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ABSTRACT

INVESTIGATION OF COMMUNITY OF INQUIRY FRAMEWORK IN
REGARD TO SELF-REGULATION, METACOGNITION, AND
MOTIVATION

Kilis, Selcan
Ph.D., Department of Computer Education and Instructional Technology

Supervisor : Prof. Dr. Zahide Yildirim

June 2016, 359 pages

With the prevalence of online learning, studies have also increased gradually. A more
recent attempt is the development of Community of Inquiry framework developed by
Garrison, Anderson and Archer in 2000. It explains educational experience with the
intersection of three constructs: teaching presence, cognitive presence and social
presence with the emphasis on creating a community and developing critical thinking
skills by increasing collaboration to create effective online learning. Since it has not
been known completely especially in regard to cognitive presence because of being
developed more recently, it still requires further elaboration. Therefore, this mixed-
method study, specifically designed as an embedded study aims to investigate
community of inquiry framework and its three-presence by discovering the effects of
self-regulation, metacognition and motivation of students in online course context,
particularly focusing on cognitive presence. Both quantitative and qualitative data are
collected from the students enrolled in online courses in a well-known public
university in Ankara, Turkey. The primary data quantitative were collected from 1740
students selected based on convenience sampling and analyzed via both descriptive
and inferential statistics. Qualitative data were collected via online asynchronous

discussions from 162 students enrolled in a fully online associate degree program
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selected based on cluster sampling, and interview protocol via 24 students selected
based on purposive sampling. Findings indicated self-regulation was crucial factor and
suggested to add in the framework as a new presence named regulatory presence.
Motivation was also found essential for online learners to attain better learning
experience.

Keywords: Social presence, cognitive presence, teaching presence, community of

inquiry, self-regulation, metacognition, motivation
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SORGULAYICI OGRENME TOPLULUGU MODELININ OZ-
DUZENLEME, USTBILIS VE GUDULENME ACISINDAN INCELENMESI

Kilis, Selcan
Doktora, Bilgisayar ve Ogretim Teknolojileri Egitimi
Tez Yoneticisi : Prof. Dr. Zahide Yildirim

Haziran 2016, 359 sayfa

Cevrimici Ogrenmenin hizla yayillmasiyla bu alandaki c¢aligmalar da giderek
artmaktadir. Bu alana dair son gelismelerden biri ise 2000 yilinda Garrison, Anderson
ve Archer tarafindan gelistirilen Sorgulayici Ogrenme Toplulugu Modeli’dir. Bu
model, ¢evrimi¢i 6grenme deneyimini Sosyal bulunusluk, biligsel bulunusluk ve
ogretimsel bulunusluk olmak iizere 3 temel baslik altinda agiklamaktadir. Modelin
temel dayanagi, etkili bir cevrimigi 6grenme saglamak i¢in igbirligini artirarak elestirel
diistinme becerilerinin gelistirilmesini saglayacak bir 6grenme toplulugu olusturmaya
dayanmaktadir. Son yillarda gelistirildigi i¢in Ozellikle biligsel bulunuslukla ilgili
eksik yonleri olan bu modelle ilgili daha fazla arastirmaya ihtiya¢ duyulmaktadir ve
bilissel bulunusluk bileseninin daha iyi anlasilmasi gerekmektedir. Dolayisiyla, ig ice
karma yonteme gore tasarlanan bu ¢alismanin amaci ¢evrimigi 0grenme ortamlarinda
Ogrencilerin 0z-diizenleme, {istbilis ve giidiilenme seviyelerinin etkisini ortaya
cikararak sorgulayici 6grenme toplulugu modeli ve bilesenlerini incelemektir. Bu
¢alismada daha ¢ok bilissel bulunusluk iizerine odaklanilmistir. Nicel ve nitel veriler
Tiirkiye’nin Ankara ilinde bulunan taninmis bir devlet iiniversitesinde ¢evrimigi ders
alan Ggrencilerden toplanmustir. Asil veri kaynagi olan nicel veriler elverisli
orneklemeye gore secilmis 1740 6grenciden toplanmis ve betimleyici ve ¢ikarimsal

istatistikl yontemlerle analiz edilmistir. Nitel veriler, tamamen ¢evrimi¢i 6gretimle
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egitim yapilan ve kiimeleme Ornekleme yontemine gore secilen 162 Ogrenciden
cevrimici asenkron tartisma iletileri ve bu 6grenciler arasindan amacli 6rneklemeye
gore secilen 24 Ogrenci ile goriismeler yapilmistir. Bulgular, 6z-diizenleme
becerilerinin 6nemli rol oynadigimi gostermis ve modele diizenleyici bulunusluk
bileseni olarak eklenmesi Onerilmistir. Ayrica giidiilenmenin etkili bir 6grenme

deneyimi elde edebilmek i¢in ¢evrimici 6grenciler i¢in dnemli oldugu gorilmiistiir.

Anahtar Kelimeler: Sosyal bulunusluk, bilissel bulunusluk, 6gretimsel bulunusluk,

sorgulayict 6grenme toplulugu modeli, 6z-diizenleme, iistbilis, glidiilenme
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CHAPTER 1

INTRODUCTION

This chapter provides a general background of the study starting the value of
community building and inquiry in online learning environments. Moreover, the
purpose and significance of the study based on previous researches and related
literature are explained. The research questions that give rise to this study are also
presented. Finally, the definitions of key terms used in the whole study are provided

at the end of this chapter.

1.1 Introduction

The rapid rise in Internet access and technological innovations have brought a new
insight to the education. Distance education was started with the first attempts via e-
mail or printed materials, followed by television and radio. The investment has grown
and open universities has been established. With the technological innovations,
teleconferencing and radio broadcasting has benefitted in distance education. Hence,
distance education gained new forms including electronic learning, blended learning,
etc. Thanks to Internet and Web technologies, online education has been established.
Since it provides many advantages, the interest and demand for online enrollment has
accordingly accrued. However, providing an effective learning is still a problematic
issue. In 21% century, critical thinking skills, collaboration and social interaction have
gained importance. New research, theories, pedagogies, etc. have been administered
to have a better learning outcome and efficient learning. One remarkable development
in this regard is the development of a model Community of Inquiry for online learning.
The main focus of this model is to have an effective learning with increasing
collaboration, social interaction and critical thinking skills. It explains an educational
experience with the intersection of three constructs teaching presence, cognitive
presence and social presence. It has been studied too much up to date, but still there
are unknown and unexplained parts in the model and its elements. With this purpose,

Community of Inquiry framework and its three-presence are investigated from



different aspects including self-regulation, metacognition, motivation and other

potential factors throughout this study.

1.2 Background of the Study

Distance education is defined as “teaching and planned learning in which teaching
normally occurs in a different place than learning, requiring communication through
technologies as well as special institutional organization” (Moore & Kearsley; 2011,
p.2). It basically means that students and teachers are in different places for all or most
of the time during learning thanks to communication technologies. It evolved into
learning on the Web by the mid-1990s as correspondence courses and grew into
educational television during the 20" century (Perry & Pilati, 2011). Correspondence
is achieved with a number of tools that allow synchronous and asynchronous
communication and collaboration. It causes difficulty to develop a generic definition
since some authors use different terminologies and names according to the technology
used as a delivery tool for learning and teaching. Different terminologies used for the
concept are distance education, electronic learning (e-learning), distributed learning,
web-based learning, networked learning, tele-learning, virtual learning, etc.
(Anderson, 2008). However, they are different though some authors use
interchangeably. The difference among different terminologies is explained in second
chapter in detail. The scope of this study is online learning. Online learning is based
on distance education as a basis, but differs to some extent. Its focus is on content
delivery and independent learning. The nature of online learning is based on more

interaction.

Online learning has many promises both for the learners and teachers. According to
Cole (2000), it permits the participants to collapse time and space. That means it
overcomes travel and time constraints (Bach, Haynes & Lewis Smith, 2006; Giilbahar,
2012). Students can access to learning materials from anywhere at any time only
having with Internet access (Anderson, 2008). That means, it offers flexibility and
convenience in terms of time and space (Gtilbahar, 2012; Matthews, 1999). Moreover,
it enhances the capacity of educational system and improves the quality of existing
educational structures. As the authors stated, it also balances inequalities between age
groups. There are more benefits it offers and therefore, became a major element in

higher education in a short time. However; in order to take advantages of online



learning at higher levels, it must be done in a proper way such as designing
instructional materials properly, supporting learners adequately, etc. (Rosse, 2002).

Extensive use of online learning opens new directions for the research with the purpose
of enhancing the concept of online learning, taking more benefits, removing borders
or limitations, and solving difficulties that are faced by students and teachers. In the
literature, one of the most remarkable point in recent times regarding the online
learning is the model Community of Inquiry developed by Garrison, Anderson and
Archer in 2000. The main purpose of this model is to provide coherent perspective to
enhance the complex dynamics of collaborative online learning environments
(Garrison & Akyol, 2015). Historical development of the model is based on a
statement that online discussions have considerable potential to facilitate higher
learning (Garrison & Anderson, 2003). However, they are not necessarily effective at
supporting critical, creative, and complex thinking skills. In order to achieve higher
levels of learning in online environments, the perspectives of teaching and learning
beyond only sharing and comparing of opinions should be enhanced (Kanuka &
Garrison, 2004). Students should be provided with the opportunities not to just discuss
what they have learned and but also apply those knowledge into new ones. They learn
by reflecting what they already know, considering ideas from multiple perspectives,
and analyzing their experience with alternative interpretive frameworks (Wiske, Franz,
Breit; 2005). Also, collaborating with other learners enriches their capacity to develop
and apply ideas. From this point, based on collaboration together with social
interaction and critical thinking skills in an online community, Garrison, Anderson and

Archer developed the Community of Inquiry (Col) framework in 2000.

Col framework and in accordingly this research have grounded in John Dewey’s
progressive understanding of education and also collaborative and social-
constructivist orientations. According to this theoretical lens, learning stems from
learners' interaction in a socio-cultural context through a sense-making process and the
remarkable issue is the learning process rather than learning outcomes (Akyol &
Garrison, 2011; Kozan & Garrison, 2014; Swan, Garrison, Richardson, 2009). The
main objective is to understand and solve the complexities of online collaborative
learning environments so as to facilitate learning more by constituting a community
with an emphasis on the processes of instructional conversations that are likely to lead

to epistemic engagement (Shea & Bidjerano, 2009). Moreover, it articulates the
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behaviors and processes required to nurture knowledge construction through the
cultivation of various forms of ‘‘presence”. It also provides educators with a process
that can assist with ICT integration to support meaningful learning experiences and

permits to create global learning experiences (Redmon & Lock, 2006).

Col is simply a process model of online learning which views the online learning
experience as the intersection of three presences: social presence, teaching presence
and cognitive presence (Swan, Garrison, Richardson, 2009). The first construct social
presence is the mediating variable between teaching presence and cognitive presence
(Garrison, Cleveland-Innes, Fung; 2010). That means that it is a responsibility of
teaching presence and a condition for creating cognitive presence. The categories of
social presence are open communication, group cohesion and affective expression.
The research to date revealed that social presence enhances learning (Richardson &
Swan, 2003) by social interaction and for this reason, it is important to build an online
community of inquiry (Garrison, Anderson & Archer; 2000). However, social
presence still requires more research and important for improving cognitive presence
(Garrison & Arbaugh, 2007; Garrison, Cleveland-Innes, Fung, 2010; Ke, 2010;
Richardson, Swan; 2003; Shea & Bidjerano, 2009).

The second construct of Col framework cognitive presence reflects the learning and
inquiry process and operationalized in Practical Inquiry (Pl) Model as functionalized
in four phases; triggering event, exploration, integration and resolution (Garrison,
Anderson, Archer; 2000). According to Garrison and Anderson (2003), it is the central
to successful higher education. However, it is also the least known element in this
framework because of its nature and complexity. Since enhancing cognitive presence
requires higher levels of learning and critical thinking skills. This is because the focus
of cognitive presence is higher-order thinking skills (Garrison, Anderson, Archer;
2001). It is a developmental model and needs more elaboration (Garrison, Anderson,
Archer, 2010). Moreover, up to date, the maximum explained account of social
presence and teaching presence together to the cognitive presence was 69%
(Archibald, 2010; Shea & Bidjerano, 2009). Other contributing factors for remaining
parts to account cognitive presence are not known for now. For this reason, more
research is needed to know about other contributing factors that have an impact on
cognitive presence and also the ways to enhance cognitive presence which give rise to

this study.



The third construct of Col framework teaching presence includes design and
organization, facilitation discourse and direct instruction (Anderson, Rourke, Garrison
& Archer; 2001). It was found as a remarkable descriptor for the sense of community
and learning (Garrison & Arbaugh; 2007). Teaching presence was contended as
compulsory to transition from social presence to cognitive presence (Garrison &
Cleveland-Inness, 2005; Tran, 2011).

The other dimension that is investigated in this study is Self-Regulated Learning (SRL)
that has been emerged as a new important construct in education (Boekaerts, 1999). It
has been highly cited in the research focusing on community of inquiry framework. In
consequence, the theoretical lens of this study is also based on Zimmerman’s and
Schunk’s Self-Regulated Learning. SRL is defined by Zimmerman and Schunk (1989)
as the inclusion of self-generated thoughts, feelings, and actions that are systematically
oriented toward the attainment of learners’ own goals. This construct has been heavily
studied up to date. Although there are many studies about the effect of self-regulation
in the nature of online community of inquiry, there is still a need to explore that self-
regulation skills are necessary for effective online learning (Chmiliar, 2011; Pintrich,
1999) and effects on three constructs in Col framework together with the motivation
of learners. The effects of students’ self-regulation, metacognition and motivation
levels on three constructs of Col model are also investigated in this study. Their effect
have not been studied altogether neither on the Col framework overall not it’s three-
presence separately until to date. Furthermore, as possible, the remaining part -31%-
of cognitive presence that is still unknown is tried to explore. For this reason, it is
highly expected to make contribution to the literature that makes this study valuable
and perhaps open new directions for further research.

Another dimension is investigated in this study metacognition which is defined as “a
higher-order, executive process that monitors and coordinates other cognitive
processes engaged during learning, such as recall, rehearsal, or problem solving”
(Tobias & Everson, 2009, p.108). It is socially situated and an internal activity and
thus, an important aspect of higher and effective learning, especially for inquiry (Akyol
& Garrison, 2011). Critical thinking means thinking about thinking and metacognitive
than cognitive (Sharma & Hannafin, 2004). It is found inherently in the structure of
inquiry. Without practicing critical thinking in the form of metacognitive knowledge
and skills, it is really difficult to deal with an inquiry (White, Frederiksen, & Collins,
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2009). In the context of online learning community, metacognition is composed of
three interdependent dimensions: knowledge of cognition, monitoring of cognition,
and regulation of cognition (Akyol & Garrison, 2011). In the development of Col
framework, as the authors declared, metacognition is operationalized and assessed
within an online learning community. It is also found at the intersection of the
cognitive and teaching presence of Col model. Moreover, the research into
metacognition suggest that learners having with metacognitive awareness and ability
are more successful (Stewart, Cooper, & Moulding, 2007; Young & Fry; 2008). There
Is a discrepancy about enhancing or refining the Col framework with respect to
assessing metacognition. However, Akyol and Garrison (2011) concluded that rather
than enhancing or refining Col model, metacognition is congruent with the
assumptions and elements of Col model and they developed an instrument to measure
metacognition in online learning community more explicitly. Moreover, since Col
model put the emphasis on personal (reflective) and shared (collaborative), it is
consonant with the constructing and integrating of the personal and shared
metacognition (Akyol & Garrison, 2011; Garrison & Akyol, 2013; Garrison & Akyol,
2015). There is still a requirement for future research on metacognitive construct and
validate the metacognition instrument in different settings (Garrison & Akyol, 2015)

and that gives rise to this research.

Motivation is also examined in this study. Motivation is what moves people to act,
why people think and behave as they do (Graham & Weiner, 1996). It simply explores
all the aspects of an organism’s needs and the processes and structures that relate those
needs to behavior and concerned with the answer of why questions (Edward & Ryan,
1985). It was studied so much regarding the traditional, online classroom and virtual
learning environments. In a three-dimensional (3D) virtual learning environment,
motivational factors like giving feedback and positive reinforcement to the students
after completing the task during the learning made students more motivated and in
turns, enhances their cognitive presence (Reisoglu, 2014). However, it was not
examined in terms of the effect on three constructs of Col framework in an online
learning community in depth. There is only two research (Polat, 2013; Kim, 2015)
founding opposite results about its effect and therefore, its effect should be

investigated further regarding with Col framework and its three constructs.



Finally, since community of inquiry framework is a developmental model and still
requires further elaboration, in order to have a more complete understanding and

elaboration, other potential factors are also discovered in this study.

1.3 Problem Statement

There is an emerging rise in the research about the Col framework up to this date. The
most common finding is that three constructs of Col are interrelated and they affect
each other positively (Akyol, 2009; Polat, 2013). In terms of the constructs, teaching
presence encompasses the basis to create an online community of inquiry. It is
paramount to support social presence, which in turn fosters cognitive presence
(Archibald, 2010; Garrison, Cleveland-Innes, Fung, 2010; Shea & Bidjerano, 2009).
In order to transition from social presence to cognitive presence, teaching presence
must be available, either from the facilitator or the other students (Tran, 2011). It is
the most known element in Col model. Social presence was found indirectly related
with cognitive presence, but with having significant effect on it (Kozan & Richardson,
2014; Polat 2013; Rourk, Anderson & Garrison, 1999). It can be improved with
encouraging cognitive presence through social interaction. Finally, the third construct
cognitive presence which is the most challenging to study in the model is the least
known element in the framework (Akyol, 2009). The maximum explained variance of
cognitive presence by social presence and teaching presence together with some other
factors from the earlier studies was 69% (Archibald, 2010; Shea & Bidjerano, 2009)
and thus, there is still a need for more research. With this gap in the literature, this
study is focused on cognitive presence particularly, besides social presence and
teaching presence. On the other hand, self-regulation is a crucial factor to be successful
especially in online learning, even in traditional learning. There are some controversy
about the model related with self-regulation and metacognition. Some authors
suggested adding fourth construct named as learning presence to the model claiming
the lack of self-regulation in the Col model and requirement for its existence (Shea,
Hayes, Smith, Vickers, Bidjerano, Picket, et al., 2012). However, the original creators
of the model do not accept this argument and claimed that it is already found in the
core of model (Garrison & Akyol, 2013). Therefore, this issue should require more
research. Moreover, the effect of motivation on overall Col framework or on its three
components separately has been studied only in two studies and their results were in

the opposite from each other, and they suggested for further elaboration. In order to



fulfill this gap in the literature, this study is also investigate the effect of motivation on
Col and on its three constructs.

1.4 Purpose of the Study

The main purpose of this study is to investigate the perceptions of students toward
community of inquiry and its three-presence in the online course context to understand
in depth and to learn about the ways to enhance its three-presence more. The effect of
self-regulation, metacognition and motivation on the Col and its three presence are
examined to discover the ways to facilitate three-presence of students in the online
course context. Another main purpose of this study is to investigate cognitive presence
explicitly because of not completely clarified. Moreover, discovering the associations
and contributions of self-regulation, metacognition and motivation levels of students
on their perpcetions of three-presence of the Col framework to come up with useful
hints to improve their social presence, teaching presence and cognitive presence are
aimed in this study. The other aim is to validate and prove the metacognitive construct
in the structure of Col model with assessing students’ metacognition levels in the
online course context. Furthermore, other potential factors are tried to be revealed
regarding with both positive and negative effects on social presence, cognitive
presence and teaching presence of the students in the online course context as well as

receiving their suggestions.

1.5 Research Questions
With respect to the purpose of the study, the research questions that are investigated

throughout this study are in the followings.

1. What are the students’ perceived levels of Col, social presence, cognitive presence,
teaching presence, self-regulation, metacognition and motivation in the online
course context?

2. How do students’ perceived levels of self-regulation, metacognition, and
motivation levels in the online course context predict their perception in regard of

a. Col?
b. Social presence?

c. Cognitive presence?

o

Teaching presence?



3. What are the posting patterns of students’ teaching presence, social presence and
cognitive presence in the online course context?

4. What are the other potential factors that affect students’ social presence, teaching
presence and cognitive presence both positively and negatively in the online course
context?

5. What are the suggestions of students in terms of facilitating their social presence,

teaching presence and cognitive presence in the online course context?

1.6 Significance of the Study

Based on the fact that Col framework is still being a developmental model and has
incomplete parts especially in the sense of cognitive presence, it still requires
elaboration (Garrison, Anderson, Archer; 2010). In the sense of Col framework,
cognitive presence of students in online learning environments was explained up to
almost 69% including all the contributing factors with the research conducted till 2015
(Archibald, 2010; Shea & Bidjerano, 2009). Since this research seek to explain the
social presence, cognitive presence teaching presence in a more detailed way, it is
highly expected to make contribution to the related literature with discovering the
effect and contributions of self-regulation, metacognition and motivation as well as
other potential factors. It is also guide the instructors and designers about the ways for
how to enhance students’ social presence, cognitive presence, and teaching presence
in the online community during learning. It could also open new directions in this sense

for further research.

In addition, the impact of self-regulatory skills, metacognition levels and motivation
of the students on their social presence, cognitive presence and teaching presence are
examined in this study. There is a gwoing debate about the self-regulation in the scope
of Col framework. More recently, some authors claim it is lack in the model and should
be added to the model as a new construct. However, the developers of Col framework
do not agree with this argument. On the contrary, the lack of self-regulation is highly
addressed in more recent studies. In order to understand its effect on the Col and its
three-presence, such a study on a huge sample could provide useful directions and

might provide a consensus.

In regard to motivation, altough it has been over-increasingly studied in both formal

and online learning settings, the literature is so poor that there is only two studies



examining the influence of motivation in the scope of Col framework. The first study
contended with no significant effect (Polat, 2013) whereas the second study found
significant effect of motivation (Kim, 2015). It is clear that the effect of motivation
has not been agreed by researchers. For this reason, this study is expected to make
valuable contribution to the literature with discovering the effect of motivation
studying on a huge sample.

In terms of metacognition, 1t has been just started to be examined in the scope of Col
framework. More recently, the developers of Col model support proof for the existence
of metacoginiton at the intersection of cognitive presence and teaching presence and
developed a questionnaire for its easier measurement. However, there are some authors
that do not accept this claim. Moreover, the influence of metacognition on the Col and
its three-presence is not known in the studies up to date. For this reason, the effect of
metacognition is investigated in this study as the first time. also, with respect to the
discrepancy about Col model, like enhancing or refining the model or updating test
items or using instruments for metacognition, this research settle the conflict and

contribute the literature.

Based on the findings, some suggestions are offered for online instructors and
instructional designers. This research also provides a better understanding of three-
presence of the Col framework revealing the effect and contribution of motivation
which has not been studied except two-study founding opposite results. Therefore, this
study is highly worthwhile since one of the aims of this study is to explore the effect

of motivation of the students on three core elements of Col.

In addition, this study is conducted in a well-known public university in Ankara,
Turkey on a huge sample and therefore collects huge data and obtains more
generalizable results. It is the first study in Turkey that investigates both community
of inquiry framework and its three-presence, specifically focusing on cognitive
presence in a complete manner including students’ self-regulatory sKills,
metacognition, and motivation levels together with other potential factors. Finally,
since this study collects both quantitative and qualitative data in regard of research
questions that guide the study on a huge sample from diverse backgrounds and
perspectives, it is highly expected to provide more explanation, elaboration, support

and proof.
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1.7 Definitions of Terms
Online learning is a type of learning delivered by using asynchronous and
synchronous communication technologies. That means teaching and learning occurs

at different places via communication technologies.

Community is defined as “a way of talking about the social configurations in which
the enterprises are defined as worth pursuing and the participation is recognizable as

competence” (Wenger, 1999, p.5).

Social presence is the ability of learners to project themselves socially and
emotionally thereby representing themselves as “real people” in a community of

inquiry (Garrison, Anderson, & Archer; 2000).

Cognitive presence is the extent to which the participants in any particular
configuration of a community of inquiry are able to construct meaning through

sustained communication (Garrison, Anderson, & Archer; 2000).

Teaching presence is the design and managing learning sequences, providing subject
matter expertise, and facilitating active learning (Garrison, Anderson, & Archer;
2000).

Self-regulation is the composition of “self-generated thought, feelings and actions that
are planned and cyclically adapted to the attainment of personal goals” (Zimmerman,
2000, p.14). Zimmerman defined three phases of self-regulation; namely, forethought,
performance or volitional control and self-reflection. It is the interaction of personal,
behavioral and environmental triadic processes in the sense of social-cognitive theory
(Bandura, 1986).

Metacognition is defined by Flavell (1979) as “knowledge or beliefs about what
factors or variables act and interact in what ways to affect the course and outcome of
cognitive enterprises” (p.9) Although differentiation in the definition of
metacognition, the consensus is that metacognition is “knowledge of one’s knowledge,
processes, and cognitive and affective states; and the ability to consciously and
deliberately monitor and regulate one’s knowledge, processes and cognitive and
affective states” (Hacker, 1998, p.11). Basically, it is an essential cognitive ability to

acquire deep and meaningful learning (Garrison & Akyol, 2015).
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Critical thinking is “reflective and reasonable thinking that is focused on deciding
what to believe or do” (Ennis, 1985, p.45).

Motivation is a general construct including the entire directive and activating

functions that move one to an action (Bandura, 1991).
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CHAPTER 2

REVIEW OF RELATED LITERATURE

The theoretical lens of this study is composed of collaborative and socio-constructivist
theory, John Dewey’s work of progressive understanding of education specifically
emphasis on collaborative constructivism and practical inquiry, Community of Inquiry
Model of Garrison, Anderson and Archer, self-regulated learning of Zimmerman and
Schunk and also Pintrich’s work, and motivational basis based on Pintrich. In this
regard, this chapter provides a review of related literature on the theoretical basis, the
community of inquiry framework and three elements of the framework: social
presence, teaching presence and cognitive presence separately. Earlier research about
the community of inquiry framework, its three-presence, self-regulation,
metacognition and motivation in the online learning environments particularly in the
sense of community of inquiry framework are reviewed under each related section.
The recommended versions of the community of inquiry framework and also the

summary of the chapter are provided.

2.1 Introduction

Technology has enabled communication and linked with intentional collaboration
which is essential for learning and development (Harasim, 2012). Education has
gained a new perspective with the technological improvements and computer
networking and distance education has started in which learning occurs at a distance.
With a rapid development in technology and computer-mediated communication,
distance education is shaped in a new aspect online education to have better
educational experience from distance. It has been still continues to evolve and so the
trend toward online education is getting stronger (Cook & Grant-Davie, 2005). With
the more investment, more resources and content, enhancing technological
affordances, etc. are not solely adequate for effective learning. Besides, new theories
and pedagogies should be required when existed ones are not suitable for new trend in
online educational environments. There are some models developed only for online

learning contexts. They are online collaborative learning (OCL), online distance
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education (ODE) and online courseware (OC) as defined by Harasim (2012). In regard
of this study, a framework Community of Inquiry developed based on OCL and some
other elements crucial for effective learning in online learning contexts are
investigated. With this purpose, the evolvement of online learning beginning with
distance education to the model itself and its elements will be explained in continuing
parts benefitting from the earlier studies.

2.2 Underlying Theoretical Approaches

The theoretical approaches behind this study which investigates Community of Inquiry
framework includes John Dewey’s work of progressive understanding of education,
inquiry-based learning, constructivist and social-constructivist orientations, self-
regulated learning of Zimmerman and Schunk and also Pintrich’s work, and
motivational basis based on Pintrich’s work. The parts about self-regulation and
motivation are explained in related sections. In this part, the starting points that

initiates the Community of Inquiry (Col) are provided.

Constructivism has evolved from Piaget’s theory of cognitive development, followed
by Vygotsky’s sociocultural theory which emphasizes the social environment as a
facilitator of development and learning, discovery learning of Bruner (1961) which
allows learners to obtain knowledge for themselves through problem solving, and one
of the forms of discovery learning, namely inquiry based learning (Collins, 1977,
Collins, Stevens, 1983), and fed also some of self-regulation and motivation which are
also other main basis of this study and explained in detail based on Zimmerman and

Schunk’s work and also Pintrich work as well as Keller’s model.

In the constructivist orientation, knowledge is formed inside people, rather than the
outside. It highlihts the interaction of people and situations in the acquisition of
refinement of sknowledge and skills (Cobb, Bowers, 1999). Its main assumptions is
that learners are active and develop and construct meaning and knowledge for
themselves studying from multiple perspectives of the topic. The aim is also to
challenge the learners’ thinking and force them to rearrange their beliefs. Hence, it
highlights the reflective thinking which is one of the main basis of Col framework.
Instructors should structure situations for the learners to make them throughly active,
involved with content and social interaction rather than teaching as in traditional
methods of instruction (Schunk, 1995).
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Social constructivist models (e.g.Vygotsky) further emphasize the importance of
social interactions in acquisition of skills and knowledge. The important issue for
social-constructivists are social group learning and peer collaboration which are
another main basis of Col framework. In this way, learners experience higher self-
efficacy by observing each other (Schunk, 1995) which is the other main basis of this
study in accordance with self-regulation.

Inquiry-Based Learning (IBL) is particularly developed to teach learners how we
think. It was evolved from the early work of John Dewey (1916) and Jerome Bruner
(1960, 1961). It has been developed during the discovery learning initiates as a
response to traditional forms of instruction especially memorization. It is particularly
based on Socratic teaching method in which learners make reasoning, derive general
principles and rules, and apply them to the new situations (Collins, 1977; Collins,
Stevens, 1983). It addresses the development of thinking skills. Its theoretical

orientation is particularly based on constructivism.

In an inquiry-based learning setting, two main tasks are required in the preparation and
design of the course including determining goals and identifying a suitable problem
for inquiry. The important thing here is that the problem should be launched as a
discrepant event which means puzzling situations making students surprised, sparked
their curiosity, and motivate them to engage in inquiry (Arends, 2012). Therefore,
instructors are likely a coach, guider or faciliator. In fact, inquiry-based learning are
driven by the learners, and can operationalized in any age group of learners.

Learning outcomes in inquiry based teaching involves gaining knowledge about
inquiry focus, developing thinking and reasoning skills, developing metacognitive
skills, and also developing positive attitudes toward inquiry and appreciation for the

tentativeness of knowledge.

With the contribution of Lipman (1991) work which is based on Dewey’s progressive
understanding of education, inquiry was the initial point behind the Col framework.
Dewey declared inquiry is a social activity and goes to the essence of an educational
experience. Fedding from inquiry, collaboration and social-constructivist orientations,

community of inquiry was developed which is explained in detail under its related part.
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2.3 Distance Education

Distance education has changed on a large scale with the pervasive of information
communication technologies and tools. With the evolvements, different designations
like distance education, electronic learning (e-learning), distributed learning, web-
based learning, networked learning, tele-learning, virtual learning, etc. (Anderson,
2008) have arisen by different authors. Moore and Kearsley (2011) defines distance
education as “teaching and planned learning in which teaching normally occurs I a
different place from learning, requiring communication through technologies as well
as special organization” (p.2). According to Bates (2005), there are three kinds of
distance education. The first evolution is what is known as distance education in which
student interaction is lack and a single technology is used predominantly. This
generation was print-based correspondence education. Also education with television
and radio can fits with this generation. Second generation is characterized by multiple
media print and broadcasting. Examples of second generation are British Open
University, Anadolu Open University in Turkey, etc. Finally the third generation is
characterized by two-way communication media like video conferencing or Internet
and in particular World Wide Web (www). It is described by economies of scope
customized courses, low initial investment and quickly produced. It provides
enhancement of learner control and increase of thinking skills. This generation is
referred as online learning. Some authors use e-learning interchangeably with online
learning. In fact, online learning means specifically use of Internet and www while e-
learning includes any kind of telecommunications and computer-based learning. E-
learning has a wider scope than distance education (Bates, 2005). However, Moore
and Kearsley then revised the generations of DE and classified its history in five

generations (Figure 2.1).
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Figure 2.1 Five Generations of Distance Education (Moore & Kearsley; 2011, p.24)

The history of distance education is classified in five main groups which are generally
named based on the technology used in that period (See Figure 2.1). It begins with the
e-mail that is called correspondence or independent study by the universities. In the
early 1880s, online instruction was delivered via first distant teacher with the spread
of railway networks (Moore & Kearsley; 2011). It was the foundation of individualized
instruction at a distance. Then, a new technology radio has appeared in the early part
of twentieth century and started to be used for learning purposes. Educational
television was developed in 1934 and television broadcasts started to be used.
Broadcast radio and television compose the second generation of online learning. It
can be said that it is parallel with the first generation defined by Bates (2005). Third
generation is called open universities in which period a dramatically change occurred
in the nature of online learning in 1960s and 1970s. There were two big experiments
in this period: University of Wisconsin’s AIM Project and Great Britain’s Open
University that gives his name to this period because of leading to explosion of interest
in DE. It can be said parallel with the second generation defined by Bates (2005).
Fourth generation is the period in which interactive video-conferencing by audio,
video and computer was launched and used. This period brings the first real-time
interaction among learners and learners and instructors. The fifth and last period is the
use of Internet and Web. Computer- and Internet-based virtual classes have been
created and with this innovation, online learning has gained a new scope since it has
led to big worldwide explosion of interest to online learning together with new
organizational structures, collaborative constructivist learning methods and also the

aggregation of text, audio, video only on a single platform (Moore & Kearsley; 2011).
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The fourth and fifth generations are the same with the third generation defined by Bates
(2005).

In Turkey, distance education firstly launched in 7" December, 1960 in the form of
correspondence courses as trial (Ozdil, 1986). In 1991, Ministry of National Education
established correspondence school (Giilbahar, 2012). After this first attempt, these
innovations were organized to establish the first general management and distribute.
The official foundation of correspondence school and general directorate of technical
broadcasting were in 26" December, 1966. Based on 21% principle of 1961
constitution, Turkish Radio and Television Corporation was reorganized and
education with radio or television increased (Alkan, 1996; Isman, 2011). In a short
time, at higher education level, first Open University was launched within the body of
Anadolu University in 1982. Then, these initiatives were launched at a wider range
including elementary and high school level. In 1992, open education high school was
set up. Moreover, open elementary school was set up in 1998. With the rapid
development in technology, new technology and tools were used in open education
initiatives. Teleconferencing provided first dual communication whereas satellite
broadcasting provided interaction. In 21% century, the Internet and Web technologies
were benefitted to increase the quality of open education settings (Gtilbahar, 2012).
These developments increase the number of open-distance education institutions and
students, and accordingly they evolved over time including different kinds such as

electronic learning, blended learning, etc.

Electronic learning (e-learning) is defined as electronically mediated asynchronous
and synchronous communication for learning purposes (Garrison, 2011). It came into
use in the mid-1990s along with the developments in www and interest in
asynchronous discussion groups. E-learning encompasses blended learning and online
learning. Blended learning is the most prevalent form of e-learning in traditional HE
institutions. Online learning is a type of distance education, but has more interactive
nature (Garrison, 2011). Online learning integrates asynchronous online
communication with interaction that overcomes time and space constraints. With
entrench of new methods, much investment, new technology and tools, benefits that
offered to the learners and teachers; the interest and demand for online learning has

increased.
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2.4 Online Learning

Educational adaptation of computer networking is referred in 21" century as online
education or online learning (Harasim, 2012). It can be traced to the late 1970s and
early 1980s. It was developed by a few educational innovators such as professors in
post-secondary education, educators in training sectors etc. technological innovations
gave also rise to the development of online learning. All the factors that drive to online

learning are depicted in Figure 2.2.
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As seen from figure above, rapid technological innovations, wide access to technology,
Internet and tools, some changes in students’ lifestyle and as a consequence growth in
higher education and globalization warranted online learning. However, the nature of
online learning is poorly understood and has been saddled with a variety of
contradictory definitions in a way that any educational activity using Internet, just e-
mail or even simple posting of course materials or students’ grades are referred as
online learning (Harasim, 2012). Since online learning is not solely about distance
learning. The impact of online learning goes much wider (Bach, Haynes & Lewis
Smith, 2006). Therefore, identifying the nature of online learning by identifying
different and contradictory online learning models encompassed within the term is
fundamental. Within this purpose, the underlying theories or models for online
learning should be examined. It is presented in continuing parts of the chapter. The

evolution of online learning is outlined in Table 2.1.

Table 2.1 Phases in the Development of Online Learning (Bach, Haynes & Lewis
Smith, 2006, p.41)

Phase Aspects

Pioneer phase A few academics invest hugely in
experimenting with online learning, but
the majority is skeptical.

Community of practice phase Pioneers begin to cluster ad mutually
support each other; best practice is
identified and grows.

Standardization phase University managers recognize the best
practice and seek to implement it with
all academic staff.

As shown in table above, first some universities in the 1990s allowed their academic
staff to take initiative in developing ICT integration to the education and this period is
named as pioneer phase (Bach, Haynes & Lewis Smith, 2006). Then, academic staff
started to work individually or in small groups, but they found themselves isolated.
Next, they began to cluster and mutually support each other to have a best practice.
This period is called community of practice phase. And in the final stage, with the

increase of online students having good ICT skills, more demands, resources and
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content; best practices were succeeded. Also all staff tried to implement the best
practices in online learning. This final stage is called the standardization phase by
Bach, Haynes and Lewis Smith (2006).

When the nature of online learning is examined, there are many aspects included in
online learning (Figure 2.3).
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The enrollment in online learning has grown strikingly in a short time due to the
benefits offered both to the students and teachers (Giilbahar, 2012). Online learning
both produces new and dynamic approaches to the presentation of content, and also
offers new ways to interact and share the learning (Bach, Haynes & Lewis Smith,
2006). It provides flexibility and convenience in the sense of time and space
(Anderson, 2008; Cole, 2000; Matthews, 1999). Moreover, it enhances the chance to
continue education during full-time working. In addition, it allows the teachers to be
more purposeful in their teaching and giving more opportunities to the students to
interact with the learning materials (Perry & Pilati, 2011). Teachers can focus on
individual learning styles and issues (Muir, 2001). It also prevents visual or physical
handicaps. It gives a chance to create global classrooms with the access of great variety
of people and resources. Furthermore, it can be referred as more democratic than
traditional classrooms due to breaking down the barriers such as economic issues,
many personality roles like having a child and working in the same time, etc.
(Yiikseltiirk & Bulut, 2009).

As parallel to the phases in the development of online learning, Zawacki-Richter
(2009) made classification of research areas in distance education to organize the body
of knowledge in all types of distance education and contribute to the researchers
classifying main research areas to feed further research. He divided research areas into
three groups; namely macro level, meso level and micro level. Macro level includes
the access, equity and ethics, globalization of education and cross-cultural aspects,
distance teaching systems and institutions, theories and models, and also research
methods in distance education and knowledge transfer. Meso level incorporates
management and organization, costs and benefits, educational technology, innovation
and change, professional development and faculty support, learner support services,
and quality assurance. Finally, micro level includes the instructional design,
interaction and communication in learning communities, and learner characteristics
(Zawacki-Richter, 2009).

Based on the research in the nature of online learning, the most striking point is the
requirement of a change in the roles of instructors and students. Learners are required
to practice more autonomy, self-motivated and self-control in e-learning (Anderson,
2008; Perry & Pilati, 2011). Teachers should become more facilitator or guide in place

of directing instruction. Due to the nature of online learning environment; providing
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and sustaining motivation, satisfaction, social interaction, communication,
collaboration, and participation causes some difficulties for the instructors and for this
reason, instruction should be designed properly (Rosse, 2002). Moore (1989, 1990)
was one of the first authors focusing on interaction in the scope of online learning.
Other studies also concluded in similarly that interaction appears to be an important
factor for the students to build knowledge (Anderson & Garrison, 1997; Barbera, 2006;
Harasim, 1993; Haythornthwaite, 2002; Lowenthal, Dunlap, 2014; Pea & Gomez,
1992). The other issue is that collaboration and critical thinking skills in online
learning. Some studies concluded with the potential of online discussion with the
purpose of cultivating and developing learners’ critical thinking skills and
collaboration (Aviv, 2000; Hara, Bonk, & Angeli, 2000; Meyer, 2003; Thomas, 2002).
At that point, to capitalize the potential of online learning, a qualitative shift in the
nature of social interaction and collaboration would be considered. With this purpose,
Community of Inquiry Model has been manifested by Garrison, Anderson and Archer
(2000).

2.5 Models for Online Learning

Harasim (2012) defines three distinct models for online learning: online collaborative
learning (OCL), online distance education (ODE) and online courseware (OC). All
three models use Internet and Web for the education; however their methods,
pedagogy and technologies are different. OCL puts emphasis on student discourse and
collaboration, and a significant instructor role. It is based on peer discourse and puts
emphasis on conceptual understanding and knowledge products. ODE is particularly
based on traditional correspondence models. It is then replaced cheaper and faster e-
mails delivery of course materials and instructor feedback. It follows a correspondence
model of course delivery, self-study and individual communication and interaction
with the instructor. Then, many institutions shifted from ODE to OCL. Finally OC that
is known also online computer-based training depends on individualized learning with
courseware-prepackaged content- without instructor or peer interaction and based on

cognitive learning theory.
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Table 2.2 Three Types of Online Learning (Harasim, 2012, p.89)

Online Collaborative

Learning

Online Distance

Education

Online Courseware

Online discourse
Group learning
Instructor-led
Asynchronous
Place-independent
Text-based

Internet-mediated

discourse

Online delivery
Individualized learning
Tutor support
Asynchronous
Place-independent
Text-based

Internet-mediated

delivery

Online presentation
Individualized learning
Computer assessment
Asynchronous
Place-independent
Multimedia

Internet-mediated

presentation

OCL theory provides a model of learning in which students are encouraged to work
together to build knowledge and explore new innovative ways by being activated and
engaged in learning process. OCL encompasses self-regulation, individualized
learning, collaboration, discourse and knowledge building which have gained more
importance in this century. For this reason, the theoretical lens of this study is
particularly based on OCL. Within this regard and focusing on collaborative
constructivism, Garrison Anderson, and Archer developed a framework Community of

Inquiry for online learning in 2000. It is explained in detail in the following.

2.6 Community of Inquiry

Community is defined by Wenger (1999) as “a way of talking about the social
configurations in which the enterprises are defined as worth pursuing and the
participation is recognizable as competence” (p.5). Creating a community is so
important that it creates the social fabric of learning and learning includes a matter of
belonging and intellectual process. A strong community enhances the interactions and
relationships based on mutual respect and trust, increment a willingness to share,
encourages collaboration, etc. (Wenger, McDermott & Snyder; 2002). Concisely, as
the authors declared community is critical to an effective knowledge structure. From

that point together with the inquiry and online collaborative learning, Garrison,
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Anderson, and Archer in 2000 developed Community of Inquiry (Col) framework. Col
is a process model of online learning (Swan, Garrison, Richardson, 2009). The name
of community of inquiry was borrowed from Lipman (1991) of that work was also
based on John Dewey’s work of progressive understanding of education. Dewey stated
inquiry is a social activity and goes to the essence of an educational experience. It has
been emerged in the specific context of computer conferencing in higher education
and capitalizes on the ease and abundance of interaction with media like computer
conferencing (Rourke, Anderson, Garrison, & Archer, 2007). It is a generic model and
conceptually grounded in teaching and learning theories in higher education,
specifically collaborative and social-constructivist orientations that are theoretical lens
of this study. It has been generated firstly for online discussion platforms, however;
with the developments of synchronous and asynchronous technologies, started to be
used in online, blended and three dimensional (3D) virtual learning environments
(Bulu, 2012; Reisoglu, 2014). Moreover, with the movement in online learning, a shift
from behavioristic to constructivist side (Tolu & Evans, 2012). At that point, Col has
gained importance. Since the framework originated from John Dewey’s work and is
consistent with constructivist approaches to learning in higher education (Garrison,
Anderson, & Archer, 2010). The underpinning of this framework is effective learning
occur within a community and the interaction of three core elements to facilitate higher
learning. In an educational experience, three core elements of this framework are (Fig.
2.4) — social, teaching and cognitive presence — as well as categories and indicators to
define each presence and to guide the coding of transcripts (Table 2.3).

27



Community of Inquiry

Supporting
Discourse

COGNITIVE
PRESENCE

SOCIAL
PRESENCE

EDUCATIONAL
EXPERIENCE

Selecting

Setting
Content

Climate

TEACHING PRESENCE
(Structure/Process)

Communication Medium

Figure 2.4 Community of Inquiry Framework (Garrison, Anderson, Archer, 2000,
p.88)

As shown in Figure 2.4, of three components of Col framework, the first component
in the model is social presence. Garrison, Anderson, & Archer (2000) define social
presence as the ability of learners to project themselves socially and emotionally in a
community of inquiry. The function of this element is to support the cognitive and
affective objectives of learning. The second component is cognitive presence, which
defined as “the extent to which the participants in any particular configuration of a
community of inquiry are able to construct meaning through sustained
communication” (p.89). The third component is teaching presence, which includes
designing and managing learning sequences, providing subject matter expertise, and

facilitating active learning.
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Table 2.3 Community of Inquiry Elements, Categories and Indicators (Garrison &
Arbaugh, 2007, p.159)

ELEMENTS CATEGORIES INDICATORS (examples only
Social presence Open Communication Risk-free expression
Group Cohesion Encourage collaboration
Affective Expression Emoticons
Cognitive presence Triggering Event Sense of puzzlement
Exploration Information exchange
Integration Connecting ideas
Resolution Apply new ideas

Teaching presence Design & Organization  Setting curriculum & methods
Facilitating Discourse Sharing personal meaning

Direct Instruction Focusing discussion

As seen from table above, the categories of social presence are open communication,
group cohesion and affective expression. Cognitive presence incorporates triggering
event, exploration, integration and resolution. The categories of teaching presence
includes design and organization, facilitation discourse and direct instruction. Sample
indicators are also also presented in table above. All of them are explained in detail
below. Other than these points, the research about community of inquiry framework

are summarized.

In terms of earlier studies focusing on the Col framework, they have focused generally
on the functionality of Col framework, three core elements, their relationship and
effects on each other. The most common finding is that three core elements of Col are
interrelated and they effect each other positively (Polat, 2013; Akyol, 2009). However,
there are conflicting results to some extent and also remaining parts that are unknown
and unidentified in these three presences, especially in cognitive presence, and their

relationship and effect on each other.

In terms of overall Col framework, since it is referred as a developmental model,
studies have continued to explore and examine. The model is found as parsimonious

in online collaborative learning community in many studies. However, there is a
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controversy regarding with the updating and refining the model by adding the fourth
construct called as learner presence. Shea, Hayes, Smith, Vickers, Bidjerano, Picket,
et al. (2012) in their study questioned whether Col model explains the effective
learning behavior or not and they ended up with a proposal of a new construct, learner
presence to reflect self-regulation behaviors to add in the model. However, Garrison
and Akyol (2013) argued against this suggestion in that the rationale behind the
creating a new construct that do not explicitly recognize the importance of co-
regulation or reflect the collaborative nature of an online learning community is really
difficult. Since the concept of self-regulation and co-regulation are already inherent in
the original conceptualization of Col framework and at the intersection of three
constructs. Moreover, this suggestion violates the fundamental assumptions of the
model (Akyol & Garrison, 2013). In the sense of Col model, learners are not isolated
and not totally responsible for their learning. Thus, there is a need for moving beyond
self-regulation behaviors in a socially shared online learning community. It can be
accomplished via put the emphasis on the dynamic relationship of self and co-
regulation of learning concurrently which refers to the metacognition. However, it has
not been studied up to date and needs to be investigated in the nature of community of
inquiry framework. The authors also proposed to further elaboration of the intersection
of three presences in order to have a better understanding of the dynamics of
metacognition in Col model. From this point, the original of Col model is used in this
study since there is still a need for more elaboration of the model and intersection of
three constructs. This study is worth of notify discovering the effect of self-regulation,
metacognition and motivation as well as other potential factors having both positive
and negative effects. In the continuing part, three-presence of Col framework and

related research are presented respectively.

2.6.1 Social Presence

The construct of social presence can be traced back to Mehrabian’s (1969) concept of
immediacy. He defined immediacy as “those communication behaviors that enhance
closeness to and nonverbal interaction with another” (p. 203). He stated that nonverbal
cues such as facial expressions, body movements, and eye contact increase the sensory
stimulation and in turn cause more intense, affective and immediate interactions. His
work was followed up the research about a variety of media including facsimile

machines, voice mail, and audio-teleconferencing in organizational settings. As
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Mehrabian reported, Short, Williams, and Christie (1976) also postulated that these
media were inadequate to transmit nonverbal cues and so would have a negative effect
on interpersonal communication. Then, they first introduced and defined the term
social presence as “the salience of the other in a mediated communication and the

consequent salience of their interpersonal interactions” (p. 65).

Social presence in online learning has been described as the ability of learners to
project themselves socially and emotionally (Garrison, & Arbaugh, 2007,
Gunawardena & Zittle, 1997; Short, Williams & Christie, 1976). The role of this
element is to support the cognitive and affective objectives of learning. It contributes
to cognitive objectives through its ability to instigate, sustain, and support critical
thinking in a community of learners. It contributes to affective objectives by making
the group interactions appealing, engaging, and thus intrinsically rewarding, leading
to an increase in academic, social, and institutional integration and resulting in

increased persistence and course completion (Tinto, 1987).

There categories of social presence defined by Garrison, Anderson, & Archer (2000)
are open communication, group cohesion and affective expression. The indicators of
three categories of social presence as provided by Rourke, Anderson, Garrison, and
Archer (2001) are as follows:

Category 1. Affective responses

v" Expression of emotions
v Use of humor

v' Self-disclosure
Category 2: Open communication

Continuing a thread

Quoting from other’s messages

Referring explicitly to each other’s messages
Asking questions

Complimenting/expressing appreciation

NN N N N RN

Expressing agreement
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Category 3: Cohesive responses

v" Vocatives
v' Referring to group using inclusive pronouns (e.g. we, you, us)

v" Phatics/salutations

Based on the literature, earlier studies contended that in order to establish a community
of inquiry, social presence was essential that some form of SP would be developed
(Garrison, Anderson, & Archer, 2000). Since social presence has an impact on learning
due to the social interaction (Tu & Mclsaac, 2002; Richardson & Swan, 2003; Swan
&Shih, 2005). Akyol (2009) maintained that social presence is a predictor for the
perceptions of cognitive presence. Moreover, SP can be developed in online learning
settings with the help of different elements of medium and a better course design. She
found also using collaborative activities, more discussion, and final projects and
creating a comfortable and easy social climate increment social presence of students.
Polat (2013) claimed that that social presence effects cognitive presence indirectly.
According to Kozan and Richardson (2014), social presence has significantly related
with cognitive presence. Similarly, Rourk, Anderson and Garrison (1999) ended up
with a study that SP supports CP through its ability to instigate, sustain, and support
critical thinking in a community of online learners. Social presence can be enhanced
via encouraging cognitive presence through social interaction. Also, the efforts to
facilitate cognitive presence also increment social presence to a certain degree.
Overall, the most common results from the earlier studies is that social presence
significantly and positively contributed to cognitive presence and therefore, important
for the cognitive presence. (Garrison, Cleveland-Innes, Fung, 2010; Ke, 2010; Shea &
Bidjerano, 2009). Due to the being central to Col, it requires more attention to establish
and maintain in the nature of online learning communities (Garrison & Arbaugh,
2007). Teaching presence was found significantly correlated with social presence
(Arbaugh, 2007; Akyol, 2009; Garrison & Arbaugh, 2007; Garrison & Cleveland-
Innes, 2005; Garrison, Cleveland-Innes et al., 2010; Kozan & Richardson, 2014;
Rourk, Anderson & Garrison, 1999; Shea & Bidjerano, 2009).

Considering self-regulation, prior studies noted its importance for any of three
presences of the Col. Shea and Bidjerano (2010) declared that self-regulation was an

important mediator of the links among three-presence of the Col framework. Bagdogan
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investigated the effect of self-regulation based on its six-factor and concluded with
only two sub-factor goal setting and self-evaluation having significant association
with the SP. The trend in recent work is about learning presence addressing learners’
self-regulation. However, the claim was based on the community of inquiry overall,
rather than solely any of three-presence. So, the literature is limited in this sense. The
other factor, one of the focus of this study is metacognition was only proven its
existence and its effect on social presence has not studied up to date. Therefore, this is
the first study that reveals the effect of metacognition on social presence as well as the
overall Col and other two presences. Finally, considering motivation, Polat (2013)
concluded with no significant relationship whereas Kim (2015) revealed significant

relationship between social presence and motivation.

In summary, further research is required to have a complete understanding of social
presence and discover the potential ways to enhance it. Moreover, other potential
factors are revealed in this study for more elaboration of social presence and a more
complete understanding. For this reason, this study collecting both quantitative and
quantitative data from a huge sample is paramount to feed the literature discovering
the effect metacognition, self-regulation and motivation besides other potential factors

effecting social presence both positively and negatively and offering suggestions.

2.6.2 Cognitive Presence

Cognitive presence was defined by Garrison, Anderson, & Archer (2001) as the extent
to which the participants in any particular configuration of a community of inquiry are
able to construct meaning through sustained communication, reflection and discourse.
It is simply a reflection of a collaborative educational experience. Dewey believed that
“Inquiry was a social activity and went to the essence of an educational experience”
(as cited in Garrison, Anderson, Archer; 2010, p.6). From this point of view, the
perspective of cognitive presence in Col framework was derived particularly from

Dewey’s work on reflective thought.

This construct is, though defined in Col framework, grounded particularly in critical-
thinking and functionalized on a parsimonious model named as practical inquiry model
in which four-phases of inquiry are operationalized by Garrison, Anderson and Archer
(2000). Practical inquiry encompasses by the deliberation—action and perception—

conception dimensions at structural level. That means it is “the iterative process of
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reflection and discourse and analysis (insight) and synthesis (understanding) as
learners work their way through the phases of inquiry” (Akyol & Garrison, 2011a,
p.186).

Practical inquiry model (Figure 2.5) resulted in a four-phase process, namely;
triggering event, exploration, integration and resolution (Garrison, Anderson, and
Archer; 2000). The first process is a triggering event, where some issue or problem is
identified for further inquiry. In the second process exploration, students explore the
issue both individually and corporately through critical reflection and discourse. The
third process integration refers to the construction of the meaning from the ideas
developed during the exploration phase. Garrison et al. (2001) also proposed that the
integration phase typically requires enhanced teaching presence to probe and diagnose
ideas so that learners will move to higher level thinking in developing their ideas. The
fourth process is the resolution in which phase students apply the newly gained
knowledge to the educational contexts or workplace settings (Garrison & Arbaugh,
2007). With this inquiry process, learners construct meaning from a collaborative
educational experience (Akyol & Garrison, 2011a). In order to achieve this, they

should be aware cognitivitely and understand inquiry process.
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Figure 2.5 Practical Inquiry Model (Garrison, Anderson, and Archer; 2000, p.89)
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The descriptors-four phases- and indicators of cognitive presence, as provided in
Garrison, Anderson, and Archer (2000) are given in Table 2.4.

Table 2.4 Descriptors and Indicators of Cognitive Presence (Garrison, Anderson, and
Archer; 2000, p.89)

Phase Descriptor Indicator

Triggering Event Evocative (inductive) Recognize problem
Puzzle statement
Exploration Inquisitive (divergent) Divergence
Information exchange
Suggestions
Brainstorming
Intuitive leaps
Integration Tentative (convergent) Convergence
Synthesis
Solutions
Resolution Committed (deductive) Apply
Test
Defend

Table 2.4 presents the descriptors and indicators of four-category of cognitive
presence. Triggering event is as the starting phase and includes the recognizing the
problem, sense of puzzlement and environment facilitating curiosity, motivation and
problem-based approach. The second exploration is inquisitive and includes the
exploration of relevant information about the problem, information exchange,
collaborative exploration of content, brainstorming, suggestions for consideration, and
leaps to a conclusion. The third integration is tentative and includes the convergence
among community members, connecting ideas and synthesis, and sustained critical
reflection. The last category of cognitive presence is resolution including applying and
testing knowledge, vicarious applications of knowledge in real-life problems, and

defending solutions.

