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Abstract     

This paper presents findings from a recent study into the value of lecture captures for online 

courses. Although recording on-campus lectures for viewing by on-campus students is increasingly 

common, there has been little scrutiny of the role, if any, of lecture capture in online courses. This 

project addressed this gap in understanding by exploring online students’ perceptions of two types 

of recorded media; video-to-camera lectures and lecture captures. The study found that, in 

comparison to video-to-camera lectures, students noted two advantages of lecture captures: a more 

natural lecturing style which increased students’ sense of connection to the lecturer, and the 

opportunity to learn vicariously through on-campus student and lecturer discussions. Overall, the 

study concluded that lecture captures alone do not substantially increase either cognitive, social or 

teaching presence and therefore do not contribute to the creation of a Community of Inquiry. 

Nevertheless, we suggest that students’ enthusiasm for lecture capture has provided useful insight 

into possibilities for vicarious learning in online education, and argue that forms of on-line teaching 

that draw on fully digital modalities may ultimately generate greater social, cognitive and teaching 

presence.  

 

 

1. Introduction 

Lecture capture technology has firmly taken hold in the vast majority of UK universities, raising 

important questions about intellectual property, teaching and learning value, and student 

expectations. The Heads of eLearning Forum (HeLF) found that 86% of Universities in the UK now 

have lecture capture in a high majority (over 90%) of their learning spaces (Newland, 2017: 5). The 

very rapid adoption of comprehensive lecture capture technology across the UK higher education 

system has been the result of multiple factors including assumptions by University managers about 

the cost saving implications of lecture capture and extensive marketing campaigns by the technology 

producers who are large education multinationals. The rapid rise has been presented as responding 

to student demands; ‘as consumers’ the university has to respond to these demands.  

One area where the roll out of lecture capture has preceded serious engagement with its 

pedagogical benefits is its relationship with online learning. Alongside the growth in lecture capture 

has been a parallel rise in on-line courses by universities. A common assumption has developed in 



some areas of University management (partly fuelled by the promises of the industry that provides 

lecture capture technologies) that lecture capture will facilitate on-line teaching (Newland, 2017). It 

is vital to disentangle the two in order to get a better understanding of best pedagogical practices 

with regards to on-line teaching. While there are considerable debates about the advantages and 

disadvantages of lecture capture in campus-based courses, so far there has been little scrutiny of the 

role of lecture capture for on-line course delivery. The research we present in this paper addresses 

this overlooked research area: the relationship between lecture capture technology and online 

learning from the perspective of online learners. 

The study we present here investigated whether incorporating lecture captures into online-learning 

enhances aspects of the Community of Inquiry (CoI). CoI is a theoretical framework which places 

social, cognitive and teaching presence as the key processes that generate educational 

experience.  CoI pedagogy holds that online students benefit most from purpose-made teaching 

material which draw fully on digital modalities, and simply showing online students material which is 

captured on campus is considered very poor practice. However, when we explored what the 

students thought about lecture capture in this study, the results were rather unexpected. Many 

students in our study were enthusiastic about the idea of watching lecture recordings as part of their 

digital courses. This was for three reasons: they preferred the way in which the lecturer spoke to a 

live audience; they enjoyed hearing interactions between the lecturer and the other students 

(vicarious learning); and, they felt like they were getting more of what they perceived as the ‘real’ 

and ‘authentic’ campus experience. Through analyzing these perceptions in relation to the 

community of inquiry framework, our study offers two contributions to the literature on online 

learning: First, we show that lecture captures do not substantially increase either cognitive, social or 

teaching presence and therefore do not contribute significantly to the creation of a Community of 

Inquiry. However, and secondly, our findings add nuance to this conclusion. While we argue that 

online students’ enthusiasm for lecture captures stems in part from their tendency to over-privilege 

the campus teaching experience, we suggest that online students may lack opportunities for 

vicarious learning. This paper addresses a gap in the literature which empirically and critically 

addresses the utility (or otherwise) of on-campus recorded lecture material specifically for online 

students. Understanding this issue is essential in engaging our online students, and is especially 

timely given the growth in online learning and the parallel roll-out of lecture capture. More widely, 

understanding this issue helps provide insights into the continued destabilization of the distinction 

between online learners and the physical campus, and suggests concrete steps in developing online 

pedagogy. 



The paper is structured as follows: After examining literature related to lecture capture, online 

learning and the community of inquiry, we discuss our research design, methods and limitations of 

our study. We then discuss key findings around on-line students’ perceptions of two types of 

recorded media; video-to-camera lectures and lecture captures that they experienced during an 

online post-graduate programme (the MSc in International Development) offered by the University 

of Edinburgh. After a discussion which links the findings to the community of inquiry framework, we 

conclude by suggesting that forms of on-line teaching which draw on fully digital modalities may 

ultimately generate greater social, cognitive and teaching presence, and discuss further pedagogical 

questions raised by our research. 

