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Abstract 

This thesis examines the feasibility of evaluating online collaborative education programs, 

specifically, it explore the question, to what extent does Comics Go Global (CGG), an extra-

curricular, online collaborative arts based project, represent a positive educational experience 

from the perspective of its students, as defined by the Community of Inquiry as a framework 

(Arbaugh, 2008). In exploring this question this study addresses how the promise of collaborative 

online learning for education might be delivered through projects such as “Comics Go Global” 

(CGG). The role of the “Community of Inquiry” (CoI) framework was to serve as a tool for 

gathering and measuring empirical research. This helped identify the extent to which students 

perceived the CGG program as a positive experience and also explore what promise online 

collaborative learning has for education. 

 

In this feasibility study the two mentor/teachers who I selected to participate in the study 

received two professional development sessions in July 2016, under my direction. These focused 

on delivering the Comics Go Global project within a CoI framework as well as establishing norms 

and expectations of student behaviours and the monitoring of technical issues. Later, in order to 

gather qualitative and quantitative data about their experiences and viewpoint with respect to the 

CGG program and student involvement, I interviewed them at the end of week four and eight. 

The interviews enabled mentor/teachers to share their views with me; they reported that the 

students had a positive learning experience in the CGG program. These interviews were also 

designed to provide data to identify what promise online collaborative learning has for education 

and how that promise might be delivered. 
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In order to assess the extent to which students perceived themselves to have had positive 

experience as per the set criteria identified by the Community of Inquiry framework, five of the 

six students who participated in the study were surveyed, using the CoI Survey Instrument. This 

survey has been validated in large-scale trials. Participant surveys were analysed using 

descriptive strategies and the Wilcoxon Signed-Rank Test “a non-parametric test designed for 

comparing pairs of results that may not represent a normal distribution or be derived from an 

equal-interval scale”. The results of the CoI survey confirmed that students perceived the 

program to be a positive experience. These positive findings were echoed in the transcripts 

provided by the eight weeks of online classes and the mid and post program semi-structured 

interviews.  

 

To build on the findings of this research, further work needs to be conducted to 

demonstrate whether the experiences in a full scale study, students and teachers could be 

replicated, or improved, if greater numbers of teachers utilising the CoI framework model could 

work with larger numbers of students exploring fields other than CGG visual narratives. For 

example, alternative online collaborative classes might cover subjects and activities focusing on 

a broad range of topics, including Journalism, Ecology or Debating. Further research is also 

required to investigate whether larger scale blended learning options, for local schools, might 

enable a greater exploration of face-to-face extra-curricular opportunities with digital tools such 

as teleconferencing, password protected NINGS environments, blogs and emails. Such research 

might provide insights into new and effective ways to improve student engagement, outcomes 

and wellbeing through the support of such teaching and learning networks.  
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COMICS GO GLOBAL: EVALUATING AN ONLINE COLLABORATIVE PROJECT USING 

THE COMMUNITY OF INQUIRY FRAMEWORK 

 

CHAPTER 1: Introduction 
 
 

1.1  Background 

           As a teacher, year level coordinator and acting assistant principal at the Distance Education 

Centre of Victoria (DECV), a P-12 Victorian state school that services up to 3000 students per 

year, I carried some of the responsibility for supporting staff to achieve the goals of the school’s 

Strategic Plan. This plan was shaped by the Victorian government’s Department of Education and 

Training (DET) policy goals, and the national educational framing document which highlighted 

the vital role schools play in promoting the intellectual, physical, social, emotional, moral, spiritual 

and aesthetic development and wellbeing of young Australians and in ensuring the nation’s 

ongoing economic prosperity and social cohesion (Barr, Gillard, Firth, Scrymgour, Welford & 

Lomax-Smith 2008, p. 10). 

 

Research Questions  

In researching this topic I will differentiate my approach in two ways. The first question 

focuses on measurement of student response and the second question which will be 

addressed throughout the thesis when relevant, will focus on how this is achieved. 

Essentially this latter point will be addressing the nature of the model itself. Therefore the 

research questions are best represented as described below. 

 

1.2  Context 
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          As a distance education school with a diverse student cohort, including enrolment categories 

of Distance, Medical, Travel/Performing Arts/Sports commitments, Young Adults, and Other, 

such an objective posed a challenge for the institution. Over its more than 100-year history, the 

DECV had regularly attempted to build stronger connections between members of its often 

physically isolated school student community through a range of initiatives, including school 

camps, subject and year level-based excursions, and face-to-face gatherings. According to student 

feedback provided in the DECV’s annual survey (DECV, 2011), “Student Connectedness” was 

reported as 3.8 on a 5 point scale. Students noted that they still desired an increased sense of 

connection with the school and each other. For some students, ‘connection’ meant a sense of 

belonging; for others, it meant having a ‘voice’ with respect to their school programs; while, for 

many, it simply meant not feeling isolated. 

 

          With the advent of emerging technologies, specifically social media, the DECV began to 

explore new ways of addressing the issue of low levels of “Student Connectedness”. Having a 

background in the area of student wellbeing and the subjects of Art and English, I worked with 

colleagues to create a collaborative online eight week comic book development program called 

Comics Go Global (CGG). CGG subsequently ran as a pilot from 2010 to 2013. The notion of 

working collaboratively to develop comic books stories and characters in an online environment 

suggested a means through which to reduce students’ sense of alienation, a predicament noted by 

(Mann, 2005) as common for physically isolated learners. 

 

          CGG attempted to respond to issues common to those working in the field of online teaching 

and learning (Roberts, 2004). These issues include a broad range of challenges and possibilities, 
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including student connection, learner motivation, course design, time management, and 

comfortableness with online technologies and the impact and the success of an online learning 

experience. Additional issues, such as technical problems, a perceived lack of sense of community, 

time constraints, and difficulty in understanding the objectives of the online courses are often 

identified as challenges for the online learner (Song, Singleton, Hill, & Koh, 2004). In exploring 

common issues (Roberts, 2004) for the online learner five key areas can be identified:  

a. Learner motivation drop out rates/low submission rates)   

b. A sense of alienation (Davis, 2011, p. 12) 

c. Technological access and equity (Dewey, 1909) 

d. Course design (Crook, 2012, p. 69) 

e. Online collaboration (Crook, 2012, p. 71) 

 

          Benbunan-Fich and Arbaugh (2006) note the importance of online collaborative learning in 

identifying that the success of web-based courses, entirely delivered online, depends upon 

providing collaborative learning activities, and/or challenging environments where the students 

are responsible for the creation of their own knowledge. The CGG program could be seen to 

provide a range of opportunities for its members to participate in group activities including: 

invitations for secondary students to volunteer, participate and mentor others in collaborative 

activities; developing an integrated curriculum format and classroom structure that would enable 

students to share thoughts, create and express ideas using a variety of communication modes; and 

encourage participants to respect and value one another in the process of working collaboratively  

(McInnerney & Roberts, 2004). 
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          CGG was designed to be an extracurricular program where participants would construct 

knowledge and meaning from their experiences. Through a series of online workshops, the 

program was designed to allow a diverse group of students to not only demonstrate their 

understanding of core concepts but, by working with one another, to develop that long sought-after 

increase in their sense of connection with the school and each other. As part of this process, 130 

students and five teachers were connected across three continents in a password-protected online 

NING environment, which provided a safe learning space and allowed for synchronous and 

asynchronous participation, 24 hours a day, seven days a week. CGG was offered on a voluntary 

basis to students attending the DECV as well as selected schools in New Jersey (USA) and 

Sheffield (UK). The CGG project was made available as an extra-curricular educational experience 

in each setting other than Sheffield, where students attended weekly sessions via Skype while 

participating in a visual arts class in their school library. Participants required a computer with 

internet access, a webcam for synchronous work, and a limited range of art supplies of their own 

choice, such as pencils, pens and paper. 

 

          The four-year CGG pilot can be seen to have acted as a proof of concept and provided the 

DECV and other educational partners with strong anecdotal evidence that this sort of intervention 

may assist in developing a greater sense of community and connection amongst online students. 

While the 2010 to 2013 CGG pilot was widely perceived, by its organisers, the student participants, 

and those at an administrative level within the host schools, to have been a ‘success’, its findings 

were anecdotal. Because of this, any ability to generalize from these findings and, by generalizing, 

to add to the ongoing conversation about effective online course design and community building, 

was limited. Running CGG under the auspices of a Master of Education research study allowed 
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examination of its potential to be explored and to be measured objectively, using the Community 

of Inquiry (CoI) framework as a theoretical basis for this evaluation. To this end, the purpose of 

this study is to run CGG and use objective measures to explore, using a mixed methods convergent 

design, the extent to which it can be evaluated as a positive educational experience, based on the 

CoI instrument, as a framework. All further mentions of Comics Go Global, or CGG as it has been 

abbreviated, refer to the resulting feasibility study rather than the pilot study. 

 

          Like the school play, band, sporting teams, robot building groups, chess clubs and other 

associated activities, CGG was designed to run outside a school’s mainstream syllabus offerings 

to reduce concerns such as the over-crowding of an institutions existing curriculum (Calik, 2011). 

As an extra-curricular initiative, the CGG program would be initially populated by student 

volunteers who would participate in each area of the program, establish and take ownership for the 

running of the program, including developing and maintaining its global connections. To meet 

appropriate ethical, technical and pedagogical standards, this innovative approach to enabling 

students in acquiring new sets of capabilities, would be further supported through modest school 

funding and administrative assistance. The program’s long term evolution would be guided by a 

philosophy of inclusion, access and equity, where local and global connections, round-table, 

bottom up decision making would build on a culture of fun, collegiate support and curiosity. It is 

important to note that this thesis primarily focuses upon evaluating the feasibility of implementing 

the CGG program in respect to measurement of student engagement and the methodology 

employed to do so. As such any evaluation of the pilot program must be considered in relation to 

the relative effectiveness of applying the CoI framework to analysing anecdotal evidence and, at 
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times, the assumptions that permeate the ongoing conversation about online course design and 

community building,      

 

1.3  Rationale 

          In researching the extent to which CGG represents a positive educational experience, as 

defined by the CoI framework (Garrison, 2007) the research aimed to measure the nuance of the 

student and teacher experience. As the researcher, an ongoing effort was made to maintain a 

consistent and objective approach (Mills, 2004) in analysing all data while maintaining an 

awareness of any possible personal bias. Participant feedback on an initial pilot of CGG, which 

was run at the Distance Education Centre of Victoria with 130 students over four years, indicated 

that the students enjoyed and benefited educationally from participating, but no objective measures 

were used to verify this observation. The newest iteration of the project used quantitative and 

qualitative measures to ascertain the extent to which this extra-curricular, online collaborative 

project represented a positive educational experience for students, from the perspective of students 

and mentors.  

 

1.4  Aim 

           What promise does online collaborative learning make for education and how might this 

promise be delivered? Roberts (2004) noted that the desire by students to undertake programs and 

courses via the Internet and access resources online is forever altering the nature of formal 

education. In this regard, many institutions and educators have been caught largely unprepared for 

the radical changes forced upon them. This study seeks to answer the central questions, to what 

extent can participation in the CGG extra-curricular program, be measured and deemed a positive 
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experience from the perspective of the student participants, and serve as a model for online 

collaborative teaching and learning. In exploring these questions this study looks at the promise 

online collaborative learning makes for education and how this promise might be delivered? 

Although it is apparent that the scope of a single research study into the feasibility of implementing 

such a program is not intended to investigate this topic fully. However, by focusing on one 

particular online collaborative project, CGG, it may nevertheless provide valid data that may be 

analysed in order to consider the viability of future evaluations of student engagement in online 

collaborative teaching and learning.  

 

1.5  Key Terms 

1.5.1  Community of Inquiry framework 

            Developed from the work of Garrison, (2001 p. 6) CoI framework refers to a process model 

designed to define, describe and measure the elements (social, cognitive and teaching presence) 

and dynamics of a collaborative and worthwhile educational experience. A detailed description of 

the CoI framework has been provided in the Literature Review chapter of this study (Garrison, 

Anderson, & Archer, 2001) . 

 

1.5.2  Extra-curricular  

             This study uses the definition of extra-curricular characterised by Eccles, Barber, Stone, 

and Hunt (2003) as including activities including: team sport, performing arts, school involvement 

activities, academic clubs that linked peers in effective, structured, activity-based programs. 

 

1.5.3  Collaboration  
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              This study uses the definition of collaboration identified by Garrison (2006) who 

stipulates, collaboration must include communication or discourse that is purposeful, threaded and 

reflective. Students must be stimulated and motivated to consider the essence of the material being 

presented and translate that into personal meaning. 

 

1.5.4  Online Teaching and Learning  

             The term online teaching and learning refers to forms of non-face to face learning, e.g. 

online learning, e-Learning, technology, mediated learning, online collaborative learning, virtual 

learning, web-based learning. 

 

1.5.5  Positive educational experience 

              In a broad sense this study uses the definition a positive educational experience as 

identified by Larson who notes that such an experience as being comprised of several contexts and 

components, including initiative, creativity, leadership, altruism, and civic engagement (2000). In 

quantifying that experience the study draws upon the CoI framework measure as developed by 

Garrison (1999), which focuses on the three overlapping presences–social, cognitive and teaching–

that were highly interdependent. At the heart of the overlap of these elements was a deep and 

meaningful educational experience. 

 

1.5.6  Transnationalism 

          The term transnationalism refers to multiple ties and interactions linking people or 

institutions across the borders of nation-states (Vertovec, 1999). 
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1.6  Intended audience for the findings 

          This results of this paper can be seen to serve as a possible gauge and model for primary, 

secondary and tertiary educators considering the exploration of this type of online collaborative 

program in their given setting. 

  



  

10 

 

 

 

 

CHAPTER 2: LITERATURE REVIEW 

 

          This literature review presents as a narrative that explored the following questions: To what 

extent can participation in the CGG extra-curricular program, be measured and deemed a positive 

experience from the perspective of the student participants? And how does participation in the 

program serve as a model for online collaborative teaching and learning? These questions focused 

on selected readings that might ratify or intersect the ‘niche’ of this paper’s investigation as 

represented in the two research questions above. Naturally a question that persisted during this 

research was: What justification is there for extra-curricular online projects in terms of establishing 

a sense of connectedness between participants? And finally, the literature review sought means of 

researching how the CoI framework is useful for understanding the notion of student 

connectedness and a student’s perception of their learning experience? 

 

          In researching, how the dynamics of each of the CoI presences and their association with 

perceived learning and satisfaction may have been distinct to, or reiterated what is known in 

literature, exploration of literature focussed on a range of articles of specific interest to this study. 

While the literature on online collaborative classes was considerable, exemplars focussing on 

online collaborative extracurricular arts based global projects was more limited. As a result, in 

order to establish a comprehensive search of literature to fully inform this study, research was 

drawn from a range of articles that could be seen as touching upon aspects of this papers central 

focus. In researching how the dynamics  of each of the CoI presences and their association with 

perceived learning and satisfaction may have been distinct to, or reiterated what is known in 
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literature, readings included a range of articles, van Rooij, Williams and Zirkle’s (van Rooij, 

Williams & Zirkle, 2016) study was important to this thesis as their paper explored the importance 

of fostering a culture of support for online teaching. Their study can be seen as reiterating the CoI 

framework’s Teaching Presence priorities, which note the importance of key elements such as 

time, resources and funding in better enabling a sound online student experience. 

 

          A broad range of published studies have examined online collaborative environments. 

Norris & Saudelli (2018) note how an online course has positively influenced the development of 

storied meaning making in a digital space. In this article the authors examine a three-stage 

collaboration of a community outreach online course for an adult education program at a 

Canadian university (2018). They identified the learning environment as an active space that 

encouraged participant debate. The CoI Social Presence could be seen as having manifested in 

this online environment as creative expression, the democratizing of the learning, and digital 

interaction. Reporting on a one-year study where students used personally owned mobile 

devices, Song (2014) showed that students using such devices were able to advance their 

understanding of the anatomy of fish well beyond what was available in the textbook. She noted 

that participants developed a positive attitude toward seamless science inquiry supported by their 

own mobile devices. Here, the area of Teaching Presence as identified by the CoI, can be seen in 

evidenced as the teacher has set the climate for the student experience by enabling the use of 

mobile devices designed to facilitate synchronous and asynchronous communication and learning.  

 

          Dourda, Bratitsis, Griva, Papadopoulou, (2014) explored a geography game-based concept 

for teaching a foreign language, where participants were encouraged to engage positively in the 
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learning process by directing their own learning, by being active, reflective and critical learners. 

In this process of constructing and confirming meaning through sustained reflection and discourse, 

the CoI’s Cognitive Presence and could be identified as being in evidence as it overlapped Social 

and Teaching Presences. Their research further informs this thesis as it explores the experiences 

of 11 to 12-year old students who are immersed in game based learning, while working 

collaboratively to solve problems regarding the use of geography in realistic contexts.  

 

          Web-Based Learning Tools used in this study were identified as having a positive impact on 

teacher and student attitudes, as well as student learning performance. In exploring the differences, 

effectiveness and impact of WBLTs in secondary school mathematics and science classrooms, 

Kay, (2014) showed the role of the CoI’s Teaching Presence in establishing the climate of the 

classroom setting. Overall, these analyse how they might reveal participant experiences and ways 

of gauging those experiences, specifically in relation to the CoI’s Social, Cognitive and Teaching 

Presences.  

 

          In assessing a range of frameworks for exploring online education and the proposal question, 

a review of the literature identified several potential emerging models of the effectiveness of online 

learning, including Alavi and Leidner’s Knowledge Management model (2001) and the Benbunan-

Fich Strategic Human Resource Management model (Benbunan-Fich & Arbaugh, 2006). While 

these models have provided researchers with insight into the field of online education, the model 

that has garnered the most attention for those engaged in attempting to establish a sense of 

community between online learners is the CoI framework, developed by Garrison, Anderson and 

Archer (2001). 
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          Analysing the CGG online collaborative learning project, in the context of its role as a 

structured extracurricular offering (Gilman, Meyers, & Perez, 2004), the review of literature 

includes an analysis of the findings of a range of researchers, including Gilman, Meyers, and Perez 

(2004) who explore how active engagement contributes to positive mental health. Fredricks and 

Eccles examine the association between extra-curricular participation. Youth development 

(Fredricks & Eccles, 2006) and Eccles (2003) identify the argument linking participation in 

structured leisure activities and positive youth development and their extensive work in this field. 

This review also included articles on the use of comics as a medium for increasing student 

engagement and enabling collaboration (Bitz, 2006), and how being an art teacher can influence 

one’s broader roles in education (Graham & Zwirn, 2010). In justifying the role of an art-based 

project such as CGG, with respect to establishing a sense of connectedness between participants, 

Bitz (2006) notes that arts events, and specifically the development of comic book stories, may be 

a source of pride and well-being for participants, increasing a sense of social inclusion and 

connectedness. According to Bitz, (2006) art-focused literature argued that making comics would 

engage the students to develop multiple literacies in conventional narrative as well as artistic skills 

in an egalitarian, equitable and accessible way. 

 

           Dewey (1909), argued that the social side of the child's nature is either starved, or else left 

to find haphazard expression along more secret channels, when the school system confined the 

child to the three R's and formal studies connected with them. Dewey (1909) noted that this 

practical objective could be seen to deprive participants of their right to make contact to their 

learning via non-mainstream arts based areas of learning such as architecture, music, sculpture, 

and pictures. Dewey, identified the need for the growth of the informally social side of education, 
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noting the importance of the aesthetic environment and its influences as being all-important 

(Dewey, 1909). With modern classrooms commonly laid out in regular and formulated ways and 

teaching and learning still often being driven by national assessment programs focussed on literacy 

and numeracy, class members could still be seen to be denied opportunities for less striated 

teaching and learning environments. 