In summary, cognitive presence includes four categories namely, triggering event,

exploration, integration, and resolutions. It is referred by Garrison, Anderson and
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Archer (2010) as clearly a developmental model consistent with the Col framework
that defines the dynamics of a worthwhile educational experience and for this reason,
still requires more research and elaboration. In order to reveal this requirement,

examining earlier research would be better.

Considering the earlier studies about the cognitive presence, the most remarkable point
of those studies is that cognitive presence is likely the most challenging to study as
Akyol (2009) stated and develop in online courses among three components of Col
framework, since it is like a form of a cycle of practical inquiry in which learners move
deliberately from understanding the problem or issue through to exploration,
integration and application (Garrison & Arbaugh, 2007) and students had great
difficulty arriving at resolution phase (Garrison et al., 2001; McKlin, Harmon, Evans,
& Jones, 2002; Vaughan & Garrison, 2005). In this issue, Meyer (2003) suggested
instructors should be more directive in the assignments since integration and resolution
require much more time for reflection. Another study conducted by Celentin (2007)
contended that the reason why learners could not reach to the resolution phase is due
to the instructors’ role particularly. This result is also discovered in other studies
(Garrison et al., 2001; Luebeck & Bice, 2005). The other reason claimed by Archibald
(2010) is that many of the discussion postings demonstrated exploration and
integration; however few were considered to be at the level of resolution. The author
also suggested that students can reach to resolution dealing with a project, paper or
may be a research proposal. Moreover he/she concluded that time is crucial to reach
resolution since it requires both the development of critical thinking and application
of an idea or a solution. Archer (2010) also stated term papers can be beneficial to
achieve higher levels. Furthermore, the other issue, prior online learning experience as
an explanatory variable on cognitive presence is still conflicting among the researchers

and suggested to elaboration in further research.

With regard to elements of community of inquiry framework, earlier studied contended
that social presence had a positive and direct effect on cognitive presence and learning
(Akyol, 2009; Kozan & Richardson, 2014; Richardson & Swan, 2003; Rourk,
Anderson, Garrison, 1999; Lee, 2014; Swan & Shih, 2005; Tu & Mclsaac, 2002;
Wanstreet & Stein, 201). However, Polat found the opposite result claiming its effect
was indirect (2013). Teaching presence, is similarly found with its significant positive
effect on CP (Archibald, 2000; Garrison & Cleveland-Innes, 2005; Garrison,
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Cleveland-Innes, et al. 2010; Shea & Bidjerano, 2009). Overall, social presence
together with teaching presence have contributed significantly and positively to the
cognitive presence and thus, important to cognitive presence (Garrison & Arbaugh,
2007; Garrison & Cleveland-Innes, 2005). However, the maximum account of social
presence and teaching presence to the cognitive presence, from the earlier studies was
69% (Archibald, 2010; Shea & Bidjerano, 2009) and hence, there is still a need for
further research focusing on cognitive presence (Akyol, 2009). Taking into account
that CP is called by Garrison, Anderson and Archer (2010) as clearly a developmental
model consistent with the Col framework that defines the dynamics of a valuable

educational experience.

Self-regulation was cited as providing important links among three-presence by Shea
and Bidjerano (2010). In further elaboration, they concluded with a new dimension
named learning presence which includes learners’ self-regulation behaviors and
strategies (Shea, Hayes, Smith, Vickers, Bidjerano, Gozza-Cohen, Jian, Pickett, Wilde
& Tseng; 2013) which brings new debates to the field. In terms of the effect of self-
regulation on cognitive presence, Basdogan (2015) contended although two sub-
constructs of self-regulation specifically environment structuring and goal setting were
correlated with the CP and explained 30% of total variability; as a composite score, it
was not a significant predictor. Metacognition was only studied by Garrison and Akyol
(2013) in this sense, but their study was the first attempt. They proved the existence of
metacognition at the intersection of teaching and cognitive presence and developed
metacognition questionnaire for an easier measurement. Therefore, its existence and
effect should be studied. On the other side, in terms of motivation, two studies were
conducted, but they found opposite findings. The first study conducted by Polat (2013)
found no significant effect whilst Kim (2015) found vice versa. Therefore, the effect

of motivation on cognitive presence should be clearly revealed.

Taken together, further research is required to have a complete understanding of
cognitive presence and discover the potential ways to improve it. Moreover, other
potential factors are revealed in this study for more elaboration of cognitive presence
and to close a more complete understanding. For this reason, this mixed-method study
is paramount to feed the literature discovering the effect metacognition, self-regulation
and motivation with a huge sample as well as other potential factors effecting cognitive

presence both positively and negatively and offering suggestions.

37



2.6.3 Teaching Presence

The third component in the Col framework is teaching presence. It is defined as
designing and managing of learning sequence, facilitation of active learning, providing
subject matter expertise and direction of cognitive and social processes to realize the
learning outcomes as individually meaningful and educationally worthwhile
(Garrison, & Arbaugh, 2007; Garrison, Anderson, & Archer; 2000).

Anderson, Rourke, Garrison, and Archer (2001) conceptualized teaching presence in
three category; namely, instructional design and organization, facilitating discourse
(originally called “building understanding”) and direct instruction and also defines
their indicators that is used in measurement of these categories. Three categories and

their indicators of teaching presence provided by Anderson et al. (2001) as follows:
Category 1: Instructional Design and organization
v" Setting curriculum

Designing methods

v

v’ Establishing time parameters
v’ Utilizing medium effectively
v

Establishing the netiquette
Category 2: Facilitating discourse

Identifying areas of agreement/disagreement

Seeking to reach consensus/understanding

Encouraging, acknowledging, or reinforcing student contributions.
Setting climate for learning

Drawing in participants, prompting discussions

N N N N SN

Assess the efficacy of the process
Category 3: Direct Instruction

Present content/questions
Focus the discussion on specific issues
Summarize the discussions

Confirm understanding through assessment and explanatory feedback

NN NN

Diagnose misconceptions
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v" Inject knowledge from diverse sources, e.g., textbook, articles, internet,
personal experiences

v Responding to technical concerns

Research findings made a consensus about teaching presence that it is the most
conceptualized among three constructs of Col. TP is the foundation of creating an
online community of inquiry. It functions as a mediating and regulatory among three
core elements of Col (Akyol, 2009) and so of great importance (Kozan & Richardson,
2014). It is paramount to support social presence, which in turn fosters cognitive
presence (Archibald, 2010; Garrison, Cleveland-Innes, Fung, 2010; Shea & Bidjerano,
2009). Also, it must be available, either from the facilitator or the other students, to
transition from social to cognitive presence (Garrison & Cleveland-Inness, 2005; Tran,
2011). In addition, it is a significant predictor for the sense of community and learning
outcomes (Garrison & Arbaugh, 2007). Archibald (2011) found that strong and
statistically significant contributions of teaching presence to explaining cognitive
presence. There are similar results in many studies (Garrison & Cleveland-Innes, 2005;
Garrison, Cleveland-Innes, et al., 2010; Shea & Bidjerano, 2009). Based on the earlier
studies, teaching presence is the highly known element of Col framework. However,
how it can be improved, the effect of metacognition and motivation are not known up
to date. Therefore, this study is paramount in this sense to feed the literature
discovering the effect metacognition and motivation on a huge sample as well as other
potential factors effecting teaching presence both positively and negatively and

offering suggestions.

2.7 Self-regulation

In addition to collaborative and social-constructivist orientations, the theoretical lens
of this study is also oriented toward self-regulated learning of Zimmerman and
Schunk. English & English (1998) define self-regulation as lexical meaning is the
control of one’s efforts based on motives about his/her specified and subsequent goal
or ideal. They also called SRL as self-control or self-discipline. In the sense of learning
science, Zimmerman (2000) defines self-regulation as the composition of “self-
generated thoughts, feelings and actions that are planned and cyclically adapted to the
attainment of personal goals” (p.14). In general, educational and developmental
psychologies define it as various ways to monitor, control and regulate the learning
(Schunk & Zimmerman, 1994; Zimmerman, 1986; Zimmerman & Schunk, 1989).
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Therefore, self-regulation exists as an on-going activity and a process (Pintrich,
Wolters, Baxter; 2000). As parallel with this study focusing on cognitive dimension,
it is the interaction of personal, behavioral and environmental triadic processes from

the viewpoint of social cognitive theory (Bandura, 1986).

Self-regulated learners are defined by Zimmerman, (1989) as “metacognitively,
motivationally, and behaviorally active participants in their own learning process” (p.
329). They direct their own efforts and learning to acquire knowledge and skills
without depending on any member of instruction. In this context, self-regulated
learning is described by Pintrich (2000) as an active, constructive process in which
students set goals for their learning based on past experiences and contextual features
of the current environment. Learners monitor, regulate, and control their cognition,
motivation, and behavior as Rakes and Dunn stated (2010) and guided and constrained

by their own goals.

The cyclical structure of self-regulation, as depicted in Figure 2.6 encompasses three
cyclical stages; namely, forethought (before), performance or volitional control

(during), and self-reflection (after) phases (Zimmerman, 2000).

Performance or
' Volitional Control

<=

Self-Reflection

Figure 2.6 Cyclical Phases of Self-regulation (Self-regulated Learning: from

Teaching to Self-reflective Practice. (p.3), by D.H. Schunk and B. J. Zimmerman
(Eds.), 1998, New York: Guilford. Copyright 1998 by Guilford Press. Reprinted with
permission. In Schunk & Zimmerman, B. J. (2000). A Social Cognitive Perspective.

Handbook of self-regulation, 13, p.16)

Forethought phase includes task analysis and self-motivational beliefs. Performance

or volitional control includes self-control and self-observation. Lastly, self-reflection
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includes self-judgement and self-reaction. The details about cyclical self-regulatory
phases and sub-process, as defined by Zimmerman (2000) are presented in Table 2.5.
Table 2.5 Phase Structure and Sub-processes of Self-regulation (Zimmerman, 2000,
p.16)

Cyclical Self-regulatory Phases

Forethought Performance/volitional Self-reflection
control
Task analysis Self-control Self-judgment
v Goal setting v' Self-instruction v Self-evaluation
v' Imagery
v’ Strategic v" Attention focusing v' Causal attribution
planning v’ Task strategies
Self-motivational beliefs Self-observation Self-reaction
v Self-efficacy v’ Self-recording v Self-
v Outcome satisfaction/affect

expectations
v Intrinsic v Self- v' Adaptive-defensive
interest/value experimentation

v" Goal orientation

As can be seen in Table 2.5, forethought phase includes two main sub-process, namely,
task analysis including goal setting and strategic planning and self-motivational beliefs
including self-efficacy, outcome expectations, intrinsic interest or value and goal
orientation (Sandars & Cleary, 2011; Zimmerman, 2000). This stage is like a
preparatory phase and as Zimmerman argued (2000), underscores the proactive
essence of self-regulatory skills. Moreover, they provide the impetus to put forth the
necessary effort for the learners to engage in the self-regulation process (Sandars &
Cleary, 2011). Performance or volitional control encompasses two sub-process; the
first is self-control including self-instruction, imagery, attention focusing and task
strategies and the second is self-observation including self-recording and self-
experimentation. Finally, self-reflection contains two sub-process again, the first is
self-judgement including self-evaluation and causal attribution whilst the second is

self-reaction including self-satisfaction or affect and adaptive-defensive tasks. In this
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stage, learners self-evaluate whether they have attained their goals and try to identify

main factors providing succeed or causing or struggle.

Based on different statements about self-regulation from earlier studies, the most
remarkable point that has been agreed by the majority is learner’s use of various
cognitive and metacognitive strategies to control and regulate their learning (Pintrich,
1999). Self-regulation is a critical factor to be successful (Shea, Hayes, Smith, et al.,
2013) and to accomplish the desired goals since the nature of online learning
environment is characterized by autonomy and real instructors are absent (Artino &
Stephens, 2009; Barnard, Lan, To, Paton, & Lai, 2009; Dabbagh & Kitsantas, 2004,
Schunk & Zimmerman, 1998). Regarding with community of inquiry framework, from
the earlier studies, some researched focused on the investigation of self-regulation.
Shea and Bidjerano (2010) suggested that SRL represents an important mediator of the
links between TP, SP and CP. In a more recent study conducted by Shea and her
colleagues (2013) they proposed to add the fourth construct named as learning
presence (LP) to the Col framework referring to SRL of online learners in an
educational experience. However, recent studies continue to use the original

framework because the new propose by Shea and her colleagues requires more proof.

Another study conducted by Basdogan (2015) focused on the Col framework as a
predictor of self-regulated learning in an online certificate program. She investigated
SRL with its six subscales and found positive significant relationship between
subscales of SRL and three presences of Col, except one subscale of SRL environment
structuring. She also found that only the skills of goal setting and task strategies of
learners explain 33% variance of their Col composite score. About teaching presence,
she found 16% of variance in teaching presence is associated with the goal setting.
28% of the variance in their perceived social presence is explained by the combination
of goal setting and self-evaluation while 30% of the variance in cognitive presence is
associated with the combination of goal setting and environment structuring. Since she

examined subscales of SRL, it should be also studied as a composite score.

Overall, based on these statement and conflict, it can be inferred that SRL still requires
elaboration in the sense of Col framework due to being necessary and important
variable for online learning (Chmiliar, 2011; Pintrich, 1999). Moreover, the debate still

continues and more proof is required about whether the fourth construct called learning
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presence addressing learners’ self-regulation behaviors is added to the Col framework
or not. Furthermore and in essence, the effect of self-regulation should be investigated
on a huge sample from diverse background and perspectives for better understanding
and further elaboration. This study is promising to make contribution to the literature
and to have a better understanding besides learn about the ways of enhancing students’

perceptions of overall Col and its three-presence.

2.8 Metacognition

Metacognition is defined as “one’s knowledge or beliefs about three main factors
including own nature or the nature of another as a cognitive processor; a task, its
demands, and how those demands can be met under varying conditions; and strategies
for accomplishing the task” (Hacker, Dunlosky, Graesser, 1998, p.5). In essence,
defining metacognition is like a “fuzzy concept” because of its nature (Flavell, 1981,
p.37). However, it is basically a notion of thinking about one’s own thought or simply
“thinking about thinking, cognition of cognition” (Flavell, 1979, p.906). Thinking can
of “what one know”’s, “what one is currently doing”, and "what one’s current cognitive
or affective state is” (Hacker, Dunlosky, Graesser; 1998, p.3). Flavell’s work on
metacognition has introduced to many researchers by Jean Piaget that used
Developmental Psychology focusing on child and adolescent cognitive development.
The underlying constructs in metacognition including deliberate, planful, and goal-
directed thinking to one’s thought to accomplish cognitive task has been included in
detail in the conceptualization of formal operations of Piaget. Formal operations
addresses higher order thinking skills operationalized on lower order ones. After some
work, Flavell acknowledged the wide interest and promised of new area of cognitive
developmental inquiry which added significant contributions to the information-
processing paradigm. Then, Flavell produced his model of metacognition and
cognitive monitoring which addresses one’s ability to control various cognitive
enterprises occur through the actions and interactions among metacognitive
knowledge, metacognitive experiences, goals or tasks, and actions or strategies
(Flavell, 1979; Hacker, Dunlosky, Graesser, 1998). His work on metacognition has
been fed by Ryle (1949), Kluwe (1982), Brown (1978), Paris and Winograd (1990)

and some other researchers.

Within an online and/or virtual learning environments, a major challenge that faced by
the educators is the creation of a critical community of inquiry. Such a community
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requires experience and knowledge through critical analysis, questioning, challenging
and being reflective (Dewey 1993; Lipman 1991). At this point, Col framework is an
extremely valuable for higher-order learning, reflective discourse and critical thinking
skills. Critical thinking is defined by Ennis (1985) as a reflective and reasonable
thinking focused on deciding what to believe or do and includes creativity, problem
solving, intuition and insight (Garrison, Anderson, Archer, 2001). Moreover, as the
authors maintained that it encompasses both a process- the acquisition of deep and
meaningful understanding, content-specific critical inquiry abilities, skills, and
dispositions- and outcome- educational activities including complex and (only
indirectly) accessible cognitive process. Therefore, enhancing critical thinking skills
of students leads to difficulties for the educators, especially in online learning settings.
Col framework and then practical inquiry model initiate at this point since Col
grounded in critical-thinking and then functionalized on this parsimonious model
(Garrison, Anderson & Archer, 2000). Consequently, they are promising more at

enhancing critical thinking skills.

Critical thinking and inquiry is attributed on the awareness and ability for learners to
take responsibility and control to construct meaning and confirm knowledge. This
awareness and ability has labeled as metacognition by the developers of Col
framework (Akyol & Garrrison, 2011a). It’s time to disseminate its educational
potential, especially for the online learning settings.

Metacognition is found at the intersection of the cognitive and teaching presence
elements as the authors claimed (Garrison, Akyol, 2013). Although there are some
claims like that metacognition or self-regulation are not included in the model itself,
they proposed metacognition can be found by moving beyond self-regulation and co-
regulation that are already inherent in the structure of model (Garrison, Akyol, 2013).
They enhanced the categories of metacognition and developed a survey to examine the
metacognition better in e-learning community. Before this, they elaborate the
metacognition construct in the Col framework dividing into three-categories with
benefitting transcripts codes generated in online discussion postings (Table 2.6).
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Table 2.6 Metacognition Construct in the Community of Inquiry (Akyol & Garrison,

2011a, p.185)

Metacognition in a Community of Inquiry

Knowledge of
Cognition
(KC)
(Entering Knowledge

/Motivation)

Monitoring of
Cognition
(MC)
(Assessment /Task

Knowledge)

Regulation of Cognition

(RC)

(Planning /Strategies)

Pre-Task Reflection

- Knowledge of the
inquiry process

- Knowledge of critical
thinking and problem
solving

- Knowledge of factors
that influence inquiry
and thinking

- Knowledge of self as a
learner

- Entering motivational
state

- Knowledge of

Reflection on Action

- Declarative; judging
- Commenting on task,
problem or discussion
thread

- Asking questions for
confirmation of
understanding

- Commenting about
self’s and others’
understanding

- Making judgments
about validity of content

- Commenting on or

Reflection in Action

- Procedural; planning

- Setting goals

- Applying strategies

Providing/asking for
support

Challenging self or
others

Asking questions to
deepen thinking
Asking for
clarification
Request information

Self-questioning

discipline making judgments - Questioning progression,
- Knowledge of previous about the strategy success
experiences applied - Taking control of

- Expectancy of success - Asking questions motivation and effort

about progression or - Facilitating/directing
stalling inquiry
- Expressing emotions

during learning

- Assessing

motivational state and

effort required
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Three dimensions of metacognition, as seen in Table 2.6, knowledge of cognition,
monitoring of cognition, and regulation of cognition. Akyol and Garrison (2013)

defined three dimensions of metacognition as follows:

“1) knowledge of cognition (KC) as an entering metacognitive state that reflects knowledge

and motivation associated with the inquiry process;

2) monitoring of cognition (MC) as reflection on action and associated with assessing the
learning process (this includes assessing progression and effort with regard to goals and

expectations); and

3) regulation of cognition (RC) as the enactment and control of the learning process (reflection

in action) which requires employment of strategies to achieve meaningful learning outcomes”

(pp.85-86).

Knowledge of cognition (KC) simply refers to awareness of self as a learner in a broad
sense including entering knowledge and motivation associated with the inquiry
process, academic discipline, and expectancies (Akyol & Garrrison, 2011a).
Monitoring of cognition (MC) addresses the awareness and willingness to reflect upon
the learning process. Assessment of task, understanding progression and effort are
required facilitated by knowledge of practical inquiry. Finally, the third dimension
regulation of cognition (RC) is on the action of the learning experience addressing to
the enactment and control of the learning process through the employment of strategies

to achieve meaningful learning outcomes.

The research on metacognition in the sense of community of inquiry has been started
more recently. Akyol and Garrrison (2011a) in their study declared that critical
thinking and inquiry is attributed on the awareness and ability for the learners to take
responsibility and control in order to construct meaning and confirm knowledge which
is called metacognition existing at the intersection of the cognitive and teaching
presence elements. However, there are some opponents of this idea and they argue
with the absence of metacognition or self-regulation in the model itself. However,
Garrison as a pioneer of the model, and together with Akyol (2013) advocated to Col
model in that metacognition can be found by moving beyond self-regulation and co-
regulation that are already inherent in the structure of model. They elaborated the
categories of metacognition and developed a questionnaire to examine the

metacognition better in e-learning community after concentrating on the intersection
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of CP ant TP. Except the questionnaire, Snyder and Dringus (2014) focused on
exploration of metacognition in asynchronous student-led discussions based on the
categories Akyol and Garrison (2009) defined. They concluded with the result that
metacognition survey was useful to explore and examine deep instances of
metacognition. However, they did not use metacognition questionnaire and conducted
purely a qualitative research. They also suggested more elaboration on metacognition
similar with Akyol and Garrison (2011a) suggesting to focus more on the intersection
of three presences to comprehend the dynamics of metacognition in Col model. This
study, within a huge sample, uses metacognition questionnaire after translating into
Turkish as the first time and providing reliability and validity throughout this study. In
this way, both the literature is fed with translation of metacognition questionnaire and
the results of the study related with metacognition in the nature of community of

inquiry framework.

2.9 Motivation
The historical perspectives of motivation based on drive theory which is the earliest
theoretical approach, followed by conditioning theory, cognitive consistency theory,

and humanistic theory.

Drive theory originated from psychological needs. Drives, as defined by Woodworth
(1918) is the internal forces that sought to maintain homeostatic body balance by
responsing to the obtained elements. It was started first with the laboratory
experiements on the naimals (Richter, 1927; Woodworth, Schlosberg, 1954). After this
work, Hull (1943) broadened the dirve concept by postulating that psychological
deficits were pimary needs that intigated drives to reduce the needs. Drive is the
inculison of motivationeal force that energized and prompted peple and animals into
the actions. Hull (1943) defines motivation as the initaiton of learned, or habitual,
patterns of movement or behavior (p.226). He further stated that learning occurs when

ones adapt themselved to the environment to survive.

The second perspective is the conditioning theory which explains motivation in terms
of responses elicited by stimuli (classical conditioning of Pavlov’s legacy to learning
theory) or emitted in the presence of stimuli (operant conditioning of Skinner’s work).
Since condititoning theory offer an incomplete account of human motivation, the work

on motivation has been continued.
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The third perspective is the cognitive consistency theory which assumes that
motivation is caused by the interactions of cognitions and behaviors. It includes two
perspectives inside it, namely balance theory of Heider (1964) and dissonance theory
of Festinger (1957) for more elaboration and meet with the deficiencies in earlier

perspectives.

The last perspective is the humanistic theory which emphasizes cognitive and affective
processes based on largely consructivist orientation. The pinooer of humanistic theory
is Abraham Maslow put the emphasis on developing one’s full potential and Carl
Rogers emphasizing learning and instruction focusing on personal groth, autonomy,

and freedom from control by external forces.

In addition to aforementioned perspectives on motivation, social-cognitive theorist
also made valuable contribution to the motivation. They directed attention to the
relation between motivation and learning (Bandura, 1986; Pajares, Miller, 1994;
Pjares, Schunk, 2001, 2002; Pintrich, 2000a, 2000b, 2003; Schunk, 1995; Schunk &
Zimmerman, 2006). In social-cognitive theory, goals and expectations are important
lerning mechanisms and motivation is a goal-directed bahvior instigated and sustained
by people’s expectations concerning the anticipated outcomes of their actions and self-

efficacy to perform those actions (Bandura, 1986).

Motivation is further defined by Bandura (1991) as a general construct including the
entire directive and activating functions that move one to an action. Generally, it is
viewed as a process through which individuals instigate and sustain goal-directed
activity and their needs and desires are set in motion (Pintrich, Marx, Boyle, 1993;
Rakes, Dunn, 2010).

Probably the mostremarkable model of motivation belongs to the Keller. Keller’s
model of motivation ARCS in which A stands for attention, R stands for Relevance, S
for satisfaction and C for confidence has been developed in response to a desire to find
more effective ways of understanding the major influences on the motivation to learn
(Keller, 1987). It is designed also for systematic ways to identify and solve problems
about motivation in learning process. In addition to four conceptual categories that
characterize himan motivation, it also provides a set of guidelines and strategies to
improve the motivational appeal of instruction. Moreover, it includes a systematic

design process called as motivation design (Keller, 1987; Keller, Suzuki, 1988).
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Keller’s ARCS Model is the most promising theoritecal approach in earlier studies in
the nature on online learning settings (Bae, Lim, & Lee, 2005; Jones, Issroff, Scanlon,
Clough, & McAndrew, 2006; Shih & Mills, 2007).

With the increment in online enrollments, scholarly interest in motivation has also
increased (Dabbagh & Kitsantas, 2004; Green & Azevedo, 2007). It has been
investigated in depth in the nature of online learning environments. However its effect
on Col framework or on three constructs has not been studied to date except two
studies. The first study conducted by Polat (2013) with 165 students concluded that
there is no significant relation among motivation and perceived scores of online
students on three presences. However, this surprising result can be caused by course
design, context, research design, etc. the second study was conducted by Kim in 2015.
He did not investigate the effect of motivation on the Col overall. He examined the
effect of motivation only on three-presence of the Col separately and concluded with
positive significant correlation of the motivation with each three-presence. therefore,
there is no consensus among two studies and it is clear that only these two studies is
not enough to have a better understanding of motivation’s effect on the Col framework
and its three-presence. From this point, it is important to study to the effect of
motivation on the Col framework and its three presences separately. Hence, further
research should be required. At this point, this study is worth of notice because of
investigating the effect of motivation both on the community of inquiry framework

and its three-presence on a huge sample together with some other constructs.

2.10 Recommended Versions of Community of Inquiry Framework

The research about the Community of Inquiry (Col) framework has been tramendously
increased and in turns some controversies has been emerged at the same time. One of
the most remarkable point more recently is the absence of learner presence addressing
learners’ self-regulated behaviors and skills during learning process. Related with this
issue, Shea and Bidjerano (2010) in their study proposed a new version of Col
framework with adding learner presence after examining the association between
learner self-efficacy and their ratings of the quality of their learning in virtual learning
environments with a huge sample including 3165 students in online and blended
learning environments. They concluded with a strong positive correlation among

three-presence of the Col framework and self-efficacy and further suggested that self-
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efficacy is just one component of self-regulation which they called as learning
presence. Their proposed version of Col framework is given in Figure 2.7.

Teaching
Presence

Social Learner

Presence — Presence

Cognitive
Presence

Figure 2.7 Revised Community of Inquiry Model Including Learner Presence

Their revised model includes four-presence as seen in Figure 2.7. Their explanation
for the original elements in the model SP, CP, and TP remains the same and the new
construct named as learner presence as the inclusion of self-efficacy as well as other
cognitive, behavioral, and motivational constructs supportive of online learner self-
regulation. In the earlier studies, some opponents of this idea claimed that the learner
dimension is lack in the model and should be added to the original model. However,
the whole of Col framework explains an educational experience of online learners and
three-presence already reflects a measure of their learning addressing their social
abilities, cognitive abilities and behaviors and their perceptions about the course
management, design and organization and the course by the course instructor. So, the
learner dimension in the model is not absent, rather it is inherent and covered as a
whole (Garrison, Akyol; 2013). The model is completely about the learners’ skills and
behaviors indicating their social and cognitive abilities during learning process. The
missing part, as the authors of new proposed version of Col framework claimed is the
learners’ self-regulation which plays an important role especially in online learning
environments. The authors highly recommended to add learner presence which reflects
the self-regulation of online learners. Considering the nature of online learning

environments which is characterized by the absence of real instructor in the learning
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environment, self-regulation could be essential for the learners in terms of quality of
learning process, learning environment and outcomes. Their argument could have a
strong rationale since self-regulation is highly valued by the educators and crucial
factor for all learners without depending on any type of elarning environment. All
recommended versions of Col framework are discussed in the discussion and

conclusion chapter in accordance with the findings of this study.

They have continued to study based on their initial argument and focused on their
proposed version in a later study (2014). They reconceptualized their proposed version
of Col framework addressing the gap of the self- and co-regulatory processes again
and concluded with a tentative representation of the Col framework by reflecting the
unique contributions of students and instructors embedding the social dimension as

part of each presence as in Figure 2.8.

SLP
A
STP@SCP

Figure 2.8 Tentative Reconceptualization of the Col Framework

They conceptualized the Col framework in three elements including Social-Learning
Presence (SLP), Social-Teaching Presence (STP) and Socio-Cognitive Presence
(SCP). They explained SLP as the inclusion of the attitudes, abilities, and behaviors of
students in order to self- and co-regulate their learning while STP as the roles specific
to online instructors, each with a shared emphasis on the social dimension of teaching
and learning. They defined SCP as the knowledge construction but not implies simply

cognitive but also a socio-cognitive process.

51



The second proposed model, on the other hand may not be valid for all the times since
the learning or knowledge construction is not compulsorily be a social process or
action at all the time. All of the proposed versions of Col framework are discussed in

the discussion and conclusion chapter in accordance with the findings of this study.

The third recommended version of the Col framework belongs to Cleveland-Innes and
Campbell (2012). They focused on the emotions in the online learning environment
beyond the influence found in social presence. They concluded with the addition of a
new construct named emotional experience both in the combination with social
presence and also clusters together as a unique presence. They removed the personal-
affective category in social presence and produced a new presence extending it (Figure
2.9).

Emotional
presence

Figure 2.9 Relationship of Inquiry Framework

They defined emotional presence as the “outward expression of emotion, affect, and
feeling by individuals and among individuals in a community of inquiry, as they relate
to and interact with the learning technology, course content, students, and the
instructor” (Cleveland-Innes, Campbell, 2012, p.283). However, the emotions are
covered in the social presence in the original framework. It is discussed in detail in the

discussion and conclusion chapter in accordance with the findings of this study.

The fourth proposed version of the Col framework belongs to Lam (2015). The author
focused in his study to understand the components of the Col framework in a more

complete way and concluded that learners experienced learning on some occasions
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with their intrinsic drive rather than any teaching presence. Learners directed their own
learning and shared the ideas in the discourse without teaching instruction or
facilitation and he linked it with learning autonomy. Then, he proposed a suggestion

to add autonomy presence to the original model as seen in Figure 2.10.

EDUCATIONAL EXPERIENCE

Autonom\

Cognitive
Presence

Social \ Supporting | Discourse

Teaching
Presence

Communication medium
Figure 2.10 Extended Community of Inquiry (ECol)

Lam (2015) defined autonomy presence as the drive to inquiry leading to sharing and
discussion initiated by learners. He proposed three-category for the autonomy
presence; intrinsic motivation, interpretation with the formulation of the ideas and
inspiring discourse by sharing the ideas. Based on his arguments, intrinsic motivation
was not covered in the original model although the motivation is indirectly included
in the phase of triggering event in cognitive presence to some extent. The second
category of autonomy presence interpretation is addressed in cognitive presence in the
original model. The inspiring discourse is included in teaching presence, however he
also reflects the discourse initiated and maintained by the students rather than teachers.
Considering the main point in his argument, it is similar to the main argument of Shea
and Bidjerano (2010). His argument behind the autonomy presence is similar with

learner presence recommended by Shea and Bidjerano (2010, yet it is narrower. The
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baseline underlying of two main study is parallel to each other and discussed in detail
in the discussion chapter based on the findings retrieved in this study.

The other study conducted by Armelinni and De Stafini in 2015 focused on the role of
three-presence in blended learning environment and concluded with social presence as
more prominent than teaching and cognitive presence. Their proposed model of the
Col framework is given in Figure 2.11.

4. Course [Avinteractions E-R-E1 10"

design for learning

o

Figure 2.11 New Version of the Community of Inquiry Framework

They believed three core elements remains the same yet their nature changed based on
the teaching and learning in the 21% century, for instance integrating social networking
sites (SNS) in teaching-learning process. They also claim that teaching and cognitive
presence should also become social.

The final attempt was done by Dunlap, Verma and Johnson in 2016. They combines
Col framework with Kolb’s experiential learning cycle in order to guide online course
designers and educators. They found that the integration of the prescriptive stages of
Kolb’s experiential learning cycle with the Col framework helped to create productive,
meaningful, and flexible learning experiences for prospective STEM teachers and
concluded with their study with a new proposed version Presence + Experience (P+E)
framework given in Figure 2.12.
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Figure 2.12 Presence + Experience (P+E) Framework

They claimed that course-design structure proposed by the original framework may
not be suitable at all the time. For this reason, they tried to find a generic guideline in
designing courses in any type and defined the factors that should be taken into
consideration as context, content, learning objectives and audience. They also stated
that Kolb’s experiential learning cycle can be used to inform TP (and ultimately SP
and CP) by prescribing a systematic approach keeping in sight for the design and
organization of learning experiences, the design and facilitation of interactions and the
design and delivery of content-specific instruction. That means, inferred from their
arguments, Kolb’s experiential learning cycle helps to approach the goals of the Col
model in an intentional, experience-centered way.

Overall, most of aforementioned studies put the emphasis on the absence of self-
regulation and add a new construct calling either learning presence or autonomy
presence. This study discusses all these recommended versions of Col framework in
the discussion and conclusion chapter in accordance with the findings retrieved from

the whole study.
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2.11 Summary of the Chapter

In this chapter, the underlying theoretical basis of this study, community of inquiry
(Col) framwork and its three core elements, namely social presence, teaching presence
and cognitive presence were provided with their foundations. Within the scope of this
research, self-regulation, metacognition, and motivation were also reviewed in online
learning environments specifically in the sense of Col framework. All these constructs
examined in this study were presented with earlier related studies as a summary. The
recommended versions of Col framework from the earlier studies were also reviewed

in detail.
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CHAPTER 3

METHOD

This chapter introduces the research methodology of this study. It starts with the
introduction, research design, sampling procedure, data collection instruments the
validity and reliability of these instruments as well as data collection procedure. Then,
data analysis and trustworthiness of data analysis are explained. The limitations of the

study are also provided at the end of chapter.

3.1 Introduction

The aim of this study is to investigate the perceptions of students toward community
of inquiry and its three elements social presence, cognitive presence, teaching
presence in the online course context by examining the effect of their self-regulation,
metacognition and motivation with discovering their associations with and
contributions into the social presence, cognitive presence, teaching presence of
students as well as other potential factors having both positive and negative influence
and to take students’ suggestions in order to uncover the ways to facilitate these three
elements. Within this purpose, the research questions that guide this study are the

following.

With respect to the purpose of the study, the research questions that are investigated

throughout this study are as follow.

1. What are the students’ perceived levels of Col, social presence, cognitive presence,
teaching presence, self-regulation, metacognition and motivation in the online
course context?

2. How do students’ perceived levels of self-regulation, metacognition, and
motivation levels in the online course context predict their perception in regard of

a. Col?
b. Social presence?
c. Cognitive presence?

d. Teaching presence?
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3. What are the posting patterns of students’ teaching presence, social presence and
cognitive presence in the online course context?

4. What are the other potential factors that affect students’ social presence, teaching
presence and cognitive presence both positively and negatively in the online course
context?

5. What are the suggestions of students in terms of facilitating their social presence,

teaching presence and cognitive presence in the online course context?

3.2 Design of the Study

The complex nature of online learning environments necessitates using multiple
methods and multiple sources of data to understand both group and individual learning
(Gunawerdena, Carabajal, Lowe, 2001). In order to have a better and deep
understanding of research problems, this study collected both quantitative and
qualitative data and applied the principles of mixed-method research design. A mixed-
method research design is defined by Creswell & Plano Clark (2011) as a procedure
for collecting, analyzing, and mixing both quantitative and qualitative methods in a
single study or a series of studies to provide a better understanding of research
problem. Although the procedures of a mixed-method research are time-consuming
and require extensive resources, data collection and analysis, this type of research
provides more complete understanding of research problem(s) by merging, integrating,
linking, or embedding both qualitative and quantitative data. This type of design also
provides the higher validity and reliability by eliminating the limitations of each single
method (Tashakkori & Teddle, 2003) and thus, it is a more viable method (Creswell,
2012; Fraenkel, Wallen, Hyun; 2012).

Of six types of mixed-methods designs, embedded design was applied in this research.
In an embedded designed study, both quantitative and qualitative data are collected
simultaneously or sequentially, but to have one form of data play a supportive role to
the other form of data (Creswell, 2012). So, the second form of data is collected to
argument or support the primary form of data not provided by the primary form of
data. The second form of data can be either qualitative or quantitative, but most
examples in the literature support adding qualitative data into a quantitative design as
in this study. Moreover, the second form of data can be collected either before or after
the primary data. The strength of embedded design is the combination of both type of

data. The analyses of both data are kept separate since two datasets often reflect
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different questions. Then, results of two datasets interpreted together. With regard to
this study, the majority of research questions (first five) sought to be investigated via
primary form of data specifically quantitative data. From the eight research questions,
the remaining three (last three questions) were investigated using with the second form
of data specifically qualitative data. Qualitative data was also used for elaboration and
provide additional information to the primary from of data. The figure of the design
methodology applied in this study is in Figure 3.1.

Quantitative (or Qualitative)
Data Collection and Analysis

Interpretation

Quantitative (or Qualitative)

Data Collection and Analysis

(before, during or after)

Figure 3.1 Embedded Design of Mixed Method Study (Adapted from Creswell,
2012, p.541)

The details about the design of the whole study including research questions, data
sources and data analysis are presented in Table 3.1.
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Table 3.1 Summary of Research Questions, Data Sources and Analysis

Research Questions Data Source Type

Data Source

Data Analysis

1. What are the students’ perceived e Quantitative
levels of Col, social presence,

cognitive presence, teaching

presence, self-regulation,

metacognition and motivation in the

online course context?

2. How do students’ perceived levels e Quantitative
of self-regulation, metacognition,
and motivation levels in the online
course context predict their
perception in regard of
a. Col?
b. Social presence?

c. Cognitive presence?

Community of Inquiry Survey
Self-regulation Questionnaire
Metacognition Questionnaire

Motivation Scale

Community of Inquiry Survey
Self-regulation Questionnaire
Metacognition Questionnaire

Motivation Scale

Descriptive statistics

Inferential statistics:
Multiple Linear Regression

Analysis




19

Research Questions Data Source Type

Data Source

Data Analysis

d. Teaching presence?

3. What are the posting patterns of e Qualitative
students’ teaching presence, social
presence and cognitive presence in

the online course context?

3. What are the other potential e Qualitative
factors that affect students’ social

presence, teaching presence and

cognitive presence both positively

and negatively in the online course

context?

5. What are the suggestions of e Qualitative
students in terms of facilitating their
social presence, teaching presence

e Online Discussion Postings

e Interview Protocol

e Online Discussion Postings

e Interview Protocol

e Online Discussion Postings

e Transcript analysis

e Content Analysis

e Transcript analysis

e Content Analysis

e Transcript analysis
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Research Questions

Data Source Type

Data Source

Data Analysis

and cognitive presence in the online

course context?




3.3 Participants of the Study

A population is a “group of individuals who have the same characteristics” (Creswell,
2002, p.142). In regard of this study, population includes all the students that are
enrolled in at least one online course within undergraduate programs in the universities
of Turkey. The accessible population includes the students (6000) in the online course
context in a well-known public university in Ankara, Turkey. As parallel with the aim
of this study, the population and accessible population were determined based on the
previous and current experience in online learning. Those students included in the
population take some courses offered in fully online, although they are educated in
formal education programs. The courses offered fully online that the population
enrolled are Turkish Language 1, Turkish Language 2, Development of Reading and
Writing Skills English 1, Development of Reading and Writing Skills English 2,
Atatiirk’s Principles and The History of His Reforms 1, Atatiirk’s Principles and The
History of His Reforms 2, Information and Communication Technology (ICT) 1, and
ICT 2. These courses constitute about 20% of the whole requirements of students in
their entire programs. They are common and must courses for all the students without
depending on either their faculty or department. Therefore, due to the large number of
students, all these courses are offered in the type of online learning by the Department
of Informatics. The students take the first group of those courses in the fall semester
and the second group of courses in the spring semester. So, the participants of this
study included the students enrolled in ICT-I course in the fall term of 2015-16

academic year.

A sample is a subgroup of the population that the researcher plans to study in order to
make generalizations about the population. In an ideal situation, sample must be
selected as the representative of the entire population (Creswell, 2002). In this study,
sample included 3708 students enrolled in the online course ICT-1 in Ankara

University.

There are two sampling approaches in general: probability and nonprobability
sampling. In probability sampling approach, individuals are selected based on being
representative of a population. Three types of probability sampling are simple random
sampling, stratified sampling and multistage cluster sampling. In this study,
nonprobability sampling approach in which participants are chosen since they are
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available, convenient and representative for the purpose of research was applied
(Creswell, 2002). There are two types of nonprobability sampling approach:
convenience sampling and snowball sampling. This study included three-cycle in data

collection and the sampling method applied in selecting representative sample is
illustrated in Figure 3.2.
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Population

Accessible Population (6000)

Nonprobability sampling method: Convenience sampling

Representative Sample (3708)

Nonprobability sampling method: Convenience sampling

Target sample for Cycle 1: Quantitative Data collection (3708)

Accessed sample in Cycle 1: Quantitative Data collection (1740)
Nonprobability sampling method: Cluster sampling

Target sample for Cycle 2: Qualitative Data collection (162)
Accessed sample in Cycle 2: Qualitative Data collection (91)
Nonprobability sampling method: Purposeful sampling
Target sample for Cycle 3: Qualitative data collection (91)

Accessed sample in Cycle 3: Qualitative data collection (24)

Figure 3.2 Population and Sampling Procedure for Three-Cycle of Data Collection



3.3.1 First Cycle

Target group was determined based on convenience sampling method in the first cycle
of data collection which includes the quantitative data. The participants were selected
from the representative sample considering their availability and willingness to
participate into the study. In this stage, 3708 students were available and 1740 of those
students were accessed in collecting data in this first cycle. However, 1535 subjects
were included after eliminating the missing cases (72) and extreme outliers (133). The
distribution of the participants in the first cycle based on their gender and year of study
is presented in Table 3.2. Their age range is presented in Table 3.3 and their faculty

information is in Table 3.4.

Table 3.2 Distribution of the Participants by Gender and Year of Study

Frequency Percentage

Gender

Female 1078 70.2

Male 457 29.8
Year of Study

Freshman 726 47.3

Sophomore 478 31.1

Junior 308 20.1

Senior 18 1.2

Other 5 3
Total 1535 100

About the gender distribution of the participants as seen in Table 3.2, 1078 of the
students were female while 457 of 1535 were male. Moreover, Table 3.2 shows the

year of study of the participants. The majority of the participants are freshmen,
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followed by sophomores. Other group includes the students educated in Faculty of
Medicine which is a six-year program. Table 3.3 presents the age distribution of the

participants.

Table 3.3 Distribution of the Participants by Age Range

Age Range Frequency Percentage
17-21 1258 82.0

22-26 187 12.2

27-31 38 2.5

32-36 26 1.7

37-41 11 0.7

42-46 7 0.5

47-51 4 3

52-56 4 3

Total 1535 100.0

Table 3.3 presents the age range of the participants with the frequency and percentage
values.Their age changed in the range of 17 and 56. The majority of the students were
at the ages of 17 to 21, followed by 22 to 26. The majority of the students (1258 or
82%) were in the age range of 17-21. Of those students, 187 of them (12.2%) were in
the age range of 22-26. These two age ranges included the two top highest groups
(94.4%) of the whole participants. The faculty information of the students is illustrated
in Table 3.4.
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Table 3.4 Distribution of the Participants by Their Faculty

Faculty Frequency Percentage
State Conservatory 4 3
Languages, History and Geography 561 36.5
Faculty of Pharmacy 188 12.2
Faculty of Divinity 23 1.5
Faculty of Communication 51 3.3
Faculty of Engineering 51 33
Faculty of Health Sciences 257 16.7
Health Services Vocational School 101 6.6
Faculty of Medicine 86 5.6
Faculty of Veterinary Medicine 51 3.3
Faculty of Agriculture 153 10.0
Other 9 .6
Total 1535 100.0

The participants were from 13-faculty and one vocational school as seen in Table 3.4.
The majority of the students (561, 36.5%) were from the Faculty of Language, History
and Geography. The other highest participation were from the Faculty of Health
Sciences (257, 16.7%), Faculty of Pharmacy (188, 12.2%) and Faculty of Agriculture
(153, 10%).

The department information of the participants were illustrated in Appendix A. The
participants were from in total of 51 departments. The majority of them were from the
Departments of Pharmacy (188, 12.2%), Psychology (110, 7.2%) and Medical
Documentary and Secretary (100, 6.5%). The participants were not accumulated only
in some departments. They were from 51 different departments from 12 faculties and

this distribution provides an advantage on the generalizability of the results.

3.3.2 Second Cycle

From the students in the first cycle, a group of students was selected based on cluster
sampling method for the second cycle of data collection which includes the first part
of qualitative data. The sample was clustered based on their departments. From those
clusters, the one which includes 162-student in the Department of Medical

Documentary and Secretary (MDS) in a vocational school was selected since it is a

68



full-online associate degree program and thus fits with the context of the research
much better. The accessed sample in the second cycle of data collection includes 91
students. Table 3.5 presents the frequencies about the participants in the second cycle

of data collection.

Table 3.5 Participant Demographics in Online Discussion

Discussion Activity (DA) N
DA1l 73
DA 2 70
DA3 62
DA 4 64
DAS 60
DA 6 62
Participating atudents 91
No participation 71
Whole class 162

DA: Discussion activity

The number of students differed in each activity as presented in Table 3.5. Of 162
students, there were 91 different students participated into the online asynchronous
discussion activities (DA). The average number of students was 64, while the

minimum number was 60 and the maximum was 73 in the six-activity of discussion.

3.3.3 Third Cycle

For the third cycle of data collection, students were selected based on purposeful
sampling method in which researchers purposefully or intentionally select individuals
and sites to learn or understand the central phenomenon rather than generalize to a
population from sample (Creswell, 2002). Participants were chosen among the ones
who are studied in the second cycle. Specifically, confirming/disconfirming sampling
was used to test or explore further specific findings in qualitative inquiry. Of those
students, 91 of them were classified based on their participation rate in the second
cycle of data collection specifically discussion forums, as highest, medium and lowest
level. Students who participated in online discussion forums at highest level (5-6
weeks) were classified as Group 1 including 31 students, those at medium level

participation (3-4 weeks) were in Group 2 including 32 students and lastly those at
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lowest rate (1-2 weeks) were classified in Group 3 including 28 students. Although the
gender was planned in creating these three groups, it was not a good criteria in that
situation, since the majority of entire class were the female students. For this reason,
they were grouped based on their participation ratio. At this cycle, the sample included
26 students; 2 of them were studied in pilot study and the remaining 24 in the main
study. For pilot study, one student that was not classified in any of three groups and
one student from Group 1 and for the main study, 10 students from Group 1, 10 from
Group 2 and 4 from Group 3 were accessed. Table 3.6 presents the participants based

on their groups and gender distribution in the third cycle of data collection.

Table 3.6 Participant Demographics in the Third Cycle

) Gender
Groups Interviewees Total

Female Male
Group 1 - High 31 27 4

Participation

Interviewees in 10 9 1
Group 1
Group 2 - Medium 32 24 8
Participation
Interviewees in 10 5 5
Group 2
Group 3 - Low 28 19 9
Participation
Interviewees in 4 1 3
Group 3
Total 91 70 21
Interviewees in 24 15 9
total

From 24 interviewees, 15 of them were female, and 9 of them were male. They were
also asked about their marital status and/or having children, prior knowledge, and
working conditions. Only 5 of them are married and have children. In terms of prior
knowledge, 8 of them stated their deficiency. And 7 of them stated they have a job
besides being a student and they are actively working. These demographics of the
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interviewees were retrieved in case of reasoning and understanding of the situation
better.

Overall, any of demographic information of the participants was not the focus of this
study in regard to the research questions and the purpose of this study. The
demographic information was presented solely for increasing the external validity of
the findings and in case of the researchers studying on a similar context.

3.4 Context of the Study

The study was conducted in ICT-I course in 2015-2016 fall semester at one of the well-
known university in Ankara, Turkey. It is offered by four instructors based on the same
course syllabus presented in Appendix C. In this study, the students taught by two-

instructor were included.

ICT-1 course is a 2-credit must course and common for all the students in the university
without depending on their faculty and department. There is an excessive number of
students taking this course and for this reason, it is offered in the type of online
learning. In the fall semester of 2015-2016 academic year, there were 6000 students
enrolled in the course. They were classified based on their departments into different
sections. For this study, 3708 students were available. From those students, the cluster
including students educated in Medical Documentary and Secretary (MDS)
Department, an online associate degree program including 162 students were chosen
for the second cycle. Online asynchronous discussion activities and interviews were
conducted with MDS students.

In regard of ICT-I course, it is offered by the Department of Informatics. The course
syllabus is on Appendix C. The course is taught by the instructor during 100-minute
without any break using the medium of Adobe Connect syncrnohously and a larning
management system, specifically Moodle. The instructor teaches the lesson with
applying the principles of direct instruction, demonstration and drill and practice.
Students can ask their questions at any time during the course sessions when they have
any question with the feature of raise hand on Adobe Connect or via course website or
Facebook page outside the class hours. The instructor shares their screen with the
students when they practicing. All class-hours’ videos are shared on the course system

Moodle for non-participants. All of the course materials are also shared on the system.
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The course goal is to teach the main concepts of computer technology, how it works,
the hardware and working principles, operating system and working principles, the
Internet and benefits, e-mail, the softwares of Microsoft Office and Libre Office.
Moreover, it aims to gain students computer literacy both in daily life and teaching-
learning processes by teaching Word, Excel and PowerPoint both in Microsoft Office
and Libre Office as well as database and its managegement. The objective of the course
is to gain students the fundamentals of computer literacy and basic hardware and
software. The course curriculum is prepared according to the curriculum of European
Computer Driving License (ECDL). The course includes in total of 16-week class in a
semester and the last week is always reserved for the final exam. Each week, two class
hour are hold during 100-minute. The course offered synchronously with the software
Adobe Connect and the medium of instruction is Turkish. The course is conducted over
Modular Object Oriented Dynamic Learning Environment (Moodle) which is an open
source software free web platform developed on PHP programming language and a
type of learrning management system (Isman, 2011). Sample screenshot is given in

Figure 3.3.
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Learning management systems (LMS) are defined by Szabo & Flesher (2002) as
“computer-based database and presentations systems which manage the entire
instructional program and learning progress of employees with respect to the
competencies specified by the goals and objectives of an organization” (p.1). It
provides various instructional features which allows instructors and educators to truly
customize and personalize learning accordingly for the leaners’ needs and to facilitate
flexibility of choice and control of the learners as they work toward mastery of required
attainments and deep knowledge (Reigeluth, Watson, Watson, Dutta, Chen, Powell,
2008). The types of LMSs includes NWEA, Skyward, PeBL, Odyssey, Moodle, etc.
Moodle is the most preferred and used one in different kinds of LMSs (Isman, 2011).
Moodle, on the contrary of other learning management systems, offers some fatures
that can be arranged according to the needs of instructors. It allows to access different
kinds of activities, themes, and some extensions and in this way, it provides to the
instructors and educators create a rich e-learning content (isman, 2011). The most
remarkable feature of Moodle is the easy use of anyone including instructors and
learners. It can work both on Windows and Linux operating systems. It offers many
features via course management tools, content tools, and communication tools and in
this way allows sharing content easily, conducting quiz/test, discussion forums, chat,
etc. (Yildirim, Reigeluth, Kwon, Kageto, Shao, 2014).

The course system was also supported with a Facebook page for the students who
prefer and use social networking services more and in order to increase communication
and make interaction and collaboration easier. The sample screenshots from the course
Facebook page are provided in Figure 3.4 and Figure 3.5. The page was used for easier
communication, brainstorming, and announcements. The researcher was also added to

the page as an admin like the instructor.
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The evaluation of students’ performance was based on mixed method including both
formative and summative evaluation methods. The grading policy consists of 20% for
the assignment, 60% for the final exam, 15% for discussion activities, and 5% for the

response to the instruments.

3.5 Data Collection Instruments and Procedure
The instruments for each cycle of data collection and procedure are explained

separately in the following part.

3.5.1 Data Collection Instruments
The instruments used in data collection are explained in two-group as quantitative data

collection instruments and qualitative data collection instruments in the following part.

3.5.1.1 Quantitative Data Collection Instruments

Quantitative data were collected online via Survey Monkey in the first cycle using four
instruments including Community of Inquiry survey, self-regulation questionnaire,
metacognition questionnaire, and motivation scale. Altough they seem different kind
of instruments including survey, questionnaire and scale; their names are just different
and they are completely in the same structure and response format. They are just called
throughout the study using their original names. These four quantitative data
instrument, each in different section were prepared online in Survey Monkey. The link
was announced to the student in Moodle and Facebook after 70% of the course sessions
was completed. The data collection took four-week. Of 3708 students, 1740 responded
to the quantitative data instruments; however the missing cases (72) and extreme

outliers (133) were eliminated from the data in the analysis. The data were analyzed
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using SPSS version 23.0 with the technique of multiple linear regression analysis. The

following part presents each instrument used in this part.

A. Community of Inquiry Survey

Community of Inquiry survey was developed to structurally valid and
psychometrically sound instrument to measure students’ perceptions of community of
inquiry, its three presences and their inter-relationships by Arbaugh, Cleveland-Innes,
Diaz, Garrison, Ice, Richardson, & Swan in 2008 with 287 graduate students. It
includes 34-item in the form of 5-point Likert type scale indicating - 1: strongly
disagree; 2: disagree; 3: neutral; 4: agree; and 5: strongly agree. It was yielded in three
factors namely teaching presence (TP), social presence (SP) and cognitive presence
(CP). The validity of the instrument was checked with Principal Component Analysis
(PCA) and yielded in three factors. Teaching Presence is reflected with 13 items,
Social Presence with 12 items and Cognitive Presence with 9 items. These three factors
accounted for 61.3% of the total variance in scores. The reliability of the instrument
was analyzed with Cronbach's Alpha values which yielded internal consistencies equal
to 0.94 for TP, 0.91 for SP, and 0.95 for CP.

