework of this study, the theory 

of transactional distance (Moore, 1997) and the Four Cs (NEA, 2014). Both helped me to 

understand these students’ experiences in blended learning better. According to 

Vanderstraeten (2002), “For Dewey, ‘experience’ refers to the transaction of human 
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beings with their environment” (p. 238). In Moore’s (1973) case, the environment refers 

to the distance learning environment, and student learning stems from interaction with the 

environment. The purpose of the theory is to minimize the potential confusion of the 

learner by reducing psychological and communication distance between the instructor 

and student, transactional distance (Moore, 1980, 1997). Once the transactional distance 

decreases, the learner experiences improved outcomes. As previously mentioned, 

transactional distance varies from person to person, so potential miscommunication can 

be overcome individually based on the three parts of dialogue, structure, and learner 

autonomy (Moore, 1980, 1997). In an interview with Shaughnessy and Fulgham (2008), 

Moore explained that most distance educators are operating without theory, but still 

“manipulate the variables [parts] of structure, dialogue, and learner autonomy, and the 

dimensions of transactional distance, so doing it with understanding is likely to be more 

successful than doing so by mere intuition” (p. 50). This theory describes teacher actions 

since it includes the structure of the course, positive teacher interactions with students, 

and learner autonomy, which are all ultimately decided by the teacher; therefore, the 

theory of transactional distance impacts learner outcomes. 

The second model creating the conceptual framework represents the 21st century 

skills expected from K-12 students for success in their future, the Four Cs (NEA, 2014). 

The four skills of creativity, communication, critical thinking, and collaboration prepare 

learners for a rapidly changing economic and social world, as well as provide educators a 

guide to educate current students for tomorrow’s post-secondary world. Thus, the Four 

Cs appropriately describe the potential outcomes and post-secondary application for 

blended learning students. 
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These two frameworks provide a lens to view students’ experiences in blended 

learning. This conceptual framework suits the study because the transactional distance 

varies from person to person, therefore, the experience of the individual student will 

differ, and this variation will help discover themes and institutional implications of 

blended learning in high school. This multiple case study enhances the knowledge base 

of blended learning for secondary students for others seeking narrative perspective about 

the platform of blended learning and reasons for the adoption of blended learning 

courses.  

 

Research Questions 

The research questions of this study focused on the experiences of senior level 

blended learning students from a government and economics course in the 2017-2018 

school year. The overarching research question that guided the study was, What are 

students’ experiences with the blended learning course? To further address the research 

question, the following sub question was created: How does the theory of transactional 

distance (Moore, 1997) and the Four Cs (NEA, 2014) help interpret students’ 

experiences? 

 

Significance of the Study 

In view of the limited research and theory for distance, online, and blended 

learning, I wanted to fill a void concerning student experience of these types of classes. 

Moreover, the limited theory available about distance education and online learning is not 

used often by researchers. Most online, distance, and blended teachers remain unaware of 

most existing theory and rather practice without theory (Moore, 1997; Shaughnessy & 
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Fulgham, 2008). I acknowledge that students, educators, and the public are told that 21st 

century learning prepares students for future schooling and work, and I wanted to explore 

the student perspective of this preparation. The research about students’ perceptions in an 

online or blended class is narrow (Simonson, Schlosser, & Orellana, 2011), especially in 

K-12 education (Lokey-Vega, Jorrin-Abbellán, & Pourreau, 2018), therefore, researching 

a secondary blended learning course will add to the field. 

With the study results, I added to the literature by examining the students’ 

perspectives of the blended learning class. Many education researchers conduct 

comparative studies of traditional and blended or online classes and seek to quantify the 

learner outcome (Simonson et al., 2011). Yet, in this study I pursued the learner outcome 

based on the learners’ own thoughts, not a researcher imposing what success or valid 

outcomes should be for the learner. I attempted to understand if there was any correlation 

between the secondary blended learning courses and post-secondary employment or 

schooling. In other words, did students find that this course helped prepare them for life 

after high school? Impacts on the field might also include recommendations for teacher 

preparation as well as professional development. Other impacts include the support of 

adopting more blended learning and online learning courses. 

 

Limitations of the Study 

 There are several limitations for this study. First, qualitative case studies use a 

smaller size participant group. In these studies, researchers seek answers to complex, real 

world problems or phenomena. Therefore, by not including all former blended learning 

students from this course, I am limiting the study. Another limitation was the relationship 

as researcher and former teacher. While a relationship and trust were already built, this 
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relationship could result in participants wanting to say what they perceive me wanting to 

hear. Connelly and Clandinin (1990) warn researchers against the Hollywood plot, 

meaning the ending is perfect, and encourage researchers to acknowledge this notion. 

Regarding the openness of all answers, both positive and negative and emphasizing the 

exploratory nature of the study should help with the authenticity of the participants’ 

responses. Participants also reviewed their own case to check for clarity and validity of 

the information. Lastly, a limitation exists with the timing of the interviews. All of the 

interviews took place one and half years after high school graduation, therefore, the study 

is not longitudinal beyond that time frame. The study captured application to participants’ 

post-graduation experiences very early in their post-grad life, so only assessing early-

stage application to post-secondary pursuits, not application across the full course of 

those post-secondary pursuits.  

 

Researcher’s Perspective 

As a qualitative researcher and the former teacher of this blended learning 

course, my own personal bias and subjectivity permeated this study. However, as often 

as possible I reveal my own bias and perspective, which becomes especially crucial 

when analyzing data; self-awareness is instrumental in case study, as well as any study. 

As Creswell and Poth (2018) stated, “The difficulty lies first in becoming aware of the 

assumptions and beliefs and second in deciding whether we will actively incorporate 

them into our qualitative study” (p. 15). My position as the researcher cannot be 

detached from my position as the former blended learning teacher. Therefore, my 

background will influence the way I view and analyze the data. 
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I served as the instructor of the pilot blended learning government and 

economics classes, and I taught many of the students in other courses prior to their 

senior year of high school. Furthermore, my past experiences will shape the way I 

approach the study because not only was I the classroom teacher, but I was also the 

lead developer of the curriculum, alongside one other person, the instructional 

technology specialist. Yet, this close role of teacher, developer, and researcher created 

an intrinsic motivation for the case study (Yin, 2018). I often stressed to students how 

the blended learning format would prepare them for the responsibility of post-

secondary life, so I further sought to confirm or deny that proposition with this study.  

 

Conclusion 

 With this multiple case study, I sought to understand how blended learning might 

influence students in college and career. The focus of the study was on four former 

blended learning government and economics students that were enrolled in the high 

school course during their senior year, at a large 6A high school in Central Texas. I 

strived to understand the student perspective of blended learning of both the course and 

its potential influence in their current job or post-secondary schooling. Further, I wanted 

to address the gap in the literature by exploring the chronological history of blended 

learning as well as explore blended learning through the two lenses of the theory of 

transactional distance (Moore, 1997) and the Four Cs (NEA, 2014). 
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Definitions of Terms 

In blended learning and education in general, many terms often have multiple 

meanings. For the purposes of this study and to provide clarification, terms and 

definitions are provided. 

Blended Learning–For the purposes of this study, blended learning is the 

combination of face-to-face traditional classroom time balanced with online learning 

(Barbour, 2018; Kist, 2015). 

Distance Education–According to Layton (2017), distance education or 

distance learning takes place remotely, where the student is geographically separated 

from the instructor usually using technologies such as the Internet. 

Face-to-Face Instruction–Instruction between student and teacher that takes 

place in a classroom setting (Barbour, 2018; Kist, 2015). 

Flipped Classroom–Lecture and note taking are completed for homework, 

and activities and discussion take place in class (Kist, 2015). 

Four Cs–The Four Cs are critical thinking, collaboration, communication, and 

creativity (NES, 2014). 

Online Learning (or e-learning)–classes are completely on an online platform, 

so information, assignments, discussion, and assessments are done remotely using the 

internet connection and LMS through the school (Kazu & Demirkol, 2014). 

Student Engagement–A more common term in K-12 education recently, 

student engagement refers to a generally positive student attitude, actively 

participating in work, solving problems, communicating with others, determined to 

learn; relationships are a factor in engagement (Saritepeci & Çakir, 2015). 
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Teacher Autonomy–With teacher autonomy, the teacher has control to decide 

for himself or herself and students’ curriculum and instruction, including the dialogue 

and structure (Greater Schools Partnership, 2014). 

Teacher-Centered Instruction–The traditional view of teaching that 

includes the teacher lecturing during class, providing information, and in control 

of the learning process (Varatta, 2017). 

Traditional Class–For purposes of this study, traditional class is face-to-face 

instruction with learners and instructor in the same room and meets regularly, as 

prescribed by the institution; example, high school class that meets Monday through 

Friday or college class that meets Monday, Wednesday, Friday. 

Transactional Distance–This distance is the geographical or perceptual 

distance between the learner and instructor, often associated with distance education 

(Moore, 1980, 1997). 

21st Century Skills–For purposes of this study, 21st century skills are learning, 

technology, career, and innovation skills (NEA, 2014). 

Student-Centered Activities (or learner-centered)–Students are completing 

activities, writing, discussing, and other things with each other, while the teacher 

becomes a facilitator of learning, provides feedback, and is equal in the learning 

process (Loveless, 2020).  
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CHAPTER TWO 

Literature Review 

 

 Blended learning and online learning are changing the landscape of education, 

both in higher education and K-12 education. Both policy makers and school leaders 

focus on blended learning as one mode of obtaining 21st century skills. Blended 

learning derives from a combination of traditional face-to-face learning and online 

learning or distance education (Barbour, 2018; Kist, 2015). Blended learning leverages 

the most powerful tools of both face-to-face instruction and online instruction, to create 

a unique learning environment that has the most desirable attributes of both platforms 

(Kist, 2015).  

 The meaning of distance learning, online learning, and blended learning often 

intertwine and are muddled, as they are so tightly related, yet lacking official 

definitions. To understand the meanings of the terms, it is critical to understand the 

history behind blended learning. Blended learning evolved from the early 1900s to the 

present and having a more complete understanding of the historical aspects, including 

distance learning and emerging technologies, will help gather insight and gain clarity 

regarding contemporary issues around blended and online learning. In this chapter, I 

provided highlights of the history, impact, and neglect of theory with respect to the 

phenomenon of blended learning. Next, I provided a detailed, chronological overview 

of the factors contributing to blended learning. The chapter concludes by highlighting 
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the limited studies concerning the student perspective of blended learning and how by 

conducting the present study, I attempted to address the gaps in the literature.  

 

Early History 

 It is impossible to understand blended learning without first examining distance 

education. Early examples of distance learning at the university level include Illinois 

Wesleyan University, which created a degree program beginning in 1873. Chautauqua 

College of Liberal Arts in New York offered newly created correspondence classes in 

1881 (Dousay & Janak, 2018).  

 Distance learning emerged in K-12 education in the 1920s and 1930s in rural high 

schools in Nebraska and North Dakota, known frequently as correspondence classes, 

since students corresponded via mail with their instructor (Barbour, 2018; Schwirzke, 

Vashaw, & Watson, 2018). For the first time, rural learners had access to classes 

previously unavailable and had more flexibility for timing in completing the course.  

 Radio became an initial technology medium utilized by correspondence classes. 

Dousay and Janak (2018) stated, “With the advent of broadcast radio on the horizon, the 

field of distance learning evolved, highlighting the role of modern technology for the first 

time” (p. 562). Radio brought education directly into homes, without waiting for the post 

office, which was often a lengthy wait for the rural students using the post office for 

correspondence classes. Throughout the early 1910s through the 1930s, radio broadcast 

in both K-12 education and higher education took off in popularity, and educational 

researchers at the time predicted that radio would quickly gain favor and even replace 

textbooks. However, other educational researchers dismissed radio-based distance 

learning as less effective and prestigious compared to traditional schooling (Dousay & 
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Janak, 2018; Moore, 2003). Seels, Fullerton, Berry, and Horn (2004) stated in the 1930s 

“the government declared air channels to be public property and created the Federal 

Communications Commission (FCC) to regulate systems such as radio” (p. 252). By the 

late 1930s, commercial interests and new federal radio requirements brought an end to 

radio learning.  

 

Television 

 Television, much like radio, impacted teaching and learning, in both formal and 

informal settings, as well as commercial and noncommercial. Educational television 

broadcasting began in 1933 at the State University of Iowa, but quickly expanded to 

teaching the general population on television and was not limited to students of the 

university only (Seels et al., 2004). By the end of World War II, television learning grew 

in popularity based on the allotment for educational programming as well as the public 

broadcasting networks; compared to radio, television learning was more positively 

received by the public and researchers (Moore, 2003). Following a similar pattern to 

radio, “in 1952 the Federal Communications Commission reserved 242 television 

channels for noncommercial, educational broadcasting“ (Seels et al., 2004, p. 253). By 

the 1950s and 1960s, educational television grew with more sophisticated technology, 

including videotape, videotape recorders, and cable television. For that reason, research 

expanded with investigators studying the growing body of access to education.  

 During the 1960s, McLuhan (1964) famously coined the term, “the medium is 

the message” (p. 1). Although television remained during the 1960s through the 1980s as 

the popular medium, McLulan considered many technologies of different time periods 

mediums, such as electric light bulbs or printed word. McLuhan believed the research 
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should focus on the technology or medium, not the content, and during the height of 

television, research was conducted about this medium. “Research on learning from 

television encompasses more than formal instruction. This body of research addresses 

learning in-home as well as school environments” (Seels et al., 2004, p. 250). Early 

correspondence classes, developed as predecessors to online and blended learning, 

foreshadowed potential issues with distance learning. Distance education matured 

alongside these growing technologies (Gunawardena & McIsaac, 2004), and more 

technologies led to greater access for students to distance learning.  

 

The Eighties 

 During the 1980s, federal policies began reshaping public schools, theories 

emerged in distance learning, and new technologies were developed, all paved the way 

for online and blended learning. Public school leaders educated students, while 

concurrently being faulted for the inequalities of students, as being charged to eradicate 

inequalities became embedded in federal education policy in the 1980s. Critical theorists 

began to examine equity and access closely (Apple & Beane, 1995), something that 

distance learning could for the first time be imagined to address for the first time. New 

platforms of technology excited many educators, while the debate over technology grew.  

 When one looks at the 1980s through the lens of blended learning, three issues 

come to the fore: the federal education policy names A Nation at Risk (National 

Commission on Excellence in Education, 1983), a major debate about education and 

technology use, and the emergence of theories in the field of distance learning. The 

discussion following will focus on those three issues.  
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A Nation at Risk 

 U.S. Secretary of Education released A Nation at Risk in 1983 (National 

Commission on Excellence in Education, 1983), and this federal education policy is 

significant to blended learning since it was the first policy that explicitly called for 

technology in the classroom to prepare for future jobs. Technology had to be advanced 

and available to pave the way for blended learning. The title, A Nation at Risk, sent 

shockwaves of urgency through most of America (Ozman, 2012). American students 

performed lower than international students on standardized tests, and in conjunction 

with a sluggish economy, panic ensued with the perception that Americans would not 

contend in a global economy (Rice & Skelcher, 2018). Beane and Apple (2007) 

observed, “Public schools are called on to educate all of our children, yet are 

simultaneously blamed for the social and economic disparities that severely detract 

from their chances of successfully doing so” (p. 3). This contradictory concept of 

public schools limited the power and impact often by resulting policy alone. While a 

Nation at Risk (National Commission on Excellence in Education, 1983) called for a 

back to basics movement and encouraged school leaders to concentrate instruction on 

reading, writing, and mathematics, the report simultaneously demanded an increase in 

technology in the classroom to prepare students for future employment (Rice & 

Skelcher, 2018). The federal policy resulting from A Nation at Risk, impacted blended 

learning (distance education) positively by allowing for technology in the classroom, 

but conversely encouraged mandatory high stakes testing (National Commission on 

Excellence in Education, 1983). Despite the negative testing consequences from 

testing, A Nation at Risk expanded the possibility of distance and blended learning 
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since by making the first notable call for technology and computers in schools to 

prepare students for post-secondary success at the federal level.  

 Policymakers’ beliefs in conjunction with current events, such as technological 

innovations, influenced educational policy. Rice and Skelcher (2018) stated policy “refers 

to the decisions, rules, and regulations enacted through legislation, which can occur at the 

federal, state, and local level . . . more often than not polarized by competing ideologies” 

(p. 41). Due to regular reshaping of policy, the impact was often hard to quantify 

regarding blended learning, but the influence of policy was notable. Since the 1980s, 

federal education policy refers specifically to technology (Rice & Skelcher, 2018). 

 

Framing the Debate: Neil Postman and Seymour Papert 

 A more noticeable divide that occurred in the late 1970s and into the 1980s 

between educational experts concerning technology’s role in education and the influence 

of technology on student learning. Postman (1985, 1996) and Papert (1980, 1988, 1993) 

represented the argument of the role of technology in education. 

 Postman (1985, 1996) was a social critic, writer, and professor in the field of 

education and primarily taught at New York University. He was most known for his book 

Amusing Ourselves to Death: Public Discourse in the Age of Show Business (Postman, 

1985), in which he discussed the negative impact of television on society, particularly 

communication and thinking. Postman believes society’s ability to think would regress 

due to television. Postman’s (1996) skepticism regarding technology and economics in 

education inspired him to author several more books which critically examined 

technology and its influence on schools and the American culture such as The End of 

Education: Redefining the Value of School. Postman’s concerns focused on the death of 
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the American culture resulting from technology and he feared the meaning of education 

could be altered due to technology. While Postman (1996) was not universally against 

technology, he wanted educators and the public to always use a critical lens examining 

technology in education. Winner (1980) provided another critical voice regarding 

technology and media at the time. Winner (1980) wrote that artifacts have politics. 

Winner (1980) suggested in order to understand a technology, one must not only 

understand the actual artifact, but also understand the history of innovation resulting from 

the social and political aspects of the technological innovation (Winner, 1980). 

 Papert (1980, 1988, 1993), the founder of the Media Lab at MIT, countered the 

anti-technology stance since the 1960s. He was an educational theorist and a computer 

scientist. Papert was one of the first educational researchers to embrace computers and 

believed that computers should be used for student-centered instruction, not under teacher 

control (Papert, 1988). In his seminal book, Mindstorms: Children, Computers, and 

Powerful Ideas, Papert (1980) wrote about the potential for students to master computers. 

He felt by learning how to use computers as well as how computers functioned, this 

would in turn improve communication and interaction among students and teachers. 

Papert (1980, 1988, 1993) viewed computers as change agents for students and teachers; 

he believed children and school personnel could use computers to enhance their own 

learning and understanding. Papert (1988, 1993) viewed computers as having the 

capacity to increase the imagination and learning in children. 

 Concurrently, teachers embraced new educational technology opportunities. This 

time period felt like the wild west of educational technology, as the 1980s introduced in 

the first personal computers, and these computers quickly made their way to schools 



22 

along with televisions (Kafai, 1995; Papert, 1993). New computer programs were 

developed, and many teachers were given free rein to use them if so desired. Certain 

places, such as San Diego State, emphasized student created technology, as opposed to 

the common teacher created and run technology of the time (Papert, 1993). 

Groundbreaking educational practices only further enhanced the educational technology 

debate in academia. 

 On the issue of technology in education, Postman (1995) and Papert (1995) were 

diametrically opposed during much of their careers. When viewing the path that 

educators, especially in light of the growing field of distance and blended learning as well 

as 21st century skills and a global world, one looks back to the seminal works by 

Postman (1995) and Papert (1993). 

This early debate regarding technology in education and its impact on student 

learning remained relevant from the 1980s to the present time. When reflecting on 

Postman (1995) and Papert (1995) in light of technology in education today, especially 

online and blended learning, the personal beliefs of educators embracing technology such 

as Papert (1995) still dominates the educational landscape.  

 

Distance Learning Theories Emerge 

 In the 1980s, distance learning gained traction in higher education, so scholars 

called for the development of a theory for the field of distance learning (Barbour, 2018; 

Keegan, 2013). Although many different researchers found the theory necessary to 

legitimize the field, many scholars and practitioners did not feel theory was needed to 

research. Therefore, researchers continued to write with personal passion, but omitted the 

development of much educational theory or framework behind distance education 
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(Keegan, 2013). Personal zeal and lack of theory remains an issue currently in distance, 

online, and blended learning research (Keegan, 2013; Moore, 2007).  

 However, two researchers heeded the call to formalize distance learning, and two 

seminal theories were developed: guided didactic conversation and transactional distance. 

Holmberg (1988), a researcher from Sweden, developed the guided didactic conversation 

as a foundation for distance education. Holmberg argued that the instructor was essential 

to learning by guiding the student through conversation to facilitate learning; this link 

between the instructor and student was vital for learner outcomes (Barbour, 2018, 

Keegan, 2013). Holmberg (1988) also cautioned the overuse of technology. While the 

relationship between instructor and student was the cornerstone, further research was not 

widely conducted about the guided didactic conversation theory. Guided didactic 

conversation remained relevant due to individualized learning and the relational aspect of 

distance, online, and blended learning (Barbour, 2018). 

 Another central researcher in the field of distance education during the 1980s 

was Moore, the developer of the theory of transactional distance (Barbour, 2018, Keegan, 

2013; Moore, 1980). Moore (1980, 1997) borrowed the term transaction from Dewey’s 

(1916) work. Moore (1997) stated: 

The transaction that we call distance education occurs between teachers and 

learners in an environment having the special characteristic of separation of 

teachers from learners. This separation leads to special patterns of learner and 

teacher behaviours. It is the separation of learners and teachers that profoundly 

affects both teaching and learning. With separation there is a psychological and 

communications space to be crossed, a space of potential misunderstanding 

between the inputs of instructor and those of the learner. It is this psychological 

and communications space that is the transactional distance. (p. 22) 

 According to Stein, Wanstreet, and Calvin (2009), “transactional distance is a 

foundational concept in distance teaching and learning” (p. 306). This space between the 
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teacher and student can have unintended consequences such as communication issues 

between the teacher and student (Moore, 1973, 1997; Stein et al., 2009). The theory of 

transactional distance as a pedagogical concept steers student outcome and describes 

teacher actions (Moore, 1980, 1997). The theory of transactional distance has three parts: 

structure, dialogue, and learner autonomy (Barbour, 2018; Moore, 1980, 1997), and the 

distance can be reduced by the factors of structure, dialogue, and learner autonomy. 

Theory of transactional distance and guided didactic conversation can be used in unison, 

and Moore (2007) found his theory highly connected to Holmberg’s (1988) theory. 

Moore (2007) believes the theory of transactional distance should be used in conjunction 

with other frameworks or theories.  

 Distance, online, and blended learning all separate the learner from the instructor 

in some form, and these class offerings rapidly increase with technological 

enhancements. Researchers still apply transactional distance as a lens to view different 

types of distance learning. Murphy and Rodriguez-Manzanares (2008) analyzed online 

high school classes in Newfoundland and Labrador in their study. These researchers 

determined that reducing distance helped students during asynchronous learning and 

emphasized the importance of relationship building for online classes.  

 Researchers continue to use the theories in recent studies. In 2011, Falloon 

applied the three components of Moore’s (1997) theory of transactional distance to an 

online college class to determine positive and negative impacts of virtual learning. The 

conclusion was students need quality dialogue in online learning environments. Falloon 

(2001) further concluded that Moore’s (1997) theory was timely, not outdated. In 2018 

Quong, Snider, and Early explored the use of a closed social media educational platform 
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in hybrid classes at a university in North Texas. The study results showed a closed social 

media network did in fact effectively reduce the transactional distance. 

 Moore (1997) believed that reducing the theory of transactional distance parts of 

dialogue, structure, and learner autonomy impact learner outcomes, and others agree as 

researchers have been applying his theory throughout the development of new 

technologies that might not have even been imagined when Moore first wrote about 

transactional distance. The 1980s provided educational researchers with two seminal 

theories for distance learning that remain relevant to online and blended learning. Further, 

the 1990s extended the technology debate from the 1980s.  

 

Navigating the Nineties 

 The 1990s bridged the old world of distance learning and education to the new 

Internet-based world of education. The debate of the role of technology in education 

continued during the 1990s, due to the growing popularity of the Internet alongside the 

rapid growth of technology. Many scholars called for an updated theory in the field; thus, 

Moore updated his theory of transactional distance to include technologies (Quong et al., 

2018).  