 

2.1  Community of Inquiry framework 

  This feasibility study explored the question: to what extent does CGG, an extra-curricular, 

online collaborative arts based project, represent a positive educational experience from the 

perspective of its students, as measured by the CoI framework (2008). As previously stated, while 

this investigation was concerned with the feasibility of employing a CoI framework, by focusing 

on one particular online collaborative project, it was possible to ascertain valid data in order to 

respond in part to this question and contribute to the ongoing conversation in relation to online 

learning. The CoI framework (Garrison, 2006) was chosen as it articulated a model of critical 

thinking and practical inquiry within an online course. Garrison suggests that learning occurs 

through the interaction of social presence, cognitive presence and teaching presence within a 

‘community of inquiry’ that is composed of teachers and students. 

 

           Beyond the central research question, this study was designed to consider the feasibility of 

exploring the extent to which CGG represents a positive educational experience as defined by the 

CoI as a framework and measured using an advanced mixed methods convergent design developed 

by John W. Creswell (2003). In exploring these research questions, the following aspects of the 
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CGG program have been mapped, and evaluated, against 3 forms of presence as defined by the 

CoI: Teaching, Social and Cognitive. 

 

 

                Figure 1.  Elements of an Educational Experience (Garrison et al., 1999)   

 

          The CoI is used to serve as a framework to identify and measure this study’s central question, 

to what extent does CGG, an online collaborative extra-curricular program represent a positive 

educational experience. In exploring this question the three essential elements of the CoI 

framework deemed essential to a worthwhile educational experience, are identified: Teaching 

presence (based on student perception of teacher behaviour), Cognitive Presence (the task students 

are being asked to complete) and Social presence (the extent to which students felt that they could 

project themselves into the online environment and build up trust with other students). Literature 

pertaining to Garrison’s CoI model has provided the most relevant framework from which my 

analysis grew. Garrisons research provided me with the means through which to report, measure 

and evaluate the degree to which Comics Go Global, an online extra-curricular program, 
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represented a positive educational experience from the perspective of its participants. (Garrison et 

al., 1999).  

2.2  Extra-curricular classes 

Eccles et al., notes extra-curricular classes add value to their participants by providing 

opportunities for students to learn new skills and attitudes and even develop new behavioural 

patterns including the domain of identity (Eccles et al., 2003) . Participation in extracurricular 

activities is linked to better school achievement, educational attainment, occupational status, and 

income and to reduced chances of school dropout and criminal offenses, especially for high-risk 

youth. Furthermore, Eccles and Barber documented a protective link between specific types of 

activities (e.g., sports, performing arts, student government, or pro social activities) and both 

positive and risky mid- and late-adolescent outcomes (Eccles et al., 2003). 

 

          As an extracurricular activity, CGG may be seen to occupy a pedagogical and social space 

explored by most schools more through non-compulsory school activities such as plays, sports 

teams, special interest clubs, musical ensembles as well as a range of charitable community-based 

initiatives, which often provide an opportunity for students to participate in group activities with 

members from across their school and associated institutions. According to Eccles, institutions 

have traditionally maintained extra-curricular programs because of their developmental 

consequences (Eccles et al., 2003) and potential to create positive flow on effects to the institutions 

mainstream offerings. As advocates for positive youth development, argue such programs are 

needed in order to fully prepare students for transition throughout their schooling and into 

adulthood. 
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2.3  Technology in the classroom 

          In an age where digital technologies have provided the means to connect people globally, 

the reach of such tools can be seen as potentially boundless. With the establishment of overseas 

campuses by many tertiary and secondary institutions being underpinned by a commitment to 

collaboration and a rational use of resources, the capacity for collegiate support through resource 

sharing and collaboration has been extended. Tertiary institutions and schools, sometimes have 

local and international campuses. With the means to connect digitally, scholars, researchers and 

administrator working in the education sector have begun to increasingly explore the possibilities 

presented by the possible ‘spill over effects’ of daily technology usage and its possible role within 

the educational context (Sützl, Stalder, Maier, & Hug, 2012, p. ?). Those students in possession of 

hand held technology, such as mobile phones, are often able to utilise these devises to assist in the 

process of accessing previously established course material as well as uncovering additional 

relevant associated resources. In addition, the devices might also be explored for the purpose of 

driving inter-class communication, class polls, presentation of assignments, synchronising class 

members with diaries, calendar tools and connecting students directly with other pertinent bodies 

and institutions, beyond the walls of the given learning institution. However, even with the 

availability of the potential benefits of ‘technology spill over’, the use of such devices in the 

classroom has often been restricted to content delivery and the accessing of set course materials 

(Maloney, 2007). 

 

          With shifts in conventional notions of teaching and learning being driven by emerging 

technologies, equipped to provide synchronous and asynchronous learning activities, one of the 

by-products of these new modes is increased sense of ‘social presence’ being experienced on 
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behalf of the participants (Hiltz & Turoff, 2005, p. ?). Education continues to be redefined through 

the emergence of new technology, teaching and learning philosophies and practice. New 

imaginings of classroom environments that are digitally supported can be seen in models such as 

flipped classrooms, MOOCS and blended/hybrid courses (Hill, 2014).  
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CHAPTER 3: RESEARCH METHODOLOGY 

3.1  Method and Methodology 

           This study is situated within the Community of Inquiry framework and its three overlapping 

presences: Teaching presence, which is the monitoring and managing the learning experience, 

Social presence which is concerned with setting the climate for open communication and 

identifying with the academic purpose of the group and Cognitive presence, which refers 

to the extent to which participants in the community of inquiry are able to construct meaning 

(Garrison et al., 1999). Its central concern is the process of inquiry, and its measurement over time 

(Garrison et al., 2001). In applying this conceptual model to the CGG situation, the method used 

for measuring the perception of educational experience for students participating in the newest 

iteration of CGG was that of a case study, applying a mixed-methods convergent design. This 

methodology consisted of ‘simultaneously collecting both quantitative and qualitative data, 

merging the data, and using the results to best understand the research problem’ (Creswell, 2013, 

p. 619). Such a convergent design methodology was seen as important to the overall research 

because, as a comparative system for measuring and analysing quantitative and qualitative data 

about the case study, it served as a tool for running the story of an event alongside the statistical 

data, and as a result provided an opportunity to present a fuller picture and potentially reveal new 

insights and analytic discoveries. This methodology was designed to provide a holistic overview 

and broader understanding of the extent to which a program, such as CGG, may or may not be 

viewed as a positive educational experience. In addition, collecting quantitative and qualitative 

data this thesis sought provide a response to the central research question. That is by capturing a 
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sense of the story of a project whose participants hailed from different backgrounds and geography 

as they endeavoured to collaboratively create, develop and share varied comics book characters 

and tales in an online environment. This was achieved by the following methods: Conversations 

with individuals, online conversations with the whole group participating, informal conversations 

with groups in which they commented on each others works and the showing and exhibiting to 

each other online enabling conversation follow ups between people for constructed a dialogue for 

agreed images. 

 

As this research has used the CoI framework as its key measure, the Teaching, Social and 

Cognitive components of the framework were used to analyse participant experiences in the CGG 

project. The Categories and Indicators of Teaching Presence, as defined by the Garrison et al 

(2001) in their list of Teaching, Social and Cognitive presence indicators were used for the purpose 

of further enabling analysis of the participants transcripts. Class transcript results were followed 

by an analysis of the CGG project and participant experiences and the possible meaning to be 

derived from the data in the three presences and in those areas where they can be seen to overlap.  

 

 

3.2  Method Design 

 

          The study adopted a convergent design method that developed a table interfaces (Creswell 

et al., 2003) to allow the reader to see quantitative data from sources such as the CoI survey 

(Arbaugh et al., 2008) alongside qualitative data, including results and analysis of class transcripts 

and semi-structured teacher interviews. Working on the basis that multiple viewpoints allow for 

greater accuracy, this study’s convergent design and its triangulation of data was utilised and 
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explored to enable a broader, more comprehensive understanding of the data. The convergent 

design model (Creswell, 2013), as illustrated in Figure 2, provided a format to observe 

combinations and hybridity’s of communication and collaboration provided by participants who 

occupied different destinations and times, while residing in a single (Vertovec, 2001) transnational 

(Rizvi & Lingard, 2000) class, a cohort comprised of members from Melbourne (Australia) and 

New Jersey (USA) who formed the Comics Go Global class. In seeking to fully explore the 

question using the Community of Inquiry as a framework (Arbaugh et al., 2008) the mixed method 

research design approach was adopted to capture and convey the unique realm in which the project 

took place and the participants experienced the project. 

 

 

Figure 2: Mixed method research design approach (Creswell, 2013) 

 

The suitability of a convergent design model for the research of the CGG project, (Mertens, 

2007), was in evidence in that the qualitative dimension was needed in order to gather participant 
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perspectives at each stage of the research process, while the quantitative dimension was intended 

to provide the opportunity to demonstrate broader outcomes that can be seen to have credibility 

for community members and scholars (2007). It was considered likely that due to the small sample 

size of this feasibility study, the possibility existed that insufficient data would be gathered for 

most of the quantitative analysis. In evaluating the extent to which one online collaborative 

extracurricular program, in this case CGG, provided a satisfying or modest (Darling, Caldwell, & 

Smith, 2005) educational experience, the mixed methods approach served to provide, as Creswell 

(2013) notes, a more complete understanding of the research findings.  

 

3.2.1  Selecting an appropriate model for evaluating the project 

As the CGG project provided classes that were online and collaborative in nature, the CoI 

framework was proposed, as a purpose specific tool, to guide the CGG project’s research and 

provide perspectives and greater understandings into the dynamics of such a collaborative-

constructivist online learning experience (Arbaugh et al., 2008). The student perspectives were 

quantitatively measured and analysed using the 34 question CoI student survey. This survey had 

been previously validated (Swan et al., 2008) and has been used as a data collection tool to measure 

students’ perceptions of their educational experience at both tertiary (and secondary) levels.  

 

3.2.2  Method – Data collection and selection 

 This study sampled data gathered from six volunteer students undertaking the 2016 CGG 

program. The sample size was reduced at the end of the first week from seven to six as one of the 

U.S. class members (SP1) decided to not participate due a range of technical restrictions. The 

student population was enrolled in CGG through both parents and teachers (AUS) and selected by 



  

23 

 

secondary school teachers in New Jersey (USA). The sample group size of six, enabled a 

concentrated focus on each participant’s experience and output. Detailed data was gathered 

through an analysis of quantitative and qualitative measures which were provided by survey results 

and folio analysis. These students equally based in each country, were chosen by means of a 

focused reach out of collegiate teaching and university networks.  The participants were recruited 

by providing an introductory letter to parents/guardians of student candidates that had been 

identified by colleagues. The letter provided to families/guardian, was designed to make available 

an outline of the CGG program, and invited the students to participate in CGG. Over the course of 

the eight weeks of the program the students were supervised by two teachers, one from Australia, 

Rachel Clark, and one from the United States: Dr Michael Bitz. Both teachers had extensive 

experience in the delivery of educational programs. Michael Bitz had prior experiences in 

delivering a comic based program. Whereas his was primarily directed at building student literacy, 

mine was about collaboration and lessening student isolation. 

  

          As part of the data gathering and selection process a mixed methods analysis, the CoI survey 

instrument (Arbaugh et al., 2008) was used to provide quantitative data to measure learner 

perceptions of teaching, social and cognitive presence. The transcript section of the paper was 

designed to gather quantitative data reflecting the participant’s experiences in the Comics Go 

Global program and drew causal links between the two data gathering methodologies. Substantive 

categories were inductively developed through a coding of the data (Strauss & Corbin, 1990) and derived 

from the CoI framework theory of online learning effectiveness (Garrison et al, 2007). In 

examining the transcripts, analysis sought to focus on the three Teacher, Social and Cognitive 

presences and their interdependence. Transcripts of teacher/mentor communication included 
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descriptions of what was said verbally, typed in text, in Google Hangouts and in the NING and 

expressed through non-verbal communication, such as body language. The analysis focused on a 

period of eight weeks, from 11th September to 6th November 2016, the duration of the running of 

the CGG program. While the focus was entitled, “Program Transcript Analysis”, the additional 

text of online classes, including NING communications and artefact presentations and the videos 

of the classes suggested the observations and recording of events recorded, reflected a workshop 

environment that could be described more as an organic whole rather than a transcript of disparate 

inputs. In attempting to note and measure classroom events over the eight weeks of the program, 

including student attitudes and behaviours, this research identified and recorded a range of 

behaviours and aspects of participant communication.  

 

3.3  Data Collection Section 1: Student Surveys 

          Before completing the student survey participants in the program students undertook the 

CGG Eight Week Syllabus which included: Week One-Touching base, Week Two-Curriculum: 

Cover Designs, Week Three-Curriculum: Character Development, Week Four-Plot Development 

and Text, Week Five-Sketches, Week Six-Getting Inked, Week Seven and Eight-Adding Colour 

and Words (See Appendix A for detailed syllabus). 

 

          The learning aims of the eight week curriculum were to enable participants to develop multi-

modal literacy skills: visual, spoken, written and information and communication and technology 

(ICT) skills through the development of visual narrative tales in an online, collaborative learning 

environment. While the early classes were weighted to facilitate opportunities for student 

connection and communication, the middle and latter stages of the syllabus placed slightly less 
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emphasis on the social aspects of the program and focused more on the cognitive challenges and 

practical demands of a student’s visual, narrative, working brief. Student survey results provided 

instructive feedback data with respect to further developing the structure and curriculum aims of 

future CGG online classes. Curriculum details are covered more extensively in the week eight 

results analysis section of this paper. 

 

          In addition to participating in the curriculum over the eight weeks, the only additional 

requirement was to undertake two 15-minute surveys in weeks four and eight, and give permission 

for student artefacts to be digitally shared and copied.  In applying the mixed methods convergent 

design, data was collected over the eight weeks of the curriculum. Five of weekly students 

provided survey responses from the Community of Inquiry’s 34 question survey instrument, which 

focused on how student participants perceived each of the aspects of the project (Swan & Ice, 

2010). One student, (SPA3) chose to not participate in the completion of a survey in weeks four 

and eight. Again, technical difficulties had restricted her capacity to connect to the class on a 

weekly basis. In addition, mentors provided involvement in the class transcripts and responses to 

interview questions posed in weeks four and eight of the program.  

 

3.4  Data Collection Section 2: Class Transcripts 

          Reliability in the data collection and analysis process is a cornerstone of sound research 

(Giddens, 1984). In making an effective, reliable and efficient coding scheme, tables were 

developed so that the categories were meaningful, in terms of them relating directly to the CoI 

framework presences, indicators were apparent (i.e., explicit), and communication units 
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manageable (Garrison, 2006). At the same time, a coding scheme that is too simple may limit 

insights in exploratory research. 

 

          To construct greater meaning from the content of the Comics Go Global class transcripts 

(word, sentence, paragraph, or sequence of paragraphs), data was measured, evaluated and coded 

into a hierarchy of Community of Inquiry Teaching, Social and Cognitive presences, categories 

and indicators. As there was often more than one possible category for each presence and more 

than one possible indicator for each category, the transcripts were placed into one table, Teaching, 

Social and Cognitive. Coding for identification of evidence of a presence was shown through use 

of initials, such as TP to identify the Teaching Presence element in evidence. If there was no 

evidence of a presence, then it received a zero code, TP-Zero, SP-Zero or CP-Zero. Indicators and 

categories were used to help identify a given Community of Inquiry presence. 

 

          Having placed the results from the Teaching, Social and Cognitive raw data, from the 

programs eight weeks of classes, into a table, the results were analysed to make greater meaning 

of the data. The ramifications of the results, such as the frequency value of each presence, spoken 

and non-verbal communication, were analysed for further exploration of the central question of 

this study: to what extent does Comics Go Global (CGG), an online collaborative arts project, 

represent a positive educational experience as defined by the Community of Inquiry as a 

framework.  

 

 Table 1.  Community of Inquiry Coding Template 
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          The 34 item Community of Inquiry Survey (Arbaugh et al., 2008) acted as a tool to 

identify and interpret the findings of student experiences and evaluate the effectiveness of the D  

 

 

           In addition to gathering and analysing class transcripts from the weekly Google Hangouts 

classes over the eight weeks of the CGG program, this process was extended to include portfolios 

and blogs, which were collected by means of being uploaded into a safe password-protected NING 

online environment, which was available to class members at any time of day or night. Copies of 

student work were downloaded and appropriately stored in compliance with the MGSE data 

storage compliance policy. To further illustrate the quantitative data in Table 1. Teaching, Social 

and Cognitive Presence transcripts samples, including comments, categories and indicators, were 

drawn from junctures of the eight week program to provide qualitative illustrations of participant 

communication within the program and its associated blogs, NINGS and online communication 

modes, in order provide a richer understanding of what took place in the CGG program classes. 

 

3.5  Data Collection Section 3. Semi Structured Teacher/Mentor Interviews 

          The semi-structured mentor interviews were conducted (qualitative) on Google Hangouts at 

the mid and end-point of the curriculum to gauge the teacher perceptions of the students’ adherence 

to the curriculum, and behaviour within the synchronous and asynchronous activities CGG 

program. While the interviews were run at the two junctures, the mid-and-post project stages, the 
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point of reference of the questions and scope of teacher responses, encompassed the entire eight 

weeks of the program.  

 

3.6  Method – Data analysis 

3.6.1  Data Sources 

            The study examined, in detail, the experiences encountered by students and mentors taking 

part in the eight week CGG online collaborative extra-curricular arts based program. In exploring 

the central question, three key data sources were presented:  

1. Mid and post program student surveys (Arbaugh et al., 2008). 

 

2. Transcripts of the eight weeks of classes (Google Hangouts, Canon HD CMOS Pro 

Digital Movie Camera, NING. 

 

3. Mid and post program teacher/mentor interviews.  

 

          The repeated measures nature of the 34 question CoI Survey, allowed for an accurate 

account of baseline student perceptions at the mid and post program points of the curriculum and 

two points of comparison for the identification of trends in student perceptions of the program. 

Transcripts from weekly classes, including dialogue, non-verbal communication and blogs were 

analysed using the Community of Inquiry Frameworks Teaching, Social and Cognitive presences 

as its key measure. Figure 1 shows the relationship of the three CoI elements and the indicators, 

which have been further grouped into categories. (Garrison et al., 1999). While a table identifying, 

frequencies was provided to help gain a quantitative sense of what was occurring, this was mainly 

a qualitative approach to data collection, and as a result, coding of the transcripts primarily a 

qualitative text based analysis. Language analysis was designed to identify language choice, 

changes and patterns and shifts in language usage for the purpose of exploring the central question.  



  

29 

 

In addition, language analysis reflected an exploration and illustration of the promise online 

collaborative learning makes for education and provided an example of ‘what it can look like’, 

when delivered. As the focus of this study was on the process of student involvement, student 

artefacts, produced and presented by the participants of the Comics Go Global class of 2016, were 

shared in this study as an illustration of the creative expression of this online collaborative group, 

rather than a measure of student and program success. 

 

          In further exploring these questions mentor interviews were transcribed, entered and 

analysed using the standard qualitative process of coding (Moreutti et al., 2011). Identification of 

theme, language frequency and  triangulation, (Eisenhardt, 1989), were employed to analyse the 

extent to which CGG represented a positive educational experience. Issues of generalisability and 

validity were addressed using the CoI model for its theoretical and practical framework. This 

framework helped provide a credible and comprehensive perspective for gathering, coding and 

analysing the qualitative data. While frequency of data was noted, to provide a quantitative sense 

of patterns and trends taking place over the eight weeks of the CGG program, the teacher interview 

data gathering and analysis primarily used a qualitative text based method for managing and 

analysing transcript data and provide a wider lens through which to explore the central research 

questions. 

 

          Using the CoI framework (2008) as its tool for evaluation, this study reported, examined, 

measured and analysed in detail the experiences encountered by students and mentors taking part 

in the eight week CGG online collaborative extra-curricular arts based program. In exploring the 
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central question, this study used the following three data sources: 1. Student Surveys; 2. Class 

Transcripts; 3. Semi-Structured, and Teacher Interviews. 