The Community of Inquiry survey translated into Turkish and validated by Oztiirk in
2012. For the validation process, she first translated the Col survey into Turkish and
then one language expert and two field experts were checked the translation. Then, she
tested the translated survey with applying to 140 students enrolled in online and
blended courses to provide its validity and reliability. Construct validity for
confirmatory factor analysis indicated that adapted version of the instrument has also
three factors similar in the original instrument. Chi-square goodness-of-fit statistics
was found significant and indicated the model fit the data and also, three factors and
its items have a significant relationship. Its reliability was provided via internal
consistency via Cronbach alpha. Cronbach alpha value was found .92 for teaching
presence, .88 for social presence and .75 for cognitive presence and lastly .97 for the
whole instrument (Oztiirk, 2012). Therefore, adapted version of Col instrument is
found reliable and valid, thus it was used in this study after taking permission via email
from the owner of translated version of Col survey. The data gathered from this
instrument used in the analysis of students’ perceptions of Col and its three-presence
and also to predict the contribution of each presence both to the Col and its three-

presence
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B. Self-Regulation Questionnaire

The self-regulation of students in the online course context was measured via the short
form of Online Self-Regulated Learning Questionnaire (OSLQ) developed by
originally Lan, Bremer, Stevens and Mullen (2004) with 5-point Likert type response
format. It includes 86-item yielding in six sub-scale constructs: environment
structuring; goal setting (GS); time management (TM); help seeking (HS); task
strategies (TS); and self-evaluation (SE). The higher scores on this instrument indicate
better self-regulation in online learning by students. It was shortened later including
24-item by Barnard, Paton and Lan (2008) with 204 students enrolled in online
learning. The short from of the self-regulation instrument has also been validated and
found reliable (Barnard, Lan, To, Paton, & Lai, 2009). The validity was checked with
confirmatory factor analysis and fit indices found. The results indicate evidence toward
construct validity of the instrument for the students both in blended and online
learning. The reliability was provided with checking internal consistency values.
Cronbach's Alpha value which yielded internal consistency value of the scores was
found 0.93 of the instrument. Cronbach alpha values by subscale ranged from .67 to
.90 in blended learning and .87 to .96 in online learning. 1 summary, the short form
of self-regulation questionnaire provided the validity and reliability and for this reason,

it was used in this study after translated.

The short form of the scale was first translated into Turkish and checked its validity
and reliability by the researcher in the scope of this study. As mentioned previously, it
includes 24-item yielding in six sub-scales and in the form of 5-point Likert type
response format. The subscales namely factors and the number of items reflecting
these subscales are ES with 5-item, GS with 4-item, TM with 4, HS with 3, TS with 4
and SE with 4-item.

The questionnaire has been already translated into Turkish in earlier studies by Uzun,
Unal and Yamag (2013) and Yetik (2011). However, Uzun, Unal and Yamag (2013)
in their study did not check the reliability and validity. They just translated the survey
and then directly used without any confirmation and validation. Yetik (2011) translated
the survey in her thesis study, but she conducted the validity process with the students
in face-to-face education having prior online learning experience. However, checking

the survey items based on past experiences of the students can affect the results.

78



Students, during responding to the survey items can have different opinions or
behaviors based on prior experience since they were in fact educated in face-to-face
education and their experience was just based on the past. For this reason, the survey
was translated into Turkish by the researcher in the scope of this study with the exact
target sample; students are enrolled in full online learning program in order to have a

valid and reliable version after taking permission via email from the owners.

The procedure to translate and validate the accuracy of the instrument was started with
the translation of the questionnaire items into Turkish by the researcher. At the same
time, five more researchers (two having PhD, three are PhD students) in the same
discipline were also translated the survey. All six forms of translation were checked
and compared to each other. After making the required revisions, the sixth and more
experienced researcher who is expert at both the topic and the techniques of
measurement and evaluations reviewed the translation and then with her suggestions,
some changes were applied. After then, one English language expert checked the
original survey and translated version in terms of equality in language and meaning
while the other English language expert did back-translation of the survey. Based on
their feedback and back-translation, the translation of the whole instrument was found
appropriate with a suggestion of change in few words. The survey finalized after
revision one more time with the agreement of the researcher of this study and the six

peers and experts included in this process.

The procedure continued with the validation process. With this aim, the survey was
applied at one of the well-known university in Adana, Turkey to administer its
reliability and validity issues. The data were collected from 321 students in a
vocational school. The students were from fully online associate degree programs
including Electronic Communication Technology, Computer Programming, Pediatric
Development and Accounting and Tax Practicing. The questionnaire was applied in
the format of paper-based in one-hour before the final exam. Although they are
educated in the type of online program, only their final exam is conducted face-to-
face. The questionnaire was distributed to the 444 students in total, the missing cases
(123) were excluded from the data and in the analysis, and 321 students’ responses
were included. The entering data to SPSS program took ten days and controlled two

times. The data were imported to IBM SPSS AMOS version 21.0 for confirmatory
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factor analysis (CFA) which rests on a solid theoretical or empirical base and how
many factors are there and whether they are correlated or not are already known based
on empirical base (Stevens, 2009). The aim of CFA is to confirm a hypothesized factor

structure with the data by forcing items to load only on a specific factor.

The required assumptions of CFA were checked before conducting the analysis.
Considering adequate sample size, the minimum sample size should be more than 200
according to Guilford (1954), 5 subjects per item, namely 120 for Hair (2010) and 10
subjects per item, namely 240 for MacCallaum and Widaman (1999) since the
instrument includes 24-items. According to the statements of the authors, sample size
(n=321) was adequate for the analysis. The outliers were checked via descriptive
statistics and boxplots in SPSS and eliminated from the data. The missing data were
checked in SPSS and all of them were deleted from the data since the sample size is
already more than the required minimum number of adequate sample size. Univariate
and multivariate normality were checked in AMOS using skewness and kurtosis

values, and the data were provided normality assumptions.

In the analysis of CFA about the estimated model of translated instrument, goodness
of fit statistics including y2/df (Chi-Square/Degree of Freedom), Root Mean Square
Error of Approximation (RMSEA), Standardized Root Mean Square Residual
(SRMR), Goodness of Fit Index (GFI), Adjusted Goodness of Fit Index (AGFI),
Comparative Fit Index (CFI) and Tucker-Lewis Index (TLI) used. RMSEA is a
“population based index that relies on the non-central y2 distribution, which is the
distribution of the fitting function when the fit of the model is not perfect. RMSEA is
an error of approximation index because it assesses the extent to which a model fits
reasonably well in the population and relatively insensitive to sample size. RMSEA
values of O indicate perfect fit and values very close to suggest good model fit”
(Brown, 2015, pp.71-72). As the author states, RMR reflect the average discrepancy
between observed covariance and predicted covariance. However, since RMR value is
affected by the metric of the input variables; it is difficult to interpret and for this
reason SRMR is generally preferred as Brown (2015) contended. SRMR indicates the
average discrepancy between the correlations observed in the input matrix and the
correlations predicted by the model. Its values can vary between 0 and 1, with 0

indicates a perfect fit. GFI index is “roughly analogous to the multiple R? value in
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multiple regression in that it represents the overall amount of the covariation among
the observed variables that can be accounted for by the hypothesized model” (Stevens,
2009). Therefore, the larger GFI value represents better model fit (Ong & Van
Dulmen, 2007). AGFI adjusts the GFI for the number of degrees of freedom. The
values close to 1 indicates better model. CFI that is also referred to as incremental fit
indices evaluates the fit of a user-specified solution in relation to a more restricted,
nested baseline model (Brown, 2015). TLI known as the non-normed fit index has
features that compensate for the effect of model complexity like RMSEA as Brown
(2015) defined. It includes ““a penalty function for adding freely estimated parameters
that do not markedly improve the fit of the model” (p.72). NFI “represents the
increment in fit obtained by using the hypothesized model relative to the fit of the null
model. Values range from zero to one, with higher values indicative of a greater
improvement in fit” (p.72). The goodness of fit statistics of the translated survey were

presented in Table 3.7.

Table 3.7 CFA Indices of Translated Self-regulation Questionnaire

Original Version Translated Version
v2/df 2.77 2.45
RMSEA .06 .06
RMR -- .08
SRMR -- .06
TLI .94 .89
CFlI .93 .90
GFI -- .86
AGFI -- .84
NFI -- .80

According to the findings, with a y?/df ratio value of 2.45, the translated survey was
acceptable. The worth of fit values was found to be y2/df = 2.45, RMSEA = .06, RMR
=.08, SRMR = .06, TLI = .89, CFI = .90, GFI = .86, AGFI = .84 and NFI = .80.
According to these values, it can be said that GFI, AGFI, CFIl, TLI and NFI observable
fit values were slightly lower than acceptable value, but very close to good fit values
while RMSEA, SRMR, and RMR fit values indicated an acceptable and good fit (Table
3.1). In other words, the obtained model indicated that the factors were confirmed by
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the data (Cokluk et al., 2010; Stimer, 2000; Tabachnick & Fidell, 2001). In addition,
the item-factor structure of translated version of self-regulation instrument is indicated
in Figure 3.6. According to the item-factor structure, all indicators of the observed
variables GS, ES, TS, TM, HS, and SE appear to be almost about equal weights based
on their standard regression weights (factor loadings) that can be interpreted as the
correlation between the observed variable and the corresponding common factor. The
path diagram also shows the squared multiple correlation coefficients (R?) that
describes the amount of variance the common factor accounts for in the observed
variables. For instance, the highest amount of variance explained is by ES that explains
about the 66% of the variance in ES3. The lowest amount of variance explained is by
TS that explains 30% of the variance in TS2. Moreover, the correlations between the
common factors are also displayed in the path diagram. The highest correlation is
between HS and SE with the value of .99 and the lowest correlation is with the value
of .50 between ES and TM.
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Figure 3.6 Item-Factor Structure of Translated Self-regulation Questionnaire
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Considering the reliability, internal consistency was assessed via Cronbach alpha

values. The results is illustrated in Table 3.8.

Table 3.8 Reliability Statistics of Six Factors of Translated Self-regulation

Questionnaire

Factor Cronbach’s Alpha
Self-regulation .95
GS .79
ES 87
TS .67
™ 75
HS 71
SE 81

The coefficient alpha values of the factors of the survey were found in the range of .71
and .87 and .95 for the whole. All the factors have alpha values higher than .70 except
one, but its values is very close to .70. Therefore, all the factors showed acceptable
internal consistency values (Hair, Black, Tatham, Anderson; 2010) and found

acceptable.

Based on the results of confirmatory factor analysis and reliability test in the pilot, the
translated version of self-regulation questionnaire (Appendix F) was found acceptable,
valid and reliable and so fits the original version. Therefore, it was used in the main
study as it is without any change to discover students’ self-regulation and its

contribution to the Col and its three-presence.

C. Metacognition Questionnaire

The metacognition of students in the online course context was measured via the
metacognition questionnaire developed by Garrison and Akyol in 2013. It was
emerged first qualitatively with deriving on the literature based on metacognition and
self-regulation (Akyol & Garrison, 2011). Then the authors developed a quantitative
questionnaire to measure the metacognition which is difficult to assess with online
transcription analysis of discussion posts. Its pilot testing was conducted in the study
by Akyol, Garrison and Vaughan in 2012. The instrument validation was conducted in
the study by (Garrison & Akyol, 2013). It includes 26-item in 5-point Likert type
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response format indicating 1: strongly disagree; 2: disagree; 3: neutral; 4: agree; and
5: strongly agree. It yielded in three subscales: knowledge of cognition (KC),
monitoring of cognition (MC) and regulation of cognition (RC). KC is reflected with
8-item, MC is again with 8-item and RC with 10-item. The validity of original
instrument was administered with 76 students in a large university in Canada. Factor
analysis was administered and oblique rotation for factor loadings was conducted. It
includes three factors (Garrison & Akyol, 2013).

The questionnaire was used in this study to discover the students’ metacognition and
its contribution to the Col and its three-presence in the online course context. With this
aim, since the instrument was developed more recently and no Turkish version exist
up to date, first it was translated into Turkish by the researcher in the scope of this
study. The procedure to translate and validate the accuracy of the instrument was
started with the translation of the 26-item into Turkish by the researcher meanwhile
six more researchers (two having PhD, four are PhD students) in the same discipline
were also translated the survey. The seven forms of translation were checked and
compared to each other. After making the required revisions, the eighth and more
experienced researcher who is expert at both the topic and the techniques of
measurement and evaluations reviewed the translation and then with her suggestions,
some changes were applied. After then, one English language expert checked the
original survey and translated version in terms of equality in language and meaning
while the other English language expert did back-translation of the survey. Based on
their feedback and back-translation, the translation of the whole instrument was found
appropriate with minor suggestions specifically changes in few words. The survey
finalized after revision one more time with the agreement of the researcher of this

study and seven peers and experts included in this process.

The validity and reliability of translated questionnaire was investigated at one of the
well-known university in Adana, Turkey. The data were collected from 304 students
enrolled in full online associate degree programs in vocational schools of the
university. The departments of the students were fully online associate degree
programs including Electronic Communication Technology, Computer Programming,
Pediatric Development and Accounting and Tax Practicing. The survey was applied in

the format of paper-based at one-hour before the final exam. Although they are
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educated in the type of online program, only their final exam is conducted face-to-
face. In total, 444 online students took the survey, the missing cases (140) were
excluded from the data and in the analysis, and 304 students’ responses were included.
The entering data to SPSS program took ten days and controlled two times. The data
were imported to IBM SPSS AMOS version 21.0 for confirmatory factor analysis
(CFA) which rests on a solid theoretical or empirical base and how many factors are
there and whether they are correlated or not are already known based on empirical base
(Stevens, 2009). The aim of CFA is to confirm a hypothesized factor structure with

the data by forcing items to load only on a specific factor.

Before conducting the analysis, the required assumptions of CFA were checked. In
regard of minimum sample size, it should be more than 200 based on Guilford (1954),
130 for Hair (2010), 260 for MacCallaum and Widaman (1999), and 260-390 for Field
(2013). According to the authors’ statements about adequate sample size, with 304
subjects’ responses, the sample size is more than enough. Univariate and multivariate
normality were checked in AMOS using skewness and kurtosis values, and the data
were provided normality assumptions. Then, CFA was conducted via IBM SPSS
AMOS version 21.0 to investigate the construct validity. For the estimated model of
adapted instrument, goodness of fit statistics used in this analysis are y2/df (Chi-
Square/Degree of Freedom), Root Mean Square Error of Approximation (RMSEA),
Standardized Root Mean Square Residual (SRMR), Goodness of Fit Index (GFI),
Adjusted Goodness of Fit Index (AGFI), Comparative Fit Index (CFI) and Tucker-
Lewis Index (TLI). The findings is presented in Table 3.9.
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Table 3.9 CFA Indices of Translated Metacognition Questionnaire

Original Version Translated Version
y*ldf -- 2.25
RMSEA -- .06
RMR -- .05
SRMR -- .04
TLI -- 94
CFlI -- 94
GFI -- .85
AGFI -- .83
NFI -- .89

According to the findings, with a ¥?/df ratio value of 2.25, the adapted survey is
acceptable. Moreover, the worth of fit values was found to be ¥2/df = 2.25, RMSEA =
.06, RMR =.05, SRMR = .04, TLI = .94, CFI = .94, GFI = .85, AGFI = .83, and NFI
= .89. According to these values, it can be said that GFI, AGFI, NFI observable fit
values were slightly lower than acceptable value, however they are close to a good fit
values while RMSEA, SRMR, and RMR fit values indicate an acceptable and good fit
(Table 3.8). In other words, this obtained model indicated that the factors were
confirmed by the data (Cokluk et al., 2010; Siimer, 2000; Tabachnick & Fidell, 2001).

The item-factor structure of translated metacognition instrument was illustrated in
Figure 3.7. According to the figure, all indicators of the observed variables KC, MC,
and RC appear to be almost about the equal weights based on their standard regression
weights (factor loadings) that can be interpreted as the correlation between the
observed variable and the corresponding common factor. The path diagram also shows
the squared multiple correlation coefficients (R?) that describes the amount of variance
the common factor accounts for in the observed variables. For instance, the highest
amount of variance explained is by MC that explains about the 72% of the variance in
MC3. The lowest amount of variance explained is by RC that explains 41% of the
variance in RC4. Moreover, the correlations between the common factors are
displayed in the path diagram. The correlation is with the value of .89 between KC and
MC, and .90 between MC and RC and .86 between KC and RC.

87



2

-@
A0
@
62
KC3
@ 58
© A
7 84 o
@ ">
70 50
@—=fcas
@
68
@
60 89
T
64
DA\ .,
D—=ficte
RI3—>MChe—T >
68 82 -lﬂm
D —ficie— T~
' 69
)—eficga
D115
(€9—Mc8
64
£2) RC1 90
66
23 20
80
2 ¢
A1 78
@)

64
42 48
N/ 69 ’
——

60 78 @

®
Bl

B—>Rog=—
52 75

g 7
57

£ 0 /719

U 5 Red Chi-square = 712,707

- df =317

2 RCS

Z: . Re9 o= 000

£28 RCA(

Figure 3.7 Item-Factor Structure of Translated Metacognition Questionnaire
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For reliability test, internal consistency was examined via Cronbach alpha values of
each factor. The results is given in Table 3.10.

Table 3.10 Reliability Statistics for Three Factors of Translated Metacognition

Questionnaire

Factor Cronbach’s Alpha
Metacognition .94
KC 97
MC .93
RC .93

The coefficient alpha values for the factors of this survey were found in the range of
.97 and .93 and .94 for the whole. All the factors have alpha values higher than .70
(Hair, et al, 2010) and they are very close to 1.00. Therefore, all the factors showed

almost perfect internal consistency values.

Overall, the results of pilot testing indicated that the translated version of
metacognition questionnaire (Appendix G) was valid, reliable and acceptable.
Therefore, it was used in the main study as it is to measure students’ metacognition

and its contribution to the Col and its three-presence in the online course context.

D. Motivation Scale

Students’ level of motivation in the online course context was determined
quantitatively using Motivating Strategies for Learning Questionnaire (MSLQ) which
was developed originally by Pintrich, Smith, Garcia, McKeachie (1991). The
instrument combines two scales; the first is Motivation Scale (MS) and the second is
Learning Strategies Scale (LSS). The authors declared that the instrument can be used
as it is or any sections separately accordingly with the purpose. It is in 7-point Likert
type response format from 1: not at all true for me to 7: very true for me. It includes
31-item yielded in 6-factor for the motivation and 50-item yielded in 9-factor for
learning strategies. Since any part of MLSQ can be used together or separate as the
owners of the scale stated, only MS was used in this study to assess students’

motivation levels.
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Motivation scale yielded with six factors, namely intrinsic goal orientations reflected
with 4-item, extrinsic goal orientations with 4-item, task value with 6-item, control
beliefs about learning with 4-item, self-efficacy for learning and performance reflected
with 8-item and text anxiety with 5-item. It has been already translated into Turkish
by Biiyiikoztiirk, Akgiin, Ozkahveci, and Demirel (2004). After they translated the
scale into Turkish, it was checked by 13 specialists for content approval. After they
finalized the translation of the scale, they collected data from 852 students to test its
validity and reliability. The validity and reliability of translated version were checked
via exploratory factor analysis, confirmatory factor analysis, Cronbach Alpha
correlation coefficient, corrected item-total correlations and t-tests between items’
means of upper and lower points. The results confirmed the original instrument
yielding MS with six factors. The correlation coefficient was found .85 between
English version and Turkish version. Chi-Square value (x>=1866.55, N = 852, SD =
417, p =.0005) calculated after adapted into Turkish was found to be significant
(Biiyiikoztiirk, Akgiin, Ozkahveci, Demirel; 2004). For this reason, the instrument
used as it is after taking permission via email from the owners. The survey was used
to measure the students’ motivation and its contribution into the Col and its three-

presence.

3.5.1.2 Qualitative Data Collection Instruments

Qualitative data were collected in two steps including the first and third cycles of data
collection. The first cycle included online discussion posts for the six-activity and the
second cycle was the interview. The discussion activities were conducted in the forum
section on Moodle with the students in the Department of MDS. 91 students were
participated into the discussions. The second cycle specifically the interviews was
conducted via either Facebook chat or audio and video calling with 26 students in total.
2 of those interviews were conducted to test the interview questions in the pilot. Half
of the interviews were conducted via chat while half of them via audio or video calling.
For audio and video calls, all interviews were recorded via audio recorder. The
duration of interviews was 12 minutes as average for the interviews conducted via
Facebook Audio-Video call. The instruments used in qualitative data collection are

explained respectively.
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A. Online Discussion Posts

The asynchronous discussion postings of students were used to unveil their perceived
levels of teaching presence, social presence and cognitive presence in the online course
context. The discussion questions were self-developed. They were prepared based on
course content focusing particularly on taking students’ own ideas and reflective
thinking. They were also checked by the course instructor and an expert in order to

provide its content validity besides understandability and appropriateness.

The questions were open-ended and in Turkish. The questions are presented in
Appendix D. Each week, students responded two questions and reflected their own
ideas, knowledge and feelings in the scope of the questions. There were 6 discussion
activities in total and each discussion was open during two weeks. The underlying
themes behind the questions of six activities were about cognitive presence and social
presence whilst only the two activities including the fifth and sixth were related with
teaching presence. Since the focus of this study is particularly on the cognitive

presence, the majority of discussion activities addressed the cognitive presence.

In terms of the details about the themes behind the questions, first activity includes
about students’ past experience about being introduced with the computer as a first
time, the difficulties and/or problems they faced and how they overcame those
difficulties and/or problems as well as how they make computers beneficial in daily
life. The first activity also focused on discover the students’ strategies and skills in
dealing with information pollution on the Internet and how they handle with
information pollution, their suggestions to overcome this problem and justification of

their solutions.

The second activity focused on their usage of social networking services, differences
from face-to-face communication, addiction of social media usage and their
suggestions and solutions to handle with this addiction. The second activity focused
also on plagiarism and unethical usage of any information on the Internet, their own

experience, suggestions and solutions to handle with this problem.

The third activity was about the students’ own experience and learning strategies
when learning something new in the computer, problems they faced and how they
solved those problems. It asked also about how they benefitted from their friends and
from the Internet for this task. Moreover, other theme relying on the third activity was
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about group working performances, difficulties and strategies to deal with those
difficulties, advantages and disadvantages of group working.

The fourth activity was about safety of digital information and potential ways either
individual or massive (ministries, universities, legislative regulations) for the safety
usage and protection. It was also discovered students’ experience in word processors
and problems they faced and their solutions beside their feelings about inadequacy of

information in word processing software.

The fifth activity looked for the search strategies on the Internet and step-by-step
solution for an assigned problem using Internet. Moreover, this activity included
students’ critics about the course instructor and the course. It covered their evaluation
of the course in general, design and organization, discourse and instruction, and also
course instructor in general, her efforts and behaviors, teaching style, etc. They made
also suggestions to meet the deficits and make the course better.

Finally, the sixth activity set sight on the sense of community, their communication
and interaction with the course instructor and classmates, integrating knowledge
learned throughout the course into the real life, critics about Moodle and Facebook and

their general evaluations and suggestions about the course, course instructor and so on.

Each discussion was open during two weeks and held on the Moodle asynchronously.
It started at the second week of the semester and completed at the last class. It took-
week in total. The instructor and the researcher was at the outside of this phase. The
discussions were hold online via Moodle and the researcher had provided with a
username and password with instructor authorization in this cycle for the access and

management of this cycle.

The collected data were used to reveal the posting patterns of students in regard of
social presence, cognitive presence and teaching presence after analyzing based on

transcript analysis using coding matrix as well as enhancing quantitative data results.

B. Interview Protocol

In order to explore other potential factors that have an effect on students’ perceived
levels of teaching presence, social presence and particularly cognitive presence, and
also to have a detailed understanding, an interview protocol was self-developed for the

students. It includes three demographic question and eleven open-ended questions.
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The demographic questions are about students’ working condition, prior knowledge,
and marital status and/or having a child. The interview protocol was designed as semi-
structured and presented in Appendix I. The underlying themes behind the interview
questions included demographic information, issues about social presence, teaching
presence, cognitive presence and their suggestions. The information about the
students’ working condition, marital status and prior knowledge about the course
topics were retrieved. In terms of social presence, two main questions were asked to
the students about their sense of belonging to the learning community and
communication with their classmates and the course instructor. The questions about
cognitive presence focused on their motivation, cooperation, combining new
information and integration of knowledge into daily life. In regard of teaching
presence, the questions were about the course activities including discussion,
assignment, group working performances and exam and their concerns about the
course at the beginning and throughout the semester, instructor’s effort to encourage
them in and out of the class and her feedback beside evaluation of their performances
and grading policy. Finally their comments and suggestions were asked regarding all

these issues and/or any other thing they want to mention.

The content and construct validity were checked and provided with four expert
opinions. Two of them checked the questions in terms of clearness, simplicity,
meaning and understandability. Then, the third expert checked the questions in terms
of measurement and evaluation principles; specifically equality, balance, and the
meaning. After, the fourth expert checked the questions regarding with the topic,
research questions, meaning, balance, clearness and equality. When the questions were
finalized, pilot testing of the interview was done with two students via Facebook Video
Calling. According to the results of pilot study, some questions were revised by
rewording some phrases, excluding some details and adding more explanations or
examples in some parts. The course instructor were used in place of faculty member
in the third and sixth questions. Evaluation of students’ performance were enhanced
with adding grading of any of students’ performances such as assignment, discussion
posts, final exam. Course activities were added with some examples like discussion
activities, practice. In place of online collaborative learning community, the class was
solely used. The third question about the course instructor were detailed with about

their thoughts about the instructor’s attitude toward them when they need help or do
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not understand the topic. Finally, a new question was added to the interview protocol.
The question is the following.

If this course was supported as face-to-face classes and/or offered in the format of
blended learning, then how do your learning, motivation, and interaction change?
Please explain it with their reasons and providing examples. [Bu ders ayni
zamanda yiiz yiize derslerle desteklenseydi, ogrenme, derse karsi ilginiz ve
etkilegsim agisindan ne gibi farkliliklar olurdu? Sebepleri ile birlikte ornek vererek

agtklaymniz.]

Two interviewees frequently mentioned about the drawbacks of online learning and
therefore, a new question above was added to the interview protocol. After revising
interview protocol, there are two sections including three demographic information

and 12 open-ended questions in the final version (Appendix I).

Interviews were hold individual and online using Facebook Video Call or Audio Call
(12) and synchronized chat via Facebook (12). After taking permissions from the
interviewees, they were recorded via audio recorder. The collected data were used to
explore other potential factors that affect students’ social presence, cognitive presence
and teaching presence both positively and negatively as well as taking their
suggestions to facilitate those variables. It was used also to enhance and elaborate the

quantitative data results.

3.5.2 Procedure of the Study

The data collection was completed in 2015-2016 fall semester with the students in
ICT-IC 1 course at one of the well-known university in Ankara, Turkey. There are in
total of 6000 students taking ICT-IC 1 course in different sections based on their
departments and 3708 students were available for this research. The procedure for
three-cycle of data collection was picturized in Figure 3.8 based on academic calendar

of the university.
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Data collection procedure was completed in three-cycle. The first cycle included the
first part of qualitative data. This cycle included the online discussion posts for the six-
activity. It was completed in 12-week. 91 students from MDS Department were
participated. The second cycle included the quantitative data collected via four
quantitative data collection instruments. Of 6000 students taking ICT-IC 1 course,
3708 were available for this research. Of those students, 1740 were responded to
quantitative data collection during 4-week. The third cycle included the second part of
qualitative data, specifically interview. It was completed in 3-week. 24 students
selected based on purposeful sampling from the participants of the first cycle were
participated. The whole procedure for the data collection and analysis is visualized in
Figure 3.9.
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3.6 Data Analysis

Data analysis included three-cycle as parallel with the data collection. In the first cycle,
quantitative analysis using both descriptive and inferential statistics, in the second
cycle both quantitative analysis based on descriptive statistics and qualitative analysis
based on deductive content anaylsis for the online discussion posts and in the third
cycle qualitative analysis of interview based on inductive content anaylsis were

conducted.

In the first cycle, quantitative data analysis were conducted on the data collected via
quantitative data collection instruments using the descriptive and inferential statistical
analysis. Students’ perceived levels of Col and its three-presence, self-regulation,
metacognition and motivation in the online course were investigated after importing
data taken from Survey Monkey to the IBM SPSS version 23.0. The multiple linear
regression analysis in which the relationship between one dependent variable and
several independent variables are investigated (Hair, Black, Tatham & Anderson,
2010). The multiple linear regression analysis revealed the contribution of each
predictor into the Col and its three-presence. With this purpose, four analysis of
standard (simultaneous) multiple linear regression were conducted in accordance with
the research questions. There are three different methods of multiple linear regression
analysis: simultaneous regression, step-wise regression and hierarchical regression. In
simultaneous regression, the independent variables are simply entered into the
regression equation and their contribution to the prediction of the criterion is evaluated.
Thus, for this question, simultaneous regression analysis was conducted. In step-wise
regression, the independent variables are entered in an order determined by the degree
of statistical significance; researcher cannot determine the order of the independent
variables. It was not sued in this study. In hierarchical regression analysis, predictors
are entered in an order that specified by the researcher as each independent variable is
assessed based on what it adds to the equation at its own point of entry (Tabachnick &
Fidell, 2007). It was again not sued in this research and therefore, simultaneous
multiple regression analysis was conducted. It also explained the relationship among
all these variables. The assumptions that are required to be checked and provided
before conducting the regression analysis are normality, homoscedasticity,
independent observation, multicollinearity and influential observations, adequate

sample size, outliers and missing data. All required assumptions were checked and
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provided in a required fashion before conducting the analysis. They are explained in
the next chapter.

In the second cycle, discussion posts of the students were analyzed both qualitatively
and quantitatively. With this purpose, descriptive analysis and transcript analysis were
conducted. Descriptive analysis was conducted to retrieve the percentages of students’
posts for three-presence and its categories. For this purpose, the number of students
participating in each discussion activity investigated whether containing any indicator
of the categories of three-presence or not seperately. Based on the result, percentages
were retrieved via the total number of students that participated in each discussion
activity divided by the number of posts containing any indicator of the categories of
three-presence seperately. This analysis was benefitted from the results of transcript
analysis since the percentages were retrieved after transcript analysis. Transcript
analysis of discussion postings was conducted deductively based on transcript analysis
using the coding matrix. Social presence was coded in three categories: affective
expression, open communication and group cohesion (Rourke, Anderson, Garrison, &
Archer, 2001). Cognitive presence was coded using the indicators of the four phases
of the Practical Inquiry Model: triggering event, exploration, integration and resolution
(Garrison & Anderson, 2003). Teaching presence was coded in three categories:
design and organization, facilitating discourse, and direct instruction (Anderson,
Rourke, Garrison &Archer, 2001). Students’ posts can be included in one or more
categories of any three-presence at the same time depending on the nature of their

posts.

In the third cycle, qualitative data analysis was conducted on the interview transcribed
data via inductive content analysis to discover other potential factors that have affect
students’ perceived levels of social presence, cognitive presence and teaching presence
both positively and negatively as well as to take students’ suggestions about the ways
to enhance three-presence of the Col in the online course context. The data transcribed
and then emerging themes and codes were generated inductively. In order to provide
the validity of the findings, triangulation technique was used. Triangulation is defined
by Creswell (2002) as the process of corroborating evidence from different individuals
(e.g., a principal and a student), types of data (e.g., interviews), or methods of data

collection (e.g., interviews) in descriptions and themes in qualitative research. With
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this purpose, interrater agreement method was applied and one external interrater was
requested to code the interview data to provide the accuracy of the findings and

agreement.

3.7 Trustworthiness

Considering the trustworthiness of the study, firstly the fundamental rules of ethics
were followed throughout the study. All the participants in any part of data collection
treated with respect and kept their identity confidential. They were selected based on
their willingness to participate and informed about the whole study. The study did not
include any harm (physical or psychological), illegal or misbehaviors for the

participants. They were not deceived in any way throughout the study.

All of the instruments were reviewed by subject matter experts and researchers in the
field to ensure the content validity. In order to enhance internal validity, reliable and
valid instruments used in the study. Two of the four instruments (Col instrument and
motivation instrument) in the quantitative data collection were provided its validity
and reliability in previous empirical findings. The remaining two instruments (self-
regulation instrument and metacognition instrument) were provided its validity and
reliability in the scope of this study and explained in detail under each instrument. The
reliability of the variables measured via four quantitative data instruments are

explained in Table 3.11 with their Cronbach’s Alpha values.

Table 3.11 Cronbach’s Alpha Values of Original Study and Current Study

Original Study Current Study
Col 97 97
Social Presence .88 .92
Cognitive Presence 75 .94
Teaching Presence .92 .93
Self-regulation 93 .95
Metacognition - .94
Motivation .68 .92

The credibility of the findings were validated with triangulation technique which is the
process of corroborating evidence from different individuals, types of data or methods

of data collection (Cresswell, 2012) . The data were collected with different methods,
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both gquantitatively via four-instrument and qualitatively via discussion activities and
interview in order to provide and increase the accuracy (validation) of the findings.
The subject characteristics including age, gender, yea of school, department, and
faculty were presented in detail in any case of implementing in a similar context by

other researchers to provide and enhance external validity.

Considering qualitative part of the study, in the analysis which includes two parts,
transcription analysis of discussion postings and coding interview data were provided
the credibility of their findings with interrater agreement method. The following

explains each of them in detail.

3.7.1 Trustworthiness of Coding Discussion Postings

In the first cycle of qualitative data analysis, the asynchronous discussion postings of
students in the online course context were analyzed by the researcher and by an
interrater separately in order to provide the accuracy refers to the validation of the
findings. The interrater was selected based on the experience in coding process. She
took “Qualitative Research Methods in Education” course, conducted lots of coding
as an interrater. She coded discussion posts of 40 students in the first discussion
activity based on social presence and cognitive presence, and 40 students’ discussion
postings in fifth discussion activity since only the fifth and sixth discussion activities
were related with teaching presence because of the focus of this study is particularly
on the cognitive presence. The coding of the researcher and the interrater were then
compared and the results were interpreted with the agreement method based on three-

presence of the Col framework.

3.7.1.1 Social Presence

According to the results of interrater agreement process, 40 students’ posts in DA1
was coded based on three categories of social presence Affective/Personal (AP), Open
Communication (OP) and Group Cohesion (GC). AP was coded as 1.00, OC as 2.00,
and GC as 3.00. The coding of the researcher and the interrater was compiled in a
Microsoft Office Excel sheet and then exported into IBM SPSS version 23.0. The
percentage of interrater agreement and all the details about agreed and disagreed

coding based on social presence are tabulated in Table 3.12.
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Table 3.12 Percentage of Interrater Agreement on Social Presence

rate_difference

Frequency Percent Valid Percent Cumulative

Percent
Valid -3.00 1 11 11 11
200 5 54 54 6.5
.00 74 80.4 80.4 87.0
1.00 3 3.3 3.3 90.2
2.00 1 11 11 91.3
3.00 8 8.7 8.7 100.0

Total 92 100.0 100.0
(1.00: AP, 2.00: OC, 3.00: GC)

Overall, the percent agreement was found 80.4% based on social presence. Table 3.13
presents the cross tabulation of interrater agreement process with indicating the details
about agreed and disagreed coding in the agreement process for three-category of
social presence. According to the cross tabulation table, the diagonal indicates the

agreed coding by the both rater for each category.

Table 3.13 Cross tabulation of Rater 1 * Rater 2 on Social Presence

Rater 1 * Rater 2 Cross tabulation

Count
Rater 2 Total
.00 AP ocC GC
Rater 1 .00 0 0 5 1 6
AP 2 38 0 0 40
oC 1 0 26 0 27
GC 8 0 1 10 19
Total 11 38 32 11 92
(n=40)

Considering the details about the coding of the researcher and the interrater in regard
of three-category of social presence, the number of posts coded in AP category by the

researcher was 40 whereas it was 38 by the interrater. However, all 38 posts coded in
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AP category belong to the same subject. Therefore, the percentage of interrater
agreement was really high for the first category of social presence. Moreover, the
number of posts coded in OC category was 27 by the researcher while it was 32 by the
interrater. However, 26 posts coded in this category were the same which means the
percentage of interrater agreement was almost perfect. Furthermore, the number of
posts coded in GC category was 19 by the researcher whilst it was 11 by the interrater.
Although the numbers of posts coded in this category were not so close to each other,
all 10 posts coded in this category were the same. It can be inferred that the percentage

of interrater agreement was at acceptable level.

Although the percentage of interrater agreement (80.4%) on social presence shows a
perfect agreement, there is a problem with percentage agreement due to the
capitalization on chance. Therefore, the better approach is to calculate a measure of
agreement which takes into account random agreement opportunities (Altman, 1999;
Landis & Koch, 1977). For this reason, in order to have a better approach to detect and
interpret agreement of raters, Kappa value was also calculated. Since the data are
qualitative and coding based on categorical, nominal codes, Cohen’s kappa (k) was
used to detect the level of agreement. Table 3.14 indicates the measure of agreement

revealed with Cohen’s Kappa value.

Table 3.14 Measure of Agreement on Social Presence

Symmetric Measures

Asymptotic
Standardized Approximate Approximate
Value Error? T® Significance
Measure of Kappa
715 .054 10.913 .000
Agreement
N of Valid Cases 92

a. Not assuming the null hypothesis.
b. Using the asymptotic standard error assuming the null hypothesis.
p< .05

According to the result, there was a substantial (good) agreement between the two
raters' judgements, k =.715, p <.05. Both methods indicate that coding of discussion
postings based on social presence was agreed by the interrater at good level.
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3.7.1.2 Cognitive Presence

According to the results of interrater agreement process, 40 students’ posts in DAI
was coded based on four categories of cognitive presence Triggering Event (TE),
Exploration (EX), Integration (INT) and Resolution (RES). In the analysis, TE was
coded as 1.00, EX 2.00, INT as 3.00 and RES 4.00. Table 3.15 indicates the descriptive

statistics about percentage of interrater agreement on cognitive presence.

Table 3.15 Percentage of Interrater Agreement on Cognitive Presence

rate_difference

Frequency Percent Valid Percent Cumulative

Percent

Valid -4.00 1 A v g

-2.00 2 1.5 1.5 2.2

.00 123 91.8 91.8 94.0

1.00 2 1.5 15 95.5

2.00 1 T T 96.3

3.00 3 2.2 2.2 98.5

4.00 2 1.5 15 100.0

Total 134 100.0 100.0
(1.00: TE, 2.00: EX, 3.00: INT, 4.00: RES)

The percent agreement was found 91.8% based on cognitive presence. That means the
coding of discussion postings based on cognitive presence was conducted with an
almost perfect level of agreement and eliminating subjectivity of the researcher. Table
3.16 presents the details about agreed and disagreed coding in the agreement process
for the four-category of cognitive presence. According to the cross tabulation table,

the diagonal indicates the agreed coding by the both rater for each category.
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Table 3.16 Cross Tabulation of Rater 1 * Rater 2 on Cognitive Presence

Rater 1 * Rater 2 Cross tabulation

Count
Rater 2 Total
.00 TE EX INT RES
Rater 1 .00 0 0 0 0 1 1
TE 2 35 0 2 0 39
EX 1 0 37 0 0 38
INT 3 0 0 23 0 26
RES 2 0 0 0 28 30
Total 8 35 37 25 29 134
(n=139)

Considering the details about the coding of the researcher and the interrater in regard
of four-category of cognitive presence, the number of posts coded in TE category by
the researcher was 39 whereas it was 34 by the interrater. All 34 posts coded in this
category were the same. Therefore, the percentage of interrater agreement was almost
perfect for the TE category. The number of posts coded in EX category was 38 by the
researcher while it was 37 by the interrater. All 37 posts coded in the EX category
belong to the same subjects and therefore the percentage of interrater agreement was
almost perfect. As for the third category INT of cognitive presence, the number of posts
coded in INT category by the researcher was 26 whereas it was 25 by the interrater.
All the posts coded in INT category by the researcher and the interrater are about the
same except one and thus, the percentage of interrater agreement was almost perfect.
Finally, the number of posts coded in RES category by the researcher was 30 whereas
it was 29 by the interrater. Similar to the case for INT category, all the posts which are
coded in RES category by the researcher and the interrater were about the same except

one. Hence, the percentage of interrater agreement was almost perfect.

The percent agreement (91.8%) shows a perfect agreement on cognitive presence;
another measure is still required because of the capitalization on chance. Hence, the
more accurate and better approach about measure of agreement considering random
agreement opportunities (Altman, 1999; Landis & Koch, 1977) was conducted via

calculating Kappa value. According to the authors’ statement, if the coding data
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includes levels of nominals, categories, then Cohen’s Kappa should be used. Cohen’s
kappa (x) value was calculated in IBM SPSS version 23.0. Table 3.17 shows the

measure of agreement revealed with Cohen’s Kappa value on cognitive presence.

Table 3.17 Measure of Agreement on Cognitive Presence

Symmetric Measures

Asymptotic
Standardized Approximate Approximate
Value Error? T® Significance
Measure of Kappa
.892 .030 18.733 .000
Agreement
N of Valid Cases 134

a. Not assuming the null hypothesis.
b. Using the asymptotic standard error assuming the null hypothesis.
p<.05

According to the result, there was a substantial (good) agreement between the two
raters' judgements, k = .892, p < .05. The first method also indicates evidence for a
perfect level of agreement. Therefore, the coding of discussion postings in regard with
cognitive presence was conducted with eliminating almost all the researcher’s

subjectivity.

3.7.1.3 Teaching Presence

According to the results of interrater agreement process, 40 students’ posts in DAS
was coded based on three categories of teaching presence Design and Organization
(DO), Facilitating Discourse (FD) and Direct Instruction (DI). DO was coded as 1.00,
FD as 2.00, and DI as 3.00. The posting of one student was not applicable and thus, 39
students’ discussion postings were included in the analysis. The coding of the
researcher and the interrater were analyzed and summarized in a Microsoft Office
Excel sheet and then imported to IBM SPSS. Table 3.18 indicates the descriptive

statistics about percentage of interrater agreement on teaching presence.

106



Table 3.18 Percentage of Interrater Agreement on Teaching Presence

rate_difference

Valid Cumulative
Frequency Percent Percent Percent

Valid -3.00 1 14 14 14

-2.00 1 1.4 1.4 2.8

-1.00 2 2.8 2.8 5.6

.00 59 83.1 83.1 88.7

1.00 1 14 14 90.1

2.00 4 5.6 5.6 95.8

3.00 3 4.2 4.2 100.0

Total 71 100.0 100.0

(1.00: DO, 2.00: FD, 3.00: DI)

Overall, the percent agreement was found 83.1% based on teaching presence. The
more details about agreed and disagreed coding in the agreement process for the three-
category of teaching presence is tabulated in Table 3.19. According to the cross
tabulation table, the diagonal indicates the agreed coding by the both rater for each

category.

Table 3.19 Cross Tabulation of Rater 1 * Rater 2 on Teaching Presence

Rater 1 * Rater 2 Cross tabulation

Count
Rater 2 Total
.00 DO FD DI
Rater 1 .00 1 0 1 1 3
DO 1 37 0 0 38
FD 4 0 12 2 18
DI 3 0 0 9 12
Total 9 37 13 12 71
(n=39)

Considering the details about the coding of the researcher and the interrater in regard

of three-category of teaching presence, the number of posts coded in DO category by
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the researcher was 38 whereas it was 37 by the interrater. All 37 posts coded in this
category were the same. Therefore, the matching of agreed and disagreed coding was
really high and the percentage of interrater agreement was almost perfect for the DO
category. The number of posts coded in FD category was 18 by the researcher while it
was 13 by the interrater. All 12 posts coded in this category were the same and so the
percentage of interrater agreement was almost perfect. Finally, the number of posts
coded in DI category was 12 both by the researcher and the interrater. However, the
number of posts which is common and belongs to the same subjects was 9. Still, the

agreement was almost perfect.

Although the percent agreement (83.1%) on teaching presence shows a perfect
agreement, the capitalization on chance can mislead. For this reason, the better
approach is to calculate a measure of agreement that takes the gauge of random
agreement opportunities (Altman, 1999; Landis & Koch, 1977). Kappa value was also
calculated to have more accurate information about measure of raters’ agreement.
Cohen’s kappa (k) was used because the coding was based on categorical, nominal
codes. Table 3.20 shows the measure of agreement revealed with Cohen’s Kappa value

on teaching presence.

Table 3.20 Measure of Agreement on Teaching Presence

Symmetric Measures

Asymptotic
Standardized Approximate Approximate
Value Error? T® Significance
Measure of Kappa
736 .062 9.849 .000
Agreement
N of Valid Cases 71

a. Not assuming the null hypothesis.
b. Using the asymptotic standard error assuming the null hypothesis.
p<.05

According to the result, there was a substantial (good) agreement between the two
raters' judgements, k = .736, p < .05. The first method percentage of interrater

agreement indicates also evidence for a substantial level of agreement. Hence, the
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coding of discussion postings in regard with teaching presence was conducted with

reducing the researcher’s subjectivity and bias and also enhancing objectivity.

3.7.2 Trustworthiness of Coding Interview Data

In the second cycle of the qualitative data analysis, specifically interviews, a different
interrater coded six interview (3 female, 3 male) data. The external coder was selected
based on the experience in coding qualitative data. She is really experienced in
qualitative. She also conducted her doctoral dissertation based particularly on
qualitative data. She also conducted some qualitative researches and administered

qualitative coding and became external coder in some studies.

The validity of generated themes and codes were administered with measure of
agreement. In coding process, the researcher and the external coder made coding of
six interviewees’ (3 female, 3 male) transcribed data separately. The codes and sub-
codes were compared with each other to reveal the match and then together with the
interrater, themes were generated based on the Col model and the related literature. In
terms of codes and sub-codes, there was no disagreement between the researcher and
interrater and therefore, the agreement was perfect. The coding schema of the

interview is presented in Table 3.21.

Table 3.21 Coding Schema

Themes Codes Sub-codes

Demographics Working condition
Marital status
Prior knowledge

Teaching presence Course Activities Discussion
Assignment
Group working
Exam
Concerns about the course
Encouraging students

Instructor’s feedback
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Themes Codes Sub-codes

Evaluation of students’

performances

Social presence Communication Communication with
other students
Communication with the
instructor
Belongingness to the
community
Cognitive Presence ~ Motivation
Cooperation
Combining new information
Integration knowledge into
daily life
Suggestions Scope of course content
Type of education (blended

learning)

More practice

According to the results, five themes; namely demographics, teaching presence, social
presence, cognitive presence and suggestions were generated. Under these themes,
there were 17 codes and 6 sub-codes in total. They were explained in the next chapter

in accordance with the research questions.

3.8 Limitations

In this study, the first phase of data collection, namely online discussion forums were
hold asynchronously. Since students are educated in online program and many of them
are working, there would be time lags in synchronous format. For this reason,
discussions were hold asynchronously. However, in a synchronous format, the results
could differ especially in terms of social presence and therefore, it is one of the
limitations of this study. Moreover, the instructor was at the outside of the discussion
activities, she was only the observer of the process. If the instructor were included in
the discussion, the results could be differ. However, it might be better for the students

to feel more comfortable on the contrary. Hence, it might be a limitation but also may
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not. In addition, teaching presence was covered only in two discussion activity. The
reason behind this was the focus of the study which is examining cognitive presence
in depth and learning how to foster it since it was the least known element up-to-date.
Also, it is caused by the nature of teaching presence which is addressed as the most
known element of Col framework. However, the examples and indicators of teaching
presence encountered only in two discussion activities. Although it was appropriate in

accordance with the aim of the study, still it could be a limitation.

Moreover, the third phase of data collection, namely interviews were conducted with
the students from the students participated in the first cycle of data collection. The
students in the first cycle were classified in three different groups based on their
participation ratio in the first cycle and for the interviews, equal number of students
from each three groups were tried to be accessed. However, in group 3 which includes
students participated at low ratio were not accessed as much as in other two groups
including students participated at moderate or high level. This is another limitation of

this study.

Furthermore, while conducting interviews, some students stated they were not
comfortable in audio or video calling, and suggested to conduct interviews as written
statements. Some students stated they were excited and some told they could
participate only if it would be done via chat, mail or messages. Thus, interviews
conducted with those students via synchronized chat in Facebook in order not to lose
those participants in the study. Although the interviews, rather than mail or messages;
conducted via synchronized chat to make clear the questions for them and deepen the
data at that time, they might not be responded too much or not express their thoughts
and feelings in a better way as in talking. Therefore, this is another limitation of this

study.

Finally, the size of participants in the whole study specifically the second cycle of data
collection and participants studied in the second and third cycles of data collection
were excessively different from each other. If their number were closer, making a
comparision between two types of students which are educated in formal education
but have online learning experience and at the current time enrolled in some online
courses (N=1435), and students are educated in totally online learning setting (N=100)
could be better. However, the numbers are so different that conducting an inferential
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analysis specifically multiple linear regression is not appropriate and do not meet with
the required assumptions for the analysis. For the comparision, only their descriptive

statistics were used.
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CHAPTER 4

RESULTS

This chapter includes the research findings of the study. The findings are organized
and presented in parallel with the research questions respectively. At the end of
chapter, a summary about the whole chapter is provided.

4.1 Perceptions of Students about Col, SP, CP, TP, Self-regulation,
Metacognition and Motivation (RQ1)

In consideration of first research question, the perceived levels of Col, social presence,
cognitive presence, teaching presence, self-regulation, metacognition and motivation
of the students in the online course context were discovered via their responses to the
quantitative data instruments. The research question that is examined in this part is the

following.

RQ1. What are the students’ perceived levels of Col, social presence, cognitive
presence, teaching presence, self-regulation, metacognition and motivation in

the online course context?

The results of demographics statistics about students’ community of inquiry, social
presence, cognitive presence, teaching presence, self-regulation, metacognition, and

motivation are presented in Table 4.1.
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Table 4.1 Descriptive Statistics of Students’ Col, SP, CP, TP, Self-regulation,
Metacognition and Motivation

Mean SD Minimum Maximum
Col 3.45 .70 1.00 5.00
Social Presence 3.26 .85 1.00 5.00
Cognitive Presence 3.44 a7 1.00 5.00
Teaching Presence 3.64 .68 1.00 5.00
Self-regulation 3.39 12 1.00 5.00
Metacognition 3.85 .59 1.00 5.00
Motivation 4.50 .86 1.00 7.00

N=1535

According to the results, students’ perceived levels of the Col in the online course
context has a mean score of 3.45 over 5.00 and standard deviation of .70. The minimum
score is 1.00 while the maximum score is 5.00. Their perceived levels of social
presence has a mean score of 3.26 and a standard deviation of .85. Cognitive presence
has a mean score of 3.44 and a standard deviation of .77, while the mean score of
teaching presence is 3.64 and standard deviation is .68. Their perceived levels of self-
regulation has a mean score of 3.39 and standard deviation of .72 while the
metacognition (M= 3.85, SD=.59). The highest mean score belongs to the motivation
(M= 4.50, SD= .86). The minimum score of the motivation is 1.0 while the maximum

score score is 7.00.

Since Likert type instruments used in this study regarded as interval scale, the gap
between the point 1 and 2 on the scale are the same with the gap between the point 3
and 4 in contrary to anticipated as a nominal or ordinal scale. In the same way, for 7-
Likert type instrument, the gap between the point 5 and 6 could be appreaciated as
same between the gap between the point 1 and 2 on the scale (Hart, 1996;

Teghtsoonian, Teghtsoonian, 1978). Therefore, based on descriptive statistics, in order
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to compare the measured constructs, three groups, namely lowest group, middle group
and highest group were created (Figure 4.1 and 4.2).

Lowest Group Middle Group Highest Group
Mean score: 1.00-2.33 Mean score: 2.33-3.67 Mean score: 3.67-5.00

Figure 4.1 Mean Scores Range for the Col, Its Three-Presence, Self-regulation and

Metacognition and Their Three Representative Groups

! | !

Lowest Group Middle Group Highest Group
Mean score: 1.00-3.00 Mean score: 3.00-5.00 Mean score: 5.00-7.00

Figure 4.2 Mean Scores Range for Motivation and Its Three Representative Groups

When considering three groups formed based on mean scores, range and intervals,
students’ perceptions of the Col, social presence, teaching presence, cognitive
presence, self-regulation, and motivation lay in the middle group. Although included
in the same group, students’ perceptions of teaching presence which is very close to
the boundary of the highest group, is the highest among the others laying in the middle
group. It is followed by the Col and cognitive presence, and then self-regulation and
lastly ocial presence which is the lowest score among all of them. Only students’
perceptions of metacognition lays in the highest group. Overall, their perceptions of

all these variables found well enough laying in either medium or highest group.
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With regard to students in MDS Department participated in the second and third cycles
of data collection process via online discussion posts and interview protocol, their

descriptive statictics are presented in Table 4.2.

Table 4.2 Descriptive Statistics about Col, SP, CP, TP, Self-regulation,

Metacognition and Motivation of Students in MDS Department

Mean SD Minimum Maximum
Col 4.1 .54 2.65 5.00
Social Presence 3.97 .63 2.11 5.00
Cognitive Presence 4.16 57 2.67 5.00
Teaching Presence 4.19 57 2.69 5.00
Self-regulation 3.94 57 2.58 5.00
Metacognition 4.23 47 3.08 5.00
Motivation 5.17 .82 1.90 7.00

N=100

The descriptive statistics given in Table 4.2 belongs to the students at MDS
Department including 100 student. Their perceived levels of the Col in the online
course context has a mean score of 4.1 over 5.00 and standard deviation of .54. The
minimum score is 2.65 while the maximum score is 5.00. Their perceived levels of
social presence has a mean score of 3.97 and a standard deviation of .63. The minimum
score of social presence is 2.11. Cognitive presence has a mean score of 4.16 and a
standard deviation of .57, while the mean score of teaching presence is 4.19 and
standard deviation is .57. The maximum score was the same with the whole sample
while the minimum scores were different. The minimum score of cognitive presence
was 2.67, and it was 2.69 of teaching presence. Their perceived levels of self-
regulation has a mean score of 3.94 and standard deviation of .57 while the
metacognition (M= 4.23, SD= .47). The minimum score of the self-regulation is 2.58
while the maximum score score is 5.00. Also, the minimum score of the metacognition

is 3.08 while the maximum score score is 5.00. The mean score of the motivation is
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5.17 and standard deviation of .82 (M= 5.17, SD= .82). The minimum score of the
motivation is 1.90 while the maximum score score is 7.00. Overall, students at MDS
Deaprtment got higher levels considering the minimum scores and mean scores as
compared with the whole sample. Also, the mean scores of MDS students for all
constructs lay in the highest group according to mean scores range. Therefore, it can
be inferred that online discussion activities were beneficial for them to attain higher

levels in these constructs.

The descriptive statistics about the students except in MDS Department are provided
in Table 4.3.

Table 4.3 Descriptive Statistics about Col, SP, CP, TP, Self-regulation,
Metacognition and Motivation of Students not in MDS Department

Mean SD Minimum Maximum
Col 3.27 78 1.00 5.00
Social Presence 3.21 .85 1.00 5.00
Cognitive Presence 3.39 .76 1.00 5.00
Teaching Presence 3.60 .67 1.00 5.00
Self-regulation 3.36 71 1.00 5.00
Metacognition 3.83 .58 1.00 5.00
Motivation 4.45 .84 1.00 7.00

N=1435

The descriptive statistics provided in Table 4.3 belongs to the students except educated
in MDS Department including 1435-student. Their perceived levels of the Col in the
online course context has a mean score of 3.27 over 5.00 and standard deviation of
578 (M= 3.27, SD=.82). The descriptive statistics about social presence are (M= 3.21,
SD= .85), cognitive presence (M= 3.39, SD=.76), and teaching presence (M= 3.60,
SD=.67). The mean score of the self-regualtion is 3.36 and standard deviation of .71
(M= 3.36, SD=.71), while that of metacognition are (M= 3.83, SD=.58). Finally, mean
score of the motivation is 4.45 and standard deviation of .84 (M= 4.45, SD=.84). The
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minimum score is 1.00 and the maximum score is 5.00 for all constructs except
motivation of that was 7.00. Their minimum and maximum score are the same with
the whole sample. As compared with MDS students, the minimum score of MDS

students are higher than the remaining part of the sample.

Considering students’ responses for each item in aforementioned constructs, firstly
Col survey is in the 5-point Likert type response format indicating - 1: strongly
disagree; 2: disagree; 3: neutral; 4: agree; and 5: strongly agree and therefore students’
scores change between 1 and 5. The details about the students’ perceptions of the Col
in the online course was provided with the descriptive statistics about their responses
for each item in the Col instrument that are illustrated in Table 4.4 based on its three

factors teaching presence, social presence and cognitive presence.