 Through the lens of blended learning, three issues are essential to unpack: 

professional organizations for educators, funding for technology, and the emergence of 

email. Also, while examining the decade of the 1990s the debate over the role of 

technology lingered from the 1980s. In the following section, I discuss how these new 

issues became part of the conversation, particularly three important contributions shaped 

the development of distance learning in response to Internet the 1990s including SITE-

Society for Information Technology and Teacher Education (2020), TIF-
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Telecommunications Infrastructure Fund (Clark-Madison, 2003), and email (Rushkoff, 

2010). 

 

Society for Information Technology and Teacher Education 

The connection of professional educational organizations, availability of 

technology, particularly computers and growing Internet access enabled distance 

education to grow by first utilizing email. Founded in 1990, the Society for Information 

Technology (SITE) became an influential professional organization for educators, and the 

size of SITE grew rapidly as demonstrated by the conference size.  In 1990, the first 

annual SITE conference had 42 papers, and by 2001 over 1000 papers were included in 

the annual conference (Clark-Madison, 2003). SITE helped educators handle changing 

technology while supporting and advancing technology in education. SITE influenced 

practice in higher education and K-12 education, as it was the only professional 

organization to concentrate on instructional technology into teacher education programs 

(SITE, n.d). SITE remains active today, and the previous work of SITE in the 1990s 

allowed for distance learning, and eventually online and blended learning.  

 

Telecommunications Infrastructure Fund 

 The Texas legislature funded many educators through programs such as TIF, 

which promoted and provided technology in the classroom (among locations), including 

computers, software, and the Internet. TIF epitomized the rapid growth of technology in 

classrooms as well as a policy environment increasing focus on technology (Clark-

Madison, 2003). Beginning in 1995, technology was financially supported in public 

schools, community colleges, rural healthcare facilities, libraries, and higher education as 
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a result of Texas House Bill 2128 (Clark-Madison, 2003). This bill created the TIF, 

which provided over $1 billion of grants for computers, Internet access, software, and 

hardware (Clark-Madison, 2003). These grants gave educators and other community 

service-oriented professionals money to make technology in education a reality.  TIF led 

to the purchase of new distance learning hardware and software. Both SITE and TIF 

advanced the technology and instructional support to allow for distance, and eventually 

online and blended learning. 

 

Distance Learning Changes: Snail Mail to Email 

 Commonly, students enrolled in distance education courses lived in rural areas 

without access to classes distance education offered (Barbour, 2018; Schwirzke et al., 

2018). Mailing work to the institution was the primary method of distance education up 

until the 1990s for both higher education and K-12.  

 A brief interlude occurred between mostly paper-based distance education and 

online learning, where classes started to change the delivery mode to sometimes include 

television or pre-recorded videos, and assignments were either submitted through email 

or traditional mail (Barbour, 2018; Schwirzke et al., 2018). In a sense, during this time in 

the 1990s, technology was being adapted into distance education. However, this delivery 

mode of distance education was soon eclipsed by online learning, often still called 

distance education by some education experts (Keegan, 2013; Simonson et al., 2011). 

However, moving from the 1990s to the 2000s, technology rapidly expanded, despite any 

critiques or studies, or lack of studies, concerning educational technology. While 

immediate impact on distance learning seemed minimal, as students went from mailing to 
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emailing assignments; however, this slight change prepared the field for further 

technological advancements on the horizon such as smartphones, tablets, and WiFi. The 

Internet quickly transformed communication by the mid-1990s (Rushkoff, 2010).  

 

Educational Technology: The Debate Continues 

 In the 1990s, the educational technology debate was still raged, partly due to 

the significant increase in educational technology in classrooms. Oppenheimer (1997) 

wrote the “The Computer Delusion” to combat the continuous praise of educational 

technology, which was growing steadily in classrooms. However, to fund computers, 

other programs—such as art or music—were often cut, but these cuts came with 

criticism. For instance, one researcher wrote, “There is no good evidence that most uses 

of computers significantly improve teaching and learning, yet school districts are 

cutting programs . . . to make ‘computers in every classroom’ with credulous and costly 

enthusiasm” (Oppenheimer, 1997, p. 45). Even the motivation of adding computers 

without sacrificing fine arts and physical education still come under scrutiny. Starting 

in the 1980s, Apple began donating computers to schools under a program called 

“Classrooms of Tomorrow,” but with a motivation. According to Oppenheimer (1997), 

“Apple shrewdly realized that donating computers to schools might help not only 

students but also company sales, as Apple’s ubiquity in classrooms turned legions of 

families into Apple loyalists” (p. 47). Consumer brand loyalty to Apple began in the 

1980s and 1990s continued to the present. 

 Other researchers, such as Reeves (1998) disagreed with the stance that 

technology has not improved education. In response to Oppenheimer’s (1997) article 
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“The Computer Delusion,” Reeves (1998) wrote Oppenheimer focused so much on 

losing fine arts and physical education that he failed to acknowledge the reality that “in 

most schools, technology is an essential vehicle for pedagogical change” (p. 52). 

Reeves (1998) believed that he, like most educators, thought technology should be an 

enhancement to learning, not a replacement teacher, and this enhancement can improve 

pedagogy. The 1990s provided a transition decade to twenty-first century skills and 

blended and online learning.  

 

2000s to Present Day 

 The 2000s brought about swift changes to technology as well as a significant 

increase in access to technology (Barbour, 2018, Keegan, 2013; Schwirzke et al., 2018). 

The Internet had changed to an interactive platform, the smartphone became the norm, 

and WiFi availability rose. The idea of access began to change in the 2000s. Community 

colleges debuted online courses and universities began to experiment with teaching 

online courses to anyone, not just enrolled students. During the 2000s, rapid 

technological changes occurred resulting from the invention of smartphones allowing 

convenient access to wireless Internet. 

 This enthusiasm for technology and technology in education strengthened in K-12 

schools (Barbour, 2018; Schwirzke et al., 2018). Concerns arose that schools needed to 

keep up with the technologies available and prepare students for changing skills needed 

for work and higher education. School provided devices such as tablets and laptops 

rapidly increased, with the rationale of preparing students for life outside of K-12 

schooling with 21st century skills (NEA, 2014). At the same time, new federal and state 

policies utilized these technological changes to encourage distance, online, and blended 
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learning (NCLB, 2002; ESSA, 2015). Often through state and federal legislation, 21st 

century skills changed from buzzwords to a focal point, opening an avenue for blended 

learning. While the changes transpired rapidly, research could not keep pace in the field 

as well as training for educators using technologies, thus creating an environment of 

online educators practicing without theory and knowledge of existing research (Moore, 

1997; Shaughnessy & Fulgham, 2008). 

 These technological and policy changes directly impacted distance, online, and 

blended learning, beginning in community colleges and spreading to K-12 education and 

universities. The following sections includes major changes in the 2000s, including 

technology, policy, and research. 

 

A Reap of Blended Learning 

 Clarifying terms are critical to understanding blended learning. As Osgerby 

(2013) informed researchers, “there is no universally-agreed definition of ‘blended 

learning’” (p. 96). For the purposes of this paper, blended learning is defined as a 

combination of traditional learning, also known as face-to-face instruction, with online 

learning. Face-to-face, or traditional learning, is characterized by a physical classroom 

(Butz, Stupnisky, Peterson, & Majerus, 2014) where students and teacher meet at 

scheduled times of the institution. Often blended learning includes the finest face-to-face 

instruction for students during the traditional learning segments (Drexler, 2018; Kist, 

2015); students experience the best of both worlds—online learning and face-to-face 

learning—as blended learning courses continue to grow (Drexler, 2018; Othman, Pislaru, 

& Impes, 2013). The rising educational trend towards 21st century skills emphasizes 

communication and online and face-to-face engagement within the class, and can allow 
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for personalized learning (Kist, 2015). Also, an increasing focus on personalized learning 

gives practitioners more flexibility in the delivery of content, which includes blended 

learning (Butz et al., 2014). Since blended learning is still an emerging phenomenon, 

while rapidly growing, there remains a modest amount of research on the topic as a 

whole, yet the literature has expanded in recent years due to the demand of blended 

courses in both higher education and K-12 schools (Lokey-Vega et al., 2018). 

 Blended learning takes the best from face-to-face instruction and online 

instruction to create a unique learning environment that has the most desirable attributes 

of both platforms. Graham and Dziuban (2008) stated,  

Many allude to this potential when they state that blended learning capitalizes on 

the best of both worlds. The simple elegance of the blended learning concept can 

also be a weakness, however, if the focus is entirely on the mode of instruction 

rather than the holistic nature of the learning experience. (p. 270) 

This holistic experience involves learning to center on the student, giving voice and 

choice as often as possible. In a blended course, frequent communication and structure is 

needed to facilitate learner autonomy. 

 

Tremendous Technological Changes Abound 

 

Participatory technology grows. Monumental technological changes occurred for 

online learning to be a viable option at a wider scale. The evolution of the World Wide 

Web into Web 2.0, a participatory Internet with the hallmark of social media, drastically 

changed education, even in the shadows of the federal education policy such as A Nation 

at Risk (National Commission on Excellence in Education, 1983) and NCLB (2002). 

Arora (2014) described Web 2.0 features as amusement in nature and used a metaphor to 

describe something previously undefinable, he likened browsing the Internet to public 
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parks in the past. In this space, people have autonomy and opportunities for all types of 

engagement with content or others. This changing view of the Internet as well 

participatory nature of Web 2.0 were essential components that had to be in place before 

blended learning could lead to more teacher and student latitude. Online learning with 

Web 2.0 allowed for more interaction and dialogue between the instructors and students, 

and the communication transformed from one-way delivery (instructor to student) to two-

way communication; these essential interactions were made possible with the technology 

evolving alongside distance (or online) education (Keegan, 2013; Simonson et al., 2011). 

 The introduction of smartphones, often thought to begin with Apple’s release of 

the iPhone in the summer of 2007, drastically altered both the manner and frequency 

users engaged and created communities on Web 2.0 (Slumkowski, 2012). People had a 

small, handheld computer that could also make phone calls. The availability of Internet 

access was no longer tied to online access (WiFi, cable, DSL, etc), but Web 2.0, as well 

as applications on the smartphone became available through cellular access. According to 

Slumkowski (2012), this readiness grew the size and culture of the Internet in conjunction 

with Web 2.0 and transformed the Internet to a participatory and community culture.  

 

 Technology eagerness. Excitement about technology quickly prompted policy 

changes in education, particularly by lawmakers, which are ironically those often least 

familiar with public education. Technology appeared like the antidote to solve many 

problems of American schools (Turkle, 2016). Bower, Dalgarno, Kennedy, Lee, and 

Kenney (2015) observed “technology may be a catalyst for improved or enhanced 

learning rather than the cause of it” (p. 15). Nonetheless, education policy makers and 

school leaders alike become enthralled with the possibilities of technology. Turkle 
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(2016) cautioned, “We become so enchanted by technology’s promises because we 

have so many problems we would like technology to solve” (p. 232). Still, many school 

leaders and policy makers did not heed Turkle’s advice to be cautious.  

 Furthermore, Philip and Garcia (2013) stated that even the best technologies are 

not effective if students do not find relevance in the class. Instead, technology rich 

environments rapidly grew in K-12 schools, especially 1:1 (each student had one device, 

often a tablet or computer). Most school districts implemented 1:1 device programs with 

limited research prior to the technology integration, under the pretense of 21st century 

learning (Barbour, 2018). According to Philip and Garcia (2013), it was an “extremely 

naive assumption that all students would continue to be engaged” when referring to new 

technologies (p. 305), and they go on to state the 1:1 iPad initiatives often further divided 

the educational gap instead of reducing the gap. Because many K-12 schools and school 

districts quickly adopted 1:1 devices often with little research, schools were able to offer 

distance, online, and blended learning. The growth of blended learning went hand in hand 

with access to technology. 

 

 Devices in schools. Many K-12 schools along the constructionist and pragmatic 

approach adapted these new social structure and culture to prepare students for the 

world outside of their classroom. Examples include the integration of devices such as 

tablets and laptop computers in some K-12 schools. Many schools moved to Bring 

Your Own Device or 1:1 technology, meaning that each student had one device, often a 

tablet or iPad. These advancements in technology, including Web 2.0, access to high 

speed internet, and the widespread use of smartphones all paved the way for blended 

learning and online learning to evolve from distance education. The physical 
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technology had been in place before the changes to teaching and learning occurred, but 

this community culture must be acknowledged in K-12 schools. According to Jenkins, 

Purushotma, Weigel, Clinton, and Robinson (2009), “We must integrate these new 

knowledge cultures into our schools, not only through group work but also through 

long-distance collaboration across different learning communities” (p. 32). Further, 

according to Tarbutton (2018), technology continues to be viewed as “a vehicle for 

moving classrooms from teacher centered cultures to student centered cultures” (p. 5). 

The physical technology and access to technology grew, which led to shifting 

expectations of the classroom, including more technology opportunities for students 

and a more student-centered environment.  

 

 21st century learning. The buzzwords 21st century learning gained traction in 

the smartphone era (Kist, 2015), and 21st century skills foster student-centered 

instruction and problem solving using collaboration (Kist, 2015; NEA, 2014). Jenkins 

et al. (2009) pointed to the growing social and group skills of 21st century skills, and 

echoed Dewey’s (1916) emphasis on social skills in experiential learning. The P21 

Framework, which includes 18 skills to prepare students for post-secondary life, is 

centered around 21st century learning, and the initial publication was striving to move 

education towards 21st century skills (BattleforKids, 2019).  

 Educators found the quantity of skills within the P21 Framework problematic to 

incorporate in the classroom (NEA, 2014). The Four Cs were developed with educational 

organizations, including National Council of Social Studies, National Council of 

Teachers of English, National Council of Teachers of Mathematics, and National Science 
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Teachers Association, in conjunction with the NEA as practical for the classroom. The 

four learning and innovation skills needed for students to be prepared for the intricacies 

of the 21st century are creativity, critical thinking, communication, and collaboration 

(NEA, 2014; BattleforKids, 2019). The Four Cs garnered immediate interest due to the 

ease of implementation, focus on student-centered learning, and technological integration 

(Kist, 2015; NEA, 2014). With 21st century skills permeating the educational landscape, 

eventually 21st century skills turned up in educational policy.  

 

Community Colleges and Massive Online Open Courses Lead the Way 

 Community colleges and massive online open courses (MOOCs) were the initial 

adopters in blended and online learning, as these platforms were attempting to cater to 

non-traditional students by using a non-traditional platform (Bischel, 2013). Allen and 

Seaman (2014) concluded, “the first-movers for online learning were largely the two-year 

associates schools” (p. 24). Community colleges attract learners that are working and 

enrolled in college part time (Hoachlander, Sikora, Horn, & Carroll, 2003).  

 Community colleges and MOOCs both support open access for potential students 

(Najafi, Evans, & Federico, 2014). MOOCs began in 2008, with prestigious universities 

such as MIT, Harvard, and Stanford offering online classes free to the public for people 

not enrolled in the institution (Allen & Seaman, 2014; Harven, 2014). The excitement 

about MOOCs dwindled due to low course completion rates (Bruff, Fisher, McEwen, & 

Smith, 2013). Yet, MOOCs helped the development of higher education online learning 

and blended learning since prestigious universities participated and created MOOCs, 

which gave more credibility to online learning for potentially reluctant faculty at 4-year 
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universities and provided a model for K-12 schools to adopt or include online and 

blended learning.  

 

Federal and State Policies 

 

No Child Left Behind. In the early 2000s, Congress reauthorized the Elementary 

and Secondary Education Act of 1965 with NCLB (2002) which included major 

changes, most notably, an increase in standardized testing to receive federal funds. 

NCLB was the first policy that advocated for distance learning as a viable option in 

place of traditional learning, under the banner of school choice. More standardized tests 

for American students were created under the passage of NCLB, which took effect in 

2002, in an attempt to close achievement gaps among different demographic groups, 

focusing on minority students and low socioeconomic students (Rice & Skelcher, 

2018). As a result, many educators eliminated real-world connections and real-world 

engagement opportunities in the process (Rice & Skelcher, 2018). While high stakes 

testing seemed to lessen teacher and student choice in the classroom, NCLB (2002) 

also opened up school choice. School choice included state virtual schools and online 

charter schools and paved the way for blended learning in secondary schools. However, 

much of NCLB was antiquated by the time it tried to get off the ground, as NCLB was 

a response to the 1990s, not a creation in anticipation of the 2000s (Rice & Skelcher, 

2018). 
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 Every Student Succeeds Act. The ESSA (2015) is the first federal educational 

policy to mention 21st century skills and blended learning directly. While ESSA still 

stresses closing achievement gaps, much of that occurs at the state level. Some stated 

objectives included in the ESSA were closing achievement gaps, personalization of 

learning, career and technical readiness, digital skills, and access to online course options, 

including blended learning (Gamoran, 2016; Rice & Skelcher, 2018). ESSA’s focus on 

STEM—science, technology, engineering, and math—had implications of standardized 

tests in science and greater flexibility in technology (Gamoran, 2016). ESSA (2015) 

directly fostered more blended learning course options in K-12 education as well as 

focused on 21st century learning. Further, ESSA starts the progression from federal 

control to state and local level for K-12 blended learning (Gamoran, 2016).  

 

Texas education codes. The emphasis on 21st century skills is evident in Texas 

with the establishment of the teacher appraisal system, Teacher Evaluation and Support 

System (T-TESS), and District of Innovation Plans (Texas Education Code, 2015), both 

became education codes in 2015. T-TESS directly emphasizes student-centered 

classrooms; a spectrum from student-centered instruction to teacher-centered instruction 

spreads across the rubric for both the teacher and evaluator to view higher performing 

teachers as having student-centered instruction (TeachforTexas, 2016). The T-TESS 

rubric has four domains: planning, instruction, learning environment, and professional 

practices and responsibilities. These domains are evaluated on a spectrum of needs 

improvement, developing, proficient, accomplished, and distinguished. T-TESS deems 

student engagement, technology integration, and learning environments vital for teachers 

and students (TeachforTexas, 2016). Papert (1993) emphasized the importance to 
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“facilitate learning by improving the connectivity in the learning environment, by actions 

on cultures rather than on individuals” (p. 105). The T-TESS rubric certainly reflects an 

increased emphasis on technology as a means of growing the effectiveness of instruction 

(TeachforTexas, 2016). 

 Around the same time T-TESS was written, a new piece of legislation passed in 

the 84th Texas Legislature in 2015, known as the District of Innovation (Texas Education 

Code, 2015). This Texas educational policy outlined ways for local school districts to 

regain more autonomy, and therefore teachers and students hopefully received more 

autonomy as well. District of Innovation plans, written and approved at the local level 

prior to state approval, allowed for more flexibility in technology and online classes, 

including blended learning. Currently, Texas has 874 districts with the District of 

Innovation status (Texas Education Agency [TEA], 2019c). Perhaps this growing number 

showcases the excitement for changes to traditional schooling methods. In Texas, the 

District of Innovation status was created for more local autonomy, and plans allowed for 

exceptions such as the first day of instruction, class size, attendance procedures, teacher 

certification, and directly assisted in the formation of blended learning classes by 

addressing the constraints of seat time in K-12 education (Texas Education Code, 2015). 

 

Texas Education Agency, A-F ratings. The 85th Texas Legislature passed House 

Bill 22, which included A-F Accountability Ratings, first used in 2018, rated school 

districts as A, B, C, D, F, and by 2019 rated individual schools within the district as well 

(TEA, 2019a). The three domains used to determine the rating are student achievement, 

school progress, and closing the gaps. Student achievement for high school ratings and 
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school districts as a whole include calculating college, career, and military readiness as 

part of Domain 1, student achievement (TEA, 2019a). 

 College, career, and military readiness often referred to as CCMR was not just a 

buzzword in education, but an expectation for graduates of Texas high schools. The TEA 

(2019a) included CCMR on the newly released A-F Accountability Ratings, which began 

in 2018. In order for a school district to score higher, with A being the highest and F 

considered failing, students have to demonstrate CCMR in various ways; the more 

students that meet the state requirements, and earn a point for CCMR, the higher the 

rating for a district (TEA, 2019a). Each student can earn a point throughout their 4 years 

of high school within the accountability system when college, career, and military 

readiness is demonstrated. Common ways to earn one point, according to the state of 

Texas, including earning 3 hours of college credit through dual credit courses, include 

distance learning courses; scores on the (AP) exams, Texas Success Initiative (TSI), 

Scholastic Assessment Test (SAT), or American College Test (ACT), or Armed Services 

Vocational Aptitude Battery (ASVAB) exams; having industry based certification from 

career and technology courses; or enlisting in the military (TEA, 2019a). 

 Including CCMR in the accountability system fundamentally shifted the focus 

away from high stakes testing alone (TEA, 2019a). Furthermore, the desire to prepare 

Texas students for college, career, and military officially evolved to an expectation. 

According to TEA (2019b), if school districts cannot provide these opportunities, then 

100% of the domain is rated according to the high stakes state test—State of Texas 

Assessments of Academic Readiness, commonly known in Texas as STAAR.  
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 Looking towards the future, this new rating system has the potential to further 

impact blended and distance learning (TEA, 2019a). Many school districts could turn to 

distance college courses for high school students to earn 3 hours of college credit, 

particularly rural schools without access to local colleges for dual credit courses. Blended 

and distance learning could potentially increase different test preparation courses for AP, 

TSI, SAT, or ACT exams. However, limited research concerning high school blended 

and distance learning has been conducted.  

 

Texas House Bill 3. The 86th Texas Legislature passed House Bill 3 (HB 3) in the 

Spring of 2019 (TEA, 2019d). The main purpose of House Bill 3 was to address Texas 

schools’ finance. The four main areas of the bill are (a) supporting teachers and rewards 

for teacher excellence, (b) increasing funding and equity, (c) focusing on learning and 

improving student outcomes, and (d) reducing and reforming property taxes and reducing 

recapture payments by recalculating how wealthy districts distribute funds to poorer 

districts (TEA, 2019d).  

 Improving CCMR and blended learning were specifically named in HB 3 under 

the banner of the focus on learning and improving student outcomes. CCMR expanded to 

include seventh and eighth grades, funding for career and technological education 

increased across the board, and extra funding was reserved for economically 

disadvantaged students and special education students (TEA, 2019d). Furthermore, the 

bill created a blended learning grant program, for which schools could apply for up to 4 

years in a row (TEA, 2019d). 

 House Bill 3 was strategic (TEA, 2019d) since the bill provided some funding for 

what the state of Texas required to receive a higher rating under A-F accountability 
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system (TEA, 2019a). Both the new accountability system and House Bill 3 funding 

spotlighted college, career, military readiness as well as distance and blended learning 

(TEA, 2019a, 2019d), yet with minimal research in academia. 

 

Research Reluctance 

 Online learning impacts millions of young and adult learners. While research over 

new educational trends seemed plentiful, research concerning distance, online, and 

blended learning seemed scarce even though these educational methods offer a 

replacement or alternative to traditional classes and schools. Six million students in 

higher education are taking at least one online course; traditional college students 

dropped by one million students while growing to six million students in higher 

education in 2015 (Evergreen Education Group, 2017). This lack of urgency for research 

remains concerning. Unlike most educational topics or programs researched, such as 

literacy or democracy in classes, are subsets to education, these topics were not a full 

replacement of classes such as distance or online learning (Keegan, 2013).  

 Keegan (2013) attributed this lack of research to “the legitimacy of distance 

education in the professional lives of professors and researchers” (p. 11). It could be 

plausible that the lack of theory or general research in the field of distance, online, and 

blended learning was, and could still be, connected to the values and beliefs of 

researchers on these subject. In 2013, the Sloan National Commission conducted a meta-

analysis conducted from over 10,000 university faculty members from various locations 

in the United States (Irvine, Code, & Richards, 2013). The researchers found 80% of 

university instructors suspected the online classes were substandard in comparison to 

face-to-face classes although the instructors did not have online teaching experience.  
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 Both higher education and K-12 schools have experienced a stark increase in 

online and blended learning, but with limited communication about logistics or theory. 

