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Abstract: Leeward Community College students entering Digital Art        
introductory courses have recently been underachieving academically,       
slowing matriculation through related programs of study. Existing        
research suggested mixing Cognitivist, Constructivist, Social and       
Experiential Learning theories with social learning strategies to increase         
academic and behavioral outcomes as well as student creativity. In          
response, the researcher-instructor initiated a technology-assisted action       
research intervention by kick-starting the semester with a collaborative         
project in her flipped-curriculum Art 112: Digital Art course. A Google           
Sites learning module guided collaboration and course-specific content        
and activities. The study involves 20 adult participants, all of whom           
reacted positively to the intervention, both academically and socially. 

  
Introduction 

Digital art courses at Leeward Community College (LCC) are complex, demanding a 
large investment of time and resources from participants. An assessment of the average 
grades earned in these classes from 2013 to present fluctuates from 68 to 80%, with an 
overall average of 73.5%. Because Art 112 fulfills optional elective credit for Associate 
of Arts (AA) candidates and prerequisite credit for digital media majors, senior faculty 
were alarmed that these rates may lower enrollment in higher level courses, and thereby 
negatively impact digital media programs as a whole.  
 
Challenges to student success in digital art courses are multifaceted. Students must be 
able to comfortably use laboratory, and often their own, computers, which may involve 
understanding both PC and Mac platforms. Additionally, learners must learn to 
successfully navigate Laulima, the University of Hawai‘i’s (UH) robust, yet clunky 
Learning Management System (LMS). Adobe Photoshop is the graphic design industry 
standard for working with pixel-based graphics and is the required tool for completing 
coursework. Classes are scheduled as lectures, rather than lecture-labs, which denies 
students the necessary time to finish required work in-class, and forces them to access the 
software in open labs or by subscribing themselves, causing scheduling and budgeting 
hardships. Students also learn artistic concepts and combine them with technical skills to 
create projects and communicate about artwork; thereby the assessments for these classes 
require high-level thinking skills. 
 
A range of students also enroll in these classes, from would-be digital graphics 
professionals, to entrepreneurs that desire graphics skills to further their business goals, to 
those enrolling to further their own knowledge or hobby. Recent high school graduates, 
veterans, and retirees of both genders enroll in the classes. Learners also come from a 
 

mailto:erikaj@hawaii.edu


 

 

variety of economic, cultural, and ethnic backgrounds. As an inclusionary school, LCC 
often admits students with mental or physical disabilities as well. Although the class has 
an English prerequisite, students often enroll without having met this requirement. As a 
result, I often have several students with limited English skills. Recommended 
preparation for Art 112 includes introductory Information & Computer Sciences (ICS) 
and Business (Bus) courses to ensure learner comfort navigating a computer; however, 
most students do not take these courses before enrolling. The majority of students are 
fairly fluent with basic computer usage, but some require remedial education in basic 
computing. Many students have family and job obligations that limit their time outside 
class. Often, one to two students enroll without ever actually attending or participating in 
any way, despite efforts of the instructor and counselors to contact absentee and 
struggling students. This occurrence may possibly be related to the fact that financial aid 
is often tied to carrying a particular credit load. 
 
Given the complexity of the challenges facing my particular target learners, I have tried 
multiple interventions in the past, all with limited success. When able, I incorporated the 
help of volunteer teaching assistants (TAs) and helped instate a student digital media 
tutor that would work with students alongside me during class work time. Because I also 
teach online versions of my courses, I allowed my face-to-face students access to my 
learning modules and videos for my online sections to better support learning when they 
were away from class. Most recently, I switched my syllabus to one made in Google 
Docs where I inserted the course schedule, along with links to all activities. This last 
change also helped me to be able to flip the curriculum to allow students in my 
face-to-face course to use class time more efficiently.  
 
After researching academic theories, strategies, and tools that have worked for other 
instructors in similar contexts, I decided to add social learning strategies to the course. 
The purpose of this action research study was to assess the impact of 
technology-facilitated collaboration on student learning outcomes in a flipped-curriculum 
Art 112: Digital Art course at Leeward Community College. 