 

 

3.6.2    Semi-structured teacher interviews 

 As part of a mixed methods strategy for exploring student experiences within the CGG 

program, the semi-structured teacher interviews presented text based qualitative data and an 

alternative view of the student participants’ perceptions, which were identified in week four and 

eight, through the 34 question CoI Student Survey. In addition to presenting a broader point of 

view of student perspectives, the semi-structured teacher interviews also provided qualitative 

data to identify, through corroboration and triangulation with CGG class transcripts, findings 

that may resonate with those seeking to further examine an online collaborative arts based 

program. The weeks four and eight full semi-structured teacher interview transcripts can be read 

in the appendices section of this paper (see appendix B). 

 

           The two sets of 10 questions and subsequent responses from the semi-structured teacher 

interviews were been broken into CoI framework Elements and Categories, then further grouped 

into theme examples to provide qualitative data changes over time in a specific context (Akyol, 

Garrison, & Ozden, 2009). These groupings included: an introductory question designed to provide 

the teacher with an opportunity to identify their backgrounds in online teaching and learning; 

questions two, three and four focused on the Cognitive CoI elements; five and six on Social 

elements; seven and eight on Teaching elements, and nine and 10 provided a context for CoI 

element overlap. The qualitative data, in the form of words, phrases and sentences, was placed into 
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a table designed to identify and track teacher responses and perceptions from the mid and post 

phases of the program. When analysing the quantitative data identified in the Table 18 

Teacher/Mentor Interviews; the Australian CGG teacher, Rachel Clark was identified as R1, RI1 

and RI2. Michael Bitz, the USA. CGG teacher, was identified as MI1 and MI2.    

 

3.7  Data Collection 
 

          Participants in Australia ranged from years five to nine school levels, and seven to eight 

school levels in the USA. Students were emailed customised copies of the survey, which was 

broken into the three CoI presences: Teaching, Social and Cognitive. In surveying students about 

their experiences in the CGG program, surveys were emailed to participants in the USA, where 

they were printed, completed, photographed and returned using email. Copies of these emailed 

surveys from the students in the USA were printed on paper, recorded and stored electronically as 

well as physically. On receiving their emailed surveys, Australian students also printed out their 

surveys. This process was coordinated in the fourth and eighth week of the CGG program. Survey 

deployment and collection took place over two continents and a 14-hour time zone difference. 

Computer facilities across and within the two countries reflected a broad variation in software and 

hardware, as well as social and economic circumstance. Survey instructional components were 

provided to students by the Australian and USA mentors, who consistently reminded and 

encouraged students with respect to completing and returning surveys. Surveys were completed 

by all Australian participants and two out of three U.S. participants. The completion and return 

rate was 83.33%. The student participants from Australia have been identified as SPAU1, SPAU2, 

SPAU3, and those from the United States of America as SP1 and SP2. The data collection schedule 

has been set out in Figure 3 below. 
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Week 1 2 3 4 5 6 7 8 

Month 

Day 

Time 

New Jersey 

Sep. 

Sat. 17th   

7pm 

NJ 

Sep. 

Sat. 24th    

7pm 

NJ 

Oct. 

Sat. 1st  

7pm 

NJ 

 

Oct. 

Sat. 8th 

7pm 

NJ 

Oct. 

Sat. 15th 

7pm 

NJ 

 

Oct. 

Sat. 22nd  

7pm 

NJ 

 

Oct.  

Sat. 29th 

7pm 

NJ 

 

Nov. 

Sat. 5th 

7pm 

NJ 

Month 

Day 

Time 

 

Region 

Sep. 

Sun.18th   

9am 

 

Melbourne 

Sep. 

Sun. 25th    

9am 

 

M 

Oct. 

Sun. 2nd   

9am 

 

M 

 

Oct. 

Sun. 9th 

9am 

 

M 

Oct. 

Sun. 16th 

9am 

 

M 

Oct. 

Sun. 23rd   

9am 

 

M 

Oct.  

Sun. 30th 

9am 

 

M 

Nov. 

Sun. 6th 

9am 

 

M 

Student 

Surveys 

 

 

 

 

 

 

SS1 

 

 

 

 

 

 

 

SS2 

 

Teacher 

Interviews 

  

 

 

 

TI 1    TI2 

Class 

Transcripts 

 

 

CT 

 

CT 

 

 

CT 

 

CT 

 

CT 

 

CT 

 

CT 

 

CT 

 

Figure 3. Data Collection Schedule (17th-18th September to 5th-6th November 2016) 
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CHAPTER 4: RESULTS 

 

4.1  Results: Introduction to the Presentation of Results 
 

          As a mixed methods research study, analysis of evidence was drawn from the three main 

data sources: CGG class transcripts, student surveys and semi-structured teacher interviews. 

CGG project participants were drawn from two continents, Australia and the USA. The school 

year levels of the participants varied from years five to eight. The project was run as an out of 

school activity, allowing contributors to work with a set curriculum, share ideas and art works 

across different cultural, socio and economic backgrounds. Variations included: age levels, 

gender, geographical settings, time frames, aesthetics styles, and interests. Using the CoI 

framework, (Garrison, et al., 1999) this structure was selected as an objective tool to ascertain if 

participation in the online collaborative project, CGG, could be measured and deemed a positive 

experience for participants.  

 

4.2  Results: Summary of Key Findings 
 

          In this chapter the summary of key findings have been organised into three main sections to 

identify a range of the experiences of CGG participants, with Section one, presenting quantitative 

data from its two, CoI based student surveys. Section two, providing qualitative and quantitative 

data from the class transcripts and section three, presenting qualitative data from mid and post 

program mentor interviews. Tables were arranged to provide an accurate depiction of what 

happened in the classes, including student absence, what was communicated, verbally and non-

verbally and what was shown by program participants. In addition, the tables accurately reflected 

what was recorded and the frequency and distribution of data and finally how student involvement 

was shown to represent for the students of the CGG project, a positive educational (Akyol et al., 

2009) experience.  
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4.2.1  Data Collection mid and post program: student CoI 34 Question Surveys  

         At the end of weeks four and eight, the CoI based 34 question student survey was 

administered. This survey was designed to study students’ perception levels of the three CoI 

presences. Of the 34 questions, the survey contained 13 questions focusing on teaching presence 

perception, nine on social presence perception and 12 on cognitive presence perception. The 

survey employed a scale (Strongly Disagree, Disagree, Neutral, Agree, Strongly Agree) and was 

implemented using a Word format. 

 

4.2.2  Week 4 Survey Results 

          The CoI Survey Instrument 34 question survey was administered to students at the end of 

weeks four and eight. The survey has been made available below, rather than in the appendices, 

in order to provide greater clarity with respect to the nature of the questions and associated scale 

used by the survey and subsequent tables showing student response data. The survey draws from 

the work of Arbaugh, Cleveland-Innes, Diaz, Garrison, Ice, Richardson & Swan (2008). The 

questions were answered by students on a 5 point scale ranging from ‘Strongly Disagree to 

Strongly Agree’.  

Table 2.  Student Survey Format  

1. The instructor clearly communicated important program topics. 

 

 

 

 

2. The instructor clearly communicated important program goals. 
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3. The instructor provided clear instructions on how to participate in program 

learning activities. 

  

 

 

 

4. The instructor clearly communicated important due dates/time frames for 

learning activities. 

 

 

 

 

5.  The instructor was helpful in identifying areas of agreement and disagreement on 

activity topics that helped me to learn. 

 

 

 

 

6. The instructor was helpful in guiding the group towards understanding activity topics 

in a way that helped me clarify my thinking. 

 

 

 

 

7. The instructor helped to keep activity participants engaged and participating in 

productive dialogue. 

 

 

 

8. The instructor helped keep the program participants on task in a way that helped 

me to learn. 

 

 

 

9. The instructor encouraged participants to explore new concepts in this program. 

 

 

 

 

10. Instructor actions reinforced the development of a sense of community among  
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program participants. 

 

 

 

 

11. The instructor helped to focus discussion on relevant issues in a way that helped me 

to learn. 

 

 

 

 

12. The instructor provided feedback that helped me understand my strengths 

and weaknesses. 

 

 

 

  

13. The instructor provided feedback in a timely fashion. 

 

 

 

 

14. Getting to know other program participants gave me a sense of belonging in the program. 

 

 

 

 

15. I was able to form distinct impressions of some participants. 

 

 

 

 

16. Online or web-based communication is an excellent medium for social interaction. 

 

 

 

 

 

17. I felt comfortable conversing through the online medium. 
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18. I felt comfortable participating in the program discussions. 

 

 

 

 

19. I felt comfortable interacting with other program participants. 

 

 

 

 

20. I felt comfortable disagreeing with other program participants while still 

maintaining a sense of trust. 

 

 

 

 

21. I felt that my point of view was acknowledged by other program participants. 

 

 

 

 

22. Online discussions help me to develop a sense of collaboration. 

 

 

 

 

23. Problems posed increased my interest in program issues. 

 

 

 

 

24. Program activities piqued my curiosity. 
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25. I felt motivated to explore content related questions. 

 

 

 

26. I utilized a variety of information sources to explore problems posed in this program. 

 

 

 

 

27. Brainstorming and finding relevant information helped me resolve content  

related questions. 

 

 

 

 

      28. Online discussions were valuable in helping me appreciate different perspectives 

 

 

 

 

      29. Combining new information helped me answer questions raised in program activities. 

 

 

 

 

      30. Learning activities helped me construct explanations /solutions. 

 

 

 

 

31. Reflection on program content and discussions helped me understand   

fundamental concepts in this learning environment. 

 

 

 

 

      32. I can describe ways to test and apply the knowledge created in this program. 

 

 

 

 

 

       33. I have developed solutions to program problems that can be applied in practice. 
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       34. I can apply the knowledge created in this program to other non-class related  

             activities. 

 

 

 

          The results presented below indicate the perceived learning experiences of five out of the 

six participants. 

 

Table 3.  Week 4 Student Survey Data 

 

Week 4 - Survey Results  
 Student 1 Student 2 Student 3 Student 4 Student 5 

Q1 7.00 10.00 7.00 7.00 10.00 

Q2 7.50 10.00 10.00 6.00 10.00 

Q3 8.00 10.00 6.00 7.50 10.00 

Q4 6.50 10.00 8.00 8.50 10.00 

Q5 8.00 10.00 10.00 5.00 10.00 

Q6 8.00 10.00 10.00 9.00 10.00 

Q7 8.50 10.00 10.00 10.00 10.00 

Q8 9.00 10.00 10.00 8.00 10.00 

Q9 8.00 10.00 10.00 6.00 10.00 

Q10 7.00 10.00 7.00 6.00 10.00 

Q11 7.00 10.00 6.00 5.00 10.00 

Q12 9.00 10.00 4.00 5.50 10.00 

Q13 8.00 10.00 8.00 7.50 10.00 

Q14 7.00 10.00 3.00 8.00 10.00 

Q15 7.00 10.00 8.00 9.00 8.00 

Q16 8.00 8.00 3.00 4.50 10.00 

Q17 8.00 10.00 7.00 8.00 10.00 

Q18 8.00 10.00 9.00 9.00 10.00 

Q19 8.50 10.00 9.00 9.00 10.00 

Q20 7.00 10.00 6.00 5.00 8.00 

Q21 9.00 10.00 7.00 9.00 10.00 

Q22 8.00 8.00 5.00 5.00 10.00 

Q23 7.00 10.00 5.00 10.00 10.00 
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Q24 9.00 10.00 6.00 8.00 10.00 

Q25 7.00 10.00 7.00 7.00 10.00 

Q26 7.00 10.00 7.00 6.00 9.00 

Q27 7.00 10.00 8.00 10.00 10.00 

Q28 8.00 10.00 6.00 8.00 10.00 

Q29 7.00 10.00 9.00 8.00 10.00 

Q30 7.00 10.00 9.00 9.50 10.00 

Q31 9.50 10.00 8.00 5.00 10.00 

Q32 8.00 10.00 8.00 10.00 10.00 

Q33 8.00 10.00 9.00 7.00 10.00 

Q34 8.00 10.00 7.00 8.00 10.00 

 

 

Table 4.  Week 4 Individual Student Survey Data 

 

Week 4 Student Results 

  Total % Mean S 

Student 1 264.50 18% 7.78 0.77 

Student 2 336.00 23% 9.88 0.48 

Student 3 252.00 17% 7.41 1.97 

Student 4 254.00 18% 7.47 1.71 

Student 5 335.00 23% 9.85 0.50 

Totals 1441.50 100% 8.48 1.69 

 

 

          These averages for the three CoI presences (2010) show student responses to be calculated 

at eight or over eight of a possible 10 on the five-point scale. The average gained from all 

participants showed them to have chosen the positive responses indicators, such as Agree (8) to 

Strongly Agree (10) on the three presences scale. 
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TABLE 5  Week 4 Total Survey Scores 

 

Week 4 Results 

  Total % 

Teaching 
Presence 558.50 38.74% 

Social Presence 366.00 25.40% 
Cognitive 
Presence 517.00 35.86% 

Totals 1441.50 100% 

Week 4 Average Scores 

  Mean 

Teaching Presence 8.59 

Social Presence 8.13 

Cognitive Presence 8.62 

Total 8.48 

 

 

4.2.3  Total Survey Scores Week Four 

          Teaching, Social and Cognitive Presence scores in the scale were added for each presence 

(see appendix C). Teaching and Cognitive presence indicators increased while Social decreased. 

The high level of “Agree” and “Strongly Agree” responses to this question, and the one “neutral” 

response for same question seem; however, to suggest a possible distortion in the data results. A 

more detailed discussion on the usefulness and accuracy of the survey will be explored in the 

Discussion and Recommendations chapter. 

 

          The program was conducted over eight weeks and students were surveyed at the end of week 

four and week eight. The results of the first CoI 34 question student survey (2008) have been 

broken into the Teaching, Social and Cognitive presences. Overall, the survey’s descriptive 

statistics showed a high student satisfaction level with each of the 34 CoI Indicators. In the first 

survey at the end of week four, mean responses for the 34 questions ranged from three for question 
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16 (“Online or web-based communication is an excellent medium for social interaction”) to 10 for 

the same question in week eight. Both results were drawn from the Teaching presence focus of the 

survey (2008). 

 

          The average week four teaching presence result for the five survey participants was 8.59 the 

Social presence was 8.13 and the Cognitive presence was 8.47. The overall average for the three 

presences was 8.47.  

 

4.2.4  Week 4 Survey Results Analysis  

          Given that the questions used in the survey asked for students to rate their experiences, the 

quantitative data provided by the survey results was seen to be in alignment with the CGG 

curriculums development over four weeks and the progressive interactions being shared by 

students to the first four weeks of the program. In week one the students were provided with an 

opportunity to “touch base” and in week two they began to explore comic book story “cover 

designs”. In week three students explored the topic of “character development” and by week four, 

“plot development”. While covering the above topics, the continuity of the first four weeks of the 

programs curriculum and student experiences of online classes were interrupted by technical 

difficulties, restricting access in the first class for three out of the six initial student participants. 

Technical restrictions included one of the mentors not being able to participate in the first class. In 

the case of overseas student, SP1, who contacted me through a parent, their technical issues were 

deemed insurmountable and they chose to not continue with participation in further classes. Many 

of the early technical problems varied between students, reflecting disparities in the software and 

hardware being used by participants. A detailed reflection on these seemingly arbitrary factors and 
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their impact on participant perceptions of the program and possible ramifications for those seeking 

to explore this model were identified in greater detail in the “Analysis of Community of Inquiry 

Presences” section of the Discussion and Recommendations chapter. 
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Table 6. Week 8 Survey Results 

 

Week 8 - Survey Results  

  Student 1 Student 2 Student 3 Student 4 Student 5 

Q1 8.00 10.00 8.00 9.00 10.00 

Q2 8.00 10.00 9.00 8.00 10.00 

Q3 9.00 10.00 10.00 7.00 10.00 

Q4 7.00 10.00 10.00 8.50 10.00 

Q5 6.50 10.00 8.00 9.00 10.00 

Q6 8.00 10.00 8.00 9.00 10.00 

Q7 8.00 10.00 7.00 8.00 10.00 

Q8 9.00 10.00 6.00 6.00 10.00 

Q9 9.00 10.00 10.00 5.00 10.00 

Q10 7.00 10.00 7.00 8.00 10.00 

Q11 8.00 10.00 8.00 8.00 10.00 

Q12 9.00 10.00 10.00 10.00 10.00 

Q13 9.00 10.00 10.00 6.00 10.00 

Q14 9.00 10.00 2.00 8.00 10.00 

Q15 7.00 8.00 8.00 10.00 5.00 

Q16 8.00 8.00 1.00 4.00 9.00 

Q17 10.00 10.00 9.00 6.50 10.00 

Q18 9.00 10.00 10.00 9.00 10.00 

Q19 8.50 10.00 8.00 8.00 10.00 

Q20 8.00 10.00 4.00 4.00 9.00 

Q21 9.00 10.00 6.00 8.00 10.00 

Q22 9.00 8.00 4.00 6.00 10.00 

Q23 8.00 8.00 7.00 9.00 10.00 

Q24 9.00 10.00 6.00 6.00 10.00 

Q25 7.00 10.00 7.00 6.00 9.00 

Q26 7.00 10.00 10.00 9.00 9.00 

Q27 7.00 10.00 10.00 7.00 10.00 

Q28 8.00 10.00 9.00 9.00 10.00 

Q29 8.00 10.00 10.00 7.00 10.00 

Q30 8.00 10.00 10.00 7.00 10.00 

Q31 10.00 10.00 8.00 5.00 10.00 

Q32 8.50 10.00 7.00 8.00 10.00 

Q33 8.00 10.00 10.00 7.00 10.00 

Q34 9.00 10.00 10.00 9.00 10.00 
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Table 7.  Week 8 Students Results 

Week 8 Students Results  

  Total % Mean S (Standard Dev.) 

Student 1 280.50 19% 8.25 0.88 

Student 2 332.00 23% 9.77 0.65 

Student 3 267.00 18% 7.85 2.36 

Student 4 254.00 17% 7.47 1.60 

Student 5 331.00 23% 9.74 0.90 

Totals 1464.50 100% 8.62 1.71 

 

Table 8. Week 8 Average Scores 

Week 8 Results 

 Total % 

Teaching 

Presence 
578.00 39.47% 

Social 

Presence 
360.00 25.58% 

Cognitive 

Presence 
526.50 35.95% 

Totals 1464.50 100% 

 

4.2.5 Week 8 Survey Results 

          Averages for the three CoI presences show student responses to be calculated at eight or 

over eight on the surveys 10-point scale. The average gained from all participants show them to 

use the positive, Agree (8) to Strongly Agree part of the scale in all three presences. In week eight 

the average Teacher presence result for the five survey participants was 8.89, the Social presence 

Week 8 Average Scores 

  Mean 

Teaching Presence 8.89 

Social Presence 8.00 

Cognitive Presence 8.78 

Total 8.62 
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percentage the lowest at eight and the Cognitive presence at 8.77 and the highest overall percentage 

and overall average by week eight for the three presences was Teaching, at 8.61. The individual 

student averages answers/standard deviation for Teacher presence was 1.33, Social presence, 2.32 

and Cognitive presence, 1.40 Standard deviation was 1.70. Total Survey Scores at the end of week 

eight showed the students’ preference for the presences in order of Teaching, Cognitive and Social.  

 

          Week eight CoI surveys were completed at the end of the program, when students completed 

the final phase of the curriculum entitled, “Adding Colour and Words”. In this final class students 

spoke about their challenges and successes with their art works and provided reflections on their 

broader experiences as participants in the CGG program. This evidence is explored in greater detail 

in the Class Transcript Analysis, Discussion and Recommendations Chapters. 

 

4.2.6  Results Analysis: Week 8 Survey 

          The 34 question CoI survey (2008) was administered at the end of week eight to measure 

and study student experiences and possible changes in the post course evaluation of the Comics 

Go Global program. As part of a mixed methods study, the data was used to provide quantitative 

information and further inform qualitative data drawn from the transcript and teacher interview 

results and analysis. On average the participant’s responses for the 34 question CoI survey 

increased from week four, 8.47 to 8.61 in week 8. Students responses were consistently positive 

for two of the three presences, showing small but statistically reliable gains in these presences.  

