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Foreword

Michael K. Ponton

Department of Higher Education and Learning Technologies,
Texas A&M University-Commerce,

Commerce, TX, United States of America

Self-directed learning (SDL) is a manifestation of a person’s personal agency
to learn by intentionally identifying a learning need, creating a learning activity
to satisfy this need, regulating actions to participate in the learning activity,
evaluating the outcomes and reflecting upon the activity and its consequences
to shape future learning. Individual control to further personal interests and
accomplish self-selected goals is how the use of SDL as a mechanism for
human development enables each individual to create a unique narrative both
personally and professionally. Quite simply, SDL is how people create
individuality.

In order to engage in SDL, a person must invoke many cognitive, affective
and conative strategies that support motivation, self-efficacy, resourcefulness,
initiative and persistence in light of considered situational and contextual
factors, both real and imagined. In order to promote learner self-directedness
(i.e. the ability and propensity to engage in SDL), requisite mental strategies
must be honed and metacognitively implemented, all of which can be learned
or strengthened. Societies have created systems of formal education as
preparation for a graduate’s productive, satisfying life afterwards. In a world
where change is a predictable constant, there is no more important preparation
than the ability to engage in competent SDL to satisfy self-selected and often-
novel pursuits.

The focus of this book is to offer the reader myriad instructional
strategies that can be used in a blended learning environment - a learning
environment that utilises both online and face-to-face (F2F) experiences -
with the express intent of strengthening students’ learner self-directedness.
These strategies build upon extant theories of learning and teaching that
include inquiry-based learning, flipped classroom approaches, cooperative
learning, pair problem-solving, transactional distance theory, and student
reflection. Theoretical frameworks are presented that discuss salient cognitive
and metacognitive strategies as they relate to SDL, while findings from
associated studies provide support for instructional design recommendations
to strengthen learner self-directedness.
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Foreword

Over the past decade, North-West University’s Research Unit for Self-Directed
Learning has been working diligently, thoughtfully and cooperatively to
engage in research that produces data-driven educational strategies that
facilitate self-directed, lifelong learning. This research unit is the driver behind
a series of books related to SDL, and its affiliated scholars represent the
dominant portion of authors for this latest volume, similar to previous ones.
Although this unit is a rather recent addition to the SDL landscape, the SDL-
related research of many of its scholars greatly precedes the unit’s inception.

By reading this book, | am quite confident that any educator interested in
developing students into self-directed learners via blended learning will learn
invaluable theories and methods that support this outcome. Developing
competent self-directed learners is the most important function of education.
Thus, this volume (as well as previous ones) should be carefully examined by
faculty, scholars, administrators, policy-makers and government officials
interested in maximising the productive impact of education on society.

| commend and thank these authors for sharing their work, thoughts and
recommendations to the international community, thereby leading us all along
novel pathways that facilitate SDL.
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Christo van der Westhuizen

Research Unit Self-Directed Learning,
Faculty of Education, North-West University,
Potchefstroom, South Africa

Mncedisi Maphalala

Research Unit Self-Directed Learning,
Faculty of Education, North-West University,
Mahikeng, South Africa

Roxanne Bailey

Research Unit Self-Directed Learning,
Faculty of Education, North-West University,
Potchefstroom, South Africa

Within the context of the Fourth Industrial Revolution and the increasing need
for the development of 21st-century skills, the notion of ‘self-directed learning’
(SDL) has become increasingly important, especially when integrated into
blended learning environments. Self-directed learning has been conceptualised
differently by several authors over the last few decades. The main accepted
and quoted definition of SDL can be traced to that of Knowles (1975). Apart
from defining SDL differently, several models for SDL have been constructed.
Just so, blended learning has been viewed from different perspectives and
models, the Community of Inquiry (Col) framework being the most widely
accepted to guide the quality of designed online learning environments.

This book is Volume 8 in the NWU Self-Directed Learning Series, initiated
by the NWU’s Research Unit Self-Directed Learning. This series addresses
different aspects of research being conducted within the wider field of SDL
and, specifically, within the mentioned research unit. In addition, this specific
publication relates to research done in the sub-area of blended learning
environments to foster SDL.

This book comprises 10 chapters. In Chapter 1, Van der Westhuizen and
Bailey make a case for aligning the two prominent models in blended
learning and SDL (the PPC model of Hiemstra and Brocket and the Col
framework of Garrison) to stimulate and guide SDL development within a
blended learning environment. This chapter also sets the theoretical
stage for chapters to follow by illustrating the myriad ways in which both
blended learning and SDL can be defined. One aspect that is especially
highlighted in the models presented in Chapter 1 is the importance of
setting the correct and conducive environment to support SDL
development and the cognisance of the individual (person) interacting
with this environment.
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Preface

Chapter 2, written by Kruger et al., conceptualises the tenets of using inquiry-
based learning as a teaching-learning strategy within blended learning
environments to promote SDL. Although not directly, this chapter also
specifically focuses on the affective domain that connects to the ‘person’
aspect of the PPC model of Hiemstra and Brockett.

Continuing the focus on teaching-learning strategies, in Chapter 3, Bailey
and Breed report on the use of the flipped classroom approach (as a blended
learning strategy) combined with cooperative learning to increase students’
SDL. By including a focus on metacognitive self-questioning (implemented in
the F2F cooperative learning sessions), they found that students’ perceived
SDL had increased.

Blended learning environments can also be defined differently, and in
Chapter 4, Kemp and Van der Westhuizen make use of computer-aided design
and learning management systems to foster students’ SDL development
within an Engineering Graphics and Design module at a university in South
Africa. They report on how utilising computer-aided design and learning
management systems correctly gave students the opportunity to take the
initiative and responsibility for learning, illustrating an increase in self-direction
through the use of a blended learning environment.

In Chapter 5, although it may seem that we are moving to a post-COVID
era, Maphalala and Mahlaba specifically focus their research on the use of
blended learning environments to foster SDL, especially as necessitated
during the COVID-19 pandemic. Their findings on blended learning echo those
of previous scholars, where it was found that the F2F component of their
blended learning environment alleviates student challenges and sets the stage
for greater SDL development. Important to note, however, is that it still uses a
blend of F2F and online learning that collectively contributes to the students’
SDL skills development.

In Chapter 6, connecting to the work of Bailey and Breed in Chapter 3,
Lotz, Kruger and Olivier also investigate the use of the flipped classroom
approach (as a blended learning strategy) to foster SDL. Through their
investigation, they formulate set guidelines that include the acknowledgement
of the changed roles of students and lecturers in a flipped classroom approach,
efficient integration of technology in a blended setting, the need for more and
clearer feedback, and scaffolding of SDL.