Literature Review 

Existing research supports social remedies for suffering student outcomes. Lev 
Vygotsky’s Cognitivist and Social Learning Theories support the notion that culture, past 
experiences, and social interaction shape knowledge production (McLeod, 2014). 
Experiential Learning Theory promotes the notion of learning by doing and poses that 
learners either perceive conceptually or concretely and process knowledge through 
experimentation or reflection (Demirbas & Demirkan, 2007). Both of these notions 
support the idea of collaborative, project-based learning. 

Further literature suggests making instructional design choices based on specific learning 
context, including the point in instruction, learning strategy, audience, objective, and type 
of task. I utilized an overarching constructivist theory for the collaborative project, since 
it uses a sort of “apprenticeship” model by treating students as actual graphic designers 
working for a client (Ertmer & Newby, 2013). This archetype promotes collaboration and 



 

 

exposure to multiple viewpoints, sources, and contexts for information in developing an 
understanding of a problem and in constructing knowledge-based solutions. For small 
task completion, the project was primarily cognitive in approach, structuring new content 
in order to connect with learner’s existing knowledge through the use of analogy and 
metaphor and supervised practice of skills with feedback (p. 54). 

Active instruction strategies of collaboration, where groups of learners work toward a 
common goal, cooperation, where these same group members are assessed individually, 
and problem-based learning strategies, where an initially introduced problem initiates the 
motivation and context for learning, all result in increased student outcomes and 
creativity (Prince, 2004; Aboalgasm & Ward, 2014). The project described here 
integrated all of these strategies. Proponents have long touted collaboration as a 
necessary skill for successfully navigating academic, professional, and civil life and for 
bridging seemingly disparate fields (Swanson, 1994). When facilitated in a thoughtful 
and thorough way, collaborative work has been shown to increase deep learning and 
overall academic achievement, and decrease attrition rates in technical fields like graphic 
design (G.D.C. Team, 2015; Prince, 2004; Svendsen & Mondahl, 2011). 

One Hawaii-based study further supports an eclectic approach for making instructional 
design choices by revealing the educational strategies valued by adults learners enrolling 
in graphic design courses. I addressed all these values in my intervention, including 
engaging learners through real-world application, supplying in-depth and supplemental 
instruction available in multiple formats, having course content available in-class and 
online, and incorporating supervised repetition of technical skills (Morrison, W., 2012). 
Finally, the tasks involved in creating a digital art work collaboratively have been shown 
to increase creativity and boost self esteem. These activities include engaging in 
cooperative inquiry, sketching solutions, giving peer feedback, and creating digital drafts 
(Aboalgasm & Ward, 2014). 

Project Design 

Action research improves teaching and learning outcomes by systematizing teacher 
interventions, allowing ourselves and others to learn more effectively from them 
(Gray,Chang, & Radloff, 2007). I hoped an intervention steeped in collaborative and 
cooperative learning strategies would improve student outcomes and create a team-like 
atmosphere in the classroom, where students engage with and help each other without 
being asked, and participants feel a shared sense of purpose. 

Other digital media instructors reported utilizing flipped curriculum at the undergraduate 
level increased student self-efficacy in independent learning and allowed for more 
effective use of classroom time. This learner-centered curriculum increasingly allows 
students to learn at their own pace (Enfield, 2013). 

To promote active learning and fulfill student learning objectives, students continued to 
collaborate and complete assessments online (Asselin and Moayeri, 2011).  
 



 

 

 

 

The particular form and presentation of web content is crucial to creating a successfully 
flipped classroom. I addressed guidelines identified by Vanderbilt University’s Center for 
Teaching in multiple ways. I assigned web content necessary for successful completion 
of planned class activities previous to class and made content available online. In-class 
activities utilized higher-level problem-solving, and creative cognitive activities. I 
designed activities to assess student understanding, and review sessions tested student 
recall and solicited questions for clarification (Brame, 2013). 
 
Additionally, I structured small group problem-solving activities for the most effective 
use of in-class in several ways. Interaction protocols clearly defined group work 
expectations (Appendix A). I structured groups to fit the needs of the project by assigning 
specific roles for group activities and placing individuals with complementary group 
work styles, skills in graphics, and comfort with technology. Last, I maintained a small 
group size of four students (Margulieux, Majerich, & McCracken, 2013). 