Table 4.4 Descriptive Statistics of Col Survey Grouped by its Three-Presence

ITEMS Mean SD
Community of Inquiry 3.45 .70
Social Presence 3.26 .85

Iltem-14  Getting to know other course participants gave me  3.52 1.04
a sense of belonging in the course.

Item-15 | was able to form distinct impressions of some 3.08 1.15
course participants.

Item-16  Online or web-based communication is an 3.13 1.19

excellent medium for social interaction.

Item-17 | felt comfortable conversing through the online 3.25 1.16
medium.

Item-18 | felt comfortable participating in the course 3.23 1.09
discussions.

Item-19 | felt comfortable interacting with other course 3.28 1.07

participants.
Item-20 | felt comfortable disagreeing with other course 3.29 1.05
participants while still maintaining a sense of

trust.
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ITEMS Mean SD

Item-21 | felt that my point of view was acknowledged by  3.27 1.02
other course participants.

Item-22  Online discussions help me to develop a sense of 3.31 1.06
collaboration.

Cognitive Presence 3.44 7

Item-23  Problems posed increased my interest in course 3.39 1.02
issues

Item-24  Course activities piqued my curiosity. 3.38 1.05

Item-25 | felt motivated to explore content related 3.36 1.04
questions.

Iltem-26 | utilized a variety of information sources to 3.37 1.07
explore problems posed in this course.

Item-27  Brainstorming and finding relevant information 3.45 .99
helped me resolve content related questions.

Item-28  Online discussions were valuable in helping me 3.39 1.05
appreciate different perspectives.

Item-29  Combining new information helped me answer 3.46 .99
questions raised in course activities.

Item-30  Learning activities helped me construct 3.49 97
explanations/solutions.

Item-31  Reflection on course content and discussions 3.45 .95
helped me understand fundamental concepts in
this class.

Item-32 1 can describe ways to test and apply the 3.43 97
knowledge created in this course.

Item-33 | have developed solutions to course problems that  3.38 1.02
can be applied in practice.

Item-34 1 can apply the knowledge created in this courseto  3.70 .98

my work or other non-class related activities.
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ITEMS Mean SD

Teaching Presence 3.68 .68

Item-1 The instructor clearly communicated important 3.77 .88
course topics.

Item-2 The instructor clearly communicated important 3.79 .86
course goals.

Item-3 The instructor provided clear instructions on how  3.86 .86
to participate in course learning activities.

Item-4 The instructor clearly communicated important 3.95 .92
due dates/time frames for learning activities.

Item-5 The instructor was helpful in identifying areas of 3.63 91
agreement and disagreement on course topics that
helped me to learn.

Item-6 The instructor was helpful in guiding the class 3.64 .92
towards understanding course topics in a way that
helped me clarify my thinking.

Item-7 The instructor helped to keep course participants 3.62 91
engaged and participating in productive dialogue.

Item-8 The instructor helped keep the course participants  3.60 91
on task in a way that helped me to learn.

Item-9 The instructor encouraged course participants to 3.52 .95
explore new concepts in this course.

Item-10  Instructor actions reinforced the developmentofa  3.50 .98
sense of community among course participants.

Item-11  The instructor helped to focus discussion on 3.52 .97
relevant issues in a way that helped me to learn.

Item-12  The instructor provided feedback that helped me 3.39 1.00
understand my strengths and weaknesses relative
to the course's goals and objectives.

Item-13  The instructor provided feedback in a timely 3.53 .98
fashion.

N=1535
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The mean scores of each item in the Col survey showed that all the items in each
presence had mean score around overall mean scores of each presence and the Col.
There was no any item having notable different mean score as compared to overall
mean scores of each presence and the Col. Considering three-presence of the Col,
teaching presence had the highest mean score whilst the social presence was the
lowest. In terms of teaching presence, the highest means score belonged to the items 3
and 4 while the lowest mean score was item 12. With regard to social presence, the
highest means score belonged to the item 14 whilst the lowest mean score was items
15 and 16. Finally, as for cognitive presence, the highest means score belonged to the
item 34 whereas the lowest mean score was items 24, 26 and 33. Frequency of Col

survey based on its three-presence and its indicators is presented in Table 4.5.

Table 4.5 Frequency of Col Survey Grouped by its Three-Presence and its Sub-

Categories

Strongly Disagree (2) Neutral (3) Agree (4) Strongly
disagree (1) agree (5)

Social Presence

Affective/ Personal

Item-14 69 170 448 591 257
4.5% 11.1% 29.2% 38.5% 16.7%

Item-15 177 265 504 436 153
11.5% 17.3% 32.8% 28.4% 10.0%

Item-16 186 244 485 423 197
12.1% 15.9% 31.6% 27.6% 12.8%

Open Communication

Item-17 142 239 469 461 224
9.3% 15.6% 30.6% 30.0% 14.6%

Item-18 116 239 542 455 183
7.6% 15.6% 35.3% 29.6% 11.9%

Item-19 110 208 543 487 187
7.2% 13.6% 35.4% 31.7% 12.2%
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Strongly Disagree (2) Neutral (3) Agree (4) Strongly
disagree (1) agree (5)
Group Cohesion
Item-20 94 215 569 471 186
6.1% 14.0% 37.1% 30.7% 12.1%
Item-21 85 205 639 425 181
5.5% 13.4% 41.6% 27.7% 11.8%
Item-22 93 225 524 500 193
6.1% 14.7% 34.1% 32.6% 12.6%
Cognitive Presence
Triggering Event
Item-23 77 194 514 553 197
5.0% 12.6% 33.5% 36.0% 12.8%
Item-24 90 201 480 563 201
5.9% 13.1% 31.3% 36.7% 13.1%
Item-25 84 201 523 530 197
5.5% 13.1% 34.1% 34.5% 12.8%
Exploration
Item-26 86 235 450 552 212
5.6% 15.3% 29.3% 36.0% 13.8%
Item-27 67 168 507 593 200
4.4% 10.9% 33.0% 38.6% 13.0%
Item-28 80 214 466 573 202
5.2% 13.9% 30.4% 37.3% 13.2%
Integration
Item-29 54 190 489 597 205
3.5% 12.4% 31.9% 38.9% 13.4%
Item-30 52 162 504 612 205
3.4% 10.6% 32.8% 39.9% 13.4%
Item-31 51 170 529 604 181
3.3% 11.1% 34.5% 39.3% 11.8%
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Strongly Disagree (2) Neutral (3) Agree (4) Strongly
disagree (1) agree (5)
Resolution
Item-32 57 175 547 564 192
3.7% 11.4% 35.6% 36.7% 12.5%
Item-33 69 206 536 524 200
4.5% 13.4% 34.9% 34.1% 13.0%
Item-34 42 120 432 606 335
2.7% 7.8% 28.1% 39.5% 21.8%
Teaching Presence
Design and Oranization
Item-1 32 68 421 718 296
2.1% 4.4% 27.4% 46.8% 19.3%
Item-2 23 81 372 773 281
1.5% 5.3% 24.2% 50.4% 8.6%
Item-3 22 75 342 758 338
1.4% 4.9% 22.3% 49.4 22.0%
Item-4 26 85 287 684 453
1.7% 5.5% 18.7% 44.6% 29.5%
Facilitating Discourse
Item-5 27 117 510 621 260
1.8% 7.6% 33.2% 40.5% 16.9%
Item-6 28 126 486 630 265
1.8% 8.2% 31.7% 41.0% 17.3%
Item-7 32 102 540 606 255
2.1% 6.6% 35.2% 39.5% 16.6%
Item-8 33 120 517 628 237
2.1% 7.8% 33.7% 40.9% 15.4%
Item-9 42 145 548 567 233
2.7% 9.4% 35.7% 36.9% 15.2%
Item-10 44 157 564 521 249
2.9% 10.2% 36.7% 33.9% 16.2%
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Strongly Disagree (2) Neutral (3) Agree (4) Strongly
disagree (1) agree (5)
Direct Instruction
Item-11 40 170 529 551 245
2.6% 11.1% 34.5% 35.9% 16.0%
Item-12 61 200 542 536 196
4.0% 13.0% 35.3% 34.9% 12.8%
Item-13 59 142 488 622 224
3.8% 9.3% 31.8% 40.5% 14.6%
N=1535

As can be seen in Table 4.5, in regard of social presence, for affective/personal belies
most of the students (55.2%, N=848) said that they felt sense of belong in the course
getting to know other course participants. Some students (38.4%, N=589) said that
they were able to form distinct impressions of some course participants. They (40.4%;
N=620) also favor online or web-based communication for social interaction. In terms
of open communication, some (44.6%, N=685) stated they felt comfortable conversing
through the online medium. Similarly, some other students (41.5%, N=638) stated
they felt comfortable participanting in the course discussions. Also, some (43.9%,
N=674) felt comfortable interacting with other course participants. In regard with
group cohesion, some students (42.8%, N=657) stated they felt comfortable
disagreeing with other course participants while still maintaining a sense of trust while
some (37.1%, N=569) were abstainer. Some of them (39.5%, n=606) felt that their
points of view were acknowledged by other course participants; however more
(41.6%, N=639) were not sure. Some students (41.6%, N=693) thought that online

discussions help me to develop a sense of collaboration.

Considering sub-constructs of cognitive presence, in regard of triggering event, some
students (42.8%, N=750) said that problems posed increased their interest in course
issues while some others (35.6%, N=514) wase undecided. About half of them
(49.8%, N=764) thought that course activities piqued their curiosity. Similarly, some
students (47.3%, N=727) felt motivated to explore content related questions. In terms
of exploration, about half of them (49.8%, N=764) utilized a variety of information

sources to explore problems posed in the course. More than half (51.6%, N=793) also
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said that brainstorming and finding relevant information helped them resolve content
related questions. In adiditon, half of them (50.5%, N=775) stated online discussions
were valuable in helping them appreciate different perspectives. Thirdly, in regard
with integration, more than half (52.3%, N=802) told that combining new information
helped them answer questions raised in course activities. Similarly, again more than
half (53.3%, N=817) thought learning activities helped them construct explanations
and solutions. In addition, more than half of the students (51.1%, N=785) stated
reflection on course content and discussions helped to understand fundamental
concepts in this class. Finally, in terms of resolution, about half of the students (49.2%,
N=756) stated that they can describe ways to test and apply the knowledge created in
this course. They (47.1%, N=724) said that they have developed solutions to course
problems that can be applied in practice. And majority of them (60.3%; N=941) also
said that they can apply the knowledge created in this course to their work or other
non-class related activities.

Finally, considering teaching presence, firstly, about design and organization, majority
the students (66.1%, N=1014) told that the instructor clearly communicated important
course topics. Also, most of them (59.0%, N=1054) thougth that the instructor clearly
communicated important course goals. Many students (71.4%, N=1096) declared that
the instructor provided clear instructions on how to participate in course learning
activities. Again most students (74.1%, N=1137) said that the instructor clearly

communicated important due dates/time frames for learning activities.

Secondly, about the facilaiting discourse, more than half of the students (57.4%,
N=881) declared that the instructor was helpful in identifying areas of agreement and
disagreement on course topics that helped me to learn. They (58.3%, N=895) also said
that the instructor was helpful in guiding the class towards understanding course topics
in away that helped me clarify my thinking. 56.1% (N=861) of the participants thougth
that the instructor helped to keep course participants engaged and participating in
productive dialogue. At about the same percentage (N=865), they also told that the
instructor helped keep the course participants on task in a way that helped me to learn.
More than half (52.1%, N=800) said that the instructor encouraged them to explore
new concepts in this course. And half of them (N=770) said that the course instructor

actions reinforced the development of a sense of community. Lastly, for direct
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instruction, more than half (51.9%, N=796) stated that the instructor helped to focus
discussion on relevant issues in a way that helped them to learn while 34.5% (N=529)
was undecided. About feedback, 47.7% (N=732) of them stated that the instructor
provided feedback that helped them understand their own strengths and weaknesses
relative to the course's goals and objectives, however 35.3% (N=542) of them was
neutral. And lastly, 55.1% (N=846) of the students stated that the instructor provided

feedback in a timely fashion.

Students’ self-regulation was measured via selfregulation questionnaire which is the
5-point Likert type response format indicating - 1: strongly disagree; 2: disagree; 3:
neutral; 4: agree; and 5: strongly agree and therefore students’ scores change between
1 and 5. The descriptive statistics about the students’ responses for 24-item in self-

regulation instrument were presented in Table 4.6.

Table 4.6 Descriptive Statistics of 24-1tem of Self-Regulation Questionnaire

ITEMS Mean  SD
Self-regulation 3.39 12
Iltem-1 | set standards for my assignments in online 3.26 1.03
courses.
Item-2 | set short-term (daily or weekly) goals as wellas  3.54 .98

long-term goals (monthly or for the semester).

Item-3 | keep a high standard for my learning in my 3.40 97
online courses.

Item-4 | set goals to help me manage studying time for 3.42 .98
my online courses.

Iltem-5 I don't compromise the quality of my work 3.30 1.06
because it is online.

Item-6 | choose the location where | study to avoid too 3.72 .96
much distraction.

Item-7 | find a comfortable place to study. structuring 3.93 .90

Item-8 | know where I can study most efficiently for 3.68 1.01
online courses.

Item-9 | choose a time with few distractions for studying  3.71 .99

for my online courses.
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ITEMS Mean SD

Item-10 1 try to take more thorough notes for my online 3.38 1.11
courses because notes are even more important for
learning online than in a regular classroom.

Item-11 | read aloud instructional materials posted online 3.26 1.11
to fight against distractions.

Item-12 | prepare my questions before joining in the chat 3.02 1.16
room and discussion.

Item-13 | work extra problems in my online courses in 3.16 1.10
addition to the assigned ones to master the course
content.

Item-14 1 allocate extra studying time for my online 3.22 1.12
courses because | know it is time-demanding.

Item-15 | try to schedule the same time every day or every  3.11 1.14
week to study for my online courses, and |
observe the schedule.

Item-16 Although we don't have to attend daily classes, | 3.21 1.12
still try to distribute my studying time evenly
across days.

Item-17 | find someone who is knowledgeable in course 3.54 1.02
content so that I can consult with him or her when
I need help.

Item-18 | share my problems with my classmates onlineso  3.34 1.09
we know what we are struggling with and how to
solve our problems.

Item-19 If needed, I try to meet my classmates face-to- 3.47 1.07
face.

Item-20 | am persistent in getting help from the instructor 3.25 1.10
through e-mail.

Item-21 | summarize my learning in online courses to 3.46 1.06
examine my understanding of what | have learned.

Item-22 | ask myself a lot of questions about the course 3.36 1.04

material when studying for an online course.
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ITEMS Mean SD
Item-23 | communicate with my classmates to find out 3.28 1.11

how I am doing in my online classes.
Item-24 | communicate with my classmates to find out 3.43 1.10
what | am learning that is different from what they

are learning.

N=1535

The mean scores of each item in the self-regulation questionnaire showed that all the
items had mean score around overall self-regulation mean score. There was no any
item having notable different mean score as compared to overall mean score. The
highest means scores belonged to the items 6, 7, and 9. These items are yielded in the
factor named environment structuring. The lowest means scores belonged to the items
12, 13, and 15. Items 12 and 13 yielded in the factor task strategies and item 15 in the
factor time management. Frequency of self-regulation questionnaire based on its sub-

factors is presented in Table 4.7.

Table 4.7 Frequency of Self-Regulation Questionnaire Grouped by its Sub-

Categories

Strongly Disagree (2) Neutral (3) Agree (4)  Strongly
disagree (1) agree (5)

Goal Setting

Item-1 91 231 558 495 160
5.9% 15.0% 36.4% 32.2% 10.4%

Item-2 43 189 426 652 225
2.8% 12.3% 27.8% 42.5% 14.7%

Item-3 63 185 530 587 170
4.1% 12.1% 34.5% 38.2% 11.1%

Item-4 55 199 503 599 179
3.6% 13.0% 32.8% 39.0% 11.7%

Item-5 88 229 549 467 202
5.7% 14.9% 35.8% 30.4% 13.2%

128



Strongly Disagree (2) Neutral (3) Agree (4)  Strongly
disagree (1) agree (5)
Environment Structuring
Item-6 38 122 379 686 310
2.5% 7.9% 24.7% 44.7% 20.2%
Item-7 24 76 308 697 430
1.6% 5.0% 20.1% 45.4% 28.0%
Item-8 53 129 404 621 328
3.5% 8.4% 26.3% 40.5% 21.4%
Item-9 44 132 372 665 322
2.9% 8.6% 24.2% 43.3% 21.0%
Task Strategies
Item-10 95 226 464 495 255
6.2% 14.7% 30.2% 32.2% 16.6%
Item-11 107 278 451 506 193
7.0% 18.1% 29.4% 33.0% 12.6%
Item-12 170 355 448 402 160
11.1% 23.1% 29.2% 26.2% 10.4%
Item-13 115 316 474 461 169
7.5% 20.6% 30.9% 30.0% 11.0%
Time Management
Item-14 112 305 437 488 193
7.3% 19.9% 28.5% 31.8% 12.6%
Item-15 145 316 461 448 165
9.4% 20.6% 30.0% 29.2% 10.7%
Item-16 128 272 469 485 181
8.3% 17.7% 30.6% 31.6% 11.8%
Help Seeking
ltem-17 62 175 416 637 245
4.0% 11.4% 27.1% 41.5% 16.0%
Item-18 10 230 461 541 203
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Strongly Disagree (2) Neutral (3) Agree (4)  Strongly

disagree (1) agree (5)
6.5% 15.0% 30.0% 35.2% 13.2%
Iltem-19 86 178 447 587 243
5.6% 11.6% 29.1% 37.9% 15.8%
Iltem-20 112 249 514 465 195
7.3% 16.2% 33.5% 30.3% 12.7%

Self-evaluation

Item-21 84 187 433 604 227
5.5% 12.2% 28.2% 39.3% 14.8%
Item-22 85 218 482 565 185
5.5% 14.2% 31.4% 36.8% 12.1%
Item-23 124 228 460 534 189
8.1% 14.9% 30.0% 34.8% 12.3%
Item-24 95 211 424 556 249
6.2% 13.7% 27.6% 36.2% 16.2%
N=1535

As can be seen in Table 4.7, in regard with goal setting, some students (42.6%; N=655)
stated that they set standards for their assignments in online courses, however some
others (36.4%, N=558) were undecided. More than half of the students (57.2%,
N=877) told that they set short-term (daily or weekly) goals as well as long-term goals
(monthly or for the semester). About half (49.3%, N=757) stated that they keep a high
standard for their learning in the online courses, while some others (34.5%, N=530)
were not sure. About half of the students (49.7%, N=778) declared that they set goals
to help them manage studying time for their online courses while some others (32.8%,
N=503) were undecided. And lastly, some students (43.6%, N=669) stated that they
don't compromise the quality of their work because it is online whereas some others
(35.8%, N=549) were not sure. Secondly, for environment structuring, many students
(64.9%, N=996) stated that they choose the location where they study to avoid too
much distraction. Most of them (73.4%, N=1127) told that they find a comfortable
place to study. In addition, many students (61.9%, N=949) know where they can study
most efficiently for online courses. And lastly, most of them (64.3%, N=987) stated
that they choose a time with few distractions for studying for their online courses. In
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terms of task strategies, about half (48.8%, N=750) of the students said that they try to
take more thorough notes for their online courses because notes are even more
important for learning online than in a regular classroom while some others (30.2%,
N=464) were not sure. The frequencies about students’ response rate were 45.6%
(N=699) for reaingd aloud instructional materials posted online to fight against
distractions, 36.6% (N=562) for preparing their questions before joining in the chat
room and discussion, and 41.0% (N=630) for working extra problems in their online
courses in addition to the assigned ones to master the course content. Their responses
to the task strategies were fairly moderate andit can be inferred that they could need
improvement in their skills and behaviors of task strategies.

In terms of time management, some students (44.4%, N=681) stated that they allocate
extra studying time for their online courses because they know it is time-demanding,
whereas some others (28.5%, N=437) were undecided. Some of them (39.9%, N=613)
told that they try to schedule the same time every day or every week to study for their
online courses, and they observe the schedule, whilst some others (30.0%, N=461)
were not sure. And about time management, some students (43.4%, N=666) also stated
although they don't have to attend daily classes, they still try to distribute their studying
time evenly across days while some others (30.6%, N=469) were undecided.
Furthermore, about help seeking, more than half of the students (57.5%, N=882) stated
that they find someone who is knowledgeable in course content so that they can consult
with him or her when they need help while some others (27.1%, N=416) were not sure.
Some students (48.4%, N=744) stated that they share their problems with the
classmates online so they know what they are struggling with and how to solve their
problems whereas some others (30.0%, N=461) were not sure. More than half of them
(53.7%, N=830) said that if needed, they try to meet the classmates face-to-face. And
finally, some students 42.0%i N=660) told that they are persistent in getting help from
the instructor through e-mail while some others (33.5%, N=514) were not sure.
Moreover, considering the last factor of self-regulation, namely self-evalaution, more
than half of the students stated that (54.1%, N=831) they summarize their learning in
online courses to examine their understanding of what they have learned. About half
of the students (48.9%, N=750) said that they ask themselves a lot of questions about
the course material when studying for an online course. Also, about half of them

(47.1%, N=723) told that they communicate with the classmates to find out how they
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are doing in the online classes whereas some others (30.0%, N=460) were not sure.
Lastly, more than half of them (52.4%, N=805) said that they communicate with the
classmates to find out what themselves as an individual are learning that is different
from what they are learning. It is clear that students’ selfevaluation skills were at failry
moderate level. It can be inferred that they could need improvement in the skills and
bahviors of self-evalaution.

Students’ metacognition was measured via metacognition questionnaire which is the
5-point Likert type response format indicating - 1: strongly disagree; 2: disagree; 3:
neutral; 4: agree; and 5: strongly agree and therefore students’ scores change between
1 and 5. The descriptive statistics about the students’ responses for 26-item in

metacognition instrument were presented in Table 4.8.

Table 4.8 Descriptive Statistics of 26-1tem of Metacognition Questionnaire

ITEMS Mean SD
Metacognition 3.85 .59
Item-1 | know my strengths as a learner. 4.05 .90
Item-2 | know my weaknesses as a learner. 4.05 .86
Item-3 | have good critical thinking skills. 3.86 .88
Item-4 I have good problem solving skills. 3.79 .87
Item-5 | know what factors may enhance my thinking and  3.95 .83

learning.

Item-6 | know my motivational state at the beginning of 400 .82

the learning process.
Item-7 | am clear of my opportunities for success. 394 .86

Item-8 I know my existing knowledge and experiences 3.89 .85

related to the learning task.

Item-9 I make judgments about the difficulty of the task. 3.92 .85
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ITEMS Mean SD

Item-10 | am aware of my effort during the learning 3.97 .85
process.

Item-11 | am aware of my level of thinking during the 4.01 81
learning process.

Item-12 | constantly monitor my feelings during the 3.76 .96
learning process.

Item-13 | consciously assess my understanding during the 390 .85
learning process.

Item-14 1 realize | need confirmation of my understanding.  3.95 .84

Item-15 | pay attention to other course participants' ideas/ 3.83 .93
understandings/comments.

Item-16 | think about how we are approaching the task. 3.77 .89

Item-17 1 set goals to achieve a high level of learning. 3.85 .89

Item-18 | modify my approach to enhance my effort. 3.82 .87

Item-19 1 ask questions or request information to deepen 3.78 .92
my thinking.

Item-20 | challenge myself and other course participants. 354 1.00

Item-21 | make suggestions to other course participants to 3.56 1.00
help their learning.

Item-22 | apply specific strategies to enhance my 3.78 91
understanding.

Iltem-23 1 ask for help when | encounter difficulty. 3.86 .88

Iltem-24 1 modify my goals or strategies when | encounter 3.79 .90

difficulty in understanding.
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ITEMS Mean SD

Item-25 | change my strategy depending on the task. 3.63 .97

Item-26 | try to control my anxiety to enhance my 390 .89

understanding.

N=1535

The mean scores of each item in the metacognition questionnaire showed that all the
items had mean score around overall metacognition mean score. There was no any
item having remarkable different mean score as compared to overall mean score. The
hishest mean scores belonged to the items 1, 2, 6, and 11. The first three items yielded
in the factor named knowledge of cognition which reflects knowledge and
motivationassociated with inquiry process. Item 11 yielded in the factor named
monitoring of cognition which addresses reflection on action and associated with
assessing the learning process including assessing progression and effort in terms of
goals and expectations. The lowest mean scores belonged to the items 20, 21, and 25
yielded in the factor named regulation of cognition as the enactment and control of the
learning process requiring employment of strategies to attain meaningful learning
outcomes. Knowledge of cognition is the entering metacognitive state while regulation
of cognition is the last. For this reason, students’ mean scores with regard to these
items included in these two factor are expected. Frequency of metacognition

questionnaire based on its three sub-factors is presented in Table 4.9.

Table 4.9 Frequency of Metacognition Questionnaire Grouped by its Sub-Categories

Strongly Disagree (2) Neutral (3) Agree (4)  Strongly
disagree (1) agree (5)
Knowledge of Cognition
Item-1 28 67 213 721 506
1.8% 4.4% 13.9% 47.0% 33.0%
Item-2 21 63 212 758 481
1.4% 4.1% 13.8% 49.4% 31.3%
Item-3 19 78 366 704 368
1.2% 5.1% 23.8% 45.9% 24.0%
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Strongly Disagree (2) Neutral (3) Agree (4)  Strongly
disagree (1) agree (5)
Item-4 20 86 402 715 312
1.3% 5.6% 26.2% 46.6% 20.3
Item-5 13 69 283 784 386
8% 4.5% 18.4% 51.1% 25.1%
Item-6 8 69 266 769 423
5% 4.5% 17.3% 50.1% 27.6%
Item-7 16 62 327 717 413
1.0% 4.0% 21.3% 46.7% 26.9%
Item-8 14 74 338 748 361
9% 4.8% 22.0% 48.7% 23.5%
Monitoring of Cognition
Item-9 18 74 286 790 367
1.2% 4.8% 18.6% 51.5% 23.9%
Item-10 12 68 309 718 428
8% 4.4% 20.1% 46.8% 27.9%
Item-11 9 61 258 789 418
6% 4.0% 16.8% 51.4% 27.2%
Item-12 29 127 382 646 351
1.9% 8.3% 24.9% 42.1% 22.9%
Item-13 17 71 327 758 362
1.1% 4.6% 21.3% 49.4% 23.6%
Item-14 16 63 304 756 396
1.0% 4.1% 19.8% 49.3% 25.8%
Item-15 29 107 327 705 367
1.9% 7.0% 21.3% 45.9% 23.9%
Item-16 23 102 380 729 301
1.5% 6.6% 24.8% 47.5% 19.6%
Regulation of Cognition
Item-17 22 86 352 721 354
1.4% 5.6% 22.9% 47.0% 23.1%
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Strongly Disagree (2) Neutral (3) Agree (4)  Strongly

disagree (1) agree (5)
Item-18 18 82 363 739 323
1.2% 6.0% 23.6% 48.1% 21.0%
Iltem-19 23 105 409 648 350
1.5% 6.8% 26.6% 42.2% 22.8%
ltem-20 47 176 471 576 265
3.1% 11.5% 30.7% 37.5% 17.3%
Iltem-21 51 177 424 629 254
3.3% 11.5% 27.6% 41.0% 16.5%
ltem-22 27 98 380 707 323
1.8% 6.4% 24.8% 46.1% 21.0%
Iltem-23 22 87 328 742 356
1.4% 5.7% 21.4% 48.3% 23.2%
Iltem-24 28 90 371 728 318
1.8% 5.9% 24.2% 47.4% 20.7%
Iltem-25 42 135 447 633 278
2.7% 8.8% 29.1% 41.2% 18.1%
ltem-26 29 70 307 747 382
1.9% 4.6% 20.0% 48.7% 24.9%

N=1535

As can be seen in Table 4.9, students’ responses were at higher percentage level for all
three sub-constructs of metacognition. In terms of knowledge of cognition, the
majority of the students (80.0%, N=1227) stated they know their strengths as a learner.
They (80.7%, N=1239) also stated that they know their weaknesses as a learner. Their
response rate for having good critical thinking skills at 69.9%, good problem solving
skills at 66.9% (N=1072), know what factors may enhance their thinking and learning
at 76.2% (N=1170), know their motivational state at the beginning of the learning
process at 77.8% (N=1192), being clear of their opportunities for success at 73.6%
(N=1130), and know their existing knowledge and experiences related to the learning
task at 72.2% (N=1109). It can be inferred that the response rate and relative

percentage values of knowledge of cognition were substantially high.
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In terms of monitoring of cognition, most of them (75.4%, N=1157) stated that they
make judgments about the difficulty of the task. Their response rate for being aware
of heir own effort during the learning process at 74.7% (N=1146), being aware of their
own level of thinking during the learning process at 78.6% (N=1207), constantly
monitor their feelings during the learning process at 65% (N=997), consciously assess
their understanding during the learning process 73.2% (N=1120), realization of the
need for confirmation of their understanding at 75.1% (N=1152), paying attention to
other course participants' ideas/ understandings/comments at 69.8% (N=1072), and
think about how they are approaching the task at 67.1% (N=1030). It can be inferred
that the response rate and relative percentage values of monitoring of cognition were

fairly high.

Finally, in terms of regulation of cognition, majority of the students (70.1%, N=1075)
stated that they set goals to achieve a high level of learning. Most of them (69.1%,
N=1062) told that they modify their own approach to enhance their effort. Many
students (65%, N=998) declared that thry ask questions or request information to
deepen their thinking. More than half (54.8%, N=841) stated they challenge
themselves and other course participants, but 30.7% of them (n=471) was undecided.
Moreover, the response rate for the remaining items were 57.5% (N=883) for making
suggestions to other course participants to help their learning, 67.1% (N=1030) for
applying specific strategies to enhance their understanding, 71.5% (N=1098) to ask for
help when encounter difficulty, 68.1% (N=1046) for modifying their goals or
strategies when encounter difficulty in understanding, 59.3% (N=911) for changing
their strategy depending on the task, and 73.6% (N=1129) for trying to control their
anxiety to enhance their understanding. It can be inferred that the response rate and

relative percentage values of monitoring of cognition were substantially high.

Students’ motivation was measured via motivation scale which is the 7-point Likert
type response format indicating 1: not at all true for me to 7: very true for me and
therefore students’ scores change between 1 and 7. The descriptive statistics about the

students’ responses for 3 1-item in motivation instrument were presented in Table 4.10.
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Table 4.10 Descriptive Statistics about 31-1tem of Motivation Scale

ITEMS Mean SD

Motivation 450 .86

Item-1 In a class like this, | prefer course material that 451 160
really challenges me so I can learn new things.

Item-2 If | study in appropriate ways, then | will be ableto 5.19  1.44
learn the material in this course.

Item-3 When | take a test | think about how poorly I am 338 174
doing compared with other students.

Item-4 I think I will be able to use what I learn in this 457 153
course in other courses.

Item-5 | believe I will receive an excellent grade in this 452 143
class.

Item-6 I'm certain | can understand the most difficult 410 155
material presented in the readings for this course.

Item-7 Getting a good grade in this class is the most 473 163
satisfying thing for me right now.

Item-8 When I take a test | think about items on other parts 3.77  1.75
of the test | can't answer.

Item-9 It is my own fault if | don't learn the material inthis 4.10  1.58
course.

Item-10 It is important for me to learn the course material in 491  1.42
this class.

Item-11  The most important thing for me right now is 480 161
improving my overall grade point average, so my
main concern in this class is getting a good grade.

Item-12  I'm confident I can learn the basic concepts taught ~ 4.99  1.42
in this course.

Item-13  If I can, | want to get better grades in this class than 4.98  1.72

most of the other students.
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Item-14  When | take tests | think of the consequences of 401 1.78
failing.

Item-15  I'm confident I can understand the most complex 437 152
material presented by the instructor in this course.

Item-16  Inaclass like this, I prefer course material that 478 149
arouses my curiosity, even if it is difficult to learn.

Item-17 | am very interested in the content area of this 408 154
course.

Item-18  If I try hard enough, then I will understand the 5.28 1.40
course material.

Item-19 | have an uneasy, upset feeling when | take an 355 1.73
exam.

Item-20  I'm confident I can do an excellent job on the 434 147
assignments and tests in this course.

Item-21 | expect to do well in this class. 501 1.40

Iltem-22  The most satisfying thing for me in this course is 5.04 1.46
trying to understand the content as thoroughly as
possible.

Item-23 | think the course material in this classis useful for ~ 4.72  1.52
me to learn.

Item-24  When | have the opportunity in this class, I choose  4.61  1.59
course assignments that I can learn from even if
they don’t guarantee a good grade.

Iltem-25  If | don't understand the course material, it is 449 154
because | didn't try hard enough.

Item-26 | like the subject matter of this course. 416 157

Item-27  Understanding the subject matter of this course is 437 158
very important to me.

Iltem-28 | feel my heart beating fast when | take an exam. 393 187
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Item-29  I'm certain | can master the skills being taught in 439 147
this class.

Item-30 | want to do well in this class because itis important  4.75  1.69
to show my ability to my family, friends, employer,
or others.

Item-31  Considering the difficulty of this course, the 501 1.45
teacher, and my skills, I think I will do well in this

class.

N=1535

The 31-item included in motivation scale having means score around the overall
motivation mean score (M = 4.50) of the students in the online course. The highest
mean scores belonged to the items 2, 18, 21, 22, and 31. When these items are
considered, it is inferred that students’ control of learning beliefs including items 2 and
18 indicate their efforts to learn will result in positive outcomes (Pintrich, Smith,
Garcia, McKeachie, 1991). The item 22 is included in the factor intrinsic goal
orientation which concerns the degree to which students perceive themselves to be
participating in a task for reasons such as challenge, curiosity, mastery, etc. That means
having instrinsic goal orientation means that students’ participation in the task is an
end all to itself; rather than participation being a means to an end. The items 21 and 31
are yielded in the factor named self-efficacy for learning and performance and indicate
self-appraisal of one’s ability to master a task and confidence in one’s ability to
perform the task. The lowest mean scores belonged to the items 3, 8, 14, 19 and 28.
These items constitutes the factor named Text Anxiety and the developers of
motivation questionnaire states that the items in the text anxiety factor is negatively
related with their motivation and therefore, expected to be low if their motivation is
high or vice versa. As seen from Table 4.7, the lowest scores belonged to the items 3,
8, 14, 19 and 28 yileding the factor text anxiety. However, as the developers of
motivation questionnaire declared that the low mean scores of these items were
expected result because of high motivation score. Frequency of motivation scale based

on its sub-factors is presented in Table 4.11.
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Table 4.11 Frequency of Motivation Scale Grouped by its Sub-Categories

1 2 3 4 5 6 7

Intrinsic Goal Orientation

Item-1 78 101 150 476 299 222 209
5.1% 6.6% 9.8% 31.0% 195% 14.5%  13.6%
Item-16 29 90 164 358 383 290 221
1.9% 5.9% 10.7% 23.3%  25.0% 18.9% 14.4%
Item-22 22 57 139 331 355 333 298
1.4% 3.7% 9.1% 21.6%  23.1% 21.7% 19.4%
Item-24 53 105 211 345 340 266 215

3.5% 6.8% 13.7%  22.5%  22.1% 17.3% 14.0%

Extrinsic Goal Orientation

Item-7 58 94 177 350 311 279 266
3.8% 6.1% 11.5% 228%  20.3% 182% 17.3%
Item-11 46 97 165 348 311 284 284
3.0% 6.3% 10.7%  22.7%  20.3% 185% 18.5%
Item-13 58 99 135 297 282 266 398
3.8% 6.4% 8.8% 19.3% 18.4% 17.3%  25.9%
Item-30 73 99 159 329 320 262 293

4.8% 6.4% 104% 21.4%  20.8% 17.1% 19.1%

Task Value

Item-4 57 104 147 453 326 263 185
3.7% 6.8% 9.6% 29.5% 21.2% 17.1% 12.1%

Item-10 20 69 125 394 384 294 249
1.3% 4.5% 8.1% 25.7%  25.0% 19.2% 16.2%

Item-17 91 154 268 435 309 169 109
5.9% 100% 175% 283% 20.1% 11.0% 7.1%

Item-23 43 94 157 368 371 297 205
2.8% 6.1% 10.2% 24.0% 242% 193% 13.4%

Item-26 86 146 266 413 313 183 128

5.6% 9.5% 17.3% 26.9%  204% 119% 8.3%
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1 2 3 4 5 6 7
Item-27 S7 136 246 395 314 214 173
3.7% 8.9% 16.0% 25.7%  20.5% 13.9% 11.3%
Control Beliefs about Learning
Item-2 20 65 92 267 403 353 335
1.3% 4.2% 6.0% 17.4%  26.3% 23.0% 21.8%
Item-9 96 151 252 467 275 159 135
6.3% 9.8% 16.4% 30.4%  17.9% 104% 8.8%
Item-18 18 40 94 288 362 368 365
1.2% 2.6% 6.1% 18.8%  23.6% 24.0% 23.8%
Item-25 52 101 244 375 346 242 175
3.4% 6.6% 159% 244%  225% 158% 11.4%
Self-efficacy for Learning and Performance
Item-5 40 99 173 461 374 252 136
2.6% 6.4% 11.3% 30.0% 244% 164% 8.9%
Item-6 80 167 268 448 267 191 114
5.2% 109% 17.5% 29.2% 17.4% 124% 7.4%
Item-12 17 59 137 353 384 318 267
1.1% 3.8% 8.9% 23.0%  25.0% 20.7% 17.4%
Item-15 56 119 234 425 334 221 146
3.6% 7.8% 152%  27.7% 21.8% 144% 9.5%
Item-20 46 121 250 441 328 225 124
3.0% 7.9% 16.3% 28.7% 21.4% 147% 8.1%
Item-21 19 52 135 345 382 347 255
1.2% 3.4% 8.8% 2.25%  24.9% 22.6% @ 16.6%
Item-29 46 107 244 435 345 223 135
3.0% 7.0% 159% 283%  225% 145% 8.8%
Item-31 25 52 127 373 351 319 288
1.6% 3.4% 8.3% 243%  22.9% 20.8% 18.8%
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Test Anxiety

Item-3 284 257 253 368 174 109 90
185% 16.7% 16.5% 24.0% 11.3% 7.1% 5.9%

Item-8 190 221 257 341 245 165 116
124% 14.4% 16.7% 22.2% 16.0% 10.7% 7.6%

Item-14 161 197 228 330 272 195 152
105% 12.8% 149% 21.5% 17.7% 12.7%  9.9%

Item-19 225 248 283 332 222 134 91
147% 16.2% 184% 21.6% 145% 8.7% 5.9%

Item-28 188 230 206 325 229 180 177

12.2% 15.0% 134% 21.2% 149% 11.7% 11.5%
1: not at all true of me - 7: very true of me, N=1535

Regarding the sub-constructs of motivation (Table 4.13), first of all about intrinsic goal
orientation, some students (47.6%, N=730) stated that in an online class, they prefer
course material that really challenges them so they can learn new things; while some
others (31.0%, N=476) were undecided. More than half of the students (58.4%,
N=894) told that in the online class, they prefer course material that arouses their
curiosity, even if it is difficult to learn. Also, more than half (64.2%, N=986) declared
that the most satisfying thing for them in the course is trying to understand the content
as thoroughly as possible. Some students (53.4%, N=821) also maintained that when
they have the opportunity in the online course, they choose course assignments that

they can learn from even if they don’t guarantee a good grade.

In regard with extrinsic goal orientation, more than half of the students (55.8%,
N=856) thought that getting a good grade in this class is the most satisfying thing for
them. Also, many students (57.3%, N=879) said that the most important thing for them
is improving their overall grade point average, so their main concern in this class is
getting a good grade. The majority of the students (61.6%, N=946) said that if they
can, they want to get better grades in the class than most of the other students. Finally,
many of them (57.5; N=875) said that they want to do well in the class because it is

important to show their ability to their family, friends, employer, or others.
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In terms of task value, half of the students (50.4%, N=774) though that they are able
to use what they learn in this course in other courses. More than half of them (60.4%,
N=927) said that learning course material in the class hours is important for them.
Some students (38.1%, N=587) declared their interest in the content area of the course,
whereas other some (28.3%; N=435) was not. More than half of them (56.9%, N=873)
thought the course material in the class is useful for them to learn. Some students
(40.6%, N=624) favor the subject matter of the course, while there were some others
(26.9%, N=413) who did not like. Finally, some students (45.7%, N=701) declared
that understanding the subject matter of the course is very important to them.

In regard with control beliefs about learning, majority of the students (71.1%, N=1091)
said that If they study in appropriate ways, then they will be able to learn the material
in this course. A few students (37.1%, N=569) thought that if they don’t learn the
material in the course, it is their own fault. Some others (32.5%, N=499) do not seem
themselves as responsible if they don’t learn, and the remaining (30.4%, N=467) are
undecided. Most of them (71.4%, N=1095) declared that if they try hard enough, then
they will understand the course material. Finally, about half of them (49.7%, N=763)
declared that if they don't understand the course material, it is because they didn't try
hard enough. About half of the remaining students (25.9%, N=397) thought vice versa,
while the second half (24.2%, N=375) was undecided.

In terms of considering self-efficacy for learning and performance, about half of the
students (49.7%, N=762) believed receiving an excellent grade in the course whilst
some of them (30.0%, N=461) was not sure. Few students (37.2%, N=572) were sure
about understanding the most difficult material presented in the readings in the course,
while some others were undecided (29.2%, N=448) and the remaining (33.6%, N=515)
was not. Many of them (63.1%, N=969) were confident that they can learn the basic
concepts taught in the course. However, some of them (45.7%, N=701) were confident
that they can understand the most complex material presented by the instructor in the
course. Also, some (44.2%, N=677) stated they were confident in doing an excellent
job on the assignments and tests in the course whereas some others (28.7%, N=441)
were not sure. Most of them (64.1%, N=984) expected to do well in the class. Some
of them (45.8%, N=703) were sure of being able to master the skills being taught in
the class. And finally, most of them (62.5%, N=958) said that considering the difficulty
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of this course, the teacher, and their own skills, they think they will do well in this
class.

About the last construct, namely text anxiety, few students had an anxiety. Their
response rates were at 24.3% (N=373) for during take a test they think about how
poorly they are doing compared with other students, 34.3% (N=526) think about test
items on other parts of the test they can’t answer, 40.3% (N=619) think of the
consequences of failing in a test, 29.1% (N=447) feeling upset when take a test, and
38.1% (N=586) for feeling their heart beating fast when they take a test.

4.2 The Relationship and the Contributions (RQ2)
In consideration of second research question and four sub-questions, using IBM SPSS
vesion 23.0, four multiple linear regression analysis were conducted respectively. The

research question that is examined in this part is the following.

RQ2. How do students’ perceived levels of self-regulation, metacognition, and
motivation levels in the online course context predict their perception in regard
of the followings?

a. Col?

b. Social presence?

c. Cognitive presence?

d. Teaching presence?

In consideration of second research question, the prediction of students’ perceptions
of Col, social presence, cognitive presence, and teaching presence by ther self-
regulation, metacognition, and motivation were investigated with their responses to

the four quantitative data instruments.

The assumptions for multiple linear regression analysis were explained first, and then
each analysis result based on each sub-questions of second research question were

explained seperately.

4.2.1 Assumptions

Before conducting simultaneous multiple regression analysis, the required
assumptions which are adequate sample size, missing data, normality of residuals,
homoscedasticity, independence of error terms, multicollinearity, and influential

observations (outliers) were checked. Each of them was explained below in detail.
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4.2.1.1 Adequate Sample Size

The first assumption is the adequate sample size. The minimum sample size for
multiple regression analysis is formulated as 50 + 8k (k: number of predictor variables)
(Green, 1991). According to author statement, the sample is more than the adequate

since it includes 1740 students.

4.2.1.2 Missing Data

The second assumption is checking the missing data. The missing cases were checked
by descriptive and removed from the whole data at the beginning of analysis. At the
beginning, there were 1740 subjects; however, 72 subjects’ data are missing and

therefore removed from the data and then, 1668 subjects remained.

4.2.1.3 Linearity

Linearity address to the linear relationship between the outcome (dependent) variable
and the predictor (independent) variables (Field, 2009). Linearity assumption can be
checked with scatterplots which are given in Figure 4.2, 4.3, 4.4, 4.5, 4.6, and 4.7 in
Appendix M respectively. Since the same shape of the line above emerges, linearity

assumption was met.

4.2.1.4 Homoscedasticity

The third assumption is homoscedasticity which means the variance of the error term
is constant across each value of the predictor (Tabachnick & Fidell, 2013). It can be
checked via scatterplots. The produced scatterplots are presented in Figure 4.8, 4.9,
4.10, 4.11, 4.12, and 4.13 in Appendix N. According to the scatterplots, there is no
apparent pattern and therefore, the homoscedasticity assumption was also met.

4.2.1.5 Normality of Residuals

The fourth assumption is the normality of residuals which gives hint whether the error
terms are normally distributed or not. In order to check normality of residuals,
Skewness and Kurtosis values, histogram and p-p plot can be used (Tabachnick &
Fidell, 2013). Table 4.12 indicates Skewness and Kurtosis values. According to the
test results, all values of Skewness and Kurtosis test lay in 3 and -3 (Hair et al., 2010).
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Table 4.12 Skewness and Kurtosis Test Results of All VVariables

Skewness Kurtosis
Statistic Std. Error  Statistic Std. Error

Col -.10 .06 21 13
Social Presence -.24 .06 -.05 A3
Cognitive Presence -.32 .06 24 A3
Teaching Presence -.18 .06 .55 13
Self-regulation -.16 .06 .26 13
Metacognition -.39 .06 .95 13
Motivation .02 .06 12 A3

For each dependent variable in four analysis, based on histograms of regression
standardized residuals (Figure 4.14, 4.15, 4.16, 4.17 in Appendix O), there is a normal
distribution since the frequency of residuals is close to normal distribution line. The

all histograms are symmetrical and approximately bell-shaped.

Moreover, based on p-p plot, there is no dispersal of residuals and they follow the 45-
degree line (Figure 4.18, 4.19, 4.20, 4.21 in Appendix O). The dots lie almost exactly
along the diagonal. Therefore, all the results indicated that normality assumption was

met and errors are distributed normally.

4.2.1.6 Independence of Error Terms

The fifth assumption to be checked is independence of errors. The error term should
be independent of the predictors in the model and of the values of the error term for
other cases to meet the independence of errors assumption. It is checked via Durbin-
Watson coefficient test values. In Durbin Watson coefficient test, the value of ranges
should be from 0 to 4 (Field, 2013). As a rule of thumb Durbin-Watson (1951) value
should be between 1 and 3 to indicate independence of observations. In this study,
Durbin-Watson value is 1.94 and lay in the range of 1.5 and 2.5. Thus, independence

of error terms assumptions was also met.

4.2.1.7 Multicollinearity
The sixth assumption that is required to be checked is multicollinearity.

Multicollinearity means unacceptably high level of intercorrelation among predictors.
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It can be checked via Tolerance and VIF (Variance Inflation Factor) values (Field,
2013). The collinearity statistics of the variables is illustrated in Table 4.13.

Table 4.13 Tolerance and VIF Values for Variables

Model Collinearity Statistics
Tolerance VIF
1 (Constant)
Social presence 43 2.31
Cognitive Presence .29 3.39
Teaching presence 48 2.08
Self-regulation 42 2.40
Metacognition .56 1.78
Motivation .60 1.67

When tolerance is close to 0, there is a high multicollinearity of the variables. As a rule
of thumb, if tolerance is less than .2, a problem with multicollinearity is indicated as
stated by Menard (1995). As can be seen from Table 4.13 there is no any variable
having tolerance value less than .20. The other statistic used in checking for
multicollinearity assumption is VIF which is defined as the inverse of tolerance. If VIF
value is high, there is high multicollinearity and instability of the regression
coefficients. VIF=4 is an arbitrary, but there are some researchers use the more lenient
cutoff of 5.0. Also, the largest VIF value should be less than 10 (Bowerman &
O’Connell, 1990; Myers, 1990). According to the authors statements, there is no any
predictor having VIF value greater than 4 (Table 4.13). Therefore, the multicollinearity

assumption is met.

4.2.1.8 Influential Observations (Outliers)

The seventh assumption for multiple linear regression analysis is influential
observations, namely outliers. Field (2013) defines outlier as a score very different
from the rest of the data. Outliers can be identified by numerous ways; including box-
plots, Leverage value test, Cook’s Distance test, DFBeta and Mahalanobis distance
(Tabachnick & Fidell, 2013). All test values to check the outliers were done and
examined. Since the only one of them is not enough to detect a case as an outlier Field
(2013).
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According to the results, all DFBeta values lay in 1 and -1. Therefore, there is no outlier
based on DFBEta test values. However, in order to be sure, the other tests were
conducted and compared with each other. According to Leverage Value test, based on
the formula, the test statistic 3(k+1)/n equal to .011, in which k represents the number
of predictor variable while n is the total subject. For Cook’s Distance test, the formula
M+2SD equals to .009 and lastly Mahalanobis Distance test, the test statistics equals
to 12.59. Based on all these three tests, findings indicated there are some outliers in
the data although DFBeta values. For this reason, in order to be sure, finally box-plots,
the easiest way to detect outliers are produced. In boxplot, mild outliers identified with
a circle greater than 1.5 times the Interquartile Range (IQR) while extreme outliers
identified with an asterisk greater than 3 times the IQR. Based on the box-plots of
Manalanobis Distance, Cook’s Distance, Centered Leverage Value, and all DFBeta
values that are presented below, all of extreme and mild outliers were removed from
the data. At the beginning, the number of subjects was 1668 and from them, 133 ones
were removed and 1535 subjects remained. The removed cases from the data are the
ones that are shown in boxplots at the outside 1.5 times the IQR including mild outliers
identified with circle or extreme outliers with asterisk. When missing cases and
outliers were removed from the data, the sample size is still more than the adequate
sample size for multiple regression analysis. Related with the influential observationsi

the box plots are presented in Figure 4.22 to Figure 4.31 in Appendix P.

4.2.2 The Community of Inquiry and Contributing Factors (RQ2.a)

4.2.2.1 The Relationship

After checking all required assumptions for multiple regression analysis, the analysis
was conducted via standart multiple regression analysis method to answer the

following sub-research question.

RQ2.a How do students’ perceived levels of self-regulation, metacognition,
and motivation levels in the online course context predict their perception in

regard to community of inquiry?

The analysis results are presented in Table 4.14.
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Table 4.14 Pearson Correlation Result of the Col

Col Self-regulation Metacognition Motivation
Col -
Self-regulation  .75* -
Metacognition  .57* 58* -
Motivation .60* 53* 52* -

*p<.01, N=1535

Field (2013) states correlation between predictors should be less than .90. There is no
correlation greater than .90 between predictors as seen in Table 4.14. The results
indicates that there is a strong positive correlation between the Col and self-regulation,
which was statistically significant (r=.75, n=1535, p<.01). The coefficient of
determination was calculated (r?=.56) and it means 56% of the total variability on the

community of inquiry is shared by the self-regulation.

There is also a strong positive correlation between the Col and metacognition, which
was statistically significant (r=.57, n=1535, p<.01). The coefficient of determination
was calculated (r?=.32) and it means 32% of the total variance in the Col is shared by
the metacognition.

In addition, there is a strong positive correlation between the Col and motivation,
which was statistically significant (r=.60, n=1535, p<.01). The coefficient of
determination r? is the square of the Pearson correlation coefficient r and was
calculated (r?=.36) and it means 36% of the total variance in the Col is shared by the

motivation.

Overall, all three variables have positively correlated with the Col and the degree of
their relations are strong. The strong correlation with the Col belongs to the self-
regulation. The metacognition and motivation have correlated with the Col about the

same degree.

4.2.2.2 The Contributions of Predictors

The regression results explains more about each variable with showing their unique
contributions to the Col. Table 4.15 shows the summary of simultaneous multiple
linear regression analysis for these variables in the prediction of the Col.
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Table 4.15 Multiple Linear Regression Analysis for Variables Predicting the Col

Variable b SE B t sr? R? AF
Model .62 825.56
1 (Constant) 21 .08 2.65

Self-regulation .53 02 55 26.39" .174

*

Metacognition .15 02 .12 597 .009

Motivation .20 02 24 1234" 038

“p<.01, N=1535

The regression equation in raw score form:

Col = .21 +.53* self-regulation + .15 * metacognition + .20 * motivation

The regression equation in standard score form:

Zcognitive presence — .55* Zself-regulation +.24 * Zmotivation + .12 * Zmetacognition

The model explains the 62% of total variance and significant F (3, 1531) = 825.56; p
<.01.

The first predictor self-regulation (t = 26.39, p<.01) was significantly contributes to
the Col. It has also a strong positive significant correlation (r=.75, p<.01) with the Col.
It predicts uniquely 17.4% of students’ perceptions of the community of inquiry in the
online course context. If there is a one unit increase or decrease in self-regulation, then
the Col changes .53 accordingly controlling for the other variables in the equation.
Gravetter & Wallnau (2013) contended that in the standardized form of the regression
equation, the relative size of the beta values is an indication of the relative contribution
of the variables. With .55 value of B, self-regulation is the best variable contributing
to the Col.

The second predictor metacognition (t = 5.97, p<.01) significantly contributes to the
model with having a medium positive significant correlation (r=.57, p<.01). It explains
uniquely .9% of students’ perceived levels of the community of inquiry in the online

course context. If there is a one unit increase or decrease in metacognition, then the
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Col changes .15 accordingly given that the other variables are held constant. With .12
value of B, metacognition is the weakest predictor contributing to the Col.

The third predictor motivation (t = 12.34, p<.01) significantly contributes to the model
with having a medium positive significant correlation (r=.60, p<.01). If there is a one
unit increase or decrease in motivation, then community of inquiry changes .20
accordingly controlling for the other variables in the equation. Also, 3.8% of the
variance in the community of inquiry is explained uniquely by motivation. With .24

value of B, motivation is the second best contributor of the Col.

Overall, all of three predictors significantly contribute to the perceived levesl of
students’ community of inquiry in the online course context. The best predictor is self-
regulation while the weakest one is metacognition among three predictors that

accounted 62% of total variability of the community of inquiry.

4.2.3 Social Presence and Contributing Factors (RQ2.b)

The relationship among students’ perceptions of self-regulation, metacognition, and
motivation with their social presence in the online course context and the contributions
of these factors into their social presence were investigated via simultaneous multiple

linear regression analysis to answer the following sub-research question.

RQ2.b How do students’ perceived levels of self-regulation, metacognition,
and motivation levels in the online course context predict their perception in

regard of social presence?

The results are explained in detail in the following part.

4.2.3.1 The Relationship
The correlations of the variables with the dependent variable social presence are

presented in Table 4.16.
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Table 4.16 Pearson Correlation Result of Social Presence, Self-regulation,
Metacognition, and Motivation

Social Self- Metacognition Motivation
Presence regulation

Social Presence -

Self-regulation .69* -
Metacognition 45 58* -
Motivation 51* 53* 52* -

“p<.01, N=1535

Field (2013) states correlation between predictors should be less than .90. According
to the results, there is no correlation greater than .90 between the predictors of social
presence (Table 4.11). Considering the associations of each predictor with social
presence, the first predictor self-regulation is significantly associated with social
presence. There was a strong positive correlation between social presence and self-
regulation (r=.69, n=1535, p<.01). The highest correlation is found between between
self-regulation and social presence. The coefficient of determination r? which is the
square of the Pearson correlation coefficient r was calculated (r?=.48) and means 48%
of the variance in social presence is shared by the self-regulation.