Teaching increased from 8.59 to 8.89, and Cognitive went from 8.61 to 8.77 from the weeks four 

to eight surveys. As noted in section 4.1.2, which outlined the CGG eight Week Syllabus, this 

reduction in average response for Social presence decreased from 8.13 to 8.00. This decrease can 
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be seen to reflect the shift in emphasis in class activities, where activities focused less on the social 

component and more on cognitive challenges and the practical demands of this more active, task 

focussed final phase of the program. The slight decrease also suggests the need to consciously 

maintain the social component of the program throughout the eight weeks through group activities 

at the start of each week such as communal sharing.  Detailed exploration of class transcripts in 

the following chapter will further inform this discussion and the possible motivation and influence 

on students’ experiences. The CoI 34 Question Survey Instrument (2008) is examined in further 

detail in the “Recommendations for Using the CoI 34 Question Survey Instrument” Chapter of this 

paper. 

 

4.2.7  Overall Survey Analysis 

          The data was potentially positively skewed by the arguably overly positive responses 

provided by students SPAU2 and SP2. SP2 only gave two responses in less than 10 (in week eight 

she gave four such responses). SPAU2 only gave three less than 10 (while in week eight she gave 

five below 10). The four out of six aberrant results in the Social presence indicator were from 

participant SPAU3, the only male in the cohort. This pattern of aberrant responses from SPAU3 

was consistent over the surveys in weeks four and eight, with some of the response figures trending 

downward in the second survey. In particular, Question 16, “Online or web- communications is an 

excellent medium for social interaction” went from three: Disagree; to one, Strongly Disagree. 

While there were variations in the cohort, including age levels, gender, geographical settings, time 

frames, aesthetics styles and interests, in using the CoI framework, (Garrison, et al., 1999) survey 

as an objective tool to ascertain if participation in the online collaborative project, CGG , could be 

measured and deemed a positive experience for participants, the survey questions, while 
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consistent, could be seen to lack questions pertaining to specific difference, such as the role of 

gender in influencing a participants choices and or overall experience in the program.  

 

          The small cohort size of the student survey group can be seen to have provided benefits and 

disadvantages. With such a small group the indicators cannot be used to develop a definitive 

general overview, as they give only narrow insights into how such a program can work. However, 

as technical, social and geographical challenges were common to this online teaching and learning 

environment, the indicators might also be seen as useful. Given that this form of teaching and 

learning is still in its formatives stage, an increase in cohort size could also be seen to produce an 

expansion in the rate of irregularities in the areas of student connection, experience and accurate 

subsequent survey responses. While using such a small sample group does reduce the capacity for 

statistical analysis, the advantage of a small sample like the CGG class is treating subjects as a 

case study where personalities, interest, and learning needs emerge, and demonstrate the ability to 

meet those interests and needs through the online meetings and curriculum. Possibilities for 

‘scaling up’ are explored in greater detail in the Conclusion and Recommendations chapter of this 

paper.  
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4.2.8  Comparison of Week 4 and Week 8 Survey Results 

 

Table 9.  Week 4 and Week 8 Comparison Data 

 

Presences Over Time 

  Week 4 Results Week 8 Results 

  Total % Total % 

Teaching Presence 558.50 38.74% 578.00 39.47% 

Social Presence 366.00 25.40% 360.00 24.58% 

Cognitive Presence 517.00 35.86% 526.50 35.95% 

Totals 1441.50 100% 1464.50 100% 

 
 

Table 10.  Week 4 and 8 Presence Scores 

 

 
 

 

4.3 Comparison of Individual Student response for Weeks 4 and 8 

 
4.3.1 Comparison of Individual Student response for Weeks 4 and 8 

 
 

Table  11. Week 4 and Week 8 Individual Student Survey Data 

 

Week 4 Student Results 
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  Total % Mean S (Standard Dev.) 

Student 1 264.50 18% 7.78 0.77 

Student 2 336.00 23% 9.88 0.48 

Student 3 252.00 17% 7.41 1.97 

Student 4 254.00 18% 7.47 1.71 

Student 5 335.00 23% 9.85 0.50 

Totals 1441.50 100% 8.48 1.69 

Week 8 Students Results  

  Total % Mean S (Standard Dev.) 

Student 1 280.50 19% 8.25 0.88 

Student 2 332.00 23% 9.77 0.65 

Student 3 267.00 18% 7.85 2.36 

Student 4 254.00 17% 7.47 1.60 

Student 5 331.00 23% 9.74 0.90 

Totals 1464.50 100% 8.62 1.71 

 

4.3.2  Weeks 4 and 8 Analysis  

           When the students completed the initial mid-point CoI survey, they were being asked to 

rate their experiences leading up to the first four weeks of the program. Over this phase the CGG 

program had been beset with a range of technical difficulties restricting student-to-student 

connection. With such challenges in the areas of infrastructure and communications, the 

quantitative measure showing decreased scores, particularly in the domain of social presence, can 

be seen as an outcome of those challenges. However, qualitative data, drawn from this same phase, 

reflects the creative endeavours of students as they sought to enable classmates in connecting, at 

least technically, to the larger group. Further, details of these events are identified in the “Student 

Transcripts Analysis”. 

 

          Week eight CoI surveys were completed at the end of the program. Students had completed 

the stage in the syllabus entitled, “Adding Colour and Words”. In the final class students spoke 
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about their challenges and successes with their art works and provided reflections on their broader 

experiences. With participants sharing about their own work and commenting on each other’s work 

(Social presence), exploring and redrafting ideas (Cognitive presence) and working consistently 

with instructions provided by the mentors and course outlines (Teaching presence), the relatively 

even distribution of presence results can be seen as a reflection and illustration of a complex and 

dynamic relationship between the overlapping presences over the eight weeks of the program.  

 

4.4  Analysis of Community of Inquiry Presences 

4.4.1  Criteria 2. Program Class Transcripts  

The results and subsequent analysis of the class transcripts are a descriptive account and 

reflection of what happened over a period of eight weeks, in a synchronous learning environment 

involving classes that ran in the USA at six pm on a Saturday and at nine am in Australia on a 

Sunday (adjustment made for daylight savings). In addition to the online Google Hangout classes, 

the learning environment included a password protected NING, in which students could upload 

work, profiles, comments and phone calls, (which were mostly made to work through technical 

issues). 

 

4.4.2  Results 

          Qualitative data, in the form of transcriptions of all face-to-face ‘lessons’, were collected 

from week one (September 2016) to week eight (November 2016), with samples focusing on one, 

two, five, six and eight. These transcriptions were taken to offer greater depth of understanding 

to measurements of students’ perceptions of their educational experience using the 34 question 



  

52 

 

CoI Student Survey as well as the semi-structured interviews conducted with teachers in weeks 

four and eight.  

 

Table 12.  Week 1 Teaching Presence Sample  

Participant Comment 
Mode 

 

Non-

verbal  

 

What 

happened 

Categories 

and  

Indicators 

SP1 
I’m “SP1” and I’m 

from the United 

States. Umm, I’m very 

glad to be here… 

“Anybody want to 

work on their comic 

or do people want to 

work together in 

designing?” 

Google 

Hangout 

Friendly 

tone 

 

Types 

message 

to the 

group 

Student 

accepts 

invite from 

US mentor 

to introduce 

herself. She 

responds 

verbally to 

the mentor’s 

request and 

then to the 

whole group 

with a 

written 

request 

against a 

background 

of technical 

difficulties 

Discourse 

facilitated 

US Mentor 
Hi everybody. We are 

just waiting for some 

people to join on so in 

the men time we have 

some people from 

Australia here…I’m 

going to post the 

invite requests. You 

can draw a small self-

Google 

Hangout 

Smiling US mentor 

invites SP1 

to introduce 

herself 

Mentor 

notes 

technical 

difficulties 

-Mentor 

facilitates 

discourse 

-Provides 

design and 

organisational 

information 

-Provides 
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portrait and put it on 

your page…(Mentor 

reads to class the 

Hangouts message 

from SP1), who asks, 

“Anybody want to 

work on their comic 

or do people want to 

work together in 

designing?”...(Mentor) 

It could be fun either 

way) 

and 

provides 

instruction 

and options 

direct 

instruction 

 

 

Table 13.  Week 2. Social Presence Sample 

 

Participant Comment Mode Non-

verbal 

What happened Categories 

and 

Indicators 

SP3 
I’m SP3. I’m also 

from the US and 

I’m friends with 

SP1, so yeah. I’m 

also friends with 

SP2 whose doing 

this. I like to draw. 

I also like comics. 

 

Spoken 

on 

Google 

Hangouts 

Maintains 

focus 

with the 

group by 

gazing at 

the 

screen. 

 

Waves 

goodbye 

at the end 

of the 

class 

SP3 continues the 

thread of the 

discussion by also 

taking up the offer 

from the mentor for 

the students to 

introduce themselves. 

She notes her 

connection/friendship 

with another group 

member. 

She adds the reasons 

why she is 

participating in the 

CGG project as well 

as her enjoyment 

with the medium of 

Expression 

of 

confidence 

 

Self-

disclosure 

 

 

Interactive 

response  

 

Cohesive 

response in 

speaking 

for an 

absent 

class 

member 

 

Affective 

response 
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comic books. by 

speaking 

on behalf 

of another 

group 

member 

WEEK 2  

SPAU2  

*Mentor R: Have 

you thought about 

what’s going to 

happen to her? (in 

reference, to the 

main character in 

her story) 

 

SPAU2: “Not 

really, actually- if 

I’m being honest”. 

 

R: “Think about 

the type of 

character you are 

interested in. Does 

she have a name 

yet?” 

 

SPAU2: “Not yet. 

I’m still deciding 

options”. 

 

 

Spoken 

and non-

verbal in 

Google 

Hangouts 

 

Laughs a 

bit to 

mentors 

questions 

 

Participant responds 

to mentor questions 

 

Emotions 

are 

expressed 

including 

humour 

and 

uncertainty 

 

 

 

Self-

disclosure 

with 

respect to 

disclosing 

her efforts 

at 

answering 

a question 

with 

honestly 

 

*Note: 

Reflection 

can also be 

identified 

as an 

indicator of 

Cognitive 

Presence  

 

 

Participant Comment Mode Non- What happened Categories 
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 verbal  

 

and  

Indicators 

SP3 I’m SP3. I’m also 

from the US and 

I’m friends with 

SP1, so yeah. I’m 

also friends with 

SP2 whose doing 

this. I like to draw. I 

also like comics. 

 

Spoken 

on 

Google 

Hangouts 

Maintains 

focus 

with the 

group by 

gazing at 

the 

screen. 

 

Waves 

goodbye 

at the end 

of the 

class 

SP3 continues the 

thread of the 

discussion by also 

taking up the offer 

from the mentor for 

the students to 

introduce themselves. 

She notes her 

connection/friendship 

with another group 

member. 

She adds the reasons 

why she is 

participating in the 

CGG project as well 

as her enjoyment 

with the medium of 

comic books. 

Expression 

of 

confidence 

 

Self-

disclosure 

 

 

Interactive 

response  

 

Cohesive 

response 

in 

speaking 

for an 

absent 

class 

member 

 

Affective 

response 

by 

speaking 

on behalf 

of another 

group 

member 

WEEK 2 
     

SPAU2 
 

*Mentor R: Have 

you thought about 

what’s going to 

happen to her? (in 

reference, to the 

main character in 

her story) 

 

 

Spoken 

and non-

verbal in 

Google 

Hangouts 

 

Laughs a 

bit to 

mentors 

questions 

 

 

Participant responds 

to mentor questions 

 

Emotions 

are 

expressed 

including 

humour 

and 

uncertainty 
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SPAU2: “Not 

really, actually- if 

I’m being honest”. 

 

R: “Think about the 

type of character 

you are interested 

in. Does she have a 

name yet?” 

 

SPAU2: “Not yet. 

I’m still deciding 

options”. 

 

 

Self-

disclosure 

with 

respect to 

disclosing 

her efforts 

at 

answering 

a question 

with 

honestly 

 

*Note: 

Reflection 

can also be 

identified 

as an 

indicator 

of 

Cognitive 

Presence  

 

 

 

4.5  Class Transcript Analysis 

4.5.1  Week 1 Class Transcript Analysis 

          In the reporting and analysis of student communication within the CGG program, participant 

(SP1) demonstrated an example of the type of positive attitude revealed consistently by class 

members in the transcripts. (SP1) can be seen to be showing the group a willingness to accept the 

invite to speak from mentor and be the first to introduce herself (see table 12). In response SP3 

acknowledges the (typed invite from SP1) and mentions other members SP1 and SP2, whom she 

knows, within the cohort. In quoting SP1’s typed message (response to technical difficulties), SP3 

can be seen to provide a demonstration of a group member facilitating social cohesion in 

accordance with the CoI framework definition. While a participant was absent SP1’s contribution 
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created a sense of belonging for the absent student by informing the group and the mentors of his 

predicament. Here SP1 demonstrates and models, through this this supportive gesture, a form of 

open expression that can be seen to the establishment and growth of greater group cohesion. 

  

On those occasions when students experienced technical restrictions with camera but were 

still able to connect to the Google Hangouts live stream, they would continue their communication 

in the chat facility and represent themselves with an avatar of choice. Below are examples of 

avatars chosen by students that would appear and accompany text in Google Hangouts when the 

option of typing was in use. This option was usually adopted by students when technical problems 

blocked their live classroom images from being telecast. 

 

Figure 4. Comics Go Global Class member (SPA1) avatar  

 

 

Figure 5. Comics Go Global Class member (SPA2) avatar 
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4.5.2  Week 2 Class Transcript Analysis 

          A willingness by SPAU2 to disclose that she was still working through her creative 

decisions, with respect to developing her comic, reflected a group member’s willingness to share 

their challenges as they grappled with the process involved in developing comic book characters. 

The risk taken by SPAU2, in revealing her challenges, serves as an example of class members 

contributing to the broader group. In revealing her challenges, SPAU2 can be seen to have also 

confirmed a sense of trust and contributed to the development of a safe learning environment. 

 

          While this analysis of samples from weeks 1 and 2 focused on the area of social presence 

within a CGG class as a dynamic and complex environment, often the very nature of the teaching 

could be described as organic, in that teaching, social and cognitive presences are in evidence at 

once and overlap through even the briefest of exchanges. An exploration of ideas might begin with 

an information exchange (Cognitive Presence) from a participant, particularly a teacher/mentor. 

This exchange may begin as open communication (Social Presence) in its attempts to build group 

cohesion, while also providing direct instruction (Teaching Presence). For example, in week 2 

(Social Presence Sample) when Mentor R refers to one of the characters in SPAU2’s story as an 

entity, and states, “Have you thought about what’s going to happen to her?”, Mentor R can be seen 

to move seamlessly in and through the 3 presences. She validates the student’s SPAU2’s creation 

of a fictitious character through an exploration of ideas that began with an information exchange 

(Cognitive Presence). This exchange may have begun as open communication (Social Presence) 

in its attempts to build group cohesion, but can be seen to have also provided direct instruction 

(Teaching Presence). 
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          In this week 2 Social Presence sample from a class discussion, student SPAU2’s response 

can be seen to reflect a high degree of self-efficacy.  

SPAU2: “Not really, actually- if I’m being honest”. 

 

That expression of self-efficacy by SPAU2 can be seen to be acknowledged and enhanced through 

Mentor R’s response. 

Mentor R: “Think about the type of character you are interested in. Does she have a name yet?” 

SPAU2: “Not yet. I’m still deciding options”. 

 

          This brief exchange culminates in student SPAU2 sharing with Mentor R, and the online 

class, a willingness to keep exploring at this formative stage in the program. This communication 

between student and teacher can be seen to provide an example of the type of interaction and 

discourse which was common to the experience of many of the students participating in the CGG 

program.  
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Table 14.  Week 6. Cognitive Presence Sample 

Participant Comment Mode 

 

Non-verbal  

 

What happened Categories 

and  

Indicators 

SPAU1 

 

 

 

 

 

SPAU3 

 

 

 

 

 

 

 

 

 

 

Mentor M 

Responding to 

Michael’s question 

on the progress of 

his story 

 

I’ve started making 

my comic a bit and 

the story line a bit. 

 

 

It’s about my 

friend’s dad. One 

time we went to his 

house and he had 

made a tart and we 

ate it a bit and he 

got very angry and 

we made it a bit 

about that. Maybe 

a bit different but 

based upon that. 

 

-So umm he made 

a tart and he called 

it a “tort” and me 

and my friend ate it 

all and he got 

really angry at us 

so I’d base it on 

that, yeah 

 

Michael asks if he 

might set it up as 

Spoken 

and non-

verbal in 

Google 

Hangouts 

Responds to 

Michaels 

question with 

expressionless 

face but 

maintains 

focus with 

eyes while 

speaking to 

Michael 

 

 

Smiles while 

looking into 

screen  

 

Harry smiling 

widely as he 

explains story 

 

All 

participants 

smile when 

Harry 

continues to 

explain the 

story. 

 

Participant 

responds to 

mentor’s 

question 

As the response 

built Harry and 

the group joined 

in on the 

humour of the 

story 

 

Strong 

social and 

cognitive 

presence 
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SPAU3 

 

 

 

 

 

 

 

 

 

Mentor M 

comic strips 

 

-Yeah, yep 

I’m going to use 

Photoshop and 

comic life and have 

strips and stuff, I’ll 

be photo shopping 

and putting it on, 

yeah 

-I got pictures off 

the internet that 

look like the old 

man 

-I already showed 

him and told him 

about what I’m 

going to do and he 

really likes it 

(laughing) 

 

M Mentor 

everyone keep 

developing your 

characters keep 

working on it till 

next week 
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Table 15. 

Week 8  Cognitive Presence Sample 

SPAU2 

 

 

 

 

 

SPAU2 

 

 

 

(Responding to 

Mentor M’s question) 

 

It’s definitely very 

different to at school, 

at school you have 

rules 

 

 

-You do get to know 

how people think and 

what’s on their mind 

when they draw things 

through their comic 

-I’ve kind of changed 

my whole plan I’ve 

changed my whole 

comic 

 

Spoken 

and non-

verbal in 

Google 

Hangouts 

Gazing at 

mentor in 

camera 

Engaging in 

critical discourse 

with mentor 

Idea 

exploration 

as part of a 

practical 

inquiry 

 

 

 

 

Reflection 

leading 

back to 

experience 

and 

practice 

 

 

 

4.5.3  Week 6 Cognitive Presence Analysis 

           The students’ responses were grounded in their experience, and could be seen to reflect 

their humour, while evoking a positive, unplanned, shared group response.  The teacher encourages 

the student (SPAU3) to respond with a question on the progress of SPAU3’s comic and then 

provides “space” for the student to reflect, construct and develop what turns out to be a considered, 

and humorous response involving a friend and their parent within the student evolving comic book 

tale. 
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4.5.4 Week 8 Cognitive Presence Analysis 

           Meaning was confirmed through a sustained reflection on the difference between online 

and school classroom learning environments. Reflection focused on an identification and 

connection to CGG group thinking, and a willingness to rebuild concepts and practice as well as 

integrate information from a range of sources, including the personal, was in evidence. 

 

Table 16.  

Identification and distribution of Teaching (TP), Social (SP) and Cognitive (CP) Presence 

Elements Weeks 1-8 Class Transcripts 

 
      CoI Element  Zero CoI Elements   Notes          

TP SP CP TP-

Zero 

SP-

Zero 

CP-

Zero 

   

Week 1 
      

Tech. 

Issues 

  

Students 1 2 1 
   

Learning/st. 
  