Most scholars in this book define blended learning as the blend between
F2F learning and online learning; however, it is accepted that blended learning
can also include a blend of aspects either in just a F2F setting or in an online
teaching-learning setting. In her chapter (ch. 7) on academic flexibility when
implementing information communication technology in using blended
learning, Dhlamini focuses on the conducive use of information and
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communication technology when using blended learning. She continues to
report on how flexible (or not) staff members at a particular institution of
higher learning were when confronted with the required use of information
and communication technology within blended learning. The flexibility of staff
speaks to their self-direction and highlights an important aspect for future
research.

In Chapter 8, Olivier, Mabiletja and Ngwenya bring imperative research to
the fore by focusing on self-directed language learning in blended learning
environments, but specifically highlighting Sesotho sa Leboa and isiZulu
student-teachers’ perspectives. By drawing on the strengths of blended
learning environments, they make a case for implementation thereof in the
context of African language learning. Through the use of blended learning
environments, the participants in their study are of the opinion that self-
directed language learning is indeed present.

Another unique aspect of this book is its application of blended learning
environments in contexts beyond the borders of South Africa. In Chapter 9,
Werlen, Mirata, Jagals and Bergamin highlight the importance of appropriate
tasks in the online part of the blended learning environment. Drawing on the
strengths of immediate, automated feedback that can be provided while
students are interacting with the online part and developing a self-control
task, students’ SDL skills are adequately addressed.

In conclusion, Chapter 10 by Bunt and Van Deventer brings another
dimension of blended learning to the table. They investigate the use of a
combination of blended learning and gamification to develop BEd students’
SDL abilities. They specifically include the use of the Habitica game to ensure
student engagement in the blended learning environment. In order to
determine whether students’ perceived SDL skills had improved, they
distributed both pre- and post-tests. Analyses of the quantitative results
indicate that the combination of blended learning and gamification did indeed
support SDL development.
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Chapter 1

A 21st-century vision for
self-directed learning

in blended learning
environments

Christo van der Westhuizen

Research Unit Self-Directed Learning,
Faculty of Education, North-West University,
Potchefstroom, South Africa

Roxanne Bailey

Research Unit Self-Directed Learning,
Faculty of Education, North-West University,
Potchefstroom, South Africa

B Abstract

The person-process-context (PPC) model by Brockett and Hiemstra is a
reconfiguration and updated version of the person-responsibility-orientation
(PRO) model for self-directed learning (SDL). The PPC model highlights the
importance of the person or learner, the teaching-learning transaction or
process, and the social context. All three elements of the model must be
treated with equal importance. In the PPC model, the optimal situation for SDL
to be most effective is when the person, process and context are balanced.
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A 2lst-century vision for self-directed learning in blended learning environments

In other words, the learner is highly self-directed, the teaching-learning process
is set up in a way that encourages students to take control of their own learning,
and the socio-political context and the learning environment support the
climate for SDL. In their research informing the PPC model, Hiemstra and
Brockett highlighted the importance of the social aspects of SDL. Furthermore,
it is clear that the PPC model has not yet received the necessary attention
when being implemented in a blended or online learning environment. This
conceptual chapter sets out to propose a guideline for the implementation of
the PPC model in a blended learning environment, as we will focus on how the
Col framework of Garrison aligns with the PPC model of Hiemstra and
Brockett - to elucidate a 21Ist-century vision for SDL in blended learning
environments. The PPC model will require the same balance in blended learning
environments, which calls for a higher cognitive presence to foster SDL, which
means a balanced social and teaching presence. We argue that the alignment
of the two models holds the key to stimulating and guiding SDL development
within a blended learning environment.

B Introduction

Self-directed learning is imperative for success in the 21st century. In 1975,
Knowles defined SDL as:

[A] process by which individuals take the initiative, with or without the assistance
of others, in diagnosing their learning needs, formulating learning goals, identifying
human and material resources for learning, choosing and implementing appropriate
learning strategies, and evaluating learning outcomes. (p. 18)

Merriam, Caffarella and Baumgartner (2007) listed three integral aims of SDL:
fostering self-determination in students regarding their studies, promoting
transformational learning and increasing emancipatory learning and social
action. In the current era we are living in, being a self-directed learner has
never been more important. Times have changed in so many ways: the
COVID-19 pandemic has occurred, and students (fortunately) no longer have
the luxury of always having access to direct instruction, also well known as a
‘sage on the stage’ idea. Thus, it has become imperative for students (in all
learning sectors) to be equipped with the necessary skills to cope with the
rapid changes occurring around them and to know how to use these varieties
of skills and technologies optimally. Apart from the constant, rapid changes in
information, the use of and variety of technology has also increased.

When discussing blended learning environments to foster SDL, it is
important to contextualise it within the Fourth Industrial Revolution (4IR) and
21st-century skills. The 4IR is the fourth main industrial era since the First
Industrial Revolution. The 4IR fuses technologies, implying a fusion between
physical, digital and biological spheres. These 4IR environments include trends
such as the Internet of Things (IoT), robotics, virtual reality and artificial
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intelligence (Al). The 4IR is changing the way we exist and is inherently
changing the way we learn. The 4IR will not only impact our way of learning
but also our identity, including our feelings towards privacy, ownership,
consumerism, time management, skills development and, importantly, our
relationships with others.

This impact on relationships necessitates focusing on putting people first
and investigating how we can empower them. Butler (2018:n.p.) explained in
the South African Journal of Sciences: ‘Over the next three years, half a million
more jobs will be created’. Employment for workers with scarce skills and who
can manage and work alongside new technologies will become more
competitive. Al will, at the same time, also replace more jobs than it will create.
This will have significant implications for education. To succeed:

* Students must have numeracy and literacy skills and understand how the
ever-changing new world operates.

e Students studying applied sciences must have an understanding of the
political and social nature of the world.

e Students who study humanities must have at least a basic understanding
of Al

* All people must possess problem-solving skills, be adaptable, and can
communicate in both the written and spoken words.

* All people will need to be able to make sound moral decisions that will not
be duplicatable by a successful Al system.

Furthermore, information of a technical nature is more than doubling every
two years. This implies that half of what students learn in a four-year degree
will be dated by the time they graduate. Our educational landscape has not
kept up with the changes and demands to equip our students with the
necessary skills to utilise the opportunities that the 4IR offers. What is needed,
amongst other aspects, is soft skills (e.g. people skills, social skills, communication
skills, character or personality traits, attitudes, career attributes, social
intelligence and emotional intelligence quotients). These soft skills increase
productivity and collaboration and contribute to conducive work environments
that improve the success of an organisation in a competitive world.

Ultimately, the education system should invest in teaching and learning
strategies that foster more SDL skills for students to survive the 21st century
with its unique demands. Therefore, it is imperative to accept learning as
‘lifelong’ and ‘lifewide’; cultivate self-directed, autonomous students; foster
learning that engages the mind, the body and the spirit; and, most importantly,
develop critical thinkers and reflective practitioners with an array of soft
skills.