2. Online Learning, the Community of Inquiry and 

Lecture Capture Technology  

The term lecture capture refers to classroom lectures which are recorded via a camera and audio 

recorder to allow students to watch the video online (Chen and Wu, 2015: 111). Lecture capture 

technologies differ between institutions, but lectures are typically recorded automatically in lecture 

theatres (with opt out usually available to teaching staff), and constitute the lectures as seen by on 

campus students. Lecture capture is distinct from online learning, as lecture capture refers to 

recorded on-campus lectures which can be used for a variety of purposes, while online learning 

refers to the broader practice of teaching students (who are often, though not exclusively distance 

learners) using digital interfaces and informed by specialist online pedagogies to produce bespoke 

teaching interactions such as online videos, discussion boards and online activities. 

The majority of UK universities have extended their capacity for lecture capture in recent years, and 

lecturers are encouraged (and in some institutions, obliged) to make use of the technology 

(Newland, 2017). The benefits cited include: convenience and flexibility for students; the ability to 

provide additional and archived resources; the ability to allow students with different learning styles 

to learn at their own pace; enhancing engagement in lectures by providing students security that 

they can listen rather than take detailed notes; help students revise for exams and prepare for 

coursework; allow active learning in seminars by enabling students to watch lecture material again 

before a seminar meeting; and, allow students who miss classes to catch up (Davis, Connolly, and 

Linfield, 2009; Traphagan et al., 2009; Soong et al., 2006). Students increasingly expect to be able to 

use online learning to supplement or even replace lecture attendance, despite the questionable 

pedagogic rational (Holbrook and Dupont 2009).  Consequently, University managers often suggest 

that lecture capture is demanded by students and it is increasingly presented as a core part of the 



technology infrastructure needed to enhance the student experience (Newland, 2017). As a result, 

many universities are developing policies to define when teaching is a ‘lecture’ (rather than, say, a 

seminar) and thus eligible for lecture capture, and to guide students and staff on the uses and 

rationale for the technology. 

The debate on lecture capture is often polarized between staff concerns related to intellectual 

property, job security and student and staff and student self-censorship, university managers who 

mandate use of the technology, and students whose expectations increasingly include lecture 

capture (Newland, 2017). Meanwhile, the pedagogic evidence for the benefits of lecture capture is 

unclear. The literature consists of a wide variety of often disparate case studies across 

undergraduate and postgraduate, student cohort and subject area, which makes it difficult to 

extrapolate and draw general conclusions about the benefits and risks of the technology (Nordmann 

at el. 2019). There are substantial evidence gaps in the literature relating to student attendance, in-

class behavior, educational outcomes and student welfare (see Chang, 2007). Although students 

often report a perception that their grades improve as a result of lecture capture, several studies 

report that lecture capture produces no significant change to final grades (Franklin, 2011; von 

Konsky et al 2009, Owston et al 2011, Schreiber 2010). Lecture capture seems to be most beneficial 

when supplementing rather than replacing lecture attendance, with students who use captured 

lectures alone often impeding rather than enhancing their learning (Le et al. 2010). There is also 

evidence that lecture capture reduces undergraduate attendance and has a knock-on negative 

impact on attainment (Edwards and Clinton, 2019). Literature suggests that the technology should 

be used in a sophisticated and reflexive way as part of a wider teaching programme, rather than 

simply rolled out to satisfy managerial and student demand (Owston et al. 2011; McLean and 

Suchman, 2016). 

One way of theorizing the failures of lecture capture as a teaching replacement is that students who 

simply view lecture capture (regardless of whether they are online or on campus students) fail to 

engage in a learning community. The current pedagogic ethos in online learning emphasizes the 

development of a learning community, in which students are encouraged to participate in 

discussions with other students and teachers, and the primary role of the instructor is to structure 

interactions, provide guidance and help scaffold concepts and ideas by encouraging learners to 

engage in reflection (Mayes and Fowler, 2006). Community of Inquiry (CoI) is a conceptual 

framework and teaching method developed by Garrison, Anderson and Archer (1999, 2000, 2001) 

which provides a pedagogical framework for the development of such a community. The CoI 

framework is grounded in a social constructivist perspective which posits that learning is social in 



nature and that collaborating with others leads to learning on both an individual level and a group 

level (Jézégou, 2010).  

Central to CoI is the idea that collaborative interactions are important for the creation of three types 

of presence; social presence, cognitive presence and teaching presence. Teaching presence refers to 

elements of teaching practice such as facilitating discourse and direct instruction (Anderson, Rourke, 

Garrison, & Archer, 2001, cited in Garrison et al, 2010: 34). Cognitive presence comprises aspects like 

triggering events which lead to a sense of puzzlement in learners, and inspire exploration, 

integration and resolution of learning (through connecting and applying new ideas). Social presence 

includes open communication, group cohesion and affective expression which encourage 

collaboration, for example through identifying with fellow learners and developing interpersonal 

relationships, and providing learners and teachers with opportunities to present themselves as ‘real 

people’ in asynchronous learning interactions (Garrison, 2009; Garrison and Arbaugh, 2007; 

Stembom, 2018; Gunawardena, 1995: 151).  