Teachers 1 0 0 
 

1 1 
   

Class Total  2 2 1 
      

Week 2 TP SP CP TP-

Zero 

SP-

Zero 

CP-

Zero 

Tech issues Mentor 

R joins 

 

Students 0 4 0 1 
     

Teachers 2 0 0 
 

1 
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Class Total 2 4 0 
      

Week 3 TP SP CP TP-

Zero 

SP-

Zero 

CP-

Zero 

More social 
  

Students 0 5 0 1 1 
    

Teachers 2 0 0 
 

1 
    

Class Total 2 5 0 
      

Week 4 TP SP CP TP-

Zero 

SP-

Zero 

CP-

Zero 

   

Students 0 4 0 1 1 
    

Teachers 2 2 0 
 

1 
    

Total 2 6 0 
      

Week 5 TP SP CP TP-

Zero 

SP-

Zero 

CP-

Zero 

Michael 

absent? 

Strong TP 

focus 

  

Students 0 0 1 1 
   

Tech 

issues 

 

Teachers 1 0 1 
 

1 
  

Hi teaching 
 

Total 1 0 2 
      

Week 6 TP SP CP TP-

Zero 

SP-

Zero 

CP-

Zero 

Low partic. 
  

Students 1 0 2 
 

1 
  

Strong 
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TP focus 

Teachers 1 0 0 
 

1 1 
   

Total 2 0 2 
      

Week 7 TP SP CP TP-

Zero 

SP-

Zero 

CP-

Zero 

   

Students 2 0 1 
 

1 
 

Greater st. 

part. 

  

Teachers 1 0 0 
 

1 1 
   

Total 3 0 1 
      

Week 8 TP SP CP TP-

Zero 

SP-

Zero 

CP-

Zero 

   

Students 1 2 1 
      

Teachers 1 0 0 1 
 

1 Fin. 
  

Total 2 2 1 
      

Total for the 8 

weeks 

16 19 7 
    

Teaching/social 

overlap 

 

 

  

4.5.5  Weeks 1-8 Class Transcripts Analysis 

Tables 2, 3 and 4 provided qualitative samples of statements from weeks one, two, five, six and 

eight in the Teaching, Social and Cognitive presences, including comments, categories and 
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indicators. Table 15 provided quantitative data through the identification and collation of Teaching 

(TP), Social (SP) and Cognitive (CP) Presence Elements drawn from weeks one-eight.  

 

 

Table 17. Teaching, Social and Cognitive Elements Weeks 1-8 

 

 

 

 

 

0

0.5

1

1.5

2

2.5

Number of 
Elements 
Present

Number of Weeks

Teacher Presence

Students

Teachers

0

1

2

3

4

5

6

Number of 
Elements 
Present

Number of Weeks

Social Presence 

Students

Teachers
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0

0.5

1

1.5

2

2.5

Number of 
Elements 
Present

Number of Weeks

Cognitive Presence

Students

Teachers
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4.6  Class Transcript Analysis: Teaching, Social and Cognitive Presences 

4.6 .1  Teaching Presence 

          The following qualitative data was drawn from Comics Go Global classes running from the 

18th September to 23rd October 2016. This focuses on examples of the Community of Inquiry 

Framework’s Teaching presence element and its categories and indicators. This systematic 

description of results highlighted observations that focused mainly on results that were identified 

as most relevant to the: 

• Teaching Presence element 

• Significant examples of overlap with the Social and Cognitive presences  

• The central question under investigation, the extent to which participation the Comics Go 

Global extra-curricular program, can be measured and deemed a positive experience from 

the perspective of the student participants and serve as a model for online collaborative 

teaching and learning. 

           While the role of the teaching presence is to manage the environment and focus and 

facilitate learning experiences (Garrison & Kanuka, 2004), this analysis used the lens of the 

“Teaching Presence”, as part of a broader dynamic relationship (Garrison et al., 1999) with the 

Social and Cognitive Presences. To develop a sense of community and sustain an educational 

experience over time, students were encouraged by teacher/mentors to contribute and drive class 

discussion and pedagogy. In presenting as teacher/learners, mentors, also encouraged student to 

share their expertise and initiative with the whole group. This encouragement of students by 

mentors can be seen to have created an atmosphere of flattened hierarchies within classroom and 
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facilitated an environment conducive to the emergence of higher levels of thinking. As a result, 

the following identification of Teaching presence indicators within the CGG classes were not 

restricted to the two mentor/ teachers positioned within the weekly online teaching and learning 

space and included contributions made by students. Hitherto, observations and analysis pertaining 

to Teaching presence are inclusive of all class participants.  

 

4.7  Criteria 3. Program Analysis 

4.7.1  Semi-Structured Teacher Interview Results Summary  

 

Table 18.  

 

Teacher/Mentor Interviews (In CoI Elements and Presences Criteria) 

 

 
Elements 

and 

Categories 

Theme 

Examples 

Teachers Questions and language usage in responses 

Introductory 

Background 

  Q1. Before being a mentor for this round of CGG 

what   experience have you had facilitating students 

discussions online? 

  RI1 -I work in online education where I regularly 

facilitate  

 synchronous and asynchronous online student 

discssions 

  RI2 
-I have considerable experience facilitating typed   

 discussions online, both asynchronous and 

synchronous, in  

 chat spaces and forums, but very little experience in 

live  

 synchronous video spaces.   

  MI1 -Working with college students and K-12 student’s in  

 collaborating and communicating online. 
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  M12 
-I have participated as a facilitator for CGG since its  

 inception. I also teach college courses online and as a  

 hybrid model; I implement student discussions 

online as  

 part of the course designs. 

Element 

Cognitive 

Presence 

 

Categories 

Triggering 

event 

 

 

Exploration 

 

 

Integration 

 

 

Resolution/ 

application 

 

No phase 

detected 

Themes 

Ex. 

 

 

 

Sense of 

Puzzlement  

 

Information 

Exchange  

 

Connecting 

Ideas  

 

Applying 

New Ideas  

 

 
Q2. How do you feel your experience in Comics Go 

Global might influence your work with young people 

online in future? 

Integration 

 

Connecting 

Ideas  

RI1 -use Google Hangouts or something similar 

Exploration 

 

Information 

Exchange  

RI2 -encourage me to work with young people online in 

the   

 future 

Resolution/ 

application 

 

Applying 

New Ideas  

MI1 -inspirational to see the youth communicate in this 

way 

Resolution/ 

application 

 

Applying 

New Ideas  

M12 -it will continue to inspire me to find opportunities 

for  

  young people to continue to collaborate online 
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   Q3. Do you think that students were engaged and or 

stimulated by the tasks thet were given? Please 

explain. 

Exploration 

Integration 

Resolution/ 

application 

Applying 

New Ideas  

 

RI1 -They were engaged and had agency in their creative  

  process and seemed to be proud of the work they 

were  

  doing.  

Exploration 

Integration 

Resolution/ 

application 

 

Applying 

New Ideas  

 

Connecting 

Ideas  

 

RI2 
-students enjoyed the work they were doing 

- classes supported them through any doubt or need 

for  

  clarification 

- their stories reflected some part of themselves (even 

as a  

  stranger this was obvious) 

- it was an interesting journey for them on a personal 

level 

Integration 

 

 

Resolution/ 

application 

 

Information 

Exchange  

 

Connecting 

Ideas  

 

Applying 

New Ideas  

MI1 -students seemed very engaged with the project 

-willing to communicate and participate in the 

questions  

  and activities that we presented to them 

Integration 

 

 

Resolution/ 

application 

 

Information 

Exchange  

 

Connecting 

Ideas  

 

Applying 

New Ideas  

M12 
-students seemed to respond very well to the general  

  concept of making comics 

- were engaged in the online discussions as made 

evident  

  by their responses to questions and 

recommendations to  

  each other 

- students didn’t necessarily keep pace with the 

assigned  

  tasks each week, but these tasks were still useful in  

  guiding the online discussions 



  

72 

 

   Q4. CGG was designed as an inclusive environment. 

Do you think this goal was achieved? Explain your 

answer. 

Exploration 

 

 

Integration 

 

Connecting 

Ideas  

 

Applying 

New Ideas  

RI1 - definitely 

- By not having rules and dictating what students had 

to do,  

  it allowed them to enjoy the process and see it as 

fun. 

- treated each other with respect and consideration 

Triggering 

event 

 

 

Resolution/ 

application 

 

Sense of 

Puzzlement  

 

Information 

Exchange  

 

RI2 
-was inclusive 

- first couple of times experienced technical 

difficulties 

- first week circumstances meant that I was in a noisy 

café 

- overcame technical difficulties by discovering that 

my  

  phone worked much better than my computer 

- Despite the awkward timing of the classes, I still 

looked  

  forward to seeing everyone and hearing about the  

  students’ progress 

- classes had a relaxed, supportive, fun atmosphere 

Integration 

 

Connecting 

Ideas  

 

Applying 

New Ideas  

MI1 - CGG was a very inclusive environment 

- students were able to participate fully without fear 

of  

  discrimination 



  

73 

 

  M12 
- I believe this was achieved 

- We welcomed any participants into the program 

without  

   pre-screening 

- We communicated with the parents to see if any of 

the  

   participants had any special learning needs or 

required  

   accommodations 

-We made sure that our communication with the 

students  

  was welcoming and professional 

- we ensured that our live, synchronous sessions were 

free   

  of any stigmas, dogmas, or opinions 

- we established a safe space for open communication 

and  

  expression 

Element 

Teaching 

Presence 

 

Categories 

 

Design & 

Organizatio

n  

 

 

Facilitating  

Discourse  

 

 

Direct 

Instruction  

 

Themes 

E.g., 

 

 

 

 

Setting 

Curriculum 

& Methods 

 

Shaping 

Constructiv

e Exchange  

 

Focusing 

and 

Resolving 

Issues 

 Q5. How often did you go on and how would you 

describe your behaviour? 
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Facilitating  

Discourse  

 

Shaping 

Constructiv

e Exchange  

RI1 - I went on almost every week 

- my behaviour was just as if I was talking to friends 

or  

  family, very relaxed and supportive and curious 

Design & 

Organizatio

n  

 

 

Facilitating  

Discourse  

 

Setting 

Curriculum 

& Methods 

 

Shaping 

Constructiv

e Exchange 

RI2 
- I went on the NING maybe once every two weeks 

on average 

- In both the NING and the classes I’d describe my 

behaviour  

  as supportive, active listening, suggestive, warm and  

  interested 

Facilitating  

Discourse  

 

Shaping 

Constructiv

e Exchange  

MI1 -We held sessions once a week 

- I felt like I acted professionally and supportively 

Facilitating  

Discourse  

 

 

Direct 

Instruction  

 

Shaping 

Constructiv

e Exchange  

 

Focusing 

and 

Resolving 

Issues  

M12 
- I attended every session except one 

- And would describe my behaviour as supportive 

- I tried to be more of a mentor than a “teacher.” 

   Q6. How different was the teacher/participant 

dynamic in the CGG environment compared to your 

face to face teaching experiences? Please explain 

your answer. 

Facilitating  

Discourse  

 

 

Direct 

Instruction  

 

Shaping 

Constructiv

e Exchange  

 

Focusing 

and 

Resolving 

Issues  

RI1 - less of an imparting of knowledge and more of an  

  encouragment to explore 

- tone of a small group was quite similar 

- because of the fact that only one person can talk at 

once, it  

  was less of a behavior management role 

Design & 

Organizatio

n  

 

 

Facilitating  

Discourse  

 

 

No phase 

detected 

Setting 

Curriculum 

& Methods 

 

Shaping 

Constructiv

e Exchange  

 

 

 

RI2 
-it felt much more balanced because we were all on 

the  

  same level platform 
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- Teacher is not standing at the front of the class 

- a very intentional space allowed for the speaker to 

speak  

  and the listeners to listen 

 

 

- less group discussion (calling out of ideas etc.) and 

more  

  active interest in the participants who were sharing 

Facilitating  

Discourse  

 

Shaping 

Constructiv

e Exchange 

MI1 - experience was quite unique 

- the instructors, acted more like mentors than 

teacher’s as  

  traditionally defined 

Facilitating  

Discourse  

 

Shaping 

Constructiv

e Exchange  

 

M12 
-  dynamic is quite different 

- it seemed like the dynamic set by the teachers was 

less    

   formal 

- more like the teachers were part of the discussion 

rather   

   than overseers of the classroom 

Social 

Presence 

 

Categories 

Open 

Communica

tion 

 

 

 

Group 

Cohesion  

 

 

 

 

Personal/ 

Affective 

 

Themes 

E.g., 

 

 

Learning 

Climate/Ris

k-Free 

Expression 

 

Group 

Identity/Col

laboration 

 

 

Self-

Projection/E

xpressing 

Emotions 

 Q7. Would you say based upon your observations 

that students seemed connected to one another? 

Please explain your answer. 
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Group 

Cohesion  

 

Group 

Identity/Col

laboration 

RI1 -  They seemed a bit reticent at times but very 

supportive of  

    each other. 

Open 

Communica

tion 

 

 

 

Group 

Cohesion  

 

 

 

Personal/ 

Affective 

 

Learning 

Climate/Ris

k-Free 

Expression 

 

Group 

Identity/Col

laboration 

 

Self-

Projection/E

xpressing 

Emotion 

RI2 
- I think they did as much as they would have been in 

a  

  normal classroom 

 

- guess in a normal classroom they would have the  

  opportunity to hang out after class, or break off into 

small  

  groups or partners and chat and get to know each 

other  

  more 

 

 

- considering they only had class time, they did seem 

to get  

  to know each other and each other’s work 

 

-avatars –backgrounds -bedrooms lounges 

Open 

Communica

tion 

 

 

 

Group 

Cohesion  

 

Learning 

Climate/Ris

k-Free 

Expression 

 

Group 

Identity/Col

laboration 

MI1 - students were willing and able to project their own  

  personalities 

- open about their ideas and perceptions 

 

 

- willing to offer each other support and critical 

feedback 

Open 

Communica

tion 

 

 

 

Group 

Cohesion  

 

 

 

Personal/ 

Affective 

Learning 

Climate/Ris

k-Free 

Expression 

 

Group 

Identity 

-Self 

Projection/ 

Expressing 

Emotions 

 

M12 
- students seemed connected to each other 

- They commented on each other’s work and 

provided  

  quality feedback and ideas for furthering the artistic  

  concepts 
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- They didn’t seem shy or reluctant to participate 

- had options of how they wanted to participate, 

either  

  through webcam-microphone-chat; microphone-chat 

only;  

  or chat only 

- students connected to each other on their own terms 

and  

  based on their own interests and identities 

   Q8. Do you believe students were able to project their 

own presonality into the online classroom-please 

explain. 

 

Personal/ 

Affective 

 

Self-

Projection/ 

Expressing 

Emotions 

RI1 - all seemed relaxed and comfortable because of the 

non- 

  presciptive approach 

- they knew that they had the freedom to be 

themselves 

Open 

Communica

tion 

 

 

 

Group 

Cohesion  

 

Learning 

Climate/Ris

k-Free 

Expression 

 

Group 

Identity/ 

Collaboratio

n 

(Spirit of) 

(Torbert, 

1973) 

RI2 
- use of humour 

- SPAU2 was quite funny at times and wanted to use 

comedy in her comic 

- others were less humorous but did share parts of  

  themselves that they would only have shared if they 

were  

  comfortable, particularly through the discussion of 

their  

  work 

 

Open 

Communica

tion 

 

Learning 

Climate/Ris

k-Free 

Expression 

MI1 - students were willing and able to project their own 

personalities 

- did this both through their online communications 

as well as the original comics that they designed 

Open 

Communica

tion 

 

 

 

Learning 

Climate/Ris

k-Free 

Expression 

 

M12 
- students were able to express personal identities in 

far more ways than the traditional classroom 
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Group 

Cohesion  

 

 

 

Personal/ 

Affective 

 

Group 

Identity/ 

Collaboratio

n 

 

Self-

Projection/ 

Expressing 

Emotions 

- every individual has a voice and is encouraged to 

express it. This is in-part because of the small and 

personalized nature of the CGG learning space 

Concluding 

Observation

s 

(Overlappin

g presences) 

  Q9. What were any other interesting , perplexing or 

frustrating  observations you would like to make 

about the project and your participation in it. 

Social 

Element 

Group 

Cohesion  

 

 

 

Exploration 

 

Teaching 

Element 

 

Categories 

Design & 

Organizatio

n  

 

Group 

Identity/Col

laboration 

 

Information 

exchange 

 

 

 

Shaping 

Constructiv

e Exchange  

 

RI1 - a really great approach for a creative project as it 

allowed  

  true creativity to emerge 

 

 

 

- I wonder how it would go for a collaborative project 

(at DECV) 

 

 

 

- it would be really good and it  might foster a 

stronger  

  sense of community. 

Teaching/  

Cognitive 

Elements 

 

Categories 

Design and 

organization 

 

 

Setting 

Curriculum 

& Methods 

 

RI2 
- best part of the mentoring/ learning happened when 

we  

  showed examples of the styles of artists or thing that 

could  

  have inspired students 

- it could have been cool to show some little videos 

on  

  technique too 

- wish I had been a bit better prepared with materials 

some weeks 
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Social 

Element 

Category 

Design and 

Communica

tion 

Learning 

Climate/Ris

k-Free 

Expression 

 

MI1 - amazing how much the students were able to feel   

  comfortable in this learning environment with any   

  hesitations 

Element 

Teaching 

Presence 

 

Categories 

 

Design & 

Organizatio

n  

 

 

Facilitating  

Discourse  

 

 

Direct 

Instruction  

 

Themes 

E.g., 

 

 

 

 

Setting 

Curriculum 

& Methods 

 

Shaping 

Constructiv

e Exchange  

 

Focusing 

and 

Resolving 

Issues 

M12 
-it is very interesting that youths around the world 

would   

  give their free time to a learning-based project not   

  required by school, parents, or any other influence 

- communications between them are focused on their  

  creative ideas and pursuits, not on where they are 

from or  

  cultural issues 

- encouraging and refreshing that young people can 

use the  

  creative arts and technology to get right into the 

important   

  work at hand 

- video and audio elements of Google Hangouts make 

it  

  difficult for multiple people to communicate at the 

same 

  time through video 

- chat functions are useful in ameliorating this, but it 

is very   

  confusing why it is possible to have two chats 

happening  

  concurrently in Google Hangouts 

- Nevertheless, it is important to continue to push the  

  envelopes of these kinds of technologies so that we 

can  

  continue to support youths in the 21st century 
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Q10. Do you have any other final comments? 

  RI1 -No phase detected 

Teaching / 

Cognitive/ 

Social 

Elements 

 

Categories 

Design and 

organization 

 

Group 

Cohesion  

 

Personal/ 

Affective 

 

Setting 

Curriculum 

& Methods 

 

 

Group 

Identity/Col

laboration 

 

 

Self-

Projection/ 

Expressing 

Emotions 

RI2 
- personality of the facilitator/s is crucial to the 

success of   

   this learning environment 

- people need to feel like they are welcome and it is 

going  

  to be fun 

 

  important that you feel you can relax and be 

comfortable   

  in the online space, too 

 

 

 

 

- is really important that you’re made to feel like it 

will be  

  fun and interesting, and it doesn’t matter if you’re 

still in  

  your pyjamas 

  MI1 - No phase detected 

Social 

Element 

 

Category 

Personal/ 

Affective 

 

Cognitive 

Element 

 

Category 

Exploration 

 

 

Learning 

Climate/Ris

k-Free 

Expression 

 

 

 

Information 

exchange 

M12  

 

- enjoyed the experience very much 

 

 

 

 

 

 

- there is much to be learned and shared about CGG 

with  

  educational scholars and practitioners worldwide 
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4.7.2 Teacher Interview Analysis  

 

While the mid-and post-teacher interview responses of the CGG program were grouped 

into the three CoI presences, the qualitative data can be seen to reveal examples of overlap amongst 

the social, teaching and cognitive presences. To gain a broader understanding of the potential for 

pedagogical bias in evidence in the views and practices of both teachers, a detailed analysis of the 

Common Core Standards Porter, McMaken, Hwang, and Yang (2011) that guide contemporary 

USA curriculum was also made, to increase my awareness of USA pedagogy and its possible role 

in guiding the views of the USA CGG mentor, Michael Bitz. The full elimination of my bias as an 

interviewer, observer and analyser and the bias shaping the beliefs, practices and views of each 

teacher was noted as improbable. However, in analysing the semi-structured teacher interviews 

fully and fairly, rigor was achieved by maintaining an ongoing focus on the studies central question 

as it pertained to an exploration of the extent to which student perceptions of their experiences as 

CGG participants could be deemed positive.  
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CHAPTER 5: DISCUSSION 

        The following content/artefacts were produced and presented by the participants of the 

Comics Go Global Class of 2016 and are shared in this study specifically as an illustration of the 

process and creative expression of this online collaborative group.  
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Figure 6. Artworks by Comics Go Global students from Australia and the United States of 

America.  