With this in mind, Akgunduz and Akinoglu (2016) mentioned that
technology has become such an important part of our lives, especially in
education, that teaching-learning approaches will have to be adapted.
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They also stated that face-to-face (F2F) learning will decrease; thus blended
learning as a learning model or environment has been gaining more and more
interest. In 2016, Akgunduz and Akinoglu could hardly foresee the forced
decrease in F2F learning that COVID-19 would bring about.

In the recent case of the pandemic of COVID-19, which interfered with the
way of life of many, the education system was also affected. Some of the steps
taken by the South African government to counter the spread of COVID-19
were to prohibit public meetings at the height of the pandemic, introduce
social distancing, and temporarily close schools. This required a move to
‘emergency’ online learning and put forward what it means to be a teacher
and a learner in a pandemic setting (Mhlanga & Moloi 2020). The transition
from the traditional teaching approach to an acceptance of ‘emergency’ online
learning was inevitable when it became mandatory during the pandemic to
implement a more proactive way of engaging in the education curriculum
(Mhlanga & Moloi 2020). Previously recognised for focusing on F2F delivery,
HEIs are now adopting new Internet-based technology.

The COVID-19 pandemic, the daily advancements in technology and the
growing momentum of the 4IR have exposed the dire need for new teaching
and learning methodologies. Jamiu and Yakubu (2020) highlighted that the
paradigm shift from teacher-centred (where the teacher is the sole controller
of teaching and learning activities) to student-centred (where students are
actively involved) had gained worldwide advocacy for its practice at all levels
of education.

With these challenges brought about by COVID-19 and the need to be even
more self-directed, especially with education globally moving towards
emergency online learning, the necessity to better investigate and understand
the implementation of blended learning to foster SDL skills has become more
prevalent.

To address the need to investigate and understand the implementation of
blended learning to foster SDL, an investigation into SDL models and how
these models relate to a blended learning environment is required. Although
we will highlight various models of SDL and blended learning, we pay specific
attention to the PPC model of Brockett and Hiemstra (1999) and the
Community of Inquiry framework (Col) of Garrison, Anderson and Archer
(2000).

This conceptual chapter proposes guidelines for implementing of the PPC
model in a blended learning environment, especially the online design of
courses and activities, as we will focus on how the Col framework of Garrison
aligns with the PPC model of Brockett and Hiemstra. We end the chapter with
a conclusion on how the PPC model can be used when facilitating SDL skills
development through a blended learning environment.
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B Conceptual and theoretical framework

This research is informed by the social constructivist theory. Social
constructivism asserts that learning occurs through both social interaction
and individual meaning-making (Bozkurt 2017). When referring to Knowles’
pioneering definition of SDL, it is thus also clear that social constructivism
could have played a role in his mind when he stated, ‘with or without the help
of others’. Apart from social constructivism being relevant in SDL, it also holds
value in blended learning, as several scholars have proved that blended
learning environments gain success when incorporating social learning, for
example, Van der Westhuizen (2015). To elucidate why this theory forms the
basis of the conceptual and theoretical framework, we will discuss each
concept (SDL and blended learning) of the chapter separately and indicate
how it relates to the social constructivist theory.

Self-directed learning
1 Background to self-directed learning models

Self-directed learning (although being related to self-regulation, self-
sufficiency and self-control; Ayyildiz & Tarhan 2015) has its roots in adult
education with authors such as Houle, Tough and (probably the most cited)
Malcolm Knowles (Sawatsky et al. 2017). Brockett and Hiemstra (1991) noted
that few topics in adult education have gained as much attention as SDL. As
mentioned, the most widely cited definition of SDL is that of Malcolm Knowles.
He defined SDL as (Knowles 1975):

[A] process by which individuals take the initiative, with or without the assistance
of others, in diagnosing their learning needs, formulating learning goals, identifying
human and material resources for learning, choosing and implementing appropriate
learning strategies, and evaluating learning outcomes. (p. 18)

Ayyildiz and Tarhan (2015:670) highlighted that a self-directed learner
possesses the following skills:

* A desire for lifelong learning.

* A sense of responsibility towards their own learning.

A metacognitive ability to learning how to learn.

* Basic literacy and numeracy skills.

* Higher-order thinking, such as critical thinking, problem-solving and
metacognition.

* Interpersonal skills, such as social skills.

They (Ayyildiz & Tarhan 2015:670) further used their observations from
literature reviews to create a measuring scale of SDL skills that included the
following key factors:

» Attitude towards learning.
* Learning responsibility.
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* Motivation and self-confidence.
* Ability to plan to learn and acquire knowledge.
e Ability to use learning opportunities.

Baumgartner (2003) mentioned that SDL has three definitions: SDL as a
‘goal’, SDL as a ‘process’ and SDL as a ‘personal attribute’. They continued to
categorise SDL models into three categories: sequential (which places
students’ SDL into steps), interwoven (which emphasises examining
characteristics of a learner and its connection to the learning context/
teaching-learning environment) and instructional (which provides set of
instructions to teachers to develop SDL in their teaching-learning environment)
(Baumgartner 2003:26).

Sawatsky et al. (2017) noted that several theories of SDL were followed
after the initial introduction of SDL in literature. They noted that all these
theories, in some ways, are informed by Knowles’ definition. According to
Sawatsky et al. (2017), these theories all encompass three key elements:
process, personal attributes, and context. Even when referring to factors
mentioned by Ayyildiz and Tarhan (2015), it is clear that the process,
personal attributes and context play the most vital part in SDL development.
Francom (2010) also noted that although there are several factors that
influence SDL development, the teaching-learning environment (as in the
context of this chapter in a blended learning environment) can be
manipulated to foster SDL. Subsequently, three models (Francom 2010;
Grow 1991; Wichadee 2011) of SDL development will be mentioned (in no
particular order), followed by an in-depth discussion on the PPC model
(as one of the most popular models and arguably the most relevant model
for SDL development).

Francom (2010:33) developed a model of SDL development where they
specifically made conclusions about the ‘principles for fostering students’
self-directed learning skills’. These principles were concluded from a
comprehensive review of empirical research and theoretical literature reviews
on the body of scholarship on SDL. The four prescriptive principles, as
described by Francom (2010), are illustrated in Figure 1.1.

The four principles are given as follows (Francom 2010:33-36):

e Match the level of SDL required in educational activities to student
readiness.

e Progress from teacher to student direction of learning over time.

e Support the acquisition of subject matter knowledge and SDL skills
together.

* Have students practise SDL in the context of learning tasks.