The silos of higher education and K-12 education surfaced as the modest research in 

higher education typically did not apply to K-12, as higher education was not constrained 

by seat time, high stakes testing, or standards (Barbour, 2018). Perhaps the catalyst for 

the continued isolation of K-12 online and blended learning reverts to the lack of research 

by professors’ unfavorable viewpoint of online and blended learning (Irvine et al., 2013) 

along with a general negative stance from many professors towards technology (Chen, 

2009).  

 As a result of educational policies, rapid technology changes, lack of validity of 

distance and online learning from researchers, and eagerness from practitioners, blended 

learning was forced to adapt the limited theories from distance learning. Studies about 

students’ perceptions of blended learning courses and potential influences of those 

blended learning courses to their life after secondary schooling remain almost non-

existent, albeit the objective of most 21st century learning focuses around preparedness 

for post-secondary schooling and employment.  

 While more research on distance, blended, and online learning is needed, the 

existing research was used to create a conceptual framework. In the next section, this 

conceptual framework is presented as a lens to view blended learning.   

 

Conceptual Framework 

 This project draws from two models, which I have connected to create the 

conceptual framework of this study, the theory of transactional distance (Moore, 1997) 

and the Four Cs (NEA, 2014). The purpose of the theory is to minimize the potential 
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confusion of the learner by reducing psychological and communication distance between 

the instructor and student, the transactional distance (Moore, 1980, 1997). Once the 

transactional distance decreases, the learner experiences improved outcomes. 

Transactional distance can occur in face-to-face situations as well as online 

environments, as psychological and communications spaces differ for each student 

(Moore, 1997). Therefore, the goal is to minimize potential confusion, not to replicate a 

face-to-face class.  

 As previously mentioned, transactional distance varies from person to person, so 

potential miscommunication can be overcome individually based on the three parts of 

dialogue, structure, and learner autonomy (Moore, 1997). Moore explained in an 

interview with Shaughnessy and Fulgham (2008) that most distance educators operate 

without theory, but still “manipulate the variables of structure, dialogue, and learner 

autonomy, and the dimensions of transactional distance, so doing it with understanding is 

likely to be more successful than doing so by mere intuition” (p. 50). This theory 

describes teacher actions and impacts learner outcomes. 

 The second model creating the conceptual framework is the 21st century skills 

expected from K-12 students for success in their future, the Four Cs (NEA, 2014). The 

four skills of creativity, communication, critical thinking, and collaboration prepare 

learners for a rapidly changing economic and social world, as well as provide educators a 

guide to educate current students for tomorrow’s post-secondary world (NEA, 2014). 

Thus, the Four Cs appropriately describe the potential outcomes for blended learning 

students. 
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 These two frameworks are used as a lens to view students’ experiences in blended 

learning as shown in Figure 1. The Four Cs were used to understand post-secondary 

application of blended learning better. This conceptual framework suited the study 

because the transactional distance varies from person to person, and the experience of 

each individual student will differ. Therefore, the variation of former students in the 

study further helped discover themes and institutional implications of blended learning in 

high school.  

 

Figure 1. Experiences in blended learning. 

 

 A few studies have examined the student perspective of transactional distance; 

however, most compared traditional classes with a form of distance learning and searched 

for quantifiable results such as test scores. For instance, Elyakim, Reychav, Offir, and 

McHaney conducted a study in 2019 of over 216 junior high students preparing for a 

field trip, comparing traditional teaching methods and an experimental group using online 

and blended learning methods. Next, the researchers compared the transactional distance 

post field trip. The research results uncovered that the group of students in a blended 

learning environment experienced a lower transactional distance, meaning students had 

less confusion about assignments and expectations (Elyakim et al., 2019). The 
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researchers suggested that better prepared and more experienced teachers have a lower 

transactional distance, and the implications remain that transactional distance varies from 

different learning environments such as mobile lab, classroom, or distance learning 

(Elyakim et al., 2019). 

 Further research has been conducted about blended and online learning 

perceptions in a vastly different learning environment than American K-12 schools. For 

example, Osgerby (2013) explored the perception of university students in an information 

and communication technology class at the University of Winchester in the United 

Kingdom. The blended class was perceived to be more structured due to the organization 

of the LMS into modules, and the availability of lecture slides and review materials prior 

to class (Osgerby, 2013). While this study contained valuable insight for the United 

Kingdom, particularly the university, this work has not been done in American secondary 

schools.  

 However, limited research does exist on how students perceive blended learning 

and its influence on post-secondary college and career. To address the void in literature, I 

designed a multiple case study to explore students’ experiences. Both the theory of 

transactional distance (Moore, 1997) and Four Cs (NEA, 2014) were used to describe the 

student experience and potential influence of the blended learning class to their present 

post-secondary pursuits. Perhaps by fusing both models, educators can improve 

preparation for students leaving the safety net of secondary schools. Potential 

implications range from course offerings in K-12 schools, communication, personalized 

learning, budgetary concerns with technology, teacher preparation, professional 
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development for educators, and development of blended learning or online learning 

theory in the future. 

 

Need for This Case Study 

 The review of the literature highlighted the need for more research focused on 

secondary blended learning. Further, the literature review demonstrates the purpose and 

need for a narrative, multiple case study. The purpose was to both explore the 

individuals’ lived experiences (Connelly & Clandinin, 1990; Creswell & Poth, 2018) in a 

blended learning course during 12th grade, which is a contemporary context (Yin, 2018). 

In this study, I used the seminal distance education theory, the theory of transactional 

distance (Moore, 1997) and the Four Cs (NEA, 2014) to explore students’ perception of 

the connection between the course and their present life. With this study, I responded to a 

broader call for additional literature concerning blended learning courses at the secondary 

level, particularly the students’ perception of the course and how or if it related to post-

secondary schooling and/or employment. 

 

Blended Learning Qualitative Studies Needed 

Blended learning studies are often comparative or evaluative in research, which 

usually matches a quantitative or mixed methods approach. Many studies in the field 

compare the results or success of traditional classes compared to blended learning or 

online classes, both in K-12 and higher education (Lin, 2018). For instance, Quong et al. 

(2018) conducted a mixed-method study to evaluate the effectiveness of a social media to 

facilitate interaction and dialogue between students and instructors in an online and 

hybrid (blended) class. The researchers employed the theory of transactional distance to 
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determine the amount of engagement, interaction, and social presence was used with the 

closed social media platform. Research informed that the use of social media reduced the 

transactional distance (Quong et al., 2018).  

Qualitative studies allow for other considerations and questions to be developed 

and explored (Creswell & Poth, 2018). A portion of blended learning studies are 

qualitative in nature. De la Varre, Keane, and Irvin (2011) completed a 2-year qualitative 

study of rural high school students that used online advanced classes, that would not have 

been available in a traditional class, due to the rural setting. In this study, the researchers 

developed a learner-centered approach using a hybrid model of online learning and a 

local technology facilitator in person. The results of this work expanded the teacher as 

facilitator model as well as the importance of communication and shared responsibility 

between teacher and students (De la Varre et al., 2011).  

Lowes and Lin (2018) wrote about the methodologies used in research on online 

teaching and learning, and the researchers found quantitative, qualitative, and mixed-

method research represented in the literature. More specifically, comparison studies have 

dominated research, although a lack of specificity of what constitutes a blended or online 

course makes analyzing the types of research previously conducted challenging (Lowes 

& Lin, 2018). Qualitative blended learning studies remain underrepresented in the 

literature. Quantitative studies dominate the literature since the bulk of the research 

compares the success of online or blended classes compared to traditional face-to-face 

classes. Lowes and Lin predicted that as current researchers are welcomed into the 

academic fold and begin faculty positions at universities, a consequence will be that the 

body of online and blended research will increase as “research on K-12 online teaching 
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and learning becomes an increasingly acceptable academic pursuit for their graduate 

students” (p. 104). Yet, this effect has not happened in mass, thus more qualitative studies 

are needed to deepen the understanding of blended learning by inquiring the perspectives 

of secondary students. 

 

Blended Learning Studies of Structure and Autonomy: What We Know 

Studies concerning the structure of courses and learner autonomy provide needed 

insight into students’ perceptions of blended learning. Moore (1997) wrote about how 

each student experiences the transactional distance differently, and he goes on to state the 

personality of the teacher factors into the theory of transactional distance. So, an 

administration or entity with authority over a teacher should only have a small amount of 

control of the blended course. Wengrowicz (2014) conducted research examining how 

teaching is influenced by the teaching goals, teaching style, and teaching autonomy, 

which all factor into the teacher’s perception of transactional distance. This study 

included 320 faculty members in Israel. The researcher concluded that autonomy played 

a role in teaching style, communication, and environment. Wengrowicz stated,  

Setting diverse important teaching goals and a high level of autonomy predict a 

student-centered teaching style which in turn predicts a perception of closeness 

and a high mutual understanding level . . . ability to communicate and satisfaction 

with the teaching environment. (p. 197) 

Wengrowicz’s study results showed how communication and autonomy influence 

students’ perceptions of the learning environment. 

Some research has been conducted concerning teachers’ perceptions of blended 

learning, such as a 2017 study by Gough et al. over the flipped classroom, a variant of 

blended learning. K-12 education lends itself to more flipped classroom studies due to the 

seat time requirements. In 2017, Gough et al. researched the flipped classroom in K-12 
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education, studying 44 participant teachers, including high school teachers and middle 

school teachers. The study results indicated teacher participants perceived the flipped 

classroom provided time for increased student and teacher interaction as well as different 

methods of instruction.  

Research has been conducted concerning social studies educators using 

technology and computer-based games to teach citizenship. A mixed-methods study from 

250 students and 10 teachers indicated that learner understanding of citizenship increased 

as a result of iCivics online games (Blevins, LeCompte, & Wells, 2014). Results also 

included the importance of the teachers’ role in implementing social studies through 

online content. While the study results also showed innovative technologies and 21st 

century skills incorporated with individual teachers factor into learner outcomes, the 

researchers did not address blended learning specifically (Blevins et al., 2014).  

The research indicated the barriers of blended or distance education include lack 

of time and prohibitive cost of implementing blended learning (Chen, 2009; Porter & 

Graham, 2016). Further barriers, specifically referring to university instructors include 

instructors’ negative impression of technology, instructors’ lack of online learning 

experience, and instructors’ lack of preparation creating online courses (Chen, 2009). 

Additional barriers to adopting blended and online learning include insufficient 

technology to support blended and online learning coupled with the lack of pedagogical 

and infrastructural support for potential blended and online instructors (Porter & Graham, 

2016). The multiple barriers, in turn, prevent the adoption of online or blended learning, 

thus contributing to a shortage of literature. 
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Post-Secondary Blended Learning Impact Studies: What We Know 

 While researchers have conducted studies over blended learning in K-12 courses 

as well as higher education courses, research focused on blended learning students in 

secondary schools transitioning to post-secondary schooling or the workforce does not 

exist. A considerable learning focus in secondary schools includes teaching students how 

to navigate a technology driven world with 21st century skills and preparedness for a 

global society, yet research is not available on this linkage. Connections between blended 

learning from the secondary level to college and career need to be discussed by the 

perspective of the blended learning student.  

 

Conclusion 

When examining the early history of technology in education, technology in 

distance education provided access to rural students. However, by the 1980s, technology 

in education created a divide whether it is harmful or helpful for students, illuminated by 

Postman (1985, 1996) and Papert (1980, 1988, 1993). During this time, the first federal 

call for technology in education included a Nation at Risk (National Commission on 

Excellence in Education, 1983). Technology came onto the education scene rapidly, and 

the 1980s became the wild west of educational technology. Televisions and computers 

quickly made their way to classrooms, with limited research recommendations for either. 

During the 1980s, distance learning theories began to emerge in the literature to help 

educators negate practice without theory, principally, Moore’s (1997) theory of 

transactional distance. However, by the 1990s, educators united in different professional 

organizations, most notable SITE. These organizations were helpful, especially in Texas, 

when grants and funding were given to schools (and other entities) to purchase 
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computers, Internet access, and software. Distance learning saw a major shift from 

physically mailing assignments to emailing assignments. By the 2000s, technology 

developed to encourage participation online, including smartphone inventions and access 

to WiFi. Concurrently, educators realized that students enter a vastly different post-

secondary world and need 21st century skills to navigate this unprecedented environment. 

These changes prompted major adjustments in distance education, including online and 

blended learning. Blended learning was met with such eagerness, that often schools 

pushed blended learning onto students and teachers with little research outside of 

comparison studies to traditional classes. 

The purpose of the multiple case study was to understand the experience of four 

students in a blended learning class, and study how or if the course supported the 

participants’ post-secondary endeavors. A rising number of institutions are adopting 

blended learning courses, both in K-12 education and higher education, yet, there is still a 

gap in the literature about students’ perspective of the format of blended learning in their 

high school years. The theory of transactional distance (Moore, 1997) combined with the 

Four Cs (NEA, 2014) are appropriate to examine the blended students’ experiences. In 

the current study, I wanted to provide an in-depth examination of the lives of four former 

blended learning students in an attempt to understand the potential influence blended 

learning had on post-secondary work and school. Chapter Three is an overview of the 

methodology for this future study. 
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CHAPTER THREE 

Methodology 

 

In this study, I specifically explored students’ perceptions of blended learning in a 

high school social studies class and the possible influence of that particular course on 

their present lives concerning schooling or employment. The study focus was on student 

perspective to provide insight for this course and possible future courses. In this chapter, I 

first give context to the specific blended learning course, then outline the research 

methodology used in this study. I also address the research design, data collection, data 

analysis, and validation strategies.  

 

Researcher Positionality 

Since I serve as both the former teacher and current researcher of this qualitative 

case study, I must fully disclose the research process, including my role in data collection 

and data analysis (Nolen & Talbert, 2011; Yin, 2018). I must maintain an active 

partnership with the reader in communication and transparency (Nolen & Talbert, 2011); 

therefore, it is essential for the reader to understand the context of the blended learning 

course. To further explain the setting for the course, the following section includes 

background knowledge about the school where the blended learning course took place. 

 

High School Demographic and Technology Access 

As a teacher at a large 6A high school in Central Texas, I had the opportunity to 

be the first instructor to teach a blended learning government and economics class of 
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students offered during their senior year of high school. Since blended learning included 

online learning, students needed to have access to an internet connected device for this 

class. This school district is a 1:1 iPad district, meaning every secondary student has an 

iPad assigned to them for the entire school year. A blended learning course could 

potentially eliminate students that do not own a computer or tablet, since a device is 

needed for a blended learning course. However, since this high school has a 1:1 tablet to 

student program, all interested students were eligible to apply. The format for this 

particular blended-learning course included a face-to-face traditional classroom meeting 

2 days a week and 3 days of asynchronous online learning. This class was offered the 

first and last period of the school day, so students could take advantage of a flexible start 

and end time to their school day. The following section is an explanation of the 

application process for the blended learning course. 

 

Application Process for the Blended Learning Course 

For this particular blended learning government and economics course, interested 

students applied during the spring of their 11th grade year, 2017. The course was listed in 

the school’s course catalog to make students aware of the offering. Further, as the 

teacher, I went to junior level social studies classes (for upcoming seniors) to give a 

concise overview of the class with the purpose to recruit students to take the pilot course 

the following year. During these visits, I answered any potential questions and had 

applications available for interested students. Students were given 4 weeks to turn in 

applications, although applications were accepted after the deadline. The application was 

brief (one page front and back); the school and district administration, along with myself, 

wanted to verify parental knowledge of the format of the blended learning course. 
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Further, the application served the purpose of potential blended learning students 

demonstrating initiative to turn in an application, since students in this potential course 

would have to demonstrate initiative 3 days a week for online learning. If a prospective 

blended learning student could not fill out an application, seek parent and teacher 

signatures, and turn in the application, that student most likely did not demonstrate 

enough responsibility to be in the class. The next section details how I chose and 

recruited the four participants for the study. 

 

Participant Recruitment 

The application included a teacher recommendation portion designed to elicit 

more specific feedback about the students’ potential for success. Prospective blended 

learning students sought out one academic core teachers (math, science, English, or social 

studies) to recommend them for blended learning. The teacher recommendation form 

consisted of a Likert scale and comment section over responsibility, initiative, and 

academics. The recommending teacher could turn in the application to me for 

confidentiality or the teacher could choose to give the recommendation form back over to 

the student for them to turn the form in for acceptance. Over 50 students registered for 

this first blended learning course at Belton High School. However, due to conflicts in 

class scheduling, such as the blended, only 35 of the registered students participated in 

the course. I asked four of the 35 blended learning students to be part of the study based 

on their post-secondary pursuits. The next section is an explanation of the development of 

the blended learning course. 
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Course Development 

Course development occurred during the spring of 2017. As the teacher and later 

researcher of this blended learning course, I created curriculum along with all course 

documents for the government portion of the blended learning course to be taught in Fall 

2017. The campus instructional technology facilitator and my professor at the 

university—Dr. Doug Rogers—aided me in writing the curriculum for the blended 

learning course. 

I stored and organized the curriculum documents that we created using a cloud 

server, Google Drive, to later be uploaded later into an LMS. Over the summer, Canvas 

(Instructure, 2019) was chosen as the LMS by district level instructional technologists to 

pilot along with the course. Additionally, I began to research other K-12 blended and 

flipped classes to prepare for teaching the blended learning class. Without guiding 

examples of schools with similar blended learning courses to refer to, we made major 

decisions, especially scheduling face-to-face classes and online classes. The instructional 

technology facilitator and I had to decide on the days that we believed would have the 

best attendance for traditional meeting days and online days. I then made a calendar for 

the year with all important dates such as holidays, standardized test dates, and senior 

specific activities. From there, the campus instructional technology facilitator and I 

discussed the days of the week that would be best using the overview calendar created 

along with athletics, fine arts, and career and technology calendars. The days we 

determined had the greatest attendance possibility were Mondays and Wednesdays. 

These days had the fewest extracurricular events that could cause a student to miss a 

whole or partial day for a school function. Throughout this process of writing curriculum 
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and setting up the course calendar, I checked in with my university professor, Dr. Doug 

Rogers. This added layer provided reflection to refine both the written curriculum as well 

as practical consideration for its implementation.  

A director from district curriculum and instruction requested the blended course 

scope and sequence to align with the traditional government and economics scope and 

sequence. The director decision largely based the request on the first time of offering a 

blended learning course, and not knowing how students would perform in this platform. 

The director rationalized that if a student had to return to a traditional course, the 

curriculum would be addressed at the same time, and prevent a student from missing any 

content. During this portion I did not have complete autonomy and had to make the units 

occur at similar times as the traditional classes. 

 The blended learning course included synchronous learning during face-to-face 

classes and asynchronous learning for online days. Kist (2015) wrote a direct guide for 

starting a blended learning course in a secondary class and suggested having categories 

for assignments that are exclusively for face-to-face meetings and online learning. Based 

on Kist’s ideas, I created two categories of assignments: in class—synchronous and out 

of class—asynchronous. I used the Four Cs as a road map for this creation process (NEA, 

2014). The Four Cs represent 21st century skills needed by high school graduation. In-

class assignments included class discussions, small group questioning skills, lecture, 

project introduction, project time, and student presentations. Out of class assignments 

included video lectures, group projects, essays, vocabulary presentations, and webquests. 

These types of assignments were chosen to perform as out of class assignments due to the 
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combination of student autonomy required and lack of direct interaction with the teacher 

needed for students.  

I provided course materials for my blended learning students. This pre-planning 

gave blended learning students the opportunity to have both the continuity and 

requirements revealed to them explicitly. I wanted students to experience the format of a 

college class with the curriculum from a high school class. When reflecting on the 

blended learning course and literature review, I found it problematic that blended 

learning grows much faster than research accompanying blended learning. The 

subsequent section explains the research problem that prompted the study.   

 

Research Problem 

The research gap of student perspective of their experience in a blended learning 

course has become problematic, since many high schools are rapidly incorporating 

variations of online and blended learning. Educators and students alike are often told that 

21st century skills, such as those from a blended learning class, will prepare students for 

post-secondary work or schooling, but does it? A gap exists in the literature from 

students’ perspective to see if this combination of online and traditional learning prepares 

students for employment and higher education. Exploring students’ experiences and 

perspectives of a secondary blended learning course through the lens of the theory of 

transactional distance and the Four Cs provided insight into how or if the course prepared 

students for post-secondary pursuits. A qualitative case study method allowed for 

understanding to emerge in the field to promote further qualitative and quantitative 

inquiry. In the next section, I provide information to explain the research design used in 

the study. 
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Research Design 

As stated in Chapter One, with this study I attempted to provide student voice and 

demonstrate the lived experiences of four students in a high school blended learning 

class. Understanding was gained regarding the experience and influence of four blended-

learning students. To achieve the purpose of the study, the following overarching 

research question guided the study: What are students’ experiences with the blended 

learning course? To further address the research question, the following subquestion was 

created: How does the theory of transactional distance (Moore, 1997) and the Four Cs 

(NEA, 2014) help interpret students’ experiences?  

Since the researcher explored the participants’ experiences of blended learning 

using the research questions, a qualitative approach best suited the study. Creswell (2014) 

offered eight characteristics of qualitative research, many of which describe reasons to 

use a qualitative approach for the current study: 

• natural setting, 

• researcher as key instrument, 

• multiple sources of data, 

• inductive and deductive data analysis, 

• participants’ meaning, 

• emergent design, 

• reflexivity, and 

• holistic account (pp. 185-186). 
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Additional reasons why a qualitative study best suited the research questions 

include exploring the human experience and describing the experience with rich detail. 

Qualitative researchers attempt to explore the human experience (Creswell & Poth, 2018; 

Myers, 2000). Myers (2000) stated, “one of the greatest strengths of the qualitative 

approach is the richness and depth of explorations and descriptions” (p. 4). Data collected 

and analyzed in the form of themes or categories provided descriptive study results. 

Descriptive words paint more complete pictures than numbers (Merriam, 1998). The 

students’ own words and direct quotes supported data findings. Qualitative research 

provided a distinct method of inquiry that offered a descriptive analysis of students’ 

experiences; therefore, qualitative design best suited the essence of the study. In the 

following section, I provide details about the narrative approach for this case study. 

 

Narrative Inquiry 

I applied narrative inquiry as the qualitative design to this case study. Narrative 

case studies tell the story of individuals and their experiences with a certain phenomenon 

(Creswell & Poth, 2018) and allow for voices to be heard and remain a focal point for the 

data. In fact, narrative inquiry can be both the phenomenon of the story and inquiry of the 

narrative (Connelly & Clandinin, 1990). Connelly and Clandinin explained narrative 

inquiry as storytelling, which “involves retelling stories and reliving stories. A person is, 

at once, engaged in living, telling, retelling, and reliving stories” (p. 4). Stories told 

become lived experiences, and the researcher collaborates with the participants, 

attempting to understand the participants meaning of their story(Connelly & Clandinin, 

1990; Creswell & Poth, 2018).  
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A narrative approach to qualitative research can be both a narrative and a method 

(Connelly & Clandinin, 1990). Creswell and Poth (2018) described narrative inquiry as 

an opportunity to explore the life of an individual or a small group of individuals, with 

data deriving mainly from interviews and documents. Many fields including anthology, 

literature, history, psychology, and sociology widely employ narrative inquiry (Connelly 

& Clandinin, 1990; Creswell & Poth, 2018). Narrative inquiry can improve professional 

practice, since practitioners will gain insight into their own choices and practices 

(Connelly & Clandinin, 1990), and it is used to improve practice. When narrative design 

is used in the field of education, then teachers and students alike can reflect on the 

practice of teachers and help empower both teachers and students to enhance learning and 

development. 

In this study, I used narrative inquiry to collect data from interviews of four 

former students of blended learning and reflect if the class influenced students currently 

in their present job or schooling. Blended learning interviews revealed students’ 

perceptions of the class and whether or not the class bore any preparation post-secondary 

pursuits. The stories told were analyzed for themes and categories, and in collaboration 

with the students, their stories were retold. Narrative inquiry was used to examine each 

students’ experiences and perspectives as well as share their stories. Further, the 

collective story had the possibility of informing the practice of blended learning in 

secondary schools. In the following section, I discuss the rationale for why I chose case 

study to explore blended learning. 
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Case-Study Rationale 

Case-study research explores a current phenomenon (Creswell & Poth, 2018; Yin, 

2018) within a bounded system of time and place (Creswell & Poth, 2018). The 

contemporary phenomenon, blended learning, was bound by time and place (Creswell & 

Poth, 2018). I limited the study to students that previously enrolled in my blended 

learning government and economics class in the 2017-2018 school year. Case study 

matched the study by optimizing blended learning as a contemporary phenomenon that 

can be addressed in a real-world context (Creswell & Poth, 2018, Yin, 2018). Multiple 

case studies allowed for more data points to be explored and possible generalizations to 

be made (Yin, 2018).  