I started developing this study by mapping out the entire semester’s class and activity 
schedule in the calendar on the bottom of the course syllabus and inserting linked 
resources directly in this calendar to aid with creating the modules later. Next, I 
researched instructional and action research design to help shape my study and improve 
planned activities. I created my idea paper and data gathering instruments. Based on the 
feedback of fellow Subject Matter Experts (SME) and graduate level critical friends, I 
improved my instruments, schedule, and content. Last, I started developing the final 
Google Sites-based learning module (Appendix B). 

Methods 

Following the promise of preliminary research, I implemented an action research study to 
assess the impact of technology-facilitated collaboration in a flipped-curriculum Art 112: 
Digital Art course at Leeward Community College. 

This research study was designed to answer the following questions: 
1. How does collaborative learning influence student satisfaction in Art 112: 

Introduction to Digital Art class at Leeward Community College? 
2. How does collaborative learning influence student academic performance in Art 

112: Introduction to Digital Art class at Leeward Community College? 
 
My Art 112 course already utilized a flipped-curriculum in order to maximize efficient 
use of lab and instructor-facilitated time. Learning modules made in Google Sites 
delivered content and scaffolding outside the classroom walls and Laulima LMS 
provided a repository for student work as well as communication tools. I scheduled the 
collaborative project to be the first major assessment of the semester in the hope that the 
success of this project would set the pace for the rest of the course. 
 
Because existing learning modules were modeled on those used for online sections of the 
course, I created a new Google Sites learning module to more effectively scaffold course 
content specifically for learners in the flipped version of the face-to-face course that 



 

 

 

would participate in this new collaborative project  (Morrison, D., 2012). Interviews with 
students, subject matter experts (SMEs), and graduate-level critical friends helped guide 
the formation of the module. Student work was collected through both Google Drive and 
Laulima LMS. Adobe Photoshop, the graphics industry standard, was utilized for creating 
raster graphics. 
 
The module guided students through a variety of steps, including but not limited to the 
following: dividing students into groups of four or five; establishing group names, norms, 
and communication guidelines; building understanding of copyright law and 
design-based vocabulary, concepts, composition, and technical skills; introducing 
background from a real-world case study; prompting student research into the situation; 
brainstorming possible solutions; creating sketches, digital comps, a final product, and a 
reflection; and presenting work to the class. 
 
A range of instruments were used to gather data for iterative and summative evaluation. 
Written and image-based classroom artifacts and reflections were assessed throughout the 
study (Appendix C - F). Along with semi-structured interviews (Appendix G), a 
retrospective pre-post survey (Appendix H) was used to lower response shift bias and 
increase convenience and congruence with interview data (Klatt & Taylor-Powell, 2005) 
for the summative evaluation. Additionally, I maintained an instructor’s journal and 
completed group work observations (Appendix I) throughout implementation of the 
collaborative project, reflecting on my own experience and observations throughout the 
process. 
 
Students began the semester with a general course overview and informed consent 
regarding this research study. A Learners’ Needs survey helped me identify learning 
styles, target audience characteristics, and experience with graphics and art.  
 
Twenty students, 14 (70%) males, and six (30%) females in one section of my Art 112 
Introduction to Digital Art course LCC participated in this research. A range of students 
enrolled in this class. Over half (55%) were listed as digital media majors through the 
University of Hawai‘i. Of the seventeen that answered a Learner Needs Survey, 58.8% 
were recent high school graduates, 5.9% were United States military veterans, and 35.3% 
were continuing students. All had least some experience with computers and had access 
to computers outside the classroom, but only half had access to Adobe Photoshop, the 
required application for Art 112. Most (94.1%) had at least some experience with digital 
art, but the majority (64.7%) considered themselves amateurs with Photoshop. More 
alarmingly, a whopping 35.3% reported lacking access to Photoshop outside class. The 
majority had at least a mid-level of familiarity with Laulima (94.1%), Google Docs 
(94.1%), and Google Drive (88.2%), all of which we would use to collaborate and submit 
work in class. A small number of students (11.8%) used their school Gmail infrequently, 
so I showed them how to forward their Gmail to a preferred email account, making it 
more likely they will receive course announcements. One student (5%) officially 
requested accommodations for learning disabilities through the Kako‘o ‘Ike (KI) 
program. When asked in class, a number of students reported family (29.4%) and 



 

 

 

 

job-related (64.7%) commitments that limited available work time outside class. There 
were no retirees or non-English-speakers.  
 