CoI posits that teaching, social and cognitive presence are interlinked and work together throughout 

the learning process (see Nolan-Grant, 2019). The ability to project oneself as a person (social 

presence) in mediated communication is considered central to online learning, stimulating the 

connection between teaching material and what the other members of the online learning 

community may be thinking (Biocca, Harms, and Gregg, 2001; Garrison et al., 2000: 89; Garrison and 

Akyol, 2013; Tu and McIsaac). This also applies to the instructor; teachers are encouraged to engage 

in emotional expression and open communication to foster group cohesion (Lowenthal, 2010); 

Richardson & Lowenthal, 2017). However, learning extends beyond online group sociability or 

lecturer charisma, and CoI suggests that online social interactions should be structured and 

systematic - scaffolded with teaching presence and cognitive presence. The integration of the three 

elements of teaching, social and cognitive presence, and their mutual development over time is thus 

viewed as crucial for the success of an online course, and consequently has implications for design of 

online teaching content and for the interactive environment (Akyol and Garrison, 2008; Garrison et 

al. 2010). For example, social presence through digital lectures and discussion boards enhances 

learners’ enjoyment (Arbaugh and Benbunan-Fitch, 2006), increases and sustains participation 

(Vonderwell and Zachariah, 2005; Richardson and Swan, 2002), and improves learners’ satisfaction 

with the online model itself (Benbunan-Fich and Hiltz, 2003). Videos provide a positive substitute for 

face-to-face communication, thereby directly contributing to academic engagement and outcomes 

(Borup et al, 2012). Online discussion boards help develop affective and open communication, and 

later to allow for meaningful academic discussion (i.e. social presence allows for a purposeful shift 

towards academic activities – that is, teaching presence) (Swan, 2003, Brown 2001). In short, both 



one-way interactions (for example, the lecturer speaking on video or giving instructions via an e-

mail) and two-way interactions (for example, students responding to each other via a discussion 

board or in a synchronous chat environment) both contribute to a CoI if they enhance the 

relationships between students and instructors.  

This focus on CoI literature in establishing relationships rather than on instructional learning design 

holds that the use of lecture capture for online students is inappropriate. However, work by Mayes 

(2001) and Mayes et al. (2002) suggests that learning can take place through watching others in 

learning events – “learning from watching others learn” (Mayes et al., 2002: 213). There are various 

definitions of vicarious learning, including watching another learn through experience (such as in 

medicine or nursing), learning through discussion and discourse, and being able to learn from 

hearing experts discuss a concept or topic (Roberts, 2010). There are multiple examples of learning 

events in the literature (also discussed in Roberts, 2010), but for our purposes we are interested in 

dialogue, and in particular, the kinds of question and answer format which may occur in on campus 

lectures, where students are able to interact with their instructor, clarify ideas, and engage in short 

debates. The idea that hearing dialogues is a more interactive experience than listening passively to 

lectures has been proposed by Wood et al (2016)  and there is evidence that observing dialogues is 

beneficial for learning (McKendree, Lee, Dineen, & Mayes, 1998; McKendree, Stenning, Mayes, Lee, 

& Cox, 1998). However, as we will go on to discuss, the type of dialogue is important, and the 

evidence form the literature on the length and content of dialogue is unclear.  

To sum up, there is an extensive literature on the value of a CoI in online learning, which is indicative 

of a wider pedagogic paradigm in which learning is considered to take place through dialogue and 

experience. This literature suggests that learning may take place vicariously (by watching others’ 

learning experience) as well as through the kinds of relational activities encouraged by CoI. However, 

there is a research gap on the specific role of lecture capture (an otherwise contentious technology) 

in online learning. This leads us back to the focus of this research, and the question of whether, and 

how lecture capture contributes to the development of a CoI, and, if it does, whether using lecture 

capture to enhance social, teaching or cognitive presence provides any additional pedagogical value 

for online learners.  

3. Methodology, Research Context and Limitations  

3.1. Research context 

This is a small-scale qualitative study using semi-structured interviews with online students. The 

research participants were all first- or second-year students in the MSc International Development 

https://www.zotero.org/google-docs/?vGmwdJ
https://www.zotero.org/google-docs/?jyWse4
https://www.zotero.org/google-docs/?jyWse4


(distance learning), which is a fully online 2 or 3 year programme offered by the School of Social and 

Political Sciences in the University of Edinburgh. The core courses provide interdisciplinary tools 

(mainly from anthropology, sociology, economics, history) to understand development practices and 

institutions around the world and the elective courses and dissertation provide an opportunity for 

geographical or thematic specialisation. At the time of research, 47 students from 22 different 

nationalities were enrolled in the programme. Only 9 students were UK nationals, with Americans 

forming the strongest contingent (27.6% of all students) and just over a third of students came from 

a low- or middle-income country. About a quarter (23%) of the students were living in a country 

different than their country of birth; many also reported a history of living internationally. Those 

statistics reflect the patterns observed in the on-campus MSc International Development 

programme. The main difference between the cohorts of the two programmes is the average age: 

29.95 years old (standard deviation: 5.71), which is clearly older than the on-campus programme, for 

the online students. Most are working a full-time job, often in a related field, and, based on 

anecdotal reports from students, time and geographical constraints are the main reasons students 

opt for the online rather than the face-to-face programme. The programme’s courses are 

asynchronous and designed in a flexible manner so students can choose when to contribute. 