 Case study design was appropriate for the theoretical framework because the 

theory of transactional distance (Moore, 1997) and Four Cs (NEA, 2014) focused on the 

students’ perceptions of the blended learning course and possible influences from 

blended learning to their present lives, and these lived experiences were contemporary 

and bound by time and place (Creswell, 2018; Yin, 2018). Each student experienced 

transactional distance distinctly, so a multiple case study suited this variation of multiple 

realities while still allowing a holistic view. Data analysis included interpreting data from 

the case study participants’ stories and finding individual themes then cross-case 

analyzing them. This allowed me to tell the individual stories better as well as holistically 

analyzing the phenomenon of blended learning. 

The purpose of the multiple case study was to understand the experience of four 

students in a blended learning class, and study how or if the course supported the 

participants’ post-secondary endeavors. I further conducted a case study design because I 
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recognized researchers in the field need a jumping off point for future research, and case 

study designs often provide that. Case study provided an optimal design since each case 

focused on a different post-secondary task of full-time workforce, military, community 

college, or university. Case study best answered the research questions, as the questions 

defined the study design (Yin, 2018). Therefore, I used a qualitative case study to explore 

blended learning. Also, because of the paucity of research in this area, the actual 

experiences of students will help to spur future research. In the following section, I 

describe the participants chosen for study. I also outline the site for the study. 

 

Participants and Site 

Being a student in the government and economics blended learning course in 

2017-2018 senior year of high school bounded the overall population of participants. At 

the time, the school offered only one blended learning course, of which I taught. The total 

number of enrolled blended learning students was limited to 35 students in one large 6A 

high school in Central Texas.  

In a multiple case study, purposeful sampling includes study participants willing 

to expound on their experience through conversations. These conversations can help 

produce and/or further the researcher’s own understanding of the phenomenon through 

explaining the issue (Creswell & Poth, 2018). Selecting a sample size depends on the 

scope and sequence of the study, as well as the inquiry. To explore students’ 

perspectives, a case study method was most appropriate to allow for in-depth analysis of 

individual stories and provided opportunity for cross-case analysis. Therefore, I limited 

the size of the study to four cases. Further, I stratified the purposeful sampling to 

facilitate comparison (Creswell & Poth, 2018). The stratification included the four most 
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common post-secondary choices for high school students: military, workforce, 

community college students, and university students. By including one student from each 

post-secondary choice listed, my sample provided maximum variation, a fundamental 

part of cross-case analysis. This wide selection highlighted norms that can be applied to 

other studies concerning blended learning in a secondary setting as well as the impact of 

the experience of blended learning courses in K-12 schools and provided generalizations 

for this and further research. The details of each case study participant follow. 

 

Description of Participants 

For the purpose of this study, military includes the branches of the U.S. Army, 

Marine Corps, Navy, Air Force, or Coast Guard on full time active duty. For the intent of 

this case study, community or technical college included schools which provide 

professional licenses as well as 2-year associate degrees. These colleges are also often 

pathways to 4-year universities. These students remained enrolled in at least 12 hours to 

qualify for the study. Next, employment refers to students that are not in school and are 

working exclusively. Lastly, a university student refers to a student attending a 4-year 

university and enrolled in at least 12 hours. The sampling provides multiple case studies 

to show themes for all students, regardless of their post-secondary choice of school, 

military, or workforce.  

Creswell and Poth (2018) recommend narrative study participants to be 

accessible, distinctive, and able to provide insight to the phenomenon being explored. 

Based on the purposeful sampling criteria, I chose four former students to be part of the 

study. While many different former students could have been selected for the study, I 

purposefully chose these students for reasons detailed next. Other students in the course 
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fit the post-secondary requirements of military, workforce, or student, yet these four 

students in particular knew their post-secondary plan before starting the blended course. 

Further, these participants followed through with their post-secondary plan. This 

intentionality by the students created a personal lens throughout the course that differs 

from their classmates with the same post-secondary pursuit. I next describe the 

participants in more detail, starting with Ronnie, a member of the U.S. Air Force. 

 

Ronnie: Military. While several students showed interest in the military, only two 

signed their papers with their respective branches prior to high school graduation. One 

student joined the Army Reserves and another student, Ronnie, joined the U.S. Air Force. 

While I did not teach Ronnie until his senior year, I frequently co-taught in his social 

studies course during ninth grade. Even as a 14-year old student, he always seemed more 

purposeful compared to his classmates. Throughout his 4 years of high school, I often 

saw Ronnie in the hallways or in other classes, and we commonly conversed. From the 

first week Ronnie stepped into the blended learning course, he discussed his desire to 

potentially become a firefighter, like his father. Being versed in the civil service fire and 

rescue system, including testing and lack of ability to transfer rank to another 

municipality, Ronnie and his family thought it was best to start off in the military. He 

began communicating with an U.S. Air Force recruiter in the fall of 2017 to put his plan 

in motion. Before Ronnie graduated, he swore into the U.S. Air Force, and is currently 

stationed in Florida. Next, I will describe Sarah, the study participant who works full-

time. 
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Sarah: Workforce. I met Sarah for the first time in August of 2017, and I had not 

met Sarah prior to the first day of school. She has long hair, glasses, and a quick wit. 

Sarah reserved her personality upon meeting her but came out of her shell faster than I 

expected from my own biases. She, like many other high school students, worked in the 

fast food industry. Sarah was excited her family would be moving out of their cramped 

space into a larger home, but also knew that she would have to work more to save up 

money to help her family with expenses.  

Further, Sarah was the only participant to graduate in December, so she viewed 

the course uniquely to her situation. Sarah had not planned throughout high school to 

graduate early, so much of her anxiety stemmed from the decision at the start of her 

senior year to graduate early in December. Sarah experienced many mixed emotions, 

including anxiety about the decision to graduate early. While she knew she needed to 

work more hours to support her family, she did not feel like she was personally ready to 

leave high school. Missing the spring of her senior year included missing many high 

school traditions such as prom and senior splash day. The backdrop of Sarah’s story is 

unique to her family’s financial situation and Sarah’s willingness to make personal 

sacrifices for her family. The following section describes Madison, a community college 

student.  

 

Madison: Community college student. I taught Madison, and a handful of other 

students, 3 out of 4 years in high school, not because of a lack of academic success on her 

part, but due to my changing teaching assignments. Due to this unique situation, I 

observed Madison grow and mature, both academically and socially throughout her 4 

years of high school. While teaching students multiple grade levels can be common in 
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smaller schools or specialized electives, it was unusual for core academic teachers at 

Belton High School. 

 Madison understood, unlike many high school students, that the 4 years of high 

school would not define her academics or peer group. From my experience as Madison’s 

teacher, I understood her capabilities in social studies courses. I also observed her 

tendency to keep her friend group small. She could be a top student, but often chose to be 

a mid-level student. She knew that grades would not matter for entering a community 

college. Madison had a plan to become a registered nurse, so she knew she would attend 

a local community college with a reputable nursing school. Madison also realized that she 

wanted to have fun in high school with her peers but would not necessarily remain in 

close contact with the majority of them after high school. That recognition by a high 

school student, in my experience seemed rare. Teaching Madison for 3 years allowed me 

to recognize more social and academic traits. Since blended learning course combined 

working independently and in peer groups, her academic and social awareness shaped 

how Madison viewed the course. In the next section, I describe Blayton, who takes 

classes full time at a 4-year university.  

 

Blayton: University student. Blayton decided after the due date for blended 

learning applications that he wanted to take the course his senior year. In April of 2017, 

Blayton’s junior year, his counselor pulled me into her office to ask if he could still enroll 

him in the course. She pulled up a screen on her computer with his grades, courses, and 

picture. I did not know him, but from that little hint of information, it seemed like he 

balanced his enrollment between advanced classes and academic classes. The counselor 

and I decided to register him for the blended learning course for the fall of 2017.  
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Throughout the school year, I learned more about Blayton. He worked at the 

swim center both before school and after school. When most high school students were 

fast asleep, Blayton lifeguarded, and after school he lifeguarded and taught swim lessons. 

Blayton developed a strong work ethic, which he attributes to his family. Blayton’s 

mother and grandfather both own businesses, and business had always interested him. He 

always planned to attend a traditional university and focus his studies on business. Part of 

that desire meant he worked while also attending Texas State University. Blayton 

currently works retail at a large outlet mall in San Marcos. So, like in high school, when 

many of his friends were sleeping, Blayton works. Demographics for the participants are 

in Table 1. 

 

Table 1 

Description of Participants 

Name Classification Age Gender Current Situation 

Ronnie Military 20 Male Serving in the U.S. 

Air Force 

Sarah Workforce 19 Female Working in the 

fast-food industry 

Madison Community 

College 

19 Female Pre-nursing school 

student 

Blayton University 20 Male Business student 

 

Protection of Human Subjects 

Willing and voluntary participants provided data for this research study. Before 

any data were collected, permission for this study was given by the Institutional Review 

Board (IRB) at the researcher’s university. A copy of the IRB approval is in Appendix A. 
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I also gained permission from each participant. Each participant signed a consent form to 

provide written, not just verbal, consent. A copy of the informed consent form is in 

Appendix B. Permission was also obtained from the former high school and school 

district prior to data collection. Each participant chose whether or not to use a 

pseudonym. The use of pseudonyms can provide protection for the participants, schools, 

and employers if the participants desired to keep their identity hidden. However, each 

participant chose to use their real name, not a pseudonym. This study centered on student 

experience, so the data collected emphasized the stories of individuals and focused on the 

participants’ voices. The next section is a discussion of the narrative role in the study. 

 

Narrative Role in Research 

Narrative case studies tell the story of individuals and their experiences with a 

certain phenomenon (Creswell & Poth, 2018) and allow for voices to be heard and be a 

focal point for the data. Narrative case studies are vital to the literature of secondary 

blended learning because education is the story of individuals. The stories in this study 

provide a voice in a technology and data driven K-12 environment. Through the stories, I 

discovered individual themes. Then, by comparing the stories of each case, I uncovered 

cross-case analysis themes. Qualitative, narrative case studies provide a lens not only 

about what the participant says but also how they say it. I recognized the role of the 

values of each former student throughout the research process. Further, a narrative case 

study derives from interviews and data analysis and allows the emergence of both 

individual themes and cross-case analysis themes. More specifically, using narrative case 

study, the researcher collects data mainly through interviews and documents and analyze 

that data to tell stories and develop themes (Creswell & Poth, 2018). Data analysis 
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focused on interpreting data from the participants’ stories to tell the individual stories 

better as well as holistically analyze the phenomenon of blended learning.  

A lack of narrative case studies about blended learning remains for a variety of 

reasons including an overall lack of research concerning distance, blended, and online 

learning. Even more, most research compares or assesses the quality or success of online 

and blended courses. This narrative feature was important because it did not measure 

success, instead it helped explore individual stories. The following section is an overview 

of the data collection process in the study.  

 

Data Collection Overview 

 Data collection and data analysis can be difficult to separate in a qualitative case 

study, as the two steps often occur concurrently. Qualitative data were full of rich, thick 

descriptions from multiple sources, and this large quantity of data must be triangulated 

and reduced (Creswell & Poth, 2018; Yin, 2018). Data collection began with an 

electronic questionnaire with written answer responses. A copy of the questionnaire 

protocol is in Appendix C. From the questionnaire responses, I created semi-structured 

questions for a teleconference panel interview. Next, I wrote several semi-structured 

interview questions based on the research questions, conceptual framework, and 

influenced by the written responses and panel interview. During the multiple interviews, I 

used video and audio recording along with memoing, as advised by Creswell and Poth 

(2018). I transcribed and analyzed the interviews, and then I created more questions 

based on the prior interview. This process allowed for thick descriptions and continued 

until I reached saturation. I used protocols for both the questionnaires and interviews to 

maintain a chain of evidence while collecting data (Yin, 2018). Copies of the interview 
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protocols are in Appendices D–G. I first collected responses to a questionnaire as the 

initial data for the study. In the next section, I describe the questionnaire. 

 

Student Questionnaire 

 To begin with, participants were given a questionnaire that included a narrative 

portion for students to write about their experience as a blended learning student. In the 

questionnaire, each participant was given the chance to respond to questions prompts. 

Participants submitted the questionnaire electronically. Collecting and analyzing these 

individual written responses provided explanatory data prior of their shared experience 

prior to the interviews. These stories in written form helped highlight the experience of a 

blended learning students’ senior year of high school. This written questionnaire helped 

refine the interview questions for the panel and individual interviews. Table 2 depicts the 

questionnaire.   

 

Pair and Group Interviews 

After the questionnaire, participants took part in a pair interview followed by a 

group interview. I conducted the first pair interview with the two college students, 

Madison and Blayton. The second pair interview intended to include Ronnie, a member 

of the military and Sarah, a full-time employee. However, due to the fact that Ronnie’s 

work schedule in the U.S. Air Force was the opposite of Sarah’s work schedule, I 

conducted the intended pair interview as two separate interviews. Next, three of the 

participants—Blayton, Madison, and Sarah—joined together for a group interview.  All 

interviews took place one and a half years after high school graduation.  
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Table 2 

Questionnaire 

Question Response 

Describe your experience in the blended 

learning course your senior year of high 

school? 

Narrative response 

What did you think about the distance 

between the teacher and you as a student 

(since the class did not meet daily)? 

Narrative response 

Describe the communication from instructor 

to student. 

Narrative response 

Did the blended learning class prepare you or 

help you currently in work or school? Why or 

why not? 

Narrative response 

Do you think any of the following increased 

as a result of the blended learning course? 

Answer choices (can be 0-4 checked) 

● Creativity at work or school 

● Communication at work or school 

● Collaboration at work or school 

● Critical thinking at work or school 

 

Each pair/group interview lasted approximately 30-40 minutes. To accommodate 

different schedules and locations of residence, I conducted the interviews online, using 

the teleconference tool Zoom (Zoom Video Communications, Inc., 2020). The first pair 

interview included questions with connections to the questionnaire and questions written 

to help bring out possible perspectives of blended learning based on the research 

questions. The group interview included questions lingering from the data analysis from 

the prior panel as well as questions stemming from the research questions. After these 

interviews, I transcribed the interviews and conducted further data analysis. This ongoing 
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data analysis helped in creating questions for the next interview. Table 3 summarizes the 

pair and group interviews. 

 

Table 3 

 

Pair and Group Interview Overview 

 

Group Details Research Focus 

Pair 1: 

Community College Student 

University Student  

 

Intended Pair 2: 

Military Member  

Workforce Member 

Question #1:  

How did students’ perceptions of the 

course reflect transactional distance? 

 

Previous Data:  

Questions based off responses from the 

questionnaire given prior to interview 

Group:  

Community College Student 

University Student 

Military Member 

Workforce  

 

Question #2:  

Which experiences (if any) influence 

students’ 21st century skills for their 

post-secondary schooling or 

employment?  

 

Previous Data:  

Questions based off responses from the 

previous panel  

 

 

Individual Interviews 

After the pair and group semi-structured interviews, I proceeded to analyze the 

data and conduct individual interviews. According to Stake (1995), using interviews 

researchers “seek to aggregate perceptions or knowledge over multiple respondents” (p. 

65). With the individual interview portion of this case study, I explored in depth students’ 

perceptions of the blended learning course. I conducted interviews over the span of a few 
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months. I recorded all interviews with permission of the participants, which helped to 

ensure reliability. 

I conducted all interviews using an interview protocol and recording device, and 

the audio recordings were transcribed. Yin (2018) suggested protocols to guide 

researchers, therefore, interview protocols are in Appendices B, C, D, E, F, and G. Each 

interview lasted approximately 30-40 minutes, and took place remotely using online 

video conferencing, Zoom (Zoom Video Communications, Inc., (2020). Sample 

questions from the protocols included, 

● How did you perceive communication in the course with the instructor and 

classmates? 

● Describe the structure of the course electronically and face-to-face?  

● Did you find the level of independence high, low, helpful, hinderance? 

● Have there been times you found the experience of blended learning or the 

distance between the instructor and student negative? 

● What part of the class did you find most helpful? 

● Did you find the blended learning course future oriented while you were in the 

class? Explain. 

● Was the classroom environment and/or teacher - student relationship critical to 

blended learning? Why or why not?  

● Describe collaboration with your instructor or supervisor in your school or work 

setting.  

● What experiences (if any) from the blended learning course help to make 

communication in your school or work setting easier? 
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● Did the blended learning course offer preparation for your current role? 

● Did the blended learning course offer helpfulness?  

In the following section, I explain the data analysis used in the case study.  

 

Data Analysis Overview 

 The purpose of qualitative data analysis is to bring purpose and order to the data, 

which is facilitated through reduction of data (Creswell & Poth, 2018). In qualitative 

research, data analysis reduces the data and prepares the data to be present in an 

accessible way to the reader such as through discussion, chart, graph, or figures (Yin, 

2018). Qualitative data analysis must be mindful given my former role in the blended 

learning class. According to Nolen and Talbert (2011), qualitative data requires,  

the researcher be fully transparent in his or her strategy of data analysis and 

reduction; the study itself must be born out of the existing research literature; and 

that the role of the researcher in relation to the researched is clearly described. (p. 

264) 

These requirements encompass ethical considerations, and mainly reside in my own role 

as a former teacher of the blended learning course conducting research. My main 

considerations consisted of verifying that the blended learning students do not give me 

answers based on what they perceive as answers or statements that they believe that I, 

their former teacher, want to hear from them.  

In this multiple case study, the protocols shaped data collection and data analysis; 

protocols included the data collection plan, conceptual framework, research questions, 

and proposition, all stemming from the objectives of the case (Yin, 2018). Data analysis 

consisted of two major phases—pattern matching and coding within each individual 

case—followed by cross-case analysis. An initial dive into the data helps the researcher 
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explore (Yin, 2018). According to Yin (2018), “playing” with the data creates a starting 

point to search for “patterns, insights, or concepts that seem promising” (p. 167). Playing 

can range from organizing data in tables, making a matrix, using chronological order, or 

calculating frequency. The large volume of data collected in a case calls for data 

reduction as part of the analysis process (Yin, 2018), so I transcribed and analyzed data 

after each interview. After digging into each case, I first coded using variables and 

aspects of my conceptual framework. I then discovered themes for each individual case. 

The purpose of this strategy was to link the conceptual framework to the data while 

developing internal and external validity (Yin, 2018). I then used pattern matching to 

compare patterns based individual themes and initial coding. I next coded more to find 

cross-case analysis themes, which would help me attempt to answer the objectives of the 

study.  

Further, to increase the validity of the study, I conducted member checking, as 

each participant had embedded opportunities to read their data and offer feedback (Yin, 

2018). After I analyzed each case individually through pattern matching, a cross-case 

analysis followed. This provided an overarching depiction, including themes and 

concepts (Yin, 2018). I remained obligated to report any negative evidence or competing 

theories to demonstrate the realistic phenomenon of this blended learning course for these 

four high school seniors. In summary, for the multiple case study, I analyzed the cases 

individually first, then conducted a cross-case analysis (Yin, 2018). Table 4 provides a 

summary of the data collection based on the research questions.  
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Table 4 

Summary of the Data Analysis Methods for Each of the Main Research Questions 

Research Question Data Collection 

1. What are students’ experiences with the blended 

learning course? 

Questionnaire 

Pair Interviews 

Group Interviews 

Individual Interviews 

2. How does the theory of transactional distance 

(Moore, 1997) and the Four Cs (NEA, 2014) help 

interpret students’ experience? 

Questionnaire 

Group Interviews 

Individual Interviews 

 

 

 Both during and after data collection, data analysis must take place. In the 

following section, I explain the coding and pattern matching from the study.  

 

Coding/Pattern Matching 

 Pattern matching strengthens the reliability of the data (Creswell & Poth, 2018; 

Yin, 2018). Codes help create categories or themes within the data (Yin, 2018). Codes 

may be deductive in nature, created from an existing framework—a priori or codes may 

be inductive, created from the literature and development of a new theory, no 

predetermined theory, or conceptual framework—posteriori (Creswell & Poth, 2018; Yin, 

2018). Posteriori themes emerged from the data analysis and collection, as data collection 

and data analysis were occurring at the same time (Creswell & Poth, 2018; Yin, 2018). 

The initial coding structure I used derived from the conceptual framework from Chapters 

1 and 2. In the following section, I describe constant comparative analysis used in the 

study.   
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Constant Comparative Analysis 

Glaser (1978) writes about generating theory from data by using constant 

comparative analysis. Glaser believed the best way for a researcher to enter data 

collection was without any predetermined biases or hypothesis then use the data for 

constant comparative analysis. Initially, this technique was reserved for posteriori theory, 

yet now, constant comparative analysis is used as a method in a priori research. Yin 

(2018) also subscribes to constant comparative analysis, but with this study involving 

four cases, I individually analyzed and coded each case first. Next, I compared each case 

to the other, looking for common themes from each of the former blended students. Then, 

I compared questionnaire and interview data to find themes for coding. The initial coding 

structure derived from the conceptual framework, transactional distance, and the 21st 

century skills. This included dialogue, structure, and learner autonomy—according to 

Moore’s (1997) definition of those terms—and communication, collaboration, critical 

thinking, and creativity—derived from the Four Cs (NEA, 2014). 

 Data analysis continued throughout the data collection process. As I completed 

the interviews, I wrote reflective notes and used interview transcriptions. As Creswell and 

Poth (2018) emphasized, data collection does not have distinct steps, and instead of steps 

are related to one another, and occur as the research occurs, making the data collection 

and analyzation on-going. After each questionnaire or interview and analysis, an effort 

was made to analyze and reduce data. Some ideas such as helpful aspects of the course 

and a preview for college courses came forth during this process. The next section is an 

explanation of how I utilized Kvale’s interview process.  
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Kvale’s Interview Analysis 

 Considering that the data from the study relied heavily on interviews, interview 

analysis included applying five of the six steps from Kvale’s (1996) approaches to 

interview analysis with the purpose of providing further validity. Kvale developed the 

steps in order to analyze during the interview itself. During the first step, the interviewee 

describes their personal experience, including their actions and feelings, and during this 

step, the researcher does not interpret the description. During the second step, the 

“subjects themselves discover new relationships during the interview, see new meanings 

in what they experience and do” (p. 189). This results from self-generated and unplanned 

descriptions the interviewees experience and the researcher refraining from analysis. In 

the third step, the interviewer summarizes and interprets the meaning of the interviewee’s 

description. Therefore, the researcher can send back the description of the interviewee 

and the interviewee can confirm or correct immediately. Kvale stated this process can 

create a “self-correcting interview” (p. 189). The fourth step is to discuss the transcription 

and interpretation of the interview. This includes coding, previously discussed. The fifth 

step includes re-interviewing the participant to provide an opportunity to clarify the 

researcher’s interpretation, including member checking previously discussed in this 

chapter.  

While I utilized Kvale’s (1996) interview process throughout the semi-structured 

interviews, I found it most useful while analyzing Ronnie’s interview responses, a 

member of the military, and Sarah’s interview responses, a part of the full-time 

workforce. To me, discovering connections between a blended learning course and a 

military member or a full-time fast food employee were not as obvious as connections 
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between a blending learning course and a full-time college student. Ronnie articulated 

during member checking how beneficial the interview process was for him to transition 

from childhood to adulthood, particularly in the military. Sarah revealed during member 

checking that the interview process renewed confidence in college courses, and she began 

to ask her co-workers more about their college experiences. Both Sarah and Ronnie 

found, as Kvale (1996) described, new meaning in their experience of blended learning.  

Using Kvale’s (1996) steps to interview analysis provided further validity and 

reliability as well as data reduction to the qualitative study. The next section is the 

discussion of my own reflexivity as a researcher.  

 

Reflexivity 

As the teacher and creator of the blended learning course, I attempted to detach 

myself from the experience outcomes. Knowing this is a seemingly impossible task, I 

attempted to practice reflexivity about my positionality during the research and study. 

