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Introduction
D. Randy Garrison has devoted his career to the study of instructional practices to support distance education. His extensive publication history includes seven books, over 75 articles, and 40 book chapters or reports focusing on topics related to distance education research and practice. Garrison received his Doctor of Education (Ed.D.) degree in Adult Education from the University of British Columbia in 1983 and is currently Director of the Teaching and Learning Center at the University of Calgary. He was a professor at the University of Calgary Faculty of Continuing Education from 1985 to 1996 after which he became of Dean of the Faculty of Extension at the University of Alberta. Garrison returned to the University of Calgary in 2001 to assume his current position. 

Garrison’s research agenda can be summarized as an exploration of the individual and social influences impacting learning. As shown in Figure 1, Garrison began his career with a focus on adult education and is now actively involved in research under the Community of Inquiry framework.
Figure 1. D.R. Garrison Research Agenda
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Garrison’s research initially focused on the factors which influence learner persistence in a series of studies on adult retention in continuing education. In the late 1980s and 1990s, Garrison’s focus expanded to consider not only social theories of learning, but also the implications of emerging two-way communication to support distance interaction. Garrison’s research agenda has centered on instructional strategies to facilitate the teaching-learning transaction to support self-directed learning and critical thinking, as well as uses of technology-mediated communication to facilitate critical discourse (D. R. Garrison, 1997). By 2000, Garrison’s research focused almost exclusively on the integrated Community of Inquiry (CoI) framework which considers individual and social influences impacting cognitive presence, social presence, and teacher presence within the distance learning classroom.
Adult and Continuing Distance Education
As suggested by his doctoral program concentration, factors influencing adult and continuing education formed the basis of Garrison’s early research. Garrison (1983) initially explored the variables impacting persistence and dropout in adult learning populations by examining the relationship among a host of social and psychological factors and student retention. He refined his focus to an examination of the effects of course relevancy and goal clarity in research that suggested an unanticipated result; dropouts had clearer goals and perceived their courses as more relevant than persisters (Garrison, 1985). This unexpected finding prompted a second analysis which suggested students with lower scholastic ability, lower self-confidence, and less socioeconomic advantage may have unrealistic goals and expectations of the program leading to dropout when their expectations are not met. Garrison returned to a focus on personal and environmental factors on participation in later research after which Garrison 
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(1987; 1988)
 questioned whether generalizations about the causes of dropout and persistence beyond the specific populations are possible.
 Garrison expressed frustration that access and quality tended to be the driving motivations behind early continuing education research and instructional design (Garrison, 1993c). Acknowledging the need to satisfy the preoccupation with access and quality, Garrison suggests the only significant difference between distance education and traditional face-to-face instruction is the mediated communication between the teacher and student. As such, he suggested the critical focus for researchers and practitioners should be on the quality aspects of the educational transaction, including the nature and frequency of communication between teacher and student and among peer students (Garrison, 1993c, 1998). 
Garrison (1993b) also described a separate and unequal treatment of continuing and distance education by educational institutions and considered the adoption of distance learning methods as a reluctant recognition of public demand for continuing education. Garrison attributed the root of the perceptual barriers to the traditionally private and print based delivery of distance education courses and saw an opportunity to overcome these barriers with the advent of two-way communication technologies (Archer, Garrison, & Anderson, 1999; Garrison & Shale, 1987) 
Post-Industrial Distance Education

Definition and Scope of Distance Education
A common thread running through most of Garrison’s publications is an attempt to solidify a framework for the theory and research of distance education. Garrison and Shale (1987) examined Keegan’s 1986 definition of distance education within The Foundations of Distance Education and suggested the definition results in too narrow a view. They suggest that by not including group methods of two-way live synchronous instruction at a distance, Keegan portrays distance education as largely a private, print-based form of study and does not consider new forms of technological delivery. As such, they offer their own definition which includes three criteria, including that (a) the majority of educational communication among students and teachers occurs noncontiguous, (b) two-way communication must be involved to support the educational process, and (c) technology mediates the communication. While Garrison has recently studied blended learning which incorporate aspects of both distance and face-to-face learning (Cook, Owston, & Garrison, 2004; Garrison & Kanuka, 2004), he has remained true to this conception of distance education throughout his research agenda which focuses heavily on strategies to support interaction and technology-mediated instruction.
Interaction and Constructivist Influences
Garrison (1990) explored the three types of interaction Moore (1989) described as important to distance education, including (a) learner to content , (b) learner to learner, and (c) learner to teacher interactions. While he does not disagree with the importance of all three, Garrison suggests that there is a difference in interaction involving unresponding course material and two-way interaction with teachers and fellow students. The analysis of the nature of individual interaction with instructional material (critical thinking) versus two-way social interaction (critical discourse) is the basis for much of Garrison’s research.