This study focused on one of the elective modules, Key Skills in Development Practice. This course 

enrolled 14 students that year, and focused on some of the key tools (e.g. project management 

tools), approaches (e.g. participatory research), and contexts (e.g. post conflict and fragile states) 

which feature in the international development industry. A course with the similar content exist on-

campus, as is the case for most of the online courses of the programme, which allowed the study to 

show relevant lecture capture material to online students alongside purpose-made online content 

without disrupting the course structure. Typically, each module ran in a similar way.  Students were 

provided with video resources, key and supplementary readings and a discussion board.  The video 

resources normally consisted of at least one video lecture, recorded by a lecturer in their office - we 

refer to this as a ‘video-to-camera lecture’.  These were typically 20 minutes long, showed 

powerpoint slides and an audio track, and most also had an inset showing the lecturer’s face. 

Occasionally the video resources included lecture captures; recording of live lectures that took place 

on campus. Some of these consisted of only an audio recording (no video) and a feed of the Power-

Point slides, others had both audio and video feeds from the lecture theatre.  

 A major concern for students when thinking about video recordings of all types was the technical 

difficulties which resulted in poor audio or video quality, lack of synchronisation between 

powerpoint slides and audio. Some students had also experienced more sophisticated lecture 

captures through other online courses which consisted of a video recording of the lecturer together 



with a feed of the slides and good quality audio. During the interviews students were encouraged to 

imagine technical difficulties in our recordings had been resolved so that we could focus on the 

pedagogical issues involved. 

3.2. Methodology 

Semi-structured interviews were carried out with 12 students (6 female and 6 male) taking the Key 

Skills in Development Practice module from the online MSc International Development programme. 

All were mature students, taking the course part-time alongside working in related fields.  They were 

geographically dispersed (Europe (5), North and South America (3), Africa (4)) reflecting the location 

of course participants as a whole. Nationalities of the participants also reflected the variation typical 

of our online students, including European (7), North American (3), and Kenyan (2) 

students. Participation was voluntary: students were invited to take part in the semi-structured 

interviews through e-mails to course lists. These included a link to a short introductory video by the 

researcher who would be conducting the interviews (who was not a member of teaching staff), and 

students were reassured that their participation would have no bearing on any teaching or 

assessment. Their responses were anonymized by the researcher so that teaching staff would not be 

able to attribute comments. A £10 gift voucher or charity donation was offered as a ‘thank you’ and 

ethics was sought and granted through the School of Social and Political Sciences at the University of 

Edinburgh. 

All interviews took place through Skype, were audio recorded and subsequently professionally 

transcribed. We asked about the following three categories of recorded material: 

a. Intentionally created, online learning specific material: The most common type in this 

category was video-to-camera lectures recorded for that specific course, as well as 

specifically created podcasts and digital interviews which were created specifically for the 

topic that week. 

b. Material which has been repurposed, yet still ‘born digital’: This includes more general 

short videos from development practitioners recorded by the University, as well as online 

resources from the development industry such as YouTube content. 

c. Lecture capture material: This category includes lectures recorded for the Key Skills in 

Development Practice on campus counterpart course, but, as noted above, students had 

also been exposed to other lecture capture recordings in other courses and sometimes 

included these experiences in their discussion. 



Students were asked about their experiences of these different types of video resources, how 

connected this made them feel to both lecturers and peers, and how useful they felt the resources 

were for their learning. As the interviews were semi-structured, the experienced researcher also 

developed conversations with participants based on relevant themes that arose. 

3.3. Analysis  

A grounded theory approach, in which we began without a priori hypotheses was followed, based on 

the constructivist grounded theory perspective and methodological recommendations of Charmaz 

(2014). Data analysis took place concurrently with data collection, and after initial coding, was used 

to inform the direction and focus of subsequent interviews.  Important codes were noted initially in 

memos and subsequently as the analysis progressed, we adopted focussed coding whereby initial 

codes were re-evaluated, re-named, merged or added to as appropriated. At this point we 

maintained our focus on students’ perceptions of lecture capture, but also realised that two other 

important categories were necessary as they helped explain the other categories - these were 

‘importance of connectivity’ and ‘privileging of on-campus teaching’. As data collection and 

categories were developed we examined new data alongside old data through a constant 

comparative method. Finally, we used a process of theoretical sampling and conducted additional 

interviews with two students. We determined that theoretical saturation has been reached as no 

new data emerged and the categories were fully developed. Once the categories had been defined 

we examined them through the lens of the elements of the Community of Inquiry framework as 

described above, namely social presence, cognitive presence and teaching presence.  

3.4. Limitations 

In this research students were asked to compare their experience of video-to-camera recordings 

with lecture captures. From this starting point, it is perhaps not surprising that students felt that 

there were some advantages to lecture captures, as these give a more varied experience, both 

visually and orally. We also recognize that basing pedagogic decisions on student preferences alone 

is risky, as our experience suggests that students often respond positively when asked if they want 

more of a particular thing. For example, focus groups with students which return results claiming 

that students want more lecture capture have been used to guide policy decisions enforcing lecture 

capture on teaching staff.  A further concern we have about the use of lecture captures for online 

learning is that they may lead to (or further encourage) the privileging of on-campus modes of 

teaching while sidelining the potential benefits offered by digital education (Ross & Sheail, 

https://www.zotero.org/google-docs/?yAlXEX


2017)].  This may lead to students viewing, for example, synchronous face-to-face discussions as 

more valuable than asynchronous text-based interactions, rather than seeing them as a valid 

alternative with different affordances. A further limitation is the limited sample size (which is, 

nevertheless, a quarter of the students of the programme) and the self-selected nature of research 

participants. Those were partly guided by the need to limit interference with teaching and a sense of 

gradual repetition (saturation) of key ideas as the interviews went on, but it must also be noted that 

this paper is exploratory in nature, intended to respond quickly to the rise of lecture capture as a 

recent and substantial development in higher education.  