 

 

 

5.1 Data Results Analysis          

          Qualitative data reflecting teacher perceptions of the program suggested that the instructors 

demonstrated a comprehensive understanding of their students, the CGG syllabus, the CoI 

framework and a high level of competence in deploying the CGG program. Teacher/mentor 

expertise can also be seen to have been demonstrated in their capacity to manoeuver across the 

CoI presences, in this seemingly complex, online collaborative, extra-curricular, global learning 

environment. While these pedagogical skills were noted as having been demonstrated by the 
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teachers, this study notes that this consistent modelling of pedagogical skills by the teachers 

overseeing the CGG program may have been an influential factor in shaping and determining 

student perceptions and the high level of student satisfaction, indicated in the 34 Question CoI 

student surveys (2008).  

 

The consistently reflective and developmental nature of the teacher responses to the semi-

structured interview questions can be seen to reflect that such a teaching style may be deemed 

pertinent to achieving positive student experiences in such a challenging and for many, 

unorthodox, learning environment. The positive attitude reflected in the language of both teachers 

towards the CGG students in the interview responses revealed a willingness to, even at such a 

distance, provide for students a form of teaching and learning that is referred to as “visible” (Hattie, 

2015). 

 

          Of the 34 questions in the CoI survey the distribution for each presence is not even. The 

Teaching presence is comprised of 13 questions, Social, nine and Cognitive 12 questions, so the 

even weighting represented in the CoI framework Venn Diagram model is not literally represented 

in the weighting of the questions exploring each presence. The results, based on this uneven 

weighting provide percentile figures showing Teaching at 38.74%, Social at 25.40 % and 

Cognitive at 35.87 %. The distribution of questions was uneven, subsequently a higher weighting 

was equated with a higher percentage. While a more even distribution of questions would have 

represented an easier statistical observation, the three presences were considered by the authors to 

be interdependent (Arbaugh et al., 2008). 
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          As the CoI survey instrument was not designed for an even weighting of items, Teaching 

Presence questions in the survey were weighted at 1-13 items, Social Presence at 14-22 items and 

Cognitive Presence 23-34 items. The week four CoI survey completed by the CGG students 

identified Cognitive presence as rating highest on average at 8.62, followed by Teaching presence, 

on average, at 8.59 and Social Presence at 8.13. In terms of the broader structure of the program, 

the early stages of the CGG curriculum, leading up to week four began with opportunities for 

participants to socialise and “touch base” (Table 13.), particularly in week one. While the initial 

phase of the program was designed to provide opportunities for students to be able to familiarize 

themselves with one another, the first three weeks of the program was beset by technical 

difficulties. As a result, the 8.13 average for the Social Presence can be seen to stand as testimony 

to the students’ willingness to explore a range of communication options, such as posting images 

and messages on the NING, using the typing facilities in Google Hangouts and Gmail facilities. 

The transcript analysis in the next chapter explored examples of student resilience and flexibility 

as participants sought to ensure class mates maintained connection with the program and one 

another. While on one hand the early social component of the course can be seen to have been 

restricted by the technical issues, student perspectives of their classmate’s willingness to 

participate and enable others to do the same could be seen as positive. Instances of social cohesion 

can be seen to be consistently in evidence and demonstrated by students in their willingness to 

explore ad hoc support and connection options, and in their eagerness to act as advocates for other 

class members facing even greater infrastructure issues than themselves.  

 

          The CoI instructional model (Garrison et al., 2010) was originally developed to provide a 

framework for the use of supporting an educational experience for the online learner. Its focus was 
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for the higher educational learner. As a result, the model, and its subsequent CoI 34 question survey 

instrument, was not originally designed to be deployed for students between Year 5 and Year 10. 

As a result, the wording of the survey instrument could be seen as challenging for some of the 

participants. The issue of non-completion and submission of the survey by one out five of the CGG 

participant, the role of the wording of survey as well as other possible factors impacting on the 

cohort’s capacity to engage and complete the survey will be discussed more fully in the Conclusion 

and Recommendations chapter of this paper. 

 

           As an interactive model, the CoI framework is also designed to reflect the complex and 

dynamic relationship between the overlapping presences. While the CoI survey helps structure the 

experiences of the students into the separate Teaching, Social and Cognitive presences, the CoI, 

as a dynamic framework (Lambert & Fisher, 2013) the survey results and analysis can also be seen 

as a reflection of the student experiences and complex causal connections between the students, in 

and across, the Teaching , Social and Cognitive presences. The consistently high (above 80%) 

average approval rating across the three presences in week four, serve as a reflection of the five 

students experiences across the three presences. This quantitative data also serves as a reflection 

of the positive perceptions of student experiences in the three presences as well as within the 

complex areas of inter-relationship, between the presences. The low variable in week four can be 

seen as an indicator of the continuity of constructive student experiences in this area of inter-

relationship, which, by the end of week four, has been identified by the data as high. While group 

communication, through the range of online tools, served to enable opportunities for participants 

to interconnect “in and through” the three presences, skilful pedagogical mentoring can be seen to 

have underpinned the high level of cohesion amongst the group and their immersion in the three 
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presences. The high average levels of Teaching (8.59) and Cognitive (8.62) presence can be seen 

as drivers of the also high Social presence results, at 8.13.  

 

While the survey indicated a slightly higher overall rating for importance of Cognitive 

presence, the survey data also suggests the importance of the role played by Teaching presence in 

establishing and maintaining a positive educational experience for the students taking part in this 

program. A broader exploration of the survey data, in relation to the Student Class Transcripts and 

Semi- Structured Teacher Interview data can be seen to also acknowledge important role Teaching 

presence plays in shaping and ensuring the successful interrelationship of the three CoI presences.  

However, in asking the question; “Were the consistently high average ratings shown by the survey 

data a validation of the whole program as or more a reflection of the attitude of this cohort of 

students and the passion and teaching methodology used by the CCG mentors for this CoI 

program?”, a more definitive response might require running additional programs. Such a 

consideration, while valid for broader study is outside the scope of this research paper. 

 

5.2  Evidence and Outcomes 

Evidence and outcomes gathered from participants involved in the CGG project, were 

drawn from qualitative and quantitative forms, including text, photographs, moving pictures, 

verbal recordings, blogs, avatars and participation levels. The criteria of “Teaching Presence”, 

as outlined by Garrison’s CoI framework (D R Garrison, 2007), identified a range of indicators, 

such as artefacts, verbal and non-verbal signs, that were deemed reflections of ongoing levels 

of positive engagement. Participant perceptions of their experiences acquired through the 34 

Question CoI Student Surveys, which were run in weeks four and eight, were defined as 
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positive. The validity of coding protocols were established, including a mixed methods 

approach to analysing written, spoken and non-verbal communication. Language use and 

frequency, in the form of words, phrases and sentences drawn from videos, recordings, blogs 

and emails, was coded and served to provide rigor to the study and validate the claim that the 

participants perceived their experiences and interactions in the Comics Go Global program as 

positive, supportive and constructive. 

 

5.2.1  Role of the Community of Inquiry framework 

The illustration of Teaching presence provided by mentor R in week two demonstrated the 

importance of the mentor achieving the dual role of both moderating and shaping the direction of 

the discourse (D Garrison, 2007) in creating that sense of community. As part of this delicate 

exchange, student SPAU2 can be seen to have demonstrated Social presence through her ability to 

project herself socially and emotionally, and thereby allow herself, in this online global learning 

space to be perceived as a “real person”. As noted, the role of the Community of Inquiry framework 

in this process was to serve as a tool for gathering and measuring empirical research to help identify 

the extent to which students perceived the CGG program as a positive experience and to help 

explore what promise online collaborative learning might make for education. 

 

          In measuring the extent to which students participating in the CGG program perceived 

themselves to have had a positive experience as well as identifying findings that may suggest new 

means and approaches for exploring teaching and learning this study sought to use the CoI 

framework to gather and analyse the data provided by the Class Transcripts, Student Surveys and 
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Teachers Interviews. These three measures collectively indicated that student perceptions of the 

program were overwhelmingly positive.  

 

          The 34 question CoI survey (2008) was originally intended for tertiary students. For 

example, Question 31. Asks for, “Reflections on program content and discussions helped me 

understand fundamental concepts in this learning environment”. In addition, terms within the 

survey, such as “brainstorming” (Q.27), “construct explanations” (Q.30), “reflection” (Qu.31) and 

“fundamental concepts” (Q.31) use a level of language that may have been challenging for some 

of the upper primary and lower secondary school students. The majority of participants in previous 

CoI surveys were enrolled in graduate-level courses (2008), so the language was directed to this 

cohort (2008). As the language was directed at an older cohort, CGG survey responders may have 

been hampered by some of the wording and terms used in the survey and as a consequence, this 

may have skewed the data negatively. This issue is addressed in greater detail in the Conclusions 

and Recommendations section of this paper. 

 

5.2.2  Teacher Interviews and the CoI framework 

          While the teacher interviews revealed qualitative data focusing on the three CoI presences, 

at the mid and post phase of the program, as a methodological construct (Swan et al., 2008), a 

degree of overlap between the presences was also in evidence in many of the questions and 

provided additional insights into the dynamic nature of online teaching and learning and the CoI 

framework as a reflection of the complex nature of learning experiences and ones perceptions of 

that experience. The teacher interview analysis reveals examples of the CoI’s formal presence 

overlap, areas in accordance with the CoI model (D Garrison et al., 2010), including  Educational 
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Experience, Supporting Discourse, Setting Climate and Selecting Content, as well is combinations 

and permutations of the presences, and areas of overlap. While noting participant differences the 

role of the Community of Inquiry can be seen as having provided a shared framework for the 

purpose of data correlation, all be it gathered from across variations in time and distance. With one 

teacher in Melbourne, Australia, and one in New York, U.S.A, like the two student groups, while 

the 60 minute global classes ran synchronously, the participant’s local times and placement 

differed: nine a.m. Sunday in Melbourne was seven p.m. in New Jersey, a difference in time zones 

of 14 hours. In general terms, with the USA students possibly preparing for dinner at seven p.m. 

on a Saturday night and the Australian cohort waking up for a nine a.m. Sunday morning class, the 

state of mind of the two groups, mentors included, may have differed, and as a result, required 

extra time for adjustment in the early stages of each class. With the two destinations 16,662 

kilometres, or 10,363 miles apart, the challenge in analysing data validity was in acknowledging 

participant similarities and differences.  In identifying continuity across interviewee perceptions 

when analysing the data, it was noted that participant experiences in the program were relative to 

a given context. Issues of correlation, contextualization, (Swan et al., 2008) and cultural location 

and questions of who was setting the given standards by which to view either teachers’ 

perspectives, suggested that achieving validity, in this mixed research, was indeed a challenging 

activity. The analysis of the qualitative data drawn from the semi-structured teacher interviews 

revealed a correlation to the student perceptions of the program, drawn from the student surveys, 

in which they deemed, in the main, the program to have been a positive experience. However, this 

study conceded that a more detailed analysis of the context in which the participants operated and 

the data was gathered, was warranted to gain a greater understanding of why certain perceived 

patterns and connections were so.  
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5.2.3  Limitations of the study 

           One of the central limitations of this study is the size of the cohort. As an extra-curricular, 

global activity it required one group of participants to volunteer to give up an hour of their time 

on a Saturday night and another, early on a Sunday morning. It was difficult to recount a large 

sample. An additional limitation of this study was that three of the students from the USA knew 

one another and two of the Australian students were brother and sister. This sibling connection 

meant the participants were placed in the same general vicinity during the online classes. While 

their proximity allowed them to support one another with respect to technical difficulties, there 

was little evidence of disproportionate interaction compared to communication with other class 

members. However, as the sibling and shared space connection was not replicated in other student 

settings data may have been skewed, specifically in the survey participation stage, which was 

outside class time. Overall, I understand that the sibling connection between two of the classmates 

limited my capacity to acquire accurate data. To fully explore the extent to which this may or may 

not have impacted on student participation, including survey responses, might require the running 

of another series of online collaborative extra-curricular classes with a cohort drawn from a similar 

age and national group. Given the rate of technological change, attempts to achieve an accurate 

comparison might prove challenging. However, this study is in effect a pilot for a more 

comprehensive analysis along the same lines. With this in mind, the small n and other issues still 

allowed for an indication of the effectiveness (or otherwise) of using a CoI framework approach 

to evaluate the effectiveness of an online collaborative activity-the core focus of this thesis. 
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          Limitations of the study include the number of published exemplars that focus on global, 

online, extra-curricular arts based collaborative classes, which combine primary and secondary 

school students from different economic backgrounds and cultures. Another limitation of the study 

was the lack of technological continuity across the cohort with respect to a required level of 

software and the impact of economic circumstances in responding to technical issues. For example, 

when computer hardware challenges were being experienced by brother and sister participants in 

Australia, I was able to respond by making available a laptop computer and speakers. However, 

given the “tyranny of distance” such support would have been difficult to provide to the cohort in 

the New Jersey in the event of similar technical problems. Future programs and program analysis 

would be accompanied by a pre-program audit. Such an initiative would allow those running the 

program to provide an appropriate and balanced spread of resources amongst the group and 

possibly better enable participants to increase their rate of participation. In running the program, 

infrastructure issues, including differences in modem speeds, camera and sound glitches, 

technological expertise variations and disparities in the economic capacity for participants to 

attend to unplanned but required equipment upgrades, impacted on the program. In particular, 

student SP1, faced with considerable technological challenges, decided to cease participation in 

the program. It is the recommendation of this study, that those intending on exploring this type of 

program, develop policies designed to pre-empt, identify, facilitate and implement agreed 

minimum levels of economic and infrastructure support required to ensure ongoing access and 

equity for all participants. 

           

          Taking into consideration the challenges posed by differing time zones, the asynchronistic 

type of program and the diminishing numbers of participants, due to the voluntary nature of such 
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an exercise, it is perhaps inevitable that these factors would impact upon the data attained. 

Furthermore, while the notion of a community of inquiry has, at least on a conceptual level, 

possibilities for the advancement of collaborative online learning and teaching, the variance in 

time and location, coupled with the difficulty of recruiting and maintaining interest levels amongst 

students and teachers alike, raises questions as to how future investigations may be sustained.  

 

          Finally, I take the point that the size of the sample could have been larger and the future 

research in this area will accommodate this. Nevertheless, it is to be noted that the sample size was 

across continents and therefore subject to more complex issues that cannot be facilitated in a minor 

thesis. It was also deemed satisfactory for this feasibility study which, in essence, was a proof of 

concept that such programs can be evaluated effectively.  

 

 

  



  

94 

 

 

CHAPTER 6: CONCLUSION 

6.1  Conclusion 

           While this study focused on the area of visual narratives, these findings may have provided 

an introduction or pathway for those wishing to explore alternative online extracurricular teaching 

and learning collaborations, (i.e., Debating Goes Global, Ecology Goes Global or Journalism Goes 

Global). The data from this study suggests, students participate in programs in different ways. As 

a result, measurement of the success of such a program needs to be based on its capacity to cater 

to diverse needs, how well it encourages and enables its participants to have a positive educational 

experience, specifically in relation to the social, teaching and cognitive presences. The evaluation 

of new forms of teaching and learning, such as online collaborative programs, might use an array 

of existing procedures to obtain information; combining methods and techniques of analysis, 

evaluating the programs alignment to the participating bodies goals and objectives, identifying 

infrastructure requirements and appraising costing and training required. However, as a 

burgeoning field of teaching and learning, new forms of technology are constantly suggesting new 

modes of operation. Given the rate of technological change, there is also an opportunity for 

developing new, more inclusive, ways of evaluating and conceiving of the notion of success of 

these programs. In addition to the criteria for success being developed solely by a given education 

institution, the evaluation of online collaborative programs may also benefit from an outcome 

where student, community and associated industry stakeholders are also part of the evaluation 

process. As the establishment of an evaluation process is a prudent first step in the development 

of a new program such groups would work together to develop the vision of what a successful 
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online collaborative program would possibly “look like” and thus would be able to better recognise 

and measure its success.  

 

          In reflecting on my own background context, having previously run the project from 2010 

to 2013, the experience, intentions and outcomes of the earlier running of the project could be seen 

to have foreshadowed this recent research and provided a source for inherent research bias. While 

each interaction of the project was separate, my broader experience and predisposition as an 

educator were consistently in evidence through the amount of background technical, pedagogical 

support provided in both instances. Attempts to be informed through a reflexive approach to 

overseeing this research was in evidence through my efforts in providing early and ongoing 

responses to students and mentors by providing them with reminders about class times in order to 

factor in time differences, suggesting ice-breakers with the project mentors to bridge cultural gaps 

and the provision of constant technical advice, support, encouragement and humour. Having 

previously run the project potential obstacles could often be pre-empted. However, in taking 

measures to respond to the needs of participants, constant adjustments were made as challenges 

occurred in the running of this recent research project. These challenges were responded to in an 

effective and efficient manner in order to maintain an equitable working environment for all 

participants.  For example, when one of the Australian participants laptop failed to work I provided 

the family with one of my own, including external speakers. While aware of not wishing to skew 

data and the perception of a given student experience, the broader objective of providing 

participants with equal opportunities to participate helped guide the open culture of the class. In 

addition, on rare occasions when parents waved to class members or asked technical questions, 

such  inputs were never discouraged and greeted by me with a “no fuss” convivial response. 
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In making recommendations for theory and practice a corroboration and triangulation of 

these data sources, this study sought to provide a comprehensive reflection of an extra-curricular 

arts based program, which educators may choose to further explore or adopt, either fully or in 

part, as a practical or conceptual online teaching and learning model.   

 

           The components of this research paper can be seen to fall within a broad social justice 

agenda, which argues that equality for all must include access for all students to their local school 

(Konza, 2008). In ascertaining the degree to which CGG students collaborated with one another 

and demonstrated a positive experience, this research paper endeavoured to present alternative 

approaches and methodologies for teaching and learning. Its primary objective was to identify 

the extent to which the program could be defined as a positive experience by its participants so 

that its findings may serve to not only increase student access and equity and better cater to 

diverse participant needs, but also ensure the wellbeing of those student in the process, 

particularly the most disenfranchised, who might be unable to attend face-to-face 

classes/meetings. In the event of online classes being the only option, in terms of a student 

gaining access to educational services, the CGG research has sought to identify, measure and 

evaluate the safety of its own mode of operation so it can be considered a suitable, inclusive and 

positive example of an online collaborative program.  

 

          For some, an online extracurricular collaborative program, such as CGG may be seen as a 

learning activity residing more in the social domain, outside more orthodox mainstream learning 

environments.  In terms of providing findings suggesting new means and approaches for exploring 
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teaching and learning, the three measures, when viewed comprehensively, strongly suggest that 

the CGG program can be seen to provide an instructive, flexible and pedagogically sound template 

for exploring online collaborative teaching and learning, particularly with respect to the domain of 

extra-curricular environments. This study also suggests that central to the success of such a 

program is the continuity of its syllabus, infrastructure and mentorship and their capacity for 

adaptation. As an extra-curricular program, this study highlights the importance of the volunteer 

nature of its cohort and mentorship. The syllabus, while established, must be designed to be able 

to meet variations in student needs, the programs infrastructure, while exploring emerging 

technologies, must be underpinned by its capacity to provide consistent, equitable access. Finally, 

in terms of the notion of mentorship, while guidance is required to establish and maintain such a 

program, this study suggests, the nature of mentorship be inclusive of all program members to 

ensure unbiased program operations. In reflecting on each of the three data sources explored in 

this research paper, this study also suggests that while online collaborative teaching and learning 

may continue to flourish and even astound school community members in its capacity to reshape 

more orthodox notions of teaching and learning, its ultimate value for people is in its capacity to 

provide democratic, inclusive, empowering and positive perceptions and experiences on the behalf 

of its student cohort. 