In Francom’s model, it is clear that the learner/student stands at the centre
of the teaching-learning environment; however, the instructor/teacher still
prescribes and manipulates the teaching-learning environment to

6
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Self-directed
learning skills

Source: Francom (2010:34).
FIGURE 1.1: General principles for fostering self-directed learning skills in formal education.

successfully guide the student from being less self-directed to more self-
directed. The onus lies with the teacher to match the self-directed activities
with the student’s self-directed readiness. Although only discussed later in
this chapter, it is already clear that the flexibility of blended learning
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environments provides a greater possibility for this ‘match’ of activity and
readiness. Francom (2010) also highlighted the importance of centring
learning tasks in order to have learning transfer from one context to another
context. This model describes four prescriptive principles of SDL skills
development; however, it can be noted that, as mentioned by Sawatsky et
al. (2017), it encompasses three key elements: process, personal attributes
and context. This notion again links up with Hiemstra and Brockett’s PPC
model, which will be discussed at the end of this section.

Another model worth noting is that of Wichadee (2011). By using a literature
review, designing a draft of the model, implementing and evaluating it (by
experts) and implementing it in their classroom, Wichadee (2011) developed
an SDL instructional model with specific application in a reading ability course.
The SDL instructional model thus included three stages:

¢ Preparation stage.
¢ Learning stage.
* Evaluation stage.

During the preparation stage, the teacher identifies students’ needs (and
background) in terms of reading skills to use the data as a guideline for
teaching them (Wichadee 2011).

In the learning stage, students engage in a seven-step process: choosing
learning content that they are interested in, stating the learning goals, developing
a learning contract, developing a plan to reach their set goal, engaging in the
set learning activities, combining the knowledge they have acquired and
evaluating whether their learning goals have been met (Wichadee 2011).

Finally, Wichadee (2011) concluded their SDL instructional model with the
evaluation stage. This stage focused on three types of assessment activities:
the teacher examining the students’ reading ability, the teacher examining the
students’ self-directed learning ability (SDLI) and the teacher studying the
students’ view of SDL.

Unfortunately, one cannot deny that Wichadee’s model relies quite heavily
on the teacher and has the teacher directing the greater part of the learning
experience. It is clear, once again, that the three stages suggested by
Wichadee (2011) can be aligned with the notion of Sawatsky et al. (2017) in
that the preparation stage coincides with the ‘personal attributes’, the
learning stage coincides with the ‘process’ and all three stages link with the
notion of ‘context’.

Another popular model for SDL is that of Grow (1991). He noted that SDL
consists of four stages:

» Stage one: Students are other-directed and are dependent on the teacher
to present content to them.
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» Stage two: The teacher’s role moves from a lecturer to a motivator. The
teacher, however, still directs the learning process, and learning is thus
quite teacher-directed.

« Stage three: The learner moves from being teacher-directed/other-directed
to being facilitated - a move to a more learner-centred learning process.
This can also occur when the learner engages in peer activities that they
themselves direct.

« Stage four: The learner takes full responsibility for their own learning, and
the learning process is thus fully learner-directed and self-directed (Grow
1991).

Professor Randy Garrison (father of the Col framework) already developed a
pivotal SDL model in 1997. Figure 1.2 illustrates Garrison’s 1997 comprehensive
model of SDL.

Referring to the model of Garrison (Garrison 1997:22), it is clear that SDL
includes three overlapping dimensions/elements: ‘self-management (task
control), self-monitoring (cognitive responsibility) and motivation (entering
and task)’. In the self-management dimension, the focus is placed on the
social and behavioural aspects of learning (i.e. external influences on
the learning process). The self-monitoring dimension focuses on the cognitive
and metacognitive aspects of learning (i.e. learning strategies). In the
motivation dimension (which seems to be the most difficult to unpack),
the focus is placed on aspects such as entering motivation (deciding to
participate) and task motivation (persisting in participation). Although we
only briefly mention the three elements/dimensions of Garrison’s model,

Motivation (Entering/Task)

Self-monitoring (Responsibility) [« > Self-management (Control)

Self-directed learning

Source: Garrison (1997:22).
FIGURE 1.2: Dimensions of self-directed learning.
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Garrison (1997) emphasised that it should be clear that these elements are
‘intimately connected’ and should not be seen in silos. These aspects relate
well with the PPC model of Hiemstra and Brockett (2012) in the sense that
they are ‘intimately connected’ and also fit into the three elements suggested
by Hiemstra and Brockett (person, process and context).

Song and Hill (2007) summarised the major models of SDL by placing them
in three categories, as noted by Sawatsky et al. (2017). In Table 1.1 (as taken
from Song & Hill 2007:28), it is clear that three perspectives of SDL occur (as
mentioned by Sawatsky et al. 2017); furthermore, three main models are
illustrated: Candy’s (1991) model, Brockett and Hiemstra’s (1991) model and
Garrison’s (1997) model. Although Song and Hill do not include the models
mentioned, yet, the models that they mention are noteworthy and popular
amongst scholars in SDL research. It also includes Brockett and Hiemstra’s
(1991) personal responsibility orientation model (person-responsibility-
orientation [PRO] model) that preceded the PPC model.

TABLE 1.1: Perspectives on self-directed learning.

Perspectives Description Models
Candy (1991) Brockett and Hiemstra Garrison (1997)
(1991)
Personal Moral, emotional ¢ Personal ¢ Goal orientation * Self-management
attributes and intellectual autonomy (personal attribute) (use of resources)
management o
¢ Self-management * Motivation
Process Learner autonomy ¢ Learner control * Process orientation * Self-monitoring
over instruction . (learner control)
« Autodidaxy
Context Environment where < Self-direction is « Social context: role of < N/A
learning takes place context bound institutions and policies

Source: Song and Hill (2007:28).

When referring to the models discussed in this section, and the body of
scholarship on SDL theory, it is clear that a large cohort agrees that SDL, in
whichever form, should include a focus on personal attributes, process and
context. It is in line with this argument and the fact that social constructivism
(as our conceptual framework) is supported that we accept the PRO model of
Brockett and Hiemstra (1991), which was later adapted to the PPC model of
Hiemstra and Brockett (2012), as the most acceptable and relevant model
of SDL development. The following section will thus describe these two
models in detail.

] The person-process-context model of self-directed
learning development

As the old saying goes, one cannot know where you are going if you do not
know where you have been. Thus, to understand and fully grasp the PPC
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model (Hiemstra & Brockett 2012), one needs to first understand the PRO
model (Brockett & Hiemstra 1991), which acted as the model that preceded
the PPC model.

Brockett and Hiemstra (1991) noted that in their view, self-direction in
learning could be divided into two categories or dimensions: (1) the process
of the learner assuming the responsibility for the learning process and (2) the
desire of the learner to assume responsibility of the learning process. Self-
directed learning is thus seen as an ‘instructional method’ (i.e. the process of
the learner assuming responsibility) and a ‘personality characteristic’ (the
desire of the learner to assume responsibility).