4. Findings   

Eight students expressed enthusiasm for the use of lecture captures in online courses, 2 disliked the 

idea and 2 were agnostic.  Discussions about teaching and learning online were nuanced with both 

advantages and disadvantages of lecture captures raised by all students.  Analysis of this data led to 

the development of three central themes related to students’ experience of lecture captures 

compared to video-to-camera lectures:  Speech delivery style; listening in on class discussions; and, 

valuing intentionality created video resources. We discuss these themes in turn below, before 

moving to a discussion of what the findings mean for teaching international development online, 

and some broader implications for online pedagogy. 

4.1. Speech Delivery Style 

The first theme concerns the difference that students noted in the style and delivery of the lecturer’s 

discourse in the lecture captures compared to the video-to-camera recordings.  Students felt that in 

the lecture captures, the lecturer was more likely to be enthusiastic and passionate; in contrast, in 

the video-to-camera lectures, the speech was often felt to be monotone. For example, Student 3 

reported that “some people really come alive when they’re in the classroom and talking.  Whereas I 

think it feels really awkward to sort of just be talking at a computer in like monologue for half an 

hour”. Similarly, Student 10 reported that a lecturer viewed through lecture capture seemed “quite 

passionate speaking to his students, and you could feel that kind of passion… it will really inspire 

actually, speaking like that to the real people in a room”. This student went on to say that they were 

able to feel that passion as well. As these quotes show, the difference in the style of discourse for 

each type of video was attributed to the presence or absence of a live audience.   

Another difference noted by students between the two types of recordings was the degree of 

spontaneity.  Students noted a preference for when the lecturer was speaking from the top of their 

https://www.zotero.org/google-docs/?yAlXEX


head, which tended to happen in lecture captures of live lectures. In contrast students felt that in 

video-to-camera recordings were being read from a prepared script or notes, which contributed to 

the feeling that the delivery was more monotone, and that, crucially, this would not be the case in a 

lecture hall.  As Student 1 explained: 

Natural speech is way easier to listen to and maintain engagement with as opposed to 

reading text. and I’m not sure, maybe they’re not reading but I think I can tell that they’re 

reading…. I don’t know if they would do that in class. 

When students felt that the lecturer was reading from a script, they commented that they would 

rather read the script for themselves, implying that they expect something more from a video than 

just transfer of information. The tendency towards more scripted or carefully prepared lectures in 

the video-to-camera recordings resulted in some students feeling that the speech in the recordings 

was less ‘natural’. Student 1 went on to explain how the tangents and more personal aspects of 

spontaneous speech helped them to learn. 

I want the ums and I want the tangents.  That’s natural, that’s how you learn, that’s how you 

pull in, you know, interesting information is going off on tangents, talking about personal 

experience, things that you would share in a lecture. 

The different styles of speech had a number of consequences for students. Speech that was more 

monotone and less natural was felt to be less likely to maintain their attention. Conversely 

spontaneous speech was felt by some students to be evidence of the competence of the lecturer.  

I prefer when the lecturer kind of speaks from the top of his head because that tells you that 

they know the topic…….that makes me kind of believe the lecturer right, or pay attention to 

what they are saying because that creates kind of the trust to his or her competence 

(Student 2). 

In sum, students reported that hearing naturalistic speech delivery style was more interesting, 

sparked more passion for learning and created a greater impression of competence in the lecturer. 

4.2. Listening in on Class Discussions 

Students felt that an advantage of lecture captures was that it offered the opportunity to hear 

interactions that took place during the live on-campus classes. The dialogue present in the lecture 

captures was contrasted with the monologue of video-to-camera lectures, and was felt to be the key 

differentiator between the two formats.  Student 2 explained that on campus teaching gives greater 

opportunity for student-teacher dialogue:  



[On-campus lecture capture discussions are] not just a one way communication. You know, 

the lecturer is not challenged in just a twenty-minute recording……. [so it’s] a different level 

of interaction and debate. 

Students felt that hearing other students’ questions, both ones that they hadn’t thought of and ones 

that they themselves would like to ask would be particularly beneficial for their learning. For 

example, this student reported that: 

[I think that lecture captures] would have been really effective and helpful for me ….to listen 

in on that dialogue and sort of real life feeling of, you know, other people are studying this 

and everybody’s talking about it and it’s not just me in this one video. [Student 1] 

The feeling of connectedness to a community reflected in lecture capture was linked by another 

student to the importance of hearing questions asked and answered as a way to prompt new 

learning:   

So, the person in your audience might ask the question that wouldn't occur to me, so you 

learn that way I think from other people thoughts and ideas. [Student 10] 

 A similar point was raised by a further student, who wished to see their questions reflected in class 

discussions: 