Certainly, I can be reassured that all of my students, as well as myself, had different 

experiences within the platform of blended learning. Part of my process to determine if 

my interpretation of the data was faithful to the participants’ experiences, not my own, 

included using member checking. The following section is an explanation of member 

checking in more detail. 

 

Member Checking 

Lincoln and Guba (1985) stated the alternative measures for judging qualitative 

study are credibility, transferability, dependability, and confirmability. Since this case 

study was qualitative, all four measures needed to be taken into consideration. According 
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to Lincoln and Guba, credibility of the study depends upon the participants’ view of the 

research. I collaborated with the participants to confirm the credibility of the study, which 

includes member checking. Dependability was crucial to ensuring that the results of this 

study might inform practice within K-12 education. In order for dependability to be 

confirmed, the research remained transparent and explicitly explained in light of any 

changes along the way to participants or the research. To strengthen the confirmability of 

the research, strategies included member checking, examining data, and seeking a rival 

theory to solidify the qualitative multiple case study. 

I used member checking to assist with reflexivity. During member checking, I 

took data back to participants so they could judge the accuracy and credibility of the 

account. Indeed, I requested participant feedback on my data and data analysis to verify 

that I was as precise as possible with my participants’ experiences in the blended learning 

course. However, my participants did not desire to read their transcriptions. Instead, they 

preferred hearing from me the emerging individual themes as well as themes from the 

cross-case analysis. So, during the interview, I provided them with the emerging ideas 

and gained feedback immediately. The participants preferred this since they were already 

blocking off time in their day for interviews. It seemed, to them, like a way they could 

provide member checking and feedback without taking up more of their personal time. 

This proved easier for the participants to provide feedback while honoring personal time. 

After discussing individual themes and cross-case analysis themes during interviews, I 

asked the participants to read sections of the study I wrote about them. After reading my 

writing about themselves, we would discuss the writing, including any clarifications or 

changes needed. This same process repeats several times until I completed Chapter Four. 
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It was important as a qualitative researcher that I disclosed the purpose of the 

study directly to the participants from our initial contact. As well I was transparent about 

the nature of the study to help remove any hierarchical sense from the nature of the 

researcher and participant (Creswell & Poth, 2018). My interests were to understand the 

experience and to make sense of their lived experience by selecting multiple cases to 

illustrate the experience in the blended learning course better while at the same time 

gathering multiple perspectives (Creswell & Poth, 2018).  

Additionally, ethical considerations mainly resided in my own role as a former 

teacher of the blended learning course as well as the researcher of this study. My main 

considerations consisted of verifying that the blended learning students did not give me 

answers based on what they perceived as answers or statements they believed I, their 

former teacher, wanted to hear from them. I corroborated my data through triangulation 

of multiple data sources as well as conducted multiple interviews with each former 

student (Lincoln & Guba, 1985; Yin, 2018). I remained obligated to report any negative 

evidence to demonstrate the realistic phenomenon of blended learning course for high 

school seniors. Concurrently, collaborating with participants included embedding 

opportunities for participants to be involved throughout the data analysis not limited to 

reviewing codes and themes that emerged from the interviews. 

Given that the participants were limited to students in blended learning government and 

economics during the 2017-2018 school year, another possible limitation of the study 

included students recalling past information from the previous school year and applying it 

to their current life. Recalling how the past influences a person has limitations as people 

tend to remember the peak experiences and the end the better than the experience as a 
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whole (Heath & Heath, 2017). Further, the narrow amount of time from graduation to the 

interviews, one and a half years allowed for only assessing early-stage application to 

post-secondary pursuits, not application across the full course of those post-secondary 

pursuits. 

Teacher-student relationships as well as student-peer relationship remains a key 

factor in student success in the blended learning environment. Since the class only met 

2 days a week, students had to feel comfortable asking the teacher and/or classmates 

for help (Kist, 2015). Since I, their former blended learning teacher and current 

researcher, professionally know the participants well, I believe the participants felt 

comfortable being transparent concerning their experiences in blended learning 

government and economics during their senior year of high school.  

Possible limitations also included participants not feeling comfortable revealing 

potential problems or dislikes with the course. Also, the amount of time since taking the 

course, which was necessary for the study, could potentially have prevented students 

from remembering details for the course. These potential limitations did not hinder the 

data collection or study, as the researcher and former teacher sought understanding of 

experience of blended learning and anticipated limitations during data collection. In the 

following section, I explain how reliability and validity were used in the study.  

 

Reliability and Validity of the Study 

 Reliability factors helped reduce errors and increased objectivity. Internal 

reliability in case study concerns the ability to place confidence and trust into the study 

and its findings. This study design reflected a consideration of internal reliability through 

pattern matching, explanation building, and addressing rival theories (Yin, 2018). Data 
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analysis processes, including pattern matching, helped to confirm the reliability. External 

reliability referred to the ability to replicate the study as well as it can be useful in 

informing practice and future research. To do so, I administered each participant the same 

questionnaire and interview questions. Further, other doctoral students reviewed the data 

and coding to help provide external review. I utilized member checking. Triangulation of 

data from multiple sources further increased the reliability (Lincoln & Guba, 1985). 

Using both internal and external reliability factors helped reduce errors in the 

methodology.  

The validity of qualitative research and case study research are important to 

illustrate. For qualitative research, Nolen and Talbert (2011) discussed three conditions 

that must be present. Nolen and Talbert explained that the researcher must  

be fully transparent in his or her strategy of data analysis and reduction; the study 

itself must be born out of the existing research literature; and that the role of the 

researcher in relation to the researched is clearly described. (p. 264) 

 

Throughout the study, I aimed to reveal how I analyzed and reduced data, mainly through 

pattern matching. Next, the study was derived out of the literature, including the 

conceptual framework and research questions. Both are based on the theory of 

transactional distance (Moore, 1997) and the Four Cs (NEA, 2014). Finally, I attempted 

to define my role as a researcher. Throughout the study, I continually sought to reveal my 

own limitations as a researcher by using reflexivity and transparency as described in prior 

sections. 

Specifically, within a case study, the researcher can offer thorough information, 

insight, and a thick description of the phenomenon being explored (Yin, 2018). Yin 

(2018) described the notion of reliability for a study to include a chain of evidence. The 
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chain connects the study findings from the data collected, which is linked to the 

protocols, which are linked to the research question. In my study, I used the data 

collected from protocols, which are semi-structured interview questions written to answer 

two research questions: What are students’ experiences with the blended learning course? 

How does the theory of transactional distance (Moore, 1997) and the Four Cs (NEA, 

2014) help interpret students’ experience?  

Additionally, to increase validity within qualitative research, Lincoln and Guba 

(1985) provided four criteria for judging qualitative research: credibility, transferability, 

dependability, and confirmability. In the following sections, I briefly discuss each factor 

in relation to the study.  

 

Credibility. Credibility refers to the participants perspective of the study (Lincoln 

& Guba, 1985). For this study on the phenomenon of blended learning, the participants’ 

perspectives are vital on both the course and how or if the course applies to their current 

life. Further, credibility can refer to the researcher’s credibility to conduct a study. 

Creswell and Poth (2018) expressed that extended engagement in the field combined with 

triangulation of data can help ensure credibility of the study. I have spent 16 years in the 

field of secondary public education with 14 of those years as a classroom teacher. This 

extensive time in the field of education can increase my credibility to research blended 

learning (Creswell & Poth, 2018).  

 

Transferability. Transferability refers to the ability to generalize a study and 

transfer the study to other situations (Lincoln & Guba, 1985). I have endeavored to make 

the process as precise as possible. Yin (2018) advocates for a process and procedures 
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within case study. For instance, Yin recommends protocols for data collection. I used 

interview protocols, making available the questions and procedures to other researchers 

to transfer to be able to conduct their own study or phenomenon. 

 

Dependability. Dependability promotes validity of a case study by the researcher 

explaining the context for the study (Lincoln & Guba, 1985). Understanding how a 

researcher approached the study and the difference in settings for the study participants 

plays an important factor in considering the study dependable. For this study, I made 

efforts to address my setting as the former blended learning instructor to the four 

participants. Further, I described each participant and the setting of the participant with 

the intention of disclosing a great deal of information in order to strive for a dependable 

study.  

 

Confirmability. In case study research, confirmability denotes how a researcher 

can confirm the study results (Lincoln & Guba, 1985). This can only occur if the 

researcher practices transparency and objectivity in the methodology used. Throughout 

the study, I tried to look for negative aspects of the case and unveiled all results, 

regardless of the results seeming positive or negative. This process was aided by using 

protocols throughout data collection. Table 5 is a summary of the research plan for the 

study. The protocols for the interviews can be found in the appendices.  

 

Conclusion 

In this chapter, I presented the methodology, including data collection and 

analysis, used in this qualitative, multiple-case study. The process of collecting and 

analyzing data began with an electronic questionnaire, followed by pair and group 
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interviews, and concluded with individual interviews. Interviews served as the primary 

data sources and rich, thick descriptions resulted from the data. Chapters 4 and 5 include 

each participant’s story along with themes, findings, and next steps based on the 

participants’ experiences with blended learning. 

 

Table 5 

Summary of the Research Plan for the Study 

    Individual Interviews 

Data 

Collection 
Questionnaire 

Pair 

Interviews 

Group 

Interview 
1 2 

Theory in 

conceptual 

framework 

Blended 

Learning 

Experience  

Theory of 

transactional 

distance 

(Moore, 1997) 

Four Cs (NEA, 

2014) 

Blended 

Learning 

Experience  

Theory of 

transactional 

distance 

(Moore, 

1997) 

Blended 

Learning 

Experience  

Blended 

Learning 

Experience 

Theory of 

transactional 

distance 

(Moore, 1997) 

Blended 

Learning 

Experience 

Four Cs 

(NEA, 2014) 

Research 

Question 
Research Question 1 and 2 

Ongoing 

Data 

Analysis 

Questions 

 Follow up 

questions 

from 

questionnaire  

Follow up 

questions 

from pair 

interview  

Follow up 

questions from 

group 

interview  

Follow up 

questions 

from 

Interview 1  

Approx. 

Date 

Fall 2019 Fall 2019 Fall 2019 Winter 2019 Winter 2019 
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CHAPTER FOUR 

Results 

 

 In this study, I used a narrative, multiple case study design to examine the 

experiences and perspectives of four students who participated in a blended learning 

class, including examining the influence of this class on their post-secondary lives. I 

relied on multiple interviews to answer the research questions in the study:  What are 

students’ experiences with the blended learning course? How does the theory of 

transactional distance (Moore, 1997) and the Four Cs (NEA, 2014) help interpret 

students’ experiences? 

The conceptual framework used in the study, described in the previous chapters, 

combined the theory of transactional distance (Moore, 1997) and the Four Cs (NEA, 

2014) which provided a lens to explore participants’ viewpoints of the blended learning 

course. In this chapter, I present each participants’ story, including individual themes that 

emerged from the data analysis as well as themes that emerged from cross-case analysis. 

Finally, in this chapter I describe how the emerging themes assisted me in answering the 

research questions.   

 

Telling Student Stories 

In this chapter, I introduced the results of this study applying the notion of voice 

from Connelly and Clandinin (1990). A brief description of the four participants’ 

personal experiences related to the blended learning course is provided. Through the use 

of interview transcriptions, these narratives were “restoried” (Connelly & Clandinin, 
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1990). Each participant’s story revealed unique themes. The individual themes from each 

participant’s narrative are also used to answer each research question. Next, cross-case 

themes derived from data analysis help to further describe each participant. In this 

chapter, I attempted to honor each participant’s story as distinctive to their own 

experience in the blended learning course and connections to their post-secondary 

endeavors. 

 

Participants 

To contextualize the students’ stories, Table 6 provides a review of information 

from Chapter Three regarding the participants’ demographics. I am using the student’s 

real names and settings as Ronnie, Sarah, Blayton, and Madison gave permission to do 

so. In the next section, a description of each participant is provided, followed by 

individual themes that emerged from the data analysis.  

 

Table 6 

Demographics of Participants 

Name Classification Age Gender Current Situation 

Ronnie Military 20 Male Serving in the U.S. 

Air Force 

Sarah Workforce 19 Female Working in the 

fast-food industry 

Madison Community 

College 

19 Female Pre-nursing school 

student 

Blayton University 20 Male Business student 
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Ronnie: A Story of Intended Service 

 

Description of Ronnie. Ronnie is a former blended learning study who graduated 

from Belton High School, and currently serves in the U.S. Air Force. I met Ronnie in 

2014 when he enrolled in a ninth grade World Geography class at Belton High School, 3 

years prior to him registering for the blended learning government and economics course. 

I recall Ronnie being a little apprehensive early in ninth grade because he was new to the 

school district. As the high school years went by, I would often see him in the halls, and 

we would exchange polite small talk about his future. Both his dad and my husband are 

firefighters, so often we spoke about fire and rescue as a career choice. Currently, Ronnie 

is enlisted in the U.S. Air Force for 2 years. During his first year in the U.S. Air Force, 

Ronnie decided to also enroll in online college classes, since he knows he will be in the 

U.S. Air Force for at least 4 more years. Recently, Ronnie received news of his first 

deployment to Southwest Asia, so the backdrop of his last interviews had both 

anticipation and excitement of the upcoming deployment. 

While in high school, Ronnie could have handled the rigor and workload of 

advanced classes in high school, but he preferred to enroll in grade level courses. This 

decision resulted in feeling bored in most of his high school classes, because he preferred 

to be challenged at work and school. Ronnie experienced the blended learning course 

differently, as he viewed it helpful to pursue information on his own instead of being told 

information by a teacher.  

Ronnie reflected on the U.S. Air Force by stating,  

I love the Air Force. It’s just, you know, sometimes I sit and think about my 

grandpa. He worked four different careers in his life. And . . . now I’m satisfied. 

And I get bored, like in school. I was bored out of my mind, that wasn’t being 
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challenged. In the Air Force I’m being challenged every day, but I can feel it 

getting easier and then . . . I’m going to get bored and then I’m going to leave for 

something else. So, I’ll probably end up working till I die because I just, I get 

bored too quickly. 

Ronnie described his experience in blended learning by stating, “The class 

actually helped me kind of pursue what I needed to know, rather than just being shown it, 

and I was interested at that point. I kind of like to be challenged.”  

In the following section, I present Ronnie’s case study. I share Ronnie’s answers 

to the research questions. I group his viewpoint blended learning by themes that emerged 

from his interviews.   

 

Answering the Research Questions 

Ronnie’s answers to the semi-structured interview questions provided perspective 

on blended learning in high school and its influence and application to military and 

college. I used the answers to attend to the research questions. Ronnie did not enroll in 

any dual credit college classes in high school, so he viewed the blended course as a 

bridge between high school and adulthood, and he shared his appreciation for the course. 

He spoke about how his experience in the course provided benefits compared to regular 

high school classes. Ronnie’s responses revealed the following individual themes:  

● felt challenged and motivated to learn,  

● gained realistic preparation for enlisting in the U.S. Air Force,  

● learned independence in the blended learning course, and 

● obtained knowledge of delegation.  

In the next section, I provide additional details about the individual themes.  
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Research question 1. What are students’ experiences with the blended learning 

course? I asked semi-structured questions to unpack the first research question. The first 

theme that emerged from Ronnie’s interviews answering the first research question are 

challenge and self-motivation to learn. The second theme that emerged was a realistic 

experience from the blended learning course. Ronnie explains that the course provided a 

realistic experience that provided a preview for post-secondary life. The following 

sections detail these themes. 

 

Felt challenged and motivated to learn. Ronnie found the course challenging. He 

expressed, “It doesn’t feel like it’s a waste of my time, I felt like I was really learning 

something. I was really trying, and I was, you know, picking up skills that I needed for 

the future.” 

 Since Ronnie enrolled in on-level courses in high school, he often did not feel 

challenged in the coursework. Due to the mismatch of on-level high school courses and 

his capability, Ronnie would often quickly speed through class work, and feel 

uninterested in the course. Ronnie explained,  

I could rush whatever I needed to get done within 10 minutes of, I think it was 

called bell work . . . like every other class I could rush being done with my 

homework . . . I could push things to the last second because I didn’t care. 

Ronnie cared enough to complete his assigned task, but only in a quick manner. In high 

school, Ronnie remained uninterested in learning in classes if he found the task or content 

too easy.  

 Yet, in the blended learning course Ronnie felt driven to learn and do the work on 

non-meeting class days, so he was prepared for discussion when the class was face-to-

face on Monday and Wednesdays. Ronnie explained, “It definitely helped with, you 
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know, thinking through my answers because I would walk into class and be like, ‘Okay, 

we’re gonna have a group discussion about this.’” He further described how discussions 

challenged his thinking:  

And people . . . would talk a lot, and they can totally change my opinion from 

when I walked into the door and so, it was nice to see other perspectives of things 

and I liked that, you know, we didn’t spend all class just reading through material. 

A lot of it was talking and figuring out . . . what is the right answer here. 

Ronnie connected his experience of being challenged in the blended learning 

course with the U.S. Air Force by stating, “Which is definitely just that, that pushed me 

forward through my whole career so far. It’s all about I guess, you put your own input in 

but you’re not always right.” This quote demonstrates the need for Ronnie to be involved 

in his own learning in order to feel challenged in a course or task.  

 

Gained realistic preparation for enlisting in the U.S. Air Force. Ronnie felt as 

though the class contained realistic aspects compared to traditional high school classes. 

He expressed, “All the other classes just all feel the same, but this one felt realistic.” Part 

of the realistic connections he spoke about included life-long skills and critical thinking. 

He said, “It doesn’t feel like it’s a waste of my time, and I felt like I was really learning 

something. I was really trying, and I was picking up skills that I needed for the future.” 

Ronnie works under constant pressure in his role in the U.S. Air Force, and this 

pressure results in critical thinking. “I would consider it critical thinking, because you 

have to really be smart with your choices and be smart with your actions of what you’re 

doing, physically and mentally.” Ronnie reflected back to his high school job at a local 

hamburger restaurant by stating, “Critical thinking is something that’s influenced almost 

on a daily basis here. Because for us, it’s a lot more of an intense job. It’s not like go get 

these burgers out.” Ronnie uses critical thinking and problem solving daily in the U.S. 
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Air Force, so when reflecting back on his blended learning course experience, he 

connects his current reality to his past reality in the course.  

 

Research question 2. How does the theory of transactional distance (Moore, 1997) 

and the Four Cs (NEA, 2014) help interpret students’ experience? The personal themes of 

independence and delegation emerged from Ronnie’s semi-structured interview 

responses. I asked questions to help answer the second research question. For Ronnie’s 

case, independence refers to both independent thinking and independent use of time. 

Delegation refers to dividing tasks among group members. Ronnie currently employs 

delegation often in the U.S. Air Force. In the next section, I provide evidence of these 

themes using data from his interviews. 

 

Learned independence in the blended learning course. Ronnie believes the 

independence gained from the blended learning course really challenged him to be more 

autonomous in his actions and thinking. This feeling resulted from a combination of the 

type of assignments as well not meeting face-to-face each day, and truly having to work 

on your own. When referring to independent thoughts, Ronnie expressed, “It just 

definitely helped me out because it got me into more of an independent mindset, rather 

than just go into class every day and be told what to think.” Ronnie’s independence 

included learning with freedom of thought and forming his own opinions. When 

reflecting back on his time in the class, Ronnie felt like this skill formed an important 

foundation for his adulthood.  

Ronnie further elaborated about independence by stating, “It felt like it [blended 

learning] really pushed you to be more independent and that’s a big thing when you’re 
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right out of high school.” Ronnie also believed that independence in action and time 

helped prepare him for his time in the U.S. Air Force. 

Part of the autonomy he spoke of connects to trust. Ronnie struggled with trusting 

many high school teachers, and now in the military, trust is a huge factor for success. He 

explained, “my life has been a lot easier since I’ve learned you just need to build that 

trust and just move forward with it because that’s the only way you’re going to be 

successful.” Ronnie reflected,  

So I think I realized as a high school senior here that trust is a huge deal; a lot of 

my other teachers prior to you, I did not trust in the slightest. So, I go in there 

with, I don’t care, and not my problem. But when you create trust between 

someone who’s above you and yourself. You’re creating something like a bond to 

the point that you know you’re willing to do something for them to want to do 

something free so at work. 

He spoke about his role as both a subordinate and supervisor. When referring to 

his supervisor, he stated, “the collaboration between the two of us definitely creates [a 

bond], and when I go out to work it’s high intensity.” This trust helps his division work 

collaboratively to accomplish goals of production. He connected the trust for his co-

workers and supervisors to blended learning, “I just think in blended learning I definitely 

learned . . . trust is a huge thing, so I trust my co-worker, and in that setting classmates, I 

trust my supervisor or that being you at that point.” The responsibility includes everyone 

being proactive to accomplish tasks, and not wait on orders. He further linked the blended 

learning class to the military by stating, “It’s very similar in the Air Force . . . you [are] 

just expected to do things other than just commanded to do them.” Ronnie linked 

personal responsibility to independence. Responsibility assumes not waiting to be told 

what to do, but also taking the initiative to complete tasks that need to be done before 

being told by a supervisor. This personal initiative, Ronnie believed, should be part of co-
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workers’ fabric, especially when delegating major tasks. In the following section, I 

elaborate on delegation.  

 

Obtained knowledge of delegation. Ronnie spoke of delegation as a major 

takeaway from the course that he uses daily in the U.S. Air Force. He first experienced 

delegation of tasks while in the blended learning course, and he related that experience to 

the military by stating,  

Delegates, a big word military. So, you’d say delegate tasks . . . And for me, you 

know, I just got up to a higher position to the point where I’m asking people to do 

things, so we can complete overall objectives, and that was a big thing in your 

class. It’s a big thing now, and so I think it definitely is a good thing because we 

go into class, we say, okay, you’re good at this, and you’re good at this. Let’s all 

get it done. Be responsible, do what you need to do, the same thing now very 

same thing. 

Another component of delegation must include good communication with one another. 

He expressed,  

It is definitely better to be more comfortable with your troops and be more open 

and honest, so [for example] I’ll walk up [and say], I’m having a bad day too. It’s 

all right, let’s go. We’re going to talk. So definitely just communication is a huge 

deal in general with learning . . . I feel like a lot of people go to me specifically 

for training and stuff like that because I’m very open. 

Ronnie believes the skill of delegation, first utilized on a regular basis in blended 

learning, gave him the ability to communicate better with his co-workers. Ronnie values 

this skill especially due to his high-stress work environment. For Ronnie, delegation and 

communication helps him be able to lower the stress for his co-workers.  

 

Summarizing Ronnie’s Case 

 Sometimes, college students have a tendency to teeter between adulthood and 

adolescence. This may be due to financial assistance from family, preparation emphasis 

in classes for future employment, and employment similar to high school. However, 
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Ronnie, like many high school graduates that enlisted in the military, jumped into 

adulthood with both feet. He lives a long distance away from his family in Florida, 

supervises other Airmen at work, completes college classes online, and supports himself 

financially. As a result of his unique case, Ronnie expressly tied blended learning to 

adulthood.  

 Ronnie valued his experiences in the class, as it directly relates to his current 

experiences in the U.S. Air Force. His experiences in blended learning included the 

feeling of being challenged instead of the feeling of boredom, which he attributed to his 

growing motivation and independence. Ronnie also gained delegation experience which 

he uses daily in his job as well as realistic preparation for enlisting into the U.S. Air 

Force.  

Life circumstances made Ronnie an adult directly after high school. Ronnie’s 

story described the experience of a secondary blended learning course and the influence 

of the course on his daily military life. Ronnie connected blended learning directly to the 

U.S. Air Force when looking to his past, but perhaps these traits of independence, 

motivation, and delegation would have been cultivated by the U.S. Air Force regardless. 

In the following case, Sarah tells the story of another blended learning student that 

transitioned from high school to the workforce.  

 

Sarah: A Story of the Significance of Work and Family 

 

Description of Sarah. Sarah graduated from Belton High School, and currently 

works in the fast food industry. In addition to working, Sarah volunteers countless hours 

at her church helping lead worship and the youth program. I first met Sarah when she 
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walked into my 8th period class in the fall of 2017. I had never met her before, and I 

thought by this point, I had seen or talked to most of the students in her grade. Her eyes 

sparkled behind her glasses, and she seemed a mixture of shy and confident rolled into 

one. She was very attentive when I explained my motivation behind instructing the 

blended learning class. One of the other students asked, “Hey, are you still working at 

McDonald’s?” She replied, “All the time.”  