Students all reported multiple preferred learning styles. Additionally, most learners 
(94.1%) claimed at least mid-level experience with collaboration before starting the 
group project (Figure 1). Self-identified learner role data also helped me create groups, 
by allowing me to place complimentary skillsets and personalities together. Some 
students provided additional insight into their work habits and preferences when 
prompted “What else would you like me to know about you as a learner?”  
 

 

Figure 1. Self-Reported Learner Characteristics. This figure illustrates self-reported student 
data used in determining group formation for the Art 112 Collaborative Project. 

 
Next, students were oriented to class procedures and technologies and given all relevant 
information for the collaborative advertisement project (Appendix J). After reading the 
creative briefs for each of the five possible company “clients” (Appendix K), learners 
were then asked to list their top three choices, along with reasoning, in a forum. I used the 
Learners’ Needs survey data above and learner-reported company preferences to form 
five groups of four students, tasked with creating advertisements for the five companies 
used in this project.  
 
Students completed several team-building activities throughout the project and were 
guided through creating group behavioral and working norms, and selecting a name 
(Appendix L). Next, learners were assigned research roles designed to deepen their 
understanding of advertising concepts and the particular company to which they had been 
assigned. All students reported findings to their group and proceeded to create rough 
layout sketch alternatives (Appendix C, Figure 1) for their group advertisement. Students 
gave and received feedback from other class members, refined one sketch, and met again 
with their home group to further refine their idea. 
 
In-between collaborative brainstorming sessions, students learned basic composition, 
copyright, and the Photoshop concepts and techniques necessary to create their 



 

 

 

 

advertisements. Individual and group assessments checking student progress continued 
throughout the project. Groups curated a library of images that they may legally use to 
create their advertisements, citing work as necessary. Individual students created several 
levels of digital mockups for the work, followed by feedback loops from their group. 
Although each learner was responsible for demonstrating sufficient composition and 
technical skills by way of digital mock-ups, each group ultimately decided on whether to 
present one student’s work, a combination of the members’ work, or a variety of options 
made by various group members for their final advertisement project. Group and 
individual assessments were completed by the team members, along with a group 
reflection (Appendix E).  Project-related media was collected and submitted for grading 
via Google Drive and Laulima. Students presented their work to the class as if presenting 
for their client (See Presentation Rubric, Appendix M). Finally, students filled out the 
retrospective pre-post survey, assessing the academic and attitudinal effects of the 
collaborative project, and I conducted semi-structured interviews with volunteers. 

 
Quantitative and qualitative data has been summarized in figures made using Google 
Sheets with data-mining add-on XLMiner, originally made for Microsoft Excel and 
Adobe Illustrator.  
 
The implementation of this research project required approximately three and a half 
months of work, starting in December of 2016, and finishing in March of 2017.  I 
dedicated the fall 2016 semester to formative assessments, instrument development, and 
initial creation of the learning module. During the month-long break between semesters, I 
refined all research materials, and in the first six weeks of Spring 2017, I implemented 
the project and completed in-progress module iterations. Data collection and analysis, 
and report generation took place during the two to three weeks following the project in 
preparation for the 2017 Teaching Colleges and Community Conference (TCC). 

 
Results 
 
Results found that collaboratively working in graphic design in response to a real-world 
case study did, indeed, positively influence both student attitudes and academic outcomes.  
 
I witnessed positive student engagement for almost 100% of all collaborative activities. 
Several even asked if they could continue to work with the same group after the first 
project was done. The learning-disabled student in class flourished with the academic 
help and social encouragement of her group. Students that encountered emergencies or 
lacked discipline early on generally also had better social and academic outcomes with 
the support of and responsibility to a group of peers. Twice, I personally called home to 
check on absent students, but only after they missed several classes, and group members 
reported not being able to get ahold of them.  In the end, the mix of peer and instructor 
interventions kept students from washing out of the course early in the semester. Having 
80% of the first project grade based on group assessment helped students that 
traditionally fall behind (Appendix B).  
 



 

 

In the Pre-Post Retrospective survey, students reported positive attitudinal outcomes in 
response to both scaled, quantitative data and open-ended, qualitative questions. Figure 2 
displays the change in the percentage of students that chose “Agree” and “Highly Agree” 
on scaled questions regarding motivation, comfort, and interest in attendance, course 
content, collaboration, and the use of technology. 
 