In Figure 1.3, the PRO model diagram is illustrated. In this diagram (as
developed by Brockett and Hiemstra 1991), four main components can be
seen: (1) personal responsibility, (2) learner self-direction, (3) SDL and
(4) self-direction in learning. It is also clear that factors within the social
context play an important role. It is in line with this argument that we also
accept the social constructivist theory as an appropriate theory for our
conceptual framework.

Hiemstra and Brockett (2012) noted that the PRO model helped define SDL
and explain the concept of self-direction in learning. Although they set out to
‘update’ their PRO model, they claim that the notions of the PRO model still
hold the essence of their view and thinking regarding SDL. The main aim of

Personal responsibility

Characteristics of the L
R . Characteristics
teaching-learning
- of the learner
transaction

Self-directed learning Learner self-direction

N

Self-direction in learning

Factors within the social context

Source: Brockett and Hiemstra (1991:n.p.).
FIGURE 1.3: The personal responsibility orientation model.
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the PPC model thus was to reintroduce their thoughts about SDL in an
understandable language (Hiemstra & Brockett 2012).

We have already discussed that the PPC model evolved from the PRO
model above; however, we also should point out that the two authors had
gained a cumulative experience of approximately 20 years between the PRO
model and the PPC model (Hiemstra & Brockett 2021). Figure 1.4 illustrates
the PPC model.

Figure 1.4 points out that all three elements in the PPC model share equal
importance when referring to SDL development. Hiemstra and Brockett
(2012:158) described the three elements as follows:

e Person includes personal attributes and or characteristics of the learner,
such as ‘creativity, critical reflection, enthusiasm, life experience, life
satisfaction, motivation, previous education, resilience and self-concept’.

* Process involves the teaching-learning transaction (also known as the
teaching-learning environment), including ‘facilitation, learning skills,
learning styles, planning, organising, evaluating abilities, teaching styles
and technological skills’.

* Context ‘encompasses the environmental and socio-political climate, such
as culture, power, learning environment, finances, gender, learning climate,
organisational policies, political milieu, race and sexual orientation’.

Hiemstra and Brockett (2012) further emphasised that SDL development is
best achieved when all three elements are in balance. In their seminal work on

Source: Hiemstra and Brockett (2012:158).
SD, self-directed.

FIGURE 1.4: The person-process-context model.
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the PPC model, Hiemstra and Brockett (2012) actually called for further future
research to identify and investigate the intersections between the three
elements. It is exactly to this call that we as authors heed - later in this chapter,
it will become clear how we see the intersections of the PPC model when
applying it to blended learning environments and what we believe should be
placed in these intersections to fit technology integration in SDL; however,
before that discussion, we first discuss the PPC model in more detail and as
viewed by other authors.

Du Toit-Brits (2019) mentioned that in the PPC model, the teacher plays a
key role in creating a conducive environment for students’ SDL development.
This notion (of Du Toit-Brits) plays to the ‘context’ and ‘process’ elements in
the PPC model; however, it excludes the reality of the ‘person’. Piotrowski
(2020) noted that Hiemstra and Brockett stated that too little research was
done on the ‘person-context’ interrelationship, thereby creating a gap for
research on how the person/learner interacts with the context.

In their study on establishing new insights into SDL development, Nasri
(2019) found that teachers should develop a promotive collaborative
relationship with their students, recognise resources and restrictions and how
these may hinder or promote SDL development in their classes and have
support from their institutions about their teaching-learning strategies (which
will support their students’ continuous lifelong learning), as well as having
support from their institutions in fostering collaboration between teachers. In
short, Nasri (2019) may have mentioned that the institution should support
the teacher to successfully support and engage with the ‘person’, ‘process’
and ‘context’ during SDL development. The aforementioned is also true when
implementing blended learning in classrooms.

Apart from the apparent gap in SDL literature, especially concerning the
PPC interrelationship, a gap exists between the development of SDL,
specifically in blended learning environments and even more so post-
COVID-19. We will subsequently discuss blended learning and how blended
learning environments can promote SDL development.

Blended learning

Blended learning is a combination of F2F and computer-mediated instructions,
referring to the integration of specific and complementary F2F and online
approaches to teaching and learning (Garrison & Vaughan 2013; Graham
2006; Hung & Choub 2014). A blended learning environment can therefore be
described as a teaching and learning environment that uses blended learning
methods of instruction, which require interaction between students and
educators, and innovative digital instructional resources (computer-mediated
instructions) that do not specifically require student-educator interaction
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(Graham 2006; Prohorets & Plekhanova 2015). A blended learning environment
can be characterised by student self-directedness, in which students are
aware of their own learning responsibilities and actively participate in learning
processes such as acquiring information, planning and evaluating activities
(Freeman et al. 2014; Geng, Law & Niu 2019). Therefore, students’ ability to
direct themselves in a blended learning environment can affect the learning
effectiveness of students in a particular blended learning environment (Geng
et al. 2019). Furthermore, a blended learning environment aims to improve
students’ learning effectiveness by creating meaningful student experiences
and using time and physical materials effectively and purposefully (Singer &
Stoicescu 2010). To effectively create a blended learning environment,
educators and students will be required to employ blended learning models
such as, but not limited to, station or lab rotations, a flipped-classroom or an
individual-rotation model, which aim to combine the strengths of both F2F
and computer-mediated instructions (Bosch 2017; Horn & Staker 2014).

Blended learning at the course and activity levels reflects the most common
idea of blended learning and views blended learning as some combination of
F2F and technology-supported instruction. The two most commonly used
definitions of blended learning are those of Graham (2006:5) and Garrison
and Kanuka (2004:96). Graham (2006:5) defined blended learning as ‘the
combination of F2F instruction with computer-mediated instruction’, whilst
Garrison and Kanuka (2004:96) defined it as ‘the thoughtful integration of
classroom F2F learning experiences with online learning experiences’. Both
these definitions reflect the idea that blended learning is ‘the combination of
two different models of teaching and learning, namely traditional, F2F learning
and online learning, each with its own historical background, learning
strategies, strengths and weaknesses’ (Hrastinski 2019:565).