The second predictor metacognition failed surprisingly to have a significant
association with social presence. Finally, the third predictor motivation has a low
positive correlation with social presence, which was statistically significant (r=.45,
n=1535, p<.01). The coefficient of determination was calculated (r?=.20) and it means
20% of the variability on social presence is shared by the metacognition.

Overall, self-regulation has the strongest significant correlation whilst the motivation
has the weakest correlation with social presence. Metacognition is not significantly

correlated with social presence.
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4.2.3.2 The Contributions of Predictors
To what degree the predictor variables contribute to the social presence was
investigated with the simultaneous multiple regression analysis. The results can be

found in Table 4.17 indicating the total and individual contribution of each variable.

Table 4.17 Multiple Linear Regression Analysis for Variables Predicting Social
Presence of Students

Variable b SE B t sr? R? AF
Model .50 518.37
1 (Constant) -02 11 -.21

Self-regulation 69 .03 .58 24.60* .20

Metacognition 02 .03 .01 .53 .0001

Motivation 20 .03 .20 .025*

*p<.01, N=1535

The regression equation in raw score form is written as follows.

Social presence = -.02 + .69 * self-regulation + .20 * motivation

The regression equation in standard score form can be written in the following.

Zsocial presence — 58* z self-regulation .03 * Z motivation

The model explains the 50% of total variance and significant F (3, 1531) = 518.37,
p<.01.

The first predictor self-regulation (t=24.60, p<.01) had a significant correlation with
social presence. It has a strong positive correlation (r=.69, p<.01) with social presence.
It explains uniquely 20% of students’ perceived levels of social presence in the online
course context. If there is a one unit increase or decrease in cognitive presence, then
social presence changes with the ratio of .69 accordingly controlling for the other
variable in the equation. Gravetter & Wallnau (2013) contended that in the

standardized form of the regression equation, the relative size of the beta values is an
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indication of the relative contribution of the two variables. According to the author,
with .58 value of B3, self-regulation is the best predictor of social presence.

The second predictor metacognition (t=.53, p>.01) failed to have a significant
correlation with social presence. Metacognition did not make a significant contribution
to the prediction of social presence and therefore, it is not included in any form of

regression equation.

The third predictor motivation (t=.20, p<.01) had a significant correlation with
outcome variable (r=.51, p<.01). It has a moderate positive correlation with social
presence. It explains uniquely 2.5% of students’ perceived levels of social presence in
the online course context. If there is a one unit increase or decrease in motivation, then
social presence changes .20 accordingly controlling for the other variable in the

equation. With .03 value of 8, motivation is the weakest variable of social presence.

Overall, among there predictors, metacognition has failed to make a significant
contribution to the prediction of social presence. Self-regulation is the strongest
predictor of social presence and the motivation is the weakest predictor. In other
words, the highest contribution belongs to the self-regulation while the lowest
contribution belongs to the motivation in the prediction of social presence. The total
variability of social presence accounted at 50% by three predictors, namely self-

regulation, metacognition and motivation.

4.2.4 Cognitive Presence and Contributing Factors (RQ?2.c)

The relationship among students’ perceptions of self-regulation, metacognition, and
motivation with their cognitive presence in an online course context and the
contributions of these factors into their cognitive presence were investigated via

simultaneous multiple regression to answer the following sub-research question.

RQ2.c How do students’ perceived levels of self-regulation, metacognition,
and motivation levels in the online course context predict their perception in

regard to cognitive presence?

The results are explained in detail in the following part.
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4.2.4.1 The Relationship
The correlations of the variables with the dependent variable social presence are
presented in Table 4.18.

Table 4.18 Pearson Correlation Result of Cognitive Presence, Self-regulation,

Metacognition, and Motivation

Cognitive  Self- Metacognition Motivation
Presence regulation

Cognitive -

Presence

Self-regulation 14* -

Metacognition .55* .58* -

Motivation 58* b53* 52* -

"p<.01, N=1535

The associations of the variables with the dependent variable cognitive presence are
presented in Table 4.16. The correlation coefficient between the variables should be
less than .90 (Field, 2013). According to the results provided in Table 4.16, there is

no correlation greater than .90 between the predictors of cognitive presence.

According to the results of simultaneous multiple linear regression analysis which
also gives correlation among the variables, the first predictor self-regulation is
significantly associated with social presence. There was a strong positive correlation
between social presence and self-regulation (r=.74, n=1535, p<.01). The highest
correlation is found between between self-regulation and social presence. The
coefficient of determination r? which is the square of the Pearson correlation
coefficient r was calculated (r>=.55) and means 55% of the variance in cognitive
presence is shared by the self-regulation.

The second predictor metacognition is significantly associated with cognitive
presence. There is a moderate positive correlation between metacognition and

cognitive presence (r=.55, n=1535, p<.01). The coefficient of determination was
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calculated (r?=.30) and it means 30% of the variability on cognitive presence is shared

by the metacognition.

Finally, the third predictor motivation has a moderate positive correlation with
cognitive presence, which was statistically significant (r=.58, n=1535, p<.01). The
coefficient of determination was calculated (r?=.34) and it means 34% of the

variability on cognitive presence is shared by the metacognition.

Overall, self-regulation has the strongest significant correlation with social presence
whereas metacognition has the weakest correlation. The degree of assocations of
metacognition and motivation with cognitive presence, however, are very close to each

other.

4.2.4.2 The Contributions of Predictors
The result of simultaneous multiple regression analysis that is presented in Table 4.19
indicates the contribution of each variable that sought in this study into the cognitive

presence.

Table 4.19 Multiple Linear Regression Analysis for Variables Predicting Cognitive

Presence of Students

Variable b SE p t sr? R? AF
Model 60 774.39
1 (Constant) -05 .09 -.62

Self-regulation 60 .02 56 26.60° .18

Metacognition 14 .03 .10 5.02* .0066

Motivation 20 .02 .23 11.32° .003

*p<.01, N=1535

The regression equation in raw score form:
Cognitive presence = -.05 +.60 * self-regulation + .14 * metacognition + .20 *

motivation
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The regression equation in standard score form:

Zcognitive presence — .56* Zself-regulation +.10* Zmetacognition +.23* Zmotivation

The model explains the 60% of total variance and significant F (3, 1531) = 774.739;
p<.01.

The first predictor self-regulation (t=26.60, p<.01) had a significant correlation with
cognitive presence. It has a strong positive correlation (r=.74, p<.01) with cognitive
presence. It explains uniquely 18% of students’ perceived levels of cognitive presence
in the online course context. If there is a one unit increase or decrease in self-
regulation, then cognitive presence changes with the ratio of .60 accordingly
controlling for the other variable in the equation. Gravetter & Wallnau (2013)
contended that in the standardized form of the regression equation, the relative size of
the beta values is an indication of the relative contribution of the two variables.
According to the author, with .56 value of B, self-regulation is the best predictor of

cognitive presence.

The second predictor metacognition (t=.20, p<.01) had a significant correlation with
outcome variable cognitive presence (r=.55, p<.01). It has a moderate positive
correlation with cognitive presence. It explains uniquely .3% of students’ perceived
levels of cognitive presence in the online course context. If there is a one unit increase
or decrease in metacognition, then cognitive presence changes .14 accordingly
controlling for the other variables in the equation. With .10 value of 3, metacognition

is the weakest variable of cognitive presence.

The third predictor motivation (t=.20, p<.01) had a significant correlation with
outcome variable (r=.51, p<.01). It has a moderate positive correlation with cognitive
presence. It explains uniquely .3% of students’ perceived levels of cognitive presence
in the online course context. If there is a one unit increase or decrease in motivation,
then cognitive presence changes .20 accordingly controlling for the other variables in
the equation. With .23 value of 8, motivation is the second best predictor of cognitive

presence.

Overall, all three predictors significantly contributed to the prediction of cognitive

presence. The strongest predictor is self-regulation and the weakest one is
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metacognition among all three predictors that accounted 60% of total variability of

cognitive presence.

4.2.5 Teaching Presence and Contributing Factors (RQ2.d)

The relationship among students’ perceptions of social presence, cognitive presence,
self-regulation, metacognition, and motivation with their teaching presence in the
online course context and the contributions of these factors into their teaching presence
were investigated via simultaneous multiple linear regression to answer the following

sub-research question.

RQ2.d How do students’ perceived levels of self-regulation, metacognition,
and motivation levels in the online course context predict their perception in

regard to teaching presence?
The results are explained in detail in the following part.

4.2.5.1 The Relationship
The relationship of each variable with the dependent variable teaching are presented
in Table 4.20.

Table 4.20 Pearson Correlation Result of Social Presence, Self-regulation,

Metacognition, and Motivation

Teaching Self- Metacognition Motivation
Presence regulation

Teaching -

Presence

Self-regulation 59* -

Metacognition 55* 58* -

Motivation 54* 53* 52* -

“p<.01, N=1535

According to the correlation coefficients presented in Table 4.18, there is no
correlation among the predictors of teaching presence (Field, 2003). In terms of the

degree of correlations, the first predictor self-regulation is significantly associated with
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teaching presence. There is a moderate positive correlation between teaching presence
and self-regulation (r=.59, n=1535, p<.01). The highest correlation exists between
between self-regulation and teaching presence. The coefficient of determination r
which is the square of the Pearson correlation coefficient r was calculated (r?=.35) and

means 35% of the variance in teaching presence is shared by the self-regulation.

In addition, the second predictor metacognition has a moderate positive correlation
with teaching presence, which was statistically significant (r=.55, n=1535, p<.01). The
coefficient of determination was calculated (r?=.30) which means 30% of the

variability on teaching presence is shared by the metacognition.

Finally, the third precitor motivation has a moderate positive correlation with teaching
presence, which was statistically significant (r=.54, n=1535, p<.01). The coefficient of
determination was calculated (r?=.29) and it means 29% of the variability on teaching
presence is shared by the metacognition.

Overall, all three predictors have significantly associated with teaching presence.
Among three predictors, self-regulation has the strongest significant correlation whilst
the motivation has the weakest correlation with teaching presence. However, the
assocations of metacognition and motivation with teaching presence are very close to

each other.

4.2.5.2 The Contributions of Predictors
To what degree the variables predict the teaching presence was investigated with the
simultaneous multiple regression analysis. The results can be found in Table 4.21

indicating the total and individual contribution of each variable.
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Table 4.21 Multiple Linear Regression Analysis for Variables Predicting Teaching
Presence of Students

Variable b SE B t sr’ R? AF
Model 45 413.72
1 (Constant) .69 .09 7.67

Self-regulation 30 .02 .32 12.73* .059
Metacognition 28 .03 .24 09.86* .035

Motivation 19 02 24 10.28* .038

*p<.01, N=1535

The regression equation in raw score form:
Teaching presence = .69 + .30 * self-regulation + .28 * metacognition + .19 *

motivation

The regression equation in standard score form:

Zteaching presence = -32 Zself-regulation + 24™ Zmetacognitiont .24 * Zmotivation

The model explains the 45% of total variance and significant F (3, 1531) = 413.72;
p<.01.

The first predictor self-regulation (t=12.73, p<.01) had a significant correlation with
teaching presence. It has a strong positive correlation (r=.59, p<.01) with teaching
presence. It explains uniquely 5.9% of students’ perceived levels of cognitive presence
in the online course context. If there is a one unit increase or decrease in self-
regulation, then teaching presence changes with the ratio of .30 accordingly controlling
for the other variable in the equation. Gravetter & Wallnau (2013) contended that in
the standardized form of the regression equation, the relative size of the beta values is
an indication of the relative contribution of the two variables. According to the author,

with .32 value of B, self-regulation is the best predictor of teaching presence.

The second predictor metacognition (t=.20, p<.01) had a significant correlation with

outcome variable teaching presence (r=.55, p<.01). It has a moderate positive
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correlation with teaching presence. It explains uniquely 3.5% of students’ perceived
levels of teaching presence in the online course context. If there is a one unit increase
or decrease in metacognition, then teaching presence changes .28 accordingly
controlling for the other variables in the equation. With .24 value of B, metacognition

is the second best predictor of teaching presence, same as motivation.

The third predictor motivation (t=.20, p<.01) had a significant correlation with
outcome variable (r=.51, p<.01). It has a moderate positive correlation with teaching
presence. It explains uniquely 3.8% of students’ perceived levels of teaching presence
in the online course context. If there is a one unit increase or decrease in motivation,
then teaching presence changes .19 accordingly controlling for the other variables in
the equation. With .24 value of B, motivation is the second best predictor of teaching

presence, same as metacognition.

Overall, all three predictors significantly contributed to the prediction of teaching
presence. The strongest predictor of teaching presence is self-regulation and the
weaker ones metacognition and motivation made equal contribution to the orediction
of teaching presence. They all together accounted 45% of total variability of teaching

presence.

The results about four standard multiple regression analysis which were conducted to
reveal the contributions of self-regulation, metacognition and motivation in the
prediction of the Col overall, social presence, cognitive presence, and teaching
presence is summarized in Figure 4.32 to see the overall picture of the findings and

make the interpretation easier.
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Social Presence
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Cognitive Presence
60%

Teaching Presence
45%0

Community of Inquiry

* p<.01, N=1535 62%

Figure 4.32 Summary of Predictions of the Col and its Three-presence by Three Predictors



Figure 4.32 indicates the explained variance in each variable with its percentage
values. The lines show the significant contribution of each predictor in to the Col
overall, social presence, cognitive presence, and teaching presence with their Beta
values. It is clear from Beta values, self-regulation was the strongest variable that
makes valuable and highest contribution to all of the constructs. Only metacognition
failed to have a significant contirubiton in the prediction of social presence.

4.3 Posting Patterns of Students (RQ3)

In consideration of third research question, both descriptive statistical analysis and
transcript analysis were conducted to reveal students’ posting behaviors of social
presence, cognitive presence, and teaching presence in the online course context. The
research question that was invesitagated in this part is the following.

RQ3. What are the posting patterns of students’ teaching presence, social

presence and cognitive presence in the online course context?

Students’ posting patterns regarding with social presence, cognitive presence, and
teaching presence in the online course context were analyzed deductively based on
coding matrix (Appendix J). In order to have a better understanding of online

discussion posts, the questions in each discussion activity is provided in Table 4.22.
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Table 4.22 Questions in the Six-Activity of Online Discussion

Discussion
Activity

Number

Main Question 1

Main Question 2

Discussion
Activity 1

G9T1

Discussion
Activity 2

1- Remember the first time you was introduced with the
computer. For what reasons, you used computer? What
kind of problems you encountered during using
computer and how you overcame those problems? How
you made an effort to use computer and make it

beneficial in your daily life?

1- What kind of platforms you use in your daily life to
communicate virtually? How do you feel in
communicating virtually different from face-to-face
communication? What do you think about the effect of
virtual communication tools in human being’ life? Do

these tools cause an addiction? If yes, what should do to

prevent this addiction or overcome it?

2- How you check the accuracy of information that you
retrieved from the Internet? How to be sure about the
accuracy of information that you retrieved from the
Internet? What you do to overcome with information

pollution?

2- What do you do if you recognize on the Internet,
any person that uses any of your documents or
assignment you prepared without your permission?
What do you think about whether we can use any
document found on the Internet as we wish? In
general, what kind of precauitons can be taken to
prevent plagiarism or information theft? What are your




9971

Discussion
Activity

Number

Main Question 1

Main Question 2

Discussion
Activity 3

Discussion
Activity 4

1- How do you feel yourself in using a new software
program in the computer? What knd of strategies or
method you use to learn something new? And how do
you benefit from your friends or the Internet in this

sense?

1- What do you think about the protection of digital
information? Does the digital information require any
protection; if yes, why? What do you think about
precautions that can be taken both individually or
collectively (e.g.ministries, universities, legislative

regulations)?

strategies and/or methods to prevent plagiarism or

information theft in your daily life?

2- What kind of strategy do you follow to prepare a
group assignment with your classmates? What are the
potential problems that you encounter in group work?
What do you do to overcome these problems? What do
you think about the advantages and disadvantages of

group work in general?

2- Do you think that you are well enough or not in
word processing softwares? In which areas, you are
not well enough? What do you do to learn about that
you don’t know? How do you feel if you recognize that
you don’t have enough information about anything in
any software program in the computer and what do you

do to overcome it?




L9T

Discussion
Activity

Number

Main Question 1

Main Question 2

Discussion
Activity 5

Discussion
Activity 6

1- What is your first step in making a detailed search on
the Internet to solve any problem? What are the
procedure that you follow to make a search? What kind
of strategies or method that you use to solve any problem
and why?

1- What is your general opinion about ICT-1 course?
What do you think that which topics are added or
excluded from this course and which topics are
emphasized more? What do you think about group
activities in this course? What do you think about the
contribution of the knowledge that you learned in this

course in your real Ifie?

2- What do you think about your course instructor in
terms of her teaching style, managmenet of the course
and course content? Do you think that the instructor
well-planned the course? If there is any deficiencies,

how can they be filled?

2- To what degree you feel yourself belonged to this
course community and why? What is your
communication with your instructor and the
classmates? How can the communication in this
community be developed? What are the good and bad
sides of the course management system (Moodle) and
course page on Facebook and how can their

deficiencies be filled?

Table 4.22 presents the questions in six discussion activities. For each discussion activity provided in Table 4.22, a summary of the descriptive

information about students’ posts for these discussion activities (DA) is presented in Table 4.23.



Table 4.23 Summary of Discussion Postings in Online Discussion Posts

DA 1 DA 2 DA 3 DA 4 DA5 DA 6 Average
Number of Students 73 70 62 64 60 62 65
Number of Sentences 555 640 448 461 346 501 492
Average Number of Sentences 8 9 7 7 6 8 8
Number of Words 7183 8302 6079 5299 4402 6271 6256
Average Number of Words 98 119 98 83 73 101 95

8971

DA: Discussion Activity



The number of students participating in discussions differed in each activity. From 162
students, 91 students (56%) responded to six-activity of the discussion. From those
students, the average number of students per discussion activity was 65, which means
71% of the participating students and 40% of the whole class. Also, the minimum

number of participating students was 60 and the maximum number was 73.

The total sentence number was also different in each discussion activity. The
maximum number of total sentences that students wrote was 640 while the minimum
number was 346. The average number of total sentences was 492. They wrote
sentences from 9 to 6 as average per each week and average number of sentences per
six discussion activities was about 8. Students wrote at most in the second activity
while at least in the fifth activity. Total sentence number in the second activity was
about the double the amount of the fifth activity. In each activity, all of the participating

students wrote at least 6 sentences.

As for the total number of words, it changed from 8302 to 4402 and the average
number was 6256. Students wrote at most in the second activity and least in the fifth
activity. They wrote about the twice as the fifth activity, similar with total sentence
number. The average number of words changed 119 to 73 and was 95 as average in all

the activities.

When the total and average number of students participated in six discussion activities,
considering the total and average sentences and words, their response rate in the second
activity was about the twice of the fifth activity. When the discussion topics in the
second and fifth activities are thought, the topic of second activity was virtual
communication and social media and ethics while the topic of fifth activity was making
search in Internet to solve a problem and overall evaluation of the instructor offering
ICT-IC course. The reason may be arise from because of the topic of activities.
Students might be hesitated explaining general thoughts about their instructor due to
the probability of instructor see and read all responses with students’ identities
although an explanation was made to all the students about being relax and wrote any
good or bad thoughts. The second reason may be the attractiveness of the topic of the

second activity. Many of the students use social media in their daily lives.
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In continuing part, the postings patterns of students based on three-presence of the Col

framework are explained.

4.3.1 Social Presence

The discussion posting of students in terms of social presence was examined based on
three categories; namely, affective-personal, open communication, and group
cohesion. The number of students participating in each discussion activity investigated
whether containing any indicator of the categories of social presence or not. Students’
posts can be included in one or more categories of social presence at the same time
depending on the nature of their posts. Based on the result, percentages were retrieved
via the total number of students that participated in each discussion activity divided by
the number of posts containing any indicator of the categories of social presence. The
coding result of students’ discussion posts in terms of social presence is presented in
Table 4.24. There were two students, the first was in DA2 and the other in DA6 that

were not perceived social presence at all corresponding to its three categories.

Table 4.24 Coding Result of Social Presence in Online Discussion Posts

Affective / Personal Open Communication Group Cohesion

DA 1 95% 47% 29%
DA2 80% 87% 53%
DA3 76% 89% 66%
DA 4 98% 41% 38%
DA 5 82% 88% 35%
DA 6 95% 90% 60%
Total 87% 73% 47%

According to the table, basedon six discussion activities, students overall posted
mostly (87%) in affective - personal category of social presence. Their posting
behavior of open communication was 73% and 47% of group communication through
the six discussion activities. It can be inferred that they perceived affective — personal

category of social presence as twice of group communication. Among three categories
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of social presence, the sharpest increase occurred in open communication in the fifth
activity. In the same category, such a similar improvement was also encountered in the
six activity. Moreover, the most remarkable increase occurred in open communication
in the second discussion activity. A similar improvement was also seen in
affective/personal category in the fourth activity. On the contrary, the most notable
decrease occurred in open commuincation category in the fourth activity. Also, another

sharping decrease was seen in group cohesion in the fourth activity.

Students’ posting behaviors based on social presence in six-activity of discussion is
pisturized in Figure 4.33. As the figure below points out, they overall perceived
affective — personal category of social presence at most while group communication
at least. It can be inferred that they generally responded individually more than
collaboratively. In addition, in three-activity, they perceived affective/personal
category at the highest level whilst in remaining three-activity, they perceived open
communication category at the highest level. However, their perception based on
group communication in total was at enough level. Group cohesion behaviors
enhanced up to the mid and then sharpingly decreased. Overall, if the grouped
activities are thought accordingly categories of social presence, affective — personal
behaviors of students’ posts were at high level during the whole activities. Open
communication and group cohesion behaviors indicated similar improvement based
on looking solely at the beginning and end of six-activity. Group communication
behaviors increased at the mid and slightly decreased at the end. Overall, students
perceived affective - personal category of social presence at most while group

communication at least similar with the situation in total.
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Coding Result of Social Presence
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Figure 4.33 Coding Result of Social Presence

After the descriptive statistics, some examples of students’ posts coded in three
categories of social presence affective - personal, open communication and group

cohesion were provided together with their indicators.

The first category namely affective-personal responses are a tacit recognition of a
reciprocal relationship with the community, facilitation of conditions for engagement
in meaningful dialogue and an educational experience. Its sample indicators are
expressing emotions and camarederie, use of humor, self-expression/self-disclosure,
use of unconventional expressions to express emotion and sense of belong to a course
community (Garrison & Anderson, 2003). These indicators and sample students’ posts

correspondingly are presented respectively.

The first sample indicator is expressing emotions and camaradeire including
expression of feeling, emotions, and mood including repetitious punctuation,
concspicous capitalization and emoticons. It is also attributed to immediacy including
closeness, warmth, affiliation, attraction, openness, etc. Sample students posts for this

first indicator are presented below.

It is not possible to be bored in this class because the instructor teaches the
course very well and makes us active, although ICT-1 course is an online

course. She is interested with our problems and repeats and explains insistently
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what we dd not understand. The course is designed so well that | ccannot see
any deficiency (smiling) (DA 5, S 13) (Q1)

| feel to belong this learning community very much because my instructor is
excellent. Althoguh I know my instructor from distance, our communication is
excellent since she responded all our questions individually; thanks to our
instructor, | like her very much. (DA 6, S 2) (Q2)

| attend this course with a favor. (DA 6, S 42) (Q3)

The second sample indicator is use of humor which is the pervasive characteristic of
causal conversation in opposite of its infrequent occurrence in formal, pragmatic
interactions (Eggins & Slade, 1997). It includes conversational strategies like
humorous banter, teasing, irony, understatements, sarcasm and joking. One example

from students’ posts is presented below.

We recognized that the faculty member exerts herself to the utmost and tries to

give more points to us with weekly discussions (smiling). (DA 5, S 37) (Q4)

The third indicator is self-expression and/or self-disclosure. It is the psychological
explanation of social attraction and bonding among community members. When
community members discloses more personal information, other members reciprocate
them more and the more member knows about each other, the more likely they are to
establish trust, seek support, and in turns become more satisfied (Cutler, 1995). It is
simply presenting the details of life outside the class or expressing vulnerability.

Sample students’ posts for this indicator are presented below.

I think that 1 am not good at word processing softwares, sometimes | forget
page numbering, adding graph, editing grammatical errors, adding table,
converting word document into pdf file, etc. and it is caused by not using the
software frequently. In these circumtances, | ask to my friends or watch video
from YouTube to remember or re-learn and it is annoying for me. | cannot do
the things that I already know, but because of lack of practice and | waste of
time and work on them again. The waste of time including possibility of making
a mistake or not being able to do any task timely makes me worried and in
turns, being negative. (DA 4, S 23) (Q5)
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I don’t feel domineer very much since I think I do not have enough knowledge.
I cannot communicate with anybody at enough level because | think | cannot
express myself correctly because of distance. (DA 6, S 46) (Q6)

To be honest, I couldn’t comment too much since I couldn’t participate into the
course sessions at anough level; however 1 like learning something new about
computer and it helps to me in real life. (DA 6, S 61) (Q7)

The other indicator is the use of unconventional expressions to express emotions to
facilitate expressiveness in the medium. It is simply includes the use of nonverbal cues
in written form using emoticons (Kuehn, 1993). Sample students’ posts for this

indicator are presented below.
Teacher, it is absolutely correct if you say (smiling) (DA 5, S 20) (Q8)

1 couldn’t participate into the courses sessions at enough level because of huge
working conditions, but [ watching course videos and understand easily; it is
clear that instruction during the course is planned before the course; all is
perfect! Thanks to (instructor’s name and surname) (DA 5, S 57) (Q9)

The last sample indicator for affective-personal categories is the sense of belong to a
course community. It addresses a sense of affiliation with community members and a
sense of solidarity within the community. Sample students’ posts for this indicator are

presented below.
| feel myself like in a real class rather than a virtual class. (DA 6, S 24) (Q10)

| feel myself belong greatly to this learning community and I am comfortable
like at my home. Our communication with the classamtes and coure instructor

are very well, I can benefitted from them in any issue. (DA 6, S 35) (Q11)

I recognized my mistakes and deficits after the course. | felt myself more belong
to this community. (DA 6, S 62) (Q12)

The second category of social presence is open communication that reflects a climate
of trust and acceptance and therefore has an affective quality. As Short, Wlliams and

Christie (1976) declared, it is “evidence that the other is attending” as a critical feature
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in the promotion of socially meaningful interaction. It addresses the indices of threaded
interchanges combined with messages of a socially appreciative nature. It is also called
by by some researchers as interactive responses (Rourke, Anderson, Garrison, &
Archer, 2007). Its sample indicators include comfortable conversing online,
comfortable interacting with other community members, asking questions,
complimenting/expressing appreciation and expressing agreement/disagreement
(Garrison & Anderson, 2003). These indicators and sample students’ posts

correspondingly are presented below.

The first sample indicator is comfortable conversing online and sample students’ posts

are presented below.

Everybody accept what they know themselves as correct. We should proof what
we defend. If we defend, it becomes true and everybody should be aware of
their responsibility. It is required not having such an idea that after alleging
an excuse, my friends do it and then | can share their effort like myself. If
everybody does their responsibilities, then anything is succeeded with a warm

and comfortable learning environment and good communication. (DA 3, S 33)

(Q13)

The second indicator is comfortable interacting with community members, namely

other course participants. Sample students’ posts are presented below.

...I1f everyone fulfills his/her responsbility, then no problem arises... (DA 3, S

23) (Q14)

| believe we can overcome with the issue with an exchange of sympathy. (DA
3, S 25) (Q15)

Another indicator of open communication is asking questions both to the other
community members or the moderator, namely instructor. Sample students’ posts are

provided below.
| did not understand the problem itself. (DA 5, S 14) (Q16)

How it can be in an online learning? | do not know. (DA 6, S 41) (Q17)
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The other indicator is complimenting/expressing appreaciton. Sample students’ posts

are presented below.

I like this course since | overcame my deficiencies with enhancing my
knowledge with the help of this course. Our instructor planned and designed
the course very well and even excellent, thanks to our instructor and her effort.
(DA5, S 16) (Q18)

The only thing about the course is perfect. The teaching style of our instructor,
responding to our questions one by one and with a simple- easy language and
her timely feedback are very well. (DA 5, S 18) (Q19)

This course was very beneficial for me.There are many thing that I don’t know,
but I learned most of them in this course and | can integrate those practical
information in my daily life; thanks to this course and my instructor...This

course made me interested in computer technologies more. (DA 6, S 50) (Q20)

The last sample indicator of open communication is expressing
agreement/disagreement with other community members’ ideas or posts. Sample

students’ posts are presented below.

No, we cannot say the precautions are at anough level, today even grand

instutitons like ministries are exposed to hackers. (DA 2, S 11) (Q21)

The third category of social presence is group cohesion which is also called as cohesive
responses. It is exemplified by activities that build and sustain a group commitment.
Its sample indicators include vocatives, addresses or refers to the group using inclusive
pronouns (e.g. we, you, and us) and phatics/salutations (Garrison & Anderson, 2003).

These indicators and sample students’ posts correspondingly are presented below.

The first sample indicator is vocatives which is using redundant pronouns addressing
community members by name to establish a closer relationship (Eggins & Slade, 1997;
Rourke, Anderson, Garrison, Archer, 2007). For example, the student used a vocative

in her post calling her instructor name.
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Everything is excellent. Thank you (teacher’s name and surname) (DA 5, S 57)

(Q22)

The second indicator is addresses or refers to the group using inclusive pronouns such
as we, our, us which connotes feeling of closeness (Mehrabian, 1969; Garrison &

Anderson; 2003). Sample students’ post are provided below.

Anyway, we can handle it with our effort. (DA 2, S 12) (Q23)

We can direct them to the instutions offering such a support... (DA 2, S 18)
(Q24)

The third sample indicator is phaticss/saluations which are defined as communication
“used to share feelings or to establish a mood of sociability rather than to communicate
information or ideas” (Swan, 2012). It includes communicative acts such as formal
inquiries about one’s health, greeting, remarks about the weather, formulistic talks,
meaningless sounds, closures, and comments about trivial matters merely to establish
social contact (Bussman, 1998). Sample students’ post about phatics/saluations are

presented below.

First, Hello Teacher, ... (DA 2, S 8) (Q25)

Hello teacher... (DA5, S 14) (Q26)

Thank you very much, teacher. Thanks for your effort! (DA 6, S 20) (Q27)

4.3.2 Cognitive Presence

The discussion posting of students in terms of cognitive presence was examined based
on four categories; namely, triggering event, exploration, integration and resolution.
The number of students participating in each discussion activity investigated whether
containing any indicator of the categories of cognitive presence or not. Students’ posts
can be included in one or more categories of cognitive presence at the same time
depending on the nature of their posts. Based on the result, percentages were retrieved
via the total number of students that participated in each discussion activity divided by
the number of posts containing any indicator of the categories of cognitive presence.

The coding result of students’ discussion posts in terms of cognitive presence is
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presented in Table 4.25. There were two posts, one was in DA 2 and the other was in
DA 6 that were suitable with none of the categories of cognitive presence.

Table 4.25 Coding Result of Cognitive Presence in Online Discussion Posts

Triggering Event Exploration Integration  Resolution
DA 1 67% 90% 52% 51%
DA 2 39% 34% 14% 27%
DA 3 7% 95% 16% 55%
DA 4 7% 92% 42% 45%
DAS 20% 98% 67% 27%
DA 6 48% 23% 16% 89%
Total 55% 72% 35% 49%

According to the table, students posted mostly (72%) in exploration category of
cognitive presence. Their posting behaviors from more to less was 55% in triggering
event, 49% in resolution and 35% in integration respectively through the six discussion
activities. It can be inferred that they overall perceived exploration of cognitive
presence as twice of integration category. Among the four categories of cognitive
presence, both of the most remarkable increase and decrease occurred in exploration
category, in the third and six activity respectively. There was a sharply decrease again
in exploration category in the second discussion activity. Considering striking
enhancement in four category of cognitive presence, they were also seen in the
categories of triggering event, integration and resolution. In the third activity, a
remarkable improvement in triggering event category. Such an improvement occurred
in the fourth discussion activity in terms of integration category and in the third and
sixth activities with regard to resolution category. On the other hand, there was an
outstanding decrease in all four categories of cognitive presence. In the second activity,
there was a salient decrease in all four-category. An outstanding decline ws also seen
in the ifth activity with regard to triggering event and resolution. Furthermore, in the

sixth activity such a salient decrease occurred in exploration and integration categories.

Students’ posting behaviors based on cognitive presence in six-activity of discussion
is visualized in Figure 4.34. As can been from Figure 4.34, the students perceptions

were at the highest level in terms of exploration, at the lowest level in terms of
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integration. It indicated that students mostly tried to explore the content, appreciate the
diverse perspectives, collaborative exploration of content, etc. Also, the results gave
hints the lack of sustained critical reflection, connecting ideas and synthesis, etc.
Triggering event declined after the first activity, but increased sharply at the mid.
Integration was generally low, except two activity. At the end, resolution was
strikingly enhanced. Overall, they perceived exploration at the highest level,

integration at the lowest level.

Coding Result of Cognitive Presence
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Figure 4.34 Coding Result of Cognitive Presence

After the descriptive statistics, some examples of students’ posts coded in four
categories of cognitive presence triggering event, exploration, integration and

resolution were the following.

The first category namely triggering event is the initial phase of critical inquiry in
which an issue or problem emerging from an experience is identified or recognized
through a well-though out activitiy to ensure full engagement. In this phase,
community members are full engaged with an issue or problem, assess their
knowledge, and generate unintended but constructive ideas to identify the problem
itself (Garrison, Anderson, Archer, 2001).

Since cognitive presence is operationalized in Practical Inquiry Model, the categories
are usually completely identified rather than describing sample indicators. Still, in
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order to guide the researcher, they define some sample indicators. Based on their
declaration, the sample indicators of triggering event are recognize the problem, sense
of puzzlement, environment facilitates problem-based approach, environment
facilitates curiosity and motivation. Sample students’ posts for the first category

triggering event are provided in the following.

...I am first introduced with the computer in 2006. However, it did not take my
attention because of not having Intenret connection. After connected to the
Internet, I was lost inside the computer. | was a bit late to use computer... (DA
1, S 14) (Q28)

| recognized that | used more comfortably over time and then wanted to learn
new features. (DA 1, S 16) (Q29)

Using computer was a privilege for me. While using computer, we were afraid
of breaking its working. We keystroked carefully. (DA 1, S 23) (Q30)

| wondered about it and in essence, fiddle about with computer provided me to
learn and satisfy my curiosity. (DA 1, S 27) (Q31)

The second category of cognitive presence is exploration in which community’
members shift between their private, reflective world and the social exploration of
ideas. It basically means that the grasp the nature of problem or issue, search for
relevant information and possible explanations that take place in the community by
iteratively moving between critical reflection and discourse. It includes the process of
brainstorming, questioning, and exchange of information (Garrison, Anderson,

Archer, 2001). Relevant samples from students’ posts are provided below.

Some of them are trying to use social media to communicate consciously while
some were not, they only waste of time. Even though they are in life, they forgot
about having a heart-to-heart talk and even saying Hello in a real life. This is
a bitter experience... Social media platforms used for communication are
pulling people with each passing day inside themselves that use those platforms
unconsciously. This addiction can cause some psychological illnesses beyond
addiction. Caution is in fact inside oneself. If they know the usage reasons of

those platforms and use consciously, then all cautions would be taken.
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However, for those that cannot prevent this addiction we can direct into some
psychological therapy center like in USA; we can organize some conferences
about disadvantages of virtual communication and social media or some
activities can be done for those to direct them into the real communications
beyond virtual ones. (DA 2, S 18) (Q32)

First, | analyze the differences from similar softwares and its advantages.
Then, | asked to my friends for help and watch videos to use it. The best
learning style is trial and error form me; practicing the new software or tool
in test page is better than theoretical information. (DA 3, S 1) (Q33)

The third category of cognitive presence is integration in which participants move to
a more focused and structured phase of construct meaning from the dieas generated in
exploratory phase. Integration requires active teaching presence to didagnose
participants’ misconceptions, probe questions, etc. Participants made decisions about
the problem or issue connecting ideas and making synthesis (Garrison, Anderson,

Archer, 2001). The followings are sample students’ posts of integration category.

The information retrieved from the Internet is not always correct, for this
reason | always check its correctness from at least three websites and if it does
not persuade me, then I look for official web pages; and if it is not enough, then
I look for the main source of the information that | found in the Internet
searching for the books and encyclopedia. The Internet provides an easy access

to something but its correctness is always questionable. (DA 1, S 29) (Q34)

I had very difficulty in the peast. However, | was benefitted from my friends
and instructors to overcome these difficulties. | felt myself sometimes
insufficient when | had lack of knowledge. | cope with it by persuading myself
in a way that if somebody knows, then I can also learn, studying more and
practicing. As you see, making an effort is required. Self-confidence comes first
to succeed! (DA 4, S 7) (Q35)

The last category of cognitive presence is resolution of the problem or issue by means
of direct or vicarious actions including implementation or testing of proposed

solutions. Participants defend their solutions, apply their newly knowledge in their real
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life, etc. (Garrison, Anderson, Archer, 2001). The following are sample students’ posts
of resolution category.

Protection of knowledge is absolutely essential and it should be restricted with

no access for unrelated people using with e-signature, etc. (DA 4, S 7) (Q36)

...INobody can access any information of someone. It means interference in
private life... Using a strong and unique password is for this reason
essential...Ministries can enact a law about this issue. Firewalls should be
stronger. (DA 4, S 53) (Q37)

I like this course since | overcomed the deficiencies improving myself with the
help of this course. (DA 5, S 16) (Q38)

As | learned in Math course, to solve a problem, first you should know the
formula and do the required steps in an order; like first multiplication and
division, and then addition and substraction in a math problem. For this
reason, first | determine the required steps, and the order of the steps is
important for me; then | do each step in order to solve a problem... And, the
solution accepted by myself comes to the end. (DA 5, S 59) (Q39)

4.3.3 Teaching Presence

The discussion posting of students in terms of teaching presence was examined based
on three categories; namely, design and organization, facilitating discourse and direct
instruction. The number of students participating in each discussion activity
investigated whether containing any indicator of the categories of teaching presence
or not. Students’ posts can be included in one or more categories of teaching presence
at the same time depending on the nature of their posts. Based on the result,
percentages were retrieved via the total number of students that participated in each
discussion activity divided by the number of posts containing any indicator of the
categories of teaching presence. The coding result of students’ discussion posts in

terms of teaching presence is presented in Table 4.26.
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Table 4.26 Coding Result of Teaching Presence in Online Discussion Posts

Design and Facilitating Direct
Organization Discourse Instruction
DAS 77% 32% 73%
DA 6 92% 68% 56%
Total 84% 50% 65%

Since the focus of the study is on particularly cognitive presence, teaching presence
was not covered as much. This is beacause teaching presence is the most known and
explained element of Col framework up to this date in earlier studies. The percentages
for each category of teaching presence are presented in Table 4.21. According to the
results, students’ posts were accumulated from more to less in the DO category (84%),
then DI (65%) and FD (50%). The focus of their discussion postings were on the design
and organization of the course, flow of the course and appropriateness of course
methods and activities. Their perceptions about both of the categories of DO and FD
increased in the DA 6 in contrary to DI category. The perceptions of FD category was

the lowest, however improved in the six activity.

Students’ posting behaviors based on teaching presence in two-activity of discussion
is visualized in Figure 4.35. As can been from Figure 4.35, students’ perceptions were
at the highest level in terms of design and organization, at the lowest level in regard to
facilitating discourse. It indicated that students discussed more about the design and
organization of the course including curriculum, course activities and content,
methods, time paramters, use of medium, etc. Although they discussed less at the fifth
activity about the facilitation of the discourse including encouragement by the
instructor in making contribution, learning climate, assessment of learning process,
draw in them promting discussions, etc; their perceptions were enhanced at the sixth
activity. Finally, students’ postings about direct instruction including their instructor’s
presenting content, making summary, diagnosing their misconceptions, injecting
knowledge from diverse sources, etc. declined at the sixth activity. Overall, they
perceived design and organization at the highest level, facilitating discourse at the

lowest level.
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Coding Result of Teaching Presence
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Figure 4.35 Coding Result of Teaching Presence

After the descriptive statistics, some samples of students’ posts coded in three
categories of teaching presence design and organization, facilitating discourse and
direct instruction were provided respectively in the following.

The first category of teaching presence is the design and organization which includes
building curriculum materials, design and admisintering appropriate mix of group and
individual activities taking palce during the course, negotiating time parameters,
providing organizational service to the participants via guidelines and tips and
modelling appropriate etiquette and effective use of those medium (Anderson, Rourke,
Garrison, Archer; 2001). Sample students’ posts of design and organization category

are provided below.

I like the design and organization of the course since my instructor teaches the
course with emphasizing the practice. | recognized my deficiencies related with
computer and softwares. | learn something new in each course. Then, | practice
it immediately to repeat and not to forget it. The course is so well-designed that
I think there is no deficiency. (DA 5, S 2) (Q40)

The instruction in the course, organization and management, and course
ontent are very well and I am doing well. I think the course instructor planned
and designed the course very well and teaches the course based on that plan.
(DA 5, S 56) (Q41)
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The teaching style of course instructor and her mastery level is at enough level
considering an online course. When course videos, presentations, sample
practice and activities are considered, an organized process can be seen. (DA
5,S59) (Q42)

The second category of teaching presence is facilitating discourse including
assessment of efficacy of the learning process, encouragement, acknowledgement or
reinforcement of students’ contributions to construct both personal meaning and
mutual understanding, identifying the areas of (dis)agreement and seeking to reach
consensus, setting learning climate appropriately and taking actions to reinforce the
development of community (Anderson, Rourke, Garrison, Archer; 2001). Sample

students’ posts of facilitating discourse are provided below.

| attended into the course two times, but | think the teaching style of our
instructor is very well and a simple and easy language is used. Moreover, she
is open to share and help to us. Altough I cannot attend into the course
sessions, | am trying to participate in discussions. Since | like the course.
Especially, the discussions contributes to us and the course by making us
interested and connected to the course.l can be inofmred about anything and
feel the need of checking any new discussion post. Thank you for your interst.
You dominate the class altough it is online I am following from Facebook
group and even it provides us to be informed up-to-date. (DA 5, S 5) (Q43)

I like your teaching style, you use a simple language. When you teach any
subject, it takes my attention and listen you with enjoy. With discussion
activities, we can share our ideas and opinions. You make us brainstorming in
this way. | feel myself like in formal education. (DA 5, S 6) (Q44)

ICT-I course is completely online, but our instructor teaches so well and lively,
boring in the course is impossible. (DA 5, S 13) (Q45)

I look forward the course. The course is so nice and fluent that there is no
enough time for some question rather boring. | like this course because |

overcame my deficiencies and enhanced my knowledge. The design and
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organization of the course is very well and even perfect, thanks to my instructor
for her efforts. (DA 5, S 16) (Q46)

The last category of teaching presence is direct instruction which address to the
providing intellectual and scholarly leadership and sharing subject matter knowledge.
It includes the presentation of content, directing questions to the community, focus to
the discussion by directing attention particularly, confirm undersntading through
assessment and explanatory feedback, diagnosing misconceptions, injecting
knowledge from diverse sources and directing students for further individual and
group study, and responsing to the technical questions about the system the course
offered (Anderson, Rourke, Garrison, Archer; 2001). Sample students’ posts of direct

instruction are provided below.

Our instructor teaches the course with the details of topics and in a way that |
can understand. This increases my motivation. Also, | am not shy in asking
question, my instructor gives confidence for it. She explains and repeats what
we didn 't understand again and again. (DA 5, S 10) (Q47)

| think our instructor is master at subject. I think if anybody like me having
lack of knowledge can do what is taought, it means our instructor is successful.
(DA5, S 32) (Q48)

It is an applied course and since our instructor is the master at the subject, it
is effective. (DA 5, S 42) (Q49)

4.4 Other Potential Factors (RQ4)

In consideration of fourth research question, inductive gqualitative content analysis was
conducted to reveal other potential factors that have a positive and negative influence
on students’ social presence, cognitive presence, and teaching presence in the online
course context. The research question that was invesitagated in this part is the

following.

RQ4. What are the other potential factors that affect students’ social presence,
teaching presence and cognitive presence both positively and negatively in the

online course context?
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Other potential factors that affect students’ social presence, cognitive presence and
teaching presence both positively and negatively in the online course context were
explored via the interview protocol besides discussion activities which are used to feed
the findings of interview data. The summary of the findings about these potential
factors and corresponding number of students are presented in Table 4.27. The
numbers are based on the interview findings, but sample students statements were

provided both from interview and discussions.
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Table 4.27 Summary of Other Potential Factors Effecting Three-Presence of the Coi (N=24)

Factors Affecting Positively

Factors Affecting Negatively

Social Presence

Kindness behaviors of the instructor (n=19)

Discussion activity (n=18)

Aids of Facebook (Whatsapp) group (n=17)

Kindness bevaviors of the classmates (n=17)

Cognitive Presence

Discussion activity (n=18)

Cooperation (n=17)

Addressing course topics in daily life (n=16)

Sustain motivation (n=13)

Teaching Presence

Kindness behaviors of the instructor (n=19)
Instructor’s effort (n=15)

Immediate feedback (n=14)

Use of a simple and easy-to-understand language (n=4)

The nature of online learning (n=18)

Working conditions (n=5)

Technical and usability problems of course management system (n=4)
Difficulty with individual assignment (n=4)

Marital status and family life (n=3)

Difficulty with individual assignment (n=4)
Lack of prior knowledge (n=1)
Lack of practice (n=2)

Simplicity of course topics (n=1)

The nature of online learning (n=18)

Concerns about the course (n=17)

Attitude of instructor toward questioning about grades (7)
Working conditions (n=5)

Marital status and family life (n=3)

Lack of practice (n=2)




According to the Table 4.24, other potential factors that were retrieved via interview
and fed with discussion posts were examined based on thre-presence of community of
inqury framework. For each three presence, factor having both positive and negative
effect are provided seperately. The explanations and sample sudents’ statements were

provided in continuing section respectively.

4.4.1 Social Presence

The findings indicated that other potential factors having a positive influence on
students’ social presence were kindness behaviors of course instructor, discussion
activities, aids of Facebook and Whatsapp group and kindness behaviors of the
classmates. According to the findings retrieved from the interview with 24 students,
19 of them stated kindness and warm behaviors of course instructor contributed to their
social presence since it increased their participation into the course sessions, made
them encouraged, more interested and willingness. For example, one sample statement

from the discussion posts is presented below.

We are taught a lesson without boring thanks to the kindly and warm behaviors
of our instructor. (DA 6 S 51) (Q50)

The second factor having positive influence on students’ social presence is discussion
activities. 18 of 24 students highly cited the benefits of discussion activities for them.
They stated discussion activites provided them to know classmates, build more
interaction, brainstorming and building both personal meaning and mutual

understanding. The followings are sample statements from the interviewees.

They (discussion activities) are exactly beneficial for us in a way that we make
brainstorming for the issues that we don’t know and we also both express our
ideas and learn our classmates’ ideas about the issues, and we know each other
more and express ourselves better after reading their comments and ideas; so

I think they are well and | favored those activities. (Interview, S 12) (Q51)

Another student told that:

Yes, | favored discussion activities; since it is not hold in other courses; it is
new in this course. For instance, we talked wth our classmates in ICT-I course

and then mmediately visit course website and reply to discussion questions, it
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is good for us. In other courses, the situation | different from ICT-I course, we
merely participated in course sessions and then immediately exit. However, in
ICT-1 course, discussion forums are open periodically, we visited course
website for a time, write our responses; so it is better and appropriate from my
point of view. (Interview, S 14) (Q52)

The other sample statement from the interviewes is:

However, the assignment and discussion activities in the scope of ICT-1 course
are very well for me; even more clearly, it is the only course that | can be a

part of inside the course and be active. (Interview, S 14) (Q53)

The other factor that students called as a contributor of their social presence is the aids
of Facebook (Whatsapp) group. 17 students favored and benefitted very much. For

example, one interviewee stated:

During the course, we can ask any question to both our classmates and
instructor. Moreover, we can easily communicate via Facebook group or
Whatsapp group, the announcemens are done easily and we learn immediately.
(Interview, S 9) (Q54)

Another student told that:

For example, our communication is generally via Facebook. Also, the
discussion posts of our friends and their comments and posts on Facebook
inform us, so it is good and there is no communication gap in this way. When
some questions are asked, we write on Facebook immediately or Whatsapp
sometimes, and always there is a response for them. Thanks to our friends, they
generally reply. Our instructor also helps us. (Interview, S 13) (Q55)

Similarly, the other student stated:

Our communication is very well thanks to Facebook and Whatsapp. When
there is question in one’s mind, s/he writes it on Facebook and the others reply

immediately. So, from the beginning of the semester, there is no any question
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that | asked but no response and also no communication gap. (Interview, S 22)

(Q56)

Finally, students mentioned about the kindness behaviors of the classmates. 17 of 24
students favored their classmates” warm behaviors and added the kindness and warm
behaviors of the classmates made them more motivated throughout the course, know
each other more, dissolve their shy during and outside the course sessions and in turns,
contributed to the development of their social presence. In this issue, for example, one

students stated:

For example, I didn’t know about the topics related with the assignment, for
this reason | asked to my classmates and they helped me and taught about the
topics and in this way | can did my assignment, thanks to our classmates, they
behave to me very nice and warm, | never felt outside the class, | am older than

my classmates and some of them called me big sister (smiling) (Interview, S

12) (Q57)

Another student said that:

There are different groups of students in the class, the first group have
knowledge about course content, the second have some and the last group does
not know about course topics at all. However, the first group of students behave
warm and helped to the third group of students, always replied their questions
and solved our questions within the class easily thanks to the kindness
behaviors of the classmates... (Interview, S 14) (Q58)

On the other hand, findings indicated that other potential factors having a negative
influence on students’ social presence were the nature of online learning, working
conditions, technical and usability problems of course management system Moodle,

difficiulty with individiual assignment, and being married and/or having a child.

According to the findings retrieved from the interview with 24 students, majority of
students (18) stated that the nature of online learning because of characterized by the
absence or lack of real instructors and interaction effected their social presence
negatively. The nature of online learning was also mentioned with having a negative

influence on teaching presence. Since they do not know each other, they shy while
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asking questions both during and/or outside the course sessions ether to their instructor
or to their classmates. They thought that some course topics had difficulty for them
during learning due to being an online class.they believe that if this course was offered
in blended learning format, it would be better for their learning, their sense of belong
to the community, their interaction, communication and motivation. Related with this

statement, sample students’ statements are provided below.

For example, if face-to-face class sessions are held biweekly, it would be better
for us. They can be hold in a month, still it would be better for us. That means,
it would be better for us in order not to feel outside of the class, participate

into the course sessions more and being more interested. (Interview, S 23)

(Q59)
Another students stated that:

| favor face-to-face course sessions more, | can learn easier in face-to-face

class and ask my all questions; but it means more costs for us. (Interview, S

12) (Q60)

Another factor that students discussed in the interview was their working conditions
which cause them not to be able to devote more time to the course requirements, not
to be able to participate into course sessions, etc. Working conditions were also
mentioned as a negative factor of teaching presence. Related with this issue, one

interviewee stated:

| can not attent to the course very much since I am working and also dealing

with hospital’s work and no enough time for the course. (Interview, S 20) (Q61)
Another student talked about ther working condition like as follows.

Like me, many of online learners are also working at a job and therefore no
enough time. For example, | work from 8 AM to 7 PM. At the time of assignment
and its due date, | was in a hotel for a conference related with my work and |
tried to do my assignment there. So, we have no enough time since we are

working at the same time being a student. (Interview, S 18) (Q62)
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4 students stated they had difficulty in individual assignment. It was also mentioned
as having with negative influence on their cognitive presence. Finaly, the factor that
students discussed in the interview was their marital status and family life. 3 students
reasoned their low level of social presence as being married and having a child. They
talked about their family life and stated they have no enough time since they have child
(ren). For this reason, they were not able to participate into course sessions, build
communication, etc. It is also cited as a negative factor effecting teaching presence.

Related with this issue, one student in the discussion acitivity, posted that:

I cannot communicate with my classmates and you -the course instructor-
frequently since I am married and have two children; my son is a 7th grade
student and my daughter is a 3rd grade student; and | think the reason behind

it is the homework of my children, my courses and the daily routines. (DA 6 S

46) (Q63)

Again about martial status and family life, one interviewee stated that:

I am married and have three children, so under this condition, courses,
assignments, studying for them, etc. time is not enough for all these. In essense,
if we have enough time and study ourselved, then it would be OK. (Interview,
S 12) (Q64)

All the factors having positive and negative influence on students’ social presence are
explained in this section. Next section presents the factors having positive and negative
influence on students’ cognitive presence with sample quotations from the

interviewees.

4.4.2 Cognitive Presence

The findings indicated that other potential factors having a positive influence on
students’ cognitive presence were aids of discussion activities, cooperation, addressing
course topics in real life, and also sustaining of their motivation. According to the
findings retrieved from the interview with 24 students, 18 of them stated discussion
acitivities provided them to make brainstorming more, self-expressing their opnions
and ideas and also learn about their classmates’ opnions and ideas, and therefore

building personal meaning and gaining of mutual understanding of the problems or
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issues, make more search about the problems of issues and learn new knowledge as
well as exploring the content both by individually and collaboratively. For example,

one sample statement from the discussion posts is presented below.

They (discussion activities) are exactly beneficial for us in a way that we make
brainstorming for the issues that we don’t know and we also both express our
ideas and learn our classmates’ ideas about the issues, and we know each other
more and express ourselves better after reading their comments and ideas; so

I think they are well and | favored those activities. (Interview, S 12) (Q65)
Another student told that:

I think discussion activites are benficial. At least, they provide us to participate

into course more, we make more search, etc. (Interview, S 23) (Q66)

The second factor having a postivie influence on students’ cognitive presence is
cooperation. 17 students mentioned about tis benefits and added with cooperating, we
explore the course content collaboratively and gain a mutual understanding.
Sometimes we learn different perspectives of the problem or issue by cooperating with

our classmates.

We helped to each other very much, when we have a problem or difficulty, took
its photograph and sent to our classmate (smiling). Sometimes we discussed
the topic or assignment with our friends and this helped us to understand the
different perspectives. (Interview, S 23) (Q67)

Another student said that:

We cooperated with our classmates well, and | was of helped to them and

gained new knowledge or diverse perspectives of any issue. (Interview, S 24)

(Q68)

The third factor revealed as the contributor of students’ cognitive presence is
addressing course topics in daily life. 16 students mentioned about this issue and some

examples of their statements are as follows.
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| use what | learned in this course (ICT-I) in my daily life, of course I was
contributed a lot. Since the content is attractive. Now, many people use
computer, | think and this course content is dddressed to real life. I learned

many new knowledge, dissolved my misconceptions, etc. (Interview, S10)

(Q69)
Another students stated that:

It was very effective for me. For example, | have just started to use these
programs. In the past, | was not as good as now | am. After this course, I
learned many things about these programs and this helped me in daily life.

Now I am triying to learn new softwares. (Interview, S13) (Q70)
One more example from students’ statements is in the following.