  
 
Figure 2. Pre-Post Retrospective Survey “Agree” and “Highly Agree” scaled responses. This 
figure shows the change in percentage on attitudinal student outcomes based on motivation, 
comfort, and interest in attendance, course content, collaboration, and the use of technology. 
 
Qualitative data also demonstrated improvement in student outcomes. Notes from an 
in-class project debrief revealed that students felt many of the most challenging aspects 
of the project were also some of the most valuable and promoted the most growth. The 
VENN diagram in Figure 3 demonstrates overlap in these categories, suggesting that, 
authentic learning often entail struggle.  
 
Student answers to the open-ended questions in the Art 112 Collaborative Project 
Pre-Post Retrospective Survey were analyzed in several ways. The word cloud in Figure 
4 gives a visual snapshot emphasizing the most commonly used words. This visual 
emphasizes descriptive words first, such as “use,” “videos,” “group,” “project,” and 



 

 

“Photoshop;” however, more meaningful words become apparent next, such as “helped,” 
“good,” “learned,” “understand,”need,” “questions,” and “resources.” 
 

 
 
Figure 3. Collaborative Project Debrief VENN Diagram. This figure demonstrates the notion that 
authentic learning often entail struggle. 

 



 

 

Figure 4. Word cloud based on Pre-Post Retrospective Survey open-ended responses. This 
figure emphasizes the words most used in the Pre-Post Retrospective Survey open-ended 
question responses. 
 
In Figure 5, I summarized and categorized comments in an effort to simplify the issues 
addressed and assess how many students addressed each concept in order to understand 
the general impact of the project on learner attitudes. Positive comments were fairly 
specific and made up the majority of answers, while neutral and negative remarks were 
limited and vague. As promised by research, students generally felt group work was 
motivational and increased academic outcomes, comfort, and creativity. 
 

 
 
Figure 5. Learner-Reported Impact of Collaborative Project. This bar graph shows categorized 
student responses to Pre-Post Retrospective Survey open-ended questions about the impact of 
the collaborative project on student motivation and general class culture. 
 
Learners reported overall high satisfaction with instruction as well. Figure 6 illustrates 
the frequency of categorized comments made. Specific teaching strategies were most 
appreciated, being mentioned by almost all respondents. Instructional resources and my 
attitude as a teacher followed. Half of respondents believed no changes to instruction 
were needed; however, the suggestions that were made were generally useful, relevant, 
and specific. 



 

 

 

 
 
Figure 6. Learner Satisfaction with Instruction. This figure illustrates the overwhelming positive 
reaction to instructional strategies and resources as well as instructor’s positive attitude, along 
with suggested improvements to instruction.  
 
Based on individual and peer group assessment results, student satisfaction with group 
interaction was generally positive, with three of the five groups reporting excellent 
teamwork and even requesting to continue working with the same classmates throughout 
the semester.  One group had moderate struggles working together but ended up valuing 
the wide range of perspectives group members brought to the group. They also valued the 
ability to submit more than one final advertisement. Student absenteeism was a reliable 
predictor for learner dissatisfaction with group dynamics and project clarity.  
 
Student interviews prompted further insight. In working with a variety of other people, 
learners overcame preconceived notions. One student reported moving past her initial 
hesitance to critique an older group member’s work, because she was initially worried 
about seeming disrespectful. Learners also grew to trust teammates and work with 
individual strengths and vulnerabilities. A learner described how this newfound 
knowledge helped his group effectively divide their workload. All interviewees described 



 

 

being motivated by competitive opportunities incorporated mostly into review activities 
and suggested expanding upon these in future collaborations. 
 
Assessing grade impact was more complex than anticipated. After completing the 
collaborative project, individual grades averaged 86.79%, with 12 As, three Bs, one C, 
two Ds, and two Fs. I have used a flipped curriculum in Art 112 for only the Fall 2016 
and Spring 2017 semesters now. In order to measure the impact this action research study 
project had on academic achievement, I obtained permission to compare grades between 
these two sections. To increase accuracy, I recalculated grades, taking only assessments 
common to both semesters into account. I also omitted extra credit points, since the 
opportunities for these were not consistent from semester to semester. Comparative 
scores were (2.58%) higher after the collaborative project than following the same 
assessments the previous semester, rising from an average 80.47% to 83.05%. After this 
project, four students were earning less than the 70% threshold required for progression 
through the digital media program or for transferring credits to another institution, and no 
one had dropped out. The previous semester four students were earning under 70%, and 
another two had withdrawn due to academic underachievement.  
 