Garrison (1993a) re-examined the assumptions underlying interaction in distance education in light of cognitive constructive views of learning and contrasted two views of distance education, including (a) a behavioral, pre-packaged, self-instructional, and private form of learning and (b) a cognitive constructivist form in which the learner takes responsibility to construct meaning through critical reflection, as well as dialogue with others. He suggests that the interactive communication under a cognitive constructivist form goes beyond a one-way conveyance of information to a critical discourse in which learners “integrate, elaborate and restructure concepts while explaining or defining positions with others” (p. 205). 
Anderson and Garrison (1995) later explored the effect of different distance education interaction strategies on students’ perceptions of support for critical thinking and critical discourse. Findings from their study suggests a significant difference in student perceptions between interaction strategies within either (a) weekly sessions including discussion, lecture, direct instruction, group activities, and student project presentations, or (b) sessions held once every two to four weeks as an optional student support. In all cases, the students perceived that the weekly sessions provided a better opportunity than the optional sessions for in depth discussion, the ability to clarify ideas by sharing them and by hearing other student comments, a sense of inclusion in the class, the capability to provide feedback related to others, and the potential to engage in cooperative problem solving. 
Technology-mediated Instruction
The vast majority of Garrison’s published articles consider the possibilities afforded to distance educators from two-way technology-mediated communication. While it is clear that technological advances in the delivery of instructions had a profound effect on Garrison’s view of the nature of distance education which shaped his future research agenda, he recognized that instructional design strategies, not the media, needed to be the focus. 
Shale and Garrison (1989) evaluated an early teleconferencing system which offered what was considered at the time to be the unique capability of supporting both live aural and visual communication. The system involved a graphics tablet and keyboard which transmitted (in real time) handwritten or typed text and any graphics from the instructor along with audio via a telephone line. Learners studying at a distance were able to see and hear the instructional presentation on a monitor at one of the school’s off-site learning centers. In summarizing the results of their study, Shale and Garrison noted a near failure of the teleconferenced course which included technological problems that interfered with the instructional communication, sessions dominated by lecture, high teacher cognitive load associated with managing the technology and the instructional delivery, and a lack of student participation and satisfaction with the course. Even with the ability for more interaction among students and teachers, the course design was still primarily lecture based and the students did not perceive a benefit related to the ability to have increased personal contact with an instructor and others. The results from this study reinforced that the instructional design strategies, not the media, need to be the focus.
Following this and similar attempts to foster more effective two-way communication, Garrison (1993b) deemed the advancements in two-way computer-based communication to help overcome the physical separation of the teacher and student to be the advent of the third generation of distance education. The three generations include (a) correspondence dominated by print delivery and mail, (b) teleconferencing delivered through telecommunications, and (c) computer-based delivery through computers. Beyond the technological differences of the generations, Garrison highlighted differences in education delivery within these generations. He offered that correspondence education, as an individual mode of study, focused on interaction among the lone leaner, the teacher, and instructional content while the teleconferencing generation expanded the interaction possibilities to include a one-way instructional broadcast to a group of learners. In contrast, Garrison saw the computer as a vehicle to strike a balance between the two prior generations making distance learning both interactive among peers and independent. 
Garrison (1997) saw computer conferencing technologies as a means to support what he deemed a post-industrial era of distance education. In contrast to an industrialized one-way mass transmission of self-instruction, a post-industrial approach to distance education is available through mediated two-way communication which not only makes it possible to simulate conventional classroom interaction at a distance, but also offers learners the opportunities for critical discourse among peer learners. 
Community of Inquiry
In describing the possibilities for distance learning in traditional institutions, Garrison (1998) stressed that success depends on the instructional design; available technology will do little without quality learning experiences designed into the course and program. To that end, what began as an early interest in understanding the variables associated with learner persistence developed into a comprehensive Community of Inquiry (CoI) framework focused on the support of critical thinking and critical discourse. The focus of the CoI is on facilitating critical reflection on the part of the learner and critical discourse among the teacher and peer learners; again, a common theme from Garrison’s previously noted research. As shown in Figure 2, the CoI framework assumes that critical reflection and critical discourse is best facilitated when the educational experience includes (a) cognitive presence, (b) social presence, and (c) teacher presence.
Figure 2. Community of Inquiry Framework – Elements of an Educational Experience
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Following decades of research on instructional strategies to support distance learning, the CoI model was forwarded as a conceptual framework for the study of critical inquiry within a computer-mediated environment (Garrison, Anderson, & Archer, 2000). A recent review of Google Scholar lists over 1,300 citations to the original series of articles on the CoI framework written the late 1990s and early 2000s 
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(T.D. Anderson, Rourke, Garrison, & Archer, 2001; Garrison et al., 2000; Rourke, Anderson, Garrison, & Archer, 1999)
. Garrison et al. (2000) suggest the framework not only builds on their prior research, but also constructivist approaches to learning and instruction and the online transcript content analysis research by Henri (1992).