Of course! Actually, I benefitted very much from what I learned in this course,
it is better for us; since the topics are what we need in real life. (Interview,
S15) (Q71)

Finally, students mentioned about the susain of their motivation and its benefits to

them and their learning. For instance, one students stated:

The pleasure of our instructor, always trying to do something for us and

motivate us... (Interview, S 6) (Q72)
Another students told that:

The course content was attractive for me, but, sometimes were not; sometimes
I was bored. Actually, our instructor’s interest and providing our motivation

and sustain were the most important factor behind my success. (Interview, S

10) (Q73)

On the other hand, findings indicated that other potential factors having a negative
influence on students’ cognitive presence were difficulty with individual assignment,
lack of their prior knowledge, lack of practice, and simplicity of course topics.
According to the findings retrieved from the interview with 24 students, some students

(4) complained about individual assignment. They stated their difficulty with
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individual assignment. It was also cited as a disadvantage in terms of their social
presence. For instance, one student stated that:

For example, in the last assignment which is individual. And I had so difficulty
with that assignment that | could not do it completely. Then, I sent it my
husband, but he could not also do it. Then, he asked to his work friends, and
they did it. (Interview, S 12) (Q74)

Only one student further added to the difficulty with individual assignment and stated

the lack of prior knowledge effected her negatively.

I had so difficulty that I could not do it completely. Actually, | do not know
about computer a lot. | just started to learn about computer, beacause of this
course, | bought a computer. In the past, | do not know at all, and this is not
good; it is difficult for me. (Interview, S 2) (Q75)

On the contrary, one student complained about the simplicity of course content and
told that:

Now, we are learning Microsoft Work, Excel, etc. I think if different topics were
taught, then it would be better. For instance, programming. (Interview, S 10)

(Q76)
Finally, two students complained about the lack of practice in the course.

| think may be more practice can be held. For example, the shortcuts, some
examples, etc. | am working at a hospital and needs shortcuts, for instance; but
I could not find or do it. (Interview, S 19) (Q77)

All the factors having positive and negative influence on students’ cognitive presence
are explained in this section. Next section presents the factors having positive and

negative influence on students’ teaching presence.

4.4.3 Teaching Presence
The findings indicated that other potential factors having a positive influence on
students’ teaching presence were kindness behaviors of course instructor, instructor’s

effort, immediate feedback that the course instructor gave to them and instructor’s use
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of a simple- easy-to-understand language thoroughout the course. According to the
findings retrieved from the interview with 24 students, 19 of them stated kindness and
warm behaviors of course instructor contributed to their teaching presence since it
made them closer to their instructor and build easier interaction and communication
with their instructor. They felt comfortable during the course and asked their questions
easily both during and outside the course sessions. It was also cited as contributor of
social presence and some sample studnets’ statements were already provided in that

section.

I have no problem with my instructor. Everything is fine, our instructor is so

nice, apprehensive and tolerant person. (Interview, S 13) (Q78)
Another student told that:

Our instructor is so tolerant. She is warm, close, and and responded to our

problems and replied what we asked immediately. (Interview, S 9) (Q79)
One more example from the interviewees is as follows.

As | know, she created Facebook group and very interested in the course.
Whenever anything happens, about assignment or discussion forums, she
informs us immediately either Facebook group or e-mail. She replies even

private messages. (Interview, S 21) (Q80)

The other factor that students benefitted was instructor’s effort. 15 students appreciated
their instructor’s effort both during and outside the class. They told that the effort of
instructor was more than enough and this made them more willingness, interested and

motivated. Some examples from students’ discussion posts are the following.

| learned something new with attending to the course sessions, listening the
instructor during the course, practicing and repating what I learned. I want to
suggest to my instructor continuging with discussion activities or giving
assignments and grading all these activities in order to feed our exam grades.
(DA5,S7)(Q81)
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Another student posted that:

Although the course is confusing, we recognize that the course instructor does
her utmost and try to contribute into our perfromances and grades with
discussion activities (similing) (DA 5, S 37) (Q82)

One more example about students’ posts are:

The course instructor support us ay any time and teaches theimportant topics
both in online classes and social media platforms with her fluent and simple
language. She encourages us to find solutions to our problems. | think her
instructional method is appropriate. The course design and planning were
well-done and the topics are taught within a logic fluently and
complementarily. (DA 5, S 53) (Q83)

4 students stated favored the immediate feedback that their instructor gave to them.
They benefitted in a way that their misconceptions were immediately dissolved and all
of their questions were responded at enough level instantly. Some sample statements

from the interviewees and from students’ discussion posts were provided below.

Our instructor, may God be pleased, is so nice that she explained what we
asked to her immediately and repeats what we do not understand insistently.
(Interview, S 12) (Q84)

In discussion, some students posted in this issue that:

The course instructor is exceedingly patient. She teaches and repeats what we
did not understand. (DA 5, S 36) (Q85)

| favor my instructor in this course since her instructional method is well and
she teaches the topics with practice, repeats what we did not understand and
help us to understand and also if it is needed, she repeats the topics or teaches
starting over. (DA 5, S 55) (Q86)

She (course instructor) is interested with our problems and also teaches and
repeats insistently what we did not understand. (DA 5, S 13) (Q87)
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Finally, the last factor having a positive influence on students’ teaching presence was
the instructor’s use of a simple and easy-to-understand language. They stated the
course was clear and east to understand for them. Also, it enhanced t their
understanding and made communication with their instructor easier. Some sample

statements of the students in the interview and discussion were provided below.

Our instructor’s teaching style and communication are so nice that it is clear
and easily understandable; for those who doesn’t has know at al about the

topic can understand easily. (Interview, S 7) (Q88)
In discussion, some students posted in this issue that:

I am happy with the teaching style of our instructor. She teaches the course

with a simple and easy-to-understand language. (DA 5, S 12) (Q89)

The tolerance of our instructor and her teaching style are fine. (DA 6, S 27)

(Q90)

The teaching style of our instructor (instructor’s name and surname) is very

well and she teaches the course with a simple language. (DA 5, S 21) (Q91)

On the other hand, findings indicated that other potential factors having a negative
influence on students’ teaching presence were the nature of online learning, concerns
about the course, attitude of instructor toward questioning about grades, working
conditions, marital status and famly life and lack of practice. According to the findings
retrieved from the interview with 24 students, majority of students (18) complained
about the nature of online leatning and insisted on blended learning format. It was also
cited as parallel in social presence and sample statements were provided in that section.

Secondly, students mentioned about their concenrs about the course.

I had some concerns, of course. Since rather than text-based, the course
includes some tools that | know and for this reason, | had so concerns. |
assumed | might had difficulty. (Interview, S 3) (Q92)
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Another students told that:

Actually, not at the beginning of the semester, but rather after the semester
started, | had some concerns about the course. Since after the course sessions
started, | recognized my lack of knowledge and then I was concerned about it.
Due to being an online course and applied course requiring practice, | had so
concern. (Interview, S 5) (Q93)

The third factor retrieved via interview was the attitudes of course instructor toward
students in questioning about grades. Of 24 students, 7 of them complaint about the

instructor’s attitudes toward them in this issue. For instance, one students stated that:

I had only problem with the assignment; I took low grade. The instructor gave
60 to most of us assuming we did the same in the assignment; but | actually did
it myself and for this reason it made me so unhappy ... I think the instructor had
some bias in evaluating our assignments, but many students in online learning
programs are already working and so has no much time; they prefer online
learning programs because of these reasons including me. For example, | am
at work during 8 AM and 19 PM; and | was at a conference at that time and |
prepared my assignment in the hotel where conference was hold. | did my
assignment myself but took low grade, though not important, it made me

unhappy because of being evaluated as cheating. (Interview, S 18) (Q94)
Another students similarly said that:

| expected better grade, but the situation was different. However, since | took
some aprts from one of my friend, I could not object to my grade beacause of

the likelihood of instructor’s attitude in case of lowering my grade more.

(Interview, S 17) (Q95)

On the contrary, one student was in the opposite side and favored the instructor’

attitude in this issue and stated that:

To be honest, grading was objective for me. The instructor was fair and
objective. Since, | did my assignment myself, for instance. And | devote few

days to complete my assignment. However, some students cheated or copied
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some parts of the assignment from some others and then changed it a bit and
submitted to the instructor. The instructor recognized the cheating students and
lowered their grades and explained the reasons. | took 100, but deservingly.
(Interview, S 21) (Q96)

Working conditions is another factor having negative influence on teaching presence.
According to the results, of 24 intervieweees, 5 students complained about their
working conditions that they have no enough time for the course since they work most
part of the day. Moreover, lack of practice is again mentioned by 2 students similarly.
Both working conditions and lack of practice, since they were also mentioned similarly
in social presence, sample statements from the interviewees were provided in that

section.

All the factors having positive and negative influence on students’ social presence,
cognitive presence and teaching presence are summarized in Table 4.22. These factors

are discussed in the next chapter.

4.5 Suggestions of Students (RQ5)

In consideration of fifth research question, inductive qualitative content analysis was
conducted to reveal students’ suggestions to facilitate their social presence, cognitive
presence, and teaching presence in the online course context. The research question

that was invesitagated in this part is the following.

RQ5. What are the suggestions of students in terms of facilitating their social
presence, teaching presence and cognitive presence in the online course

context?

The suggestions of students in terms of facilitating their social presence, teaching
presence and cognitive presence in the online course context were received via
interview and discussion activities. 18 students declared that they required some face-
to-face classes for the course at certain times. For this reason, they preferred blended
learning over online learning. They expressed their learning would increase if the
course was supported with face-to-face classes. So, it can contribute teaching presence
to some extent. They also claim that it would increase their communication,
collaborative working and interaction which constitute social presence. For instance,

one student stated that:
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It would be better for me, since there are a lot of things to learn to me and |
can ask face-to-face with more comfortably; since in online class there are
limited time and everytime | cannot ask because there are other students; if
there were face-face-to class sessions, | can ask to my instructor after class. |
can send e-mail to my instructor in this way but | cannot express my problem

as so much; since one more thing is expressing myself in an e-mail. (Interview,

S 4) (Q97)

Another student told that:

If there were some face-to-face class sessions at least, it would be actullay
different; I would have comprehensive knowledge and in this way, my
motivation and willingness would also increase; since it is not so effective in
the home. | open a document, try to practice; but of necessity my attention is
distracted. (Interview, S 8) (Q98)

The other interviewee said that:

If face-to-face class sessions were held, then it would be fine, in fact. However,
attending to the course can be difficult, everybody cannot be participate.
(Interview, S 26) (Q99)

4 students claimed about the problems of course system. Some of them stated the
system did not work, or they could not connect to the system during the class time.
And also some students claimed that the system is complex and not useful. Sample

statements are as follows.

It is a course in which | cannot connected because of the problems in course
management system. The problems of course management system, complexity
of forms, not retrieving the e-mails, and many trials to be connected even in
accessing to the course materials. Course videos are frozen in watching. There
are some problems with connection... However, the most important problem is
not being updated and complexity of course management system; you can
review our course schedule, some of our courses were not added into our

account or some courses are not hold in the time as in schedule. (DA 5, S 2)

(Q100)
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Another student told that:

Updating the course management system, eliminating the old data and
unknown parts are required. Either form or e-mail, the only channel for
communication provides a better and updated network and accessing to
everybody. A simpler education platform should be provided. (DA 5, S 14)

(Q101)

This problem may impair their cognitive presence since they would be demotivated to

the environment. Therefore, the course system Moodle should be improved.

In the interview, 2 students stated their preference of group working performances over
individual ones. They claimed they can work collaboratively and benefit with each
other. It also helps to increase their social presence. About this issue, in addition, in
the six discussion activity, about group working assignments or projects, 9 students
said they prefer while 2 students insisted on individual assignments. Also, 14 students
abstained since they thought that group working would be really difficult. Some

different viewpoints of the students are the following.

Group working tasks can be better to understand the topic better with working
together. (DA 6, S 43) (Q102)

Another students stated that:

Group activities can be better for knowing each of us and being closer to our
classmates beside future friendship. (DA 6, S 47) (Q103)

On the contrary, one students told that:

Group activities is very dififcult for me since many of us cannot attent into the
course at the same time or some makes more effort and more research while
some doesn’t do it anything and behave like a free-rider. (DA 6, S 1) (Q104)

The other student stated that:
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Group activities would be better, but since many of us are already working, it
can be difficult for me. Everybody can be appropriate at different times. (DA
6, S 27) (Q105)

And finally, another one told that:

Group activities can be beneficial, but it is not an easy task. Since there may
be some disconnections in the communication and participation in online
paltforms. (DA 6, S 22) (Q106)

Since the class could not reach a consensus in this issue, group working performances

can be tried to have a better understanding about its result.

3 students required more practice rather than many concept and verbal information in
the course. This is directly related with the design and organization category of
teaching presence, communication of methods. Also, 2 students stated the need for
more examples. So, this may be considered to enhance students’ perceptions of

teaching presence.

3 students declared their preference of exam in place of assignment. They claimed they
are more successful in exams more than as it was in assignment. However, no more
students stated this issue. Still, it can be taken into consideration although there is no
effect of this issue on any elements of Col framework.

In summary, students’ suggestions to facilitate their any of three-presence of the Col
framework were summarized with the number of students in the parenthesis

mentioning those items in thw following.

Transform the course into the blended learning from online learning(18)
Benefitting from the aids of social networking services, like Facebook (11)
Improving the course management system Moodle (4)

Designing group working tasks more rather than individual tasks (9)
Continue to holding individual tasks (2)

Changing the design of the course adding more practice (3)

Presentation of the instruction with more examples (2)

R N N N SR N NN

Being assessed with the exam in place of assignment or any other task (3)
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4.6 Summary of the Findings

The purpose of this study was to investigate the perceptions of students about cognitive
presence with examining the effect and contribution of social presence, teaching
presence, self-regulation, metacognition, and motivation in an online learning
environment and finding ways to enhance cognitive presence. With this aim, both
qualitative and quantitative data were collected. In a big public university, students
who have experienced in online learning were selected as sample based on
convenience sampling method. The students enrolled in ICT-IC course which is
offered fully online were selected. In total of 6000 students, 3708 took the surveys and
from those students, 1740 responded four online surveys. From those students, as
parallel with the scope and aim of the research, students in MDS department that is a
fully online associate degree program was selected for discussion activities. The class
size is 162 and as average 65 students participated into the online six discussion
activities. The discussions were hold asynchronously and the instructor was outside of
the discussion. In total, 24 interviews were conducted. After finishing the interviews,
the data were transcribed and checked to the accuracy of transcription. Students’ posts
on six discussion activities were analyzed based on coding matrix. The survey data
were analyzed using simultaneous multiple linear regression analysis. At the
beginning, there were 1740 students’ data. After removing the missing cases (72) and

extreme outliers (133) from the data, there were 1535 subjects in the analysis.

Students’ perceptions of social presence, teaching presence and cognitive presence
were found fine based on three data sources. The highest association of cognitive
presence was found with social presence, and then teaching presence and self-
regulation. Surprisingly, metacognition was found not significant and has a little effect
on cognitive presence. Motivation, on the contrary, found has a moderate relationship
with the cognitive presence. All these variables explained 60% of variance of cognitive
presence in multiple regression analysis. Again, the most explained variance belonged
to the social presence and then teaching presence. As for the other potential factor that
affect students’ social, cognitive and teaching presence, the type of education, the
attitude of the instructor, the teaching style of the instructor, being married and having
a child, working conditions were found mostly mentioned by the students in the
interview. They stated mostly preference for the blended learning rather than online

learning. Some suggested enhancing the course system Moodle making it more useful.
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Some also stated change the design of the course with adding more practice rather than
full of concepts and information. All these results are discussed in the next chapter.
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CHAPTER 5

DISCUSSION AND CONCLUSION

This chapter includes the discussion and conclusion of the major findings of the study.
This part is treated under main constructs investigated in this study to present major
findings and make discussion altogether including seven parts addressing community
of inquiry, social presence, cognitive presence, teaching presence, self-regulation,
metacognition, and motivation. Major findings and discussion including the data
retrieved from three data sources are presented and compared with earlier studies.
Then, implications for the practice, practitioners, and implications in the scope of Col

framework as well as the recommendations for further research are provided.

5.1 Major Findings and Discussion
In this section, majir findings and discussion of this study are provided under the
headings of each contruct that were invesitagated in the study to present an overall

picture of the findings alltogether.

5.1.1 Community of Inquiry

With the development of web technologies and Internet, the demand for
online/blended learning format has been increased. In the same way, there is a growing
body of literature in this area to have more effective online learning environments and
learning outcomes. One of the most remarkable development in this field is the

appearance of Community of Inquiry framework.

Community of Inquiry (Col) framework explains an educational experience putting
the emphasis on critical thinking skills and collaborative inquiry with the intersection
of three elements, namely social presence, cognitive presence, and teaching presence.
Col framework has been developed by Garrison, Anderson and Archer in 2000 which
evolved computer conferencing technology and developed specifically for online-
blended learning settings. The underpinning of this framework was based on John
Dewey’s work of progressive understanding of education, collaborative and social-

constructivist orientations. From three elements of Col framework, social presence
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addresses learners’ ability to project themselves socially and emotionally and
functions as supporter of affective and cognitive objectives of learning (Garrison,
Arbaugh, 2007; Gunawardena, Zittle, 1997; Short, Williams, Christie, 1976). It
includes affective-personal beliefs, open communication and group cohesion.
Cognitive presence which was derived particularly from Dewey’s work on reflective
thought addresses learners’ ability to construct meaning through sustained
communication, reflection and discourse and operationalized in Practical Inquiry
Model including four categories, namely triggering event, exploration, integration and
resolution (Garrison, Anderson, Archer, 2010). And the third construct teaching
presence is the learners’ perceptions about their instructor’s ability to design and
manage learning sequence, facilitation of active learning, providing subject matter
expertise and direction of cognitive and social processes to realize the learning
outcomes as individually meaningful and educational worthwhile (Garrison, &
Arbaugh, 2007; Garrison, Anderson, & Archer; 2000). It includes design and

organization, facilitating discourse and direct instruction.

There is ever-increasingly research about Col framework. As the developers of this
framework declared, it is a developmental and progressive model (Garrison, Anderson,
Archer, 2010). It has not been explained completely considering earlier related
research. Teaching presence is the most known construct, and cognitive presence is
the least known construct. Cognitive presence was also cited as the most challenging
to study. Reaching to resolution is really difficult or even rare. Some authors focusing
on the Col framework proposed new versions. From those recommended versions, the
most remarkable point is the lack of self-regulated behaviors of the learners. There are
also some proponents of this idea. Another one detailed feelings and emotions dividing
social presence into two parts. And the other overemphasized social presence as the
dominant variable in the Col framework. All these recommended versions are
discussed in detail in implications for the Col framework section with comparing the

findings of this study.

This mixed-method study examined the nature of community f inquiry framework in
detail both using quantitative data and qualitative data. The findings retrieved from
both quantitative data and qualitative data were accumulated altogether to make a
whole discussion and more complete understanding of its nature. The findings of

quantitative data include the analysis via both descriptive statistics and inferential
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statistics, specifically standard multiple linear regression of the data collected from
1535 students with their responses to community of inquiry (Col) survey. The findings
of qualitative data include results of two data sources, online discussion posts analyzed
via deductive content analysis relying on transcript analysis that originators of Col
framework provided and interview protocol analyzed based on inductive content

analysis.

First of all, students’ perceived levels of community of inquiry as a composite score
which means overall Col derived from the mean scores of social presence, cognitive
presence and teaching presence. Earlier studies generally tend to measure three
constructs of Col framework rather than Col overall. Akyol (2009) studied a small
sample including only 28 graduate students, 16 students in online learning setting and
12 in blended learning setting and concluded that students’ mean score value of Col
as 4.05 over 5.00. Another study conducted by Archibald (2011) with 189 students
revealed the mean score of Col as 3.58 over 5.00. Basdogan (2015) in an online
certificate program including adult learners (n=92) found that students’ perceived
levels of Col as a composite score has a mean score value of 3.06 over 5.00. This study
found the mean score value of 3.45 over 5.00. The retrieved mean score value of Col
in this study was higher than Basdogan’s study, lower than Akyol’s and Archibald’s
studies. However, making comparison based merely on descriptive statistics might not
so feasible. Since it could be reasoned by context of the study, participants, sample
size, measurement time before-during or after the treatment, etc. Therefore, in order to
have a more feasible comparison, both inferential statistics and detailed qualitative

findings could be better.

In order to have a more detailed and complete understanding of students’ community
of inquiry, focusing on their posting behaviors and how they changes either positively
and negatively during treatment process could be more reasonable. Earlier studies
conducted by Akyol (2009) and Kim (2015) indicated students’ perceptions for social
presence was at low level. Online asynchronous discussion forums in this study
indicated that students’ posting behavior based on social presence and its three
categories were at substantial level. They mostly perceived affective-personal beliefs
followed by open communication behaviors. The lowest category was the group
cohesion behaviors. Both open communication and group cohesion were improved

during treatment. Moreover, interviews indicated that students perceived all three-
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category of social presence so well that most of them declared that they felt belong to
the community, felt comfort in communicating online with the instructor and the
classmates and also expressing their own ideas. They expressed their emotions and
opinions comfortably in and outside the class. They asked their questions easily in and
outside the class hours and so on. They claimed all these affected their social presence,
motivation and in turns learning positively. Therefore, this study provided more
evidence for the existence of social presence and its three sub-category beside their
development during the discussion activities as compared with Akyol’s study (2009)
and Kim’s study (2015). Therefore, this study is highly valuable in understanding of
nature of social presence together with its three-category and its developmental
process. In terms of cognitive presence, students’ posting behaviors in sight of
exploration category was at highest, and of integration category was the lowest level.
They perceived other two category at fairly moderate level. Moreover, all four-
category was improved compared with the beginning throughout the six-activity.
Finally, the resolution was at moderate level and developed continuously during six
discussion activities as oppose to earlier studies. Since earlier studied contended that
reaching to the resolution phase is really difficult (Akyol, 2009; Akyol & Garrison,
2011Db), even they failed completely to reach to the resolution (Tik, 2016). The authors
also claimed that synchronous online discussions constituted a time barrier to reach
resolution phase. This study designed online discussions asynchronously in order to
understand the actual constitutions and improvement of cognitive presence and come
up with significant development in all four categories besides sustaining their high or
fair levels, in contrary to aforementioned studies besides reaching to resolution phase
at fair level. Finally, in regard of teaching presence which was covered only in two
discussion activities due to being the most known element in the Col framework,
students favored design and organization of the course. They also favored the direct
instruction. Their lowest perceived level belonged to the facilitating discourse. All
these are discussed in detail; here just provided as a summary. Considering students’
posting behaviors based on three-constructs on the Col framework, students perceived
community of inquiry overall at substantial level. Online discussion forums indicated
that when they designed based on inquiry, brainstorming, real-life cases and self-
expression and self-disclosure, students could be able to reach all phases of three-
category in the collaborative community learning. Moreover, aids of discussion

activity, aids of using social networking sites like Facebook, kindness behaviors of
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course instructor and the classmates, instructor’s effort and timely feedback were the
most remarkable points which have positive influence on students. On the contrary,
the nature of online learning due to being lack in real instructor and real interaction,
marital status and/or having a child, working conditions were the most remarkable
points having negative influence on students. All of these factors were also discussed

in detail under each presence of community of inquiry.

In terms of correlation with cognitive presence and contribution to its prediction by
self-regulation, metacognition and motivation, this mixed-method study designed
specifically as an embedded study revealed significant positive strong association of
all three variables with the Col and indicated that 62% of total variability in the Col
was explained by these three predictors. The first predictor self-regulation
significantly and positively associated with the Col. In addition, self-regulation made
significant contribution in the prediction of the Col. It was found as the strongest
predictor of the Col and therefore, emphasized its importance for the students’ the Col
in the online collaborative learning community. Among three predictors, self-
regulation was the variable that having highest correlation with the Col. The
associations of metacognition and motivation with the Col were nearly the same. The
analysis further indicated that three variables accounted for the 62% of total variability
in the Col. Considering the relative contribution of the variables to the Col, self-
regulation was found as the best variable with .55 ratio, metacognition was the weakest
with .12 ratio and motivation was the medium with .24 ratio. As for their unique
contributions in the explained variance of the Col, self-regulation was again the
strongest with 7.1%, metacognition was the weakest with .9% and motivation was the
medium variable having with 3.8%. Overall, three variables accounted 62% of total
variability in the Col and also considering the relative and unique contributions of
three variables, self-regulation was the strongest variable while the metacognition was

the weakest.

In reviewing the literature, Shea and Bidjerano (2010) declared that self-regulation
represents an important mediator of the links among three presences of the Col
framework. They further stated that Col framework cannot be considered apart from
self-regulation since online learners monitor their time and cognitive strategies,
regulate their study environment, and exercise control over their interactions with

technology, peers, and faculty to maximize their learning (Shea et al., 2012). The
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findings of this study revealing self-regulation as an important predictor and
contributor of the Col corroborates the idea of Shea and Bidjerano (2010). More
recently, Basdogan (2015) examined Col as a predictor of self-regulated learning in
the context of an online certificate program and concluded her study with advising to
add SRL to the Col framework. This study yielding strong association adds
substantially to the understanding of the influence of self-regulation on the community
of inquiry. The findings further support the idea of adding self-regulation to the Col
framework since it was found as the strong predictor of the Col. In addition, since
learners’ self-regulation providing managing time, strategies, control of the learning
and process, and more gains more importance especially in the nature on online
learning characterized by the absence of real instructors, understanding self-regulation
comprehensively promises better results in creating online collaborative community
of inquiry learning settings. Therefore, it is highly recommended that self-regulation,
due to being strong predictor of community of inquiry and providing control over

learning, time and process and more, is included in the community of inquiry model.

Secondly, about metacognition, preliminary work in the sense of Col framework has
started more recently and based solely on the proof for the existence of metacognition
at the intersection of teaching presence and cognitive presence (Akyol & Garrison,
2013). They further developed the metacognition instrument to make its measurement
easier. In addition, Snyder and Dringus (2014) focused on exploration of
metacognition in asynchronous student-led discussions based on the authors’ courses
of actions. In essence, these studies proved the existence of metacognition and
developed an easy way for its measure. They, however, and any other research
investigated the effect of metacognition neither on the Col nor its three presence
separately. This study is the first attempt to discover the effect of metacognition on the
community of inquiry. For this reason, it corroborates to the literature and will be base

for further research.

Finally, in regard of the motivation, very little was found in the literature about its
effect on the community of inquiry up to date. The only two study investigated the
effect of motivation, not Col overall, but rather each three presence of the Col
separately. The first one was conducted by Polat in 2013 with 165 students and
concluded with no significant association between motivation and any of three-

presence of the Col. The result of his study was surprising. The result can be caused
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by contextual factors, sample size, or any other factor. On the contrary of Polat’s study,
this study discovered strong significant association between the motivation and the
Col. The second study in the literature was conducted by Kim in 2015. He did not
investigate the effect of motivation on the Col overall. He examined the effect of
motivation on three presence of the Col separately and concluded with positive
significant correlation of the motivation with each three-presence of the Col. This
study contributes to the literature with significant association between motivation and
the Col. The effect of motivation on the community of inquiry was investigated in this
study with a large-sample. Revealing motivation as significant predictor of the Col
and considering the lack of research, the current finding of this study adds to a growing

body of literature.

Taken together, very little or no evidence on the literature about these three variables
in the sense of community of inquiry and with its findings, this study serves as a base
for further studies and open new directions. In order to create a better collaborative
communities of inquiry in online learning settings, it could better for the online
instructional designers and instructors to take these three factors into consideration in

designing, teaching and managing their courses.

5.1.2 Social Presence

Social presence is the ability of learners to project themselves socially and emotionally
and functions as a support for the cognitive and affective objectives of learning
(Garrison, & Arbaugh, 2007; Gunawardena & Zittle, 1997; Short, Williams &
Christie, 1976). It has an effect on learning with the help of social interaction
(Richardson & Swan, 2003; Swan &Shih, 2005; Tu & Mclsaac, 2002). This study
examined the nature of social presence in detail both using quantitative and qualitative
data. The findings retrieved from both quantitative data and qualitative data were
accumulated altogether to make a whole discussion and more complete undersntading
its nature. The findings of quantitative data include 1535 students’ responses to
community of inquiry (Col) survey, specifically sub-factor of social presence
analyzing via descriptive statistics and infernetail statistics, specifically simultaneous
multiple linear regression. The findings of qualitative data include results of two data
sources, online discussion posts analyzed deductive content analysis relying on
transcript analysis that originator of Col framework and interview protocol analyzed

inductive content anaylsis.
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First of all, students’perceived levels of social presence was measured in earlier studies
and it differs. Akyol (2009) found students” mean score value of social presence as
3.94 over 5.00 with studying a small sample including only 28 graduate students, 16
students in online learning setting and 12 in blended learning setting. Another study
conducted by Archibald (2011) with 189 students revealed the mean score of social
presence as 3.46 over 5.00. A more recent study conducted by Bagsdogan (2015) in an
online certificate program including adult learners (n=92) found lower mean score of
social presence (M=2.81). This study found mean score value of social presence of
students in the online course context, including 1535 students as 3.26 over 5.00.
Although the retrieved mean score value is lower than Akyol and Archiald’s studies,
it is higher than Basdogan’s study. In addition, making a comparision with these earlier
studies including small sample size might bot be so reasonable. Moreover, the context
of those studies incliding this study, though being similar to some exten; are not the
same and the result could be reasoned by different context of the studies, sample size,

participants, etc. Therefore, making a comparison might not be so reasonable.

In order to have a more detailed and complete understanding of students’ social
presence, focusing on their posting behaviors and how their perceived levels of social
presence changes during treatment process could be more reasonable. Akyol (2009)
hold synchrous discussion both in online and blended learning settings during 9 weeks
and revealed low perceptions of students’ in terms of three categories of social
presence. She revealed that students’ posting behaviors were %33 in sight of
affective/personal category (AP), 48% of open communication (OC) and 14% of group
cohesion (GC) in online learning setting. She also found that students’ posting
behaviors were %12 in sigth of AP, 41% of OC and 24% of GC in blended learning
setting. Considering the change in students’ posting behaviors based on three-
categories, AP in blended learning environment decreased continually during the
treatment process. GC in online learning environment ncreased steadily during the
treatment process. In both learning environment, students posted in OC category in
general. Archibald focused on cognitive presence in discussion activity while

Bagdogan did not hold any discussion activity in their studies.

A more recent study holding discussion activity in her study was conducted by Kim
(2015). She assessed students’ posts only either positive or negative, rather than sub-

categories of any of three-presence. She retrieved from discussions that there were 59
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relevant coded posts from 77 students including 32 on cognitive presence, 17 on social
presence and the remaining 10 on teaching presence. Only three posts in social
presence were assessed negative, and all the remaining posts were assessed positive.

Overall, she concluded fairly high level of social presence in discussion activities.

On the other hand, this study revelaed from asynchronous discussions during 12-week
in purely online learning setting that students’ posted mostly (87%) in AP category,
73% in OC and 47% in GC category. Their posts were mostly in AP and OC and lower
in sigth of AP category.

The quantitative data indicated in the same way majority of the students felt sense of
belong to the course community (55.2%, N=848). Some of them favor the
communication via online medium for social interaction (40.4%, N=620). However,
these results might be effected by some participants educated in formal education, but
also enrolled in some online courses. In responding to the items, they could compare
their experience and preference both in online and formal education settings. In terms
of open communication, some (44.6%, N=685) stated they felt comfortable conversing
through the online medium. Similarly, some other students (41.5%, N=638) stated
they felt comfortable participanting in the course discussions. Also, some (43.9%,
N=674) felt comfortable interacting with other course participants. In regard with
group cohesion, some students (42.8%, N=657) stated they felt comfortable
disagreeing with other course participants while still maintaining a sense of trust while
some (37.1%, N=569) were abstainer. Some of them (39.5%, n=606) felt that their
points of view were acknowledged by other course participants; however more
(41.6%, N=639) were not sure. Some students (41.6%, N=693) thought that online
discussions help me to develop a sense of collaboration. Taken together, still this study
retrieved higher levels of students’ posts in three-category of social presence. Although
there were some declines in percentage levels in students’ posts based on three-
category, in general their perceptions of OC and GC categories were developed during
the treatment process. AP was already at high level at the beginning. The third data
source interview protocol also indicated that students perceived all three-category of
social presence very well. Most of them declared that they felt belong to the
community, felt comfort in communicating online with the instructor and the
classmates and also expressing their own ideas. They expressed their emotions and

opniions comfortably in and outside the class. They asked their questions easily in and
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outside the class hours and so on. They claimed all these affected their social presence,
motivation and in turns learning positively. Therefore, this study provided more
evidence for the existence of social presence and its three sub-category beside their
development during the discussion activities as compared with Akyol’s study (2009)
and Kim’s study (2015). Therefore, this study is highly vauable in understanding of
nature of social presence together with its three-category and its developmental

process.

This study revealing high level of social presence and developing students’ social
presence during treatment process, indicated that the difficulties caused by holding
discussions asynchronously in such a large class size (n=162) could be overcame.
Based on the results, it can be inferred that the handicap of having a large class size
could be overwhelmed. The reasons behind attaining high level of social presence
could be attractiveness of the topics covered in discussions, addressing topics in real
life situations, students’ motivation, instructor’s own effort, guidance and timely
feedback, sense of belonging to the learning community, etc. A more recent study
conducted by Kim in 2015 concluded with the positive effect of the attractiveness of
the topics covered in discussions, addressing topics in real life situations. This study
verified the findings of Kim’s study in different context and thus, contributed to the
literature in this sense. This study could be also guide online instructors and educators
showing how can be improved with addressing topics in real life, choosing attractive

topics, etc.

In addition, the high levels of OC and GC could be reasoned by Facebook group and/or
WhatsApp group since many students declared in some activities of discussion that
both Facebook and/or WhatsApp groups contributed to their interaction and
communication with the class. They were informed up-to-date for any activity,
announcement, reminds and call for participation, etc. Although the situation that
Facebook group was official and created by the instructor and WhatsApp group was
informal and created by the students, both contributed to the facilitation of social
presence. The positive influence of social networking sites specifically Facebook on
social presence was found in the study more recently conducted by Lim and
Richardson (2016). This study is in agreement with their findings. In adiditon, cultural
differences might be reasoned by this situation. The effect of culture in using social
networking sites in daily life was addressed in some earlier studies (Chau, Cole,
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Massey, Montoya-Weiss, & O’Keefe, 2002; Jackson, Walk, 2003; Qui, Lin, Leung,
2012). Some differences could be also expected in teaching-learning environments.
For example, a recent study examining the use of social networking sites of instructors
from two different origins, namely Turkey and Germany in teaching-learning
environments concluded that although Turkish instructor anticipated social
networking sites (SNS) as an information sharing and socizalition platform, but some
Turkish were not so optimistic as Germans which were more optimistic about the
benefits of SNS in the use of education in a way that discussion and communication
oriented besides sharing any material (Kilis, Rapp, Giilbahar, 2014). Another study
which examined the current state of usage of SNS for education in Turkey’s two
leading universities both on instructors and students contended that both instructors
and students were unaware of potential benefits of SNS for the education (Gtilbahar,
2014). She further stated that they anticipate SNS as an informal learning platform ued
solely for communication and knowledge sharing. However, there were some studies
indicating positive influence of SNS in teaching-learning environments (Ajjan &
Hartshorne, 2008; Geng, 2010; Lim, Richardson, 2016; Kisla, Karaoglan, 2011; Tess,
2013). In this study, students’ favor of Facebook over Moodle could also be reasoned
by the culture itself since the number of people using Facebook in Turkey has been
over-increasing. And as compared with Moodle which is less friendly environment
than Facebook, could be expected to be favored by the students. This might improve
students’ social presence. The other issue is that some previous empirical findings
indicated that Facebook is an effective discussion environment in online and/or
blended learning (Mazer, Murphy & Simonds, 2007; English & Duncan-Howell
2008). Since it facilitates communication, interaction, and cooperation, it has favorable
effects on social presence and the sense of community (Ku, Ho, & Lam, 2012; Mazer
& et al., 2007; Schroeder, Minocha, Schneider, 2010). Another study indicated the
enhancement of social presence using Twitter which facilitated free-flowing just-in-
time interactions and social connections (Dunlap, Lowenthal, 2009). Considering from
these points, with the basis on the lack of practical studies based upon effective
theoretical and pedagogical orientations, Oztiirk (2015) examined whether or not
Facebook suits the Col framework recently. She concluded with high level of presence
of the students and revealed that Facebook is a suitable online learning environment
for the Col framework with the features fostering critical thinking, discussion,

cooperation, and learning beside social relations. This study corroborates with prior
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studies in the same way exploring positive effect of Facebook on students’ social

presence.

Furthermore, a high level of social presence could be reasoned by students’ own effort,
being self-regulated, a warm and comfortable learning environment, instructor’s effort
and guidance, or even may be due to their characteristics. Since the earlier studies
generally studied with graduate students and they could be more self-regulated but
may be less socialized. However, it can be inferred that both students and instructor
had positive contribution in the development of students’ social presence. The
discussion activities and interview protocol indicated that students favored the
kindness behaviors of their instructor and the classmates during the semester. The
instructor migth contribute students’ self-expression and self-disclosure as well as
sense of belonging to the community with her kindness behaviors. S/he can facilitate
students’ contributions, encourage them to ask their questions and feeling comfortable
during the course and outside the class hours. In the same way, kindness behaviors of
the classmates might affect sense of belonging to the community, communication and
collaborative work during and outside of the class and therefore might have a positive

influence on social presence.

In terms of correlation with social presence and contribution to its prediction by self-
regulation, metacognition and motivation, this study revealed significant association
of all three variables and indicated 50% of total variability in social presence was
explained by these three predictors. The first predictor self-regulation significantly and
positively associated with social presence. In addition, self-regulation made significant
contribution to the predicton of social presence. IT was found as the strong predictor
of social presence and therefore, emphasized its importance for the students’ social
presence in online learning settings. Considering self-regulation, prior studies noted
its importance for social presence besides other two-presence of the Col (Shea,
Bidjerano, 2010; Shea, Bidjerano; 2014). Shea and Bidjerano (2010) declared that
self-regulation was an important mediator of the links among three-presence of the
Col framework. Basdogan (2015) investigated the effect of self-regulation based on
its six-factor and concluded with only two sub-factor goal setting and self-evaluation
having significant association with the SP. This study revealing strong association of
self-regulation with social presence and significant high contribution of self-regulation
to the prediction of social presence, corroborates with the previous studies.

218



Considering cyclical phases of self-regulation as defined by Zimmerman (2000),
forethought, performance or volitional control and self-reflection are highly essential
for any collaborative community and critical inquiry. Forethought including task
analysis like strategic planning and goal setting and self-motivational beliefs such as
outcome expectations, intrinsic interest or value, goal orientation could facilitate
especially affective/personal category of social presence and in turns open
communication. Performance or volitional control inclusing self-control such as self-
instruction, imagery and attention focusing and self-observation such as self-recording
and self-experimentation could foster open communication and group cohesion of
social presence together with self-reflection including self-judgment like self-
evaluation and causal attribution and self-reflection such as self-satisfaction or
affect.self-regulated behaviors and skills could support self-expression, self-
disclosure, exressing (dis)agreement, activities encouraging collaboration, etc.
Therefore, it can be inferred that self-regulation is essential for enhancing learners’

social presence in the online collaborative learning community.

In terms of metacognition, it has been started to be the focus more recently. The sense
of Col framework was based solely on the proof for its existence at the intersection of
teaching presence and cognitive presence (Akyol & Garrison, 2013). The authors
focused on its existence and measurement rather than its effect. Another study
conducted by Snyder and Dringus in 2014 focused on exploration of metacognition
and contributed to its existence. Therefore, this is the first study that reveals the effect
of metacognition both on Col overall and its three-presence seperately. This study
found that metacognition has failed to be significantly associated with and contribution
to the prediction of social presence. Since this study is the first attempt to investigate
the effect of metacognition, it is not possible to make any comparison. This result, in
essence is some surpsrising; however it could be caused by the context of the study.
Since participants in ICT-I course might not be need any metacognitive skills or
behaviors. It is a basis course to gain fundamental skills and knowledge about main
concepts of computer and some basic softwares rather than being a complex course.
Therefore, learners might not need any metacognitive skills or behaviors.
Alternatively, the reason might be the nature of measurement survey; specifically
metacognition questionnaire since it was more recently developed based on qualitative

data and there was no any proof in any other research. Still, learners might not need
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any metacognitive skills or behaviors in the collaborative learning community in any
context since it is a higher order thinking skills attributed to critical inquiry (Hacker,

1998). Self-regulation could be enough for the learners during learning process.

In terms of motivation, there is no enough research about its effect on social presence.
There is only two studies and the first study conducted by Polat in 2013 concluded
with no significant relationship whereas Kim (2015) revealed significant relationship
between social presence and motivation. This study found significant association
between motivation and social presence and also significant contribution of motivation
to the prediction of social presence and therefore, contributes to the results of Kim’s
study. The result of Polat’s study is so surprising that under normal conditions, relying
on the nature of social presence and its descriptors, a significant association is expected
between them. Since motivated learners could be more interested in learning process,
more active and engaged in learning activities; therefore they are expected to socially

present in the learning environment.

Other than aforementioned factors facilitating students’ social presence, this study also
revealed that some potential factors that might decrease their social presence. Some
students declared that the type of education effected them in some ways including
interaction and communication either with course instructor or the classmates, sense
of belonging to the community, collaboration, motivation, interest and learning. Since
online learning are characterized by the lack of real instructor, it might decrease
students’ social presence. An earlier study conducted by Borup, West and Graham
(2012) focusing on removing barriers of sense of isolation caused by lack or real
instructor in the nature of online learning via emerging video technologies concluded
that asynchronous video promised to improve social presence. Since video-based
communication in the sense of online learning, provides a feeling of instructors that
seems real, familiar and present to the students and this way enhances online
communication and interaction with the course instructor and among the class. Thus,
online learning can be warranted with a high level of social presence benefitting from
such a technology. The further investigation is warranted to investigate social presence

in the online learning aided with video-based technologies similar with this study.

Moreover, technical and usability problems of course management system Moodle was

also explored one of the other potential factors having negative influence on students’
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social presence. Few students declared Moodle caused not to being participate into the
course sessions sometimes due to connections problems and after some trial, they gave
up to participate with being upset. Sometimes it caused to the problem of
synchronization of audio and video when rewinding or forwarding the course video or
load very slowly. This is in fact demotivates the students and leading to not participate
into the course due to technical problems, they felt isolated and in turns decrease their
social presence. An earlier study conducted by Rubin, Fernandes, and Avgerinou
(2013) investigated the effects of LMS on the Col framework and concluded that the
technology and software used in online learning effected students’ three-presences.
They recommended support the Learning Management Systems (LMS) with
affordances that facilitate collaborative learning community enhancing students’
satisfaction with the LMS such as facilitating communication more and in different
ways, ease of finding resources, etc. More recently, some studies indicated that even
the type of technology and/or tool migth slightly change any of three-presence of the
students (Gutiérrez-Santiuste, Rodriguez-Sabiote, & Gallego-Arrufat, 2015;
Kovanovi¢, Gasevi¢, Joksimovié¢, Hatala, & Adesope, 2015). Taken together, the used
technology and software and their features could be warranted to have an influence on
students’ social presence and thereby should be considered carefully by online
instructors and educators. Further research could grow on the effect of different
technology and software to detect the best working features of them. The firms could
produce better working softwares or tools for online learning compiling the better
working features altogether.

The type of assessment instrument specifically individual assignment in this study was
mentioned by some students to decrease collaboration and group cohesion. Actually,
group performances are warranted to foster social presence of students. Therefore,
online instructors should prefer group working performances more than individual
ones to create and sustain an effective collaborative learning community. However,
the aids of dcisusion activity favored by many students. They benefitted such a regular

course activity and emphasized its importance for their progress.

And finally, another disadvantage for the students’ perception of social presence in the
online learning could be their marital status and/or having child. Some students
declared being married and/or having child effected them negatively due to preventing

their sparing time for the course requirements even their participation into the course
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sessions. Beside marital status and having child or not, working conditions was
addressed in the same way. Heavy working conditions might prevent learners to spare
time for the course requirements and even to participate into the course. The effect of
all these aforementioned factors might be expected. The research that put the emphasis
on these demographics was inconclusive with their effect (Mykota, 2015; Kim, Kwon,
Cho, 2011; Tu, Yen, Blocher, 2011).

Overall, students perceived social presence at high level in this study.
Affective/personal behaviors were high at the beginning, but maintained at high level
during treatment process. Open communication and group cohesion were developed
during the semester thanks to the aids of discussion activity, Course Facebook page,
and addressing course topics in real life and also focusing on self-disclosure of students
rather than pure information and facts, etc. Students favored their instructor’s and
classmates’ kindness behaviors. They initiated a group on Whatsapp to collaborate and
cooperate with each other in the collaborative learning community. Large class size
could be said to be overwhelmed. They also favored their instructor’s effort and
guidance. Howver, their marital status and/or having chilsd, working conditions,
technical and usability problems of course management system Moodle, and individual

assignment were mentioned by some students as drawback for their social presence.

5.1.3 Cognitive Presence

Cognitive presence is the ability of constructing meaning through sustained
communication, reflection and discourse in a community of inquiry (Garrison,
Anderson, Archer; 2001). It was derived from Dewey’s work on reflective thought and
grounded on critical thinking. It has not been explained completely and therefore, it
requires elaboration. In this study, cognitive presence was examined in detail using

both quantitative data and qualitative data.

This study examined the nature of cognitive presence in detail both using quantitative
and qualitative data. The findings retrieved from both quantitative data and qualitative
data were accumulated altogether to make a whole discussion and more complete
understanding of its nature. The findings of quantitative data include the analysis via
both descriptive statistics and inferential statistics, specifically simultaneous multiple
linear regression of the data collected from 1535 students with their responses to

community of inquiry (Col) survey, specifically sub-factor of cognitive presence. The
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findings of qualitative data include results of two data sources, online discussion posts
analyzed deductive content analysis relying on transcript analysis that originators of

Col framework provided and interview protocol analyzed inductive content analysis.

First of all, students’ perceived levels of cognitive presence was measured in earlier
studies and the results are very different. Akyol (2009) found students’ mean score
value of cognitive presence as 4.07 over 5.00 with studying a small sample including
only 28 graduate students, 16 students in online learning setting and 12 in blended
learning setting. Another study conducted by Archibald (2011) with 189 students
revealed the mean score of cognitive presence as 3.48 over 5.00. A more recent study
conducted by Basdogan (2015) in an online certificate program including adult
learners (n=92) found lower mean score of cognitive presence (M=3.05). This study
found mean score value of cognitive presence of students in the online course context,
including 1535 students as 3.64 over 5.00. Although the retrieved mean score value is
lower than Akyol study, it is very close to Archiald’s study. It retrieved higher mean
score value of cognitive presence than Basdogan’s study. Considering the contexts of
previous studies and this study, comparing the mean scores of cognitive presence
might not be so feasible. The context of the studies, participants, designs and treatment
applied in the studies were different from each other. In order to have a more feasible

comparison, both inferential statistics and detailed qualitative findings could be better.

In order to have a more detailed and complete understanding of students’ cognitive
presence, this study focused on cognitive presence and designed discussion questions
based on its sub-dimensions. One of the most known study in the sense of Col
framework conducted by Akyol (2009) that hold synchronous discussion both in
online and blended learning settings during 9 weeks, revealed that students posted 10%
in triggering event (TE) category, 25% in exploration (EX), 48% in integration (INT)
category and %7 in resolution (RES) category. Both TE and RES were at very low
level. She also detected significant improvement only in EX category, but also slightly
improvement in EX and RES categories. On the other hand, she found decrease in
students’ post based on TE category. She further stated that reaching to the resolution
stage was very difficult (2009). Another more recent study conducted by Kim (2015)
assessed students’ posts only either positive or negative, rather than sub-categories. He

coded 59 post from 77, specifically 32 on CP, 17 on SP, and 10 in TP. All of the posts
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except one in cognitive presence were positive. He found students’ perceptions of

cognitive presence was at fairly substantial level.

This study held six online discussion activities during 12 weeks asynchronously and
revealed that students’ posts based on four-category of cognitive presence were
substantial. Students’ average posting in six-activity of asynchronous discussion were
55% in TE category, 72% in EX category, 35% in INT category and 49% in RES
category respectively. They perceptions of EX category was at highest, and of INT
category was the lowest level. They perceived other two category at fairly moderate
level. Moreover, when the development of four-category of cognitive presence was
examined, all four-category was developed compared with the beginning throughout
the six-activity. Specifically, TE was developed at the mid of discussion activities, and
then decreased at the end. EX was developed at the mid while decreased at the same
level at the end. The integration was at the lowest level among all categories of
cognitive presence. It was decreased at the mid but then increased at the end. During
the six-activity, it was slightly developed and at low level overall on the contrary of
earlier studies. Finally, the resolution was at moderate level and developed
continuously during six discussion activities as oppose to earlier studies. The
quantitative data also indicated similar findings. In regard of triggering event, some
students (42.8%, N=750) said that problems posed increased their interest in course
issues while some others (35.6%, N=514) was undecided. About half of them (49.8%,
N=764) thought that course activities piqued their curiosity. Similarly, some students
(47.3%, N=727) felt motivated to explore content related questions. In terms of
exploration, about half of them (49.8%, N=764) utilized a variety of information
sources to explore problems posed in the course. More than half (51.6%, N=793) also
said that brainstorming and finding relevant information helped them resolve content
related questions. In adiditon, half of them (50.5%, N=775) stated online discussions
were valuable in helping them appreciate different perspectives. Thirdly, in regard
with integration, more than half (52.3%, N=802) told that combining new information
helped them answer questions raised in course activities. Similarly, again more than
half (53.3%, N=817) thought learning activities helped them construct explanations
and solutions. In addition, more than half of the students (51.1%, N=785) stated
reflection on course content and discussions helped to understand fundamental

concepts in this class. Finally, in terms of resolution, about half of the students (49.2%,
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N=756) stated that they can describe ways to test and apply the knowledge created in
this course. They (47.1%, N=724) said that they have developed solutions to course
problems that can be applied in practice. And majority of them (60.3%; N=941) also
said that they can apply the knowledge created in this course to their work or other

non-class related activities.

Comparing with earlier studies, this study succeeded to reach to the resolution phase
which is cited in the earlier as really difficult (Akyol, 2009; Akyol & Garrison, 2011b),
even failed completely to reach to the resolution (Tik, 2016). The authors also claimed
that synchronous online discussions constituted a time barrier to reach resolution
phase. This study designed online discussions asynchronously in order to understand
the actual constitutions and improvement of cognitive presence and come up with
significant development in all four categories besides sustaining their high or fair

levels, in contrary to aforementioned studies.

The higher percentage values of all four-category could be reasoned by the design and
organization of the discussions and also attractiveness of the topics covered in those
activities. The topics selected based on addressing to the real life stimulating for
brainstorming and critical thinking beside students’ own experiences rather than
requiring pure information and facts. More importantly, the topics covered in
discussion activities, besides triggering their curiosity, interest and motivation,
provided to explore the tasks appreciating diverse perspectives, create a solution and
apply solutions in their real life. They could share their own experiences, reflect on
them with developing new or deeper knowledge. Therefore, the design and context of
discussion were paramount in improving students’ cognitive presence. It was more
recently noted in prior studies. Redmond (2014) indicated when online discussions
were structured appropriately, students can share and document their thinking and
reflect on both their and other students’ contributions while developing new or deepen
knowledge. When they asked to reflect on their learning experience with a given
scenario, they could easily applied their new knowledge and resolved the issue, means
reached resolution phase.

Another more recent study conducted by Liu and Yang (2014) concluded with a
similar result stating discussion types and context effect students’ cognitive presence

and recommended real life experiences should be covered in online discussions to
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enhance cognitive presence. This study was designed discussions focusing on the
dimensions of cognitive presence and succeeded with a high level of cognitive
presence besides reaching resolution phase by half of the students. With the findings,
this study appreciated the importance of real life experiences and also assigned case
and scenarios covered in online discussions. Moreover, the structure of discussion
questions were designed in the basis of problem-based approach. Overall, this study is
in agreement with Redmond’s (2014) and Liu and Yang’s (2014) statements and
enhances the understanding of cognitive presence with a more complete exploration
by indicating the ways to attain, improve and sustain a high level of cognitive presence
in the nature of online learning. So, online instructors and educators should be aware
of that students are able to reach all four-phases of cognitive presence and set the
course activities to guide them fostering their ability to challenge themselves through
the process of critical thinking (Giannousi, Kioumourtzoglou, 2016; Ladyshewsky,
2013). It is highly recommended to design discussion activities accordingly with the
basis on real life experiences and giving scenarios rather than pure facts and
information. It could also be better to design those activities based on problem-based
approach to enhance students’ reflections, critical thinking and construct new

knowledge or deepen their existed knowledge.

Another issue behind high level of cognitive presence mentioned by some students is
the cooperation among the students. Many interviewees put excessive emphasis on the
cooperation to foster their cognitive presence beside collaboration. The collaboration
lays already on the basis of community of inquiry framework. Yet, cooperation was
also addressed by some students in the study. Although these two terms are not the
same, they are close to each other to some extent and expected to support students’
experience in cognitive ability. It could improve students’ cognitive presence by
brainstorming, exploration and interaction. Therefore, in regard of designing any
collaborative learning community, it could be better for online instructors taking
cooperation into the consideration besides collaboration in and out the class and also

in terms of designing course activities.

The other issue related with the high level and improvement of cognitive presence was
found sustaining the motivation as mentioned by some students. It was also examined
with quantitative data and explained in related part later. Holding asynchronous

discussion in a large class including 162 students without forming small groups was
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not an easy task. However, it was succeeded besides providing and maintaining high
level of cognitive presence and its improvement during the treatment. As found in a
more recent study (Kim, 2015), choosing attractive topic for the students and
addressing real-life cases could led to the high level of cognitive presence. They were
willingness and motivated with regular activities. The questions were also not boring
for the students and they could easily express their own experiences and made
brainstorming with the classmates. Generally, they liked to express their own ideas,
experiences and their solutions for the proposed real-life cases. This study provided
more elaboration of cognitive presence and how it could be facilitated. This study also
contribute to the literature that students could reach to the resolution phase and it could
be developed in opposite of earlier studies which difficultly found it at lowest level
(Akyol, 2009; Akyol & Garrison, 2011b) or even failed completely to reach to the
resolution (Tik, 2016).

In terms of correlation with cognitive presence and contribution to its prediction by
self-regulation, metacognition and motivation, this mixed-method study revealed
significant positive association of all three variables with cognitive presence and
indicated that 60% of total variability in cognitive presence was explained by these
three predictors. The first predictor self-regulation significantly and positively
associated with cognitive presence. In addition, self-regulation made significant
contribution to the prediction of cognitive presence. It was found as the strongest
predictor of cognitive presence and therefore, emphasized its importance for the
students’ cognitive presence in the online collaborative learning community.
Considering prior studies focusing on self-regulation in the sense of Col framework,
it was essentially addressed for the effective online collaborative community as well
as facilitation of cognitive presence (Chmiliar, 2011; Means, Toyama, Murphy, Bakia,
Jones, 2009; Pintrich, 1999; Shea & Bidjerano, 2012). Considering self-regulation,
prior studies noted the importance of self-regulation for cognitive presence besides
other two-presence of the Col (Shea, Bidjerano, 2010; Shea, Bidjerano; 2014). They
extended their work later and concluded with a new dimension named learning
presence which includes learners’ self-regulatory strategies (Shea, Hayes, Smith,
Vickers, Bidjerano, Gozza-Cohen, Jian, Pickett, Wilde & Tseng; 2013). Another study
conducted by Basdogan (2015) contended that although two sub-constructs of self-

regulation specifically environment structuring and goal setting were correlated with
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the CP and explained 30% of total variability; as a composite score, it was not a
significant predictor. This study investigated self-regulation overall rather than its sub-
dimensions and detected high significant positive association between them. This
study also revealed that it was the strongest predictor of cognitive presence with its
valuable contribution. Therefore, this study elaborated self-regulation regarding the
effect and contribution on cognitive presence and is in the agreement with earlier

studies providing more evidence.