And you can at least listen for their questions whenever they ask about the questions which 

they bring out. So I believe those are also interesting…..cause I feel like I connect like I'm in 

the lecture. And sometimes actually the questions someone asks at the end of the lecture is 

perhaps a question I had in mind too. [Student 5]  

This was a pervasive theme: that students felt that the lecture captures were more interactive than 

the video-to-camera lectures. This was true even though they acknowledged that they were not able 

to take part in the interactions themselves, as commented by this student: 

[I]t feels a little bit more interactive.  Even though I’m not part of the interaction I can feel 

more interaction there so that’s really helpful.” [Student 4]  

Overall, the views presented in this sub-section have raised some interesting points regarding how 

online students feel about witnessing and learning from interaction that takes place in an on campus 

teaching environment. There is a subtle but important distinction between students reporting 

feelings of connectedness based on viewing others’ interactions, compared to being part of a 

genuine community of inquiry in their own right. We discuss this further in section 5.  

 



4.3. Valuing Intentionality Created Video Resources 

 In contrast to the advantages of lecture captures discussed above, students felt that a major 

problem with lecture captures was that they were not created purposely for their course (even 

though they may be edited), unlike video-to-camera lectures. Students stated that videos that had 

been created intentionally for them made them feel more connected, both to the lecturer and to 

the course. For example, a student commented that: 

The primary focus [in lecture captures] is the audience and I’m getting it like second hand. 

Whereas if [lecturers] are staring into a webcam, the focus is very much on the people that 

they’re delivering it to at a distance. It feels like it’s for you [Student 9]. 

It was also important to students to feel that the lecturer was putting time and effort into creating 

these resources for them, and this was often compared to the effort that lecturers would be putting 

into giving an on-campus lecture: 

They are made with the online students in mind, with a topic in mind. So, I can see that they 

are kind of made specifically for a specific subject or for a specific course. So, somebody did 

take the time [Student 2]. 

Students also equated the effort that they felt the lecturers should put in to the course with getting 

value for money: they saw lecture captures as an easy option for the lecturers as they would be 

giving the lecture on campus anyway.  

Masters is very expensive and it’s nice to know that they’ve put in a lot of, you know, 

because there are naturally things that we’re not getting, but the campus students get, so I 

think it’s good to know that, you know, they prepare specific bits for the online students and 

we’re getting, you know, that quality’ [student 7] 

Students also commented that a purpose made video was more likely to be well thought out and 

tailored to their specific needs as online students. For example:  

[Purpose made teaching material] make it feel a little more cohesive and intentional. 

Whereas with some of the other ones, it feels like…oh we recorded this for something else 

so like let’s just use it [Student 3]. 

This is important as the characteristics of the on-campus students tend to differ from the online 

students. On-campus students are likely to be younger and to be studying full-time whereas the 

online students are likely to be more mature and be studying part-time alongside a full-time job 

while also working in a related field. This means that material needs to be immediately relevant in a 



short time-frame and the learning points need to be directly, clearly and concisely communicated. 

Moreover, as this next student points out, the specific experiences of students in on-line 

international development programmes are also important (usually these students are more 

international and usually non-European or US in origin), and these students have specific challenges 

and requirements around technological access, accessibility of data, and available time. As this 

student explains, these needs and positionalities are more likely to be catered to if teaching 

materials are purposely created:  

I would say….. that the videos that are made for the course are better. I think whoever 

makes the videos understands why they are made, so they cater specifically to the students 

who will be, you know, not in a classroom, and I guess they understand what some of the 

challenges would be [Student 8]. 

As student 8 points out here, this is not just about understanding the challenges and opportunities 

that are inherent in learning online, but about catering to the specific characteristics of the MSc 

International Development students.  

We should also point out that some students found that videos of on-campus lecturers could be 

made in such a way that they are tailored to both kinds of audiences, referring to lectures that they 

had seen online which did this effectively, such as on campus lectures which also acknowledge that 

online students are viewing, and allow online students to pose questions via pre-lecture email or 

instant messaging. In these examples the lecture has been planned to be viewed by both online and 

on-campus students, the lecturer refers directly to the online students and makes sure that the 

content is relevant to them. This may present opportunities where there is a course with a similar 

curriculum and time-scale for on-campus and online students, or where there are key course 

highlights (such as a prominent guest speaker) which can be made accessible to on campus and 

online students simultaneously through creative and inclusive use of lecture capture. For more 

general material, it may be difficult to effectively tailor the course for the different characteristics of 

the student cohorts described above. 

5. Discussion and Pedagogic Implications    

Students’ perceptions of lecture captures and video-to-camera lectures were evaluated through the 

lens of the three elements of the CoI framework: Teaching, cognitive and social presence. 

Turning first to teaching presence, throughout the interviews we found that students preferred the 

style of the lecturers’ discourse in the lecture captures as they felt that it was more enthusiastic, 



more natural and more spontaneous. Students felt that this resulted in them finding it easier to pay 

attention to the lecture. While this aspect of students experience does not relate directly to any of 

the three indicators of teaching presence proposed by Anderson (2001): design and organisation, 

facilitating discourse, and direct instruction, however, as the teacher is a member of the Community 

of Inquiry, aspects of teaching which encourage social presence then contribute to a wider CoI. Our 

finding that students experience the speech in lecture captures as being more natural than in video-

to-camera lectures indicates an increased instructor presence through enhanced emotional 

expression. It may also indicate greater open communication as students commented that they felt 

it was easier to approach an instructor (by e-mail for example) if they feel that they know them from 

watching the videos. However, this only applies if the students’ normal lecturer is giving the lecture 

capture. If a different lecturer has been recorded, perhaps in the role of a guest lecturer, then there 

will be no effect on course instructor social presence.   