As the semester went on, I came to understand that Sarah planned to graduate 

high school a semester early in December. While Sarah’s personal preference was not 

early graduation, Sarah understood she needed to work more hours to help her family 

financially, so she put others needs before her own desire and doubled up on classes that 

fall in order to graduate in December. Sarah’s family moved to a more expensive and 

larger home during the class, which was planned by her family since the start of the 

school year. For Sarah, graduating created mixed emotions, including anxiety and 

excitement. As a result of the stress, Sarah started having, as she called them, “freak out 

moments” about different classes or tasks. These brief moments of panic in the blended 

learning course diminished as the semester progressed. Sarah described her experience in 

blended learning by stating,  

The idea of the class is GENIUS! I loved the class, it wasn’t complicated one bit! 

It was fun. I, personally, enjoy using the computer and online activities, so I 

didn’t have a single problem with it. It felt good being on my own and doing my 

own work. Everyone was very helpful and my classmates were awesome! It was a 

great experience that will help me later in the future. 

Sarah used the term future throughout her interviews, and this word encompasses 

much of her thoughts and experiences in the course.   
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Answering the Research Questions 

Sarah’s answers, to the semi-structured interview questions which were based off 

the research questions, provided perspective and influence of blended learning in high 

school and its application to the workforce. She spoke about how her experience in the 

course provided benefits compared to traditional classes in high school. Sarah’s responses 

revealed the following themes:  

● gained confidence and future mindset,  

● built relationship with classmates, 

● developed personal independence and responsibility, and 

● and did not connect blended learning to current work. 

In the next section, I provide additional details about Sarah’s individual themes using 

semi-structured interview questions to answer the research questions. 

 

Research question 1. What are students’ experiences with the blended learning 

course? Sarah gained confidence in herself as a student in high school and self-assurance 

in herself as a college student in the future. In the following section, I explain how this 

theme of gaining confidence helped to answer the first research question. 

 

Gained confidence and future mindset. Sarah perceived the blended learning class 

as constructive overall. She viewed the course as giving her a positive experience to 

prepare for college courses. Sarah’s experience in the course boosted her confidence for 

upcoming enrollment in college courses. She expressed,  

Looking at blended and how it works and how [it was] organized . . . I did it 

already. I look at me in that class and already think about college and my future, 

to see how it will affect it. 
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Sarah’s hope to enroll in college courses next year emerged throughout her interviews. 

Sarah was relieved her experience in the blended learning course provided self-

assuredness that she can take to college classes and do well in them.  

Sarah learned at the start of her senior year of high school that she needed to 

postpone her college aspirations for a few years to help her family and save money 

personally. She often struggled with the deferment of college courses compared to her 

peers. Yet, she knew she would attend college eventually. Sarah reflected,  

[It was] my last time being organized ever because I never had to go straight into 

work. I couldn’t go to college . . . I wasn’t there yet, but I know soon when I do 

go it’s definitely something that hopefully, I’ll be using or looking forward to. 

From the time Sarah officially planned to graduate from high school in December, 

she began experiencing self-described “freak-out moments.” Getting through these 

moments helped develop Sarah’s confidence in herself as a student. She expressed, “To 

me, responsibility helped me get over my little freak-out moments and helped me build 

[myself].” She also attributed the blended learning structure of meeting in person 2 days a 

week with helping her get through some of these self-described “freak-out” moments. 

Sarah said, “But since we have that in class time for you to help me, help us. Okay, 

someone’s going to be there to help me.” She pondered about these moments stating, “I 

feel like if I wasn’t graduating early, then I wouldn’t be having those many moments . . . 

Yeah, so it does make me wonder how different it would be if I wasn’t graduating early 

in December.”  

 The format of the class boosted her confidence in herself as a student. Sarah 

reflected on blended learning by stating, “It’s a good thing I went through this class 

because it’s better than nothing, but now to know what not to expect.” She further 

explained, “I feel prepared to go to college now, because I know what to expect, what to 
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do and what not to do. College may be more difficult but since I took the blended 

learning class, I’m already one step ahead.” Sarah’s confidence in herself as a student 

grew due to her personal experience in blended learning as well as other outside factors 

such as graduating early. In the following section, I explore the second research question 

and three more individual themes that surfaced throughout Sarah’s semi-structured 

interviews. 

 

Research question 2. How does the theory of transactional distance (Moore, 1997) 

and the Four Cs (NEA, 2014) help interpret students’ experiences? Several themes 

related to the second research question emerged from the semi-structured interviews with 

Sarah. In the following section, I discuss three individual themes: relationships, 

independence, and disconnect blended learning to work life. Sarah built relationships 

with classmates, previously unknown to her while gaining independence as a high school 

senior. Lastly, Sarah did not draw any connections from blended learning to her current 

employment.  

 

Built relationships with classmates. Sarah only knew one classmate the first day 

she entered my class. However, the class quickly united. Sarah describes herself as shyer, 

but not in that class. “I usually wouldn’t talk to people in class . . . people have no idea 

who they are. So that’s really surprising. I actually made friends in that class . . . I ended 

up talking to everybody else.” Sarah perceived the class built a close-knit relationship 

with each other. She describes the experience by stating,  

You’re never alone. Really, or if you’re stuck, you don’t have to freaked out 

about it, you can just ask a friend or ask your classmate who you’re comfortable 

with already because you had already built that relationship with them.  
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Sarah described the student-teacher relationship as communication based. She 

expressed, “Communication is key! The key to success! The instructor would sit down 

with the student and explain and use examples from the lesson to help them understand. 

No student was left out.” Sarah also felt the student-teacher relationship factored into 

success in the class. She described this team dynamic to include me as the instructor,  

You would organize parts so that you can help us get back . . . make sure every 

student gets everything right before we move on to the next lesson. Since we have 

that in class time you help me, help us. . . . Someone’s going to be there to help 

me. 

 

Developed personal independence and responsibility. For Sarah, as the course 

progressed, so did her independence. She stated, “It [the blended learning course] teaches 

you independence, being on your own. I would think of all the questions I have during 

those off-period days and ask all of them whenever we meet up in class.” Sarah 

connected her growing independence to her future. She said, “being independent    . . . it 

helps you a lot. You’re getting this whole new experience. It’s going to help you a lot [in 

the] future.” 

 For Sarah, independence included the notion of personal responsibility. She 

attributed her growing responsibility to the course and said the course helped her develop 

the skill of “taking full responsibility, learning how to do that.” She described the format 

of blended learning not meeting in class each day as adding to the notion of independence 

and responsibility by stating, “We’re in class . . . 2 to 3 [days], so you have to take on the 

ability for [what you are] supposed to be doing.” Sarah attributed her growing 

responsibility to the independence built into the course structure of blended learning. 
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Did not connect blended learning to current work. It is important to acknowledge 

that Sarah did not see connections between the blended learning course and her current 

job at a fast food restaurant. In fact, none of her responses throughout the multiple 

interviews referred to her job. Instead, all of Sarah’s responses were future oriented to 

when she enrolls in college courses. When I asked directly if she discovered any 

correlations between the blended learning course and her current employment, she 

instantly answered no, and did not offer elaboration to her point.  

 Two of the cases of former blended learning students include individuals, 

Madison and Blayton, who work part-time while enrolled full-time in college classes. 

They both also anchored their answers to college courses. The other case, Ronnie related 

his answers to his experience in blended learning to the U.S. Air Force. For Sarah, she 

did not perceive current correlations, but instead found future connections between 

blended learning and her future college courses. 

 

Summarizing Sarah’s Case 

Sarah’s case focused on her future life more than her present life. She spoke of the 

relevance of the blended learning course related to the life she is planning and not to the 

life she currently lives. She hopes to be enrolled in college courses by next year. She 

explained that finances and transportation logistics prevent her enrollment now.  

Sarah attributed the blended course to her growing confidence in high school. She 

also believed that the class played a specific role in providing a glimpse into her future by 

offering college preparation. This glimpse further built Sarah’s confidence that she will 

succeed in a college course. Sarah concedes that having a rehearsal experience of the 

college set up increased her self-assurance. 
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Further, Sarah enjoyed gaining confidence in herself from the course and in 

relationship formation with her classmates. Normally, Sarah regarded herself as reserved, 

yet in the format of blended learning, Sarah felt confidence to build relationships at the 

end of high school with classmates she never met or spoke to prior to the course. She 

continues to cultivate relationships, even with the classmates she met in blended learning.  

Also, the blended learning course presented an avenue for Sarah to gain 

independence through personal responsibility. Definite aspects of the course such as 

using an LMS and communicating with her instructor online and face-to-face increased 

her personal responsibility. The course provided an opportunity for growing 

independence, which lessened her “freak-out moments.”  

Sarah’s case provides a different perspective from the other case study 

participants. While the other study participants found influence from blended learning to 

the present work or school life, Sarah had a disconnect to her present work life. Perhaps 

the lack of connection comes from her present employment having no direct connection 

with her future, which includes college. Sarah’s case also delivers a distinct perspective 

since she graduated in December and did not spend a second semester in the blended 

learning course.  

Sarah’s story demonstrates the importance of preparing for the future and putting 

family first, which she managed to do in the face of her unexpected timeline changes. 

Sarah hoped to graduate high school in the spring with her peers, and immediately enroll 

in college courses. Her personal timeline changed to a December graduation and 

followed by full-time employment as she adapted her plans for her family. Sarah’s case 

discloses a hope for enrollment in community college in the near future. The next case 
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tells the story of a blended learning student that transitioned from a high school student to 

a community college student.   

 

Madison: A Story of a Resolute Nurse in Training 

 

Description of Madison. I first met Madison as a ninth-grade student in my World 

Geography class. She went on to enroll in AP Human Geography in 10th grade, where I 

served as the instructor. During her senior year of high school, Madison became a 

blended learning government and economics student. Madison always struck me as a 

student with more maturity than her classmates. While she participated in high school 

activities, she kept her friend group narrow, seemingly to avoid drama. Madison and I 

have a unique student-teacher relationship, since I taught her 3 out of 4 years in high 

school, which was unusual for social studies teachers at Belton High School. 

During the time of the study, Madison was studying pre-nursing at Temple Junior 

College after which she planned to transfer to a local private university to pursue a 

Bachelor of Nursing Science. She initially planned to enroll at a nursing school at Temple 

Junior College, but recently decided to transfer to a 4-year university instead. Madison 

planned since high school to attend nursing school and work at a major local hospital. 

Madison described her experience in blended learning as a potential fit for most 

other high school students. She reflected on her own blended learning experience and 

stated, “There wasn’t a certain type of student that was in your class. It seemed like a big 

variety of people.”  
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Answering the Research Questions 

 Madison’s interview responses provided details about her perspective of blended 

learning and the potential influence of blended learning to her present life and helped to 

answer the research questions. She expressed how her experience in the blended learning 

course provided benefits compared to traditional classes. Madison’s responses revealed 

the following individual themes:  

● thought blended learning offered significant course content,  

● suggested blended learning course resembled community college courses, and   

● connected existing positive relationship between student and teacher to course. 

In the next section, I provide additional details about Madison’s individual themes using 

semi-structured interviews and analysis.  

 

Research question 1. What are students’ experiences with the blended learning 

course? One primary theme related to the first research question emerged from the semi-

structured interviews with Madison—the role of the curriculum. For Madison, the content 

taught in the course influenced her just as much as how the content taught. This theme 

was unique to Madison’s case.   

 

Thought blended learning class offered significant course content. Early in the 

interview process, Madison spoke about one particular unit in the blended learning 

course, the personal finance unit. Since most of the participants focused on the delivery 

of the content through blended learning, I found it important to note that the content of 

one unit resonated with Madison. No other students spoke directly about specific 

curriculum units. Instead, other participants spoke about the design and instruction of the 
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blended learning course. Perhaps, more direct questions about the content might have 

encouraged other participants to describe more explicitly their thoughts about the 

curriculum. However, Madison remarked promptly, “I think the finance portion of the 

class is helpful.” Madison continued to refer to this unit throughout her interviews.  

During the economics portion of the class, I invited bankers to speak with my 

classes about personal finance to solidify students’ independent learning and allow for 

question and answer time with the banker too. For Madison, this entire experience 

remained the most memorable. During Madison’s senior year, her personal finances 

evoked stress. Madison stated, “I think being so close to adulthood and still not knowing  

. . . how to do some stuff, whenever it comes to money and financing. I think that’s one 

thing I was stressed out about.” She continued, “I’m going to be on my own and I’m not 

going to know how to do this one thing. So, I like that, especially a banker.” When 

Madison reflected on the class, she enjoyed having an expert talk about finances, since 

she viewed the expert as providing more authentic learning.  

She found this portion of the class to be instrumental, as she saw direct practical 

application to her life and had the least personal knowledge about personal finance. 

Madison described her application of personal finance to her life now by stating,  

The finance portion of it because my parents never really taught me any of that, 

and it’s not taught in school . . . other than select classes. What I mean is loans 

and just different things that you can do with money. now I’m starting to realize 

credit card debts and different things like adulthood. 

To Madison, personal finance represented one part of adulthood she felt unprepared to 

face prior to this unit. 

 

Research question 2. How does the theory of transactional distance (Moore, 1997) 

and the Four Cs (NEA, 2014) help interpret students’ experiences? Analysis of 



107 

Madison’s interviews revealed two individual themes that shed light onto the second 

research question. Madison discussed that blended learning provided a preview of 

community college courses. She also disclosed the teacher-student relationship in 

blended learning affected her experience in the course. 

 

Suggested blended learning course resembled community college courses. 

Madison described herself in high school as an average student but in college as a leading 

student in her college courses. In her college classes, Madison completes her assignments 

prior to the due dates and turns them in early, completes every extra credit opportunity, 

and makes excellent grades, which was not the case in high school. She attributed her 

new focus on grades and a strong desire to learn to realizing she would be applying to 

competitive nursing programs. In high school, she knew she would attend community 

college and transfer to a nursing program. Madison understood she did not need to be at 

the top of her class in high school, although she often was, but recognized she would 

need to be at the top in college to transfer to a nursing school. 

 Madison compared the emphasis on the LMS in the blended learning course to the 

importance of using the LMS in her college courses by expressing how the online basis 

of the assignments provided both a preview and practice for college. While an LMS was 

used in each high school class, assignments were not always submitted online in other 

high school classes. Madison described her college assignments as all being submitted 

online, and never experiencing that in high school prior to blended learning.  

Blended learning provided Madison with a reasonable preview of community 

college course structures, which helped her transition to college classes better. Madison 

stated, “Especially being in college now and having similar classes to that blended 
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learning class, I would say that blended learning class is more helpful than just your 

regular class or AP class.” She believed the blended learning course provided a helpful 

tool to prepare her for college. 

Madison reflected on her blended learning, which included her being personally 

responsible to manage her own time, know due dates, and complete assignments. Part of 

that responsibility included understanding the importance of reading and adhering to 

syllabi. Madison said blended learning “definitely gives you the college experience and 

freedom. I liked making the class a part of my own schedule, and again, it gives you the 

freedom like college does.” Madison found the work schedule in blended learning helpful 

to practice for college courses. She said, “It’s like going to class, 2, 3 days a week, and 

then also going home and realizing it [an assignment] is due. And, even whenever you’re 

not physically in class [getting] used to having work outside of class view.” Madison 

explained that before she took the blended learning course in high school, she never used 

the syllabus for a course, but in college she must completely rely on the course syllabus. 

She also stated, “I still remember you talking about the importance of the syllabus the 

first day, and I still use that for each class.” Madison explained how often she uses the 

syllabi now in college classes.  

 Next, Madison connected the collaborative and team nature of the blended 

learning course to nursing school and her job as she reflected on a recent conversation 

with a nursing school director. Madison stated,  

I’ve met one of the directors in nursing and she [said], you’ll be spending most of 

your time with, I guess, classmates in the nursing program so I can see it mostly 

just being like a bunch of team [work]. Working through everything . . . even at 

the hospital where I’m working now. 
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For Madison, blended learning provided a preview for community college, and now, 

community college offered a glimpse of university courses. In the following section, I 

discuss the final personal theme Madison indicated throughout her semi-structured 

interviews.  

 

Connected existing positive relationship between student and teacher to course. 

Madison believed the teacher-student relationship was a valuable aspect of the blended 

learning course. During high school, I taught Madison’s social studies courses during her 

freshman, sophomore, and senior year of high school. While a handful of students in the 

high school were my students for three out of four social studies classes, Madison is the 

only participant in the study with that background of being in my class for 3 years. She 

said, “Having you as a teacher that I knew so well was critical in that class, and it really 

helped me to get through that and even to be more engaged.” Our seasoned teacher-

student relationship impacted Madison’s experience in the course.  

When Madison described two prerequisites for a high school blended learning 

teacher, she said, “time management and outgoing personality.” She then reflected if an 

outgoing personality mattered or maybe it was just because she had known me so long as 

her teacher. For Madison, this became a gray area of whether the personality or 

relationship mattered. She pondered, “this is just because . . . I’ve known you for so long 

. . . I think it has a role in there.” She said regardless, high school students need a blended 

learning teacher that will, “put forth the effort to help you in any way possible, because it 

is such a new schedule for a [high school] class . . . I feel like our class went pretty 

smoothly and that was the first year.” Madison also spoke of the importance of time 

management for blended learning instructors, and the impact of that on the relationships 
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with students. She elaborated that an ideal blended learning teacher would encourage 

time management for students, which could be done by having a strong personality.  

While in high school and her first year of college classes, Madison worked at a 

local pool as a lifeguard. That particular job required an informal interview and hiring 

process, but she recently went through her first formal job application process. Madison 

recently applied for a job as a medical scribe in a major hospital. Madison compared the 

medical scribe job application process to the blended learning application process by 

stating “it is a process to go through again . . . applying and waiting for an answer.” 

Madison further discussed that the job and blended learning application processes were 

practice for the nursing school application she will complete in the next year.   

 

Summarizing Madison’s Case 

 Madison felt like learning personal finance provided an exceptional experience, 

especially when people from the banking field came to the class. She enjoyed gaining 

knowledge from personal finance, and still uses the personal finance skills.   

Additionally, the blended learning course offered a preview of community college 

courses for Madison. The preview of the structure of class meetings, using the syllabus, 

and having freedom of time to complete work helped Madison transition to community 

college with ease. Certain aspects such as using an LMS in blended learning, in a similar 

manner her professors used an LMS, proved helpful. Even more, the collaboration with 

different people and personalities in the class provided a preview for both college classes 

and specifically nursing school.   

Madison’s case was uniquely defined by our teacher-student relationship created 

from teaching her 3 out of 4 years in high school. I saw her mature as a student and she 



111 

saw me grow as a teacher. For Madison, this specific bond created an environment for 

her to feel like she had experienced success in the blended learning course.  

 

Blayton: The Story of a Determined University Student 

 

Description of Blayton. Blayton registered as a student at Texas State University, 

and he began classes a few months following his high school graduation. He currently 

majors in business and plans to follow in his grandfather’s footsteps by pursuing a career 

in business.  

 I met Blayton first period of the first day of school his senior year. However, I 

remembered his name, as he applied late to the blended learning course. His high school 

counselor called me to her office to ask if she could enroll him in the course past the 

deadline. His AP U.S. History teacher recommended him as well, so after talking to both 

his counselor and teacher, we agreed that he would be a good fit for the course.  

Blayton gave an analogy to driving a car with traditional face-to-face classes 

compared to the blended learning class. He stated,  

You’re not really in the driver’s seat with a teacher [in a traditional face-to-face 

class]. It’s kind of like you are just kind of in the back, just kind of going with the 

ride, but I feel like in blended learning, it is you’re in the passenger seat with the 

teacher, and you’re at your own pace. 

 

Answering the Research Questions 

Blayton’s answers to the semi-structured interview questions provided perspective 

on the blended learning course and its application to a university student. He spoke about 

how his experience in the course provided benefits compared to traditional classes. 

Blayton’s responses revealed the following individual themes:  
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● provided rehearsal for university classes, 

● experienced meaningful control of time, and 

● preferred personalization of the blended learning course. 

In the next section, I provide additional details about Blayton’s individual themes to 

answer the research questions.  

 

Research question 1. What are students’ experiences with the blended learning 

course? Data analysis of Blayton’s interviews revealed the blended learning supplied a 

preview of university classes. Blayton expressed that blended learning provided his only 

preview of university college courses while in high school.  

 

Provided rehearsal for university classes. Blayton never enrolled in dual credit 

college classes while in high school, so the blended learning course offered a preview of 

how a college class might operate. He suggested different connections regarding how the 

blended course prepared him for university courses, and one major preview included the 

emphasis of submitting work online and using the LMS, Canvas, with fidelity. He spoke 

about receiving only one paper-based assignment in his university classes in the past 2 

years, and instead everything else was submitted online. He stated, “[I] liked the 

technology based and having Canvas.” This technology implemented in blended learning 

helped Blayton know where to concentrate each day. He expressed,  

I was so used to the way that you kind of like informed us through the text and 

you know email. I just know now when I wake up I check all my classes first to 

make sure I’m not missing anything. So I think it is instilled in me. 

He further elaborated about being cognizant of prioritizing classes at college. He stated 

“[I] kind of figured out what I need to prioritize.” Since Blayton kept a busy schedule of 

work and school, he valued prioritizing his time, and this remains true today. 
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When I inquired about relative connections between blended learning and 

university courses, Blayton linked the similarities of discussion in high school blended 

learning to labs in college courses. He said,  

I think in college when I was taking my labs, because the labs are basically [like 

the] discussions. So, I felt like that was kind of a preview, you know prerequisite 

to see what I was going to see in university. Labs and discussions definitely went 

hand in hand. 

In his experience, class discussions also gave Blayton a preview of his college labs. 

Blayton appreciated the small rehearsals that blended learning provided for his college 

classes.   

 

Research question 2. How does the theory of transactional distance (Moore, 1997) 

and the Four Cs (NEA, 2014) help interpret students’ experience? Blayton’s semi-

structured interviews revealed two themes including meaningful control of time and 

personalization that helped answer the research question. Blayton expressed blended 

learning allowed him to have greater hold of his time such as deciding when to work or 

complete school assignments. He also explained blended learning offered him 

personalization in learning that was unlike his other high school courses. Both of these 

individual themes, Blayton believed, helped prepare him to succeed at a large university.  

 

Experienced meaningful control of time. Blayton enjoyed moderating his own 

time. While in high school, Blayton worked as a lifeguard at the school swim center. This 

often required Blayton to start his day working hours before school even started. With a 

flexible schedule, three mornings per week, Blayton could be the master of his own time 

clock. For instance, he could choose to nap before school, work on homework or 

classwork, or eat breakfast. This new found freedom allowed Blayton to structure his day 
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based on his needs and wants. Blayton stated, “I’m very independent. I like to manage 

my time. I like to do it. I can do my time and I felt like in that class, you can do that, 

compared to normal basic courses.” Blayton thrived when he controlled his own time.  

Blayton described organization as part of his fabric by saying,  

I love planning my time. I’m a very impulsive person but when it comes to . . . 

work in school, I’m very off if I’m not organized. I just don’t feel like I’m in [it] 

at all. So I have to, I have to organize in order to understand it. 

Blayton perceived his traditional high school courses as deficient in the area of teacher 

planning and course structure, yet he also spoke about the care his former high school 

teachers had for students and their content. Blayton credited much of the structure and 

organization of blended learning to the detailed syllabus available online. He stated,  

With the syllabus and it being so organized, it helped me kind of prioritize. Okay, 

I need to get this done today, tomorrow, I have this, do this, so . . . it gives me a 

week to plan basically. 

Blayton flourished when he controlled and decided the best use of his own time, which he 

found easier knowing assignments in advance. He elaborated, “The syllabus was your 

bread and butter of the class . . . I feel like if you just looked at the syllabus, kept up with 

assignments that were posted, you’re fine.” He further connected the syllabus of blended 

learning to college syllabi, as he regularly checks his syllabi each week for his personal 

planning. He explained that prior to blended learning in high school, he never regularly 

utilized a course syllabus.  