Considering cyclical phases of self-regulation as defined by Zimmerman (2000),
forethought, performance or volitional control and self-reflection are highly essential
for any collaborative community and critical inquiry. Forethought including task
analysis like goal setting and strategic planning, and self-motivational beliefs such as
self-efficacy, outcome expectations, intrinsic interest or value, might facilitate
triggering event and exploration categories of cognitive presence. Performance or
volitional control including self-control such as self-instruction, imagery and attention
focusing and self-observation such as self-recording and self-experimentation together
with self-reflection including self-judgment like self-evaluation and causal attribution
and self-reflection such as self-satisfaction or affect could foster exploration,
integration, and resolution categories of cognitive presence. Therefore, it can be
inferred that self-regulation could be a crucial factor to foster learners’ cognitive

presence in the online collaborative learning community.

The second predictor metacognition has been started to be the focus more recently. In
the sense of Col framework, a more recent study was based solely on the proof for its
existence at the intersection of cognitive presence and teaching presence (Akyol &
Garrison, 2013). The authors focused on its existence and measurement rather than its
effect. Another study conducted by Snyder and Dringus in 2014 focused on
exploration of metacognition and contributed to its existence. Therefore, this is the
first study that investigated the effect of metacognition both on Col overall and its
three-presence separately. This study showed significant contribution of
metacognition in the prediction of cognitive presence, although it was the weakest
predictor among three predictors. They were also significantly and positively
associated with each other. Since there is no satisfactory work in the literature about
metacognition in the sense of Col framework, this study gains more value revealing

the effect of metacognition as the first time both on the Col overall and its three-
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presence separately. With the findings indicated that metacognition was significantly
contributed to the prediction of cognitive presence and positively and significantly
associated, the study has fruitful directions for feeding the poor literature and opening

new insights for further research.

Finally, the third predictor motivation made a significant valuable contribution in the
prediction of cognitive presence. It was the second variable among three predictors
depending on their degree of contribution. Motivation and cognitive presence were
significantly and positively correlated with each other. In the literature, there is no
satisfactory research about the effect of motivation on cognitive presence. There is
only two studies; the first study conducted by Polat in 2013 concluded with no
significant relationship whereas Kim (2015) revealed significant relationship between
cognitive presence and motivation. Polat (2013) examined the relationship among each
three presences of Col and academic motivation with 165 students using the Turkish
version of experimental version of Vallerand’s academic motivation scale. Kim (2015)
conducted his dissertation about learning flow, motivation, and community of inquiry
in the online graduate degree program with 77 students and found strong positive
significant relationship with each of three presences of Col framework. This study, in
contrary to Polat’s study, found significant association between motivation and
cognitive presence and also significant contribution of motivation in the prediction of
cognitive presence and therefore, contributes to the results of Kim’s study. Although
there is no enough study in the literature, the importance of motivation could be
appreciated for its effect on students about their perceptions toward their instructor,
course, content, instruction, learning progress, etc. (Gorham, Millette, 1997; Noels,
Clément, Pelletier, 1999).

Motivation could be especially important for triggering event phase. The qualitative
data findings also indicated that sustaining motivation was overemphasized by some
students to foster their cognitive presence in the nature of online learning. This study
also contributes to the literature discovering the factors having positive and negative
effect on students’ motivation in terms of their cognitive presence. The potential
contributing factors of the motivation to foster cognitive presence were instructor’s
kindly attitude toward them and efforts to make them motivated, teaching style of the
instructor, attractiveness of the course topics, individual willingness, excitement due

to the learning a new topic and other students’ contribution whereas the misbehaviors
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of some other students in the class, problems with the course system, could not able to
participate into the course, a fear of failing the course, being married and/or having a
child, limited time and the simplicity of course topics were potential negative factors

for their motivation level.

Other than aforementioned factors facilitating students’ cognitive presence, this study
also revealed some other potential factors that might decrease their cognitive presence.
Some students complaint about the difficulty with individual assignments and stated
their preference of group performances over individual ones. They told that individual
assignments could affect their sense of community negatively, decrease the quality and
grades of their assignments and make them lonelier. For this reason, they preferred
group performance activities more for more collaboration and exploration diverse
perspectives of course topics. This could enhance the overall community of inquiry
besides cognitive presence. Individual assignments, in fact do not fit in the basis of
collaborative learning community very much. However, it might help to foster
students’ cognitive presence individually, rather than the whole community. Still, it
could be taken into consideration in designing online collaborative learning
communities. Designing both individual and group working activities could be more

effective to have an effective collaborative learning community.

Some other student also complaint about the less of practice in the course. They
emphasized the importance of practice in such a course requiring more practice rather
than pure information. Practice could improve students’ cognitive presence with
triggering event, exploration of content and diverse perspectives of the topics and
integration of information connecting with ideas and facts and making synthesis to
create a solution for the proposed case or problem. It could also provide chance to deal
with vicarious applications in different settings. It can be inferred that practice might
be imperative to facilitate the collaborative learning communities besides cognitive
presence. In essence, design of the practice could really matter. Therefore, it could be
better to design the practices in a way of synthesis of problem-based approach, critical

thinking and inquiry.

Not commonly, but rarely lack of students’ prior knowledge and simplicity of course
topics were also mentioned as other negative factors for their cognitive presence.

Students could have difficulty with a lack of prior knowledge about course topics like
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that they might not able to explore diverse perspectives of the topics, integration with
connecting ideas and making synthesis and especially vicarious application in real life
or different disciplines. They could need help in the very beginning of assigned tasks,
but could fail due to the lack of prior knowledge. For this reason, it could be important
to have prior knowledge especially in reaching higher levels of cognitive presence
specifically resolution. For those having more knowledge and found the course topics
simple might be another drawback in creating collaborative learning communities and
sustain its quality. Therefore, balancing between students in different background
could come into prominence for the success of collaborative learning communities
even reaching high level of cognitive presence. Some earlier studies concluded with a
low level of resolution and claimed that reaching to resolution phase is very difficult
(Akyol, 2009; Akyol & Garrison, 2011b; Tik, 2016). However, this study, with the
design and organization of the course and course activities, elicited high level of
cognitive presence but specifically fairly substantial level of resolution. The gap
between the course content and prior knowledge and really matters in this sense and
being able to filling this gap is noteworthy. Taken together, this study makes several
contributions to the current literature and provides a new understanding of cognitive

presence.

Overall, students perceived cognitive presence was at fairly substantial level in this
study. Although earlier studies stated that reaching to the resolution phase was very
difficult or even did not occur, this study provided students to reach to the resolution
phase and overemphasized the importance of addressing real-life topics and assigned
cases or scenarios in discussion activities and in the agreement with the
recommendations of Redmond’s (2014) and Liu and Yang’s (2014) in this way. All
three predictors, namely self-regulation, metacognition, and motivation significantly
contributed to the prediction of cognitive presence. Self-regulation was the strongest
predictor followed by motivation. Metacognition was the weakest predictor of
cognitive presence, however it significantly and positively correlated with cognitive
presence and made a significant valuable contribution in the prediction of cognitive

presence.

5.1.4 Teaching Presence
Teaching presence is defined as the designing and managing of learning sequence,
facilitation of active learning, providing subject matter expertise and direction of
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cognitive and social processes to realize the learning outcomes as individually
meaningful and educationally worthwhile (Garrison, Anderson, & Archer; 2000;
Garrison, & Arbaugh, 2007). It is about students’ perceptions about their instructor to
design, organize and manage the course and learning during the process. It plays a
mediating and regulatory role among three elements of Col, catalyst in starting the
development of the community and must be available to provide transition from SP to
CP either from the facilitator or other students (Garrison & Cleveland-Inness, 2005;
Ke, 2010; Laves, 2010; Tran, 2011). Thus, it is a significant predictor of sense of
community and learning outcomes (Akyol, 2009; Garrison & Arbaugh, 2007; Kozan
& Richardson, 2014). This study examined the nature of teaching presence in detail
both using quantitative and qualitative data. The findings retrieved from both
quantitative data and qualitative data were accumulated altogether to make a whole
discussion and more complete understanding its nature. The findings of quantitative
data include 1535 students’ responses to community of inquiry (Col) survey,
specifically sub-factor of teaching presence analyzing via descriptive statistics and
inferential statistics, specifically simultaneous multiple linear regression. The findings
of qualitative data include results of two data sources, online discussion posts analyzed
deductive content analysis relying on transcript analysis that originator of Col

framework and interview protocol analyzed inductive content analysis.

First of all, students’ perceived levels of teaching presence was measured in earlier
studies and the results are very different. Akyol (2009) found students’ mean score
value of teaching presence as 4.15 over 5.00 with studying a small sample including
only 28 graduate students, 16 students in online learning setting and 12 in blended
learning setting. Another study conducted by Archibald (2011) with 189 students
revealed the mean score of teaching presence as 3.80 over 5.00. A more recent study
conducted by Basdogan (2015) in an online certificate program including adult
learners (n=92) found lower mean score of teaching presence (M=3.01). This study
found mean score value of teaching presence of students in the online course context,
including 1535 students as 3.64 over 5.00. Although the retrieved mean score value is
lower than Akyol and Archiald’s studies, it is higher than Basdogan’s study. In
addition, making a comparison with these earlier studies conducted smaller sample
size as compared with this study might not be so reasonable. Moreover, the context of

those studies including this study, though being similar to some extent; are not the
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same and the result could be reasoned by different context of the studies, sample size,
participants, etc. Therefore, making a comparison might not be so reasonable.

In order to have a more detailed and complete understanding of students’ teaching
presence, focusing on their posting behaviors and how their perceived levels of
teaching presence changes during treatment process could be more reasonable. Akyol
(2009) hold synchronous discussion both in online and blended learning settings
during 9 weeks and revealed very low perceptions of students’ in terms of three
categories of teaching presence. She revealed that students’ posting behaviors were
%1 in sight of design and organization category (DO), 25% of facilitating discourse
(FD) and 30% of direct instruction (DI) in online learning setting. She also found that
students’ posting behaviors were %0 in sight of DO, 21% of FD and 21% of DI in
blended learning setting. Considering the change in students’ posting behaviors based
on three-categories, Only DI was slightly improved, other two were the same during
treatment process. Archibald focused on cognitive presence in discussion activity
while Basdogan did not hold any discussion activity in their studies. A more recent
study holding discussion activity in her study was conducted by Kim (2015). She
assessed students’ posts only either positive or negative, rather than sub-categories of
any of three-presence. She retrieved from discussions that there were 59 relevant coded
posts from 77 students including 32 on cognitive presence, 17 on social presence and
the remaining 10 on teaching presence. All coded posts in teaching presence were
positive and she concluded fairly high level of teaching presence in discussion

activities.

This study revealed from asynchronous discussions during merely 4-week in purely
online learning setting that students’ posted mostly (84%) in DO category, 50% in FD
and 65% in DI category. Concerning the purpose of this study and being the most
known element of Col in earlier studies, TP was covered only two discussion activities
and the results indicated that students’ posts were at highest level based on DO

category, followed by DI category and at the lowest level in FD category.

The quantitative data also indicated similar results. About design and organization,
majority the students (66.1%, N=1014) told that the instructor clearly communicated
important course topics. Also, most of them (59.0%, N=1054) thought that the

instructor clearly communicated important course goals. Many students (71.4%,
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N=1096) declared that the instructor provided clear instructions on how to participate
in course learning activities. Again most students (74.1%, N=1137) said that the
instructor clearly communicated important due dates/time frames for learning
activities. Secondly, about the facilitating discourse, more than half of the students
(57.4%, N=881) declared that the instructor was helpful in identifying areas of
agreement and disagreement on course topics that helped me to learn. They (58.3%,
N=895) also said that the instructor was helpful in guiding the class towards
understanding course topics in a way that helped me clarify my thinking. 56.1%
(N=861) of the participants thought that the instructor helped to keep course
participants engaged and participating in productive dialogue. At about the same
percentage (N=865), they also told that the instructor helped keep the course
participants on task in a way that helped me to learn. More than half (52.1%, N=800)
said that the instructor encouraged them to explore new concepts in this course. And
half of them (N=770) said that the course instructor actions reinforced the development
of a sense of community. Lastly, for direct instruction, more than half (51.9%, N=796)
stated that the instructor helped to focus discussion on relevant issues in a way that
helped them to learn while 34.5% (N=529) was undecided. About feedback, 47.7%
(N=732) of them stated that the instructor provided feedback that helped them
understand their own strengths and weaknesses relative to the course's goals and
objectives, however 35.3% (N=542) of them was neutral. And lastly, 55.1% (N=846)

of the students stated that the instructor provided feedback in a timely fashion.

Based on students’ posting behaviors, it was at highest level based on DO category,
followed by DI category and at the lowest level in FD category. It could be probably
caused by the topics covered in the last activity. The improvement in FD category was
important since it was developed as twice. It could be by caused by encouraging
students’ contributions and reinforcing them and assessing their progress and being
timely responsive toward their questions. Moreover, it might be supported dissolving
their misconceptions ad identifying areas of (dis)agreement and dissolving their
misconceptions. Probably, setting a warm and comfortable learning environment
might be important for facilitate discourse. Overall, they perceived all three-category
of teaching presence substantially. Both DO and FD were improved while DI were
down. The third data source interview protocol also indicated that students perceived

all three-category of teaching presence very well. Considering the substantial level of
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students’ perceptions for three-category of teaching presence, the reason behind it
might be instructor’s kindness behaviors, her use of simple and easy-to-understand
language and well design and organization of the course. Since students favored the
design and organization of the course. They especially noted the discussion activities
with their benefits for their progress. With the help of discussion activities, they were
provided to make macro-level and micro-level comments about the course, course
instructor and the content. Their contributions were supported and they were
encouraged. Their misunderstanding were dissolved and they sought to reach
consensus. Their understanding were confirmed through assessment and explanatory
immediate feedback and in turns their misconceptions were diagnosed. The aids of
discussion forums was cited in recent study conducted by Salloum (2011) as the most
helpful factor for promoting teaching presence. Moreover, students were appreciated
with the instructor’s effort to facilitate them, participate into the course, being active,
collaborate and asking their questions easily both in and out of the class. They
benefitted from the instructor’s on-time feedback and dissolving their
misunderstanding. Most of them favored and benefitted from the course activities and

were happy with the design and flow of the course in general.

Students considerably favored the instructor’s kindly and warm behaviors to them in
and out of the class. They claimed nice behaviors of their instructor made them more
motivated and more willing to participate into the course sessions, feeling relaxed and
comfortable in general and when asking any question and even devoting much more
time and effort for the course requirements. It facilitated also the discourse and
collaboration and in turns improved their perceptions of teaching presence. It has not
been encountered in earlier studies, yet it is an expected finding and thus, should be

cared for online instructors.

Another factor voiced by many students as one of the contributors of teaching presence
was the effort of the course instructor which was more salient. It was particularly
essential for enhancing discourse and collaboration among the students. It was accords
with some recent studies (Hosler, Arend, 2012; Rumrill-Teece, 2015). It went beyond
and further investigation together with instant and specific feedback was put on the
emphasis to improve students’ perceptions of teaching presence. Especially immediate

feedback is noteworthy for eliciting and improving teaching presence (Akyol, 2009;
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Donohoe, Mahon & O’Neill, 2008; Hosler, Arend, 2012; Rumrill-Teece, 2015; Swan,
2004; Shea, 2005). Relying on this basis, Wisneski, Ozogul, and Bichelmeyer
conducted a study in 2015 about comparative investigation of instructional design
practices associated with teaching presence and found that encouraging students and
giving positive feedback instantly or validation of student contributions improved the
teaching presence. Immediate feedback was stated as supporter of teaching presence
by 14 students in the interview in this study. Therefore, the result is parallel with earlier
studies (Sheran, Kelly (2010; Wisneski, Ozogul, Bichelmeyer, 2015). On the other
hand, some recent studies put the emphasis on different feedback strategies but failed
to find its significant effect on students’ perceptions of teaching presence (Olpak 2014;
Olpak, Cakmak, 2014). For example, Olpak (2014) studied with 41 students in an
explanatory designed research, but surprisingly failed to investigate the significant
effect of different feedback strategies on students’ neither overall Col nor any of three-
presence. They explained possible reasons behind it as lack of experience of students’
in online learning, technical problems of used platform and limited access to the
Internet. On the contrary, this study indicated important hints about the positive effect
of instructor’s instant feedback on students’ teaching presence. Although feedback has
just started to be investigated more recently, or emphasizing its importance in the sense
of Col framework together with this study, in general, the power of feedback on
students’ achievement, satisfaction, learning, and their performance was
overemphasized in earlier studies (Bangert-Drowns, Kulik, Kulik, Morgan, 1991;
Hattie & Timperley, 2007; Kluger, & DeNisi, 1996; Mclaren, 2010; Paulus, 1999;
Schunk & Swartz, 1993). Alternatively, Yang (2016) examined the conceptualization
of effective feedback practice through an online community of inquiry. However, she
investigated solely what processes are involved in three-presence of the Col
framework when the participants collaboratively constructed, evaluated and
reconstructed written feedback. She focused on neither the effect of feedback practice
in regard of community of inquiry nor its three-presence. This study with the evidence
of instructor’s effort and immediate feedback founding potential positive effect on the
enhancement of students’ teaching presence adds substantially to the understanding of
teaching presence and the influence of feedback. Although feedback has just started to
be investigated more recently, or emphasizing its importance in the sense of Col
framework together with this study, in general, the power of feedback on students’

achievement, learning, and their performance was overemphasized in earlier studies
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(Bangert-Drowns, Kulik, Kulik, Morgan, 1991; Hattie & Timperley, 2007; Kluger, &
DeNisi, 1996; Paulus, 1999; Schunk & Swartz, 1993). The course instructor’s use of
a simple and easy-to-understand language was also favored saliently. It has not been
specified in earlier studies yet. It could be anticipated to play an additional role in

influencing teaching presence.

In addition, the findings retrieved from the second and third data sources indicated the
advantages of using social networking services to support the course. The students
thought that the instructor benefitted social networking sites effectively in the course.
On the Facebook, she was very active on the course page during the semester. She
replied students’ questions immediately, made announcements on time, communicated
friendly, etc. Students declared that they were instantly informed about any urgent
announcement in the course, asked their questions easily and the instructor always
responded to them immediately. The benefit of social networking sites specifically
Facebook was also mentioned in a more recent study (Lim, Richardson; 2016). This
study is in agreement with their findings. Students’ high level of teaching presence
especially facilitating discourse could be reasoned by the use of Facebook. Since it
could help, like in this study to increase students’ learning, interaction, communication
and being socialized in the learning community. So, it can be inferred from that
Facebook might foster students teaching presence and hence, online instructor could
benefit from any social networking sites like Facebook which is more friendly and
easy-to-use platform to support the course. Although the use of social networking sites
has just started to be investigated more recently, or emphasizing its importance in the
sense of Col framework together with this study, in general, its potential benefits on
students’ achievement, learning, and their performance was overemphasized in earlier
studies (Bosch, 2009; Mazer, Murphy, Simonds, 2007; Promnitz-Hayashi, 2011; Shih,
2011).

In terms of correlation with teaching presence and contribution to its prediction by
self-regulation, metacognition and motivation, this mixed-method study revealed
significant positive association of all three variables with teaching presence and
indicated 45% of total variability in teaching presence was explained by these three
predictors. The first predictor self-regulation significantly and positively associated

with teaching presence. In addition, self-regulation made significant contribution to
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the prediction of teaching presence. It was found as the strong predictor of teaching
presence and therefore, emphasized its importance for the students’ teaching presence
in online learning community. Considering self-regulation, prior studies noted its
importance for teaching presence besides other two-presence of the Col (Shea,
Bidjerano, 2010; Shea, Bidjerano; 2014). Shea and Bidjerano (2010) declared that
self-regulation was an important mediator of the links among three-presence of the
Col framework. Another more recent study conducted by Basdogan (2015) focusing
on sub-dimensions of self-regulation, concluded that only goal setting was
significantly associated with the teaching presence and explained approximately 16%
of total variability in teaching presence. She further explained its reason that when
learners set their own academic goals, then the guidance, feedback or encouragement
provided by the instructor may be more meaningful for them. This study revealing
strong association of self-regulation with teaching presence and significant high
contribution of self-regulation in the prediction of teaching presence, corroborates with
the previous studies (Shea, Bidjerano, 2010; Shea, Bidjerano; 2014). This study
provided more support for the positive influence of self-regulation than Basdogan
(2015). Considering cyclical phases of self-regulation as defined by Zimmerman
(2000), forethought, performance or volitional control and self-reflection are highly
essential for any collaborative community and critical inquiry. Forethought including
task analysis like goal setting and strategic planning, and self-motivational beliefs such
as self-efficacy, outcome expectations, intrinsic interest or value, might facilitate
facilitating discourse category of teaching presence. Performance or volitional control
including self-control such as self-instruction, imagery and attention focusing and self-
observation such as self-recording and self-experimentation together with self-
reflection including self-judgment like self-evaluation and causal attribution and self-
reflection such as self-satisfaction or affect could foster affiliating discourse and direct
instruction categories of teaching presence. Self-regulated behaviors and skills could
support assessing the efficacy of the process in facilitating discourse, making macro-
level and micro-level comments about the course, course instructor and the content in
design and organization category, etc. Therefore, it can be inferred that self-regulation
could be a crucial factor to foster learners’ teaching presence in the online

collaborative learning community.
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In terms of metacognition, it has been started to be the focus more recently. In the
sense of Col framework, a more recent study was based solely on the proof for its
existence at the intersection of teaching presence and cognitive presence (Akyol &
Garrison, 2013). The authors focused on its existence and measurement rather than its
effect. Another study conducted by Snyder and Dringus in 2014 focused on
exploration of metacognition and contributed to its existence. Therefore, this is the
first study that investigated the effect of metacognition both on Col overall and its
three-presence separately. This study showed valuable contribution of metacognition
in the prediction of teaching presence. They were also significantly and positively
associated with each other. Since there is no satisfactory work in the literature about
metacognition in the sense of Col framework, this study gains more value revealing
the effect of metacognition as the first time both on the Col overall and its three-
presence separately. With the findings indicated that metacognition was significantly
contributed to the prediction of teaching presence and positively and significantly
associated with teaching presence, the study has fruitful directions for feeding the poor

literature and opening new insights for further research.

Finally, the third predictor motivation, like metacognition made a valuable
contribution in the prediction of teaching presence. They were found significantly and
positively correlated with each other. The contribution of metacognition and
motivation were the same in the prediction of teaching presence. In the literature, there
IS no satisfactory research about the effect of motivation on teaching presence. There
is only two studies; the first study conducted by Polat in 2013 concluded with no
significant relationship whereas Kim (2015) revealed significant relationship between
teaching presence and motivation. This study found significant association between
motivation and teaching presence and also significant contribution of motivation in the
prediction of teaching presence and therefore, contributes to the results of Kim’s study.
Although there is no enough study in the literature, the importance of motivation could
be appreciated for its effect on students about their perceptions toward their instructor,
course, content, instruction, learning progress, etc. (Gorham, Millette, 1997; Noels,
Clément, Pelletier, 1999).

Other than aforementioned factors facilitating students’ teaching presence, this study
also revealed some other potential factors that might decrease their teaching presence.

Some students declared that the type of education online learning did not favored very
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much by some students. They claimed that they could learn better in a blended format,
since they could know each other more thanks to real interactions, ask their questions
more comfortably and sometimes just need face-to-face and real communications with
the classmates and/or the instructor. It has been encountered in some previous
empirical findings. For example, Akyol (2009) focused on students’ three-presence
both in the online and blended learning environments and concluded with the strengths
of blended learning. On the other hand, Hosler and Arends (2012) failed to show
significant difference in students’ teaching presence between face-to-face and online
classes. Bowers and Kumar (2015) discovered surprisingly the strength of online
learning over face-to-face session. This study elicited a favor of blended learning over
online learning contrarily. Although this study conducted in the online course context,
the participants in the first cycle actually included in formal training programs, but
they were enrolled in total of 8 online courses. Only the participants studied at the
second and third cycles included students in purely online learning setting. And the
findings retrieved from the second and third cycle indicated that some students
suggested and insisted on blended format. On the contrary, some other students
preferred and benefitted from online learning more because of their conditions like
working, being married and having child, not having enough time, etc. like this study,
earlier studies did not also reach a consensus about this issue. Therefore, it can be said
that it could be reasoned by the context of the study, students’ own preference,
characteristics, their discipline, life conditions, etc. More precisely, the benefits and
drawbacks of these learning environments can be subject to the learners’ preference,
characteristics, context of the study, learners’ family life including marital status

and/or having child, working conditions, subject area, etc.

The concerns of the students about the course at the beginning or mid of semester was
manifested another factor that effect teaching presence negatively. Their concern could
affected their progress and control own learning. It could also have a negative
influence in prompting discussion, establishing netiquette and even their overall
experience. It has not been studied yet in the basis of neither community of inquiry
framework nor its three-presence. Therefore, it should be further investigated and
potential ways to dissolve students’ concerns should be revealed to improve their

teaching presence accordingly.
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In addition, the attitude of course instructor toward questioning about students’ own
grades was mentioned by some students addressing its negative impact on their
teaching presence. They claimed it affected their communication with the course
instructor negatively and even their behaviors to the instructor frivolously. It has not
been encountered yet, but its potential slight effect on students’ teaching presence
might be also considered. Still, it was highly reasoned by the context of the study.
However, in general online instructors should be careful in responding the needs and
requests of the students in any issue. Since establishing empathy might slightly effect
their perception of teaching presence, yet could have an influence on providing their
trust.

Moreover, some students alleged their working conditions, marital status and/or
having a child as excuses for their low level of teaching presence. Such demographics
could be anticipated to have an influence, in spite of not a salient influence. The earlier
studies focused only gender, age and prior online learning experience rather than
marital status, working conditions and/or having a child. Therefore, it is highly
recommended to observe whether and how these variables effect students’ perceptions
of teaching presence since they could prevent them to spare time and effort to the

course requirements, collaborate and interact.

The last issue effecting students’ perceptions of teaching presence negatively was
addressed as the less of practice. Some students claimed that it is important to
comprehend the course topic better. Also, it could lead to low their teaching presence,
especially in regard of design and organization and facilitating discourse. They
suggested to add more practice into the course claiming that the course requires more
practice in its nature. They also stated that practice help and increase their learning in
such an applied course. Thus, it could be better for the online instructors to enrich their

courses with more practice in such a collaborative learning community.

Overall, students perceived levels of teaching presence was at substantial or fairly high
level in this study. Design and organization category of teaching presence was at high
level and still developed during treatment process. Although facilitating discourse
which was at the lowest compared with other two categories, was developed especially
with the aids of such regular discussion activities, immediate feedback that course
instructor gave to the students. Finally, direct instruction category of teaching presence
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which was at fairly high level in general, was also improved. Self-regulation,
metacognition and motivation were significantly and positively correlated with
teaching presence. They also significantly contributed in the prediction of teaching
presence. Considering the strength of these three variables in the prediction of teaching
presence, self-regulation was the first variable followed by metacognition and
motivation with the same degree. Encouraging students’ contributions, reinforcing
them to participate and collaborate more, giving instant feedback and dissolving their
misconceptions on-time as well as providing comfortable learning environment were
the reasons providing and sustaining substantial level of teaching presence. The
benefits of using social networking services specifically Facebook was proven in this
study, similar with the study of Lim and Richardson (2016). In spite of no significant
effect of different feedback strategies (Olpak, 2014; Olpak, Cakmak; 2014, this study
showed valuable hints about its positive effect on students’ teaching presence vice
versa. In order to have a better understanding about the effect of instant feedback,
further elaboration is highly recommended relying on a large theoretical and
pedagogical basis. Still, it indicates the most important factors that have an influence
on teaching presence. The further research could focus on the benefits of social
networking services and instant feedback in order to contribute to the elaboration and

improvement of teaching presence.

5.1.5 Self-regulation

Self-regulation is defined by English & English (1998) as lexical meaning is the
control of one’s efforts based on motives about his/her specified and subsequent goal
or ideal which is also called self-control or self-discipline. In the sense of learning
science, it is defined by Zimmerman (2000) as the composition of “self-generated
thoughts, feelings and actions that are planned and cyclically adapted to the attainment
of personal goals” (p.14). In general, educational and developmental psychologies
define it as various ways to monitor, control and regulate the learning (Schunk &
Zimmerman, 1994; Zimmerman, 1986; Zimmerman & Schunk, 1989). So, it exists as
an on-going activity and a process (Pintrich, Wolters, Baxter; 2000). The theoretical
lens of this study oriented toward self-regulated learning of Zimmerman and Schunk,
as well as collaborative and social-constructivist orientations. Putting the emphasis on
cognitive dimension, it is the interaction of personal, behavioral and environmental

triadic processes from the viewpoint of social cognitive theory (Bandura, 1986). Self-
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regulated learners “metacognitively, motivationally and behaviorally active
participants in their own learning process” (Zimmerman, 1998, p.329); they can direct
their own efforts, and learning to acquire knowledge and skills without depending on
any member of instruction. It is a critical factor to be successful (Shea, Hayes, Smith,
et al., 2013) and to accomplish the desired goals since the nature of online learning
environment is characterized by autonomy and real instructors are absent (Artino &
Stephens, 2009; Barnard, Lan, To, Paton, & Lai, 2009; Dabbagh & Kitsantas, 2004,
Schunk & Zimmerman, 1998).

This study investigated the nature of self-regulation and its influence on community
of inquiry framework and its three presences seperately. With this aim, the quantitative
data were collected from 1535 students with their responses to Online Self-regulated
Learning Questionnaire and analyzed via both descriptive statistics and inferential
statistics, specifically standard multiple linear regression. The findings indicated that
students’ mean score value of self-regulation was 3.39 over 5.00. Basdogan (2015)
also found the same mean score value. However, this information might not be so
reasonable in making comparison. In order to have a better understanding and making

inference, inferential statistics gives more and better clue.

The inferential statistics, specifically correlation and multiple linear regression results
in this study indicates that self-regulation had significantly and positively correlated
with the Col, social presence, cognitive presence, and teaching presence. The four
analysis of multiple linear regression showed that self-regulation made significantly
valuable contribution in their predictions and also was the strongest predictor of all
four including the Col, social presence, cognitive presence, and teaching presence. So,
it is clear that the results indicates the importance of self-regulation for the Col
framework and any of its three-presence.

Considering earlier studies focusing on self-regulation in the sense of Col framework,
it was essentially addressed for the effective online collaborative community as well
as facilitation of three-presence, specifically cognitive presence (Chmiliar, 2011;
Means, Toyama, Murphy, Bakia, Jones, 2009; Pintrich, 1999; Shea & Bidjerano,
2012). Considering self-regulation, prior studies noted the importance of self-
regulation for any of three-presence of the Col (Shea, Bidjerano, 2010; Shea,

Bidjerano; 2014). The authors extended their work later and concluded with a new
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dimension named learning presence which includes learners’ self-regulatory strategies
(Shea, Hayes, Smith, Vickers, Bidjerano, Gozza-Cohen, Jian, Pickett, Wilde & Tseng;
2013). Another study conducted by Basdogan (2015) examining sub-constructs of self-
regulation contended that although not all construct significantly contributed to the
prediction of three-presence, some sub-constructs made significant contribution. This
study investigated self-regulation overall rather than its sub-dimensions and detected

high significant positive association between the Col and also its three-presence.

This study yielding significantly strong or moderate association adds substantially to
the understanding of the influence of self-regulation on the community of inquiry. In
addition, this study revealed that it was the strongest predictor of the Col framework
besides its three elements with its valuable contribution. Therefore, considering earlier
studies, there is a growing body in the effect of self-regulation in the sense of
community of inquiry and this study proven its positive effect and accepts earlier
statements. This study also elaborated self-regulation regarding the effect and
contribution on each three-presence and overall Col providing more evidence. The
results of this study, similar with earlier studies, takes the attention into self-regulation
and accepts its addition into the Col framework. Since, learners’ self-regulated
behaviors which provides managing time, strategies, control of the learning and
process, could essential especially in the nature on online learning characterized by the
absence of real instructors. Understanding self-regulation comprehensively could
promise better results in creating online collaborative community of inquiry and
learning outcomes. Therefore, it is highly recommended that self-regulation, due to
being strong predictor of community of inquiry and providing control over learning,
time and process and more, could be included in the community of inquiry model.

Considering cyclical phases of self-regulation as defined by Zimmerman (2000),
forethought, performance or volitional control and self-reflection are highly essential
for any collaborative community and critical inquiry. Forethought including task
analysis like strategic planning and goal setting and self-motivational beliefs such as
outcome expectations, intrinsic interest or value, goal orientation could facilitate
especially affective/personal category of social presence and in turns open
communication. Performance or volitional control including self-control such as self-
instruction, imagery and attention focusing and self-observation such as self-recording

and self-experimentation could foster open communication and group cohesion of
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social presence together with self-reflection including self-judgment like self-
evaluation and causal attribution and self-reflection such as self-satisfaction or affect.
Self-regulated behaviors and skills could support self-expression, self-disclosure,
expressing (dis)agreement, activities encouraging collaboration, etc. Therefore, it can
be inferred that self-regulation might be improve learners’ social presence in the online

collaborative learning community.

In terms of cognitive presence, forethought including task analysis like goal setting
and strategic planning, and self-motivational beliefs such as self-efficacy, outcome
expectations, intrinsic interest or value, might facilitate triggering event and
exploration categories. Performance or volitional control could foster exploration,
integration, and resolution categories of cognitive presence since it includes self-
control such as self-instruction, imagery and attention focusing and self-observation
such as self-recording and self-experimentation together with self-reflection including
self-judgment like self-evaluation and causal attribution and self-reflection such as
self-satisfaction or affect. Therefore, it can be inferred that self-regulation could be a
crucial factor to foster learners’ cognitive presence in the online collaborative learning

community.

In terms of teaching presence, forethought might facilitate facilitating discourse
category of teaching presence. Performance or volitional control could foster
affiliating discourse and direct instruction categories of teaching presence. Self-
reflection, similarly could foster learners’ teaching presence making contribution to
overall process and learning process. In brief, self-regulated behaviors and skills could
support assessing the efficacy of the process in facilitating discourse, making macro-
level and micro-level comments about the course, course instructor and the content in
design and organization category, etc. Therefore, it can be inferred that self-regulation
could be a crucial factor to foster learners’ teaching presence in the online

collaborative learning community.

Taken together, for each presence of community of inquiry, self-regulation could be
essential for their improvement and in turns provide more effective collaborative
learning community and learning outcomes. Therefore, this study highly recommends
to add self-regulation in the Col framework. When the theoretical underpinning is

considered, Zimmerman’s model could be better to integrate it in the Col framework,
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matching the phases and sub-processes of self-regulation with the three-categories and
their indicators. Shea and her colleagues (2013) relying on Zimmerman’s model of
self-regulation, proposes a coding scheme for the analysis of discussion posts and they
also made its proof. This study finding similar results and recommending very similar
Issue to the authors, proposed the theoretical underpinning of new element relying on

Zimmerman’s work on self-regulation (Table 5.1).

Table 5.1 Phase Structure and Sub-processes of Self-regulation (Zimmerman, 2000,
p.16)

Cyclical self-regulatory phases

Forethought Performance/volitional Self-reflection
control
Task analysis Self-control Self-judgment
v Goal setting v’ Self-instruction v’ Self-evaluation
v' Imagery
v’ Strategic v Attention focusing v Causal attribution
planning v’ Task strategies
Self-motivational beliefs Self-observation Self-reaction
v Self-efficacy v’ Self-recording v Self-
v" Outcome satisfaction/affect

expectations
v' Intrinsic v’ Self- v Adaptive-defensive
interest/value experimentation

v" Goal orientation

As can be seen in Table 5.1, Zimmerman’s model of self-regulation includes three
phases namely forethought, performance or volitional control and self-reflection.
Forethought includes task analysis like goal setting and strategic planning, and self-
motivational beliefs such as self-efficacy, outcome expectations, intrinsic interest or
value. Performance or volitional control includes self-control such as self-instruction,
imagery and attention focusing and self-observation such as self-recording and self-
experimentation. Finally, self-reflection includes self-judgment like self-evaluation

and causal attribution and self-reflection such as self-satisfaction or affect. The three
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phases of self-regulation model of Zimmerman could be the indicators of new
construct, and sub-process of these three phases could be the sample indicators. Shea
and her colleagues (2013) proved their new propose in the same way, but they further

stated that it is require more elaboration and proof in different settings.

Overall, based on these statement and conflict, it can be inferred that self-regulation
was found essential for online collaborative learning communities. It was significantly
and positively correlated with the Col overall and its three presences separately. It also
made significant valuable contribution to their prediction. In addition, it was the
strongest predictor of the Col overall and its three presences. Therefore, this study
indicated that self-regulation is essential for creating effective online collaborative
learning communities and similar with some earlier studies, recommends to add into

the Col framework as a new construct called as regulatory presence.

5.1.6 Metacognition

Metacognition is defined as “one’s knowledge or beliefs about three main factors
including own nature or the nature of another as a cognitive processor; a task, its
demands, and how those demands can be met under varying conditions; and strategies
for accomplishing the task” (Hacker, Dunlosky, Graesser; 1998, p.5). It is basically a
notion of thinking about one’s own thought or simply “thinking about thinking,
cognition of cognition” (Flavell, 1979; p.906). In the scope of community of inquiry
which relies on critical thinking, collaborative inquiry, reflection, challenging, etc. in
essence metacognition gains more importance since it is anticipated as the awareness
and ability to take responsibility and control to construct own meaning and confirm
knowledge which are anticipated as critical thinking and inquiry (Akyol & Garrrison,
2011a; Dewey 1993; Lipman 1991). With an increasing research on the Col
framework, some researchers put the emphasis on self-regulation more recently. On
the other hand, as one of the originators of the Col framework, Garrison declared that
metacognition is found at the intersection of the cognitive and teaching presence
elements by moving going beyond self- and co-regulation which are already inherent
in the structure of the model (Garrison & Akyol; 2013). However, many research are
in the opposite of this claim and argue that neither self-regulation nor metacognition
are not included in the model. The inclination of those research is on the self-
regulation, rather than metacognition. In order to understand their existence and

influences in the scope of Col framework, both of these variables are investigated in
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this study at the same time. Metacognition was measured via metacognition
questionnaire developed originally by Akyol and Garrison (2011a) with the data
collected from 1535 students in the online course context and analyzed via both
descriptive and inferential statistics specifically standard multiple linear regression.
The findings indicated that students’ mean score value of metacognition was 3.85 over
5.00. According to the mean score range, only metacognition lays in highest group. In
order to have a better understanding and making inference, inferential statistics gives

more and better clue. Before this, examining earlier studies could provide an insight.

Metacognition has been studied inearlier studies growingly, but not in the scope of Col
framework. In online learning settings, how metacognitive abilities and skills are
activities and in turns, gained benefits on the learners were indicated in the study
conducted by Kurt (2007). Using metacognitive skills to enhance the effectiveness of
online learning settings are detailed in anorther study (Chiazzese, Chifari, Merlo,
Ottaviano, Seta; 2008). A similar more recent study provided the rationale for the
importance of metacognition in both distance and online education settings (Minnaar,
2012). However, in the scope of community of inquiry framework, the research has
been started more recently and therefore, the related literature is really poor. Akyol
and Garrison (2013) focused solely on the proof for the existence of metacognition at
the intersection of teaching presence and cognitive presence. They developed a
questionnaire for its measurement to guide the researchers and make its measurement
easier. Form this point, Snyder and Dringus (2014) focused on exploration of
metacognition in asynchronous student-led discussions based on the authors’ courses
of actions and contended the proof for its existence. There is not any other study about
metacognition in this sense. Therefore, this is the first study investigating

metacognition influence on the Col and its three-presence separately.

In this study, inferential statistics, specifically correlation and multiple linear
regression analysis’ results indicated that metacognition was significantly and
positively correlated with the Col overall, cognitive presence, and teaching presence.
It failed to have a significant association with social presence, surprisingly. The
multiple linear regression analysis indicated that metacognition had a significant
contribution in the prediction of the Col, cognitive presence and teaching presence.
The analysis further showed that metacognition was the weakest predictor of the Col

overall and cognitive presence. Its contribution in the teaching presence was the same
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with motivation, after self-regulation which was the strongest predictor. And for social
presence, metacognition failed to have a significant contribution; however, it can be
caused by the context of the study. Students in ICT-1 course might not need any
metacognitive skills since it is a basic course which is offered to all the students
without depending on discipline and aims to teach basic computer concepts, basic
software including Microsoft Office, Libre Office, and basics of database systems, etc.
and their usage, rather than being a complex course. So, probably it caused such a
result. Alternatively, the reason might be the nature of measurement questionnaire
since it was more recently developed based on qualitative data and there was no any
proof in any other research. Self-regulation could be enough for the learners during
learning process. lon the other hand, although metacognition had a significant
influence and contribution in the Col, cognitive presence and teaching presence; the
degree of its influence and contribution level were fairly low. Students’ mean scores
values laying in the higest group could be reasoned by the participants since they are
normally educated in formal education except the ones participated in discussions and
interview parts. They only take some courses together with ICT-1 course as fully
online. Their high level of mean score value of metacognition probably caused by their
background and discipline they are educated.

Furthermore, considering the community of inquiry framework, for the learners, self-
regulated behaviors and skills could be adequate during the learning process; although
the context were not complicated. In that case, still Col framework could be
operationalized appropriately taking the main assumptions of the Col and underlying
theoretical approaches into account. Therefore, this study has fruitful directions for
feeding the poor literature and opening new insights for further research. It can be
inferred that this study indicated that self-regulation could be essential for the learners
in such a collaborative online learning community besides might not need for any

metacognitive skills.

5.1.7 Motivation

Motivation, according to Bandura (1986) is a general construct including the entire
directive and activating functions that move one to an action. It is generally anticipated
as a process through which individuals instigate and sustain goal-directed activity and
their needs and desires are set in motion (Rakes & Dunn, 2010; Pintrich, Marx, &

Boyle, 1993). It has been growingly studied in the learning process. Also, scholarly
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interest in motivation has also increased with the increment in online enrollments
(Dabbagh & Kitsantas, 2004; Green & Azevedo, 2007). Earlier approaches about
motivation in online learning environments based generally on Keller’s ARCS Model
(Bae, Lim, & Lee, 2005; Jones, Issroff, Scanlon, Clough, & McAndrew, 2006; Shih &
Mills, 2007). The ARCS model identifies four essential strategic components, namely,
attention, relevance, confidence and satisfaction for the instructors and educators in
order to improve learners’ motivation. If they were not satisfied with online their
courses, their motivation decreased and they gave up to attend into online courses
(Chyung, 2001; Sun, Tsai, Finger, Chen & Yeh, 2008). So, motivation is essential to
learn to become successful in online learning settings (Keller, 1999). Yiikseltiirk and
Bulut (2007) examined the predictors for students’ success in the online learning
environment in their study and declared that students’ motivation should be maintained
at high level during online course with the help of some instructional activities and
also put the emphasis on students’ self-regulated skills and behaviors. However, in the
scope of Community of Inquiry framework, learners’ motivation has not been studied
as much. There are only two studies examining students’ motivation in the Col
framework up to date. The first study conducted by Polat (2013) with 165 students
contended that there is no significant association between motivation and any of three-
presence of the Col. It is a surprising result considering the effect of motivation in any
form of learning environment. Altouh the author did not explain its possible reasons,
the reasons could be caused by course design, context, research design, etc. The second
study was conducted by Kim in 2015 to investigate the effect of motivation on
students’ social presence, cognitive presence and teaching presence separately and
concluded with positive significant correlation of motivation with each three-presence.
Based on poor literature in the scope of Col framework, it is clear that there is no
consensus. Also, it can be said that only those two studies are not enough to have a
better understanding of motivation’s effect on the Col framework and its three-
presence. From this point, it is important to study to the effect of motivation on the
Col framework and its three presences separately. From this point, this study
discovered the effect of motivation on students’ perceived levels of the Col and its
three-presence separately using both quantitative and qualitative data for a detailed
understanding and more proof. Students’ motivation was measured via Motivated
Strategies for Learning Questionnaire developed by Pintrich (1991). The findings of
quantitative data include the analysis results via both descriptive statistics and
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inferential statistics, specifically standard multiple linear regression. The findings of
qualitative data include results of interview data analyzed based on inductive content

analysis.

This study revealed that students’ mean score value of motivation was 4.50 over 7.00
which lays in middle group based on mean score value ranges. The multiple linear
regression analysis results indicated that motivation had significantly and positively
correlated with the Col and also its three-presence separately. The analysis results
further showed that motivation had significant valuable contribution in the predictions
of the Col overall, and also social presence, cognitive presence, and teaching presence.
After self-regulation, motivation was the second predictor that made the valuable
contribution depending on their contribution level for the Col overall together with
each three-presence. Only its contribution in the prediction of teaching presence was
the same with metacognition. The qualitative data findings showed that providing and
sustaining learners’ motivation could be essential for the effectiveness of online
learning community, especially for the students’ perceptions of social presence and
cognitive presence. The findings of this study indicated that the influence of
motivation on the Col framework and also social presence, cognitive presence, and
teaching presence is clear and could be taken into account. For this reason, this study
corroborates with Kim’s study (2015) while objects to Polat’s study (2013). In any
learning environment, the effect of motivation could not be ignored. In any online
collaborative learning community, it is already expected to have an effect, in the
opposite of Polat’s study. At this point, this study is worth of notice because of
investigating the effect of motivation both on the community of inquiry framework
and its three-presence separately on a huge sample together with some other constructs
including self-regulation and metacognition using with both quantitative data and

qualitative data.

Motivation is really important especially for cognitive presence, to start the initial
phase, triggering event. Therefore, it is not ignored at all in the scope of Col
framework. This study indicated also its importance both for social presence and
teaching presence. Considering the main argument of this study which is the lack of
self-regulation in the model and detailed in the implication for the Col framework part,

learners’ motivation is already inherent in their self-regulation (Zimmerman, 2000).
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5.2 Implications of the Study for the Practice

In this study, discussion questions were prepared in a way of reflective thinking and
taking students’ own ideas and thoughts addressing real life experiences and cases.
This inherently contributed to foster students’ critical and reflective thinking skills and
In turns to their cognitive presence to some extent. They expressed their own ideas and
thoughts, tried to find solutions for proposed problems and examine the assigned
situations, how they overcome those problems in their daily life and so on. It can be
inferred that such a design directly affected and fostered their cognitive presence in
parallel with the aim of this study. Therefore, learning environments and/or course
activities can be designed and organized based on the objectives and accordingly the
outcomes and skills for the students to be acquired and/or improved. However, those
activities conducted asynchronously because of that not many students could
participate into the course sessions because of the course time, or their job conditions,
life conditions, etc. Another reason for this was to have a better understanding of the
class overall and make them to save more effort and time for the course and activities.
Those aims were acquired with the asynchronous discussion activities and supporting
tool Facebook. Although it provided addressing the whole class, the treatment should
be practiced in synchronous format and the findings should be compared in further

research.

In the sense of this research, the other issue is the use of social networking service.
The course instructor supported the course with a Facebook page and it was favored
by many of the students. According to the students statements in the interview and
discussion activities, Facebook and WhatsApp groups fostered their social presence
directly and in turns their cognitive presence to some extent. They also told that
Facebook group contributed to their participation and knowing to each other. The
instructor easily facilitated the students on the group for the course and course
activities. This can enhanced their perceived levels of teaching presence directly and
in turns, cognitive presence to some extent indirectly. Since WhatsApp group was a
student-led attempt and small-size, not including the whole class and the instructor, it
was not covered in the context of this study. It is clear that course Facebook page was
very useful and beneficial for the students and contributed to their perceived levels of
SP, TP, and CP to some extent. For this reason, further research should also

concentrate on the use of social networking sites in the scope of online learning.
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Especially, Wikis, Blogging Services and Facebook should be warranted to contribute

to the three-presence.

Considering the nature of online learning, it is highly characterized by the absence of
real, present and familiar instructors and real-time interactions. In this study, students
stated they had difficulty at sometimes due to the nature of online learning and they
would prefer blended learning. They insisted to support the course with face-to-face
classes when they need especially for some practical course topics, which means
blended learning. Previous empirical findings (Akyol, 2009) indicted that blended
learning environments have stronger outcomes than purely online for the students.
Therefore, online learning environments can be supported with face-to-face sessions

according to students’ needs, or changed to blended format totally.

The second issue is applying the ways to support online learning environments and
course management systems. As observed in this study, benefitting from a more user-
friendly and easy-to-use social networking service like Facebook valued by the
students a lot. In this study, the online course ICT-IC offered on Moodle was supported
with Facebook and many students declared the benefits and easiness of this social
media tool. Moodle caused some problems at certain times and this made students
demotivated toward the course. it sometimes broken, not easy-to-use according to
some students, and so on. Similar problems were addressed in the earlier as poor
customizability, poor reusability, lack of pedagogical affordances, and teachers not
applying pedagogical approaches in using (Yildirim, Reigeluth, Kwon, Kageto, Shao,
2014; Vrasidas, 2004). However, it has been anticipated as the most promising tool in
accordance with learner-centered instruction as Yildirim, et al. stated (2014). Yildirim
and her colleagues invesitagted different kind of LMSs and also defined an ideal LMSs
to meet with the standards and required functions in an information age. They declared
that LMSs should provide collaborative lerning inside and outside the school, allows
more customization in the instruction in accordance with learner characteristics, easy-
to-use, address personalized assessment, progress tracking, reporting and
responsiveness to learner needs. In this study, students in the same way complaint
about the uselessness of Moodle and not being easy-to-use. In such a collaborative
lerning community, it could be better that the course is offered via a better course

management system in order to make the students more active and interested with the
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course, allow for more collaboration, easiness in using, etc. with eliminiating the

problems like being broken at sometimes.

The third issue is the providing timely feedback which was already addressed as an
important factor in previous studies (Akyol, 2009; Donohoe, Mahon, O’Neill, 2008;
Shea, 2005; Sheridan & Kelly, 2010) although there are some opponents (Olpak, 2014;
Olpak, Cakmak, 2014). Most students in this study valued for their instructor’s timely
feedback and responsiveness to their requirements. It, as stated by those students, made
them more motivated and interested with the course and prevented to split their
attention, getting lost and also dissolved their misunderstanding. The requirement of a
real-time instructor in online learning environments could be overwhelmed by the
timely feedback and immediate responsiveness to the students’ needs, like in this
study. That is to say that an online instructor could try to give immediate feedback to

their students in the online settings as possible.

The other issue is the design and organization of the course activities. Students
mentioned the benefits of discussion activities in the course and suggested to hold
those activities in their other online courses. Since they stated they visited and
controlled the course management system on a regular basis because of those
discussion activities. They also said that those activities made them more active and
interested with the course and helped them to know each other and collaborate beside
saving more effort and working on the course. Alternatively, as some students
suggested, small quiz activities at the end of each course could be designed. This could
take students’ attention to the course more and make them more interested. Group
performances migth also be considered, however it should be designed carefully to
attain benefit. Since providing groups dynamics in online environments requires much
more attention than formal education settings. It can be inferred from those statements
that design and organization of the course activities play a crucial importance for its
effectiveness.

The last issue is that many of the students favored the instructor of the course and
valued and reasoned for her for their positive attitude toward the course and their more
effort in the course. Overall, considering the nature of online learning environments,
these strategies acquired from this research are positive attitude and overexertion of

instructor and her overexertion, using a user-friendly social networking service
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effectively to support the course, offering face-to-face course sessions when students
need. These should be considered in designing any online learning environment in

order to make it more beneficial, effective and appealing for the students.

5.3 Implications of the Study for the Practitioners

The implications of this study for the practitioners includes several courses of action
for online instructors and educators as explained above. The recommended practical
tips are listed in the following.

v Being responsiveness to the needs of students to enhance their teaching
presence and motivation

v Giving timely feedback to enhance their teaching presence

v' Engaging students with regular activities such as mini surveys, quizzes,
discussions, etc. to contribute the development of their self-regulation

v' Designing group performance activities in small groups to increase
collaboration in the community

v Giving the students a voice during class hours to enahcne their social presence
and increase their motivation

v" Supporting the course with a friendly and easy-to-use platform like a social
networking service Facebook preferred mostly by many students to provide
easier communication and in turns facilitate their social presence

v Behaving students friendly and kindly to facilitate their teaching presence

<

Creating a warm class environment to facilitate their teaching presence

v' Use of a simple and easy-to-understandable language during class hours
facilitate their teaching presence

v" Holding face-to-face class sessions for practical part of course when students

need to facilitate their social, cognitive and teaching presences.

5.4 Implications of the Study for the Col Framework

This mixed-method study investigated community of inquiry framework and its three-
presence social presence, cognitive presence and teaching presence discovering the
effects of self-regulation, metacognition and motivation as well as other potential
factors particularly focusing on cognitive presence the online course context. Within
this purpose, both quantitative data and qualitative data were collected from students

having prior online learning experience and currently enrolled in online courses in a
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well-known public university in Ankara, Turkey. The quantitative data were collected
using four quantative data instruments including Community of Inquiry survey, self-
regulation questionnaire, metacognition questionnaire and motivation scale on a huge
sample including 1740 students. However, the results retrieved from 1535 students’
responses to those four quantitative data instruments because of eliminating extreme
and mild outliers and missing cases. The qualitative data were collected using online
asynchronous discussion and interview protocol from the students educated in purely
online associate degree program. Both quantitative and qualitative data analysis results
indicated that self-regulation, metacognition and motivation significantly contributed
to the prediction of community of inquiry and its three-presence seperately. Only
metacognition was failed to make a significant contribution to the prediction of social
presence. It could be reasoned that highly socialized students in the community might
not need self-awareness and self-ability to take resppnsibility and control to construct
meaning and confirm knowledge. They might not be need for higher order thinking
skills to acquire deep and meaning ful learning. Moreover, it might be caused by the
nature and context of the study, specifically the online course on which students were
studied in this study. ICT-1 course is a basic fundamental course which is a pure online
must course for all the students without depending on their discipline to teach main
concepts of computer and the Internet as well as to use of basic softwares including
Microsoft Office Package programs, Libra Office programs, and basics of databases.
Actually, the course is not require any self-awareness, control, or use of higher order
thinking skills, inquiry and critical thinking skills in its nature. The other reason might
be the metacognition questionnaire itself since it was developed more recently and still
requires proof and validation in different settings. Except this, all of three constructs
namely self-regulation, metacognition and motivation investigated in this study
significantly contributed to the prediction of community of inquiry and its three-

presence.