Our research also showed that students strongly preferred resources which were made purposely 

for them, and which were therefore tailored to their needs both as online learners and as members 

of a particular cohort of students. Lecture captures did not fulfill this criteria as they were generally 

incorporated into learning resources after the lecture had been recorded, rather than planned in 

advance. While it would be possible to create on-campus lectures which were directed at both on-

campus and online students, in practice, organisation and timing is likely to make this difficult to 

achieve on a weekly basis. Incorporating online and on campus students into the same lecture 

through lecture capture (for example, though inviting questions from online students pre-recording 

which are answered by the lecturer in the recording, or ensuring online students are acknowledged 

through directing the lecture to them as part of the audience) is certainly achievable, and may 

benefit online students through allowing them access to special guest speakers and other special on-

campus events. Overall there is no evidence from this data that offering students lecture captures 

instead of video-to-camera lectures increases teaching presence as originally defined. In fact, it may 

actually decrease the impact of teacher presence.  There is however, some evidence for an increase 

in instructor social presence and therefore how connected students feel to the lecturer if the 

lecturer giving the lecture captures is the core lecturer on the course.  

Considering cognitive presence, we found that students were enthusiastic about the opportunity to 

listen in on dialogue between the lecturer and the students in the lecture captures. There were two 

main reasons for this. Firstly, students felt that hearing dialogue and particularly student questions 

was valuable to their learning and secondly students found this experience more interactive than 

video-to-camera lectures, even though they themselves couldn’t participate in the dialogues. As 

discussed in section 3, many have proposed the idea that learning through dialogues is beneficial for 

https://www.zotero.org/google-docs/?zJVL1S


learning. The extent to which this applies to the short question and answer exchanges common in 

lectures is unclear, however, if students are thinking more deeply about the material and hearing 

different perspectives then it may be beneficial to their learning. However, we are concerned here 

specifically with cognitive presence within a community of inquiry, in which discussion with peers is 

a critical feature. As Garrison (2009) stated ‘purposeful reflection and discussion focused on 

worthwhile educational goals is the essence of cognitive presence’’. Based on this definition of 

cognitive presence we conclude that it is not enhanced by lecture captures as they do not increase 

the possibility of interactions with their peers, even though the experience may feel more interactive 

for the observer. 

Finally, with regards to social presence, we consider that this aspect of the CoI is intrinsically linked 

to interactions with others. In this work, we found no evidence that watching lecture captures rather 

than video-to-camera lectures increased either interactions with peers or connections to them, and 

we therefore conclude that lecture captures do not enhance social presence. We note however that 

there was a suggestion from some students that the dialogue from the on-campus classes would 

trigger more discussion on the discussion board, which would be possible if the lecture capture and 

discussion board were designed purposely to work together.  For example, Nolan-Grant et al. (2019) 

re-designed a course based on CoI principles in which videos were explicitly related to the discussion 

board through prompts. Their intervention resulted in increased social and cognitive presence, as 

measured by the number of posts on a discussion board and by the proportion of videos watched.  

The central question in this research concerns whether lecture captures can have an impact on the 

creation or enhancement of a community of inquiry for online students.  Our discussion above has 

indicated that there is little impact on the three key elements of a CoI - social, cognitive and teaching 

presence. A community can be thought of as a social organisation that forms around a common 

objective (Jézégou, 2010). Such a community builds a collective experience through developing ways 

of interacting with each other or ‘norms’ of practice, behaviour and values (Preece & Maloney-

Krichmar, 2003; Turpen & Finkelstein, 2010). In an educational setting the importance of the 

interactions with others is also stressed by Garrison and Cleveland-Innes (2005) who argued that for 

learning to occur a community of inquiry must be developed and that critical to this are interactions 

that are structured and systematic rather than purely social. 

Our findings in this research show that introducing lecture captures to online learning environments 

does not lead to an increase in meaningful connections, discussion or communications amongst 

students and their lecturer.  Although students commented that they felt that watching lecture 

captures was a more interactive experience, in reality, online students can only ever be passive 

observers of the learning event being captured. Critically, that learning event involves the learning 
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community of on-campus students, a community of which they are not a part.  Online students are 

not able to be involved in interactions within this learning community and this means that they are 

not equal participants, that they may feel, as student 9 commented, ‘like a second class citizen’. The 

consequence of this is that lecture captures do not increase the opportunities for students to 

develop relationships within their own learning communities, either with their lecturers or with their 

peers.  We therefore conclude that overall there is no evidence that using lecture captures in online 

courses enhances the Community of Inquiry for online learners. Nevertheless, as we now turn to 

discuss, our research raised broader pedagogic implications and questions regarding the role of 

watching dialogue (via lecture capture and other means), and videos more generally. 