Although there are still many discourses on finding a more reliable definition
for blended learning that incorporates factors such as context, pedagogical
approaches and learning theory (Cronje 2020:115; Hrastinski 2019:565; Smith
& Hill 2019:838), the foundational idea is that F2F learning and e-learning
should be integrated optimally in order to utilise the strength of each of the
learning modes and in blending these into a unique learning experience
conducive to the set outcomes of the learning purpose of the blended learning
environment (Garrison & Vaughan 2013:25). However, when implementing
blended learning, one cannot merely integrate technology in the classroom or
determine whether there is a right blend of technologies that will be conducive
to students’ learning; blended learning requires the facilitator to create a
‘transformative environment’ where critical thinking and complex learning
skills are developed (Halverson & Graham 2019:147). Thus, in a blended
learning environment, the use of technology moves from being a ‘teaching
tool to the actual learning space where collaboration and sharing occur’
(Delialioglu 2012:313). Central to blended learning is thus also the collaboration
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component and, most vitally, the change from teacher-centred teaching to
student-centred facilitation (Wallder & Brown 2019:661). From these
discussions, it is clear why blended learning would often become the chosen
approach to teaching and learning. Blended learning increases student access
and flexibility, increases the level of active learning, and teachers and
facilitators reach more positive student experiences and outcomes when
implementing blended learning (Hrastinski 2019:564). In the following sections,
the blended learning continuum and some models for blended learning will be
discussed.

It is mostly the online part of blended learning where the most application
difficulties occur as to what technologies should be blended with which
teaching and learning strategies to optimise SDL and requires the most
redesign. Laine, Myllymaki and Hakala (2021) emphasised the fact that online
learning holds several possibilities for SDL development. This notion has been
supported by several researchers across the body of scholarship on SDL. In
the following sections, we thus discuss some models that pertain to blended
learning (including online learning that holds relevance in blended learning
environments) - we conclude the section with an argument that the Col
framework (Garrison et al. 2000) provides key concepts and elements when
implementing blended learning environments to foster SDL.

[0 Song and Hill’s conceptual model for understanding self-
directed learning development in online environments

Without realising it, Song and Hill (2007) already paved the way for 2021,
where SDL development would wholly depend on online learning
environments. They based their notion of their model specifically on the fact
that previous models of SDL development were mostly focused and based
on F2F teaching-learning environments. Figure 1.5 illustrates Song and Hill’s
conceptual model for understanding SDL development.

Song and Hill (2007) also based the model on the three elements that are
described by Sawatsky et al. (2017): personal attributes, processes and
context. In Song and Hill’s (2007) model, the personal attributes and processes
form part of ‘self-directed learning’, whereas the learning context is removed
from SDL and placed on its own.

Although the model does indicate an interaction between SDL and
learning context, it does create a sense of disconnect between the two
elements. The elements of Song and Hill (2007) also align with Hiemstra
and Brockett’s (2012) PPC model in terms of the three basic elements
(person, process and context); however, Hiemstra and Brockett (2012) made
a strong argument for placing all three elements in connection with each
other in order to develop SDL successfully. They (and other authors)
indicated that one element should not be prioritised above another
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Source: Song and Hill (2007:31).
FIGURE 1.5: A conceptual model for understanding self-directed learning.

(although one sometimes cannot stop the balance between the elements).
Another critique of Song and Hill’s model is that it could possibly hold true
for online learning; however, it lacks support in terms of blended learning
(where F2F teaching-learning environments and online teaching-learning
environments are combined to gain the greatest advantage from both). It is
in line with these critiques that we will subsequently discuss the Col
framework as developed by Garrison et al. (2000) as a successful model
when engaging with online and blended learning environments (as proven
by several authors in recent studies, for example, Van der Westhuizen 2015).
This will be followed by a discussion on the usefulness of the Col framework
for SDL development.

Community of Inquiry model by Garrison, Anderson
and Archer

In 2000, Garrison et al. (2000) developed a framework for describing the
critical elements when engaging in higher education online learning and
blended learning (Garrison & Vaughan 2008). This model has been well
studied in the literature (according to Google Scholar, this model was cited
just below 3000 times) and proved to be a meaningful framework for the
development of online courses, especially in higher education, as it is seen
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Social presence: The ability of
participants in a community of
inquiry to project themselves
socially and emotionally as ‘real’
people (i.e. their full personality),
through the medium of
communication being used.

Supporting
discourse

Social presence Cognitive presence

Educational

¢xperience, Cognitive presence: The extent to

which learners are able to construct
and confirm meaning through
sustained reflection and discourse
in a critical community of inquiry.

Setting
climate

Selecting
content

Teaching presence Teaching presence: The design,

facilitation, and direction of
cognitive and social processes for
the purpose of realising personally
meaningful and educationally
worthwhile learning outcomes.

Communication medium

Source: Garrison et al. (2000:2).
FIGURE 1.6: Community of Inquiry (Col) framework.

as a dependable and valid measuring instrument to analyse the quality
and efficiency of designed online learning environments (Rapchack 2017).
Figure 1.6 illustrates the Col framework' as designed by Garrison et al.
(2000:3) and focuses on three important presences, that is, the teaching,
social and cognitive presences (Shea, Pickett & Pelz 2003; Shea et al.
2005).

For the purposes of this chapter, the following needs to be highlighted
again to allow for a sufficient comparison and overlap of the Col framework
of Garrison et al. (2000) and the PPC model of Hiemstra and Brockett (2012).

A fair amount of the research demonstrates the Col framework’s validity in
analysing and evaluating the processes and designs associated with the
creation of higher-order learning activities to ensure that students become
engaged in a learning process of critical inquiry (Morueta et al. 2016; Rapchak
2017; Swan, Garrison & Richardson 2009; Szeto 2015).

1. The Col framework is also extensively covered in the AOSIS’s NWU Self-Directed Learning Series volume 1
(ch. 9) and volume 5 (ch. 2, 6 and 9), which are freely downloadable at https//doi.org/10.4102/a0sis.2019.BK134
for Volume 1 and https//doi.org/10.4102/a0sis.2020.BK210 for Volume 5.
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Firstly, the Col framework is theoretically grounded (Cho, Kim & Choi 2017)
(Garrison et al. 2000):

[/In social constructivism that views collaboration among the participants as
[essential] for meaningful knowledge [construction] (Garrison, Cleveland-Innes &
Fung 2010). Students’ mindful engagement in interactions with the instructor [or
tutors] and with other students can help them to develop relevant knowledge [and
skills]. (p. 1)

As indicated above, the Col framework entails three interactive, all overlapping,
presences, namely teaching presence, social presence and cognitive presence
and can (according to Cho et al. 2017; Morueta et al. 2016) be defined or
described as follows:

1.

Teaching presence entails ‘the design, facilitation, and direction of cognitive
and social processes for the purpose of realising personally meaningful
and educationally worthwhile learning outcomes’ (Anderson et al. 2001:5).
Teaching presence is fundamentally the starting point and essence - the
glue - of an online learning environment and plays a key role in nourishing,
supporting and maintaining the social and cognitive presences of online
learning environments (Akyol & Garrison 2011; Garrison, Anderson & Archer
2010). Teaching presence entails two overall functions: ‘(1) the design of
the educational experience and (2) facilitation among the instructor and
the students. It is the responsibility of the instructor to design and integrate
both cognitive and social presence for educational purposes through
scaffolding, modelling or coaching’ (Morueta et al. 2016:124).