Cognitive Presence
Cognitive presence is defined as the extent to which learners construct meaning through both reflection and discourse and is suggested to be a vital element in critical thinking (Garrison et al., 2000). Garrison considered critical thinking, self-directed learning and control in many papers published in the 1980s and 1990s. Garrison (1992) offered what he terms an integrative view between critical thinking and self-directed learning that suggests a relationship between the internal and external control of the learning process. He suggests that self-direction requires the learner to have full responsibility for internal cognitive process while sharing control of the external goals and activities.
Of the three types of presence in the CoI framework, cognitive presence is suggested to be the most challenging to study (Garrison & Arbaugh, 2007). Garrison, Anderson, and Archer (2001) offer a means to assess cognitive presence in an asynchronous computer-mediated environment via content analysis. A set of descriptors, categories, and indicators for each of the four phases of the practical inquiry model embedded in the CoI framework were developed, including (a) the triggering event in which an issue or problem is identified through evocative discourse, (b) exploration in which students explore the issue through critical reflection and inquisitive discourse, (c) integration in which learners construct meaning from ideas formed during exploration within tentative discourse, and (d) resolution in which learners apply the knowledge in committed discourse. A systematic procedure was established for assigning segments of the asynchronous text-based transcript to each of the four phases. The relative frequency of each of the four cognitive presence categories was compared. As a percentage of total segments, 8% were coded as trigger messages, 42% as exploration messages, 13% as integration messages, and only 4% as resolution messages. While the researchers report significant challenges in establishing a replicable coding scheme, they found the process of analyzing transcripts a promising approach for assessing the degree of cognitive presence within an online course.
Social Presence
In the context of the CoI framework, social presence is considered the ability of learners to present themselves socially and affectively as real people in mediated communication 
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(Garrison et al., 2000; Rourke et al., 1999)
. The focus on social presence is not the effect of the media, but the degree of social presence shared through the mediated discourse. Research suggests that while social presence alone will not ensure the development of critical discourse, it is difficult for such discourse to develop without it (Garrison & Cleveland-Innes, 2005).
Similar to the process described above, Rourke et al. (1999) present a content analysis tool for assessing social presence from the transcripts of an asynchronous computer-mediated environment. Based on defined categories and indicators of social presence, including (a) emotional expression seen in affective responses, (b) open communication seen in interactive responses, and (c) group cohesion seen in cohesive responses, messages in asynchronous text-based transcripts from graduate online courses were assigned to one of the three categories. The researchers measured the social presence density by dividing the number of social presence indicators coded in the transcript by the number of words in the transcript. A similar calculation was done at the level of the indicator. While no attempt was made in the study to draw conclusions from the resulting social presence density, subsequent research suggests a strong relationship between social presence and learning, as well as between activities that increase social presence and learner satisfaction (Garrison & Arbaugh, 2007)
Teacher Presence
Garrison (1988) cautioned against a belief in learner control that presumes learners know what is best for them educationally and that the teacher is there only as a resource to assist the learner in what he or she wants. Rather, he suggested that distance educators must work to strike a balance in the teacher-learner relationship. Garrison et al. (2000) echo this sentiment within the CoI and suggest the critical importance of teaching presence defined to include (a) instructional design and organization, (b) facilitation of discourse, and (c) direct instruction. 
Anderson et al (2001) developed a tool to assess the existence of online teaching presence through content analysis of asynchronous computer conferencing transcripts. Similar to the procedure described above, content analysis included collecting samples from transcripts in different online courses and devising rules for categorizing segments of the texts. Segments of the transcript were selected at the message unit and categorized into one of the three teaching presence categories noted above. Over 75% of all teacher messages included some form of direct instruction while instructional design was observed the least frequently within between 22% and 33% of the messages. Messages related to the facilitation of discourse varied widely across the observed courses with between 43% and 75% of the teacher messages. While results from this study suggest significant differences in the extent and type of teaching presence within a given online course, a growing body of sequent studies suggest a positive relationship between teaching presence and student satisfaction and learning (Anderson et al., 2001; Garrison & Arbaugh, 2007) 
Summary of Lessons Learned
The most valuable lesson learned from this review of Garrison’s work is the benefit of an in-depth pursuit of a research interest. When viewed in whole, Garrison’s individual works become a variation on a theme which reflect subtle changes in the researcher’s perspective over time, but focus on the singular purpose of finding optimal instructional strategies to support distance learning. What begins as largely a cognitive perspective to teaching and learning evolves as Garrison attempts to reconcile the impact of others, including teachers and peer learners, in the learning environment. The ties to prior research found in his literature reviews are arguably as valuable as his own research findings. Overall, Garrison’s extensive publication history offers not only documentation of his research findings, but as importantly a trail of theory and suggested research for those who follow. 
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