Academic data taken from late in the semester told a different story. The academic 
benefits resulting from the collaborative project appeared to decrease later in the course 
as students completed more work individually. Underachievers that benefited from the 
support of their peers during the project went right back to underachieving when left to 
their own devices, despite the fact that the community of the classroom remained strong. 
I theorize academic boost may be maintained when an entire course is run 
collaboratively; however, I also question if all learners would individually master the 
content necessary to continue in the digital media program in such a class. I wonder if the 
underachievers that most benefited from group work might simply rely on the efforts of 
others to pass the course. 
 
If past research is to be believed, collaborative learning may be the key to boosting 
student outcomes, retaining and graduating students through LCC’s Digital Art and 
Media programs, and for empowering students with 21st century academic, professionals, 
and civil skills. In this case, it appears collaboration made a more significant and lasting 
impact on attitudinal measures and perceived creativity than on academic achievement. 
Graphics and technology teachers and instructional designers will benefit from the results 
of this research, as it will further inform methodology in technical fields of study. 

 

Discussion and Conclusions 

Low grades have plagued introductory digital art courses at Leeward Community 
College, resulting in a lowered matriculation through digital media program and extra 
cost for students that fail. Existing research suggests that social strategies like 
collaborative, cooperative, and competitive learning are especially effective for 
increasing student academic and attitudinal outcomes, while also boosting student 



 

 

creativity. Preliminary findings resulting from a technology-facilitated collaborative 
project in a flipped-curriculum section of Art 112: Digital Art did, in fact, result in higher 
observed and student-reported satisfaction rates and academic scores; however the 
academic boost decreased following the completion collaborative project. 
 
Some factors make it difficult to truly assess whether this collaboration influences 
academic performance for the course as a whole. In comparing the academic marks to 
past flipped-curriculum class of Art 112 students, I made sure to only compare those 
activities that were the same for both. The section in the study had additional activities 
focused around the collaboration itself that the previous class had not. Accordingly, they 
also had more time early on to work through the content that the other class of students 
completed. Last, due to the extended timeline, one project was taken out of the course. A 
creative assignment, with less weight on the overall grade was substituted in its place. 
This last fact may contribute to differing academic scores, especially at the end of the 
semester; however, it did not alter preliminary findings for this action research  study, 
which were concluded at the end of the initial collaborative project.  
 
As is often the case with collaborative work, group formation was hit-or-miss in this 
project. All teams earned a B or better overall; however satisfaction with group 
interaction was affected by absenteeism and individuals’ lack of response to team 
communications. Although research suggests grouping diverse skillsets and learning 
styles (G. D. C. Team, 2015), as I did, increases overall learning and achievement of 
underachievers, other findings suggest grouping those with similar academic achievement 
to improve learner satisfaction (Margulieux, Majerich, & McCracken, 2013). Grouping 
students this way would likely mean putting the collaborative project until later in the 
semester, which may also lower the overall outcome improvements resulting from this 
project. Perhaps students themselves could decide consequences and alternate group 
arrangements in the event agreed-upon group norms are broken. Adding this contract-like 
accountability to group-formation documents may motivate students to follow-through 
and increase student satisfaction in the event someone fails to meet obligations. 
Regardless of difficulties with a few individual group members, findings suggest this 
initial collaboration helped create a strong sense of community, helped students get 
oriented to class procedures and expectations, and improved academic outcomes, 
especially for those who may have otherwise dropped out. 
 
As a side effect of this study, I noticed that a number of students were not coming to class 
prepared to demonstrate learning of flipped content. As it is only my second semester 
teaching my face-to-face course this way, I benefited from further research into 
methodology for effectively holding students accountable in this type of instructional 
setting. Shortly after the project concluded, I began holding small quizzes over content 
students were assigned to review before class and have found this method to have 
positively affected both grades and student preparation (Enfield, 2013). In the future, I 
also plan to add review questions for students to consider as they look over flipped 
content and will make concerted efforts to be more consistent about checking individual 
sketches and drafts at the beginning of class.  