. Social presence entails ‘the ability of participants to identify with the

community (e.g. course of study), communicate purposefully in a trusting
environment, and develop interpersonal relationships by way of projecting
their individual personalities’ (Garrison 2009:352). It is also important to
note that ‘social presence emphasises participants’ communication skills in
relation to other members and contributes to the creation of a collaborative
learning climate’ (Akyol & Garrison 2011:184). Social presence is, therefore,
divided into three sub-categories, namely: ‘Affective, interactive, and
cohesive and reflects a supportive context for emotional expression, open
communication, and group cohesion for the resolution of the respective
task. Social presence, an important factor critical to F2F teaching, is a
challenge for instructors to facilitate in online learning environments’
(Morueta et al. 2016:123).

Finally, cognitive presence entails ‘the extent to which students are able to
construct and confirm meaning through sustained reflection and discourse
in a critical Community of Inquiry’ (Garrison et al. 2001:11). ‘Through
cognitive presence, students develop meaningful knowledge’ (Cho et al.
2017). The cognitive presence can be further categorised into four phases,
with each phase defined by specific descriptors: (1) triggering events -
identifying an inquiry topic; (2) exploration - discussing and reflecting on
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the issue; (3) integration - building meaning from ideas developed through
exploration; and (4) resolution - applying newly acquired knowledge to a
real-world context (Morueta et al. 2016:122).

Teaching presence is, therefore, the integrating and overarching authority that
facilitates online collaboration and interaction to structure, organise, manage,
administrate and lead the online teaching and learning environment and
processes through deliberate, collaborative, and continuous processes. Socia/
presence refers to the ability of the virtual environment to connect users
safely and smoothly, allowing members of the online community and the
lecturer to collaborate at a more personal level. The idea of cognitive presence
refers to the cognitive and metacognitive construction of meaning, acquiring
higher-order skills, and understanding deeper concepts through collaborative
inquiry (Garrison 2006). ‘It is the balanced overlapping of these three elements
that generate the core of a Col where collaborative constructivist teaching
and learning experiences can be accomplished’ (Garrison 2006:30). Online
learning experiences and interaction between these presences should
continuously advance to maximise the ‘learning experience’ of students or
learners as it affords intellectual, social and cognitive interaction amongst
online collaborators and study materials, ultimately achieving the set learning
outcomes of course work (Annand 2011).

Finally, for complex, higher-order learning activities, it is important to
ensure an optimal social presence to assure the achievement of awareness
and a high cognitive presence. Thus, the complexity and nature of the activity
or task appears to affect the cognitive abilities and activity of the group
(Morueta et al. 2016).

B Alignment of the person-process-context
model and Community of Inquiry framework

As mentioned earlier in the chapter, Hiemstra and Brockett (2012) called for
investigations into the intersections that encompass the three elements of
their PPC model. Furthermore, a need to investigate a model for SDL that
proves relevant and possible in blended learning environments and online
learning environments (as noted by Laine et al. 2021) is more imperative now
than ever. In an attempt to adhere to this call, as well as to allow for technology
integration within blended learning environments, we subsequently indicate
why we argue that a combination of the PPC model and the Col framework
holds the key to successful SDL development in blended learning environments
and therefore apply the PPC module guidelines when designing online courses
or activities. Figure 1.7 illustrates our proposed suggestion of combining the
Col framework with the PPC model for optimal SDL development for designing
online or blended learning environments. The figure is followed by a discussion
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of how we see each element and how each element interacts with the other
within the context of designing blended learning environments to foster SDL.
There is also an observation that the Col framework lacks proper guidelines to
take SDL into consideration when designing online courses or activities, and
there also might be uncertainty on how to apply the PPC model in online or
blended learning environments.

As illustrated in Figure 1.7, we suggest that blended environments that aim
to foster SDL should follow the PPC model, taking into account the person
(referring to the characteristics of the learner), the process (referring to the
teaching-learning process) and the context (referring to the sociocultural
context of the learner and the teacher). We further propose to introduce the
three core presences of the Col framework into the blended learning
environment. As indicated earlier in the chapter, these presences are the
cognitive presence (illustrated with ‘CP’ in the figure), the social presence
(illustrated with ‘'SP’ in the figure) and the teaching presence (illustrated with

Selecting
content

Setting
climate

Supporting
s discourse

Process

Communication medium

Self-directed learning as optimal
educational experience

Source: Hiemstra and Brockett (2012:158) and Garrison et al. (2000:3).
Key: TP, teaching presence; CP, cognitive presence; SP, social presence; SDL, self-directed learning.

FIGURE 1.7: Proposed framework aligning the person-process-context model with the Community of Inquiry
framework.
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‘TP’ in the figure). We argue that balancing the three elements of the PPC
model and the three presences of the Col framework is the key to successful
SDL development when designing and managing blended and online learning
environments.

In order to elucidate the claims made in the aforementioned paragraph, we
will discuss each intersection separately.

Person-context intersection: Teaching presence

To illustrate the connection between the person and context and how the
teaching presence overlaps with the characteristics of the person and
context elements and serves as an intersection between these two, we have
placed the three individual elements in a table. Box 1.1 indicates the
components of the ‘person’ element that relate to the components of the
‘teaching presence’ in the middle column. We also added the components
of the ‘context’ element that relate to the ‘teaching presence’ component in

BOX 1.1: Teaching presence as intersection between person and context.

Person Teaching presence Context

(Hiemstra & Brockett
2012:158)

(Pool 2014:185) (Hiemstra & Brockett 2012:158)

‘This includes characteristics
of the individual, such as
creativity, critical reflection,
enthusiasm, life experience,
life satisfaction, motivation,
previous education, resilience,
and self-concept.’

‘Contributes to effectiveness of
online learning through guided
communication towards higher
levels of learning through
reflective participation.’
Anderson et al. (2001:3)

‘This encompasses the
environmental and socio-political
climate, such as culture, power,
learning environment, finances,
gender, learning climate,
organisational policies, political
milieu, race, and sexual orientation.’