Blayton felt like the student-led control within blended learning courses applied to 

group projects as well. He stated,  

it felt like it was a lot easier to talk about it [the project] outside of school and 

organize it, because you could with Google Docs, and we could just work over the  
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phone. It wasn’t this thing we had to be in class and work on it together. We just 

kind of figured it out on our own. 

Blayton appreciated commanding his own time with blended learning.  

 

Preferred personalization of the blended learning course. Blayton took an array 

of on-level core courses as well as AP courses, but he never felt like those classes were 

meant for him personally. Blayton expressed this sentiment by observing, “In my high 

school and stuff in the classes I took . . . I just didn’t feel like it was structured for me, but 

I felt like blended learning was more of the style I would learn from better.” He credited 

the blended learning course, and said the course helped him better understand himself as 

a learner. Blayton said, “[The blended learning course] prepared us to figure out how we 

were as students and independent students.” He also included this personalization to 

extend to group work and other students. Blatyon explained, “You know, you would only 

focus or worry about it inside school and I felt like with Canvas [the LMS] and blended 

learning it felt like it was a lot easier to talk about it outside of school.” Blayton described 

communication with classmates important, but also asserted that communication with the 

instructor mattered. When describing personable and communication as qualities needed 

in a blended learning instructor, Blayton stated,  

I think we [Belton ISD] have a lot of really good interactive . . . compassionate 

teachers, compared to [other] schools, but. . . . You have to be personable. I think 

personable was the biggest quality . . . I mean, it’s close to college structure and 

not every college professor can be personable. But . . . in high school, I think that 

the more personal the instructor is, the more able, they’re able to communicate 

with the students, a little more effectively. And, I feel like with that class format, 

the base of it is communication. 

 He perceived the assignments and communication in blended learning as being 

more personalized. Blayton compared the blended course to traditional courses, and he 

expressed,   
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I feel like in normal core classes, it feels like I don’t know, every other class is 

doing this, and other teachers that are teaching this course are doing it, but I feel 

like a blended learning, it felt very personal. It felt like, you know, when you’re 

sending out messages. We knew you were talking to us, you know, it was just 

very direct. I felt like it was meant for us, not the whole school or, you know, 

school board to make it look nice. 

Personally, I found this statement intriguing since Blayton was one of three students that 

attended a school board meeting with me to present about the blended learning class.   

 

Summarizing Blayton’s Case 

 As a university student, Blayton found direct correlations between a secondary 

blended learning course and college course. Mostly, the blended learning course served 

as a preview for university courses, including opportunities for personalization and 

student control.  

College itself can be a very personal experience, as students have so many choices 

before them compared to high school. At Texas State, Blayton controls what classes he 

enrolls in, which often includes time choices and professor choices. Even more, Blayton 

manages his time outside of class including when to study or when to work. Blayton 

works part-time at a major clothing retailer. Prior to the blended learning class, it seemed, 

to Blayton, that he did not have much personalization or control of his own time in high 

school. However, personalization and control of time encapsulate the college experience 

for many college students. Blended learning provided a preview to college, which 

Blayton perceived as beneficial.   

The previous sections included each separate case, highlighting individual themes 

that emerged from the data. In the following section, I present themes from the cross-case 

analysis.  
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Cross-Case Analysis 

After exploring the emerging themes from individual case analysis, I then 

engaged in cross-case analysis. Researchers compare and contrast the individual cases by 

conducting cross-case analysis (Yin, 2018). The cross-case analysis of the data using 

pattern matching revealed four emerging themes. These cross-case themes presented a 

collective consideration of the research questions. The next three sections provide a 

summary of each theme that emerged throughout the data collection and analysis process. 

The three cross-case analysis themes include  

● preparation for future endeavors, 

● preview to adulthood, and 

● valuable experience.  

 

Preparation for Future Endeavors 

 All four participants described ways in which blended learning influenced their 

preparation for post-secondary courses and/or military membership. Blayton, Madison, 

and Ronnie learned how to navigate facets of college courses, particularly an LMS, and 

directly attributed blended learning to that preparation. While Blayton and Madison 

enrolled in a full load of college classes each semester, Ronnie enrolled in a several 

online college classes each year. Part of the preparation for college courses mentioned by 

the participants included using the LMS with fidelity. Blayton said, “I feel like it 

prepared me to navigate through [the online] side and figure out how to upload 

assignments. So, it was just like an introduction.” Madison described the preparation by 

describing how for the first time prior to enrolling in college courses she felt like she had 

to account for her own work on her own time. Ronnie addressed how blended learning 
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prepared him for his online college courses by completing class assignments on his own 

time and knowing how to navigate a course online. Sarah viewed the blended learning 

course as direct preparation for college courses that she plans on taking in the next year. 

She looks forward to being able to use the skills because of the confidence gained in 

preparing for her future. 

Ronnie also discussed ways in which blended learning prepared him for being a 

member of the U.S. Air Force. He reflected how the people skills he developed and 

refined while in blended learning helped him in the U.S. Air Force. Ronnie discussed the 

importance of interacting with other airmen as well as practicing independence. Thinking 

back to his senior year of high school, Ronnie realized, “ I have to step it up now because 

I’m not going to just go to school every day. I have to actually work and learn to be an 

adult.” Ronnie believed that the blended learning course assisted him in preparing for his 

military career and helped him bridge from high school to adulthood. In the following 

section, I present the cross-case analysis theme of helpful aspects of the blended learning 

course. 

 

Preview to Adulthood 

In each case, the participants referenced thinking about their future while in the 

blended learning course. Narrowing down the potential meaning for future, all four 

referenced the future to include adulthood. By the future some participants meant college 

courses and/or employment, which could include military service. All participants 

pointed out that they did not enroll in dual credit college courses in high school, so this 

course provided their main preview of college classes. All described ways in which 

blended learning offered a preview to post-secondary schooling or work. 
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All the participants discussed ways in which blended learning afforded 

independence as a preview to life beyond high school. Ronnie, Madison, and Blayton all 

connected the technology aspect in the blended learning course to the technology 

component of college courses. Blayton said, “Just having, like, the independence and just 

having the technology there because once you get to college, it’s very technology” 

[based]. Also, Blayton, Ronnie, and Madison all discussed the importance of 

understanding an LMS and how professors organized courses on an LMS, which 

presented a preview to college classes. While Sarah had not enrolled in college courses, 

she still expressed how she gained confidence in herself as a student since she 

experienced what she considers a preview of what college courses might resemble.  

Additionally, Ronnie connected aspects of the blended learning course as a 

preview into the military and online college courses. Ronnie stated,  

I think it [blended learning] did help me just learning because, you know, I was 

able to come to you for advice, but at the same time you were like here, go figure 

it out on your own, which is literally the same way the military works in the same 

way this online schooling works. It’s all the same. 

He stressed that both the military and college courses require independence, which 

seemed very different from his experience in a traditional high school course. He 

considered the blended learning class as a preview into adulthood and useful before 

entering the military. In the next section, I discuss the fourth cross-case theme of a 

valuable experience. 

 

Valuable Experience 

The study participants pointed to various elements of the course that made the 

experience in the blended learning course valuable. The theme of finding value from the 

course emerged during the initial questionnaire. All four participants specifically wrote 
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about the helpful experience they still value, unaware of others’ responses, in the open-

ended entries in the questionnaire. This theme continued to emerge throughout the 

individual and group interviews and cross-case analysis. Each participant referenced 

different aspects of the class that they found helpful. The students viewed the blended 

learning experience as useful in preparation for post-secondary schooling. Participants 

discovered their own independence as a learner through the high technology. All 

participants described experiencing a preview for post-secondary college classes or 

career. This preview provided a helpful insight and/or transition to post-secondary life.   

All participants further identified ways in which they valued the blended learning 

course during high school and now, during post-secondary schooling and/or employment. 

Blayton discussed in the most detail about his appreciation for managing his own time. 

Blayton perceived managing his own time as the most helpful aspect of the course, and 

he still uses this control of time. Madison found the curriculum itself about personal 

finance the most helpful aspect of the blended learning course. On the brink of adulthood, 

she had not spent much time learning how to manage money. Sarah found the blended 

course helpful at the time during her moments of anxiousness about graduating early. She 

further found the course helpful to know what to expect in her future college courses. All 

four of the study participants referred to the communication skills and collaboration 

opportunities as valuable aspects of blended learning for them currently, whether in 

school, military, or social settings.  

Each participant referred to relationships built in the class, including student-to-

student relationship and teacher-student relationships. The study participants further 

described their time in the blending learning class as valuable preparation for post-
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secondary classes or work. They identified ways in which blended learning provided a 

valuable experience for high school and remained valuable during post-secondary 

schooling or work. Ronnie, Sarah, Madison, and Blayton felt as though they grew 

personally in ways such as gaining independence, communication, or motivation. 

Madison valued learning about personal finance, Blayton—managing his own time, 

Sarah—relationships and growing confidence, and Ronnie—independence and delegation 

skills learned during the course. All four participants referred back to the blended 

learning course with appreciation and fondness. In the following section, I present 

summaries of the research questions using the themes that emerged from cross-case 

analysis. 

 

Summary of Research Questions 

The three themes that emerged from the cross-case analysis assisted in answering 

the research questions. The three cross-case themes included preparation for future 

endeavors, preview to adulthood, and valuable experience in the blended learning course. 

In the following section, I provide a summary of answers to both research questions.  

 

Summary of Research Question 1 

 What are students’ experiences with the blended learning course? All four 

participants described their blended learning course in high school as a constructive 

experience; they also referred to some ways in which blended learning contributed to 

their post-secondary endeavors. From the course, the students experienced increased 

student freedom, developed responsibility and independence, and encountered a valuable 

and useful experience. Blended learning provided the first taste of student freedom for the 
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participants. With this freedom came responsibility, and each participant navigated the 

responsibility differently. According to participants, the blended learning course provided 

asynchronous learning opportunities for the first time. Further, the blended learning 

course provided options for students to complete assignments when they preferred, such 

as before school, at night, at home, or in the library.  

Beyond student freedom, each participant also discussed positive influences of the 

course on their sense of responsibility and independence, with each feeling as if the 

blended learning class provided opportunities to develop these skills over time. Each 

participant walked into the blended learning class with varying levels of responsibility, 

and the course structure nurtured their desire to strengthen their independence. Each 

participant reflected on how they improved in personal responsibility and regarded the 

experience in the course as helping them bridge adolescence to more responsibility as a 

young adult. 

Lastly, each participant reflected on the blended learning course with fond 

memories. Perhaps nostalgia overtakes reality when recalling memories, nonetheless, the 

former blended learning students all enjoyed not being in class each day to complete 

assignments. This relevant blended learning experience carried over to the three 

participants currently enrolled in college courses, as each felt confident in navigating 

their college courses.  

 

Summary of Research Question 2 

How does the theory of transactional distance (Moore, 1997) and the Four Cs 

(NEA, 2014) help interpret students’ experiences? The theory of transactional distance 

(Moore, 1997) and the Four Cs provided lenses to help interpret participants’ experiences 
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in the blended learning course. In this section, I provide details on how the themes that 

emerged from the data helped to answer the second research question. 

The three parts of the theory of transactional distance (Moore, 1997)—dialogue, 

structure, and autonomy—all played a role in the students’ experiences in the blended 

learning course. Participants’ experiences with dialogue and positive communication 

from the instructor led to a greater understanding of the material and expectations 

(Moore, 1997). The teacher-student relationship provided a crucial element in the 

participants’ experiences of the blended learning course. Madison spoke about her 

increased engagement in the course due to teacher-student relationship. Ronnie discussed 

learning the value to trust teachers and supervisors, and in turn, gain trust from the 

Airmen he supervisors. Sarah expressed how knowing that the instructor will help with 

questions lowered her anxiety when learning new information, since she could view the 

information online more than once, unlike a face-to-face class. Moore (1973, 1997) wrote 

lessening the transactional distance reduces the potential confusion in students. The class 

environment created a meaningful experience for the participants, and they valued the 

time spent in class, not just the time outside of class or online. 

The structure of the course, primarily the LMS, provided a preview of college 

courses. Even more, the structure of the class which included meeting in person 2 days 

per week provided an opportunity for students to acquire greater independence, 

personalization, and confidence. During the semi-structured interviews, Ronnie expressed 

how he gained skills in independent thinking from the structure of the course. Blayton 

discussed how the structure provided him meaningful control of his time.  
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The participants discussed learner autonomy at length in terms of time 

management and personal responsibility. The participants all described a growing self-

reliance. Blayton described managing his own time. Sarah discussed how completing 

assignments on her own boosted her confidence as a learner, while Madison spoke about 

relying on herself to understand courses and due dates for blended learning as well as her 

current college classes. Ronnie compared his experience of responsibility in the course to 

his responsibility in the U.S. Air Force. Overall, each participant described the course as 

helpful to their learning through communication, independent learning, and/or student-

centered instruction (Kist, 2015). Moore (1973) stated, “learner autonomy is heightened 

by distance” (p. 670). Moore (1997) later described that autonomous learners set their 

own goals and function without the instructor. Each participant worked toward autonomy 

and developed skills to grow themselves as more independent learners. 

Moreover, the Four Cs provided clarity for student actions throughout the blended 

learning course and application to post-secondary college and work. Collaboration with 

the teacher and other students occurred most days in the blended learning class. For 

Ronnie, collaboration played an important role in transitioning to military life. During 

collaboration times in class, he learned the skill of delegation. Sarah enjoyed working 

together with her classmates, and she overcame her own perceptions of people in her 

class once she knew and worked with them.   

Further, critical thinking translated from the blended learning course to post-

secondary courses and military service. Critical thinking was often followed by a greater 

feeling of independence. Ronnie connected critical thinking to problem solving under 

pressure in the U.S. Air Force. Blayton compared critical thinking in group discussions as 
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practice for his college classes, where thoughtful participation in class discussion was 

expected and graded.  

Participants discussed creativity in problem solving and personal time 

management throughout the semi-structured interviews. The participants enjoyed being 

able to be creative and control their own time and schedules.  

Finally, communication yielded the most notable and mentioned aspect of the 

Four Cs. Each participant routinely referred to communication. The participants 

attributed some of their personal success in the course to communication with the 

instructor. Communication consisted of electronic and in-person communication, 

including communication of ideas with classmates, instructors, supervisors, and 

subordinates. Ronnie explained that communication was a cornerstone of success and 

sometimes survival in the U.S. Air Force. Madison spoke of communication with the 

nursing schools and current classmates.  

Both lenses of the theory of transactional distance (Moore, 1997) and Four Cs 

(NEA, 2014) provided insight into the course. The theory of transactional distance 

demonstrated teacher actions of dialogue, structure, and learner autonomy, and all three 

elements impacted students’ experiences in a class (Moore, 1997). The Four Cs are 21st 

century skills that provide educators with approaches to learning to prepare students for 

potential changes and challenges to the world of work they might enter one day (NEA, 

2014). Evidence from the participants’ interviews revealed aspects of the theory of 

transactional distance and the Four Cs played a role in the students’ experiences in the 

blended learning course. Participation in the blended learning course also influenced 

post-secondary schooling or employment of the four study participants. Both the theory 
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of transactional distance (Moore, 1997) and the Four Cs (NEA, 2014) also provided a 

lens for the research to interpret the experience, but also an opportunity for the study 

participants to reflect on their experience of both the past and present.  

 

Conclusion 

In this chapter, I presented four individual cases using narrative inquiry and 

described the themes that emerged from individual case analysis. Cross-case analysis 

revealed three themes that ran across all cases—preparation for future endeavors, a 

preview to adulthood, and a valuable experience. I detailed connections from the cross-

case analysis themes to the literature and conceptual framework. Lastly, I utilized the 

cross-cases themes to answer the research questions. Within Chapter Five, I feature the 

findings, recommendations, and implications of this study. 
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CHAPTER FIVE 

Discussion, Implications, and Recommendations 

 

Research concerning students’ experiences in a blended learning course remains 

modest. As a result, students’ experiences and perspectives of a secondary blended 

learning course were explored using the lenses of the theory of transactional distance 

(Moore, 1997) and the Four Cs (NEA, 2014) to seek insight into both the course and the 

nature of influence the course had on college, career, and military preparedness.  

With this multiple case study, I presented a rich and complex narrative of each 

participant’s experience as a blended learning student in order to examine the influence 

of the course on post-secondary endeavors. Four former blended learning students, each 

with differing post-secondary pursuits, participated in the study. Individual case 

narratives highlighted participants’ stories and emerging themes. Cross-case analysis then 

revealed three themes that ran across all of the cases. In Chapter Five, I discuss findings 

related to the literature and conceptual framework. This chapter includes implications and 

recommendations for educators, administrators, students, and higher education 

researchers to help understand blended learning and the influence of blended learning 

courses to college, career, and military.  

 

Discussion of Findings 

The purpose of the multiple case study was to understand the experience of four 

students in a blended learning class, and study how or if the course supported the 

participants’ post-secondary endeavors. The multiple case study was focused on four 



128 

former blended learning government and economics students that were enrolled in the 

high school course during their senior year at a large 6A high school in Central Texas. I 

sought to understand the influence the course had on the study participants’ current job or 

post-secondary schooling. Further, I attempted to address a gap in the literature by 

exploring the chronological history of blended learning as well as explore blended 

learning through the two lenses of theory of transactional distance (Moore, 1997) and the 

Four Cs (NEA, 2014). The following research questions guided the study:   

● What are students’ experiences with the blended learning course?  

● How does the theory of transactional distance (Moore, 1997) and the Four Cs 

(NEA, 2014) help interpret students’ experience? 

The results of this study led to several findings about students’ perceptions of the 

influence of blended learning on post-secondary life. 

● Finding 1: Blended learning courses in high school can encourage independence 

in students. 

● Finding 2: Traditional face-to-face high school classes could better prepare 

students to pursue post-secondary schooling, military service, or full-time 

employment. 

● Finding 3: Teachers can make instructional choices that influence students beyond 

high school and into some post-secondary pursuits. 

● Finding 4: Educators can infuse post-secondary preparation within the instruction 

of face-to-face, blended, and online learning. 

Table 7 is an overview of the findings as they related to the literature and conception 

framework of this study. 
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Table 7 

Findings Related to the Literature and the Conceptual Framework 

Findings Literature Perspective 
Conceptual Framework 

Perspective 

1–Blended learning 

courses in high school 

can encourage 

independence. 

Blended learning offers 

different learning 

environments and different 

approaches to learning that 

can foster individualism 

(Kazu & Demirkol, 2014). 

The three parts of dialogue, 

structure, and learner 

autonomy from the theory of 

transactional distance lead to 

student success in classes 

(Moore, 1997). 

2–Traditional face-to-

face high school 

classes could better 

prepare students to 

pursue post-

secondary schooling, 

military service, or 

full-time 

employment. 

Technological changes 

include more participatory 

interactions on the internet. 

Having more collaboration 

and communication can help 

transition students to post-

secondary life (Kist, 2015). 

Theory of transactional 

distance can be applied to all 

classes including face-to-face 

(Moore, 1997). 

The 21st century skills of 

collaboration, creativity, 

critical thinking, and 

communication can prepare 

students for post-secondary 

choices (NEA, 2014).  

3–Teachers can make 

instructional choices 

that influence 

students beyond high 

school and into some 

post-secondary 

pursuits. 

Twenty-first century skills 

focus more on instructional 

methods, not the actual 

technology, since technology 

often advances faster than 

research (Graham & Dziuban, 

2008).  

The Four Cs focus on 

instructional methods and 

student actions (NEA, 2014). 

The theory of transactional 

distance focuses on teacher 

actions for instruction and can 

be applied to all classes 

including face-to-face 

(Moore, 1997).  

4–Educators can 

infuse post-secondary 

preparation within the 

instruction of face-to-

face, blended, and 

online learning. 

The focus of blended 

learning is still almost 

entirely on instruction 

(Graham & Dziuban, 2008), 

and these instructional 

methods can be applied to 

any course. 

The 21st century skills of 

collaboration, creativity, 

critical thinking, and 

communication can better 

prepare students for post-

secondary college and careers 

(NEA, 2014).  
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The following sections provide explanations for findings, articulation of 

implications, and recommendations for future research. 

 

Finding 1 

The first finding was blended learning courses in high school can encourage 

independence. By offering different learning environments, including both an online and 

face-to-face experience, students experience different class structures in blended learning 

courses which could potentially encourage independence in students. Blended learning is 

varied approaches to learning (Kazu & Demirkol, 2014) that provide opportunities for the 

development of student independence. Students no longer depend solely on the teacher’s 

authority but must take personal ownership of learning. In blended learning environments 

during high school, students can practice independence and learn time management, but 

with the help and encouragement from teachers, counselors, parents, and other support 

systems. All the participants expressed growing independence due to their personal 

ownership of learning in the class.  

The use of the theory of transactional distance can also encourage independence 

in blended learning courses. The three parts of dialogue, structure, and learner autonomy 

from the theory of transactional distance can lead to student success in classes (Moore, 

1997). Students’ potential misunderstandings decrease when the instructor regularly 

dialogues with students about the course, which can lead to greater course content 

understanding. These constant positive interactions provided by dialogue help students 

also understand and navigate the structure of the course. Particularly with the structure of 

the online portion of the class, a student can experience more learning if the course has 

high levels of structure to minimize confusion. The shorter the transactional distance a 
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student has with the instructor, the stronger the learning outcome for a student. It is 

important to note that the transactional distance each student experiences will differ as 

the transactional distance varies with each person. This personalized experience of 

blended learning along with instructor use of dialogue, structure, and learner autonomy 

can reduce the transactional distance between the learner and instructor, thereby reducing 

potential learner confusion. Sarah spoke about her growing confidence in herself as a 

student as her confusion and anxiety dwindled. Instructor awareness of the theory of 

transactional distance (Moore, 1997) can motivate students to be more confident and 

independent learners while in the class, which in turn can help students to be more 

independent upon graduation from high school. Blended learning can encourage student 

independence, which the participants all experienced.  

 

Finding 2 

The second finding was traditional face-to-face high school classes could better 

prepare students to pursue post-secondary schooling, military service, or full-time 

employment. Participants’ indicated lacking preparation from other high school classes 

for college courses or military membership. Educators can implement the Four Cs and 

other instructional methods in a face-to-face class to develop students’ 21st century skills. 

Using the Four Cs could help foster preparedness for life after high school as students 

regularly practice critical thinking, communication, collaboration, and creativity. 

Students accustomed to 21st century skills can navigate their post-secondary schooling 

and work better. Teachers can plan lessons to account for the Four Cs to ensure student 

practice with them while in high school. 
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Even more, the theory of transactional distance can be applied to all types of 

classes, including face-to-face, blended, or online learning (Moore, 1997). Instructors 

who provide increased dialogue, structure, and learner autonomy can help lessen student 

confusion and increase learner understanding (Moore, 1997). For instance, instructors 

could engage in more dialogue with their students to ensure clarification of assignments 

and expectations. Next, an instructor could structure their course to be highly structured 

by using an LMS, many of which are free online. Participants from the study found this 

aspect of their blended learning course especially helpful in transitioning to college 

courses. Finally, instructors could lessen their control of the course by increasing learner 

autonomy by providing more student voice and choice in their classes.  

Rapid technological changes in the last 2 decades have enabled more digital 

participation through online interactions. Having practice with collaboration and 

communication, particularly in online environments, can prepare students to transition 

from high school to post-secondary college, military, or career (Kist, 2015). Soon, 

educators and policy makers concentrated on instructional methods, such as the 

promotion of the Four Cs, which focused on skills not devices (Kist, 2015; NEA, 2014). 

Face-to-face high school classes using collaboration, creativity, critical thinking, and 

communication can further equip students for post-secondary endeavors (NEA, 2014).  

 

Finding 3 

The third finding was instructional choices made by a teacher can influence 

students beyond high school and into some post-secondary pursuits. Teachers who foster 

student-centered classrooms can help students develop skills needed for life past high 

school. Twenty-first century learning should be applicable across platforms and devices. 
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This is due to technology advancing faster than research (Graham & Dziuban, 2008). 

Instructional choices focusing on skills instead of devices will be more useful to students 

in the long term. For example, if schools solely focused on how to use an Apple product, 

students might find it difficult to switch to a PC. On the other hand, if teachers focused 

solely on how to navigate MySpace or Facebook, instead of interacting online, then 

students would be limited and the sites would be out of practice or updated in format in a 

few years. Instead, if students learn about participating online with social media, instead 

of a particular social media site, then the instruction can last well beyond the actual 

website or social media platform. This same notion remains true with 21st century skills. 