 

        While the survey results and subsequent reporting and analysis, explored quantitative results 

provided through the CoI 34 question survey, as a mixed methods study, these results provided, in 

combination with the quantitative/qualitative data results derived from course transcripts and 

qualitative data results from teacher interviews. This mixed-methods study sought to present and 

combine a range of data sources and analysis methods in a functional and systematic way (Lakkala, 
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Lallimo, & Hakkarainen, 2005) to identify the extent the CGG program was perceived as a positive 

experience, in accordance with the CoI framework, by its student cohort and present a model for 

consideration of online extra-curricular teaching and learning.  

 

          The analysis of class transcripts used the CoI’s Teaching, Social and Cognitive presences, 

to help ascertain if participation in the CGG program, could be measured and deemed a positive 

experience for participants. However, this study also notes that while the CoI framework can be 

seen as a valid starting point to help provide “broad brush stroke” evaluations, it also acknowledges 

that such set criteria can also be seen to obviate the subtler, aspects of online collaborative 

communication, such as a student’s level of confidence in challenging a teacher or classmate 

(Lowenthal & Dunlap, 2014). References to CGG participant transcripts, while viewed through 

the CoI lens, might also be considered as part of a possible broader more dynamic process, where 

the very insights shared by the participants, could themselves, in time, come to reshape the 

complex and dynamic CoI framework.  

 

          Participant communication was expressed over the eight weeks of the program through a 

range of modes, including weekly online classes, NING web site communication blogs, 

synchronous and asynchronous and Google Hangout emails. Using the CoI framework as its 

measure, the transcript analysis of blogs, NING postings and weekly class communication showed 

the CoI presences to overlap and vary in their frequency over the course of the program. As the 

initial classes were beset with technical problems Social Presence indicators were barely in 

evidence but as the students were able to form workable online connections the Social Presence 

categories and indicators increased.  
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By week five, relationships were established and while the Social Presence categories and 

indicators continued, by this stage the students were fully participating in the syllabus and the 

construction of their artwork and stories and as a result the instances of Teaching Presence 

categories and indicators surpassed those of Social Presence. In terms of the demonstrations of 

Cognitive Presence categories and indicators, while they are in evidence, particularly in the latter 

and final stages of the eight week program. Moreover, survey results showed the potential to yield 

data on significant relationships among Teaching Presence, Cognitive Presence and Social 

Presence, and students perceived learning and satisfaction in the course.  

 

          In future studies that seek research, investigate and measure the perspectives of participants 

in online, collaborative, extra-curricular learning programs, where possible, it might be desirable 

to select students who had previously undertaken comparable extra-curriculum activities that were 

either not conducted online at all or were conducted online but not using the CoI framework as the 

basis of the programs development and delivery. This greater familiarity with a CoI framework 

and or extra-curricular program may help provide even more accurate data for those considering 

assessing and possibly developing such a program.  

 

6.1.1  Technology and the Tyranny of Distance 

          While cross-continent online collaborative classes are becoming increasingly more common 

to the global educational landscape, those of an extra-curricular nature are still considered quite 

rare. In ascertaining the extent to which CGG represented a positive educational experience for its 

student cohort this paper has focused mostly on measuring and evaluating the teaching, social and 
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cognitive pedagogical events occurring within the working CGG program. To further inform those 

who may seek to use this program as a template for running a similar activity, an analysis of the 

program must be broadened to also include a reflection on the means through which 

communication over distance could be mediated, namely, digital technology.  In terms of the type 

of technology adopted by class members in the CGG program, the mentor in the U.S. and 

participants SPAU1, SP1, SP2, SP3 AND SPAU3 used laptop computers, while the mentor in 

Australia and one of the students SPAU2, opted to use mobile phones. Being equipped with 

iPhones, the Australian mentor sometimes chose to use the mobility provided by this device and 

attend classes at different locations. Student SPAU2, while also using an iPhone, alternatively, 

remained in her home. SPAU2’s iPhone was borrowed from one of her parents and as a shared 

item, was subject to restricted use. 

 

6.1.2  Working with boundaries 

Academic Kristen Purcell (2012), Associate Director for Research at Pew Research 

Center's Internet & American Life Project, points out that mobile devices have fundamentally 

changed the relationship between information, time and space. However, projects such as Comics 

Go Global, with its junior cohort, suggest that digital usage, might potentially have the capacity to 

provide boundless applications but under certain circumstances, such as those reflected in the 

experiences of CGG member’s, one’s capacity to participate could not always be defined as 

boundless. Attending the eight and nine a.m. online classes each Sunday morning, the year nine 

Australian student, SPAU2, accessed the Google Hangouts each week with a communication 

device that would allow her to connect to the class at multiple destinations. However, she opted, 
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on each occasion to sit, where she felt most comfortable, at the lounge room table, the work area 

where SPAU2 consistently kept her reference materials and artefacts.  

 

In seeking to identify the extent to which students participating in the CGG program 

perceived themselves to have had a positive experience as well as identifying findings that may 

suggest new means and approaches for exploring teaching and learning, the three major sources 

of data used by this study provided evidence identifying that the CGG program was perceived as 

positive experience for the majority its students and a template for further exploration, particularly 

for those seeking to explore online digital, global teaching and learning environments. In addition, 

this study also identified a range of associated influences that can be seen to have served to 

concurrently shape participant perceptions and experiences and the CGG program structure.  

 

These factors are categorised as socio-economic, technical, “the tyranny of distance”, and 

a combination of emerging digital and pedagogical and social trends, such as, diversity, inclusion, 

student efficacy and alienation, transnationalism, social media, tertiary and work place preparation. 

In the CGG classes, these emerging developments could be seen to shape one another in constantly 

changing cycles of communication, reflection, convergence and expression. In researching these 

complex educational and transactional issues and measuring the extent to which students 

participating in the CGG program perceived themselves to have had a positive experience, the CoI 

framework served useful tool in provide to the complexities of online learning. But as the dynamic 

area of online teaching and learning research is at an early stage, it is the recommendation of this 

study that those seeking to explore collaborative online teaching and learning, particularly of an 
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extra-curricular nature, use the CoI framework as a pragmatic navigational tool to help organise, 

guide and evaluate their journey. 

 

          CGG participants, while crossing boundaries of time through the freedoms of asynchronous 

forums such as the password protected NING, were also having to operate in accordance to a range 

of technical boundaries often that governed their ability to participate: modem speeds, sleeping 

hours, parental guidance, religious observance and overdue school work. To an extent, while 

digital technology, such as iPhones, can be identified as having fundamentally changed the 

relationship between information, time and space (Needs, 2012) ,the CGG participant experiences 

and outcomes also suggested that factors such as economic differences between users, technical 

irregularities of software and hardware, the tyranny of distance between continents and time 

differences, sleeping hours, school and work requirements and the needs of the family, identified 

the types of boundaries that students between the ages of 10 and 14 were required to navigate. 

These boundaries, rather than being considered in a pejorative sense, could be defined as having 

identified how the role of a consistent online structure reflected and catered to, an individual 

student’s given circumstance. For students, parents/guardians and teachers seeking to design and 

run online, collaborative, extra-curricular global classes that enable positive student experiences, 

reflection on the role of boundaries may serve as a beneficial shared discourse.  

 

          Student online classes were run using an online communication tool called, Google 

Hangouts. And while this tool was designed to enable “real time” communication, CGG participant 

communication flow often suffered from slight delays of between one to three seconds. Though 

the participants are to be fully acknowledged for their patience and willingness in factoring in these 
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delays when communicating, the impact of the time delay, while subtle, must be noted for its 

potential for causing a certain degree of interruption in the continuity of communication between 

class members. Conversely, the willingness of all participants to manage such delays may have 

also been a factor in helping to further build a positive and patient culture within the CGG group.  

 

6.1.3  Online safety and inclusion 

           The running and measuring of CGG classes can be seen to have also provided evidence of 

an example of a safe and inclusive extra-curricular program, a possible model for those seeking to 

further explore the promise suggested by emerging digital technologies with respect to online 

teaching and learning, particularly for those seeking ways to bring learners together. While the 

CGG program might not represent a new paradigm in education, it can be seen to join a long 

tradition of collaborative gatherings that have historically inspired the growth of “invisible 

colleges” (de Solla Price & Beaver, 1966), places where collective discourse and expression 

provide an environment where one is free and safe to flourish.  

  

          The clear communication provided by point 2 of the questionnaire was primarily significant 

in that it outlined the safety of a program directed at identifying measuring and evaluating the 

safety of the student. At this stage of the communication the participants via mentors were 

instructed on appropriate and inappropriate subject matter and behaviour towards members of the 

group. In seeking permission for these participants to be engaged in the program, detailed 

permission letters were sent to parents, guardians and school principals. These communications 

were determined by creating a safe environment without dictating subject areas. It was important 

to allow an imaginative flow in the work done but there was an agreed standard regarding subject 
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matter drawn on, and relationships between participants. There were no contentious events during 

the program that indicated anyone felt unsafe when creating their work, when being evaluated and 

when the results were measured. Readings by experts in the field such as van Rooij (van Rooij, 

Williams & Zirkle, 2016) who notes the importance of ‘student prepared-ness for online learning’ 

and Norris and Saudelli (Norris, 2018 #124), who present discourse about ‘the process required’; 

and the importance of ‘negotiation and collaborative skills’ informed my approach. 

 

          While a single case study may only provide a limited basis for assessing the experiences of 

its participants and the value of such a study for those wishing to explore this area and mode of 

teaching and learning, this study would suggest that as an online collaborative, extra-curricular 

program, the student perspectives of their experiences and the CGG program, were, in the main, 

positive. The outcomes of this study also suggest that those seeking to explore such an approach 

to teaching and learning will more than likely face a range of challenges in attempting to 

successfully deploy this mode of pedagogy. While this investigation would suggest that it is not 

feasible to use this model of assessment for analysing the many variables and complexities that 

constitute the burgeoning field of online collaborative education, that in itself is an important 

research finding. Furthermore, a positive outcome of this feasibility study for future investigations 

is the clearly robust tool of the Community of Inquiry model.  

 

However, the outcomes of this study, as reflected specifically by the positive perspectives 

of its participants, suggest those willing to explore such an extra-curricular, arts based, 

collaborative, online, global program will find it an educationally and personally rewarding 

experience. While an area of pedagogy and communication still in its infancy, working in online 
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global classes beckon those seeking to find new ways for students to create, share, collaborate and 

grow locally and globally. This study salutes and encourages those who may seek to take such a 

path and wishes them a positive and challenging learning journey. 

 

 

6.2  Recommendations 

6.2.1  Considering an Online Model 

          In considering an online, collaborative, extra-curricular model, school communities might 

begin the process through the exploration of criteria as identified in the table below. Having 

identified other possible global educational providers and partners, further shared discourse could 

be investigated with the objective of developing an agreed upon objectives, area of focus, syllabus 

and outcomes. 

 

6.2.2  Comics Go Global as an extracurricular activity running alongside a mainstream 

pedagogical offering: strategic options  

          The outcomes identified in area of ‘Social Presence’, at the four and eight week junctures of 

the CoI 34 question student survey, were identified by participants, in the main, as positive. 

Additional supportive positive evidence can also be identified in the form of supportive participant 

communication and the ongoing high degree of collaborative support in evidence between 

participants. In implementing Comics Go Global or applying its format as a type of template, 

participants may choose to explore online collaborative activities such as Ecology, Journalism or 

The Kitchen Goes Global. Such iterations may follow a set curriculum, navigating between 

synchronous and asynchronous password protected and mentor supported learning environments. 
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While the CGG classroom dynamics can be deemed, using objective measures, as a positive 

experience, recommendations to possible adopters of this type of extracurricular activity are to be 

made against a background of a range of program challenges. 

 

          Since its inception the CGG program has sought to uphold and explore fair and equitable 

learning opportunities for all its participants. During the running of this recent iteration of the CGG 

program, the purpose of this research activity has been to place the participants in the centre of the 

learning environment. And as this class, over the eight weeks of its curriculum, has been without 

many of the restrictions that often define and govern a more traditional learning environment, 

opportunities for self-expression can be seen to have consistently emerged. 

 

6.2.3  Recommendations for further research 

The findings have important implications theoretically and practically, in terms of 

confirming the CoI framework by identifying the dynamics of each of the presences and their 

association with perceived learning and satisfaction (Akyol et al., 2009), their capacity to reflect 

positive student perceptions is consistently in evidence. Using the CoI framework to evaluate the 

CGG program, this study sought to address the central question, to what extent did CGG, a digitally 

assisted community of practice, suggest a perception positive outcomes for its student participants. 

In addressing this central question, the study also sought to explore the promise online 

collaborative learning may make for better meeting the needs of students and communities and 

how this promise might be delivered. And while the exploration of this question sought to 

understand how to better exploit emerging digital tools for earnest endeavours, such as improving 

student outcomes, connecting students globally and promoting student wellbeing, it did so in the 
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knowledge that, “rather than wielding technology to shape our world, we are instead unwittingly 

and fundamentally changed by it” (McLuhan, 1963, p. 1). Hitherto, this study, in serving to inform 

others on the promise of digital technology for improving student learning outcomes, wellbeing 

and global communication, did so with an adherence to a first not to harm ethos.  

 

For those considering running an online collaborative program comprised of junior or teen 

members, who are also considering using the CoI 34 questions survey, certain adjustments to the 

language used by the survey may help further enhance the surveys accuracy as a measurement 

tool. While such adjustments would be made by the given organiser, certain words and phrases 

used by the CoI survey, such as “timely fashion” (Q.13), “piqued my curiosity” (Q.24) and 

“fundamental concepts” (Q. 31) serve as examples for consideration. Given the potential impact 

of language choice for skewing feedback data, one may also consider cultural differences as well 

as age differences between cohort members when deciding on appropriate wording for the given 

survey.  While minor adjustments were made to meet the needs of the cohort, the surveys format 

was essentially maintained to preserve its validity as a tool for gathering and measuring data. 

 

6.2.4  Recommendations for practice 

           In terms of the CoI framework being applied as a guide to measure the degree to which a 

CGG student perceived the program as positive, the broader definition of the element of Teaching 

Presence might be extended to include the role played by parents/guardians. Their contribution 

and reach, while subtle, was constantly in evidence in the form of waking participants, fixing 

connections, and, I suspect, providing “off screen” support at those times when participant interest 

may have been waning. Those seeking to develop and run successful global online collaborative 



  

108 

 

extra-curricular programs with children and teenagers, that provide positive experiences for 

participants, are advised to note the interdependence that some students may have with the broader 

family and tap into that domain as a potential resource to the program and its participants. While 

the CGG model endeavoured to enable student self-efficacy, it also entitled parents/guardians to 

“fine tune” on the home front, accordingly. With the results of this study identifying the importance 

of role of Teaching Presence in designing, facilitating and directing (Garrison et al., 2010), the 

overlapping elements of Social and Cognitive Presence, the inclusion of the parent/guardian, as a 

potential member of the Teaching Presence element, is not only recommended in developing a 

broader definition of the element, but is also a way of broadening ones capacity to imagine and 

enable this “trigger element” and harnessing its potential as a resource for developing a positive 

and sustainable online collaborative teaching and learning environment and community.  

 

          In the domain of an extra-curricular program, organisers are often motivated by notions of 

increasing student engagement through the offering of constructive non-academic activities. 

However, schools wishing to further integrate the online collaborative aspects of the CGG program 

into their mainstream course offerings, may wish to factor in the time needed to develop curricular 

policies and the ideological infrastructure (Harris, 2013) required to underpin and ensure the 

success of such innovative extra-curricular programs. As an initiative offering a possible means to 

broaden a school’s mode of operation through connection with similar communities and learning 

environments from around the globe, this study recommends that the scale of such a program be 

explored in stages to ensure the establishment of full transparency, accountability and inclusion. 

In addition, this study also recommends this extra-curricular offering be peopled, at each stage of 

its growth, by representatives from the whole school community, including students, parents, 
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guardians and teachers from across year levels and faculties. Such judicious measures would be 

designed to ensure that the adoption, preparation and running of such an initiative raise all the 

boats in the global teaching and learning harbour.    

 

          For those considering the exploration of a CGG style program this study recommends the 

need for identifying not only equipment and materials that are necessary for a productive program, 

but also the ideological infrastructure required to underpin and ensure the success of such an 

initiative. While working to a set curriculum, CGG program participants were not measured or 

ranked in accordance to student learning outcomes and skills acquired, against assessment criteria. 

In these extra-curricular activity classes, group sharing and acknowledgement took the place of 

mentor valuation and ranking. The CGG program sought to encourage participants through the 

open and supportive exploration of a given area of investigation and collaboration. For those 

seeking to connect extra-curricular pupils globally, whether developing a syllabus entitled Acting 

Goes Global or Zoology Goes Global, the recommendation of this study is for participants to be 

supported to develop ideas, findings and possible products as part of a celebration and illustration 

of their individual and shared experiences rather than a point from which to judge, measure or 

attempt to validate student or program success.  

 

Recommendations from this paper may serve to inform those who wish to explore the 

online, collaborative, extracurricular environment as a pedagogical alternative. Digital 

technologies can be seen to have provided the means through which to break through that line that 

could be termed an “educational fourth wall”, a boundary that serves to compartmentalise learning 

into manageable spaces. However, with the concepts of distance and demarcation being reduced 
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through the application of digital tools, these technologies can be seen to provide the capacity for 

open space, where there is greater fluidity and connection between schools, classrooms, learners 

and teachers (Bayne, 2004).  

 

While many schools once operated successfully by offering mainstream face-to-face 

courses using objectivist, teacher-centred pedagogy, digital technologies have begun to enable 

learning opportunities that support constructivist, collaborative, student-centred pedagogy. 

Programs such as CGG, as an extra-curricular global classroom, can be seen to suggest a new form 

of teaching and learning, presenting a new social process that is beginning to act as a complete 

substitute for both distance learning and the traditional face-to-face class (2005). 

 

6.2.5  Recommendations for Using the CoI 34 Question Survey Instrument 

          It might be considered that using a questionnaire initially devised for tertiary students was a 

limitation given that participants were high school students. However, when examining the 

questions closely I deemed them appropriate for the age level I was dealing with and made minor 

language adjustments so that the original questionnaire was not compromised. There was not an 

occasion whereby a student indicated a difficulty with the meaning of the questions. It was not a 

complex questionnaire in it content though it was one that reflected on all significant aspects of 

the program in a complex way. 

 

          In terms of the weeks four and eight CoI survey results in this study producing a more 

accurate gauge of student perceptions of the CGG classes, an adjustment to the curriculum for 

weeks three and six could have provided an opportunity for a group discussion, where mentors 
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and participants could explore greater clarification of the wording of some of the questions from 

weeks four and eight. For example, in the case of question 31, where four participants noted a high 

level of “agree” and “strongly agree” responses and one participant  marked a “neutral” response 

for same question 31, a pre discussion in week three, followed up by a review of the survey 

questions wording in week six, may have .Given that question 31 resides in the Cognitive Presence 

section of the survey, an opportunity to seek greater clarification around the wording of the 

questions could be seen as further increasing the accuracy of the responses and the students 

capacity to better understand what the questions are asking. Such an exercise can be designed to 

further provide opportunities for group members to teach one another within the CGG extra-

curricular learning environment and allow group members to further develop leadership skills and 

developmental opportunities, as well as an increased sense of a shared community within the 

program (Darling et al., 2005). 