Motivation and life satisfaction

Ensure student satisfaction
throughout

Culture, gender, finances, race and
sexual orientation

Critical reflection

Perceived learning by realising
personally meaningful and
educationally worthwhile
learning

Culture, gender, finances, race and
sexual orientation

Characteristics of the learner
and life experience

Create a sense of community by
establishing a prominent social
presence

Culture and socio-political climate

Motivation and previous
education

Design of cognitive and
social processes to engage in
meaningful learning

Environmental and socio-political
climate, learning environment and
learning climate

Motivation, previous education
and self-concept

Facilitation discourse of
cognitive and social processes
to engage in meaningful
learning

Learning environment and learning
climate

Motivation, life experience,
previous education and self-
concept

Direction of cognitive and
social processes to engage
in meaningful learning

Organisational policies, learning
environment and learning climate

Source: Hiemstra and Brockett (2012:158) and Garrison et al. (2010:7).
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a column. In this way, we indicate how and which components of each
element taken from the PPC relate to the teaching presence of the Col. It
must be noted that, although the teaching presence fits well within the
overlap section between person and context, there are also prominent
characteristic similarities and overlaps between creating a teaching
presence in online learning and aspects to take into consideration in the
person sector only of the PPC model. In the same account, there is also a
robust characteristic overlap between the teaching presence and the
context aspect of the PPC model.

Context-process intersection: Cognitive presence

To illustrate the connection between the context and process and how the
cognitive presence overlaps with the characteristics of the context and
process elements and also serves as an intersection between these two,
we have placed the three individual elements in a table. Box 1.2 indicates the
components of the ‘context’ element that relate to the components of the
‘cognitive presence’ in the middle column. We also added the components of
the ‘process’ element that relate to those components of the ‘cognitive
presence’ in a column. In this way, we indicate how and which components of
each element taken from the PPC relate to the cognitive presence of the Col.
It must be noted that, although the cognitive presence fits well within the
overlap section between process and context, there are also prominent
characteristic similarities and overlap between creating a cognitive presence
in online learning and aspects to take into consideration in the process sector
only of the PPC model. Inthe same account, there is also a strong characteristic
overlap between the teaching presence and the context aspect only of the
PPC model.

Person-process intersection: Social presence

To illustrate the connection between the person and process and how the
social presence overlaps with the characteristics of the person and process
elements and also serves as an intersection between these two, we have
placed thethreeindividual elementsinatable.Box1.3indicates the components
of the ‘person’ element that relate to the components of the ‘social presence’
in the middle column. We also added the components of the ‘process’ element
that relate to those components of the ‘social presence’ in a column. In this
way, we indicate how and which components of each element taken from the
PPC relate to the teaching presence of the Col. It must be noted that, although
the social presence fits well within the overlap section between person and
process, there are also prominent characteristic similarities and overlap
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Context
(Hiemstra & Brockett 2012:158)

‘This includes characteristics
of the individual, such as
creativity, critical reflection,
enthusiasm, life experience,
life satisfaction, motivation,
previous education, resilience,
and self-concept.’

Cognitive presence
(Pool 2014:197)

‘Refers to higher-order levels of
learning and, therefore, requires
purposeful discourse in order
to collaboratively construct,
critically reflect and confirm
understanding.’ (Garrison &
Vaughan 2008:19)

Process
(Hiemstra & Brockett 2012:158)

‘This encompasses the
environmental and socio-
political climate, such as
culture, power, learning
environment, finances, gender,
learning climate, organisational
policies, political milieu, race,
and sexual orientation.’

Culture, gender, finances, race
and sexual orientation

Reflective inquiry and confirm
meaning and understanding
through sustained reflection and
discourse in a critical Col

Learning skKills, learning styles,
planning, organising and
evaluating abilities

Culture, gender, finances, race
and sexual orientation

Critical thinking by reflecting
critically with discourse to
construct and confirm meaning

Learning skills, learning styles,
planning, organising and
evaluating abilities

Environmental and socio-
political climate, learning
environment and learning
climate

Triggering event as well as
exploration, integration and
resolution in the process of
constructing and confirm meaning
through sustained reflection and
discourse in a critical Col

Teaching-learning transaction,
teaching styles and facilitation

Environmental and socio-
political climate, learning
environment and learning
climate

Exploration and critical reflection of
meaning with purposeful discourse
in order to collaboratively construct

Learning skKills, learning styles,
planning, organising, evaluating
abilities and technological skills

Learning environment and
learning climate

Integration of critical discourse and
reflection in a Col

Learning skills, learning styles,
planning, organising, evaluating
abilities and teaching-learning
transactions

Culture, gender, finances, race,
sexual orientation, organisational
policies, learning environment
and learning climate

Resolution of critical discourse and
reflection in a Col

Learning skKills, learning styles,
planning, organising, evaluating
abilities and teaching-learning
transactions

Learning environment and
learning climate

Development could be dependent
on success in teaching presence

Teaching-learning transactions,
teaching styles and
technological skills

Source: Hiemstra and Brockett (2012:158) and Garrison et al. (2010:6).

between creating a social presence in online learning and aspects to take into
consideration the person sector only of the PPC model. In the same account,
there is also a strong characteristic overlap between the social presence and
the person aspect only of the PPC model.

As indicated in the discussion above, the Col framework can be seen
as the missing link that serves as the interrelationship and intersection
between the three main elements of the PPC model. We thus argue that it is
in the combination of the PPC and Col that SDL development in blended
learning environments will best reach success in the 21st century.
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BOX 1.3: Social presence as an intersection between person and process.

Person

(Hiemstra & Brockett
2012:158)

This includes characteristics
of the individual, such as
creativity, critical reflection,
enthusiasm, life experience,
life satisfaction, motivation,
previous education,
resilience and self-concept.

Social presence

(Pool 2014:50)

‘Contributes to the effectiveness of
online learning, contact or distance
learning through collaboration and
discourse because it facilitates

the achievement of cognitive
objectives by initiating, sustaining
and supporting critical thinking in a
community of students.’ (Garrison &
Anderson 2003)

Process

(Hiemstra & Brockett 2012:158)

This encompasses the
environmental and socio-
political climate, such as
culture, power, learning
environment, finances, gender,
learning climate, organisational
policies, political milieu, race
and sexual orientation.

Characteristics of the learner
and life experience

Open communication as a medium
and having learners who portray
themselves as authentic people
utilising their full personality

Learning skills, learning styles,
planning, organising and
evaluating abilities

Characteristics of the learner
and life experience

Group cohesion through open
communication as socially and real
emotional people

Learning skills, learning styles,
planning, organising and
evaluating abilities

Characteristics of the
learner, self-concept and life
experience

Social identity and ability to
socially express themselves through
open communication socially and
emotionally as ‘real’ people.

Learning skills, learning styles,
planning, organising and
evaluating abilities

Motivation, critical reflection
and previous education

Mediating element between teaching
presence and cognitive presence

Teaching-learning transaction,
teaching styles and facilitation

Characteristics of the learner
and self-concept

Identifying with the community

Learning skills, learning styles,
planning, organising, evaluating
abilities and teaching-learning
transactions

Critical reflection and self-
concept

Communicating purposefully

Learning skills, learning styles,
planning, organising, evaluating
abilities and technologi