 

 

To increase learner motivation, I hope to increase the number and scope of competitive 
activities. Additionally, I am considering assigning stable group roles, such as leader, 
communications expert, and secretary, with defined jobs. Existing protocols had 
predefined roles through which students rotated, but stable job descriptions may 
encourage learners to live up to their roles. Last, I hope to continue to improve the 
usability and design of my module and LMS in general, to make navigating coursework 
more intuitive and make the module appeal more accurately represent the creativity of 
course content.  
 
Results of this study will impact graphics instructors, students, instructional designers, 
administrators, and community groups interested in partnering with design programs. 
Additional research needs to be done on how post-secondary students best learn graphic 
design, as a separate area of study from media studies associated with other disciplines or 
fine art.  
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 APPENDIX A 
Small Group Interaction Protocol Examples 

 

 
 
Figure A1. Ad Sketch Feedback Protocol. Instructions directed learners on giving constructive feedback to peers.  
 

 
 

Figure A2. Copyright Case Study Protocol. Instructions directed learners to apply their knowledge of copyright law in 
supporting one party in the Reese v. Colluci copyright infringement case. 

 

 
 
Figure A3. Graphics Skill Assessment Protocol. Instructions prepare learners to work with a group under time constraints 
to demonstrate technical design and creative skills to a spontaneous prompt.  



 

 

 APPENDIX B 
Collaborative Advertisement Project Learning Module Snapshots 

  

 
 
Figure B1. Collaborative Advertisement Introductory Module. Google Site Module introducing the 
Collaborative Advertisement Project. 



 

 

 
 
Figure B2. Photoshop Demonstration Video Example. Screenshot from a Photoshop 
demonstration about various selection tools and options in Photoshop. 
 

 
 
Figure B3. Slide Example. Screenshot from a slideshow about adjustment layers in Photoshop. 
 



 

 

 
 

Figure B4. Module Page Tables Example. Activities, Assessments, and Resources tables were 
consistently located at the bottom of each page of the Google Sites learning module to help 
students understand course deliverables. When relevant, activities were accompanied by video 
and written instructions.  

  



 

 

 APPENDIX C 
Student In-Progress Artifacts 

 

 
 
Figure C1. Student Sketched Ad Layout Variations.This figure shows student-made alternate layout options for the 
Hawaiian Sun Advertisement. 

 

 
 
Figure C2. Collaborative Project Digital Draft Variations. These images are the Adobo Addicts’ Group Digital Drafts for 
Hawaiian Sun Advertisement Images. 

 
  



 

 

 APPENDIX D  
Collaborative Project Final Images 

 
 
  



 

 

 APPENDIX E 
Collaborative Project Assessments 

 
Figure E1. Collaborative Project Group Assessment Form. This figure illustrates the rubric used in grading the group 
portion of the Collaborative Advertisement Project. 
 

 
Figure E2. Collaborative Project Peer and Self Evaluation Form (Page 1). This figure illustrates the rubric 
used to assess individual contributions during the Collaborative Advertisement Project. Page 2 posed the 
following open-ended questions: 

1. How effectively did your group work? 
2. Were the behaviors of any of your team members particularly valuable or detrimental to the team? Explain. 
3. What did you learn about working in a group from this project that you will carry into your next group 

experience?  



 

 

 APPENDIX F 
Collaborative Project Design Brief Reflection Template 

 
  



 

 

 APPENDIX G 
Informal Student Interview Template 

 



 

 

 
 
 
  



 

 

 APPENDIX H 
Pre-Post Retrospective Survey 

 



 

 



 

 



 

 



 

 



 

 



 

 



 

 



 

 



 

 



 

 



 

 

 
 
  



 

 

 APPENDIX I 
Classroom Observation Protocol (Pages 1 and 2) 

 



 

 

 APPENDIX J 
Collaborative Advertisement Project Description

 
 
 
  



 

 

 
 

 
  



 

 

 APPENDIX K 
Example Company Creative Brief 

 
 
 

 
  



 

 

 APPENDIX L 
Establishing a group name and norms. Instructions for group member collaboration on 
creating a group name and acceptable norms for member behavior and work habits. 
 

 
 
  



 

 

 APPENDIX M 
Group Final Presentation Rubric 

 

 