The focus of this research has been students views on lecture capture, ranging from the use of 

lecture captures as a whole-scale replacement for video-to-camera lectures, to the occasional use of 

lecture capture as part of a wider bespoke online course. While our study confirms research that 

lecture capture should not be used simply to replace specialist online teaching, it should not be 

concluded that there is absolutely no value in using them at all in online teaching. For example, 

recording question and answer sessions with a guest lecturer could provide a valuable dimension for 

online students who might otherwise miss out on a unique perspective from a practitioner in the 

field, and lecture capture could also be used to incorporate online students in special on campus 

events and guest speakers.  

This research also raises wider questions about the purpose of videos within the teaching design of 

online courses.  For example, if the aim of a video is to increase teaching presence, a 5 minute 

introductory video-to-camera piece may be sufficient to give a sense of connection to a lecturer. If 

the aim is to increase cognitive presence then one option is to design videos which encourage 

students to think about the content with questions directly related to their work on the discussion 

board (Nolan-Grant, 2019).  Cognitive presence could also be enhanced through including basic 

interactive components which have been shown to have a significant effect on learning gain and 

student satisfaction (Zhang, Zhou, Briggs, & Nunamaker Jr, 2006), and can also improve student 

engagement and attention spans (Delen, Liew, & Willson, 2014; Geri, Winer, & Zaks, 2017a, 

2017b).  Videos also have the potential to improve social presence, for example by using 

asynchronous video, which allows students to respond to the lecturer and to each other by creating 

their own video or audio content (Clark, Strudler, & Grove, 2015; Draus, Curran, & Trempus, 2014; 

Griffiths & Graham, 2009b, 2009a).  In all of these respects a video-to-camera lecture offers more 

flexibility to design for increased social, cognitive and teaching presence than lecture captures.  

 One further issue which has been considered in the literature is the length of the video, with 

evidence suggesting that students are less likely to watch longer online videos to the end (Geri et al., 
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2017b; Guo, Kim, & Rubin, 2014).  Without significant effort being put into editing, lecture captures 

are likely to be longer than the optimal length for online learning videos. In contrast recording a 

video-to-camera gives the lecturer an opportunity to consider the length, style, depth of content, all 

of which can be tailored to the needs of the student and the learning design of the class.  

There are fundamental differences online environments and on campus.  In face-to-face teaching 

the voice has centrality, through both the didactic delivery of a lecture and the dialogue created 

during lecturer-student discussions.  These are synchronous, real-time interactions which demand a 

quickness of thought and of response. They create a community bound by both time and space. In 

contrast, online learning allows more considered, thoughtful responses, and the focus is generally on 

textual responses.  If lectures are seen as the authentic, privileged mode of teaching, then the voice 

of the lecturer is given greater importance and lecturer captures are likely to be viewed more 

positively by students. 

6. Conclusion 

The question of proximity and distance takes on particular importance in the context of teaching 

international development to students who are mainly outside the UK and have had very different 

experiences of higher education. One of the core goals driving online teaching of this degree (the 

MSC International Development) is to ensure that genuine proximity can flourish in a context of 

structural distance. On-line lecture capture is one of a range of tools that can be beneficial in certain 

circumstances but the motivation for using it must be guided by pedagogic evidence and genuine 

attempts to overcome structural barriers to accessing higher education. The pedagogical reflection 

on why lecture capture should be used (in online and in on campus teaching) has been very scant, 

and the main driver seems to be about cost effectiveness rather than any serious engagement with, 

or knowledge of digital education methods. This small-scale, qualitative study of an online MSc in 

International Development has partly addressed this lack of critical engagement with lecture capture 

by exploring how lecture captures might be used in online teaching, and whether there is any 

pedagogic justification for including this kind of teaching material in online courses.  

Overall, the study concluded that there was no increase in the opportunity for meaningful 

interactions, and therefore no significant increase in either teaching or cognitive presence, and no 

evidence of an effect on social presence.  We conclude that introducing lecture captures to online 

learning environments does not lead to an increase in meaningful connections, discussion or 

communications amongst students and their lecturer. This is important because it runs counter to 

the discourse of instrumentalisation of lecture capture and online learning, arguably present in 
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university management, which views lecture capture as a ‘quick fix’ for student satisfaction, and 

online learning as an easy and cost-effective way to increase student numbers. This research has 

shown that lecture capture cannot replace a carefully designed online community of inquiry. 

However, our study did take the views of students who liked lecture capture seriously, and explored 

the implications of these views. Our study highlighted the benefits of providing opportunities to 

online students to learn vicariously through watching on-campus discussions. However, this does not 

imply that lecture capture is the right mode of delivery, not least because recording on-campus 

interactions between students and teachers (rather than just lectures) would exacerbate the 

substantial contestation over lecture capture discussed in section 2. Nevertheless, our study has led 

us to reflect on the broader opportunities for vicarious learning using digital videos such as recorded 

question and answer sessions which could also be scaffolded with other elements of a community of 

inquiry. It remains an open question, and an avenue for future research, whether students in a well-

designed, digitally conceived online course, might feel differently about lecture captures. We 

suggest that if a community of inquiry is established in which students are able to be both 

interactive and to feel connected to others, online students would be less enthusiastic about lecture 

captures being part of their course content.   
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