If educators focus on 21st century skills, such as using the Four Cs: communication, 

critical thinking, collaboration, and creativity center, then the technology itself can 

change and update (NEA, 2014). The student-centered instructional choices such as the 

Four Cs (NEA, 2014) can help prepare students for school, work, or military life after 

secondary schooling; the study participants used these 21st century skills after high 

school. Examples of instructional choices using the Four Cs might include a group 

research project to present to the class or creating a solution to help solve a controversial 

issue and sharing that solution online for a public audience. 

The theory of transactional distance centers on teacher actions (Moore, 1997). A 

teacher, who is cognizant of their actions, can help prepare students with skills for 

dialogue. Dialogue with instructors can help encourage students to seek communication 

in the workplace or school setting. Further, dialogue can provide a model for students 

when they are in a supervisory role, like Ronnie. Next, structure to assignments—not just 

the course as a whole—can help prepare students. Students can better understand 
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expectations by using instructional tools such as rubrics, which increase the structure. 

Increased dialogue and structure can lessen student confusion leading to better student 

understanding of the course content (Moore, 1997). While planning, a teacher 

deliberately considers his or her own actions as well as how the students’ actions will 

prepare students to have more confidence in their post-secondary pursuits. 

 

Finding 4 

The last finding was educators can infuse post-secondary preparation within the 

instruction of face-to-face or blended learning classes. In a blended learning course, 

students experience the best of both worlds online learning and face-to-face learning 

(Drexler, 2018; Othman et al., 2013), yet these two worlds can be applied to face-to-face, 

blended, or online learning (with the help of technology). The focus of blended learning 

remains almost entirely on instruction (Graham & Dziuban, 2008) and instructional 

methods used in a blended learning course can be used in any course. The participants all 

referred to the preview the course provided for college courses by creating an 

independent environment. Students learned how to navigate LMSs, manage their own 

time, and work with others in their class.   

 Regarding a face-to-face class, teachers can create a student-centered 

environment filled with student-centered activities. This means the teacher becomes a 

facilitator of learning instead of the dispenser of knowledge. Next, educators could 

utilize, or more thoroughly utilize, an LMS with fidelity. This practice in high school 

with an LMS could better prepare students for taking college classes. For students 

taking any online college courses, understanding and navigating an LMS while in high 
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school, prior to taking an online course, could better prepare students for post-

secondary life.  

 Additionally, the 21st century skills of the Four Cs can better prepare students 

for post-secondary college and careers (NEA, 2014). Participants discussed elements of 

communication, collaboration, creativity, and critical thinking throughout the interview 

process and referred to the Four Cs as helpful in college or military service. Again, 

educators can infuse collaboration, creativity, critical thinking, and communication into 

their daily lesson plans regardless of the content. For example, students could discuss 

issues with the electoral college and popular voting (critical thinking). Next, students 

could work in small groups to solve the issues with the electoral college (creativity and 

collaboration). Then, the student team could make a presentation to explain their idea to 

make changes to the electoral college to the class for feedback (communication). In 

conclusion, when educators infuse 21st century skills into their courses, students 

ultimately benefit.  

 

Summary of Findings 

 The study findings illustrated the need for students to experience independence 

throughout high school in preparation for post-secondary life. Independence encourages 

students’ personal confidence and responsibility in themselves as a learner. Blended 

learning provided an opportunity for the participants to experience independence while 

still in high school. The findings also revealed traditional face-to-face high school classes 

could better prepare students for college, military service, or full-time employment. Also, 

the study results showed instructional choices made by a teacher can influence students 

beyond high school and into some post-secondary pursuits. Students remember skills 
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such as time management or delegation beyond high school. Participants found blended 

learning as an instructional method valuable. Teachers planning with 21st century skills 

within a face-to-face and blended learning course can help prepare students for post-

secondary life. The following section provides implications and recommendations to 

account for the study findings.  

 

Implications and Recommendations 

The results of this study highlight several implications for educators and those 

who serve blended learning students, as well as implications for the students themselves. 

Following a discussion of the implications, I provide recommendations for educators, 

students, educational administrators, and higher education professors.  

● For educators, 

○ provide opportunities for asynchronous learning, which can be in a 

blended learning class or traditional face-to-face class,  

○ consider backwards planning a semester at a time, and 

○ Planning instruction that includes the Four Cs  

● For students, 

○ consider enrolling in a blended- or online-learning courses while in high 

school and 

○ focus on the present not just focusing on the future. 

● For administrators,  

○ Provide professional development for educators in schools considering 

implementing or currently offering distance, blended, or online learning. 
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● For higher education researchers,  

○ encourage research and consider developing theory for distance, online, or 

blended learning. 

 

Implications and Recommendations for Educators 

When seeking critical notions of the class, the participants struggled, perhaps due 

to the uniqueness of experience. This alarmed me, as I know the class needed many 

improvements. However, upon reflection on the data and myself as an instructor, I 

realized the class established the first experience of an asynchronous learning situation. 

Having a distinct, singular experience might account for the lack of criticism I sought to 

discover during data collections. Asynchronous learning creates learner-focused 

experiences and provides students opportunities to learn at their own pace (De la Varre et 

al., 2011), and many students do not undergo this type of learning in K-12 classes. 

Asynchronous learning provides a preview of independence and responsibility, which all 

four participants referred to during their interviews, so asynchronous learning could be 

used as a student-centered method in any class format—traditional, blended, or online 

learning. Educators can establish assignments and time for both synchronous and 

asynchronous learning. 

Teachers should consider using backwards planning for face-to-face, online, or 

blended courses. At different times, each participant referred to the course being 

completely planned by semester. Each participant noticed and remembered this aspect of 

the course being planned in detail and often referred to the organization of the course, 

which was designed using backwards planning (Blythe, 1998; Wiggins & McTighe, 

2005). Using a research-based method to backwards plan becomes essential for 
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educators, as the term backwards planning has multiple meanings. The Teaching for 

Understanding Guide (Blythe, 1998) and Understanding by Design (Wiggins & 

McTighe, 2005) both provide research-based opportunities to learn how to backwards 

plan.  

Backwards planning allows teachers to concentrate on student learning and 

understanding instead of teaching (Wiggins & McTighe, 2005). The three parts of 

backwards planning include identifying desired results of the students, deciding how 

students demonstrate their learning, and planning learning experiences and instruction.  

The theory of transactional distance can provide a lens to understand the student 

benefits of backwards planning. A structured and planned course can allow for more time 

to dialogue with students, which in turn lessens potential learner confusion by shortening 

the transactional distance. Further, backwards planning provides more time during the 

school day for dialogue and feedback. Teachers in Texas receive one class period during 

the school day without a class for tasks such as planning, grading, analyzing data, or 

contacting parents. With a course already planned upfront, more time becomes available 

for the teacher during the school day. Instead of spending time planning individual 

lessons, teachers can use a conference period to refine lesson plans, create a strong 

structure for the course, arrange the course on an LMS, communicate with students and 

parents, and provide in-depth feedback for students’ assignments. Backwards planning 

can directly benefit students (Blythe, 1998; Wiggins & McTighe, 2005). 

The Four Cs can provide a positive experience for learners, as the Four Cs allow 

students to develop skills used beyond high school (NEA, 2014). The Four Cs and 

backwards planning drove the design for the blended learning course in this study. The 
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Four Cs framework created a means to ensure that the course offered student-centered 

instruction and fostered learner independence. The participants specifically referred to 

benefits during the class and the influence of the skills after the class. The use of the Four 

Cs as a guiding framework provided lasting benefits for students. Teachers can 

incorporate the Four Cs into daily lessons in any class format and should not reserve 

these 21st century skills for blended, online, or distance learning. Teachers could work 

together to plan and verify the Four Cs demonstrated in each lesson. Emphasizing the 

Four Cs enables teachers to have a specific student-centered focus to include 

collaboration, communication, creativity, and critical thinking. The emphasis on 21st 

century skills could in turn provide students opportunities for independence and/or 

responsibility that are not punitive or grade based. In the next section, I present 

implications of blended learning for students 

 

Implications for Students 

Students should consider enrolling in blended or online learning while in high 

school. Each participant expressed how their blended learning class prepared them for 

college courses and provided a preview into college or adulthood. While blended and 

online classes might not be offered at all schools, students could consider enrolling in 

dual (college and high school) credit class. Dual credit classes might be more readily 

available. Taking a dual credit course could provide a preview into the structure of a 

college class through the use of an LMS and learner autonomy and independence.  

High school students often face intense pressure to decide their future plans, 

amped up by legislation such as House Bill 3, which directly links future plans to school 

ratings and accountability (Texas Education Agency, 2019d). Decisions concerning the 
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future beyond high school and college can overwhelm a high school student. Sarah spoke 

directly about her anxiety concerning graduation. However, students, with the help of 

educators and parents, can focus on their current learning experiences in high school 

without post-secondary stress. The same 21st century skills that helped Madison and 

Blayton handle and succeed in college classes are the same skills that helped Sarah lower 

her anxiety about early graduation and Ronnie progress in the U.S. Air Force. Emphasis 

and confidence in present learning can influence future learning.  

 

Implications for Administrators 

Schools considering or providing blended learning courses should offer 

professional development for teachers, administrators, and counselors. If a school wants 

to implement blended learning, then proper training should precede course development. 

Professional learning could include approaches such as book studies, partnerships with 

universities, or professional development. Furthermore, professional learning could also 

specifically include theory such as the theory of transactional distance. Teachers using 

the theory of transactional distance would prevent what Moore (1997) described as 

practicing without theory, and by encouraging educators to use the three parts of 

dialogue, structure, and learner autonomy, less student misunderstandings could occur 

(Moore, 1997; Shaughnessy & Fulgham, 2008). Regardless of the type of professional 

development, it remains important for teachers to receive professional learning when 

implementing a new course.  
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Implications for Higher Education Researchers 

Higher education researchers could focus on theory development in blended or 

online learning. Researchers have called for the development of a theory for the field of 

distance learning since the 1980s, yet little new theory has been developed since that 

decade (Barbour, 2018; Keegan, 2013). Formulating theory remains important for current 

and future students and instructors of distance, online, and blended courses. Currently, 

comparative studies about traditional classes measured against blended or online classes 

dominate the field. While these studies hold useful for practitioners, the comparative 

studies alone do not progress the field to more legitimacy or create conformity within the 

field. Comparative studies compare and contrast classes, usually with measures and 

determinations of quality. New theory could in turn help new ideas and meaning to 

develop a better understanding. New theories about distance, online, or blended learning 

could potentially bring together practitioners and researchers.  

 

Recommendations for Future Research 

 Future research should include critical examination of blended learning courses in 

high school, students’ perspectives of blended learning while enrolled in the course, and 

teachers’ perspectives of facilitating blended learning courses. Future research should 

also address the lack of distance, blended, or online learning theory.  

 There remains a lack of research focusing on the student perspective of the 

blended learning course during the course itself. A critical examination into student 

experience of blended learning could reveal more information to develop theory and to 

inform practice. Even more, there remains a tendency to view K-12 schools as 

preparation for the future beyond high school, which assumes that K-12 schooling offers 



142 

less valuable or worthwhile experience compared to the future. Heavy concentration on 

the future beyond high school often does not address present situations. For instance, 

focusing on students to have access to devices such as tablets or laptops to prepare for 

future work might overlook the importance of writing skills gained while in the class. 

Future research could concentrate on the present learnings of class, not just application to 

the future.   

Understanding the viewpoint of teachers—as they create, facilitate, and reflect on 

a blended learning class—could further enhance the literature and knowledge base of 

blended learning. Exploring how teachers experience and view the course remains 

essential to understanding distance, online, and blended learning. Teachers’ perspectives 

could be explored in conjunction with backwards planning or 21st century learning. 

Teacher actions influence blended learning immensely. An educator’s perspective could 

be researched using an existing theory such as the theory of transactional distance and 

further combine the theory of transactional distance with other theories like Moore (1997) 

suggested. Also, understanding how teachers reflect on a blended learning course after 

course completion might provide further insight for researchers. 

Finally, creating a specific theory for blended learning could advance the field for 

both academia and practitioners by further legitimizing distance, online, and blended 

learning. A formalization of theory could impact practitioners by providing research, 

literature, and professional learning, which could enhance knowledge for both academics 

and practitioners. Theory could also lead to the careful expansion of distance, blended, 

and online learning courses. 
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Researcher Reflections 

The purpose of the multiple case study was to understand the experience of four 

students in a blended learning class, and study how or if the course supported the 

participants’ post-secondary endeavors. In this study, I aimed to explore how students 

who participated in a blended learning course made sense of that experience in relation 

to their post-secondary lives. Since the majority of the current research compares a 

blended learning class to a traditional face-to-face class, focusing on the quantitative 

measure of student outcomes, the research often fails to include student voice and 

perspective. Further, the current research tends to end with the completion of the 

course and does not delve into the influence of blended learning on post-secondary 

college, workforce, or military. To better understand the student perceptions of blended 

learning, I used a framework combining the theory of transactional distance (Moore, 

1997) and the Four Cs (NEA, 2014).  

According to Jim Henson, “[Kids] don’t remember what you try to teach them, 

they remember what you are” (Goodreads, 2020, para. 1). My experience as an educator 

in the past 16 years resonates with that quote. Regardless of my personal passion for my 

content area, social studies, students often remember how they learned in a class, not 

what they learned. Participants in the study felt encouraged by the course, which they 

felt provided preparation for the future, preview into adulthood, and an overall valuable 

experience. I believe when educators and stakeholders learn about students’ experiences 

in a blended learning high school course, they can better understand the influence of the 

course on students’ education and preparation for post-secondary life. 
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Conclusion 

 In this study, I wanted to explore how students who participated in a blended 

learning course made sense of that experience in relation to their post-secondary lives. A 

gap remains in the literature that takes into account students’ perspectives to determine if 

blended learning prepares students for post-secondary choices of employment and/or 

further education. Since many high schools rapidly incorporate variations of distance, 

online, and blended learning, I attempted to include student voices and experiences of 

blended learning. The study results showed the participants appreciated their experiences 

in blended learning and expressed that the course provided value to the present and 

insight into the future. As the participants reflected on their time in blended learning, they 

connected experiences from the course to preparation for their present post-secondary 

pursuits as a university student, community college student, military member, and full-

time employee. The findings showed all participants demonstrated appreciation and 

valued their experience in a blended learning course in high school. The findings also 

revealed the students saw the class as both preparation and preview of life past high 

school. High school students need meaningful experiences that can transcend high school 

and provide value to their post-secondary lives. All four of the participants found the 

course to be helpful in reflecting on their past role as a student and current role as an 

employee, military member, or college student, Participants al looked towards their 

futures during the interviews. 

Blended learning has the potential to offer the experience to develop as 

independent and autonomous learners, which can better prepare students for post-

secondary endeavors. Moore (1997) wrote, “While only a minority of adults might be 
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practicing as fully autonomous learners, the obligation on teachers is to assist them to 

acquire these skills” (p. 27). With this study, I attempted to offer students’ voices to the 

growth of distance, blended, or online learning as well as the trend of post-secondary 

preparation. Students’ experiences can help educators design courses to enhance 

students’ post-secondary preparation and future lives in general. Educators can benefit by 

pausing to hear the participants’ stories and learn from their experiences. 
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Baylor University 

Department of Curriculum and Instruction  

Consent Form for Research 

 

PROTOCOL TITLE:  The Experience of High 

School Seniors in a Blended Learning Class and Its 

Potential Support to Post-Secondary Pursuits: A 

Case Study 

PRINCIPAL INVESTIGATOR:  Barbara Epperson  

SUPPORTED BY: Baylor University  

Purpose of the research:  

The purpose of the multiple case study was to understand the experience of four students 

in a blended learning class, and study how or if the course supported the participants’ 

post-secondary endeavors. Exploring the experience of former blended learning students 

might help provide insight into thinking about ways to use or not use blended learning in 

secondary schools. We are asking you to take part in this study because you are a former 

blended learning student.  

Study activities: If you choose to be in the study, you will participate in several activities 

which include: 

● 1 questionnaire: Submit 1 questionnaire electronically about your 

experiences in Blended Learning in high school  

● 2 panel interviews with the principal investigator relating to your 

experiences in blended learning 

● 2 interviews with the principal investigator about your experiences in 

blended learning 

We expect that you will be in this research study for 5-7 months. Each interview will be 

30 minutes long. The interviews will be recorded and transcribed at a later date. A 

pseudonym will be used for your name in all printed and published materials. If you 

agree to take part in this study, we will ask you to sign the consent form before we do any 

study procedures.  

Audio recording:  

We would like to make an audio recording of you during this study. If you are recorded it 

will be possible to identify you by voice recognition on the recording. We will label these 

recordings with a code instead of your name. The key to the code connects your name to 

the recording. The researcher will keep the key to the code in a password-protected 

computer/locked file. The recordings will be destroyed following the completion of the 
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study. Audio recording is required for this study. If you do not want to be recorded, you 

should not be in this study.  

Risks and Benefits:  

To the best of our knowledge, there are no risks to you for taking part in this study. You 

may or may not benefit from taking part in this study. Possible benefits include 

contribution to better understanding of blended learning. School personnel and teacher 

educators may benefit in the future from the information that is learned in this study, as it 

may help to prepare future teachers and administrators for successful implementation of 

blended learning courses, which will in turn help support future blended learning 

students.  

You may feel emotional or upset when answering some of the questions. Tell the 

interviewer at any time if you want to take a break or stop the interview. 

You may be uncomfortable with some of the questions and topics we will ask about. You 

do not have to answer any questions that make you feel uncomfortable. 

Confidentiality:  

A risk of taking part in this study is the possibility of a loss of confidentiality. Loss of 

confidentiality includes having your personal information shared with someone who is 

not on the study team and was not supposed to see or know about your information. The 

researcher plans to protect your confidentiality.  

We will keep the records of this study confidential by using codes and keeping all 

research material in a password protected computer and locked file cabinet. We will 

make every effort to keep your records confidential. However, there are times when 

federal or state law requires the disclosure of your records. 

Authorized staff of Baylor University may review the study records for purposes such as 

quality control or safety. 

Compensation: 

You will not be paid for taking part in this study. 

Questions or concerns about this research study 

You can call us with any concerns or questions about the research. Our telephone 

numbers and email addresses are listed below:  

Principal Investigator: Barbara Epperson, Barbara_Epperson@baylor.edu 

Faculty Advisor: Dr. Brooke Blevins, Brooke_Blevins@baylor.edu 
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If you want to speak with someone not directly involved in this research study, you may 

contact the Baylor University IRB through the Office of the Vice Provost for Research at 

254-710-1438. You can talk to them about: 

● Your rights as a research subject 

● Your concerns about the research 

● A complaint about the research 

 

Taking part in this study is your choice. You are free not to take part or to stop at any 

time for any reason. No matter what you decide, there will be no penalty or loss of 

benefit to which you are entitled. If you decide to withdraw from this study, the 

information that you have already provided will be kept confidential. Information already 

collected about you cannot be deleted.  

 

By continuing with the research and completing the study activities, you are providing 

consent. 
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Which best describes you? 

 

❏ Member of the Workforce (Full Time; not military) 

❏ Military Member 

❏ Community College Student 

❏ 4 Year University Student 

❏ Member of the Workforce (Part Time; not military) 

 

Where do you currently work and/or go to school? Do you work part time or full time 

during the school year?  

 

 

Describe you experience the blended learning course your senior year of high school?  

 

What did you think about the distance between the teacher and you as a student (since 

the class did not meet daily)?  

 

 

Describe the communication from instructor to student. 

 

 

Did you find how the course was organized (online and in person) helpful? Why or 

why not?  

 

 

Did the blended learning class prepare you or help you currently in work or school? 

Why or why not?  

 

 

Do you think any of the following increased as a result of the blended learning course?  

 

❏ creativity at work or school 

❏ communication at work or school 

❏ collaboration with others at work or school 

❏ critical thinking at work or school 
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Date/Time of Interview:       

Location of Interview:       

Interviewer:          

Interviewee:         

Interviewee:          

 

Addresses Research Questions: What are students’ experiences with the blended learning 

course?: How does the theory of transactional distance (Moore, 1997) and the Four Cs 

(NEA, 2014) help interpret students’ experience?  

a. How did students perceive communication and dialogue in the course?  

b. How did students perceive the structure of the course, both 

electronically and in person?  

c. What factors relate to students’ perception of their autonomy in the 

course? 

1. How did you perceive communication in the course with the instructor? 

(dialogue)  

2. How did you perceive communication in the course with classmates? (dialogue)  

3. Describe the structure of the course electronically? (structure)  

4. Describe the structure of the course in the classroom (face-to-face). (structure)  

5. Describe the independence and control you had in the course. (autonomy)  

6. Did you find the level of independence high, low, helpful, hinderance? 

(autonomy)  
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Follow-up questions from questionnaire  

1. The most common words from all four participants from the questionnaire 

concerning the overall thoughts on the blended learning course were help or 

helpful, experience, loved, college, week, class, and fun. Do you agree with any 

of these terms? Which one? Describe your thoughts.  

2. All of the answers concerning the distance between the instructor and student 

were positive. Do you agree? Why or why not?  

3. Have there been times you found the experience of blended learning or the 

distance between the instructor and student negative? 
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Panel Interview Protocol 
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Date/Time of Interview:        

Location of Interview:        

Interviewer:          

Interviewee:          

Interviewee:          

Interviewee:          

Interviewee:          

 

Addresses Research Questions: What are students’ experiences with the blended learning 

course? How does the theory of transactional distance (Moore, 1997) and the Four Cs 

(NEA, 2014) help interpret students’ experience?  

a. Describe your experience in the blended learning class? 

b. (Skip unless extra time) 

c. Follow-up questions from pair interviews 

How do you think the class prepared you for your current job or schooling?  

What part of the class was a preview into life after high school?  

What part of the class did you find most helpful? 
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Individual Interview #1 Protocol 
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Date/Time of Interview:       

Location of Interview:       

Interviewer:          

          

Demographic Information: 

1. Describe your current work or school situation. 

2. How long have you been at your current job or school?  

3. How did you decide where you currently work or go to school?  

4. What are you plans for the next 3-5 years concerning work and/or schooling.  

5. What other activities outside of work or school are you involved in currently?  

Addresses Research Questions: What are students’ experiences with the blended learning 

course?: How does the theory of transactional distance (Moore, 1997) and the Four Cs 

(NEA, 2014) help interpret students’ experience?  

Follow-up questions from panel interview  

1. Did you find the blended learning course future oriented while you were in the 

class? Explain. 

2.  Did you find the blended learning course future oriented after the class was over 

and able to be applied to your current role college, workforce, military? Explain. 

3. Was the classroom environment and/or teacher - student relationship critical to 

blended learning? Why or why not?  

4. How (if) did the course influence you personally?  

5. Is there anything else about blended learning experience you would like to add?  
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Individual Interview #2 Protocol 
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Date/Time of Interview:        

Location of Interview:        

Interviewer:          

Interviewee:          

 

Addresses Research Questions: What are students’ experiences with the blended learning 

course?: How does the theory of transactional distance (Moore, 1997) and the Four Cs 

(NEA, 2014) help interpret students’ experience?  

1. Describe communication with your instructor or supervisor in your school or 

work setting.  

a. What experiences (if any) from the blended learning course help to make 

communication in your school or work setting easier?  

2. Describe creativity used in your school or work setting.  

a. What experiences (if any) from the blended learning course help to make 

creativity in your school or work setting easier?  

3. Describe critical thinking in your school or work setting.  

a. What experiences (if any) from the blended learning course help to make 

critical thinking in your school or work setting easier?  

4. Describe collaboration with your instructor or supervisor in your school or work 

setting.  

a. What experiences (if any) from the blended learning course help to make 

collaboration in your school or work setting easier?  
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Follow-up questions from individual interview #1 

1. What characteristics should a blended learning teacher have?  

2. What characteristics should a blended learning student (in high school) have?  

3. Emerging ideas 

a. Did the blended learning course offer preparation for your current role? 

b. Did the blended learning course offer helpfulness?  

c. In what ways was blended learning a preview to your current role? 

d. How important was it to feel valued by your teachers and classmates in 

the blended learning course? 
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