Firstly, self-regulation is a crucial factor for success in any type of learning
environment. It is basically includes various ways to monitor, control and regulate the
learning (Schunk & Zimmerman, 1994; Zimmerman, 1986; Zimmerman & Schunk,
1989). It is the interaction of personal, behavioral and environmental triadic processes
from the viewpoint of social-cognitive theory (Bandura, 1986). Zimmerman (1989)

defines sSelf-regulated learners are as “metacognitively, motivationally, and
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behaviorally active participants in their own learning process” (p. 329). They direct
their own efforts and learning to acquire knowledge and skills without depending on
any member of instruction. In this context, self-regulated learning is described by
Pintrich (2000) as an active, constructive process in which students set goals for their
learning based on past experiences and contextual features of the current environment.
Learners monitor, regulate, and control their cognition, motivation, and behavior and
also are guided and constrained by their own goals (Pintrich, 2000; Rakes, Dunn;
2010). Therefore, it is highly important for any type of learning environment,
especially online learning which is characterized by the absence of real instructor in
the learning environment and in turns less interaction, less interest, less control, etc.
Considering the benefits of self-regulated behaviors on learning and the nature of
online learning environments, and based on the results of this study which found a
significant contribution of self-regulation to the prediction of community of inquiry
and its three-presence seperately; it is highly recommended to add and include in the
Col model. Considering the earlier studies, Shea and Bidjerano (2010) proposed a new
version which adds a new construct namely learning presence addressing the inclusion
of learners’ self-efficacy as well as other cognitive, behavioral, and motivational
constructs supportive of online learner self-regulation. This study discovering
significant effect and contribution of self-regulation to the Col framework besides its
three elements, revealed the importance of self-regulation. Therefore, the absence of
self-regulation in Col framework, its importance and addiction to the model itself
accepted in this study. Thus, this study is the proponent of the arguments of Shea and
Bidjerano (2010) and highly recommends to add self-regulation in the Col model.
However, in their argument and proposed model, they did not include all dimensions
of self-regulation, their focus was particularly self-efficacy. On the other hand, in a
later study, they reconceptualized the Col framework addressing the gap of the self-
and co-regulatory processes again (Shea, Bidjerano; 2010). In this instance, they
concluded with a tentative representation of the Col framework which reflects the
unique contributions of students and teachers and also embeds the social dimension as
part of each presence. They defined three elements of Col framework as Social-
Learning Presence (SLP), Social-Teaching Presence (STP) and Socio-Cognitive
Presence (SCP). They explained SLP as the inclusion of the attitudes, abilities, and
behaviors of students in order to self- and co-regulate their learning while STP as the

roles specific to online instructors, each with a shared emphasis on the social
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dimension of teaching and learning. They defined SCP as the knowledge construction
but not implies simply cognitive but also a socio-cognitive process. Similarly,
Armelinni and De Stafini (2015) put the more emphasis on social presence addressing
the requirements in the learning environment in 21% century. They overemphasized
social prensece and focused particularly on social actions and social processes during
learning process. However, not all the time learning could occur in a social action or
progress. Therefore, their rationale as parallel with Shea and Bidjerano (2014)’s later
argument and proposed model could not have a strong rationale since learning is not
compulsorily a social action or social process. Learners could learn by themselves
without socialization and could construct their own meaning again inside themselves.
This study, accepting the first argument of Shea and Bidjerano (2010) which is adding
learner presence in the Col model addressing learners’ self-efficacy, revealed the
importance of self-regulation and could recommend to add learners’ self-regulation
including all of its’ sub-dimensions rather than only self-efficacy, in the name of
regulatory presence. Using the name of learner presence as suggested by Shea and
Bidjerano (2010, 2014) might cause some confuse for some researchers and the
practitioners. Col framework is already about the learners’ social and cognitive skills
and behaviors, and also their perceptions about the design, organization and
management of the course by their instructor. For this reason, calling new construct as
learner presene might not be so feasible. In adiditon, in order to give a clue aout the
underlying assumptions of neew construct which is self-regulation with its sub-

dimensions, the name of regulatory presence could be better.

Considering their two proposed suggestions of Col framework, the first proposed
model has a strong rationale and meets the deficit of the original framework. Students’
self-regulation plays a key role in their learning in the sense of online learning and
thus, should be covered in this model. For this reason, this proposed version of Col
framework should be the focus of future research. However, learner presence should
be more comprehensive about the learners during learning. For example, it should
include the motivation of learners. Garrison and Akyol (2013) objected to this claim
claiming that theoretical assumptions under this claim violates the fundamental
assumptions of Col framework. They produced metacognition survey to measure
learners’ self-regulation and no revision is required with this attempt in the original

framework. However, this could cause some ambiguity, since the original model does
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not include self-regulation of learners although they claimed it exists inherently.
Therefore, this study is in the side of the recommendation of adding learner presence

to the original framework, accepting only its rationale, rather than its name.

Another suggested version of the Col framework belongs to Cleveland-Innes and
Campbell (2012). They focused on the emotions in the online learning environment
beyond the influence found in social presence. They concluded with the emotional
experience both in the combination with social presence and also clusters together as
a unique presence. They removed the personal-affective category in social presence
and produced a new presence extending it. They defined emotional presence as the
“outward expression of emotion, affect, and feeling by individuals and among
individuals in a community of inquiry, as they relate to and interact with the learning
technology, course content, students, and the instructor” (Cleveland-Innes, Campbell,
2012, p.283). However, the emotions are covered in the social presence and addressing
emotions as new element in the framework has not a rationale. In the original social
presence reflects both individual and group cohesion, so this proposed version of Col
framework seems superfluous. For this reason, this proposed model does not

contribute to the original framework and can be ignored in the further research.

The other proposed version of the Col framework belongs to Lam (2015). He focused
on the components of the Col framework to have a more complete understanding and
concluded that learners experienced learning on some occasions with their intrinsic
drive rather than any teaching presence, initiated by their instructor. Learners directed
their own learning and shared the ideas in the discourse without teaching instruction
or facilitation and he linked it with learning autonomy. Then, he proposed a suggestion
to add autonomy presence to the original model and defined autonomy presence as the
drive to inquiry leading to sharing and discussion initiated by learners (Lam, 2015).
He proposed three-category for the autonomy presence; intrinsic motivation,
interpretation with the formulation of the ideas and inspiring discourse by sharing the
ideas. Based on his arguments, intrinsic motivation was not covered explicitly in the
original model although the motivation was indirectly included in the phase of
triggering event phase of cognitive presence to some extent. However, it was not
reflected as it should be and seemed under shallow. Motivation can be intrinsic or

extrinsic and effect learning directly; for this reason should be considered in any
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learning. The second category of autonomy presence interpretation is found in
cognitive presence in the original model. The inspiring discourse was included in
teaching presence, however he also reflects the discourse initiated and maintained by
the students rather than teachers. His argument was particularly caused by the absence
of motivation of learners and self-regulation of own learning. Considering the main
point in his argument, it is similar to the main argument of Shea and Bidjerano (2010).
The autonomy presence is similar with learner presence, yet it is narrower. The
baseline underlying of two main study is parallel to each other and accepted by this
study. The self-regulation and motivation are missing in the original model and it could
be better to cover these two dimensions absolutely. Within this point, new proposed
models and their arguments could be considered in further studies. Since this study
also accept their arguments and put the emphasis on their lack in the model. At the
end of this part, depending on the findings of this study as compared with those
recommended verisons, a new tentative reconceptualization of community of inquiry

framework is introduced.

The other attempt was done by Armelinni and De Stafini in 2015. They focused on the
role of three-presence in blended learning environment and concluded with social
presence as more prominent than teaching and cognitive presence. They believed three
core elements remains the same yet their nature changed based on the teaching and
learning in the 21% century, for instance integrating social networking services in
teaching-learning process. They also cliam that teaching and cognitive presence should
also become social. Their argument can be logical to some extent. The unusual case in
which students can learn only by themselves is also reflected in the area of self-study
in cognitive presence. So, this proposed model is feasible, but not strong as the original
one. However, the self-regulation which is mostly addressed as missing part in

previous empirical findings and also agreed in this study is still missing.

The final attempt was done by Dunlap, Verma and Johnson in 2016. They combined
Col framework with the Kolb’s experiential learning cycle in order to guide online
course designers and educators. They found that the integration of the prescriptive
stages of Kolb’s experiential learning cycle with the Col model has helped to create
productive, meaningful, and flexible learning experiences for prospective STEM

teachers and concluded with their study with a new proposed version Presence +
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Experience (P+E) framework. However, their study is solely for the online instructors
and educators to guide them in the design, organization and management process of
teaching and instruction. Their claim was that course-design structure proposed by the
original framework may not be suitable at all the times. They tried to find a generic
guideline for course design in any type and defined the factors that should be taken
into consideration are context, content, learning objectives and audience. They stated
that Kolb’s experiential learning cycle can be used to inform TP (and ultimately SP
and CP) by prescribing a systematic approach keeping in sight for the design and
organization of learning experiences, the design and facilitation of interactions and the
design and delivery of content-specific instruction. That means, as their arguments,
Kolb’s experiential learning cycle helps to approach the goals of the Col model in an
intentional, experience-centered way. Their argument has a strong rationale and could
be agreed by this study, yet it only contributes to the design and organization of online
or blended learning environments keeping the original framework as the same rather

than making a contribution or meet with any deficiency about learners.

Overall, this study is the proponent of the claim of Shea and Bidjerano (2010, 2013)
and Lam (2015) accepting their argument. Their argument about the lack of self-
efficacy in the Col model is accepted by this study, however not only self-efficacy, all
dimensions of self-regulation could be considered in creating a new tentative model
and in making contribution to the original model in accordance with the findings of
this study. This study indicated that self-regulation is essential for the learners in the
online learning settings. It made significant valuable contribution both communiry of
inquiry overall, and its three-presence seperately. It was the strongest predictor of all
these constructs. Therefore, this study, accepting the arguments of Shea and Bidjerano
(2010, 2013) and Lam (2015), enhances the scope of incomplete/lack part and put the
emphasis on self-regulation with its all sub-dimensions including task analysis, self-
motivational basis, self-control, self-observation, self-judgment, self-reaction as
Zimmerman (2000) declared. Moreover, it could be better the name of the
aforementioned new construct as regulatory presence addressing learners’ self-
regulation, not only self-efficacy. The name learner presence suggested by Shea and
Bidjerano (2010) might be confused, or could not be feasible considering their
argument behind it because social presence and cognitive presence are about learners’s

social and cognitive abilities and behaviors during learning process. The name of
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regulatory presence might better address its underlying meaning and rationale behind
this new construct. In addition, if new construct labeled as learner presence, then it
might lead to underestimate other two constructs social presence and cognitive
presence in a way that only this new construct is about the learners. Therefore, it could

be better to label this new construct as regulatory presence.

The results of this study indicated that self-regulation was statistically strong predictor
of overall community of inquiry as well as social presence, cognitive presence, and
teaching presence. Self-regulation also plays a key role in the nature of online learning
which is characterized by the absence of real instructor in the learning environment
(Artino & Stephens, 2009; Barnard, Lan, To, Paton, & Lai, 2009; Chmiliar, 2011;
Dabbagh & Kitsantas, 2004, Pintrich, 1999; Schunk & Zimmerman, 1998; Shea, et al.,
2013). Therefore, the success and quality of online learning environments are highly
promised by the learners’ self-regulation. From this point, the tentative
reconceptualization of Col framework suugested by this study is visuzalied in Figure
5.1.
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This new construct labelled regulatory presence is addressed as the composition of
forethought, performance or volitional control and self-reflection relying on the
Schunk and Zimmerman’s statement of self-regulated learning, specificaly inclusion
of cyclical phases of self-regulation (Schunk & Zimmerman, 1994, Zimmerman,
2000). These three phases could be the categories of regulatory presence. The
recommended descriptors and sample indicators of regulatory presence is provided in
Table 5.2.

Table 5.2 Tentative Descriptors and Sample Indicators of Regulatory Presence

Phase Descriptors Sample Indicators
Forethought Task analysis Goal setting
Self-motivational beliefs  Intrinsic interest/value
Performance/Volitional  Self-control Self-instruction
control Attention focusing
Self-observation Self-experimentation
Self-reflection Self-judgment Self-evaluation
Self-reaction Self-satisfaction/affect

Based on Zimmerman (2000), sample indicators of forethought might be learners’ task
analysis and self-motivational behaviors. Sample indicators of performance or
volitional control could include learners’ self-control and self-observation during
learning process. And finally, sample indicators of self-reflection might include
learners’ self-judgment and self-reaction. However, it requires validation in further
research in the same way of development process of original model, specifically online

discussion posts.

5.5 Recommendations for Further Research

The study was conducted in a well-known university in Ankara, Turkey with the
students having online learning experience and enrolled in online courses. In the
second and third phase, the participants were studied including 162-student in the
Department of Medical Documentary and Secretary, fully online association degree
program. The discussion activities were hold asynchronously in the course

management system Moodle. The instructor was outside the discussion activities.
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Based on the results of this study, further research should concentrate on the effect of
small class size and synchronous discussion in the sense of Col framework. Also, the
case in which the instructor is also a member of discussion and its guide should be
investigated in further research. Quizzes, mini surveys, group projects should also be
practiced and tested for their effects in this sense. These were not practiced in this
study because of large class size and the context of the study. However, those activities
were mentioned by some students and so, possibly guide further researchers. The new
proposed construct regulatory presence should be further investigated for more proof
and elaboration. Relying on the original starting point of Col framework,
recommended descriptors and sample indicators should be studied in the same way,

via discussion posts.

The metacognition was investigated in the study, however no significant association
was found with the cognitive presence of students surprisingly. This can be caused by
the measurement survey used in the study. It was nearly developed in another study
and although it was a valid and reliable survey, there is no consensus on it. The
developers of metacognition survey claim that metacognition found at the intersection
of teaching presence and cognitive presence. The form of metacognition based on their
description is like that, however that survey did not reveal a significant effect on
students’ cognitive presence in this study. Therefore, it should be examined in other
context and require more proof. Alternatively, the other reason would be the form of
that survey, because metacognition is basically a cognition of cognition and requires
deeper measurement than a survey. Addressing metacognition in the Col framework
at the intersection of TP and CP might be inappropriate. As a researcher, the reason is
probably due to the misunderstanding of TP. TP addresses the design and organization
of the course, direct instruction and facilitation of discourse; which means to more
relevance with the instructor. Metacognition is basically cognition of cognition and is
related with learners’ aware of their own cognition, capabilities and skills. At this
point, metacognition can be related with cognitive presence, but not teaching presence.
If Col framework was include an element like learning presence, then metacognition
would refer to cognitive presence and learning presence. In the light of this,
metacognition should be concentrated on further research. In addition, self-regulation
should be considered in this issue. Self-regulation predicted students’ cognitive

presence in a better way after than SP and TP and the controversies about the issue are
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still continue. In order to have a better understanding of metacognition, self-regulation
should be understood clearly in this sense. Then, regarding the Col framework, a path
way for metacognition including cognitive presence and self-regulation can be

produced in further research.

The Col framework could be applied in both blended and pure online learning settings
using both synchronous and asynchronous discussions and compared the results. It is
clear that this attempt could produce a stronger form of Col framework after having a
better understanding of it in any learning setting. In this way, the researchers migth
reach a consensus about new proposed versions of the Col framework and could create
a better version of it working at both aforementioned learning settings and then it
couldd be more grounded and valuable. That is the most urgent and important direction

for further research.

266



REFERENCES

Ajjan, H., & Hartshorne, R. (2008). Investigating faculty decisions to adopt Web 2.0
technologies: Theory and empirical tests. The Internet and Higher Education,
11(2), 71-80.

Alkan, C. (1996). Uzaktan egitimin tarihsel gelisimi. Tiirkiye 1. Uluslararast Uzaktan
Egitim Sempozyumu, 12-15 Kasim. Ankara: Uzaktan Egitim Vakfi Yayinlar1.

Akyol, Z. (2009). Examining teaching presence, social presence, cognitive presence,
satisfaction and learning in online and blended course contexts (Unpublished
doctoral dissertation). The Graduate School of Natural and Applied Sciences of
Middle East Technical University, Ankara.

Akyol, Z. (2013). Metacognitive Development within the Community of Inquiry. In
Z. Akyol, & D. Garrison (Eds.) Educational Communities of Inquiry: Theoretical
Framework, Research and Practice (pp. 30-44). Hershey, PA: Information Science
Reference. doi:10.4018/978-1-4666-2110-7.ch003.

Akyol, Z., & Garrison, D. R. (2008). The Development of a Community of Inquiry
over Time in an Online Course: Understanding the Progression and Integration of
Social, Cognitive and Teaching Presence. Journal of Asynchronous Learning
Networks, 12(3-4), 3-22.

Akyol, Z., & Garrison, D. R. (2011a). Assessing metacognition in an online
community of inquiry. The Internet and Higher Education, 14(3), 183-190.

Akyol, Z., & Garrison, D. R. (2011b). Understanding cognitive presence in an online
and blended community of inquiry: Assessing outcomes and processes for deep
approaches to learning. British Journal of Educational Technology, 42(2), 233-250.

Akyol, Z., Garrison, D. R., & Vaughan, N. (2012). The development of a
metacognition questionnaire for online and blended communities of inquiry. Paper
presented at the Annual Meeting of the American Educational Research
Association. Vancouver, April.

Altman, D. G. (1999). Practical statistics for medical research. Chapman & Hall
London.

267



Anderson, T. (Ed.). (2008). The theory and practice of online learning. Athabasca
University Press.

Anderson, T. D., Garrison, D.R. (1997). New roles for learners at a distance. In
Distance learners in higher education: Institutional responses for quality outcomes,
ed. C. C. Gibson, 97-112. Madison, WI: Atwood Publishing.

Anderson, T., Rourke, L., Garrison, D. R., & Archer, W. (2001). Assessing Teaching
Presence in Computer Conferencing Context. Journal of Asynchronous Learning
Networks, 5(2), 1-17.

Arbaugh, J. B. (2005). Is there an optimal design for on-line MBA courses? Academy
of Management Learning & Education, 4(2), 135-149.

Arbaugh, J. B., Cleveland-Innes, M., Diaz, S. R., Garrison, D. R, Ice, P., Richardson,
J. C., & Swan, K. P. (2008). Developing a community of inquiry instrument:
Testing a measure of the community of inquiry framework using a multi-
institutional sample. The Internet and Higher Education, 11(3), 133-136.

Archibald, D. (2010). Fostering the development of cognitive presence: Initial findings
using the community of inquiry survey instrument. The Internet and Higher
Education, 13(1), 73-74.

Archibald, D. (2011). Fostering Cognitive Presence in Higher Education through the
Authentic Design, Delivery, and Evaluation of an Online Learning Resource: A
Mixed Methods Study (Unpublshed doctoral dissertation). Faculty of Graduate and
Postdoctoral Studies of Ottawa University, Ottawa, Canada.

Arends, R. (2012). Learning to teach. McGraw-Hill Higher Education.

Armellini, A., & De Stefani, M. (2015). Social presence in the 21st century: An
adjustment to the Community of Inquiry framework. British Journal of Educational
Technology.

Artino, A. R., & Stephens, J. M. (2009). Academic motivation and self-regulation: A
comparative analysis of undergraduate and graduate students learning online. The
Internet and Higher Education, 12(3), 146-151.

Aviv, R. (2000). Educational performance of ALN via content analysis. Journal of
Asynchronous Learning Networks, 4(2), 53-72.

268



Bach, S., Haynes, P., & Lewis Smith, J. (2006). Online learning and teaching in higher
education. McGraw-Hill International.

Bae, Y. K., Lim,J. S., & Lee, T. W. (2005). Mobile learning system using the ARCS
strategies. In Advanced Learning Technologies, 2005, ICALT 2005, Fifth IEEE
International Conference (pp. 600-602). IEEE.

Baker, C. (2010). The Impact of Instructor Immediacy and Presence for Online Student
Affective Learning, Cognition, and Motivation. Journal of Educators Online, 7(1),
nl.

Bandura, A. (1986). Social foundations of thought and action: A social cognitive
theory. Englewood Cliffs, NJ: Prentice-Hall.

Bandura, A. (1991). Self-regulation of motivation through anticipatory and self-
reactive mechanisms. In Perspectives on motivation: Nebraska symposium on
motivation (Vol. 38, pp. 69-164).

Bangert-Drowns, R. L., Kulik, C. L. C., Kulik, J. A., & Morgan, M. (1991). The
instructional effect of feedback in test-like events. Review of educational research,
61(2), 213-238.

Barbera, E. (2006). Collaborative knowledge construction in highly structured virtual
discussions. Quarterly Review of Distance Education, 7(1), 3-12.

Barnard, L., Lan, W. Y., To, Y. M., Paton, V. O., & Lai, S. L. (2009). Measuring self-
regulation in online and blended learning environments. The Internet and Higher
Education, 12(1), 1-6.

Basdogan, M. (2015). Community of Inquiry Framework as a Predictor of Self-
regulated Learning in an Online Certificate Program (Unpublished master thesis).
The Graduate School of Natural and Applied Sciences of Middle East Technical
University, Ankara.

Bates, A. T. (2005). Technology, e-learning and distance education. Routledge.

Boekaerts, M. (1999). Self-regulated learning: Where we are today. International
journal of educational research, 31(6), 445-457.

269



Borup, J., West, R. E., & Graham, C. R. (2012). Improving online social presence
through asynchronous video. The Internet and Higher Education, 15(3), 195-203.

Bosch, T. E. (2009). Using online social networking for teaching and learning:
Facebook use at the University of Cape Town. Communicatio: South African
Journal for Communication Theory and Research, 35(2), 185-200.

Bowers, J., & Kumar, P. (2015). Students' perceptions of teaching and social presence:
A comparative analysis of face-to-face and online learning environments.
International Journal of Web-Based Learning and Teaching Technologies
(IJWLTT), 10(1), 27-44.

Bowerman, B. L., & O’Connell, R. T. (1990). Linear Statistical Models: An Applied
Approach (2nd Ed.). California: Duxbury Press.

Brown, A. L. (1975). The development of memory: Knowing, knowing about
knowing, and knowing how to know. Advances in child development and behavior,
10, 103-152.

Brown, T. A. (2015). Confirmatory factor analysis for applied research. Guilford
Publications.

Bulu, S. T. (2012). Place presence, social presence, co-presence, and satisfaction in
virtual worlds. Computers & Education, 58(1), 154-161.

Bussmann, H. (1998). Phatic communion. In G. Trauth, K. Kazzazi, & K. Kazzazi
(Eds.), Routledge dictionary of language and linguistics, (p.358). London:
Routledge.

Biiyiikoztiirk, S., Akgiin, O. E., Ozkahveci, O. & Demirel, F. (2004). The validity and
reliability study of the Turkish version of the Motivated Strategies for Learning
Questionnaire. Educational Sciences: Theory & Practice, 4(2), 207-239.

Celani, M. A. A., & Collins, H. (2005). Critical thinking in reflective sessions and in
online interactions. AILA Review, 18, 41-57.

Celentin, P. (2007). Online education: Analysis of interaction and knowledge building
patterns among foreign language teachers. International Journal of E-Learning &
Distance Education, 21(3), 39-58.

270



Chau, P. Y. K., Cole, M., Massey, A. P., Montoya-Weiss, M., & O’Keefe, R. M.
(2002). Cultural differences in the online behavior of consumers. Communications
of the ACM, 45(10), 138-143.

Chiazzese, G., Chifari, A., Merlo, G., Ottaviano, S., & Seta, L. (2008). Metacognition
for Enhancing Online Learning. In Lytras, M.D. (Ed.) Technology Enhanced
Learning: Best Practices, 2008, 4, pp. 135-153). IGI Global.

Chmiliar, L. (2011). Self-regulation skills and the post secondary distance learner.
Procedia-Social and Behavioral Sciences, 29, 318-321.

Cobb, P., & Bowers, J. (1999). Cognitive and situated learning perspectives in theory
and practice. Educational researcher, 28(2), 4-15.

Creswell, J. W. (2012). Educational Research: Planning, Conducting, and Evaluating
Quantitative and Qualitative Research. Pearson Education, Inc.

Creswell, J. W. & Plano Clark, V. L. (2011). Designing and Conducting Mixed
Methods Research. SAGE Publications, Inc.

Cleveland-Innes, M., & Campbell, P. (2012). Emotional presence, learning, and the
online learning environment. The International Review of Research in Open and
Distributed Learning, 13(4), 269-292.

Cole, R. A. (Ed.). (2000). Issues in Web-based pedagogy: A critical primer.
Greenwood Publishing Group.

Collins, A. (1977). Processes in acquiring knowledge. In R. C. Anderson, R. J. Spiro,
& W. E. Montague (Eds.), Schooling and the acquisition of knowledge (pp. 339-
363). Hillsdale, NJ: Erlbaum.

Collins, A., & Stevens, A. L. (1983). A cognitive theory of inquiry teaching. In C. M.
Reigeluth (Ed.), Instructional-design theories and models: An overview of their
current status (pp. 247-278). Hillsdale, NJ: Erlbaum.

Cook, K.C. & Grant-Davie, K. (2005). Online Education: Global questions, local
answers. Baywood Publishing Company, Inc. Amityville: New York.

271



Creswell, J. W. (2002). Educational research: Planning, conducting, and evaluating
quantitative and qualitative research. Prentice Hall.

Creswell, J. W., & Plano Clark, V. L., (2011). Designing and conducting mixed
methods research (2nd Ed.). Thousand Oaks, CA: Sage.

Cutler, R. H. (1995). Distributed presence and community in cyberspace.
Interpersonal Computing and Technology: An Electronic Journal for the 21st
Century, 3(2), 12.

Chyung, S. Y. (2001). Systematic and systemic approaches to reducing attrition rates
in online higher education. American Journal of Distance Education, 15(3), 36-49.

Dabbagh, N., & Kitsantas, A. (2004). Supporting self-regulation in student-centered
Web-based learning environments. International Journal on E-Learning, 3(1), 40—
47.

Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determination in
human behavior. Springer Science & Business Media.

Dewey, J. (1993). How we think: A restatement of the relation of reflective thinking to
the educative process. Boston: Houghton Mifflin Company.

Diaz, S.R., Swan, K., Ice, P., & Kupczynski, L. (2010). Student Ratings of the
Importance of Survey Items, Multiplicative Factor Analysis, and the Validity of the
Community of Inquiry Survey. Internet and Higher Education, 13, 22-30.

Dunlap, J. C., Verma, G., & Johnson, H. L. (2016). Presence+ Experience: A
Framework for the Purposeful Design of Presence in Online Courses. TechTrends,
1-7.

Dunlap, J. C., & Lowenthal, P. R. (2009). Tweeting the night away: Using Twitter to
enhance social presence. Journal of Information Systems Education, 20(2), 129.

Durbin, J., & Watson, G. S. (1951). Testing for Serial Correlation in Least Squares
Regression, 11. Biometrika, 30, 159-178.

Eggins, S., & Slade, D. (1997). Analyzing casual conversation. Washington, DC:
Cassell.

272



English, R. M., & Duncan-Howell, J. A. (2008). Facebookc goes to college: Using
social networking tools to support students undertaking teaching practicum.
Journal of Online Learning and Teaching, 4 (4), 596-601.

English, H.B., & English, A.C. (1958). A comprehensive dictionary of psychological
and psychoanalytical terms. NewYork: McKay.

Ennis, R. H. (1985). A Logical Basis for Measuring Critical Thinking Skills.
Educational leadership, 43(2), 44-48.

Everitt, B. (1975). Multivariate analysis: The need for data, and other problems. British
Journal of Psychiatry, 126, 237-240.

Festinger, L. (1962). A theory of cognitive dissonance. Stanford, CA: Stanford
University Press.

Field, A. (2013). Discovering Statistics Using IBM SPSS Statictics (4" Ed.). London:
Sage.

Flavell, J. H. (1979). Metacognition and cognitive monitoring: A new area of
cognitive—developmental inquiry. American psychologist, 34(10), 906.

Flavell, J. H. (1981). Cognitive monitoring. In W.P. Dickson (Ed.), Children's oral
communication skills (pp.35-60) New York: Academic Press.

Fraenkel, J. R., Wallen, N. E., & Hyun, H. H. (2012). How to design and evaluate
research in education. New York: McGraw-Hill.

Garrison, D.R. & Akyol, Z. (2015). Toward the development of a metacognition
construct for communities of inquiry. The Internet and Higher Education, 24, 66-
71.

Garrison, D.R., & Anderson, T. (2003). E-Learning in the 21st century: A framework
for research and practice. London: Routledge/Falmer.

Garrison, R., Anderson, T., & Archer, W. (2000). Critical inquiry in a text-based
environment: Computer conferencing in higher education. The Internet and Higher
Education, 2(2-3): 87-105.

273



Garrison, D. R., Anderson, T., & Archer, W. (2001). Critical thinking and computer
conferencing: A model and tool to assess cognitive presence. American Journal of
Distance Education, 15(1), 7-23.

Garrison, D. R., Anderson, T., & Archer, W. (2010). The first decade of the community
of inquiry framework: A retrospective. Internet and Higher Education, 13(1-2), 5-
9.

Garrison, D. R., & Arbaugh, J. B. (2007). Researching the Community of Inquiry
Framework: Review, Issues, and Future Directions. Internet and Higher Education,
10(10), 157-172. Elsevier. Retrieved from
http://linkinghub.elsevier.com/retrieve/pii/S1096751607000358

Garrison, D. R., & Cleveland-Innes, M. (2005). Facilitating cognitive presence in
online learning: Interaction is not enough. American Journal of Distance Education,
19(3), 133—-148.

Geng, Z. (2010). Web 2.0 yeniliklerinin egitimde kullanimi: Bir Facebook egitim
uygulama Ornegi. Akademik Bilisim’10-X1I. Akademik Bilisim Konferansi
Bildirileri, 10-12 Subat, 237-242.

Giannousi, M., & Kioumourtzoglou, E. (2016). Cognitive, Social, and Teaching
Presence as Predictors of Students’ Satisfaction in Distance Learning.
Mediterranean Journal of Social Sciences, 7(2 S1), 439.

Gorham, J., & Millette, D. M. (1997). A comparative analysis of teacher and student
perceptions of sources of motivation and demotivation in college classes.
Communication Education, 46(4), 245-261.

Graham, S., & Weiner, B. (1996). Theories and principles of motivation. Handbook of
educational psychology, 4, 63-84.

Gravetter, F., & Wallnau, L. (2013). Statistics for the behavioral sciences. (9" Ed.).
Cengage Learning.

Green, S. B. (1991). How many subjects does it take to do a regression analysis?
Multivariate Behavioral Research, 26, 499-510.

274


http://linkinghub.elsevier.com/retrieve/pii/S1096751607000358

Green, J. A., & Azevedo, R. (2007). A theoretical reviewof Winne and Hadwin's model
of self-regulated learning: New perspectives and directions. Review of Educational
Research, 77, 334-372.

Guilford, J. P. (1954). Psychometric methods (2" Ed.). New York: McGraw-Hill.

Gunawardena, C., Carabajal, K., & Lowe, C.A. (2001). Critical Analysis of Models
and Methods Used to Evaluate Online Learning Networks. Paper presented at the
Annual Meeting of the American Educational Research Association, Seattle, April.

Gunawardena, C., & Zittle, F. (1997). Social presence as a predictor of satisfaction
within a computer mediated conferencing environment. American Journal of
Distance Education, 11(3), 8-26.

Gutiérrez-Santiuste, E., Rodriguez-Sabiote, C., & Gallego-Arrufat, M. J. (2015).
Cognitive presence through social and teaching presence in communities of inquiry:
A correlational—predictive study. Australasian Journal of Educational Technology,
31(3).

Giilbahar, Y. (2012). E-6grenme. Pegem Akademi.

Giilbahar, Y. (2014). Current State of Usage of Social Media for Education: Case of
Turkey. Journal of Social Media Studies, 1(1), 53-69.

Hacker, D. J. (1998). Definitions and empirical foundations. Metacognition in
educational theory and practice, 1-23.

Hacker, D. J., Dunlosky, J., & Graesser, A. C. (Eds.). (1998). Metacognition in
educational theory and practice. Routledge.

Hair, J.F., Black, W.C., Tatham, R.L., & Anderson, R.E. (2010). Multivariate data
analysis. Upper Saddle River, NJ: Prentice Hall.

Hara, N., Bonk, C. J., & Angeli, C. (2000). Content analysis of online discussion in an
applied educational psychology course. Instructional science, 28(2), 115-152.

Harasim, L. (1993). Collaborating in cyberspace: Using computer conferences as a
group learning environment. Interactive Learning Environments, 3(2), 119-130.

275



Harasim, L. (2012). Learning theory and online technology. Routledge.

Hart, M. C. (1996). Improving the dissemination of SERVQUAL by using magnitude
scaling. In Total quality management in action (pp. 267-270). Springer
Netherlands.

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of educational
research, 77(1), 81-112.

Hwang, A., & Arbaugh, J. B. (2006). Virtual and Traditional Feedback-Seeking
Behaviors: Underlying Competitive Attitudes and Consequent Grade Performance.
Decision Sciences Journal of Innovative Education, 4(1), 1-28.

Haythornthwaite, C. (2002). Building social networks via computer networks.
Creating and sustaining distributed learning communities. In A.K. Renninger & W.
Shumar (Eds.), Building learning communities. Learning and change in
cyberspace. Cambridge: Cambridge University Press.

Heider, F. (1946). Attitudes and cognitive organization. The Journal of psychology,
21(1), 107-112.

Hosler, K. A., & Arend, B. D. (2012). The importance of course design, feedback, and
facilitation: student perceptions of the relationship between teaching presence and
cognitive presence. Educational Media International, 49(3), 217-229.

Hull, C. L. (1943). Principles of behavior: An introduction to behavior theory. New
York: Appleton-Centuru-Crofts.

Isman, A. (2011). Uzaktan egitim. Pegem Akademi.

Jackson, L. A., & Wang, J. L. (2013). Cultural differences in social networking site
use: A comparative study of China and the United States. Computers in Human
Behavior, 29(3), 910-921.

Jones, A., Issroff, K., Scanlon, E., Clough, G., & Mcandrew, P. (2006). Using mobile
devices for learning in informal settings: Is it motivating. In Proceedings of IADIS
International Conference Mobile Learning Dublin, IADIS Press, Barcelona, Spain
(pp. 251-255). Halsted Press.

276



Kanuka, H., & Garrison, D. R. (2004). Cognitive presence in online learning. Journal
of Computing in Higher Education, 15(2), 21-39.

Ke, F. (2010). Examining online teaching, cognitive, and social presence for adult
students. Computers & Education, 55(2), 808-820.

Keller, J. M. (1987). Development and use of the ARCS model of instructional
design. Journal of instructional development, 10(3), 2-10.

Keller, J. M. (1999). Motivation in cyber learning environments. International Journal
of Educational Technology, 1(1), 7-30.

Keller, J. M., & Suzuki, K. (1988). Use of the ARCS Motivation Model in courseware
design.

Kisla, T. & Karaoglan, B. (2011). Universite 6grencilerinin e-d6grenme araglarina
yonelik goriislerinin incelenmesi: Uluslararas1 bir karsilastirma. Ege Egitim
Dergisi, 12(1), 52-73

Kilis, S., Rapp, C. Giilbahar, Y. (2014). Egitimde sosyal medya kullanimina yonelik
yiiksekdgretim diizeyindeki egitmenlerin algisi: Tiirkiye-Almanya orneklemi.
Journal of Instructional Technologies & Teacher Education [JITTE], 3(3), 20-28.

Kim, W. (2015). Learning flow, motivation, and community of inquiry in an online
graduate degree program. (Unpublished doctoral dissertation). The Graduate
School of Purdue University, USA.

Kim, J., Kwon, Y., & Cho, D. (2011). Investigating factors that influence social
presence and learning outcomes in distance higher education. Computers &
Education, 57(2), 1512-1520.

Kluger, A. N., & DeNisi, A. (1996). The effects of feedback interventions on
performance: a historical review, a meta-analysis, and a preliminary feedback
intervention theory. Psychological bulletin, 119(2), 254.

Kluwe, R. H. (2012, December). Cognitive Knowledge and Executive Control:
Metacognition. In Animal Mind—Human Mind: Report of the Dahlem Workshop
on Animal Mind—Human Mind, Berlin 1981, March 22-27 (Vol. 21, p. 201).
Springer Science & Business Media.

277



Kovanovi¢, V., GaSevi¢, D., Joksimovi¢, S., Hatala, M., & Adesope, O. (2015).
Analytics of communities of inquiry: Effects of learning technology use on
cognitive presence in asynchronous online discussions. The Internet and Higher
Education, 27, 74-89.

Kozan, K., & Richardson, J. C. (2014). Interrelationships between and among social,
teaching, and cognitive presence. The Internet and Higher Education, 21, 68-73.

Krippendorff, K. (1980). Content Analysis: An Introduction to Its Methodology. Sage,
Beverly Hills, CA.

Ku, F., Ho, E., & Lam, P. (2012). The effect of Facebook on social presence and sense
of community in university teaching and learning context. Paper presented at the
7th International Conference on e-Learning ICEL- June 21-22, in Hong Kong,
China.

Kuehn, T. (1993). Communication innovation on a BBS: A content analysis.
Interpersonal Computing and Technology: An Electronic Journal for the 21st
Century, 1(2).

Kurt, M. (2007). Activating Metacognition through Online Learning Log (OLL). In
International Educational Technology Conference (IETC), 2007(1) (7th, Nicosia,
Turkish Republic of Northern Cyprus, May 3-5, 2007.

Ladyshewsky, R. K. (2013). Instructor presence in online courses and student
satisfaction. International Journal for the Scholarship of Teaching and Learning,
7(2), 13.

Lam, J. Y. (2015). Autonomy presence in the extended community of inquiry.
International Journal of Continuing Education and Lifelong Learning, 8(1), 39.

Landis, J. R., & Koch, G. G. (1977). The measurement of observer agreement for
categorical data. Biometrics, 159-174.

Laves, E. (2010). The impact of teaching presence in intensive online courses on
perceived learning and sense of community: A mixed methods study. (Unpublished
Doctoral Dissertation). The Graduate College at the University of Nebraska, USA.

278



Lee, S. M. (2014). The relationships between higher order thinking skills, cognitive
density, and social presence in online learning. The Internet and Higher Education,
21, 41-52.

Lim, J., & Richardson, J. C. (2016). Exploring the effects of students' social
networking experience on social presence and perceptions of using SNSs for
educational purposes. The Internet and Higher Education, 29, 31-39.

Lipman, M. (2003). Thinking in education. Cambridge University Press.

Lipman, M. (1991). Thinking in education. Cambridge, UK: Cambridge University
Press.

Liu, C.J,, & Yang, S. C. (2014). Using the Community of Inquiry Model to Investigate
Students' Knowledge Construction in Asynchronous Online Discussions. Journal
of Educational Computing Research, 51(3), 327-354.

Lowenthal, P. R., & Dunlap, J. C. (2014). Problems measuring social presence in a
community of inquiry. E-Learning and Digital Media, 11(1), 19-30.

Luebeck, J. L., & Bice, L. R. (2005). Online discussion as a mechanism of conceptual
change among mathematics and science teachers. International Journal of E-
Learning & Distance Education, 20(2), 21-39.

MacCallum, R.C. & Widaman K.F. (1999). Sample Size in Factor Analysis.
Psychological Methods. 4(1), 84-99.

Matthews, D. (1999). The origins of distance education and its use in the United States.
THE Journal (Technological Horizons in Education), 27(2), 54.

Mazer, J. P., Murphy, R. E., & Simonds, C. J. (2007). I’ll see you on “Facebook: The
effects of computer-mediated teacher selfdisclosure on student motivation,
affective learning, and classroom climate. Communication Education, 56 (1), 1-17.

Mclaren, A. C. (2010). The effects of instructor-learner interactions on learner
satisfaction in online masters courses. (Unpublished doctoral dissertation) Wayne
State University Dissertations. Retrieved from
http://digitalcommons.wayne.edu/oa_dissertations/105/

279


http://digitalcommons.wayne.edu/oa_dissertations/105/

McKlin, T., Harmon, S.W., Evans, W., Jone, MG. (2002). Cognitive Presence in Web-
Based Learning: A Content Analysis of Students' Online Discussions. American
Journal of Distance Education, 15(1) 7-23.

Means, B., Toyama, Y., Murphy, R., Bakia, M., & Jones, K. (2009). Evaluation of
evidence-based practices in online learning: A meta-analysis and review of online
learning studies. US Department of Education.

Menard, S. (1995). Applied Logistic Regression Analysis. Sage University Paper
Series on Quantitative Applications in the Social Sciences, 07-106. Thousand Oaks,
CA: Sage.

Meyer, K. A. (2003). Face-to-face versus threaded discussions: The role of time and
higher-order thinking. Journal of Asynchronous Learning Networks, 7(3), 55-65.

Mehrabian, A. (1969). Some referents and measures of nonverbal behavior. Behavior
Research Methods and Instrumentation, 1(6), 205-207.

Minnaar, A. (2012). Metacognition in distance learning. Trends and Issues in Distance
Education: International Perspectives, (2nd ed.). In Visser, Lya (Ed); Visser, Yusra
Laila (Ed); Amirault, Ray J. (Ed); Simonson, Michael (Ed); pp. 239-253; Charlotte,
NC, US: IAP Information Age Publishing.

Moore, M. G. (1989). Editorial: Three types of interaction. The American Journal of
Distance Education 3 (2): 1-6.

Moore, M. G. (1990). Recent contributions to the theory of distance education.
Open Learning 5 (3): 10-15.

Moore, J. L., & Marra, R. M. (2005). A comparative analysis of online discussion
participation protocols. Journal of Research on Technology in Education, 38,
191-212.

Moore, M. G., and Kearsley, G. (2011). Distance Education: A systems view of online
learning, 3" ed. Wadsworth: Cengage Learning.

Muir, D. J. (2001). Adapting Online Education to Different Learning Styles. In the
Proceedings of National Educational Computing Conference, "Building on the
Future", July 25-27, 2001. Chicago, IL.

280



Myers, R. (1990). Classical and Modern Regression with Applications (2nd ed.).
Boston, MA: Duxbury.

Mykota, D. B. (2015). The Influence of Learner Characteristics on Social Presence.
Procedia-Social and Behavioral Sciences, 176, 627-632.

Noels, K. A., Clément, R., & Pelletier, L. G. (1999). Perceptions of teachers’
communicative style and students’ intrinsic and extrinsic motivation. The Modern
Language Journal, 83(1), 23-34.

Olpak, Y.Z. (2014). Cevrimi¢i 6grenme ortamlarinda farkli geribildirim Stratejilerinin
ogrencilerin sosyal, biligsel ve ogretimsel bulunusluk algilar: ile akademik
basarilarina etkisi [Effects of Different Feedback Strategies on Students’
Perceptions of Social Cognitive and Teaching Presence and Academic
Achievements in Online Learning Environments]. (Unpublished doctoral
dissertation). The Institue of Educational Sciences of Gazi University, Ankara.

Olpak, Y. Z., & Cakmak, E. K. (2014). Cevrimi¢i Ogrenme Ortamlarinda Farkli
Geribildirim Stratejilerinin Ogrencilerin Sosyal Biligsel ve Ogretimsel Bulunusluk
Algilar1 ile Akademik Basarilarina Etkisi [Effects of Different Feedback Strategies
on Students’ Perceptions of Social Cognitive and Teaching Presence and Academic
Achievements in Online Learning Environments]. 4hi Evran Universitesi Kirsehir
Egitim Fakiiltesi Dergisi, 15(2).

Ong, A. D., & Van Dulmen, M. H. (Eds.). (2007). Oxford handbook of methods in
positive psychology (pp. 111-125). New York: Oxford University Press.

Ozdil, 1. (1986). Uzaktan Ogretimin Evrensel Cercevesi ve Tiirk Egitim Sisteminde
Uzaktan Ogretimin Yeri. Anadolu Universitesi.

Oztiirk, E. (2012). An Adaptation of the Community of Inquiry Index: The Study of
Validity and Reliability. Elementary Education Online, 11(2), 408-422.

Oztiirk, E. (2015). Facebook as a New Community of Inquiry Environment: An
Investigation in Terms Of Academic Achievement and Motivation. Journal of
Baltic Science Education, 14(1).

Qiu, L., Lin, H., & Leung, A. K. Y., (2013). Cultural differences and switching of in-
group sharing behavior between an American (Facebook) and a Chinese (Renren)
social networking site. Journal of Cross-Cultural Psychology, 44(1), 106-121.

281



Palloff, R. M. & Pratt, K. (2007). Online learning communities in perspective. In R.
Luppicini (Ed.) Online Learning Communities (pp. 3- 15), Charlotte, N.C:
Information Age Publishing.

Paris, S. G., & Winograd, P. (1990). How metacognition can promote academic
learning and instruction. In B.F. Jones & L. Idol (Eds.), Dimensions of thinking and
cognitive instruction (pp.15-51). Hillsdale, NJ: Lawrence Erlbaum Associates.

Paulus, T. M. (1999). The effect of peer and teacher feedback on student writing.
Journal of Second Language Writing, 8(3), 265-289.

Pea, R.D., & Gomez, L.M. (1992). Science education as a driver of cyberspace
technology development. Interactive Learning Environments, 2(2), 73-1009.

Perry, E. H., & Pilati, M. L. (2011). Online learning. New Directions for Teaching and
Learning, 2011(128), 95-104.

Pajares, F., & Miller, M. D. (1994). Role of self-efficacy and self-concept beliefs in
mathematical problem solving: A path analysis. Journal of educational psychology,
86(2), 193.

Pajares, F., & Schunk, D. H. (2001). Self-beliefs and school success: Self-efficacy,
self-concept, and school achievement. Perception, 11, 239-266.

Pajares, F., & Schunk, D. H. (2002). Self and self-belief in psychology and education:
A historical perspective. Improving academic achievement: Impact of
psychological factors on education, 3-21.

Pintrich, P. R. (1999). The role of motivation in promoting and sustaining self-
regulated learning. International Journal of Educational Research, 31(6), 459-470.

Pintrich, P. R. (2000a). The role of goal orientation in self-regulated learning. In M.
Boekaerts, P. R. Pintrich, & M. Zeidner, Handbook of self-regulation. San Diego,
CA: Academic Press.

Pintrich, P. R. (2000b). Multiple goals, multiple pathways: The role of goal orientation
in learning and achievement. Journal of educational psychology, 92(3), 544.

282



Pintrich, P. R., Marx, R. W., & Boyle, R. A. (1993). Beyond cold conceptual change:
The role of motivational beliefs and classroom contextual factors in the process of
conceptual change. Review of Educational research, 63(2), 167-199.

Pintrich, P. R., Smith, D. A. F., Garcia, T. & McKeachie, W. J. (1991). A Manual for
the use of the motivated strategies for learning. Michigan: School of Education
Building, The University of Michigan. (ERIC Document Reproduction Service No.
ED338122)

Pintrich, P. R.; Wolters, C. A., Baxter, G. P. (2000). 2. Assessing Metacognition and
Self-Regulated Learning. Issues in the Measurement of Metacognition. Paper 3.
http://digitalcommons.unl.edu/burosmetacognition/3

Polat, A. (2013). Uzaktan Egitim Ogrencilerinin Sorgulama Toplulugu Algilarinin
Akademik Giidiilenme ve Cesitli Degiskenler A¢isindan Incelenmesi (Cumhuriyet
Universitesi Ornegi). (Yiiksek Lisans Tezi). Egitim Bilimleri Enstitiisii, Sakarya
Universitesi, Tiirkiye.

Promnitz-Hayashi, L. (2011). A Learning Success Story Using Facebook. Studies in
Self-Access Learning Journal, 2(4).

Rakes, G. C., & Dunn, K. E. (2010). The impact of online graduate students’
motivation and self-regulation on academic procrastination. Journal of Interactive
Online Learning, 9(1), 78-93.

Redmond, P. (2014). Reflection as an indicator of cognitive presence. E-Learning and
Digital Media, 11(1), 46-58.

Redmond, P., & Lock, J. V. (2006). A flexible framework for online collaborative
learning. The Internet and Higher Education, 9(4), 267-276.

Richardson, J. C., & Swan, K. (2003). Examining social presence in online courses in
relation to students' perceived learning and satisfaction. Journal of Asynchronous
Learning Networks, 7(1), 68—88.

Richter, C. P. (1927). Animal behavior and internal drives. The Quarterly Review of
Biology, 2(3), 307-343.

283


http://digitalcommons.unl.edu/burosmetacognition/3

Rossett, A. (2002). Waking in the night and thinking about e-learning. In A. Rossett,
A. (Ed.), The ASTD e-learning handbook: Best practices, strategies, and case
studies for an emerging field, (3-18). New York: McGraw-Hill Trade.

Rourke, L., Anderson, T., Garrison, D. R., & Archer, W., (1999). Assessing social
presence in asynchronous, text-based computer conferencing. Journal of Distance
Education, 14(3), 51-70.

Rourke, L., Anderson, T. Garrison, D. R., & Archer, W. (2001). Assessing social
presence in asynchronous, text-based computer conferencing. Journal of Distance
Education, 14(2), 51-70.

Rourke, L., Anderson, T., Garrison, D. R., & Archer, W. (2007). Assessing social
presence in asynchronous text-based computer conferencing. International Journal
of E-Learning & Distance Education, 14(2), 50-71.

Rovai, A. P. (2002). Development of an instrument to measure classroom community.
The Internet and Higher Education, 5(3), 197-211.

Rubin, B., Fernandes, R., & Avgerinou, M. D. (2013). The effects of technology on
the Community of Inquiry and satisfaction with online courses. The Internet and
Higher Education, 17, 48-57.

Rumrill-Teece, K. (2015). Effective Teacher Practices in Community College Online
Instruction: An Exploratory Sequential Mixed-Methods Study.

Ryle, G. (1984). The concept of mind. London: Hutchinson.

Sandars, J., & Cleary, T. J. (2011). Self-regulation theory: Applications to medical
education: AMEE Guide No. 58. Medical teacher, 33(11), 875-886.

Schroeder, A., Minocha, S., & Schneider, C. (2010). The strengths, weaknesses,
opportunities and threats of using social software in higher and further education
teaching and learning. Journal of Computer Assisted Learning, 26 (3), 159-174.

Schunk, D. H. (1995). Self-efficacy and education and instruction. In J. E. Maddux
(Ed.), Self-efficacy, adaptation, and adjustment: Theory, research, and applications
(pp. 281-303). New York: Plenum.

284



Schunk, D. H. (2012). Learning theories: An educational Perspectives.Pearson
Education, Inc., Boston, MA.

Schunk, D. H., & Swartz, C. W. (1993). Goals and progress feedback: Effects on self-
efficacy and writing achievement. Contemporary Educational Psychology, 18(3),
337-354.

Schunk, D. H., & Zimmerman, B.J. (1994). Self-regulation of learning and
performance: Issues and educational applications. Hillsdale, NJ: Lawrence
Erlbaum Associates

Schunk, D. H, & Zimmerman, B. J. (Eds.). (1998). Self-regulated learning: From
teaching to self-reflective practice. New York: The Guilford Press.

Schunk, D. H., & Zimmerman, B. J. (2006). Competence and Control Beliefs:
Distinguishing the Means and Ends. In P.A.Alexander & P.H. Winne (Eds.)
Handbook of educational psycholgoy (2nd Ed, pp. 349-367). Mahwah, NJ:
Erlbaum.

Schunk, D. H., & Zimmerman, B. J. (Eds.). (2012). Motivation and self-regulated
learning: Theory, research, and applications. Routledge.

Shea, P., & Bidjerano, T. (2009). Community of inquiry as a theoretical framework to

foster “epistemic engagement” and ‘“‘cognitive presence” in online education.
Computers & Education, 52(3), 543-553.

Shea, P., Hayes, S., Smith, S. U., Vickers, J., Bidjerano, T., Picket, A., et al. (2012).
Learning presence: Additional research on a new conceptual element within the
Community of Inquiry (Col) framework. Internet and Higher Education, 15(2), 89—
95.

Shea, P., Hayes, S., Smith, S. U., Vickers, J., Bidjerano, T., Gozza-Cohen, M., Jian,
S.B., Pickett, A.M., Wilde, J. & Tseng, C. H. (2013). Online learner self-regulation:
Learning presence viewed through quantitative content-and social network
analysis. The International Review of Research in Open and Distributed Learning,
14(3), 427-461.

Sheridan, K., & Kelly, M. (2010). The Indicators of Instructor Presence that are
important to Students in Online Courses. MERLOT Journal of Online Learning and
Teaching, 6(4), 767-779.

285



Shih, R. C. (2011). Can Web 2.0 technology assist college students in learning English
writing? Integrating Facebook and peer assessment with blended learning.
Australasian Journal of Educational Technology, 27(5).

Shih, Y., & Mills, D. (2007). Setting the new standard with mobile computing in online
learning. The International Review of Research in Open and Distance Learning,
8(2), 1-15.

Short, J., Williams, E., & Christie, B. (1976). The social psychology of
telecommunications. Toronto, ON: Wiley.

Stevens, J. (2009). Applied Multivariate Statistics for the Social Sciences (5" Ed.). NJ:
Lawrence Erlbaum Associates.

Sun, P. C,, Tsai, R. J., Finger, G., Chen, Y.-Y., & Yeh, D. (2008). What drives a
successful elearning? An empirical investigation of the critical factors influencing
learner satisfaction. Computers & Education, 50(4), 1183-1202.

Swan, K., Garrison, D. R., & Richardson, J. (2009). A constructivist approach to online
learning: the Community of Inquiry framework. Information technology and
constructivism in higher education: Progressive learning frameworks. Hershey,
PA: IGI Global.

Swan, K. & Shih, L.F. (2005). On the nature and development of social presence in
online course discussions. Journal of Asynchronous Learning Networks, 9(3), 115-
136.

Snyder, M. M., & Dringus, L. P. (2014). An Exploration of Metacognition in
Asynchronous Student-Led Discussions: A Qualitative Inquiry. Journal of
Asynchronous Learning Networks, 18(2), n2.

Swan, K. (2002). Building learning communities in online courses: The importance of
interaction. Education, Communication & Information, 2(1), 23-49.

Tabachnick, B.G. & Fidell, L.S. (2013). Using Multivariate Statistics (6th ed.).
Needham Heights, MA: Allyn and Bacon.

Teghtsoonian, R., & Teghtsoonian, M. (1978). Range and regression effects in
magnitude scaling. Perception & Psychophysics, 24(4), 305-314.

286



Tess, P. A. (2013). The Role of Social Media in Higher Education Classes (Real and
Virtual) — A literature review. Computers in Human Behavior, 29(5), 60-68

Tik, C. C. (2016). Community of Inquiry for Graduate Certificate in Higher Education.
Psychology, 6(1), 24-31.

Tinto, V. (1987). Leaving college: Rethinking the causes and cures of college attrition.
Chicago, IL: University of Chicago Press.

Thomas, M. J. (2002). Learning within incoherent structures: The space of online
discussion forums. Journal of Computer Assisted Learning, 18(3), 351-366.

Tolu, A. T., & Evans, L. S. (2012). From Distance Education to Communities of
Inquiry: A Review of Historical Developments. Educational Communities of
Inquiry: Theoretical Framework, Research and Practice: Theoretical Framework,
Research and Practice, 45.

Tran, T. M. (2011). An Examination of Cognitive Presence and Learning Outcome in
an Asynchronous Discussion Forum (Unpublished doctoral dissertation). College
of Education, Georgia State University.

Tu, C.H. & Mclsaac, M. (2002). The Relationship of Social Presence and Interaction
in Online Classes. The American Journal of Distance Education, 16(3), 131 — 150.

Tu, C. H., & Yen, C. J. (2007). A study of multi-dimentional online social presence.
LW Cooke (Ed.).

Uzun, A. M., Unal, E., & Yamac, A. (2013). Service Teachers' Academic
Achievements in Online Distance Education: The Roles of Online Self-Regulation
and Attitudes. Turkish Online Journal of Distance Education, 14(2), 131-140.

Vaughan, N. & Garrison, D.R. (2005). Creating cognitive presence in a blended faculty
development community. Internet and Higher Education, 8(1), 1-12.

Wanstreet, C. E., & Stein, D. S. (2011). Presence over time in synchronous
communities of inquiry. American Journal of Distance Education, 25(3), 162-177.

Weaver, C. M., & Albion, P. (2005). Momentum in online discussions: The effect of
social presence on motivation for participation. In Proceedings ASCILITE 2005:

287



22nd Annual Conference of the Australasian Society for Computers in Learning in
Tertiary Education: Balance, Fidelity, Mobility-Maintaining the Momentum? (pp.
703-706). Queensland University of Technology, Teaching and Learning Support
Services.

Wenger, E. (1999). Communities of practice: Le