 

          The structure of a mainstream classroom (Avramidis, Bayliss, & Burden, 2000) is often 

planned in order to allow for a more controlled environment. Research on the effects of the 

physical characteristics of a classroom setting on student learning, even of an extra-curricular 

nature, has revealed that sitting in circle and semi-circle seating arrangements had more positive 

effects on students than classes with column seating arrangements and promoted a higher level of 

question-asking. (Marx, Fuhrer, & Hartig, 1999). In the case of defining the positive effects of a 

CGG online physical learning environment, even the identification of the environment is a 

challenge as it can be viewed as a plural and singular term. When described locally (bedroom, 

lounge room, café) it can be referred to as learning environment’s but as a collective global 

reference it becomes an environment. As a burgeoning area of teaching and learning a more 
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accurate term may emerge that precisely captures the conditions that surround these online 

participants. Beyond the naming convention that signifies the CGG type class, is an experience, 

best likened, not to a classroom environment but a maker space (Dougherty, 2012) dynamic, 

unpredictable, task based and in transition and also, unlike even most maker spaces, occurring at 

multiple times and destinations. 
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Appendices 

 

Appendix A: Comics Go Global 8 Week Syllabus 
 

Week One -Touching base (9 am in Australia and 7 pm in the U.S.) 

 

Tech: Working in Google Hangouts and opening NING (split screen option) as a point of 

reference  

 

Content 

• Students may choose to work alone or form collaborative groups (such groups may 

happen over the course of the 7 weeks…or not) 

• Group may wish to say something about themselves and /or their interest in comics or 

drawing or other hobbies 

• Students are encouraged to enter the NING over the week while reminding them that 

communication be supportive and respectful. Note that you will be overseeing the NING 

while enabling student-to-student communication and the uploading of work. 

 

Week Two 

 

Tech: Working in Google Hangouts and opening NING (split screen option) as a point of 

reference  

• Brief feedback opportunity for all participants to share thoughts 

 

Curriculum: Cover Designs 

• Explore through class discussion, common elements; image, title, colour, other details 

• Use NING week two curriculum as a reference point 

• Encourage students to work during the week on the NING with a focus on cover design 

• Encourage students to upload cover designs onto the NING or examples of designs they 

may wish to develop 

• Remind students that they may wish to work with others in developing cover design 

ideas 

 

Week Three 

 

Tech: Working in Google Hangouts and opening NING (split screen option) as a point of 

reference  

• Brief feedback opportunity for all participants to share thoughts 

 

Curriculum: Character Development 

• Students in Hangouts may identify/discuss characters that capture their 

attention/imagination 

• Deconstruct notions of what makes a comic book character…similarities and differences 
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*SEE WEEK SIX  

Stories and characters (line work; bodies, buildings, signs, text, backgrounds (may be 

developed at first in pencil and finished in a darker pen then filled in with colour pencils, 

paint or digital colour sprays 

 

 

 

Week Four 

 

Tech. Working in Google Hangouts and opening NING (split screen option) as a point of 

reference  

• Brief feedback opportunity for all participants to share thoughts 

 

Plot Development and Text 

• Open Question: What is a plot? Examples 

• Discussion on common story structure to be identified by students (and or prompted by 

mentors) 

• Endings discussion…”to be continued?” 

• How might text be used to develop your story? 

 

 

Week Five 

 

Tech. Working in Google Hangouts and opening NING (split screen option) as a point of 

reference  

• Brief feedback opportunity for all participants to share thoughts 

 

Sketches (may be pencil or in Paintbox or using other mediums of choice) 

• Keeping it simple 

• Thick or thin lines 

• What “look” are you trying to create and why (how does it relate to the story) 

 

 

Week Six 

 

Tech. Working in Google Hangouts and opening NING (split screen option) as a point of 

reference  

 

Getting Inked 

• Brief feedback opportunity for all participants to share thoughts 

• Stories and characters (line work; bodies, buildings, signs, text, backgrounds (may be 

developed at first in pencil and finished in a darker pen then filled in with colour pencils, 

paint or digital colour sprays 

 

 

Week Seven and Eight 

 

Tech. Working in Google Hangouts and opening NING (split screen option) as a point of 

reference  

• Brief feedback opportunity for all participants to share thoughts 
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Adding Colour and Words 

• While text may have already been included into student drawings. They may be now 

made darker and easier to read (wait until pen work has dried before using an eraser to 

remove the original pencil work) 

 

• Colour may be added to your drawings. Please remember (wait until pen work has dried 

before using an eraser to remove the original pencil work) 
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Appendix B: Semi-Structured Teacher/Mentor Interviews, administered at the end of 

week four and eight.  

Week 4                                    Name R (Australia)…………………………………………….. 

Response Sheet  

Please provide feedback on the following areas 

1. Before being a mentor for this round of CGG what experience have you had facilitating students 

discussions online? 

I work in online education where I regularly facilitate synchronous and asynchronous online 

student discssions.  

Work that was set -Cognitive presence 

2. How do you feel your experience in Comics Go Global might influence your work with young 

people online in future? 

I’ve already attempted to incorporate more live video group classes in my curriculum. I am 

helping to write a Year 7 and Year 8 online Drama course, and we are going to use a 

synchronous video space to experiment with acting.  

3. Do you think that students were engaged and or stimulated by the tasks thet were given? Please 

explain. 

They were engaged and had agency in their creative process and seemed to be proud of the work 

they were doing.  

4. CGG was designed as an inclusive environment. Do you think this goal was achieved? Explain 

your answer. 

Yes definitely. By not having rules and dictating what students had to do, it allowed them to 

enjoy the process and see it as fun.  They treated each other with respect and consideration too.  

What you did as mentors-Teaching presence 

5. How often did you go on and how would you describe your behaviour? 
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I went on almost every week (I think I missed two) and my behaviour was just as if I was talking 

to friends or family, very relaxed and supportive and curious.   

6. How different was the teacher/participant dynamic in the CGG environment compared to your 

face to face teaching experiences? Please explain your answer. 

It was less of an imparting of knowledge and more of an encouragment to explore. The tone of a 

small group was quite similar, but because of the fact that only one person can talk at once, it 

was less of a behavior management role.   

Community Reflection- Social Presence 

7. Would you say based upon your observations that students seemed connected to one another? 

Please explain your answer 

Somewhat. They seemed a bit reticent at times but very supportive of each other.  

8. Do you believe students were able to project their own presonality into the online classroom-

please explain. 

Yes, they all seemed relaxed and comfortable because of the non-presciptive approach, and they 

knew that they had the freedom to be themselves.  

9. What were any other interesting , perplexing or frustrating observations you would like to make 

about the project and your participation in it. 

I just thought it was a really great approach for a creative project as it allowed true creativity to 

emerge. I wonder how it would go for a collaborative project- I think it would be really good 

and it  might foster a stronger sense of community.  

10. Do you have any other final comments? 

Mentor Interviews week eight 

Mentor: Rachel Clark (Australian mentor) 

Mentor Response Sheet  

 

Please provide feedback on the following areas 
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1. Before being a mentor for this round of CGG, what experience have you had facilitating 

students' discussions online? 

I have considerable experience facilitating typed discussions online, both asynchronous and 

synchronous, in chat spaces and forums, but very little experience in live synchronous video 

spaces.   

2. How do you feel your experience in Comics Go Global might influence your work with young 

people online in future? 

I would definitely use it as a tool in online education, and have already suggested that we use 

Google Hangouts or something similar at DECV. There are huge advantages to being able to see 

and hear everyone, particularly for subjects like Drama (which I am teaching next year) which 

require students to use their physicality and require immediacy.  

3. CGG was designed as an inclusive environment. Do you think this goal was achieved? Explain 

your answer. 

Yes, it was inclusive. The first couple of times I tried to use it I experienced technical 

difficulties, which made it feel like it might be difficult. But because of the attitudes of Michael 

and Antoine, this did not make me feel excluded. For example, the first week circumstances 

meant that I was in a noisy café, so they suggested that I turn my volume off and listen and use 

the chat space to talk. I felt completely part of that session because they continued to address and 

include me even though I didn’t have an audible voice. Generally, the space felt very warm and 

inclusive and students were made to feel very welcome and valued. I overcame technical 

difficulties by discovering that my phone worked much better than my computer, and I didn’t 

have any problems after that. Despite the awkward timing of the classes, I still looked forward to 

seeing everyone and hearing about the students’ progress, because the classes had a relaxed, 

supportive, fun atmosphere.  

 

Work that was set -Cognitive presence 
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4. Do you think that students were engaged and or stimulated by the tasks that were given? Please 

explain. 

I think the students enjoyed the work they were doing. I think the classes supported them 

through any doubt or need for clarification. It was interesting how their stories reflected some 

part of themselves (even as a stranger this was obvious) and I think it was an interesting journey 

for them on a personal level.  

 

What you did as Mentors -Teaching Presence  

5. How often did you go on and how would you describe your behaviour? 

I attended all the classes except one or two and I went on the Ning maybe once every two weeks 

on average. In both the Ning and the classes I’d describe my behaviour as supportive, active 

listening, suggestive, warm and interested.  

 

6. Was the teacher/participant dynamic in the CGG environment compared to your face to face 

teaching experiences? Please explain your answer. 

It was very similar, except it felt much more balanced because we were all on the same level 

platform, (i.e., Teacher is not standing at the front of the class). I think the only difference was 

that there was a very intentional space allowed for the speaker to speak and the listeners to 

listen, so less group discussion (calling out of ideas etc.) and more active interest in the 

participants who were sharing.  
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Community Reflection- Social presence 

7. Would you say based upon your observations that students seemed connected to one another? 

Please explain your answer. 

I think they did as much as they would have been in a normal classroom, given that they didn’t 

know each other and also given that they were of different ages. I guess in a normal classroom 

they would have the opportunity to hang out after class, or break off into small groups or 

partners and chat and get to know each other more. But considering they only had class time, 

they did seem to get to know each other and each other’s work.  

8. Do you believe students were able to project their own personality into the online classroom? 

Please explain. 

I think a real indication of when people feel comfortable to project their personalities is through 

the use of humour. Antoine and Michael used humour, which helped to put the students at ease. I 

think Christina certainly felt comfortable being herself, and she was quite funny at times and 

wanted to use comedy in her comic. The others were less humorous but did share parts of 

themselves that they would only have shared if they were comfortable, particularly through the 

discussion of their work.   

9. What were any other interesting, perplexing or frustrating observations you would like to make 

about the project and your participation in it? 

I thought the best part of the mentoring/ learning happened when we showed examples of the 

styles of artists or thing that could have inspired students, it could have been cool to show some 

little videos on technique too. I wish I had been a bit better prepared with materials some weeks.  

10. Do you have any other final comments? 

I think the personality of the facilitator/s is crucial to the success of this learning environment, 

because people need to feel like they are welcome and it is going to be fun. Because of the 

nature of being in the class whilst sitting in your own space at home where you feel relaxed and 
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free to be you, it so important that you feel you can relax and be comfortable in the online space 

too. Therefore, it is really important that you’re made to feel like it will be fun and interesting, 

and it doesn’t matter if you’re still in your pyjamas. 

  

Mentor Response Sheet: Michael Bitz. week 4 

1. Before being a mentor for this round of CGG what experience have you had facilitating 

students’ discussions online? 

Working with college students and K-12 students in collaborating and communicating online. 

 

Work that was set – Cognitive presence 

1. How do you feel your experience in Comics Go Global might influence your work with young 

people online in future? 

It is inspirational to see the youth communicate in this way, and will certainly encourage me to 

work with young people online in the future. 

2. Do you think that students were engaged and or stimulated by the tasks that were given? Please 

explain. 

The students seemed very engaged with the project. They were willing to communicate and 

participate in the questions and activities that we presented to them. 

3. CGG was designed as an inclusive environment. Do you think this goal was achieved? Explain 

your answer. 

Yes, CGG was a very inclusive environment. The students were able to participate fully without 

fear of discrimination. 

 

What you did as Mentors-Teaching presence 

4. How often did you go on and how would you describe your behaviour? 

We held sessions once a week. I felt like I acted professionally and supportively. 
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5. How different was the teacher/participant dynamic in the CGG environment compared to your 

face to face teaching experiences? Please explain your answer. 

The experience was quite unique. We, the instructors, acted more like mentors than teachers as 

traditionally defined. 

 

Community Reflection- Social presence 

6. Would you say based upon your observations that students seemed connected to one another? 

Please explain your answer 

The students seemed well connected to each other. They were open about their ideas and 

perceptions. The students were willing to offer each other support and critical feedback. 

7. Do you believe students were able to project their own personality into the online classroom-

please explain. 

The students were willing and able to project their own personalities. They did this both through 

their online communications as well as the original comics that they designed. 

8. What were any other interesting, perplexing or frustrating observations you would like to make 

about the project and your participation in it. 

It was amazing how much the students were able to feel comfortable in this learning 

environment with any hesitations. 

9. Do you have any other final comments? 

      Not at this time. 

 

Mentor Response Sheet: Michael Bitz. week eight 

Please provide feedback on the following areas 

1. Before being a mentor for this round of CGG, what experience have you had facilitating 

students' discussions online? 
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I have participated as a facilitator for CGG since its inception. I also teach college courses online 

and as a hybrid model; I implement student discussions online as part of the course designs. 

2. How do you feel your experience in Comics Go Global might influence your work with young 

people online in future? 

I think it will continue to inspire me to find opportunities for young people to continue to 

collaborate online. Even with the technological difficulties we experienced (and have always 

experienced in this effort), I think we have demonstrated a very meaningful and innovative way 

for young people around the world to learn creatively and collaboratively. 

3. CGG was designed as an inclusive environment. Do you think this goal was achieved? Explain 

your answer. 

Yes, I believe this was achieved. We welcomed any participants into the program without pre-

screening them. We communicated with the parents to see if any of the participants had any 

special learning needs or required accommodations. We made sure that our communication with 

the students was welcoming and professional. Most importantly, we ensured that our live, 

synchronous sessions were free of any stigmas, dogmas, or opinions—we established a safe 

space for open communication and expression. 

 

Work that was set -Cognitive presence 

4. Do you think that students were engaged and or stimulated by the tasks that were given? Please 

explain. 

Yes, the students seemed to respond very well to the general concept of making comics, as well 

as the weekly tasks that we encouraged them to complete. They were engaged in the online 

discussions as made evident by their responses to questions and recommendations to each other. 

The students didn’t necessarily keep pace with the assigned tasks each week, but these tasks 

were still useful in guiding the online discussions. 

 



128  

128 

 

What you did as Mentors-Teaching presence 

5. How often did you go on and how would you describe your behaviour? 

I attended every session except one. I would describe my behaviour as supportive. I tried to be 

more of a mentor than a “teacher”.  

6. Was the teacher/participant dynamic in the CGG environment compared to your face to face 

teaching experiences? Please explain your answer. 

The dynamic is quite different. In my college classes the dynamic is more formal. Students 

reluctantly participate in discussions, and I usually only hear from a few of them. Online 

discussions are a bit better because we use a chat room, which seems to make students more 

comfortable. With CGG though, it seemed like the dynamic set by the teachers was less formal 

and more like the teachers were part of the discussion rather than overseers of the classroom. 

 

Community Reflection - Social presence 

7. Would you say based upon your observations that students seemed connected to one another? 

Please explain your answer. 

Yes, the students seemed connected to each other. They commented on each other’s work and 

provided quality feedback and ideas for furthering the artistic concepts. They didn’t seem shy or 

reluctant to participate. Also, students had options of how they wanted to participate, either 

through webcam-microphone-chat; microphone-chat only; or chat only. This helped students 

connect to each other on their own terms and based on their own interests and identities. 

8. Do you believe students were able to project their own personality into the online classroom? 

Please explain. 

Yes, the students were able to express personal identities in far more ways than the traditional 

classroom. In a traditional learning space, it is far more difficult for individuals to explore who 

they are and share what they learn about themselves with the larger group. In CGG every 
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individual has a voice and is encouraged to express it. This is in-part because of the small and 

personalized nature of the CGG learning space. 

9. What were any other interesting, perplexing or frustrating observations you would like to make 

about the project and your participation in it? 

There are a number of things that I find interesting about the project. First, it is very interesting 

that youths around the world would give their free time to a learning-based project not required 

by school, parents, or any other influence. They choose to make comics in their own time and 

give time every week to a communication session. This speaks to the power of creativity and 

communication. Second, it is interesting that even though the participating youths live in 

different parts of the world, the communications between them are focused on their creative 

ideas and pursuits, not on where they are from or cultural issues. I find this encouraging and 

refreshing, that young people can use the creative arts and technology to get right into the 

important work at hand. One frustrating element of the project is that the technology hasn’t 

improved in nearly a decade. The video and audio elements of Google Hangouts make it 

difficult for multiple people to communicate at the same time through video. The chat functions 

are useful in ameliorating this, but it is very confusing why it is possible to have two chats 

happening concurrently in Google Hangouts. Nevertheless, it is important to continue to push 

the envelopes of these kinds of technologies so that we can continue to support youths in the 21st 

century. 

10. Do you have any other final comments? 

I enjoyed the experience very much. I think there is much to be learned and shared about CGG 

with educational scholars and practitioners worldwide. 
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Appendix C 

Teacher, Social and Cognitive Presence Categories and Indicators 

The concept of teaching presence is constitutively defined as having three categories (Shea, Vickers, 

& Hayes, 2010): 

Design and organisation 

• Designing and organizing the learning experiences of the children 

• Planning and administering instruction as well as evaluating and certifying competence 

• Facilitator and co-creator of a social environment conducive to active and successful 

learning 

Facilitating discourse   

• Student-to-student discourse 

• Discourse must also be guided toward higher levels of learning through reflective 

participation (see cognitive presence) 

• Challenging assumptions and diagnosing misconceptions. 

• Facilitator and co-creator of a social environment conducive to active and successful 

learning 

• ‘Scaffold’ learning experiences by providing direct instruction 

Direct instruction 

• Provide constant direct instruction 

• Direction of cognitive and social processes 

• Direction of social processes 

• Personally, meaningful 

• Educationally worthwhile -learning outcomes 

Categories and Indicators of Social Presence 
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Affective Responses (originally “Emotional Expression”) 

• Expression of emotions 

• Use of Humour 

• Self-Disclosure 

 

Interactive Responses (originally “Open Communication”) 

• Continuing a Thread 

• Quoting from Other Messages 

• Referring explicitly to other messages 

• Asking questions 

• Complimenting, expressing appreciation 

• Expressing agreement 

 

Cohesive Responses (originally “Group Cohesion”) 

• Vocatives 

• Addresses or refers to the group using inclusive pronouns 

• Phatics/Salutations (Rourke, Anderson, Garrison, & Archer, 2007, p. 6) 

 

Categories and Indicators of Cognitive Presence 

Critical Thinking  

(Model) Practical Inquiry (grounded in experience – includes imagination and reflection leading 

back to experience and practice) 

Indicators  

• Ask and resolve questions  
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• Sense of puzzlement  

• Idea exploration 

• Triggering event  

• Integrate ideas 

Descriptors 

• Evocative 

• Inquisitive 

• Tentative 

• Committed 

Process 

• Creativity 

• Problem solving 

• Intuition 

• Insight 

Outcome (from an individual perspective, acquisition of deep and meaningful understanding+ 

content) 

• Specific critical inquiry abilities  

• Skills and dispositions-to be judged on each individual assignment (artefacts –final work 

and developmental works) 

To construct and confirm meaning of this element, transcripts analysis used Garrison’s definition for 

defining examples of cognitive presence (D R Garrison et al., 2001). 

• Evaluations  

• Accuracy 

• Significance 

• Logic 
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• Depth 

• Completeness 

• Adequacy) 
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Appendix D: Comics Go Global Program, Human Ethics Documentation 

 

Appendix E: Letter to the Parent/Guardian 
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Appendix F: Consent letter to parents/guardians 
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Appendix G: Letter to the principal

 



139  

139 

 

 



140  

140 

 

Appendix H: Letter to the teacher/mentor 
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Appendix I: Consent letter to teachers/mentors 
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